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Introduction to the Project on Bioethics for Informed Choices 

- Darryl Macer, Ph.D..
Eubios Ethics Institute, New Zealand/Japan; United Nations University, JAPAN

Email: darrylmacer@yahoo.com.au

Internet site <http://www.biol.tsukuba.ac.jp/~macer/betext.htm>

Internet site (Japanese) <http://www.biol.tsukuba.ac.jp/~macer/betextj.htm>

English listserve <http://groups.yahoo.com/group/Bioethicseducation/>

Student listserve <Bioethics_for_students@yahoogroups.com>

The project "Bioethics education for informed citizens across cultures" aims to produce teaching materials for bioethics education in different countries. This includes a textbook that could be used in school and university classes to teach about bioethical issues. One type of classes it can be used in is English (or foreign language classes) classes, but it will not be limited to any one particular field nor inseparably tied to efforts that attempt to push inclusion of bioethics into government-set school curriculum. The material will also assess the possible criteria that could be used to measure the success of bioethics education, and the effectiveness of different forms of education for making mature citizens.

In the first year, 2003, 20 case chapters for the textbook were made, tested in classes, and were revised. As chapters were written, revised and edited, they were tested by a  network of teachers in the different countries. Some school and university teachers have conducted trials. There was tape recordings of the classes made and collection of written essays and homework done by the students, which was analyzed to improve the chapter first drafts. Feedback is being used to revise the chapters and produce a revised integrated textbook, and teacher's resources.  The textbook is being used in the second year (2005) to improve and produce a second version in 2006.  The communication with teachers involved travel of contact persons in Australia, China, India, Japan, Mexico, New Zealand, the Philippines, and Taiwan, and meetings were held at the time of ABC5/TRT9. 

Topics include the following: Autonomy, Justice, Benefits versus risks, Animal rights?, Intrinsic and extrinsic ethical factors, Genetic testing and privacy, Trash and Treasure Activity on Testing for cancer gene susceptibility, AIDS Testing, The Heart Transplant, Ethics and Driving Cars, Ecotourism and ethics, Sustainable Development, Euthanasia, Telling the truth about terminal cancer, Genetic engineering and Food, Reproduction and Fertility, In Vitro Fertilization (IVF) Technology, Artificial insemination, Sperm, Egg and Embryo Donation, Surrogacy, Somatic Cell Gene Therapy, Germ-line gene therapy, Human cloning,  Eugenics, SARS (Severe Acute Respiratory Syndrome).

The main products have been:

 1) Materials for teaching bioethics; 

2) A textbook that could be used in school and university classes to teach about bioethical issues; 

3) A network of teachers in different countries.

 In the first year there has been consensus among those involved that we can measure the success of bioethics education in several ways. Some goals of bioethics identified from discussions with teachers include: 

1) Increasing respect for life; 

2) Balancing benefits and risks of Science and Technology; 

3) Understanding better the diversity of views of different persons. 

We do not need to achieve all three goals to consider a class to be successful, and different teachers and schools put a different amount of emphasis on each goal. This section of the book includes a series of papers on bioethics education trials in different countries, including several from outside the project as well.

The support of the Sasagawa Peace Foundation for the project "Developing Bioethics Teaching Materials" was essential for this project, and for convening this meeting of project participants at ABC5/TRT9, and is generously acknowledged. Please also note that Japanese simultaneous interpretation was available on the 15 February, 2004 conference day, and thanks are due to Richard Clark, Mihaela Serbulea, Tim Boyle and Fumi Maekawa for help with translation between Japanese and English on that day.  I especially the help of Dr. Richard Clark in devoted translation of Japanese papers into English. 

The project could not have been possible without cooperation of many teachers, researchers and students, and these are all acknowledged and appreciated. Papers are in the process of preparation for academic journals. For updated information please see the homepages. Everyone is welcome to join the listserves and project.
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Discussion
Xiao Wei: I think your project is important and useful for me. You are focusing on high schools. This might be a simple question but how about the university level?

Macer: No, we are not just focusing on high schools. We have used the material in classes at the University of Tsukuba and in Taiwan, the trials are also at the university level. I think it is suitable at all levels. We’ll try to make the appropriate background material to make it appropriate for each level.

Aksoy: First of all how can we join this project? Second, I wonder how appropriate this is for high school students. I teach first year students in a medical school. And I also have taught up to 4th year. In high school isn’t it too early to teach respect for life, diversity? How can we teach this in the high school?

Macer: Some junior high school teachers have used this as well. I don’t think it is too early, some issues differ. I have observed classes in New Zealand, Japan, China and India.  It is interesting seeing young students facing this issue. We have to start young. It is important to try to start young if we are to make a society of persons with informed choice. Also most people in society attend high school, while only 30% go to university. We want to form people at the high school level.  

Pollard: In my opinion the earlier the better. For example, lifestyle and fertility should be taught before puberty. Responsible reproduction should be learned before and not after the act. Bioethics should be taught at any level but it should be imparted at a level that a child can understand.

Sivakami: Three questions. First how is bioethics education in university different from that in the high school? Science and non science, what is the difference? And are you going to teach recent inventions in biodmedicine or medical research and practice and other issues?

Macer: I think some high school students have more maturity than university students, so it’s case by case. It depends on the person. What is important is the teaching style.Interactive trial is one way. Small group education or large group education is appropriate for different cases. So it think it can be applied to medical school, philosophy, biology and others.

Teaching about bioethics: A facilitation approach

- Lindsey N. Conner, Ph.D. .
Christchurch College of Education, Private Bag, Christchurch, New Zealand

Email: lindsey.conner@cce.ac.nz

Why a facilitation approach is important in teaching about bioethics 

Bioethical issues are relevant to individuals and societies as a whole (Cheek, 1992). As future citizens, students will need to make decisions not only about their own directions but also about those that society should take. Through an increase in knowledge about the issues, students may be enabled to make more informed social and political decisions in the future (Fien & Williamson-Fien, 1996; Kolstø, 2001). 

Essentially, the overarching goal of teaching about bioethical issues is to get students to critically evaluate the issues (Conner, 2003). It is very important to question the direction and principles that underlie future scientific endeavours and what impact these decisions will have on individuals and societies. The skills required to do this involve the ability to identify existing ideas and beliefs, listen to others, be aware of multiple perspectives, find out relevant information and communicate the findings to others. These skills cannot be “given” to students through a didactic approach to teaching, where the teacher imparts the knowledge. Instead, students need to experience situations that will allow them to develop these skills through interacting with the teacher and with each other.  

The content surrounding bioethical issues is complex because it is made up of personal, social and emotive aspects as well as specific biological information. This means there are “grey areas” (shades of meaning) or holistic interpretations. Teaching bioethics cannot adhere to the western tradition of science education that highly values reason, knowledge, and cognitive aspects of knowing. Although the western, positivistic views of science have their place, bioethical contexts, because of the associated uncertainties, require more holistic teaching approaches that take into account feelings, aesthetics and affective dimensions. Feelings are individualistic and should be explored through activities designed to clarify and analyse the issues (Conner, 2000). 

Critical thinking or evaluating knowledge claims and ideas is a strong component of values analysis. Heath (1992) suggests that the skills required for a critical awareness are: developing “independence of mind” by evaluating one’s own opinions and beliefs, weighing up researched evidence (synthesising/analysing), detecting bias in information, questioning the validity of sources and making reasoned decisions. These can only be developed through experiential and interactive approaches to teaching and learning. One of the best ways to enculture students into this way of thinking is for teachers to model critical thinking (Lipman, 1987). Teachers can use talk aloud procedures to let students “in” on their thinking, give examples of critical questioning processes or back up knowledge claims with reasons (Geddis, 1991). 

Through critical discussion, students may reject dogmatism. They may become more aware of the multiple social aspects of an issue through an increased sensitivity to human rights and differing beliefs. This can foster empathy and tolerance for others. The ethics of care, individual and social responsibility can be discussed. When verbal interaction is used to help students develop an understanding, the idea is to promote reciprocal recognition of claims. If students claim truth and rightness, discussion may allow these ideas to be challenged. Teachers need to instigate and keep these discussions open and non-judgemental (Dawson and Taylor, 1998). Discussions where students are given opportunities to “voice” their opinions are vital for exploring bioethical issues (Geddis, 1991).

Clarification activities help students reflect on their own individual values, and to make values choices based on implications, in a non-judgemental environment. An example of a clarification activity is when students choose a position on a continuum which best fits their value judgement on alternatives (Mertens and Hendrix, 1982). Other activities include agree/disagree decision-making, questions or ranking exercises. It is important for students to identify where they stand in regard to a particular issue.

Analysis activities involve students gathering data from a wide range of sources and using structured reasoning followed by discussion to analyse evidence on values issues in a logical way. Although it is accepted that there is no “right” answer, the objective of this model is to help students exercise reason and to make the most defensible value judgement. There are several procedures that belong to this model. Specific dilemmas can be given to students (vignettes or case studies) to provide a stimulus and a specific context for analysis. Other procedures such as “risk /benefit” and “advantage/ disadvantage” tables, have been described by Butterfield (1987). Weighing up background factors by using mnemonics, for example “Plus/Minus/Interesting” (PMI) and “Consider All Factors” (CAF) have been described by De Bono (1992). This model is useful in that multiple perspectives related to the background information for specific situations can be analysed. However, “weighing up the balance” can often be difficult in some issues.

More recently, inquiry approaches, which also develop information processing skills related to researching and writing, have been advocated (Armstrong & Weber, 1991; Conner, 2000; Dawson, 1996; Jarvis et al., 1998). These approaches include a range of activities, but rely more on a research process to facilitate students’ independent inquiry. The rationale behind using an independent-inquiry approach is that if values were taught didactically they might not be internalised (Fisher, 1998). Inquiry can be individual or collaborative.

Collaborative group investigation or inquiry in the broadest sense (inquiry into affective dimensions as well as facts) seems to support student learning in socio-science areas (Solomon, 1991). Working collaboratively allows students to explore their existing views, which is considered essential in issues education (Cheek, 1992). It also allows for explicitly connecting new information to existing ideas through dialogic means with peers and the teacher (Tsai, 2002). Vygotsky (1978) reminds us that our intellectual range can always be extended through the mediation and interaction with others.

Unfortunately some students in senior classes in New Zealand schools still expect to be 'spoon-fed', to be told the facts and where and how. This has also been a strong element of the culture in science teaching in the past, linked to teachers imparting facts and students perceiving that they do not need to question or think for themselves. This can be linked to a more traditional image of science and science teaching (Carr et al., 1994). In contrast, student-centred approaches to learning - constructivist, generative and inquiry approaches - require the teacher to act as a facilitator rather than act as an authority. 

What characterises a facilitative approach to teaching?

Facilitative approaches to teaching have been described in a number of ways eg. classroom manager, overseer (Hand & Prain, 1995), motivator, diagnostician, guide, innovator, experimenter and researcher (Osborne & Freyberg, 1985). Although these describe roles that might indicate the part played by the teacher, they do not indicate how the teacher might enact these roles. This section of the paper describes how teachers can actively facilitate learning through establishing and maintaining relationships, assisting group work and discussions, and fostering independent learning.

Establishing and maintaining classroom relationships

The teacher can model respectful interactions so that students listen to each other even if they do not agree with the view being expressed. Discussion of the plurality and ambiguity of issues is important, rather than trying to extract the right answer. The teacher needs to ensure and model fairness and mutual respect for ideas as well as dealing with inappropriate responses in positive ways. 

Good teachers exhibit the characteristics, practices and values of good inquiry in all aspects of their teaching and seek to provide finely tuned, learner -sensitive guidance and support to their students as they move towards intellectual independence. Derek Hodson (1998) advocates that teachers should allow students to have some control over planning their work and what strategies students themselves will use. The more control students have over decisions related to tasks and how they might go about them, the greater is their ownership and therefore strength of the motivational power of the activity. There is also evidence that management problems are decreased and student learning is enhanced when students assume greater levels of control over their own learning (Roth and Roychoudhury, 1993). 

Facilitating group work and discussions 

There is much evidence to suggest that using group work helps students learn (Johnson & Johnson, 1994). Promoting cooperation in group work has been reported to produce a positive effect on self-esteem and students more frequently, and more strongly express feelings of belonging and being supported (Slavin, 1985, 1995). The quality of dialogue during these interactions is central to good and effective learning. Therefore, the teacher’s role is to promote meaningful dialogue amongst the group(s).

In group work, teachers would be expected initially to give an introduction about what is required to the whole class. The support and supervision role of groups as they work, involves the teacher allowing students to take charge of the group’s direction while supervising from a distance. New kinds of thinking can be encouraged by asking questions, providing feedback on group progress and insisting that groups work together to achieve the outcome, rather than telling them the answers. The teacher gradually reduces the amount of guidance given to students (Cohen, 1994). Occasionally, as needed, the teacher may stop group work for brief periods, to re-orient the students or remind them of appropriate learning behaviours.

During whole class or small group discussions, the teacher can enable students to build on their existing knowledge by focusing, reporting, consolidating or presenting a thoughtful argument (Jones and Kirk, 1990). Student interaction provides a great deal of diagnostic information for the teacher about what students know and do not know. This information can be used to base the next educational experience (e.g. provide another question, scenario or review the topic).

Focusing can include giving direction for activities, setting time limits, setting deadlines for completion of tasks, pacing activities, signalling the need to move on, generating interest, directing attention to important features of the discussion, asking higher order questions and waiting for answers. It may also involve active listening to enhance understanding, encourage students to identify prejudice, identify lack of sound reasoning or lack of evidence or irrelevance. 

Reporting may involve acting as critic and discussion leader as students report their findings to the class. When students disagree, the teacher can show support and acceptance by ensuring that challenges to views deal with issues and argument and do not attack the person. 
Consolidating involves prompting an awareness of prior knowledge and revising to develop the topic. This will involve encouraging participation and maintaining accountability within the group- making sure everyone remains on task, avoiding fragmentation into 'leaders and led' and finding working procedures that are goal- oriented without being overly restrictive or directive. When addressing issues education, teachers are often expected by students to present a thoughtful argument, and respond critically to students’ arguments. Students want to know what the teachers think (Van Rooy, 1993).

Fostering independent learning

Independent learning helps students to internalise content material. The role of the teacher is to prompt or cue students to ask questions about what they need to find out and what they need to do to research or collate their ideas. Independent learning may be a new way of learning for some students and they may not be accustomed to being given the responsibility to make decisions about their own learning. The amount of guidance given to students by teachers is always a professional decision. Too much guidance may interfere with the development of students' thought processes, act to frustrate problem solving and lead to premature closure. Too little guidance may result in unsatisfactory progress by students resulting in frustration or alienation (Conner, 2002). 

General teaching strategies that will help students to be more self-directed include:

· providing explicit instruction, especially about thinking skills

· talking less (select only the important information and emphasise what is important)

· planning with students about how they are going to apply information processing strategies and thinking skills

· providing prompts which may guide or help students to ask their own questions

· providing checklists for learning processes or for evaluating their own/each others work

·  Actively encouraging self-questioning and modelling metacognitive processes helps students to use critical thinking (Conner, 2003). An environment in the classroom that supports autonomy, relatedness and competence is also more likely to promote self-regulated learning (Ryan & Stiller, 1991) and motivation (Ames, 1992). When the teacher provides opportunities for success and reinforces this success, students’ self-confidence and self-image is improved (Ames, 1992). 

It must be acknowledged that the directions of lessons and the role of the teacher will be conditional on the students themselves. The intention of this paper is to explore some general principles that underlie facilitation, and to provide examples of how these were carried out, rather than explore other social influences on the role of teachers. In particular, a case study is described of how a teacher set up and maintained classroom relationships and used teaching strategies, which promoted student-centred approaches to learning.

Case study of an intervention unit

In New Zealand, the curriculum document Biology in the New Zealand Curriculum  (Ministry of Education, 1994) gives guidelines for teaching senior high school biology. This requires year 13 biology students (final year high school) to investigate contemporary biological issues and make informed judgments on any social, ethical, or environmental implications (Achievement Objective 8.3 (a), Ministry of Education, 1994). Students are required to research an issue and be able to communicate their opinions about the issue both orally and in written formats. Previously this was examined by an essay in the national University Bursary examination. In 2004 and beyond, assessment of this section of the curriculum is carried out by the teacher to meet an achievement standard and can be fulfilled through a variety of formats. Therefore, it is very important that students develop skills in independent research and communication formats (oral and written) as well as develop their thinking about the biological, social and ethical issues that are linked with their topic.

In the intervention unit of work, which is the focus of this case study, it was considered that students needed to work cooperatively to question their own knowledge and opinions and develop more self-direction in their learning. The teacher helped students to identify their own ideas about the issues and learning skills such as researching and essay writing so that they could enhance their learning through more conscious control (Conner & Gunstone, 2004). The students were also provided with opportunities to engage in open and critical discourses and develop independent learning skills through metacognitive behaviours. 

In this unit of work, students were encouraged to choose subject material, follow enquiries relative to their own interests and decide how they should go about their own learning. The teacher acted as a facilitator by encouraging students to plan, monitor and evaluate their learning. Planning and monitoring was also encouraged through a written guideline (Appendix 1). This emphasised the skills needed for researching, developing questions and writing essays. It also outlined that students should think critically and independently. The students set their own agendas for planning individual research, choosing the two types of cancer they wanted to investigate and deriving the key words and key questions that would drive their work. 

They were also given notebooks with prompter statements on bookmarks, to prompt planning, monitoring and evaluation. The statements included: Something I Learned Today... ;What does what I've found out today mean? ;It seems important to note .....;I want to...;A question I have is....;I'm lost with....;I disagree with............... because.......;What I need to do now is........;I can't decide if......;I'm stuck on.......;I wonder...;What I need to do now is...;I’m wondering why......;One point of view is....;How...

Students were encouraged to refer to their notebook prompts and write any thoughts about the issues or plan next steps for their research in their notebooks. They were given approximately five minutes at the end of most sessions to do this. 

The teacher encouraged spontaneous discussions by questioning students and responding to their questions. Other small group discussions were purposeful. These were on the issues of cancer treatment, genetic screening, euthanasia and human rights. Activities were incorporated to promote social interaction as a way of mediating and extending individual meaning making. During these discussion the teacher acted as a mediator, modelled respect for opinions and shared his own opinion willingly.

The teacher also gave direct content instruction. There were three lessons on the nature of cancer, the aetiology of cancer and the meanings of key words related to cancer such as metastasis, oncogene, malignant, carcinogen etc. 
Completed draft essays were checked by peers to allow the sharing of ideas about what could be written and how it could be organised. It was hoped that peer checking would prompt reflection on the content and structure of what an essay should be like. It was also hoped that by reading others’ essays, students would be exposed to a range of viewpoints about social and ethical issues.
Research outline

The research methodology employed for this part of the study was based on an interpretive case study approach (Merriam, 1988). I took detailed field notes of observations. I also discussed issues with the teacher frequently, as was natural from our previous relationship as colleagues and co-teachers of similar classes in the past. My classroom observations and interviews with the teacher and the students provide the data sources. These were analysed to illustrate aspects relating to the role of the teacher.

Appropriate ethical procedures were sued in the conduct and reporting of the research – all participants gave informed consent, only pseudonyms are used in all data reporting and so on.
Teaching as a facilitator

I will now describe how the teacher acted as a facilitator in this unit of work by giving examples of how the teacher acted as a mediator, an instructor and as an encourager. 

Teacher as mediator

The teacher acted as a mediator in both whole class and small group discussions. Exploring students’ beliefs or feelings was instigated through clarification and analysis procedures. For example personal accounts of cancer patients on video clips, and case studies and activities that required students to relate these situations to themselves, created opportunities for students to evaluate affective perspectives. During these video sessions, the teacher wrote key words or words that he thought were technical or new to the students, on the black board. At the end of the video, he clarified the meanings of these words with the students. During whole class discussion, the teacher would keep students on the topic by asking open questions that had no right answers e.g. What do you think might happen if…? He actively promoted students talking to each other. The teacher established this culture by modelling mutual respect. He insisted that only one person spoke at a time, allowed wait time after asking questions and accepted all students’ answers. He also did not allow individuals to dominate during whole class discussions, nor allow students to put each other down.

Other activities designed by the teacher emersed students in making personal decisions. For example, a treatment choice activity where small groups were given a scenario about lung cancer to discuss and had to give reasons for the treatments they chose. Another activity involved small groups deciding whether they agreed or disagreed that a doctor should have administered an overdose of morphine for a terminally ill cancer patient. Such activities required them to apply their prior knowledge, rather than merely identify it. 

The teacher’s comments about the activity indicate that he considered “on- task” behaviour as important.

Teacher : The discussions, they were quite happy to discuss that but I felt that dealing with one whole group wasn't probably as useful as making them go into small groups but there is a risk putting them into small groups, they are such good mates, that they often get off the topic.

He also commented on his role during small group discussions.

Teacher: I think when there is a discussion, I've got to facilitate it and make sure that I keep bringing in the ones that aren't saying anything.
During these discussions, the teacher moved around the room, visiting each group, listening to what they were saying and asking them questions. When he noticed that some groups had not progressed very far and were stuck on the conditional aspects he called the class back to attention and asked for feedback from each group. 

The students appreciated having the opportunity to voice their own opinions rather than the content only revolving around written information. The following two students’ comments also exemplify the student-directed ownership of the discussions. 

Mary : 
I thought it was good. I thought you’ve got more of a say rather than the other parts of the curriculum. You can put your own opinion in and you knew something about it so it wasn’t just what you’d been taught.

Sally :
Yes, it makes you concentrate more. It is easy to tune out if you are just taking notes, you don't really read what you are writing, if you have to put input into it [your own ideas].....You  have to know more about what you are talking about.

Sally’s comment shows that she thought that discussions provided a more active way of learning for her. Active participation was an inherent aspect of the small group discussions. The comments about “having to know more” indicate that some students felt they had to demonstrate their knowledge when taking part in discussions. There was also a sense that they could use opinion and what they knew from informal sources.

Teacher as instructor 

The teacher acted as an instructor to indicate what he expected the students to do in terms of researching and writing and in terms of group discussions. The instructions were supported with teaching materials (Appendix 1) and overhead transparencies that contained factual information. Students were given the opportunity to choose what notes they would make from this information. The teacher made it clear that he did not expect the students to copy notes directly from the sources, but rather choose what they thought was appropriate. He gave instruction about discarding “trash” (irrelevant information) and keeping the “treasure” (relevant information). 

The teacher’s comments below about how students liked being given information, indicates that he knew some of them preferred to be told what to do and that some of these students were unaccustomed to independent inquiry and self-directed learning. 
Teacher : Then the background information I gave them, some of it was me getting them to take notes, but I did provide some notes. They liked that, mainly because it is what they are used to I think, at school. Especially the ones like Marianne who are very efficient in their working, they don't like to be mucking around having to find stuff. If I already know, they want me just to tell them, and they remember it. They don't want to waste time. [The students are thinking] “To hell with discovery, just tell me.”

The teacher considered that for some students, teacher-directed information was seen to be an efficient way of gaining the important information and saved time, whereas for others it was linked to not knowing what to do or just simply being lazy. Despite his acknowledgement of what students would prefer and empathy towards this approach, he wanted the students to take a more active role and responsibility for their own learning. 
The teacher then gave an example of how to use key words/ideas to write an essay about keeping a dog. The class brainstormed the key words that might be useful and the teacher wrote them on the board. Then the teacher showed them how to group the key words by putting numbers next to them. He allowed students to have input into the lesson by asking questions during the example and indicating that there might be more than one way of planning. 

An episode from his teaching is given below to illustrate how he indicated to the students that there was not necessarily a single way of proceeding and implied that they had a choice.

Teacher : Has anyone got another way of planning?

Liz : In History, we make a generalisation, then put it [the ideas] in a logical order in a list.

One student expressed that she found the approach taken by the teacher confusing because he was not telling her what to write in her essay. She thought that the teacher should give her the information she needed and then she would “know”.

Vincy :
It probably confuses you a bit more. It wasn't as straightforward as I thought it would be, the whole cancer issue. I thought it was quite muddled up.

Researcher: What was confusing?

Vincy: 
Just the way he wasn't telling us you need to learn this and this and you need to know all these things about cancer. He kind of said, pick your one, and learn.

Researcher: So why do you think he did it that way? Because he did it purposely.

Vincy: 
He wants us to go out and do the work and learn. I don't actually know. He wanted us to do it instead of just being fed the information. But I think we are just so used to being fed it that it’s not going to work.

Researcher: So normally people would just give you the information?

Vincy: 
Yes, but this is like do it yourself. And we’re like, what do we do now? That was quite hard. I found it quite hard actually.

In contrast, other students commented on how they preferred an independent mode of learning. For example,

Lois : 
I thought it was quite good how it did work like we just basically first of all got ideas, what type of stuff we might research and then we got to research them ourselves. That’s how I like to work anyway. I thought it was quite good.

Teacher as encourager

At each stage of the inquiry process, students were encouraged to ask themselves questions, as recommended for increasing meta-learning by Bakopanos and White (1990). The teacher reminded students to use the bookmarks to help them reflect on and write about what they thought about the issues and what they needed to know.

The teacher encouraged students to use a negotiated marking schedule to check their essays before they handed them in for marking. He had a very positive approach when he gave oral feedback on his assessment of the essays to the whole class, but was adamant that they should use the processes he had been endorsing. His response to the class is given below.

Teacher : Most of you have got far more knowledge than you’re letting on. The essays don’t do you justice. Almost nobody mentioned the word oncogene. Almost nobody, except Ann mentioned the initiation, the latent and the secondary phases – metastasis etc. You’ve got to mention those key words.

The teacher also wrote comments on the draft essays to indicate areas where students had done well and what could be improved.

There were elements of choice given by the teacher throughout the unit of work. Most of the students set their own agendas for planning individual research, choosing the two types of cancer they wanted to investigate and deriving the key words and key questions that would drive their work. They were also free to choose which written resources and other sources to use for their research. The teacher emphasised several times during class work sessions that there were not necessarily right answers, indirectly indicating that it was up to the students as to how and what they wrote in their essays and that the students themselves would have good ideas. This encouraged students’ self-efficacy. 

The teacher was known for making the content relevant to the students. He not only made links with previous and future learning experiences but also told stories and tried to help students understand the humanistic perspectives behind the issues. For example when the class was discussing whether it was ethical to provide treatment for people who had cancer as a result of smoking, the teacher reminded students of how difficult it is to give up addictions and how some people would rather keep on smoking and die a bit sooner, rather than give up and prolong their lives. He told a story about what society’s expectations were when he was growing up and how social attitudes change. This anecdotal  approach taken by the teacher also encouraged students to see the issues from humanistic perspectives.

The role of the teacher

The role of the teacher in facilitating the whole approach was vital (Conner, 2002). He established and maintained classroom relationships, facilitated group work and discussions and fostered independent learning through acting as a mediator, an instructor and as an encourager of learning. 

At several times during the unit of work, the teacher used socially, contextual, idiosyncratic examples to illustrate different opinions about the bioethical issues or alternative processes for researching and writing essays. This type of modelling, that includes multiple perspectives on thinking, is considered especially important when teaching about controversial issues (Geddis, 1991) and when incorporating metacognitive processes as part of the learning activities (Costa, 1991). Several students reported that the way the teacher usually related aspects of biology to interesting, real-life examples was one of the characteristics they appreciated about his teaching.

The teacher encouraged active participation by visiting individual groups, posing prompting questions and setting up feedback from groups to the whole class. 

During whole class discussions, the teacher acknowledged all ideas received and gave his own point of view which was respected by the students. The students trusted the teacher to take their ideas and questions seriously and to manage the interactions fairly. The key here was not what was learned, so much as how the learning took place. Emotions, context, reason and relationships were key elements in this interactional structure. The group/class discussions were a ‘way in’ to promote students’ thinking and reflection on their ideas about the issues. The teacher’s facilitation of these discussions was crucial. He was able to maintain his integrity in that he established mutual respect. When asked for his opinion, he gave more than one point of view to emphasise his objectivity and gave a balance of ideas. He modelled an ability to listen and discuss respectively with those who held views different from his own. This demonstrated a valuable skill to the students and is consistent with the environment considered to be conducive for discussing controversial issues (Solomon, 1991). Most students felt confident and comfortable enough to ask questions and give their own opinions. The discussions in this unit provided students with opportunities to develop respectful disagreement. In order to establish this culture, teachers need to model mutual respect. Otherwise discussions may reflect power structures or egomanical grandstanding.

Conceptions of what "in control" of learning means, is fundamental in providing flexible learning opportunities which allow student-driven inquiry. The teacher in the case described, was prepared to give up part of his directedness and allow students to make their own decisions and ask questions. He did not feel undermined or that he did not have control. Some students resisted and did not want to take on the responsibility of learning independently. They felt that the teacher should “tell” them what they needed to know. The continuum of degree of teacher-directed versus student-directed control over the learning is a professional judgment that depends on the teachers’ purpose.

Summary

Classroom observations, and teacher and student interviews illustrated the essential aspects of the role of the teacher. These were his ability to mediate classroom activities, particularly discussions, provide instructions for activities, particularly the skills needed for researching and writing essays and encouraging students through asking questions and giving them feedback on progress.

The ways in which a teacher interacts with individuals and groups, asks and responds to questions, manages discussions, anticipates concerns and difficulties and acts on disciplinary matters become the model for the community. 

In independent learning situations, it is important that the teacher defers responsibility for the learning to the students. Although the teacher provides the information and gives instructions, ultimately it is the responsibility of the students to interpret and understand the information. Knowing how much guidance to give and when to leave students to their own devices is problematic for teachers, particularly if students consider that the teacher should tell them what to do.

Facilitation requires offering students opportunities to make decisions and solve problems on their own, without being told what to do at all times. It requires making decisions about teaching approaches and activities that will help broaden students’ understandings and help them develop learning skills. The ultimate aim is for teachers to establish positive interactions within the classroom through a commitment to using the wisest way to facilitate learning.

Appendix 1   Student Research Guide

Guidelines for  Contemporary Biological Issues Essay

You are to investigate a contemporary biological issue and make informed judgments on any social, ethical, or environmental implications.

The issue we will consider is the bioethics of cancer management. Your assessment task will be to write an essay in the UB examination.

The skills you would find useful to study this section include:

Reading skills (eg. SQ3R)

Note taking skills

Researching skills

Writing skills

Essay writing skills

Strategies you can use include:

Planning

Monitoring

Asking questions

Checking and revising

Self-directed learning will require you to be able to identify your own particular learning needs, select and use learning resources that work for you and evaluate your own learning.

In other words you must think critically and think independently.

This does not preclude working collaboratively and cooperating in groups.

As a starting point we need to find out


(a) what we need to know

(b) what we already know (eg. brainstorm session).

Researching involves about 5 steps:


1. Analyse


2. Find


3. Use


4. Take notes


5. Organise


[AFUTO = A Funny Unicorn Took Opium!]

1. Analyse
Be sure what you are required to do. Don’t wander off the topic.

Examine the question carefully - what is being asked? What is not clear to you?

What approach is required? There is a difference between “discuss”, “compare”, “describe”.

Now apply this information you’ve had so far and start your study of this section of work. After you have completed your analysis you should have a ‘shopping list’ of items you will need to research information on. (Also put a brief comment in your log).

2. Find - Information can be sourced from a variety of places. 6 potential sources are:



3. Use - Consider others when using resources - you are not competing with your class members, you can all pass the exam! Sharing and booking of resources may be necessary.

4. Take notes - First you will have to read the information.

Note taking

· Wait! Don’t rush into writing things down. Have a clear purpose. Write down only what you understand.

· Identify sources by jotting down the book name and the page number.

· Space your notes out so you can poke bits in later. The column system works well.

· Start mind maps in the middle of the page.

· Key points only - keep notes brief - most students take too many notes with irrelevant information. Always refer back to the required topic or task. 

· Depending on what type of mind you have, you may prefer lists, mind maps or spider-grams.

· Interact or personalise your notes with colour, doodles or diagrams. Any triggers that help you to recognise a page will help. Write in your own opinions.

5. Organise your notes in a file. You will collect various pieces of information that will need to be collated. Be quite strict on this! Many students spend time and effort on extracting good material but then lose it.

Slow and repetitive reading is necessary to understand and critically evaluate the information. What is the writer’s viewpoint?

The SQ3R method

· Survey:: You first gain a general impression of the book by looking at the contents page, preface and introduction.

· Question: Before reading the section, ask yourself why you are reading it - what is the purpose?

· Read: Don’t make notes or underline as you read. Do this only after you have understood a passage.
· Recall: Go over what you have read by either orally summarising what you read or by taking notes. Recall immediately after reading greatly assists memory. Recalling checks information is going in, being stored, and can be retrieved. Don’t stop to recall after each paragraph – it interrupts your reading flow.
· Review: Go over your reading material soon after first learning – it helps to ensure memory traces are deepened into long term memory. Review within 24 hours.
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Clinical Anthropology, a PBL Method for Education of Humanity and Ethics

- Shin'ichi Shoji, M.D. .
Department of Neurology, Institute of Clinical Medicine, University of Tsukuba,

1-1-1 Tennodai, Tsukuba, 305-8575, JAPAN

Email: sshoji@md.tsukuba.ac.jp


Clinical anthropology has been considered as a method for humanities and ethics education. The most effective and attractive method for learners should be a small group discussion type of education.  Problem-based learning is conducted as follows, 1) presentation of a concrete clinical case or scenario requiring decisions relating to birth, aging, illness or death, 2) presentation of essential information for discussion, 3) presentation of typical opinions about the theme, 4) questions and answers, 5) free discussion in small groups with or without tutor(s), 6) presentation of abstract of small group discussion, 7) general discussion, 8) presentation of tutors’ private opinions, 9) describing learners own opinion. 


General instructional objective of this type of education is that learners will be able to consider humans through birth, aging, illness, or death. Specific behavioral objectives of this type of education is as follows, 1) extract problems from information, 2) speak one's own opinion clearly in plain language, 3) listen intently to other’s opinion, 4) play as a chairperson of small group discussion, 5) record abstract of discussion, 6) present abstract of small group discussion, 7) write sentences on one's own opinion. Evaluation of learners is done by percentage of attendance and report. Evaluation of class is done through learner questionnaires.

In the School of Medicine, University of Tsukuba, the reform of curriculum is going to start from  April 2004.  From first-year student to third-year students, the curriculum of medical education is going to use mainly this problem-based learning.  One lecture a day and two tutorials a week and two half-day practices a week are the standard plan of the curriculum. From fourth-year student to fifth-year student, a strict clinical clerkship will be done in the university hospital and related institutions.  In the final school year, the sixth-year, is planned to use as an elective course for student. Students can choose any laboratory or institute of basic medicine, clinical medicine, or social medicine of inside and outside of the university,  and inside and outside of Japan.

Discussion

Miller: I realize that you attempt to teach some basic rules of argument but because of the limited time and because of the fact that you go to specific questions very early; do you not think that you risk indoctrination rather than teaching people how to reason and to answer for themselves?

Shoji: It’s a matter of the amount of knowledge. Within the 6 years of medical education, students already have a lot of material in their regular classes that they have to master to become medical professionals. So in this course, we give them the freedom to choose what they want to learn, what they want to read. In this paper, I only gave the example of medical students; but actually we also give this class to others.  We can see that there is a change in the way students look at the course once they start taking it.  If students are given the chance to choose what they learn, they become more passionate about the topic.  It is not important what we teach, but rather, it is important to give students the chance to learn by themselves. They can study by themselves. We just introduce them to a lot of journals and texts.

Xiao Wei: I am also teaching bioethics in university. You use a lot of case studies and discussion in your class. Do you also teach fundamental ethics and philosophy to your students since they don’t have a lot of ethical and philosophical background? Another question is what do your students choose to learn? I wonder what can influential in this choice; for example since Japan is an Asian culture, perhaps Confucian ethics is important?

Shoji: People have different points of views.  The tutor has his or her own thoughts about the matter but he or she tries not to express that in the beginning. Ordinarily, the class is centered on students and it is only in the end that the tutor expresses his or her opinion. It is not a matter of looking for one way of correct thinking or behavior. But through a lot of different opinions, students can learn by forming their own view. And they write their thoughts in their reports. We do not consider that there is a specific and correct way of evaluation.

Shinagawa: I have taught at Hirosaki University for a long time. It was about 30 years ago when it was clear that the Japanese educational system wasn’t doing well. It was at that time when Tsukuba University was established as a university with a new structure. Because of this basic difference, Tsukuba University can conduct classes such as this.  However, this was not the case in my university. There were 3-4 reasons why we failed. First, a lot of professors were against change. Second, in order to do this kind of class, structurally there was a need for many small rooms which we didn’t have. Third, there weren’t a lot of books in the library. In some instances there was only one book to read. Because of the mentality that only book was needed. And fourth, students studied only to pass the medical test. I think this is a failure of the Ministry of Education. It wasn’t clear that we were aiming for the recognition of good students.  That’s why we didn’t do well in our university. So I am very happy about the situation of Professor Shoji in Tsukuba University. However I still have concerns about the availability of small rooms, the quality of library sources and the stubbornness of professors. But again, congratulations.

Shoji:  About the small rooms, we are currently making 40 new ones. And the minds of professors can’t be changed. So we are looking instead at young instructors. 

Bioethics Education in a Catholic University

- Joong Ho Kim, M.D., Ph.D. .
Catholic University of Korea, SOUTH KOREA

Email: pbl@cmc.cuk.ac.kr
Since 1960, a lot of problems about medical ethics have occurred in the Korean medical field due to the introduction, development and adoption of advanced medical technology. In 1985, the first test tube baby by external fertilization was born in Korea. Furthermore, these days women who do not possess ovaries can produce children through IVF. In addition, it has become possible to transplant the liver or the heart of patients who are in a brain-dead condition.  The legislation on brain death and the rejection of the abortion law are currently socially controversial issues in medical ethics.  The problems surrounding medical ethics are no longer issues for patients alone; these also involve patients’ families, physicians and society at large. Everyone should recognize these problems and participate in decision making and judgment.

Although bioethics education is desperately needed in Korean medical society; the educational curriculum is not organized and there are only few textbooks written in Korean. Since 1985, our university curriculum has offered a course in bioethics in order to serve as ethical guide in planning and decision making for many physicians who are training under medical courses.  This course also helps in understanding the diverse problems in bioethics which are happening to lay people in modern society.

The goal of bioethics education is to give a guide that provides correct judgment and direction for problems which people are confronted with in their daily lives such as the manipulation and deprivation of human life as incurred in modern high-tech medicine; and to develop a right ethical consciousness in future physicians.

Discussion

De Castro: Can you say that your teaching of bioethics can be characterized as Asian? And what sense is it Asian?

Kim: I don’t think so.  In the basis of human life, I don’t want to think of this as Asian, Western or what.
Philosophy For Children: A Model for A Bioethics Community of Inquiry 

- Leonardo de Castro, Ph.D. .
Secretary, International Association of Bioethics; University of the Philippines, PHILIPPINES

Email: decastro@skyinet.net
1. Introduction

Bioethics requires a democratic approach to education.  Education in bioethics means more than merely providing information. If it is to be meaningful, it should make available – to the widest possible audience – a forum for community debate and discussion.  Such a forum should facilitate a social process of ‘reflective conversation’, meaning a process by which a community discovers and continually evaluates the things that are done within society and checks how they fit with that society’s core values (de Castro, 2000).  

The processes of self-discovery and self-evaluation are extremely important in contemporary society because contemporary questions about biotechnology are actually questions about what we are and what we want to make of ourselves. In this presentation, I explore the concept of a “community of inquiry” as a model for bioethics learning.  The community of inquiry is a central feature of doing philosophy with children.  

In the first part, I review what philosophers doing philosophy with children regard as the central features of their discipline.  In the second part, I provide a short narrative as an example of how accepted pedagogy in doing philosophy with children can be applied to bioethics.  Finally, I outline a few lessons that bioethics education can learn from philosophy for children.  

2. Philosophy for Children


As we go through this first part, the challenge for each one of us is to examine how far these observations apply to bioethics not only for children, but also for adults.  

Natural curiosity develops inquiry

Learning is something natural for all children.  Children are naturally curious.  A philosophical community of inquiry exploits that natural curiosity to raise questions and issues.   

Differences among the participants enrich the process of learning

Learning is different for each individual child.  The uniqueness of each child's experience enriches the totality of perspectives in philosophical discussions. 

 “The ideal philosophical community is one in which all of the differences among the participants - age, level of education, perspective, sex, race, family background, ethnicity, etc. - serve to enrich the inquiry and not to divide the participants along various hierarchical lines.” (Lone, 2001) 

The teacher does not direct students

Each child contributes something essential to the classroom. All children have unique ideas and interests that motivate them to seek answers to their questions.  The role of the teacher is to guide students in this process rather than to direct them. 

The capacity to change one's mind

Philosophy for children helps students and teachers appreciate the mystery of unsettled questions. Before the start of classes, the teacher does not know how the discussion will go.  She does not seek to control the conclusion.  Against this background, criticizing one's own views and changing one's mind appears to be a natural part of the process of philosophical thinking: "Gradually the children will come to discover inconsistencies in their own thinking . . . They (will) learn to cooperate by building on one another's ideas, by questioning each others' underlying assumptions, by suggesting alternatives when some find themselves blocked and frustrated, and by listening carefully and respectfully to the ways in which other people express how things appear to them" (Lipman, 1984). 

Education enables children to think for themselves

"Anything that helps us to discover meaning in life is educational, and the schools are educational only insofar as they do facilitate such discovery" (Lipman, Sharp and Oscanyan,1980) 

Children realize what things are important through their own experiences.  This is how things come to have meaning for them.  The process makes it necessary to enable children to think for themselves. 

Community of Inquiry

Thinking for oneself is a central aim of philosophy for children.  Children ought to be capable of recreating the society in which they live as they grow up in a critical, careful and creative way. 

A Community of Inquiry has the following features:  (G. Smith 1999)

1. An agenda determined by students

2. Free exchange of ideas

3. Atmosphere of openness

4. Participants’ ownership of discussion

5. Relevance to life

6. Question finding

7. Teacher as participant and learner.

A genuine community of inquiry is based on: Mutual respect and The members’ volunteer commitment to search for something in common.  “In the community of inquiry children . . . experience for themselves what it is like to live and to participate in a community in which all members are treated equally, all abide by the same self generated rules and all cooperate and help each other in finding meaning to their lives. And the teacher, while being an authority figure is not authoritarian at all, but a guardian of impartiality. Children who have partaken of this experience will surely grow up to become persons who care for other people and are willing to help build a better society.” (Navarro, 1998)

Learning as Discovery and Invention

The philosophy for children program emphasis the discussion process and not the achievement of a particular conclusion (the process, rather than the product). 

To learn something is to learn it again with the same discovery spirit that was once experienced when it was discovered, or with the same spirit of invention that was predominant when it was invented. 

3. A Xenotransplantation Narrative: Jerry and Bibi


Jerry and Bibi were in the waiting room at the clinic of one of the best transplant doctors in the country.  The clinic was located in a very busy hospital and other people easily noticed that Jerry and Bibi were very close friends.  

Jerry was a 12-year-old boy and Bibi was his pet pig.  Bibi often went with Jerry to places were pets were allowed.  This time, Bibi felt that Jerry needed company because he was not getting any better even if he was taking a lot of medicines.  

Inside the clinic, Doctor Snow examined Jerry.  He explained that there was a long list of people who needed organs and it would take a lot of time before he could have a transplanted kidney.  

Bibi: “How could that happen?  Are there not enough good people? Why can’t a person give a kidney to someone who is dying?” 

Dr. Snow : “It’s not as simple as that.  One has to take risks in giving a kidney. One has to go through an operation.”

Bibi: “I’m not afraid!  I’ll give Jerry one of my kidneys.”

Dr. Snow: “Are you kidding?” 

Bibi:  “I’m serious! I’ll do anything for my dear friend.”

Jerry: “But it’s not fair.  Why do animals always have to suffer for human beings? Are you not going to die if you do that?” 

Bibi: “Isn’t that what animals are supposed to do? Isn’t it our responsibility to support the needs of human beings?” 

Jerry: “But you are my friend! You’re my best friend! We are equally valuable!  You should not think of yourself merely as a tool to make me live long or live happily.”

Doctor Snow was concerned about other things: “Let’s not decide so quickly.  I am not sure that Jerry can use one of your kidneys, Bibi. People and pigs do not necessarily match.” 

Bibi: “What do you mean?”  

Dr. Snow: “Pig kidneys are different from human kidneys.  Pig kidneys will not work inside human bodies. Pigs and humans are made differently.”

Bibi inquired: “Is it because we have different genes?  I read somewhere that differences in the genes inside our bodies make pigs different from other animals.” 

Dr. Snow: “That’s right.”

Bibi was insistent: “Can’t you do something about my genes in order to make my kidney work inside Jerry’s body? 

Dr. Snow: “Well, some clinics have been studying how to do that but they have not been successful.” 

Bibi thought aloud: “That’s too bad. Scientists must work harder.”

Dr. Snow explained: “On the other hand, some people think scientists should not move too fast.”

Bibi: “Do they think my kidney is too small for Jerry? Are they afraid Jerry is going to turn into a pig?  

Dr. Snow: “No. They think we should not tinker with our genes because genes are part of God’s design for His creation.  We have to respect what God wants.”

Bibi: “I can’t understand that.  If we want to avoid people dying of kidney diseases, scientists must move even faster.  Surely, God wants to save lives.  Lives are more important than genes, are they not? There must be a way to help my best friend.”

Dr. Snow: “I can assure you that we are doing what we can to help Jerry but don’t you agree that we have to consider also what other people think?”  

Bibi: “That may be so.  But it just does not seem fair that my best friend is dying and I cannot do what seems right in order to keep him alive. There must be something wrong when that’s happening.  Don’t you think so?” 

Bibi was full of questions in his head: “It also does not seem fair that we are the best of friends but I cannot give Jerry the only gift that can save his life.  I wonder what other people think.  What do you think, Dr. Snow?”

What do you think?

4. Bioethics for Children

Paraphrasing some of the things that have been said above in order to make them apply to bioethics and to adults as well as children, here are a few lessons that I wish to highlight as a conclusion to this presentation:

Natural curiosity develops bioethical inquiry.  Education has to explore that natural curiosity in order to raise questions and issues that are important to the individual and to the whole community.  

Bioethics learning is different for each individual.  It differs on account of one’s cultural and religious background, one’s upbringing, and a lot of other things.  Difference is not something to be despised.  On the contrary, difference enriches the totality of our humanity.  Difference ought to be encouraged.  

People – whether children or adults – realize what things are important through their own experiences.  This is how things come to have meaning for them.  Lessons must be drawn from each person’s own experiences.  

Thinking for oneself is a central aim of bioethics education.  Technology is going to advance even faster than it has done in the last few years.  Similarly the world is going to change faster.  The best way to get people ready for these changes is to make sure that they learn to think for themselves. 

Discussion

Leavitt: I enjoyed the story. My comment is that we Jews are not allowed to eat pig. We are allowed to touch them, to do anything, we can even have xenotransplantation, but not to eat them. Islam is different. But I won’t comment on that.  Second, if Jerry were neither Jewish, Islamic or Vegetarian, would he eat Bibi?

De Castro: I refuse to answer on grounds that I might offend some people.

Pollard: This is one of the most exciting papers. I think that it is really important that these things should be started early. I was thinking about the title, how about philosophy for and by children because they have so much to teach us.

De Castro: There’s been actually a lot of discussion about the title for this discipline. Some philosophers say, why not philosophy with children, for children, or among children and so on. 

Pollard: Because children have an innate sense of justice and can observe things really well. So it would be good to teach this class to children before they are indoctrinated by the environment.  They have so much to tell us and I think that the title should express this position.

De Castro: Yes, I agree with you.

Aksoy: Regarding the use of pigs, and you can confirm this with Islamic religious scholars, pig can not be used as products, but it can be used for xenotransplantation if it is the only way to save lives. Second, thank you for your excellent talk, it is as good as the previous talks that I have heard from you for the past ten years.  I would also like to change my former position on teaching bioethics to children. I think if this is the way you teach bioethics, it can really be taught. So it is very important how bioethics is presented. 

De Castro: Thank you.

Miller: I would just like to introduce a little of dispute. Your method of teaching is wonderful and clearly that’s an excellent way to teach children. What concerns me is how you evaluate this and its effectiveness and your use and other people’s use of polemic and statements that we don’t know are necessarily correct. For example, children have a lot to teach; for example, children need to know this or don’t need to know this- this may or may not be correct but the fact is that by making these statements as if they were and working on that assumption, and that concerns me, because if we do that, we dumb down what our final aim should be. 

Wawrzyniak: There are two things about your presentation that I would like to comment on. First, is that we must be careful that when we talk to children, we have to be careful not to mislead them.  Second, is that xenotransplantation also has a biologically potential harm, not just ethical ones.

De Castro: Philosophy for children is a growing discipline. Discussions have gone on about the points that you have raised. And there are various views about how to evaluate, and discussions still go on. The accuracy of curricular content is something that needs to be discussed properly and discussed with scientists. There is always danger, but that danger is something that exists not only in children but even in a group such as this. We go on talking about a lot of things such as cloning, but I’m sure that a number people here have different notions about the science behind different practices. Many of us, I’m sure, have the wrong views about what is going on in science, but we go on anyway and we must be clear about the exactness of the science upon which our discussions take place. So, that was a valid observation. And what I’m only saying is that what we can make about children, we should make also with adults. That’s how we learn about these things and translate from children learning to adult learning. 

Teaching medical ethics in different cultures

- Ole Doering, Ph.D. .
Bochum University, Germany
Email: ole.doering@rub.de)

1 Drawing the outlines

With respect to culture, ethics and the goals of teaching, it is vital, in medical ethics as in other related endeavours, to make sure we understand from the beginning: 

WHO is the teacher and who the student, 

WHAT is the meaning and purpose of the respective studies and exercises, 

HOW will the actors be enabled to relate to the purpose in their full capacity as human beings, intellectually and morally, in terms of proper methods? 

Such inquiries are not trivial, but constitute the beginning of ethical teaching and learning. The subjects of learning (and teaching) change regularly, e.g. with each new class there are different individual personalities to be respected; the very process of learning is meant to change the subjects involved. The methodology should adapt to such dynamics. The meaning of medical ethics is continuously re-interpreted and further refined. The skills required in the medical professions need to be adapted according to the development in medical sciences, technology, the related laws and codes. 

The teacher thus shall be prepared to react flexibly and adjust his plans according to the actual circumstances. He should demonstrate and teach how to make difficult decision, often under the pressure of limited time and urgent needs of students. Hence, teaching medical ethics to some extent requires skills of a mentor, a social-, psycho-, physiological analyst, and a Socratean midwife. In many ways, a teacher in medical ethics resembles the doctor in relation with the patient, especially regarding situations of delicate communication, in discussions of intricate problems and conflicts of loyalty (e.g. medical paternalism versus accepting a patient’s “wrong” decisions). This structural similarity can be used as an asset in teaching.

2 Medical ethics and the perspective of cultivation 

Teaching and learning ethics can be described as an integrated process of cultivation. This process involves the students, the teachers and the teaching environment. It aims to enhance the reflective, strategic and habitual performance of would-be medical professionals, with special respect for the patients’ prevention from harm and the well-being of patients, doctors and nurses, and society. By considering the teaching environment, culture is invoked in the sense of relevant external factors. To involve students and teachers is an appeal to culture as (collective) representations of assessments of a ‘good life’ or reflected moral experience. The entire endeavour, ideally, relates to the overall regulative idea of a singular (though counter-factual or non-empirical) CULTURE, as described by Eagleton (Eagleton 2000). 

This approach begins with moral learning from the grassroots, that is, from the individual agent as the originator, transformer and equal partner in the process of learning. Students are appreciated for their individual intellectual skills and moral capability and encouraged to cultivate them. This notion stands in contrast to approaches of ‘moral preaching’, indoctrination or learning by mimicking, whereas it acknowledges the (limited) merit of teaching models. Teaching and education, in the comprehensive sense of the German term “Bildung” (as distinct from the technical or specialist “Ausbildung”) embraces persons and personalities in their aspiration to a ‘good life‘ that rather not alienates but fosters the professional view. It is intimately connected with the corresponding notion of “Wissenschaft”, as an integrating human quest for science and understanding. It engages teachers and students, with their intellectual, social, emotional and creative capacities. 

The methods and contents in teaching medical ethics obviously need to accommodate the respective cultural, social and personal situation of the particular individual. In class, individuals or groups of students can practice to change perspective. From the view of being a patient, e.g., they may ponder, what type of doctor one would prefer to see, or sympathise with the patient, or cultivate themselves accordingly. Ultimately, this approach assists students in departing from our socially or ‘self-inflicted (moral) infancy’ (Kant), using each one’s own pace and stile in advancing. A Chinese medical student, for instance, brings in her or his unique set of moral preoccupations, experiences, narratives of social life and moral concepts, which can be expected to be different from those of a colleague from Germany or Canada. And the medical student from Beijing will most likely be different from a classmate in Chengdu and other places in China, as he might meet shared views and interests with a peer in Hamburg. The individual’s practical experience is an important lens through which we are motivated to rethink, not only actions, but also categories of “good”. Students should be encouraged to use and develop their nascent moral sense, especially in situations that confront what they thought to be good and experience to be different, or when conflicting norms constitute a dilemma. Only from active engagement of one’s own moral reasoning will the student learn to improve the wisdom in her decisions. 

Interpreting ‘education in medical ethics’ in terms of an integrated process of moral and professional cultivation makes it easy to connect contemporary challenges in teaching medical ethics with the enlightened or Daoism-related traditions of early Confucian pedagogy and moral philosophy. 

3 Conditions of teaching medical ethics in China 

Notwithstanding their heterogeneous individual motivations and beliefs, Chinese medical students and their teachers in ethics classes encounter a shared cluster of challenges, which result from their country’s social, scientific and educational systems’ transformation. China’s system of medical education is currently changing, with a notable lag on the side of poorer provinces and regions to be accounted for. Medical ethics has been taught as a required course until recently, with a strong tendency to emphasize correct ideological thinking, instructing students in being moral models of humane behaviour, and to avoid conflicts. It is estimated that, currently, less than 200 scholars from different academic backgrounds are engaged in medical ethics education all over China. Classes are huge in size (up to 300 students). These professors hardly receive adequate training in ethics, nor does the curriculum include much of the related literature or updated theories and concepts in medical ethics, neither as compared with the respective international standards, nor as incorporating relevant interdisciplinary insight, e.g. from the critical social sciences, humanities and pedagogy. The professors’ salary seems to be insufficient to compensate the high level of responsibility medical ethics teachers bear, with their impact on moulding the new generation of medical professionals. There is serious demand for training specialists in advanced professions in medical ethics (such as IRB members) and to counterbalance the omnipresent rationality of consumerism, pragmatism and market economy. In general, the situation can be regarded as inadequate on all levels. Teachers report that they are frustrated, students annoyed, while ethics is regarded as a pointless waste of time. 

The real development in medicine and on the health sector in China has made this state unbearable, even for those experts with no special interest in ethics. Real life is moving on. Modernisation advances rapidly but unequally. Technology plays a greater role. New legal and technical standards are implemented, and, more recently, an increasing awareness and readiness among patients and human subjects to claim their rights, while the ‘red envelope’ is increasingly rejected as a practice of corruption, has changed the cultural and socio-economic environment dramatically. High standard medical services are advancing, offering the best to a privileged few, whereas the vast majority among the population often has difficulties to access the basics. In the absence of medical insurance coverage for more than two third of the population, illness is one of the main causes for poverty in China. (Lawrence 2002) 


At the same time, the state encourages creativity, individual decision making, responsibility, accountability and competitiveness among the academic elite in particular, as contributions to the ‘new sciences and technologies’, such as in biomedicine. The teachers’ role is in flux. It gradually changes from being bullied by a “curriculum by command”, towards a curriculum by the faculty’s design and individual teachers’ discretion. It becomes more urgent that ethics teachers enable students to cope with the real difficulties in their future jobs. 

Besides many other tasks, ethics is needed to remind medicine of her larger perspective of ‘doing the right thing’, qualified by the aspiration to contribute to a good life, from the humane medical view. Modern health professionals are expected to handle different situations appropriately. They need to exercise their intellectual creativity, and refine their sense of empathy beyond the scope of paternalistic sympathy. Ultimately, they have to take responsibility and “speak up” (Dwyer 1994). Obviously, the capacities of teaching methods that ‘fill in’ students with factual knowledge and ethical theories are limited in supporting such a goal. They can be prepared through interactive, multiple and practice oriented methods that allow much freedom in learning by trial and error. 

4 Education in medical ethics with respect to cultural diversity in China

I was offered the opportunity to conduct two training courses for medical ethics teachers in China, in 2002 and 2003. Each course enrolled about 30 participants, from most of the Chinese provinces. Experts in bioethics, medical ethics, philosophy and teaching ethics from China and abroad introduced a diversity of teaching methods, theories in pedagogy and ethics and main issues in contemporary medical ethics. 

All participants were encouraged to actively engage in a critical and constructive process of learning, so the particular situation of students would be appreciated. It seemed important to show the extent to which ‘good teaching’ depends on the personal engagement, beyond theorising, of the humans who act as teachers and students, or, as doctors and patients, respectively. Learning to take responsibility, to develop a ‘physical’ sense of practical options, and being encouraged to use one’s practical reason creatively in ethics need to be embedded in real life’s experience. Hence the emphasis on methods, ‘how to teach’, and a ‘design under construction’ was deliberately chosen so as to bring life to ethics and ethics to life. If a slogan is taught, such as ‘medical ethics must be person centered, patient centered and problem centered’, it was illustrated how the teacher communicates with students and lets the students engage in structured discussion among each other. He should display genuine care about ethical, moral and social issues, as they are presented as of the classes concern. 

Opportunity provided the course in the summer of 2003 with ‘SARS as an ethical test case’ (Dwyer). It was used as an empirical reference for multiple tasks (e.g., teaching stiles, group work; involving social, political, clinical and individual patients’ dimensions). After examination of mid-term evaluations (which had been a tool hitherto unknown to participants), we allotted more time to probe into issues that matter to participants and their students. They served as instances of concern and points of departure, in order to elaborate, ‘how to teach’ understanding and addressing such topics while teaching ethics to medical students. Hence, health problems related to pollution or environmental problems, and puzzling cases from the health system and administrative and legal modernisation were debated. It was the particular concern of the foreign lecturers to address bioethical issues that arise out of social problems and structures in China. By reacting to students‘ articulated interests and concern the lecturers build bridges that connect medical ethics, decision making and broader questions. It turned out to be easier to engage participants (implying students as well) in ‘trivial little dilemmas’ than by discussing ‘sexy cases‘ or ‘hot issues’, such as human cloning or what defines personhood. Those topics, owing to their abstract, technical or rare practical occurrence failed to mobilise considerable moral engagement beyond curiosity or prudence. 

Upon analysis, the problems identified in case discussions revealed that the topics at the heart of participants’ anxiety did not differ as much between views from China or other nations as many had expected. Basic moral intuitions did not seem to be controversial. For example, there was no controversy regarding the doctor’s primary concern with the wellbeing of the individual patient, or that the doctor should consider his social responsibility. However, the special ethical, moral, legal and social considerations, together with the ensuing measures, were identified differently, between foreigners and Chinese, and notably among the group of Chinese contributors. Some called for greater respect for the individuals’ decision under all circumstances, others opted for some professional leeway in the name of medical paternalism, others again argued, that issues of social justice and the patient’s responsibility for others, (such as family members or society), should be acknowledged. This inconsistent landscape of opinions seems to represent a plurality of ‘moral cultures’ and ethical approaches inside China, as well as in medical ethics in general. These moral denominators are much more significant for the constructive part of culture in ethics than the categories of the compass, such as ‘East versus West’, or ‘North versus South’, which are still put forward from time to time. 

5 Towards an integrated conceptual framework of teaching ethics

Occasionally, participants commented that they preferred the ‘Western’ stile of teaching to what they were used to. It was easy to sympathise with their frustration about the current Chinese situation. However, this denominator (‘Western’) struck me oddly. Most people in Europe are familiar with authoritarian, ‘preaching stile’ or mere technical ways of teaching in general, and serious shortcomings in the teaching of ethics, especially concerning practical skills. 

It is the purpose of these courses to facilitate the development of a state of the art design of teaching medical ethics according to the particular needs of Chinese colleagues. Another consideration was to develop a teaching approach in situ that is not established in any medical curriculum, although studies in pedagogy and ethics recommend it (Neitzke 1999, Ballauf 1966). Hence, a special session was dedicated to the outlines of a conceptual approach from a view of history and theory of pedagogy. Teaching stiles should be understood as expressions of certain historical situations, with a particular context, sociological circumstances, social assignment and political purpose of the respective teaching institutions, such as monasteries or universities in the formative stage of higher education in Europe. (For example, originally, the ‘lecturing’, or reading stile was owing to limited accessibility of books in Europe, a hierarchical ontological, political and social world view and authorities in charge of managing what is ‘true, good and right‘). 

Three different paradigmatic models of teaching situations were described, with their respective structure, constructive functionality and limitations for teaching ethics.

(a) The traditional method of frontal teaching creates a unilateral communication structure (‘teacher gives, student receives’). It depends on a hierarchical order of the superior, knowing teacher in opposite to the subordinate student, or a distance between ‘what should be known‘ and ‘what is known’. Its symbol is the desk as a barrier (recently amended by or exchanged for pointer and screen), or, a metaphor from organic life, a sprout in solution. It is constructive when intellectual guidance is required and suitable for presenting facts. It may command and does demand respect for clearly distinguished roles. Besides the teacher’s oration, reading and writing (board), no communication skills come in. Technical skills and knowledge are imparted. For lessons with a practical relevance, this stile can be problematic, because no response is expected that would check the students’ understanding. It may deteriorate into preaching, losing touch to students and de-motivate them. The size of class matters merely physically (can students find a seat, hear and see the teacher?). It mainly requires passive students as objects of receiving content. 

(b) The established classroom relationship shows a reciprocal communication structure. This allows for contained dynamic exchange between teacher and student, while a hierarchical social arrangement and order is maintained. Its symbol is the bilateral interplay of questions and answers, focused, through the teacher, by board or screen, or metaphorically, a greenhouse. Its functionality depends on a plausible authority and basic attendance. This setting constitutes a first step across boundaries, towards class. It encourages students to communicate and the teacher to reflect upon the actual teaching situation, beyond the subject matter. It facilitates interaction and stimulates creativity. When conducted by a skilful teacher, it can become the beginning of an interpreting mode of learning that permits, in class, to adjust the teaching procedure and, in medical practice, assess the factors that compose a ‘case’, the issues and practical options. Depending on the respective circumstances, the use of this stile is limited. Being a step between (a) and (c) it is difficult to keep the balance between encouragement and control. 

(c) The most demanding and rewarding stile of teaching creates a synchronic structure of communication and multilateral interaction. Ideally, it makes use of all human (moral and intellectual) resources present in the classroom. The teacher combines his contribution with different designs of group activity, forms of generating morally meaningful context for decision-making (drama, role play, presentation and discussion among peers, etc.), and assigns special tasks to individual students, according to their respective engagement and ability. This engages the students’ creativity and it informs the teacher about different facets of the class’s characteristics. This format may provoke emotional heat or grave misjudgements on the side of active students. It demands patience when class has wandered off the track and tolerance when the teacher’s authority is challenged (just as a patient may provoke, stun or lead the doctor). The teacher’s task is to reflect the group process, wrap up ‘teaching points’ and set structural marks accommodating the process of learning. The most appropriate symbol here is a healthy ecosystem, with strong roots and high productivity. This approach is problematic if overdone, or when circumstances (such as huge classes, unwilling students or uninspired teachers) make it untenable. The situation might deteriorate into hypertrophic activity and paralyse the learning process. On the other hand, even such an event would be used as a teaching point. According to our particular experiences in China, emphasis on discipline is rather an obstacle than in need. At present, young adults who are becoming professionals in a highly competitive society and a difficult labour market display a serious, prudent and pragmatic attitude that supports this teaching stile. However, special attention should be paid to shy and less articulate students. 

Participants found it challenging to appreciate this threefold model of teaching stiles in its integrated organic structure and composed moral logic. It is not the goal to expose these models as alternative options. From the perspective of the third model, they are all logically inter-related. Only viewed from within the confinements of (a) or (b) could there occur restrictions that are not inspired by ethical or pedagogic considerations of teaching medical ethics. Still, it proved difficult to communicate the integrative and organic character of this modelling. In my explanations I used the illustration of a ‘tool kit’. The greater the variety and number of tools the better the teacher is prepared to accommodate class. Refined instruments allow subtle and precise operations on the most sophisticated level. However, in acknowledgement of moral deliberation as a practice and the goal of conciliating life and ethics, together with ancient Confucian symbolism (as in the classic of the Great Learning, Daxue) the images of sprout, ‘roots and branches’, life inside a green house and an ecosystem now appear to me more appropriate. 

As mentioned above, in many ways, a teacher resembles the doctor in relation with the patient. This observation was reconfirmed through an accidental aspect in this course. Owing to the international and multilingual origin of the lecturers (Chinese, English, German) we had to deal with language barriers. Except for technical problems, it turned out that paying attention to problems of communication has different levels that affect teaching as well as the patient-doctor relationship. When it is expected that successful communication is rather a goal than a given in exchanges of information, opinion and emotion, all parties are prepared to be more attentive to “translation” as a requirement not only between mother tongues but between professional and lay person, male and female, young and old, jargon and common language, cultures, the doctor and the patient. This phenomenon should be studied more closely as a paradigm for teaching and practicing medical ethics.

6 Lessons from evaluations 

It is unclear to me, who learned more from these courses, the lecturers and in particular myself, or the participants. We invited evaluations at mid-term and after the course. Here are a few selected responses. 

-In teaching medical ethics it is crucial to fully appreciate the circumstances of the participants (such as, very large classes in traditional lecture halls, requirement to use standard texts and to cover a certain amount of material, some students are mostly concerned with ‘learning for the test’).

-The participants saw how to teach in more effective and interactive ways. The course fused two programs and aims. Some scholars lectured and presented Power Point slides without much concern about how to teach. Some Chinese scholars seemed to expect they should spend considerable time talking about “sexy” cases and “hot” issues that are typical in Western bioethics but not imminent in China. 

-The process character of interpreting and analysing ethical dilemmas matters. More time should be allotted to teaching ethics, especially how to take advantage of the creative resources in class and react to unexpected challenges or findings. 

-Participants/students are valuable sources of skills and moral experience and reflection. It is helpful to request continued attendance, mid-term evaluations and post-course evaluation. Lecturers should join class even when their colleagues take over. 

-Continuity is a key to improving the course and to open it for all who need it.  Some participants attended both the first and second course. They introduced their experience in putting into practice the skills and approaches that they learned in Dalian. They reported successes but also new questions and problems. A course or forum is needed to address the issues that the participants may encounter when they try to change the aims, methods, or approaches in their teaching and refine their methods.

-A sustainable system for education in medical ethics depends upon a healthy institutional background or infrastructure. The long-term goal should be to help develop an association of Chinese teachers of medical ethics that could take over the work of the course. First practical steps have been achieved since the Fall of 2003 at Beijing University’s Medical School. 

All these comments, in content and in their very existence, indicate that the chosen focus and the methodological approach were as successful as an organiser could reasonably hope they would be. It will be advisable for anyone who organises such a course to listen carefully and pay attention to the expressed and implicit needs of the medical ethics teachers in the classroom, and to invite participants of the former courses as co-organisers. Since most of the critical comments were anticipated and do not aim at the academic parts of the course, adjusting the timetable and structure will be part of the original design. More satisfying conditions depend on the availability of the required financial means. Prospects are good, that this approach can eventually assist medical ethics in Chinese universities to develop a healthy basis from China’s own cultural grassroots. 
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Bioethics and high school students’ views of life: What happened to pupils’ consciousnesses through bioethics lessons 

- Shunji Miura .
Soka Nishi High School, Saitama JAPAN

Email: shunji-mua@biglobe.ne.jp
As the life sciences have developed through molecular biology into the genome society, various different matters have arisen in the practice of healthcare. This has altered together with our view of life, our outlooks on illness and day-to-day living. Additionally, these changes are coming to have a large influence on our everyday lives. For example, while organ transplants have given a ray of hope to patients with diseases hitherto considered untreatable, on the other hand, we have been forced to reconsider the question “ What constitutes the death of the individual?” from a new standpoint. Then again, while treatments for infertility have brought new hope of giving birth, we have had to confront directly the questions “What is the parent-child relationship?” and “What is family?” In this way, the series of developments we call advanced medicine at the same time cause fresh frictions (schisms), and we live dragging these along behind us. We can no longer cope with a view of life that is only a view of the “dignity of life” (SOL is sanctity of life), but have had to adopt a standpoint on the “quality of life”.  Furthermore this means we are faced with a dilemma as to how far we can pursue this “quality of life”. These classes were to consider these points together with senior high students. Firstly, looking at the composition of the complete course, a whole year was not spent on the subject “bioethics”, but rather the classes were carried out intensively between the latter half of the 1st semester and the latter half of the 2nd semester, melding into the next part of the course. 

The first point of instruction was to get the students to discuss the theme “a transparent self” from the case of a 14-year old boy that made news recently in Japan, and out of this, deepen their consideration of self, of others and of society. This takes the form of confirming ideas about life after carrying out the above task. Recently young people in Japan have shown a marked tendency to withdraw from society, and against this background I carry out these lessons bearing in mind particularly that it was a senior high school student who uttered the remark “Why is it wrong to kill others?” 

What can be seen from the written part of the students’ questionnaires is that while the words are distancing, they look at life as “relationships”. Also it seems that to some extent they do feel death, albeit in a sensuous way, as the reverse side of life. All in all, you can tell that Japanese senior high school students feel comfortable when they are sleeping, eating etc.! Concerning the meaning of life, just like the students who talk of subtle changes, although there are no particularly dramatic shifts we can probably say that viewpoints altered in some kind of way.  

What we can see from the next, tallied-up questionnaire, is that for each item the number of “don’t-knows” has increased. Isn’t this because the pupils have grasped that life is a more complex set of relationships? Maybe it is that they are beginning to think that life is something rising above various clashes of interest, something in the process of birth. Maybe, contrary to the intentions of the lesson, this shows the difficulty of understanding “quality of life”! It may be that the pupils, having through the classes moved from a vague knowledge of bioethics to feeling shaken-up, are sending out these “don’t knows”. So, their real feelings may be not so much that they don’t know, as that they no longer understand.

Finally, what then is the cause of this sense always felt when teaching bioethics (what was felt while doing these classes), fuzzy and impossible to put into words. Perhaps the cause is in the duality of meanings of “quality of life”, sometimes meaning to extend life, and others to cease treatment. How valid this bioethics, that reinterprets life phenomena according to the criteria of ethics, is when set up against the principle of life as absolute, will in part grow out of social consensus, but isn’t the point whether or not we can be satisfied with this state of affairs? Now that a schism between biology-based views of life and human personality-based views life has become inevitable, to the extent that we cannot bridge this gap we may not be able to dispel the sense of incongruity that clings to bioethics. What on earth can be done about this absurdity, as we swing back and forth between “man” and “person”, sometimes treating as man (the animal), less than a person, then again, sometimes granting dignity. Formerly in Japan the inescapable sufferings of man, the pains of birth, ageing, disease and death were known as the four afflictions, and people labored long and hard to accept their fate as living creatures, through Buddhist views on life and death. Here in a way, “clear vision, causing resignation” is on display. In this sense the recent trend towards the right of self-determination is an ambitious attempt to smash out of this old framework. Even so, can we really claim that here the gap between biology-based views of life and human personality-based views life has been filled in? It is possible to consider that the basis for this right of self-determination is provided by bioethics, but conversely, the stronger the trend towards a doctrine of personality becomes, the more the man becomes subordinate to the person, and life without personality is excluded. Also, together with the right of self-determination (right to freedom), the right to pursue happiness becomes the human strategy for existence, but what kind of judgment can bioethics pass on this state of affairs? Well, an often-posed theme concerning environmental problems is the question of “the tragedy of common land”. This involves satisfying the self-interests of everybody. I sense here that in bioethics too, we have arrived at the problem of “the greatest good for the greatest number” the philosophy of the erstwhile utilitarianism. Pandora’s box has been opened by debate over “quality of life”, but bringing things under control may be an exercise set for bioethics. 

Discussion
Shoji: Bioethics topics are very complex and there are a many things that we don’t know. The importance of bioethics education lies in the fact that we show different ways of thinking to students, for them to understand that we don’t know all the answers. And that we should value change. Therefore when you say clearly that this group agrees and this group does not agree, I think it is a dangerous trend to do so.

Miura: Yes, I think so. Thank you very much.

Aksoy: What is your requirement for teachers to teach this class? Philosophy teachers? Science teachers? Or what else?

Miura: Philosophy

Aksoy: Other requirements?

Macer: Anyone with a soul and a mind can teach.

Leavitt: Can people who believe that they have no souls be allowed to teach, including Irina?  I want to ask another questions. Something troubles and disturbs me about bioethics education in children although I was involved in it myself in the past few years.  We talk about that we want children to think for themselves and for the teacher not to tell them what to think in order to encourage independent thinking.  But I wonder whether we are encouraging a subtle form of indoctrination- indoctrinating children to accept a world where advance technologies solves problem for us. For example, obviously we can do therapeutic gene therapy, but what about enhancement? Obviously we can have human heart transplant, but how about pig heart?  In other words, I get the feeling that the debate about children thinking for themselves has become a minor issue. And that the major issue of introducing them into a world of accepting a new type of life which is so much based on technology is being encouraged to date. So I wonder how much is this free thought and philosophy and how much is this indoctrination of thought? This is a skeptical kind of question, but it troubles me.

Miura: Yes, that’s a difficult question. But like I presented here, there are a lot of dilemmas regarding medical and technological issues.  So what we just do is to give very basic information about these topics.

Leavitt: Thank you

Yasuoka: I am a product of the Japanese educational system. I attended Japanese high school. In university, I majored in bioethics. In graduate school, I am majoring in medical anthropology. I just have a plea to teachers, especially when you engage in teaching and researching bioethics.  It seems to me that students are indifferent. Professors are indifferent.  I hope that there is more care given to our educational system and that you give a chance to students.

Syllabus of Classes on Neonaturalistic Bioethics – A Polish Example

- Jan Wawrzyniak, Ph.D..
Instytut Filozofii UAM, Szamarzewskiego 89c60-569 Poznan, POLAND

Email: jawa@main.amu.edu.pl

1. Introduction
    
I take the domain of bioethics to be the moral dimension of actions and intentions affecting vital values, or the attributes and essential conditions of being a living creature. Bioethics examines relevant theoretical issues and formulates normative regulations as well. I include the following as the main areas of bioethics:

1. Evolutionary ethics.

2. Axiological and metaethical foundations. 

3. Environmental ethics (including veterinary deontology), or the interspecific ethics for the biosphere.

4. Biomedical ethics (with the environmental philosophy of health and the deontologies of the medical  professions).

5. Social bioethics, which is concerned with common attitudes towards psychosomatic differences (such as race, sex and gender, age, and  disability) within the human population and engages the concepts of normality and pathology; the issues of biological elimination of culturally unaccepted humans (e.g. capital punishment) are relevant as well. 

6. The ethics of international development (which address such issues as ecology vs economy, human overpopulation, world hunger among others) 

7. The moral aspects of genomics and biotechnology. 

It is a methodological fallacy both to anthropomorphize natural phenomena by explaining them in terms of cultural sciences and to abuse the "anthropomorphism" argument. Hence, the theoretical proposal I want to sketch represents a neonaturalistic, which I identify as my standpoint, approach to bioethical dilemmas. By restoring the full bio-cultural dimension to Homo sapiens sapiens (HS), neonaturalism opposes both positivistic and humanistic reductionism. Neo-naturalistic bioethics is environmentally biased, also in reference to the  moral dimension of strictly biomedical dilemmas. It also represents the structure of theoretical integrity. This means that particular parts are interrelated and the basic theoretical conclusions made within the first two sections underlie further normative inferences. The ontological and logical aspects of the is-ought problem, as well as the existence/nonexistence of natural values seem to be fundamental issues, the solution of which is crucial to the construction of global bioethics.

2. Basic Curriculum - an example

At present, in Poland, classes on bioethics are electives within the curriculum of a 10-semester graduate (M.A. degree) philosophical studies. Qualified bioethics classes are chosen by students either simultaneously with the basic course on ethics or, which is more frequent, after they are credited this course which is conducted during the 5th and 6th semesters. In the planned new 6-semester specialty - that is to be started in October 2005 - in ethics as such, a course on bioethics is recognized as an integral obligatory component of the curriculum. The whole bioethics course consists of two interrelated parts, each of which takes one semester (i.e. two consecutive semesters - the 7th and 8th). The classes (15 for a semester) will be conducted in the form of units of 180 minutes each, which gives 120 lesson hours altogether for the whole course of bioethics. 

     
Due to its unitary - in terms of axiological, metaethical and metaphysical foundations - and integral character the whole two-semester course is called Environmental Bioethics. We have to take into account that the environmental perspective, having an influence on  practical philosophy since the early 70's, has caused bio-medical ethics, hitherto understood as the ethics of clinical conduct, acquired the new dimension of environmental life-quality ethics in the context of the revised value-status of HS within the biosphere.     

While setting about dealing with the area of bioethics students are already familiarized with the fundamental philosophical and methodological issues connected with the is-ought problem (value/fact dichotomy), peculiarities of normative inference as well as the universalizability requirement addressed to ethical judgments. These issues are introduced beforehand during the two-semester basic course of general ethics (see below) and they find their particular exemplifications and advancement within bioethical considerations as referred to social practices. Within the framework of the present curriculum the course on bioethics is conducted over two semesters and this module will be preserved within the new program.

2.1. Ethics-specialty (project)   

        Only some obligatory (but not optional ) courses to be conducted in semesters 5-8 are displayed, and those relevant for this address are in boldface. 

5th semester                                                             6th semester
+   A. Foundations of philosophical                     +  B. Basic ethical categories [60 hrs]                                                                  

          ethics [60 hrs]                                               +  Sociology of morals [30 hrs]  

+   Deontic logic [30 hrs]                                        +  Comparative normativity [30 hrs]

+   Relativism [30 hrs]                                            +  Psychology of morals [30 hrs]       

+   General axiology [30 hrs]                                  + Naturalism in normative ethics [30 hrs]                                          

+   Ethics in ancient philosophy [60 hrs]                +   The tradition and the present day of

                                                                                     Christian ethical thought [30 hrs]

7th semester                                                              8th semester                     

+   Kantianism/Utilitarianism/ Pragmatism -             +  Ethics applied in social practices -                  

      comparative  analyses  [60 hrs                                  the moral dimension  of  being a 

      ]                                                                                 professional - exemplifications  [60hrs]     

+   Ethics of Enlightenment - the idea of                    +   Communication ethics [30 hrs]

      transcendentalism  [90 hrs]                                   +   Bioethics (2): biomedical ethics  [60 hrs]

+    Bioethics (1): evolutionary &                             +   Social bioethics [60 hrs]

      environmental ethics/axiology [60 hrs]

9th semester                                                             10 semester
+   Anthropology of morals -                                       +  Master's seminar

     cross-cultural perspective  [30 hrs]

+   Axiology and deontology of

     education [30 hrs]

+   Pedagogy (theory & practice)  [60 hrs]
2.2. The Basic Course Of Ethics: [A+B]
A.  Foundations of philosophical ethics (5th semester)

A-1. Basic conceptual distinctions and the structure of philosophical ethics. 
 1.  The origin of ethics as a philosophical discipline.

 2.  The ethical and the moral. Sections of descriptive ethics.                

3. The classification of models of normative ethics  (e.g. teleology vs deontology, rule-

      ethics vs act-ethics)

 4.  The category of universalizability and the theoretical scheme of  philosophical ethics.

A-2. The semiotics of morality: evaluations (judgments of value) and norms    

        (judgments of obligation). 

        Also includes: ethical/metaethical objectivism/subjectivism; the issue of  justification (argumentation for/against) of value judgments; Goodness/badness and rightness/wrongness.

A-3. The subject-matter and trends in metaethics. The "is-ought" problem.  Relativism.

        Also includes: the procedures of justification (validation) of ought-propositions.

B.  Basic ethical categories & introduction to practical ethics (6th semester)

      Moral goodness & rightness. Conscience. Virtue (with a special consideration of dignity). Tolerance (with a special account of communication/discourse as a moral fact. Duty & Responsibility. Justice (in the context of contractualism tradition). Social applications - case studies.

3. Bioethics (part 1)

Formula: 60-hour seminar (with employment of audio-video documentaries).

Assignments: Students' own written essays at the end of semester or unified  presentations 

                        in the course of semester,  as well as their  creative activity during seminars.

Contents: Theoretical (metaethics, ontology of value) and terminological foundations; enhancement of  the integrated structure of neonaturalistic approach to bioethics; the review of bioethical issues. The philosophical status of neonaturalism in comparison with Cartesian, Kantian and utilitarian approaches. Classes serve formulation of basic conceptual and methodological tools to be employed, in the next step, for considering the spectrum of solutions of particular bio-moral dilemmas. The main of these categories are: Environmental Life-Quality (ELQ), Transcendental Subject (TS) of cognition & valuation, intrinsic and contributory value, valuableness, and brute fact. The metaethical consequences of neonaturalistic axiology, especially, the neonaturalistic solution - rooted both in the ontology of values and analytic metaethics – of the is-ought problem is promoted.        
Selected references:

Attfield, R., Value, Obligation, and Meta-Ethics; Callicott, J.B., Animal Liberation: A Triangular Affair ; Caplan, A.L., (ed.), The Sociobiology Debate; Hargrove, E.E., Foundations of Environmental Ethics; Light, E., & Rolston, H.,III., Environmental Ethics - An Anthology; Lorenz, K., On Aggression Behind the Mirror ; Lovelock, J., Gaia. A New Look at Life on Earth ; Naess, A., Ecology, Community, and Lifestyle ; Passmore, J., Man's Responsibility for Nature; Rachels, J., Created from Animals - The Moral Implications of Darwinism; Regan, T. & Singer, P., Animal Rights and Human Obligation; Rolston, H. III., Conserving Natural Values, Environmental Ethics; Ruse, M., Taking Darwin Seriously; Sepänmaa, Y., The Beauty of Environment; Singer, P. Animal Liberation; Taylor, P., Respect for Nature - A Theory of Environmental Ethics; Wilson, E.O., On Human Nature, Sociobiology - The New Synthesis (fragments)

3.1. Evolutionary axiology/ethics as the axio-metaphysical foundations of  bioethics.

I take the subject-matter of evolutionary ethics to be the natural history of moral sensitivity and value-ability (ability to value). Relevant inquiries concern the origin and adaptive function of moral sense and valuation, the functional interdependence between valuation and cognition, the range of morally relevant states-of-affairs, and the moral status of the cultural eco-niche of human species. Neonaturalism expounds the origins of human spiritual abilities in terms of the natural sciences, in accordance with the Darwinian legacy.

A key category - one highlighted by evolutionary ethics and focusing the axiological conflict between nature and culture, and one which humans used to deny to other species - is that of the "soul". I take general sensitivity, or soul as an ability to perceive exo- and endogenous stimuli selectively and to react to them functionally, or as a teleonomic (adaptively functional) structure of informational metabolism between an organism and its environment. 

In neonaturalistic axiology, the active agent of valuation as well as cognition is the evolutionary Transcendental (panspecific) Subject (TS), or Living Being (resp. the intrinsically differentiated mass total of Life) as such. This abstract category represents the bio-community of values. Since the TS can be comprehended as the genetic algorithm of life's self-continuation, this category embodies the evolutionary continuity of organic systems of information processing. TS is the exclusive and complete source of valuation, effecting the genetically conditioned open program of value-ability. 

Owing to TS there exists only one naturally valued world. Values are actualized and reproduced by TS, together with which the value-ability has emerged and the phenomena of formation and decay have acquired an axiological dimension. Value (an ontic category) is a factual, processual state-of-affair, of which the living source of  valuableness is an internal constitutive element. The valuableness (an ontological category) of a value is the relation of sui generis active, appetitive non-indifference of a valuer towards given configurations of empirical qualities it meets within the environment. Hence, the value judgments (is-statements) denoting the existence of brute valued facts acquire cognitive (verifiable) status and they can serve as methodologically proper premises for derivation of judgments of obligation (ought-statements). 

The structure of vital values - both organismic ones (e. g. health) and biotic community ones (e.g. eco-equilibrium) - and moral values (perhaps aesthetic ones as well) constitutes the environmental life-quality (ELQ), or the essential state for Life on Earth to self-continue in the process of natural multiplication as well as selection. As culture is an adaptational system and the multi-dimensional niche of HS, its existence depends on human observing the standards of ELQ.

3.1.1. Evolutionary Ethics/Axiology (detailed contents):

1. Basic conceptual distinctions & the theoretical structure of bioethics
 1.1. The review of bioethical issues

2. The basic characteristics of spirituality
 2.2. Sentience and neurogenesis of valuation. 

 2.3. The trap of freedom (understood as the adaptive flexibility of a species)

3. The Origin and Teleonomy of Moral Sensitivity - eco-evolutionary identification of morality.

 3.1. The Thermodynamics of Morality: communicative roots of morality

 3.2. Moral subjectivity and moral agency  

  3.2.1. Animality and Humanity 

 3.3. Aggression and Altruism: neonaturalism towards the tradition of ethology and sociobiology

  3.3.1 The function of morality in human culture

4. The Question of Values in Nature and Evolution
 4.1. The Ontological Status and Logical Structure of Value

  4.1.1. Value and Valuableness 

 4.2. The Classification and Hierarchy of Values 

  4.2.1. The Basic Relational Typology of Values  

  4.2.2. Vital Values (Values constituting Life)

  4.2.3. Moral Values and the Category of Environmental Life-Quality (ELQ)

5. The Axiology of the Biosphere
   5.1. The Transcendental Subject of valuation and cognition.     

   5.2. Values in the Course of Evolution. The essence and teleonomy of valuation.         

   5.3. The Examination of the Category of Intrinsic Value 

   5.4. The Position of Moderate Environmental Relativism of Values              

6. The Conditions of Inference of Ought-Propositions         

 6.1. Being and Oughtness                                                   

 6.2. The Naturalistic Fallacy and the Naturalistic Fallacy Fallacy         

3.2. Environmental Ethics/Axiology (detailed contents):  

          (which can also be conducted as an individual one-semester course)

1. Basic questions, theoretical trends and approaches in contemporary environmental 

      philosophy/ethics.

    Anthropic ethics (traditional and revised humanism); biocentrism and pathocentrism; land ethics and ecocentrism; Earth Ethics; Gaia hypothesis; cosmic (solar) ethics; deep ecology; eco-feminism; personalistic  organicism; neonaturalistic proposal; eco-ethical thought in religious systems (comparative approach).

2.  Sources and factors forming the history of Homo sapiens' speciesism.  

 2.1. The typology of human attitudes to nonhuman forms of Life.

 2.2. The role of education. 

3. Ecological and moral status of human culture - contemporary utilitarian-pragmatic model 

   of culture as the   adaptational defeat of Homo sapiens. 

3.1. The critical analysis of the notions of sustainable development" and "civilizational   

       progress". The paradoxes of eco-development and the phenomenon of globalization.   

      The category of ELQ as an axiological basis for environmental policy.         

  3.1.1. Nonhumans' rights and the evolutionary-moral responsibility of humans for the 

            ELQ-state of biosphere -  justification and models.

  3.1.2. Animal experiments. Biotechnological and other abuses of nonhuman & human 

            animals.

  3.1.3. The analysis of national & international animal rights/protection  legislation.
4. Detailed issues, e.g.: moral and non-moral aspects of vegetarianism  (including its impact on population indices); animal breeding practices (including: transportation and slaughtering problems; breeding for foie  gras & correlated practices); hunting, poaching, illegal trade of animals & animal products; zoo dilemmas; veterinary ethics; eco-colonialism and environmental racism; nuclear energy; Homo sapiens overpopulation's impact on the biosphere; moral aspects of agriculture and agribusiness; environmental  justice; eco-aestheticism, etc.

5.   Information on national and international eco-ethical/animal welfare movements,   

      enterprises, organizations etc.

 6.   Information on international references.

4. Bioethics (part 2)
4.1. Biomedical ethics with elements of philosophy of health/disease and medicine.    

Formula: 60-hour seminary (with the employment of audio-video documentaries).

Assignments: students' own written essays at the end of semester or unified  presentations in the course of the semester, as  well as their creative activity during seminars.

Aims:  Humanistic education as a constitutive element of professionalism as well as the response for the social expectations addressed to health care practitioners; making students aware of philosophical assumptions and determinatives of diagnostic and therapeutic practices, as well as making them sensitive to the complexity and multi-solvability of moral dilemmas in medicine; forming intellectual competency for the sake of responsible self-dependence while coming to decisions in health care practice.   

Contents:            

1. The review of biomedical ethics' subsections:

    Physicians' ethics; nursing ethics; pharmacy/pharmacology ethics; ethics of  health care    professionals' conduct ethics of medical experiments  (therapeutic practice, research practice)       

2.The review of issues - their dynamic, developmental as well as interrelated status in the  

   context of technical, biochemical and biotechnological advancements as applied to   

   medicine. There is always a main issue of the course, engaging and integrating particular 

   topics traditionally present within the concern of  biomedical ethics, e.g. euthanasia, 

   abortion, communication ethics in health care service, transplantations, doctors'  

    paternalism & patients' rights, zootherapy (correlated with biocentrism) etc.  

3. Biomedical ethics as applied ethics: 

  3.1. The logical structure and social function of professional ethics. 

  3.2. The enhancement of the moral component of professionalism in health care services 

         in the context of social expectations. The culture of being a medicine professional.

  3.2.1. Emotional antinomies (and practical threats resulting from them) and loyalty 

            conflicts in health care practice.  

  3.2.2. The patient's will/convictions vs patient's benefit. The issue of  paternalism. The 

            patient as a partner in the therapeutic process - the ethics of communication.

  3.2.3. The influence of physicians/nurses' moral convictions on the quality of health care 

            service.

 3.3. An analysis of deontological codes and relevant legal acts. 

  3.3.1. The so-called conscience clauses and their moral status in the context of the order of 

            coming to patient's assistance. 

  3.3.2. Corporatism & occupational chauvinism as influencing the quality of medical service.
4. The categories of virtue, dignity, duty & responsibility, supererogation, and justice as    

      applied in health care service. 

 4.1. The distribution of medical services & goods.
5. Eco-evolutionary status and paradoxes of medicine.

 5.1. Axiology of medicine. The well-being of an individual vs the well-being of the species.

  5.1.1. The standing of health within the individual and social value-hierarchies.  

 5.2. Trans-generational influence of medical/pharmacological practices on human & 

        nonhuman population: the  perspective of Homo sapiens’ survival.    

  5.2.1. Population ethics: the impact of human ill overpopulation on the environment of life.  

 5.3. Health as a factor contributing to environmental life-quality. The moral dimension of 

        the relation Homo sapiens ( the  environment as a wholesome agent.

  5.3.1. The phenomenon of social iatrogeny: human over-dependence on medicine

  5.3.2. The category of wholesomeness agency (subjectivity).
6. Cognitive paradigms in medicine.

 6.1. Ontology of well-being - practical consequences
 6.2. The normal and the pathological - review of philosophical, sociological, 

        psychological, and clinical conceptions.

 6.3. Health and disease/illness as social notions. The culturally relativized criteria of 

        well/ill-being.  

4.2. The Truth and the Good in Medicine - The Issue of Euthanasia  

1. Fundamental questions: what is euthanasia? On what conditions, if any, euthanasia is morally justified  ?

2. Present status quo of mercy-killing in various legislative systems 
 2a. Law and morality in the context of contemporary bioethical controversies - cross-

      cultural review. 
3. Identification of eu-thanasia within the typology of killing. The context of  thanatology.

 3.1. The criterion of activeness/passiveness

 3.2. Euthanasia interpreted as assisted suicide

  3.2.1. The theoretical and practical significance of the category of  Transcendental Subject 

            of cognition and valuation 
 3.3. The criterion of voluntariness/involuntariness (non-voluntariness and counter-

        voluntariness)
4. The issue of double effect 

5. The critical analyses of the notions of life-quality and life-sanctity
 5.1. The concepts of personhood and dignity.
6. The moral convictions of health care professionals and practice generated by them. 

7. The meanders of "slippery slope" argumentation.

8. Neonaturalistic postulative conclusions:

 8.1. Goodness/badness and rightness

 8.2. Rule-metadeontology (as referred to act-teleology)

9. Case studies 

4.3.  Selected references (for Bioethics - part 2):

Beauchamp, T.L. & Childress, J.F., The Principles of Biomedical Ethics; Beauchamp, T.L. & Walters, L., (eds), Contemporary Issues in Bioethics (2nd ed)   ; Cassel, E.J., The Nature of Suffering and the Goals of Medicine; Fletcher, J., Euthanasia; Ph. Foot, Virtues and Vices; Forman, E.N. & Ladd, R.E., Ethical Dilemmas in Pediatrics; Garret, T.M. & Baillie, H.W. & Garrett, R.M., Health Care Ethics - Principles and Problems; Gillion, R., Philosophical Medical Ethics; Gordon, Th., Making the Patient Your Partner. Communication Skills for Doctors  and Other Caregivers; Lamb, D., Down the Slippery Slope; Lee, S., Uneasy Ethics; Ramsey, P., The Patient as Person; Regan, T., (ed), Matters of Life and Death; Singer, P., Practical Ethics, Rethinking Life and Death; Singer, P. & Kuhse, H., Should the Baby Live ?; Singer, P. & Wells, D., The reproduction revolution. New ways of making babies.; Temkin, O. & Frankena, W. & Kadish, S., Respect for Life in Medicine, Philosophy, and Law; Weir, R.F., (ed), Ethical Issues in Death and Dying ; Woods, J., Ingineered Death: abortion, suicide, euthanasia, senecide; Wulff, H.R. & Pedersen, S.A. & Rosenberg, R., Philosophy of Medicine. An Introduction.

4.4.1. Some examples of  30-hour specialist courses  - optionally chosen by students -   

on the subjects  enclose within the scope of holistically understood bioethics.
* Philosophy of health/disease and medicine.

* Population ethics (including ethics of human reproduction).  

* Communication ethics (communicational roots of morality, information giving practice & 

   communication in medical practice, bio-communication).

* Bio-communication (neurological, ethological-behavioral, and evolutionary aspects; the 

   information stream –  the Life stream)

* Philosophy of Nature & Natural Sciences - normative aspects  

* Zootherapy

4.4.2. Special courses for biology students (specialties: experimental biology; environmental protection; biotechnology):

* Animal experimentation (scientific, didactic,+) - in the context of ethics of scientific research. 

* Animal Rights - moral and legal dimensions 

* Moral responsibility of biologists in contemporary society (including: value  preferences 

   & deontology of teaching  biology)

* Moral dimension of biotechnology (including genetic engineering) - medicine, 

   pharmacology, experiments on humans & nonhumans, agriculture, environmental protection etc.

5. Social Bioethics: variety and tolerance. Human Rights.
     The subject of social bioethics encloses a variety of interrelated (cross-disciplinary) topics connected by the topos of the category of tolerance. 

1. The notion, aspects, and sources/conditions of tolerance/intolerance           

 1.1. Tolerance towards liberalism/libertarianism, rule-ethics, and indifferentism

2. The normal and the pathological   

 2.1. The own and the strange

3.  Racism, xenophobia, sexism   

4. Sexual minorities

5. Social attitude to disabled (physically and mentally) and aged people

 5.1. HIV carriers

6. Children - their social status

7. The deontology of bio-social research work

8. Relativity or absoluteness of good/evil ? 

 8.1. The typology of relativism

9. The promotion of moral health

 9.1.Interhuman communication as a moral fact and factor. 

 9.2. Cultural treasure of manifold truths   

 9.3. The significance of the category  of  Transcendental Subject.

 9.4. The promotion of virtue ethics

10. The issue of capital punishment (optional)

Discussion
Xiao Wei: What is your final goal? What do you want your students to learn finally? What is your purpose?

Wawrzyniak: The main goal is to give students a spectrum of possible approaches given an area of biomedical and environmental ethics problems.  We can provide student with a range of philosophical options and we don’t prefer any particular option.  The main value is intellectual diversity. Students are encouraged to present their own point of view in the form of speeches.  They can quarrel among themselves rather than the teachers trying to force their own opinion. 

Gupta: I have been teaching environmental ethics in both ecology and philosophy departments in my university at the post graduate level. One thing that I noticed based on my experience in the past 2 to 3 years, is that there is some sort of stonewalling.  Yes, students take some interest in the topic but I don’t think that students are really influenced by this. One reason I think is that we should start in the high schools, we should start at an earlier level when students are more open to new ideas. So what is your experience in your university in Poland?

Wawrzyniak: In our university there are some animal experiments that students protested against. And they also protested against animal vivisection. So I think that’s a considerable influence of their environmental ethics classes.

Leavitt: We show students which bioethical options exist, but I wonder maybe we shouldn’t doing that. Maybe we should show them what options we know about. And to think maybe that these options are wrong and that they could think about other options. 

Wawrzyniak: If you take any option, any point of view representing by a given individual you can find quite clear philosophical, virtual truth of reason of this option. Generally, from my observation, traditional ethical modes of ethical thinking will always be in dialectic opposition- rule ethics against act ethics, deontology against teleology, utilitarianism against Kantianism- it is unavoidable. If behind the ethics wouldn’t be hidden, ethics in plural, there will be no discussion. That will be death of the field, the death of ethics. It is a process of discussion to reach particular modes of ethical thinking fitting a particular arena in life, certain modes of conduct for example in palliative care, others in intensive medical care. There is no one universal ethics. There will never be a situation where you call an ethicist to make everyone’s lives happy. Ethical decisions and ethical problems are always painful. This is my opinion. So this discussion, the state of discussion is a certain philosophical journey. 

The Application of Bioethics in a Technical High School as a Behavioral Educational Model to Strengthen Moral Values and Modify Risky Behavior among Teenage Students

- Martha Marcela Rodriguez Alanis, M.D., M.S. .
DGETI, Medical Department; Bioethics College of Northeast México, Secretaría de Educación Pública,  Clinica Hidalgo, Hidalgo 2428 Pte.Obispado C.P.64600.Monterrey Nuevo León, MEXICO

E mail:marcela_rdza@hotmail.com.mx

Introduction


Bioethics can be applied in Technical High-Schools by including a curricular course of five hours a week in the first, third and fifth semester of Natural Sciences and Humanities. The course can be integrated in five units of didactical instrumentation that would include the following topics: I. Introduction to bioethics, II. Awareness of social surroundings, III. Feeling respect towards human dignity, IV. Preservation and conservation of life, V. Treatment and diagnosis of bioethical issues. 

How can Bioethics be applied in High Schools as a behavioral educational model to strengthen moral values and modify risky behaviors among teenager students? According to the Encyclopedia of Bioethics, Bioethics “…is the systematic study of human conduct in the field of life sciences and health care from the point of view of moral principles” (New York 1978, vol. 1p XIX).  Bioethics is literally translated as Ethics of life related to free and responsible human beings (Garza 2000).

At this level of education we find that Mexican teenager students show several negative conducts which hinder their academic formation and improvement.  The main characteristic of this negative behavior is their apathy and rebellious conduct towards their student’s obligations, teachers, and other authority figures (Nava 1998, Ortega 1999, Girard 2001).

This study supports the teaching of ethics as a subject in Mexican High Schools through the knowledge of Bioethics.  This application would allow the integration of moral values such as social, family, academic, and preservation and conservation of life to the human nature of the student.

Bioethics fulfills the characteristics of an education model from an educational, normative, developmental, and applicable point of view (Garcia 1995, Gimenos 1995, Quintana 1993). The application and knowledge of this educational model would allow the teacher to identify risk factors in their students and their social surroundings and therefore modify negative behavior.   Among the most frequent risk behaviors are drug addiction, early sexual activity, abortion, sexually transmitted diseases, delinquency, unwanted pregnancy, sexual abuse, violence, and school drop outs (Medina 2001).

The integration of this course is based in the reality of Mexican’s Technological High School methodological field.  The curricular subject would include the following topics: 1. Introduction to Bioethics, 2. Awareness of social surroundings, 3.  Feeling respect towards human dignity, 4.  Conservation and Preservation of Life, 5.  Treatment and Diagnosis of Bioethical Dilemmas.  

Material and Methods

Both, the experimental and the control group were students from the public school CBtis No. 99 (Centro de Bachillerato Tecnológico Industrial) in Monterrey city.  There were a total of 82 students which represent 29.3% of the universe (!st semester students only).  All students were between the ages of 15 and 17, 47 females and 35 males.    There were 42 students in the control group and 40 in the experimental group.  The experimental group received bioethics concepts 5 hours a week on the following topics:  1. Introduction to Bioethics,  2. Awareness of  social surroundings, 3.  Feeling respect towards human dignity, 4.  Conservation and Preservation of Life, 5.  Treatment and Diagnosis of Bioethical Dilemmas.   The variables used were:  discipline, punctuality, behavior, responsability, homework, studying habits, and class participation. In the punctuality criterion the students with more than 9 absents  were excluded from the study, allowing a 15 minutes delay. Referring to  discipline, it was demanded to the students follow the school ruler. in behavior,  have a good attitude to work in class, such as participation, and interaction with the teacher, answering questions and show interest on class. The study habits, developing topics in house to be shown on class. A daily evaluation  of the topic. This variables were measured using a numerical scale with the following values:  Good (1), Regular (2), Poor (3).  The group control did not receive any bioethics concepts but the same variables were evaluated.

All the variables were evaluated throughout the semester of August-December 2002 once a week, taking the first and the last evaluations to make the statistical comparison between both groups. The independence tests were carried out using X2 for each variable. The hypothesis we are trying to prove are: Ho: the aspect to be evaluated and independent of the group( homework, discipline, behavior, responsibility, punctuality, class participation, study habits) . it is independent of the group( experimental and the control group). Against the Ha alternative: there is a dependence of the evaluating aspect( study habits, discipline, behavior, etc.) with the group( experimental and control)

[image: image1.wmf]
Results

The statistical evidence found was not significant in the punctuality, homework, study habits, responsibility, and class participation aspects to deny the independent hypothesis in all but one of the evaluated variables.  Only the variable of behavior showed a significant difference of 9.3%.

Each variable was evaluated based in the following hypothesis:   “The evaluated variable is independent of the group being tested” vs. “There is a relationship between the variable and the group being tested”.  No level of significance was predetermined given the social nature of the test.

Based in this hypothesis, the study showed there was a relationship between the variable evaluated and the group.  The error percent of saying there is a relationship between behavior and the group being evaluated when there is none, equals 0.093.  Assuming there is always this error percent, the experimental group showed a regular behavior vs. the control group (85.7% vs. 14.3%).

Conclusions

Students from public Technological and Industrial High Schools show negative behavior which hinders academic development resulting in school drop outs  and the deterioration of their  educational formation.

Student behavior is characterized by apathy towards studying, failing academic shores, and lack of respect towards the teachers and the educational institution.   This negative behavior was successfully modified through the application of Bioethics as a formal curricular course in Natural Sciences and Humanities as a didactical behavioral model.  This study suggests the integration of Bioethics in the curriculum of 1st, 3rd, and 5th semester of High School.


The study results suggest that Bioethics accomplishes the following purposes:  Educational, Integration of Values, Orientation, Prevention of risky behavior, Normative, applicable, and building human qualities by enforcing human and moral values in the students. 

Discussion

Taking into account the moral values crisis youth is going through currently and the way scientific and technological advance forces us to modify moral behavior among human beings. This research is oriented towards the teaching of Bioethics as support to education and reinforcement of moral, social, and family values among teenagers.

The integration of a Bioethics course based in reality in a methodological field as a curricular subject and behavioral model that strengthens the student’s values from an educational point of view and leading the student towards positive behavior. 

It is well known that at this age humans adopt risk behaviors that may harm their health and/or put their life at risk.  Two important aspects are identified in this behavior:  cognitive (perception of risk) and acceptance of the consequences (accepting the risk) (Di Pietro 1998).  

The development of protective mechanisms that would keep the student away from risk behaviors is the main goal of the Bioethics course formed by the following chapters, with the next methodological planning.

Methodological Planning
1.  Introduction to Bioethics.  This chapter tries to apply and explain the definition of  Bioethics in order to integrate and reinforce moral values.  The main goal is the development of decision making, identifying and modifying risky behavior.  The functions of Bioethics are:  education, integration, orientation, prevention, applicative, and normative.  Didactical applications:  lecture, dialogue-discussion, and applicative.  

2.  Awareness of Social Surroundings.  The main objective of this chapter is to improve the teenager’s quality of life and mutually binding social values.  This chapter focuses in the problems society faces nowadays and tries to shape a student committed with social responsibilities (García 1995).    

In this segment, the following values and Bioethical principles are reinforced:  Autonomy, Justice and Solidarity.  Also, the factors (Social, Cultural, Family and Institutional) that influence education and behavior of the teenager are covered in this chapter (Girard 2001).  

The following Topics are analyzed and discussed:  a) teenager’s violent behavior (violent delinquency, gangs violence, student violence, and sexual violence), b) Suicide (altruistic, self-destructive, selfish).  The teaching techniques applied are:  lecture, dialogue-discussion, and applicative. (Medina 2001, Cortina 2002)

3.  Feeling respect towards human dignity. The importance of developing a degree of  consciousness in the student and feeling respect towards dignity are highlighted in this chapter.  The goal of this segment is to introduce them to this value as a purpose in life and not as a tool for his/her own growth and enrichment.  This part of the course teaches the definition and knowledge of personal dignity and the factors that increase and decrease it. The following moral principles and values are reinforced:  Bioethical.-  Truthfulness, Consent, Confidentiality.  The main topics that are discussed are:  a) Drug addiction from a bioethical point of view, b) Bioethical aspects of reproductive health, c) Teenager dignity and abuse (physical and psychological), d) Bioethical dilemmas in drug abuse (Garza 2000, Polaino-lorente 2000).

4.  Preservation and Conservation of life.  It is extremely important for the student to have a concept of life (animals and plants) as a natural gift from a Bioethical point of view.  The goal is to reinforce thinking and reflection about love and respect towards living beings, their conservation and preservation (Otte 2000). 

The value of life from beginning to end. The Bioethical values evaluated here are:  Love towards life (animals and plants), Beneficence, and avoidance of Mischievous acts (Mainetti 2000, Di Pietro 1998).

The topics are:  

a) The influence of science in the conservation of life, b) Cloning, c) Euthanasia, d) Student’s risk behavior (early unwanted pregnancy, abortion risk,  teenager’s death), e) Cases of Bioethical dilemmas, f)  Ecological destruction.  The didactical techniques used were:  Dialogue-discussion and demonstrative.

5. Diagnosis and Treatment of Dilemmas:  This chapter shows the problems the teenager has to confront in different environments:  school, family, social, etc.  It also deepens into the situations that lower his/her school achievement and the causes that lead him/her to drop out or get involved in delinquency. The causes of drop outs are analyzed as well as a possible solution.

We suggest that Bioethics can reinforce the education of ethics in Mexican teenagers.  It also orients youth towards protective decisions that would keep them away from negative behavior.  Such course would include the  following topics: 1. Introduction to Bioethics, 2. Awareness of social surroundings, 3.  Feeling respect towards human dignity, 4.  Conservation and Preservation of Life,  5.  Treatment and  diagnosis of Bioethical Dilemmas. (See appendix for the content of these courses).
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Appendix: Suggested curriculum for bioethics (5 Units on the following 5 pages)

Discussion 
Miller: How were the study groups selected? How were the evaluations made? 

Rodriguez: We evaluated a one semester class. And the criterion we used was based on punctuality, discipline, behavior and study habits.

Miller: Which group did the children come from?

Rodriguez: From the experimental group.

Macer: You compared using chi-square things such as class participation, punctuality and so on. 

Wang: I don’t know the real situation of students in your country regarding problems with teenagers. How does your class in bioethics try to solve such problems? How do you connect your class with real life problems? Are people interested about this?

Rodriguez: This class was done for five hours a week. This class tried to relate with the actual problems faced by Mexican teenagers.  For example in my province, there are a lot of high school drop-outs due to risky behavior. And this class tried to address problems such as this which encouraged students to be interested in the class.

Aksoy: You said that this was a technical high school. What kind of high school? Electrical? Mechanical? What was the special purpose that you choose this technical high school?

Rodriguez:  We used the principle of deductive technique of dialogical discussion in our classes.

Macer: Thank you. The reason why is because Marcela teaches at this high school.

Teaching About Brain Death

- Li Kuang, M.Sc. .
Biology Department, Beijing Normal University Attached Middle School, Beijing, CHINA  

Email: kuangli@sohu.com


Bioethics education is carried out primarily in medical universities and hospitals in China at present.  However, it should not only be for professionals or academics, but it should also be understood and accepted by ordinary citizens since it greatly affects people’s lives. Thus bioethics education is necessary and appropriate for high school students to reflect upon society’s ethical maturity. For those high school students, whose life values are beginning to be developed, discussion about bioethics issues can help them learn how to look at life with respect and to understand the diversity of choices from different views and cultures. At the same time, it is also does good to teachers themselves.

Outline of the class structure: 1 students` play (13min); 2 what is death?(2min); 3 what is brain death?(20min) the anatomy of brain and the criterion of brain death; 4 discussion “support or not ”(30min); 5 summarize different views(5min); 6 brief introduce brain death in China and in other countries  (10min). Student's performed and modified a play based on the plays made by Alireza Bagheri in the teaching materials for brain death and organ transplantation. 

The international medical criteria for brain death from a 1968 Geneva conference were introduced (a  lose all reactions to environment;  b  lose physiological reflex and muscles rigidity completely; c  no autonomous respiration; d  arterial pulse drops swiftly if  the life maintain machines canceled; f  brain wave keeps no fluctuation).

The first brain death case from 1963 in Britain (Potter) was introduced. Potter`s brain was hurt seriously in a scuffle. With the agreement of his family the hospital excised one of his kidneys. However after Potter`s death, the hospital was prosecuted by the family for stopping the respiration machine and leading to the death of the patient. At last the hospital was declared   guilty of murder. The traditional concept of heart and breathing judgments for death was compared with the new concept of brain death. Support for the use of brain death included:

·  1Brain death is  not reversible, and there is no therapy replaceable .

·  2 Just because of the thinking activity of brain, human being become a kind of animal with intelligence. If a person lose his sensuousness forever, he is dead. 

· 3 Much more organs are available for transplanting under brain death.  

· 4 The quality of life is very bad and there`s no chance to recovered even though the heart beating and breathing of patient is kept by modern machine.

· 5 It denies the traditional criterion itself to recover the heart beating and respiration with modern machines.

· 6 Those people drowned, poisoned or frozen  could be regarded as dead and miss the time for rescue if by the traditional heart-lung criterion. 

Objection included:
· 1 The concept of brain death is against the principle of humanitarianism, which was put forward on the consideration of organ transplant.

· 2 It can not be tolerated that a person whose heart is still beating is sentenced to be dead for it is the willing of living which sustained humankind struggling for surviving and developing for thousands of years.

· 3 Public can hardly understand and accept the criterion of brain death.

· 4 Being hard for identify and not open of its criterion, Brain death could easily be taken advantages by crimes. 

· 5 How to identify a infant's death since it has no consciousness.


Brain death in other countries (France, USA, Britain, Finland, Norway, Sweden, Switzerland, Germany, and Japan was compared). The first brain death in China (10 April 2003, was reported from Tongji Hospital, Wuhan). There was also discussion of the Hairuo Liu case, a famous anchorman of phoenix TV set. Brain death legislation in China was discussed with questions on the future in China.

Feedback from the students included that the class was Interesting; Clear; Helpful; Discussed the topic with families; Do not spend much time on English words; Time limited the further discussion. Suggestions were made that:

· 1 The teaching material should be  nationalized to suit different culture and different students.

· 2 It`s necessary to supply some relative knowledge which is not presented in the book, before the students` discussion. 

·  3 Some audio or video materials or pictures, stories , especially domestic news, cases and caricature related the topic can also be added to enrich the students` discussion.

· 4 Arrangement a students` show in class may help students to understand the ethic dilemma furthermore  and arouse their interest to participate the class.  


Since high school students have their individual personalities, which are different from university students and medicine workers, some teaching skills should be taken into consideration. Firstly, lack of some background knowledge may be a big barrier to deep thinking and discussion, such as the structure of brain when we discuss brain death. So it’s necessary to supply some relative knowledge before carrying out student discussion. Secondly, since high school students are better at concrete thinking than abstract thinking, and bioethics is still a new field to them; some audio or video materials, pictures, and stories are necessary. The use of a student play as a form of pedagogy to represent the situation in class proved to be a good method in teaching about brain death teaching. This helped students to feel more in touch with the dilemma in that case and to arouse their interest in class participation. Furthermore, some domestic news, cases and caricature related to the topic in different countries and different cultures could also be added to enrich the students’ discussion.

Discussion
Bagheri: Thank you for teaching this subject. When I wrote these two chapters, I had children as my target group.  I used narrative form as a way for children to learn more and very easily.  Through the story of these two families, I hope to help children imagine the situation and to get interested to follow up on the technical terms and other academic subjects.  I think that the educational method should be different depending on the target group. 

Li: Thank you

Wang: I would just like to ask about the schedule of your classes.

Li: Each class was held for 80 minutes.  It was taught to first year students.  All the biology teachers participated in this course. We taught one to two topics. In my case, I taught brain death and truth telling.  As for the whole schedule, this will be presented by our leader Jing Zhuo this afternoon.

Leavitt: Does anybody know anything about the psychological effect of introducing death to children in an educational atmosphere? What I mean is that children, I hope, are mostly happy and don’t think about death until at some stage wherein someone in the family or someone they know dies. And I think it is a traumatic experience. Maybe introducing topics such as brain death makes them stronger when they encounter death in a natural environment or maybe it isn’t. This is of course hypothetical. Maybe it will cause fantasies, nightmares and fears-I don’t know. And if we do something like this, by introducing death at such a young age, we are taking on a tremendous responsibility. I would like very much to see or to hear, if anybody knows, based on evidence whether this is a good thing or a bad thing. 

Li: I agree with you on some points. I think we pay more attention to the course. I think that the experience of the children is more important than the result. And I agree with the view of Irina that the earlier the better.

Lessons on Thinking About Bioethics with High School Students

- Naoki Shiraishi.
Sumidagawa High School, Tokyo JAPAN

Email: naokish@mub.biglobe.ne.jp
From fiscal year 2001 to 2002 I ran a course of lessons on Bioethics arranged by the Adachi Shinden Metropolitan High School. Those taking this elective were about 30 students out of a total of 150 who were taking sports, health and welfare, and liberal arts as one of their academic subjects (one 2 hour lesson per week, counting for 2 units). After writing some basic background knowledge on the blackboard and explaining it, we watched a VTR (35 minutes). After a ten-minute break, I explained those points on which questions had been raised, and after additional clarification of easily misunderstood parts, we watched the second half. The VTRs were each about 60 minutes, and in the last ten minutes we discussed our impressions. When it was possible to make a little extra time at the end, this was used for as a question and opinion time. 
Teaching Materials and Topics (in order) were {Lesson number, Teaching Materials, Set Questions, Students’ impressions}

1. Brain death, cloning, genetic medicine, Katoh Naotake, “As long as they bring no harm others, an adult with powers of judgment has the right of self-determination”, doping/drug-use/ should the right-to-die be recognized? Materials: Life and Organ Transplantation, Brain Death (1987 NTV documentary), Brain Death, What the New Death Leads To (NHK), Hypothermal Treatment of the Brain (NHK Special) Students: The will of the patient or the feelings of the family?  Is your body your own? Even though the person involved may see it as death, if the family sees things differently then difficulties arise. What should be done?

2. What is a cloned person? Is a clone an alter ego? Is our self determined by our genes? Can some cloning be permissible? Students: Clones will likely be discriminated against. Is this technology necessary for those wanting children? Medical science has advanced quite along way, but if it continues as it is, what on earth kind of society will arise? 

3. In-vitro fertilization surrogate mothering, Print MAMA?PAPA?, I Want to Know My Parents AID (NHK). Who are the parents? What is a parent to a child? Is there a right to know your parents? Who is my self? The parents’ circumstances or the child’s rights? Students: I thought there is no helping it, but as in the case of baby M, if you bore the child yourself, wouldn’t you think that it was yours? It’s worrying if for the sake of business, a child is treated like a commodity. Won’t the parents’ convenience be given priority?

4. What does it mean to be human? Multiple personalities: The maternal relationship. What is family? Oneself and ones family How do we come to be who we are? Am I my brain? The brain develops within the family. Students: For people with multiple personalities, the help of someone, maybe a family member, and someone who understands them is very important. 

5. Prenatal diagnosis. The parents’ desires.  What should we think about the conditions under which it is permissible and the probabilities involved? Students: Why is it done? Is a sick child pitiable? Who decides what happy is? Only the person themselves can decide whether they’re happy. A child who is sick might think themself pitiable, but I wouldn’t. 

6,7,8. Barrier-Free Parts 1,2,3. What is a barrier (obstacle)? Where are they (society)? Can we choose our school? Is it necessary to distinguish (mark out) the disabled? Barriers in the heart (I am something special). How can we overcome these barriers in the heart? ADA, universal design, Would it be better to live and to have remedial schooling without segregating the disabled? Students: We shouldn’t take pity, but rather help to lower barriers. Each individual is different so it is very difficult to build a society all are happy with. If not only the disabled, but also the healthy learned sign language, then it wouldn’t be necessary to go to remedial schools. Both sides need to make an effort.

9. The vegetative state.  I want to hear your voice  Let my daughter Nancy die. In what way is it different from brain death? How far is recovery possible? What are they to their families? What about the hospital receiving them? Students: People have amazing powers of recuperation but can’t something be done about the fact that there are many places that are unable to look after them properly?

10. ALS   To tell the truth I want to live  The fact that I am living at home. What is our life? Living or being kept alive? Whose life is it? Students: Though at first they said that they wanted to die, they said they wanted to live, which was confusing. Was it really that they just said that out of a feeling of helplessness, when they actually wanted to live?

11. Drugs in the brain  Drug dependency. What is our real self? What do drugs solve? Will I change? Will I be able to accept myself off drugs? Students: If the stress of society is the cause, wouldn’t it be better to change society? Drugs are surprisingly close to hand. If we fear and avoid the dependent, then nothing will change.

12. Current problems, NHK HP, The law on organ transplantation. Should transplantation from children be allowed? Should the family be given preference as receivers? To whom does the transplanted organ belong? Students: By permitting transplantation from children many children should be saved. Cases where no donor can be found will arise.

13. Abortion, Regenerative Medicine, Genetic Diagnosis, You too will get cancer. When should abortion be allowed? Is it all right to use the aborted fetus? To whom do genes belong? What kind of person performs them? Students: After an abortion isn’t consent unnecessary? I wouldn’t want fetuses to be sold as a business. Is cultivation all right? We have to think about what to do for those who cannot be treated.

14. Awakenings. What does it mean to live with a disease? Is life only provisional until healed? Would it have been better for them never to have woken? Students: It may have been painful, but I think it was better that remaining asleep. Feelings change depending on what happens while alive.

15. Conclusions. Views of the body and mind Though our bodies are separated, our minds are linked.

In conclusion, I threshed out the contents for the next course based on the students’ impressions and the notes they had submitted throughout these lessons. While explaining self and death etc. on the level of the gene and chemical reactions, my intention was to stress that that self does not exist in isolation, but is held in common within the family and human relationships.

Discussion
Pollard: Thank you. In one of your slides, your student questionnaire, you have at the bottom a box named, I think largely this questionnaire is not anonymous. It is invalidated because the students will be thinking that they should answer according to the way the teacher taught the class and the way teachers would like students to answer. I think this should be anonymous. In fact, in Australia it would be illegal to ask these questions unless one gets permission from an ethics committee to ask these questions if they are not anonymous.

Shiraishi: Merely, like what I just said, these are not reflected in their grades.  Up to what level of truth is being expressed, we can’t know that, of course. 

Aksoy: I think your curriculum is not bioethics but medical ethics. I think in high school, you need more general topics since high school students are not health care professionals.

Shiraishi: I think that these topics are not just for specialists. We also discuss both sides of the question.  We discuss how experts think about this. But at the same time, we think these are topics not just for experts or specialists. What we focus on is how these issues are important in real life; for example, in the case of a 13 year old who became brain dead because of a bike accident. So I think the topic of brain death is not unrelated to the lives of high school students.  And when we discuss the topic of diseases, we do not just study about the disease but we try to focus on how to treat people with diseases. How we can respect their lives? That is the kind of focus that we have in our lecture.

Shinagawa: I’m a medical doctor. And I noticed that after the second world war, there was more teaching on respect for human life. Today, I think this has been slowly eroding.  And the students who enter university seem to have less reverence for other forms of life. So I am worried about this trend.

Shiraishi: I understand very well your concern.  It is difficult for me to explain, but if you look just at the curriculum, you may have such an impression.  It is not like that.  It does reflect the ordinary, well let’s say, in context of what you have mentioned.  Probably if you observe the actual class, you may have a different impression to that of looking at these titles.  I am also worried about how much chance there are to teach about respecting life in high school classes.  But I believe that the traditional “moral education” cannot meet such needs.  I want the students to think for themselves, how they are going to live, and how they are going to respect lives, through learning what their choices are.  

Bioethics Education in the University of Madras & MGR Medical University
- Aruna Sivakami, Ph.D. .
Department of  Politics and Public Administration, University of Madras, Chennai – 600 005 INDIA

Email: runashiva_24@rediffmail.com
Due to efforts undertaken by Dr. Darryl Macer, Professor of Biology, Tsukuba University, Japan who had been visiting India – particularly Chennai to attend Bioethics Conferences organised by All India Association of Bioethics from 1997, 1998. In 1999, Loyola College – LIFE organised a conference where he also happened to participate. The Tamil Nadu Dr. Ambedkar Law University and the Department of Legal Studies, and Department of Politics and Public Administration, University of Madras invited him for lectures to students of Masters in Law, Masters in Political Philosophy and Public Management. Attempts were taken by Dr. (Mrs) Aruna Sivakami to introduce Bio-ethics as a core paper in M.A curriculum. The Department also invited Dr. Irina Pollard, Associate Professor, Biology, Macquarie University, NSW, Australia to give lectures to students in Masters in Public Management and Masters in Zoology, University of Madras, on Women, Health and Reproduction for two weeks. The Department also requested Dr. Tsushoshi Awaya of Okayama University, Japan and Dr. Brigitte E.S Jansen , Director European Academy of Environment and Economy, Germany to give Lectures to Law University Students and students of Legal Studies and students of Politics and Public Administration on the ELSI of Bio medical technology.

These interactions culminated in signing a MOU in Octoter, 2001 for a period of two years between University of Madras and the Dr.M.G.R. Medical University to introduce Bioethics  or Medical ethics as part of the curriculum of a degree leading to MBBS or P.G. diploma after MBBS for medical students and a modified Bioethics course with simplified knowledge of Medical ethics for science and arts students of University of Madras leading to Masters Degree was framed. Now the same agreement is to be renewed and operated with the help of Dr. Darryl Macer, Dr. Irina Pollard & Dr. Brigitte Jansen. What the course is about and what the situation is in India including the pharmaceutical Industry, and regulatory mechanisms operating and the detail of the syllabus will be presented in the Conference.  

Discussion
Su:  Thanks, Aruna.  Do you have a bioethics course in your university? And is it compulsory or elective? And what is the general state of medical ethics in other universities in India.

Sivakami: I told you.  There is no separate paper. Now we are to compel the medical council of India to make that distinction. If it is made compulsory, it will be from 6 months to one year.  

Teaching about Animal Rights

- Lei Li, M.Sc. .
Biology Department, Beijing Normal University Attached Middle School, Beijing, CHINA  

Email: uncia@sina.com
The subject I discussed with my students in class was the  “Ethical Limits of Animal Use”. My students were all interested in it. In China, the use of animals has a history of thousands of years. In order for students to be able to relate to this topic, I thought that it would be more appropriate to start by discussing Chinese traditional culture such as Chinese medicine. 

The Chinese Medicine is reputed the treasure of the Chinese traditional culture. The animal products are widely used as important parts in the Chinese medicine. Tiger bones, rhinoceros cornus and bear livers are all valuable contents of Chinese medicine. I once projected two films to my students. One showed the bloody scenes of butchering tigers and rhinoceros. Students knew that these two kinds of animals were forbidden to sell by the International Tread Agreement because of their dying out. There have been new medicines, which have the same results as animal products, to replace them in Chinese medicine. And all the students were shocked by the other film, which showed them black bears imprisoned in iron cages. These cages were nearly the same size as their bodies. They could only move their front limbs to catch food. Their livers were contacted with the ducts directly so that people could draw guts from them at any time they like. Some of their wounds had been rotten. The students never thought that those things could have happened and were allowed by law just because those black bears were tame ones but not wild ones. In fact, the effective components of bear guts can be replaced by man-made substitutes. Why do these brutal ways still exist?

 “How do people feel about animals and what do they do with them?” I asked my students to talk about “Ethical limits of animal use” and what they thought about them. My students mentioned that the skins of snakes were stripped when they were alive in some restaurants, that many chickens were closed in one small cage by their sellers, and that some animals were forcibly taken away from their partners and were treated badly. My students felt confused about what should be done when people are in real need of animal medicines; whether people should eat meat when the rights of animals are emphasized; whether it is too cruel when people make use of animals in Chinese traditional culture; whether it is practical to make laws to protect animal rights in China.

For the first question, I gave my students some data investigated by International Fund For Animal Welfare in Beijing and Shanghai. Take drawing guts from living bears for example. The data showed that 70 percent of people never heard of it before, and when they knew it, more than 86 percent of people thought it was very cruel, but at the same time, 30 percent of people thought that people could do it for their own interest. After they knew they could use substitutes, only 16 percent of people chose bears- guts products, because they believed that it was better to use natural products. Even when people knew how cruel the way was to make animal products, there were still two thirds of people agreeing to use them, only because doctors said these animal products were useful for saving life. But if they were merely common medicines or nourishments, there were only 11 percent of people agreeing to use them. After discussing these data, my students thought it was important to offer information and judge animal products in Chinese medicine. In fact, it was about the “necessity and desire”. There are many kinds and large quantity of animal products in Chinese medicine. Some of them are received from man-raised animals. This can reduce the pressure of the wild animals caught in the wild for our environment. For these man-raised animals, we should do with the same problems as poultry. People should not maltreat animals in the process of raising and getting products. But this is not the key of the problem. Is getting animal products “necessity” or “desire”? This problem is more important. In ancient China, people could only depend on Chinese medicine when they were ill, and animal products were used for saving lives. This was “necessity”. But today, modern medicine has developed, and people have more choices. They can choose western medicine, and even in Chinese medicine, there are still many substitutes to take the place of animal products. But some people want to use animal products just for “desire”. My students said that in this situation, the public had the right to know the facts in Chinese medicine making-process, and the traditional Chinese medicine should develop and make substitutes. Both the public and doctors should do responsible choices at the base of knowing the facts.

Some students thought that Chinese traditional culture was somewhat cruel for animals; some students were also confused on: Now that we had emotions with animals, whether we should eat meat or not? For this question, people thought: Ethics reflect an idea in certain conditions of politics, economics and culture. In history, the relationship between humans and animals was just like that between animals, which was the food catena. Different people in different periods have different culture and concepts. In history, there was the culture and concepts which went with nature and there was also the culture and concepts which were against nature and even destroyed nature. In modern society, it is cruel to eat dog meat, but in Chinese history, dogs, cattle, horses, sheep, pigs and chickens were called “the six livestock”, which were allowed to eat. But dogs are considered as people’s partners and friends in our lives. So now fewer and fewer people eat dog meat. 2000 years ago, Chinese people mentioned that catching animals should be limited to satisfy the basic need of people. People could not catch animals in multitudinous time. There were cruel behaviors of maltreating and killing animals in Chinese fare culture. But these behaviors are more and more unacceptable by the public nowadays. Raising birds in cages used to be fashionable, but now more and more people want to see birds free in nature. European women used to show their high social status by wearing fur coats. But the emotions of protecting animal rights originated in Europe changed this mode. Today, scientific culture develops highly and ecological civilization is formed, loving nature and protecting nature are the trends of the world. This is the historical process of people’s ethics, people care about from only humans to all lives of nature. China started a bit later than other countries at this historical process, but the public had introspective attitude about animal rights. Some traditional bad habits are thrown away as the development of human civilization. The Chinese people must take the responsibility of protecting animal rights. Of course this will take some time. 

How to improve the Chinese people’s recognition of animal rights, my students thought that making laws as soon as possible was necessary. Two years ago, a college student in Beijing hurt a black bear in the Beijing zoo by spraying acid on it for an experiment . The student didn’t know his behavior was illegal. And there were not suitable statutes for it. It caused a discussion about education and animal rights in the whole society. I introduced the origin and development of the animal rights and laws on protecting animals in Europe to my students. I also introduced the laws in Hong Kong and Tai Land. The students have paid more attention to the laws about animal- raising and butcher process ever since. They also thought that protecting partner animals is very necessary, because they knew some facts through daily lives and mediums. But they knew little about experimental animals. I told my students that although until today, there hasn’t been a real animal rights protecting law, we have started to reform《The Regulations of Superintending Experimental Animals》. The People’s Congress and the Political Counsel are doing research on it, and it’s right time for lawmaking. 

I want to add one thing here, when I started my work 5 years ago, biological classes of middle schools in Beijing had cancelled dissection, and there were fewer experiments that used living animals. Although there were some experiments on observing insects, the teachers would ask the students to put them back to their original places. But students never heard of animal experiments used for testing toiletries.  They also knew little about the use of animals in scientific research. This shows that our system of education has not done enough to teach students to respect lives.  Our purpose in this elective course on life ethics is to make students know more about various advances in science in a holistic manner.

  
In my class, I offered some films and reports to make students know the cruel facts that animals were experiencing. This lead them to use their own knowledge of social science to discuss, analyze and form conclusions by themselves. Students solved some problems and recognized their responsibilities. They said that they were willing to share their feelings with families. And some of them still wanted to know more. I asked them to read Animal Liberation by Peter Singer and Strolling With Our Kin Speaking For And Respecting Voiceless Animals by Marc Bekoff as study materials. 

Here, I want to thank Doctor Darryl Macer for offering us excellent teaching materials to help students from sensitive recognition to theoretical recognition. Because of time limit, I haven’t discussed everything with my students about the book, but the most important thing is that students have learned the way to know about the problem, and we will have many more to discuss with more students in the biology classes. I hope that we will have a chance to share our discussions and results.

Discussion
Gupta: Congratulations for doing a good work in your country. I would just like to request you to add a very important group that has become globally endangered because of mass slaughter in the Chinese market- turtles. Turtles. Can you include this in your discussion with students?

Su: Due to time constraints, he wasn’t able to show all of the animals that he included in his classes.

Sivakami: In India we also have problems with use of animals. Some people eat animals. Some people use them as medicine. There is a ban in India in veterinary colleges against the use of animals for study. There is a law for this. 

Lei Li in Chinese, Su translates: The sale of some animal species have been prohibited in the Chinese market. But there are some illegal products.

Xiao Wei: As you know animal products are used in Chinese medicine at the same time we want to protect animal rights. So how do you find a balance between the two?

Lei Li in Chinese, Su translates: Along with the advancement of technology comes the advancement of Medical technology as well. There are some institutes that are engaged in studying about that. 

Teaching about Truth Telling

- Dena Hsin-Chen Hsin, R.N., M.Sc.. 
China Medical University, Taichung, Taiwan, ROC; Graduate School of Life and Environmental Sciences, University of Tsukuba, JAPAN
Email: dena-hsin@umail.hinet.net 

As part of the bioethics education project, a chapter on telling the truth about terminal cancer was used to introduce the bioethical principles of respect for personal autonomy, doing good and do no harm in order to make persons be aware of the truth and to help them to make decisions by themselves. The reflection on this bioethical dilemma can stimulate students to pay attention to the risks and benefits of decision-making and to also provide a stimulating bridge between real-life issues and factual information from medicine, sociology, psychology, culture, bioethics and other disciplines.

In Taiwan, we had bioethics teaching trials in the university and high school level. In university, it was used in first year General Education English courses. We chose five classes in the paramedical departments of a medical university; those were from the departments of Oral Hygiene, Public Health, Sport medicine, Occupation Safety and Cosmetics Pharmacy. In high school, bioethics class was used as a supplementary topic in a Science Course.

In university classes, learning from team work was encouraged as a way to approach bioethical deliberation. In accordance with the method of autonomous learning, students were grouped into several teams. Each team was given the freedom to select the chapter they felt most interesting to work on and present in class. Truth telling, which was selected by 1-2 teams in each class, was one of the most popular chapters among the 14 chapters of the Bioethics textbook material. Reasons given by students about why they chose truth telling as their topic were impressive. The most common reason was they thought it was a popular, important and intimate issue for everyone, thus choosing this would lead to more chances of success in their presentation.  Through this topic, many of them expressed that it would be help them prepare themselves in helping patients in the future. Some had experiences and deep thoughts about it and would like to share or discuss with others. They also believed that this was a way to face the truth about human life. Therefore, in many groups, members were unanimous in choosing truth telling as their topic. After they have decided on a chapter to work on, students were able to review the context, to go on reference searches and to design their class activity. During their presentations, there were various activities, including drama, cluster discussions, invited guests・talks, film show (made by themselves), and short talks from team members. The teacher would summarize and give supplement about the topic after their presentations. In general, students enjoyed this creative and autonomous way of presenting a topic like telling the truth. 

In the high school, assigned readings were followed by one hour classroom discussion and a short introduction by teacher. Students also wrote down and handed in their answers of the discussion questions after class. During the classroom discussions, most students supported the stance of telling the truth to terminal cancer patients (39/42). They cited the following reasons for doing so: every individual has right to know the truth relevant to themselves, the truth is always better than a lie, people will benefit from the truth, and practically, it is impossible to hide the bad news from patients and personal concern. Many students supposed that people would be more harmed if they get to know the cruel fact at the last moment. There were a few students who shared their personal experiences as real cases to illustrate that telling the truth will benefit patient. Only one student did not support telling the truth and two students said they were not sure. They considered that patients would be harmed and they wondered who can cope with such cruel truth. For example one said: “as a human being one can never be ready for his own death”. We are not surprised to find that there were not many diverse opinions in the high school class. According to their maturity, status, and experience in life, they may not be able to easily consider the different reactions to a dilemma of disclosing the bad news or hiding the truth to the dying patient.  Using the simple version of the telling the truth chapter, students may learn how to balance doing good against risks of doing harm and make good choices through the bioethical principles. Besides this, we hope they may also learn perspectives from different persons and these different points of views are valuable and important in resolving dilemmas. 

Generally, in high school science classes, students can easily focus on the facts and the steps that humans carry out in modern technologies However, a teacher with bioethical maturity who may guide students not only to get to know the facts of science but to get around to consider the question "ought we to use this technology or carry out this procedure just because we can?" For example, when the topic is on the benefits and risks in nuclear power use, students can easily catch the points from their real life experience. In bioethics learning, the teacher should always point out the “ought” issues, and encourage students to consider every aspect of benefits and risks in this subject to find the best answer which has effects both in the present and the future. Compare to the “ought・issue “of using many new technologies, telling the truth about dying is a less remote issue in our real life. Through discussion of real life cases, students can develop their analytical, critical-thinking skills and learn strategies for solving practical problems in everyday affairs. 

To compare two stages of learning in this topic, we found that there are certain difficulties in the high school context compared to that of the university. In general, exam-oriented teaching and rigid curriculum design were the most obvious problems in implementing the bioethics education project in Taiwanese high schools. Aside from this, in the subject of truth telling, a different level of thinking was also detected. For example, in the discussion question of  “If you only had a week to live, how would you like to spend that week?” High school students gave lots of fancy ideas, such as; “I would do whatever I want to do and nothing or no one can stop me. There are no moral constrictions.” However, in university, students’ answers showed deeper reflection:”to say thanks to some one who love them, to say sorry to someone they did wrong to, or have a farewell party to say good bye.”  Those descriptions conformed to the behavior of letting go which is assumed to be a necessary element of a peaceful dying process. If so, the short term targets of life education can be achieved through teaching the telling the truth chapter. In university class, many other thoughtful considerations related to terminal issues were brought up. For example, curing verse caring---which is possible to accomplish in this terminal stage? Survival rate verse quality of life---what is important for patients at moment? The truth or the art of telling the truth--- what is the more appreciated? 

After the team presentations, the classroom survey showed that more than 90% of students would like to be informed if they had terminal cancer. Nevertheless, less than 30% students were sure that they would tell their mother or father the truth if she or he had terminal cancer. The ratio of supporting truth telling to oneself and to others were extremely different compared to a previous randomized survey in campus, the results of which were 65% vs. 53%. Because of this result, many would wonder about the efficacy of teaching telling the truth. I suggest reflecting upon this result from two points of views. First, how much can a quick response from a person walking in campus tell us about a hypothetical question? To believe the quantitative result of a simple survey without any consideration on the context and background of the answers is always dangerous. Second, what is the target of bioethics education? To make sure students will comply with the mainstream value system? Or to make sure about the abilities of deliberation based on bioethics maturity. Hesitating to tell the truth resulting from a thoughtful consideration should be treasured as a midterm achievement in the long-range goal of bioethics education. Although, hesitating to tell the truth, which disrupts the principle of autonomy, may bring sorrow and regret for both family and patient. Nevertheless, a careless telling, which is against the principle of do not harm and doing good, may cause more harm. We are satisfied to know that students are aware of the insufficiency of telling the truth. And we hope this bioethics topic may help them prepare for the future challenge of making decisions in facing real world situations. 

In this trial, one of the interesting goals is to review the proper roles of teachers in bioethics teaching. According to our experience in university, to give space and facility for learning is very important. And the concrete task for the teacher is to answer the real-life quandary in the class. For example, when giving summary and supplementing the topic in telling the truth, the teacher may suggest key points of communication skills in telling the truth. If students questioned the next step to help patients when the truth is disclosed, the teacher may introduce options other than traditional medical care such as hospice care and concept of natural death. The teacher may also talk about the real situation in hospital settings such as the similar case of the four contexts of dying awareness (Glaser and Strauss 1965). On the whole, the backgrounds of bioethics teachers may be various; however, the bioethical maturity and the compassion for life sciences are essential factors in the success of a bioethics education.

The influence of culture was another important finding that emerged from the classroom activities. Family paternalism in medical decisions, death as a taboo, filial piety as a social norm to protect elderly from the truths, and customary use of alternative and folk therapies were cultural factors that strongly influenced the intuition of telling the truth or not in our society. Many students considered those as barriers to a value commitment toward open awareness. Telling the truth about terminal cancer should be emphasized in every level and style of education. 

The chapter on telling the truth has lead to the achievement of the goal of bioethical education that is; encourages respect for life, considering risks and benefits, and understanding diversity better. It can also play an important role in guiding people to think about their own death, to reflect on the personal experience of death and to prepare for their future profession. In conclusion, it is most appropriate to teach the chapter on truth telling in first or second year general education classes in medical universities.

Materials 

Bioethics curriculum units from the Kennedy Institute of Ethics. http://www.georgetown.edu/research/nrcbl/hsbioethics/units.html; 

Glaser.B.G. & Strauss A.L.(1965) Awareness of Dying. Aldine, New York. 

Discussion
Konishi: Thank you, I enjoyed your talk very much.  After the class you did a survey on telling the truth and the percentage of people who answered yes increased as influenced by didactic teaching. What content did you include in your class? 

Hsin: Actually we just let them read the article, ask them about their opinion. And they just decide what kind of activity they want to do. And we just listen and summarize what has been discussed. We are more considerate more of their presentation. If we take a look at this slide, less than 30% say that they will tell the truth, maybe because they consider more.

Leavitt: Do you have any courses that deal with coping with the dying patient?

Hsin: We have courses on life and death, terminal care, oncology nursing, medical ethics in nursing school.

Shoji: In my research, we used the phrase, what would you do if you had three months to live, not weeks.  There was no big difference between elementary school and high school and university students.  But one big difference could be seen from adult samples.  The characteristic comment was that if they had three months to live, they will divorce.

Hsin: Those young students they don’t have that kind of thinking yet, but those young students they want to stay with their parents. I’m impressed with that. Before, young students are against family authority, but in that time they want to stay with their family. 

Aksoy: If I’m not wrong, the figures went up if you want to know , 60-90% said yes, for close relatives 30-50%, 70% won’t tell. Is that right? Your education has a false effect because it is truth learning not truth telling. 

Hsin: Of course we are not trying to dominate their decision after our education. But, it is a little bit changed. But it’s a different sample. The other one, one team member, just asked students in the campus what they thought. It’s only a very quick response. But in this class, I think they thought more before answering. There is some problem in our culture to avoid parents being harmed if they know the truth.  Here’s Beryl, my colleague in this trial.

Lee: I would like to say something about the gap. If you notice that death in my society is still a taboo. Especially young people shouldn’t bring up the question first. However, I think the gap tells us something important; that younger people are stronger than what we expect. So we should not be afraid to tell them the truth. This is actually an educational phenomenon that we learned from this trial.

What Medical Students Expect from Medical Ethics Classes

- Kenji Hattori, M.D., D.M.Sc., M.A. .
Gunma University, Graduate School of Medicine, Department  of  Medical Philosophy &  Ethics 3-39-22 Showa,Maebashi,Gunma, 371-8511 JAPAN

Email: hattorik@med.gunma-u.ac.jp

There are many surveys or investigations concerning the methodology of medical ethics classes. Most of them focus on practical teaching strategies or the attitudes of teachers toward their classes. Little attention has been paid on what medical students expect from medical ethics classes. However, if we wish to make classes more fruitful, we need to know the orientations and intentions of medical students. Thus we used an 8-item questionnaire to survey the needs and expectations of medical students with regard to their medical ethics class. One hundred and nineteen first-year students voluntarily responded to this survey. The opinions of many students were as follows. Medical students thought that medical ethics classes should be offered as a two to four hour per semester class. They thought that the course should not follow the format of the National Examination for Physicians. Sessions consisting of both lectures and discussions are desirable, and the course should start in the first year of medical school. Clinical doctors, philosophers interested in medicine, or medical professions who have studied philosophy and ethics would be most appropriate as teachers in charge. The anticipated roles of teachers are to introduce actual ethical problems in clinical settings, to provide coordinate axes for the opinions and values of students, and to instigate arguments. In conclusion, the items that provide the key to a plethora of medical ethics education concerns are 1) cooperation between clinical doctors and philosophers and ethicists, 2) an introspective discussion-oriented class format, and 3) an acceptance of divergent perspectives. 

Discussion
Su:  What kinds of textbook do you have and use in your medical ethics class?

Hattori: We don’t use any textbooks. We use case studies.

Wawrzyniak:  What kind of people should be fit to teach biomedical ethics?

Hattori: I think those who have the spirit of conversation.

Macer: Very good answer.
Teaching about Genetic Privacy

Fu Jinhua .
Biology Department, Beijing Normal University Attached Middle School, Beijing, CHINA  

Email: fujinhua1980@sina.com, xinyue2468@sina.com

The developments in genetic engineering have raised a series of complex social problems, particularly those involving privacy. On 2002 June 26, scientists completed the map of the entire sequence of human genes. While this breakthrough holds great promise for improving medical treatment, it also presents unique challenges to the principles of privacy and discrimination. Mankind has become more open to perusal. If a person’s genetic information were to be disclosed, this would affect all aspects of his life. We teach genetic privacy and information as an elective course. The goal of this course is for students to learn not only the basics of genetics but also to be updated on the latest advances in genetic engineering. Further more, this course aims to stimulate the student interest in genetic engineering and cultivate their creativity as part of character building and ethical learning. Through student feedback, it’s easy to see that they have great enthusiasm in this subject.  And they thought this course is helpful in forming a scientific worldview. In the class, we mainly discussed in groups. In this way, the student can learn from others. They hope that bioethics will become more popular among middle school students.

The lecture material and outline

Because the students I had taught are second grade they had little general knowledge about genetics. I had to introduce some concepts to them in advance, especially DNA, Human genome project and genetic privacy. I showed pictures of the double-helix structure of DNA. About the human genome project I selected a piece of visual material about 3 minutes in length as an aid. This included that chromosomes are the carrier of genetic information. and we divide chromosomes into four types.

The developments in genetic engineering have raised a series of complex social problems, particularly those involving privacy. On 26 June 2002, scientists completed the map of the entire sequence of human genes. While this breakthrough holds great promise for improving medical treatment, It also presents unique challenges to the principles of privacy and discrimination. Humankind has become more open to perusal. If a person’s genetic information was disclosed, this would affect all aspects of his life.


Genetic privacy was introduced through the right of privacy, a kind of civil right which means that citizen has the right to keep his own data unknown by other persons and has the right to keep his private activity not to be interfered with. In this part, I prepared some questions which were supplied by the textbook.

Question 1: Would you like to know your genes and at what stage in life would you undergo genetic testing ?

Question 2: Who should know your genetic information?

Then we discuss these questions from four aspects: marriage, childbearing, employment, and insurance.

The first: marriage. Both male and female take medical examinations before they get married. And they have the right to know each other's results. So the contradiction arose between right to know and right of privacy. The right to know, also called as right to learn the truth or right to know the truth, is a private right which means that natural man has the maximum freedom to learn all sorts of data he wants to know.

The second: childbearing. A couple wants to have a healthy baby. But something miserable always happened in our life. I take some photos of a girl with a single-gene disease and  a boy with a chromosomal abnormality for example.

The third :employment. Discrimination in employment: The growth of genetic testing to determine predisposition to disease has given rise to concerns about discrimination in employment. Employers have strong economic incentives to hire and retain workers who are likely to remain healthy in the belief that such workers would exhibit less absenteeism .

The fourth: insurance: With the development of the industry, the air is seriously polluted. And more and more people lived in bad conditions. I show pictures with the lungs of a patient and the lungs of a healthy person.

Discrimination in life insurance: Life insurance applications generally require individuals to disclose information about themselves, their health and their lifestyles as a condition of obtaining coverage. Some life insurers have asked individuals to take genetic tests in order to determine whether they are predisposed to diseases that could make them greater risks. Because of the uncertain connection between genetic predisposition and the eventual development of disease in any specific individual, life insurers agreed to a voluntary five-year moratorium on genetic testing with the exception of the test for Huntington’s Disease on policies that would pay out more than 500,000 Pounds.

The significance of this subject

We teach genetic privacy and information as an elective course. The goal of this course is for students to learn not only the basics of genetics but also to be updated on the latest advances in genetic engineering. Furthermore, this course aims to stimulate the students interest in genetic engineering and cultivate their creativity as part of character building and ethical learning.

The feedback from the students
It’s easy to see that they have great enthusiasm on this subject. And they thought this course is helpful in forming a scientific worldview. In the class, we mainly discussed in groups. In this way, the students can learn from others. They hope that bioethics will become more popular among the middle school students. In addition, I show some pictures of Chinese national human genome center in Beijing. I keep in touch with a researcher working there. next term , I want to organize some of the students and pay a visit there. I think it’s meaningful for the students.

Discussion
Wang: Do you have any examples of abuse of genetic privacy in China?

Fu: Whether the results of genetic tests can be revealed to employers in China or not, I can’t find an example in China.

Xiao Wei: Can you talk about the motivation for your teaching to students? Also about the future of genetic tests in China.

Fu: I think that it would cost too much to require people to submit results of their genetic tests to potential employers in China. For your second question, I’m a biology teacher and I teach biology. And I have the duty to teach my students the latest advance technologies in the twenty first century.

Video Conferencing for Bioethics Education: A trial in bioethics education to combine different subjects, different grade students, different regions and different schools

- Yuzuru Shatari .
Kanazawa Nishikigaoka High School, 6-218 Kubo Kanazawa-shi Ishikawa-ken 921-8151 JAPAN

Email: yshatari@hotmail.com
“The Bioethics Education Network in Japan”, established in 1996 (Macer and Asada), has succeeded in combining teachers already practicing bioethics education at high schools and also other teachers all over Japan who are interested in this subject. We have had 35 seminars so far that have aided our decisions about the content to be taught and methods to be used in our classes. Many teachers have already been practicing bioethics education in various ways on their own. This means that many students are learning about the same subject in different ways, and therefore they may have developed different ways of thinking or have made different discoveries. If exchange among these students is to be realized, it can be expected that they will learn different points of view and make new discoveries with one another. This is why we have thought of giving students a platform for such exchange, using video conferencing. It is not the teachers but the students themselves that play the leading role in bioethics education. While teachers instruct their students according to their own personal methods or viewpoints, if such an exchange is realized, we can expect to deepen their understanding of bioethics. 

Video conferencing can be easily realized, using small TV cameras and software. By using this device, we foresee a situation where people in distant places can talk and discuss as if they were in one place together. Thanks to the courtesy of the International University GLOCOM in letting us use their computer server, we recently tried a video conference among Kanazawa Nishikigaoka High School in Ishikawa prefecture, Naha International High School in Okinawa, and Tsukuba University. The students were able to have a discussion on some bioethics topics  in a friendly atmosphere, looking at their friends’ faces on a projector screen and listening to their voices through speakers.

  
This exchange happened to be between students in different grades discussing different subjects like biology and computers. The exchange between the different aged students turned out to be more effective than we had expected. In addition, since bioethics involves a variety of topics from various fields of study, different subjects can be and should be discussed.  For instance, English teachers can teach bioethics using the English textbook that is now being edited by Prof. Macer. Other teachers of biology, social studies, Japanese, computers, home economics, PE and integrated studies, can talk about the topic as well. Different subjects have different aims and therefore different approaches to the solution of a problem.

As a result, students learning the same bioethics theme under different subjects tend to develop different opinions or ideas accordingly. We can expect new developments in bioethics education by using video conferencing and combining various activities of students in different places. There has always been exchange between teachers, but very seldom with students. Now, with the emergence of video conferencing, we feel the barriers that have limited students’ learning have been cleared. In other words, we are now able to provide our students with the opportunity to learn without the limitations of school location, students’ grades, or subjects.  

In bioethics education, teachers are very often required to give thoughtful consideration to problems such as human rights, and that tends to make teachers nervous.  Also, in order to promote bioethics education in school, teachers need to have a tremendous amount of discussion and preparation seminars. So, given this situation, it is not an easy job.  However, by using video conferencing and “the Bioethics Education Network”, we will be able to do such preparations much more easily. 

Above all, such exchange among students will make possible new discoveries and broader learning opportunities for students. This system can bring students a deeper understanding and a higher sense of achievement that was not possible before. You can easily make use of TV conferencing, wherever you have an Internet connection.  It can also combine teachers and their students who are usually learning separately.  With this new aid, we are looking forward to the further development of bioethics education. 

Discussion

Lee: What is the initial cost?

Macer: It is free, if you have windows.

Macer: Any other question? Ok, I ‘ll ask a question. Do you think that students can learn better through videoconferencing between your two schools compared to ordinary classroom discussion in just your classroom?

Shatari: Yes, I think students can learn better.

Video Conferencing for Bioethics Education

- Mika Asato .
Naha International High School, Okinawa, JAPAN

Email: asatom@nahakokusai-h.okinawa2.schoolnet.gr.jp
I will report on the Bioethics Project which we are working on as a international exchange program. The students taking part in the project are 10th grade. The project has been conducted in English and Information Science classes since July. Both are required subjects. In the Information Science class, students have been actively practicing five small projects with integrating technology. The students come to be able to consider deeply with moving activities forward. They also have to send their message to the students in New Mexico, so it is important work to translate everything to English. Then in the English class, students learn how to translate Japanese to English and practice speaking English. They prepared various things for video-conferencing also in the English class. 

Bioethical topics are difficult, so students need enough time to work on these topics. One of the important roles of the teacher is designing the activity carefully to let students think as much as possible. By doing so, students come to understand these topics and be able to have own their opinions. 

I believe that teacher is a facilitator and a bridge between the student and the learning source rather than transmitter of information and knowledge in person especially in a class focused on project-based learning.

I am teaching mathematics and Information science at Naha Kokusai High School. This is my second year taking part in the challenging “Bioethics project”. Last year, it was my first time not only to learn about “Bioethics” but also to part take in this project-based learning. That’s why it was a series of trial and error. It leads to a smooth promotion of this school year  “Bioethics project”. 

The bioethics project consisted of five activities (1 Writing reports; 2 Presentation in class; 3 Making a questionnaire; 4 Video conference; and 5 Making web pages). By doing these activities, students are enabled a deeper understanding about each theme. In addition, they make active use of technology so that they also learn how well to use technology. It is an objective of Information science class. I will explain each activity in more detail.

I want students to learn how to write report, so I let students challenge formal report as the first activity of the Bioethics Project. When they write a report, they have to make a bibliography and they must not copy word for word from resources. At the high school level it is a good chance for students to do the project style learning because they can learn important things which are useful learning skill and manner on the net.

After writing a report about bioethics theme, each group move to making a presentation to the class members by using Power Point. The presentation style is not one I am doing now. There are four sections in the classroom. It means there are four presenters at the same time in the classroom. Other students picked one of four presentations and then they listened to the presentation. The presenter told the listener about what they studied like an instructor, and listeners took notes as if they were being lectured. After the presentation, the listeners evaluated how the presenter had made them easily understand with comments.

The object of this activity is sharing the knowledge of Bioethical themes each group studied. Doing presentation let students consider the themes more deeply.

The third stage was “Making the questionnaire”. There is a very convenient web tool for making the questionnaires. This allows students to put their questionnaires on the Internet easily, so students concentrated to think contents of the questionnaire. In addition, using such as web tools to conduct surveys also lets the students reach a larger audience beyond geographical and time constraints. Students of Nishikigaoka high school in Kanazawa and students of Onate high school in New Mexico replied to our questionnaires. Both schools can access our questionnaires via the Internet and our school students can gather information from both school students via the Internet.

Through the questionnaires, students want to know how other high school students are thinking about these topics. The questionnaires should be in clear sentences, so the students should have come to understand each theme profoundly. I believe “Making a questionnaire” is a good activity to organize students’ thoughts. 

Next let me talk about Videoconferencing. After the presentation in class, we tried videoconferences with Nishikigaoka high school and Onate high school. It was very interesting and exciting opportunities for students to communicate with their counterparts beyond classroom. This technology allows realtime interaction with each other, so observation of these conversations provides as much information as a similar face to face situation. Technology negates the restrictions of location, and makes communication possible between people anywhere on earth.

This technology is very wonderful, but it is not so easy to have successful videoconferencing. We have to get some tips on videoconferencing. For example, speaking speed, volume of the voice, and the pause between students so on. Teacher should not expect to do well at one chance, teacher should give students some chances. The more experienced they become, the better results they will get. 

I will show you the contents of one of our videoconference with Onate high school.

1. Picking up questions from the chapters on the site of “The Bioethics Education Project” We choose these five questions.

A) Q1 If you were born from donated eggs or sperm, do you think your parents should tell you who your genetic parents are? (in the chapter 9. Assisted Reproduction P8)
B) Q2 Do you think surrogate mothers should be paid? (Chapter 9. Assisted Reproduction P9)
C) Q4 Do you think the Abai family and Maleki family will guess who the donor for Mrs.Maleki's heart was? Should recipirnts be able to thanks donors? (short version Chapter 5. Organ Donation)
D) Q5 Should genetic testing be used for children? Why? At what stage in lifewould you undergo genetic testing? (Chapter 3 Genetic privacy and information. P3 Q6)
E) Q6 Would you take a genetic test if a family member asked you to? What about if your school asked you? Or an employer or insurer asked you? Who has rights to know the results of your test? (Chapter 3 Genetic privacy and information. P8 Q12)
Then, students of both sides thought about them and then put everyone’s opinions together as a class opinion. Class representatives then presented their class opinions exchange information through videoconferencing.
The following is about the last activity “Making a News Web”. As working up all activities, students are writing articles of each theme. It will be issued as “News Web”. Now we are working on it. This “News Web” is published both in Japanese and English. Students also learn how to make Web pages through this activity. And they are expected to explain theme briefly and send own opinion clearly. I think it is an appropriate activity as the final activity.

I want to tell about how we got into this project. Our school takes part in International Exchange Program “MTP”, abbreviation of “Master Teacher Program” which is planned and distributed by Fulbright Memorial Fund. Last year our partner was a school in New Orleans, USA, and this year it is a school in Las Cruces which is about 100 km from the border with Mexico. I will talk about the schedule of this program shortly.

In March Japanese participants travel to partner schools' communities for a week of residence and learn about US education and American culture. And then US participants visit to Japanese partner school for 4 weeks and collaborate with their partner teachers in formulating joint project ideas and designing the ways of implementing them at each school. Though both stays are not long enough, the pair project from September might be successfully implemented by these exchange visits.

In this program, we have to choose one theme out of five as a “Pair Project theme”. Those five themes are 1. Water Environment, 2. phenology, 3. biological diversity, 4 bioethics and 5 urban programs  Mars-observation satellite robot and so on We choose the “Bioethics Project”. That is my first encounter with “Bioethics”.

The bottom line of this project seems to be that exchange between different subjects is brought into existence. In my Information Science class, this project is suitable, because I can facilitate students using technology in various aspects of the project. Also, in Mr. Shatari sensei’s biology class, students learn about the bioethical topics as one of the contents of biology they have to learn.

It is a little difficult to remove the wall between different subjects especially in high school education. That’s why I am very interested in chances like this relationship.

It is said that Project-Based Learning is an instructional strategy that helps students apply academic content to authentic problems that require critical thinking and increase students’ responsibility for learning. Through the project-baseed learning, I learned the important role as a teacher. I often act as Expert, Lecturer, and Director of Instruction, but acting as Advisor, Facilitator, and Resource Provider let me know the important role as a teacher. 

Although I carried on this Bioethic Project more smoothly compared to last year’s performance, I still have many improvements I would like to make.

Authentic problems like the bioethical topics require more critical thinking and leading discussion by themselves. This year, students actively conducted the project, but teacher led too many things. If students take more responsibility for their own instruction and learning, collaborative learning would be more active and students journey into deeper level of study. As a curriculum designer creating more learner-centered instruction is my challenge to the next school year.

Through conducting this project, I not only learned many things but also I had chances to see Mr. Shatari, Ms Maekawa and Dr. Macer. I appreciate each one of their assistance and help very much. Also thank you for giving me a wonderful chance like today.

Discussion
Tsuboi: I have two simple questions.  Did you interact with the New Mexico school in English? In that case, what is the students’ Basic English level?

Asato: They like English.  Their average English level is about pre-grade 2 of STEP eiken.

Tsuboi: You said the project started in September, was the curriculum set so that you could take time apart from the biology classes?

Asato: Well I am an information class teacher, so I conduct the project within the information class.

Leavitt: You say something about technology making communication possible among people on earth. I’ve always been troubled whether this is a good thing or a bad thing. What I mean is there are people in Japan, India, Korea, Australia with who I am more closer than the people who live in my own building in my own home. I spend so much time on the internet than spending time with them. I wonder about the effect of spending time in international conferences rather than getting to know my neighbors better. That is, does this mean having more superficial friendships rather than getting to know people locally?

Asato: I don’t think it is leading to the loss of relations in real time. But this only means that it increases the chances of getting to talk or relate to people who you would normally not have the physical chance of meeting. 

Trials at Ateneo de Manila High School

- Ester Estrella M. Abito, M.Sc. .
Ateneo de Manila High School, Loyola Heights, Quezon City 1108, PHILIPPINES

Email: emabito_ethics@yahoo.com

1. Introduction

The inclusion of Bioethics issues in the Biology classes of the Ateneo de Manila High School has started years back. With the participation of the school in the Bioethics Education Project in July 2003, entire Biology classes were eventually devoted to Bioethics concerns using appropriate Bioethics chapters/ modules. The suitability of the Bioethics chapters used in the classes is based mainly on their relevance to the Biology curriculum currently implemented in the school.

2. The Ateneo de Manila High School 
 

The Ateneo de Manila High School is a Filipino, Catholic, Jesuit, college preparatory school.  As a Filipino school, it seeks “to prepare its students not only to live as responsible and productive members of Filipino society but to make a critical difference in the currents and ideas that can direct the growth of Filipino life.”

As one of the Philippines’ premier Jesuit Schools, and as a college preparatory school of the Ateneo de Manila University, the Ateneo de Manila High School is “inspired and guided by the philosophy behind Jesuit Education.” 

The Ateneo believes “that a training in liberal education is the means to achieve this purpose. An Atenean is exposed to the rich literary heritage of different cultures, developing habits of orderly thought, critical reflection, imaginative, clear, and persuasive communication together with the rigorous mental discipline of mathematics and the sciences.”

The Atenean is given “an understanding of his world from the perspective of his Catholic faith and its teachings.” Thus, “ultimately, the formation given by the Ateneo de Manila High School aims to mould young men into future leaders who will serve the Filipino society and contribute to the global community, into Christ-Centered men with Conscience, men of Competence and of Compassionate Commitment.”
2. Trial Classes on Bioethics Chapters

To appreciate the facility with which the Ateneo de Manila High School welcomed the Bioethics project and the vigor of its faculty’s participation in the project, it is useful to understand the school’s motto, Lux in Domino, or "Light in the Lord."

Taken from the letter of St. Paul to the Ephesians (5:8), the words “Light in the Lord” capture the “spirit of a way of life which the Ateneo holds up to her sons as their best contribution to the work by which God transformed the world. Thus, the Ateneo calls on its youth “to BE that light of the Lord in the world.”

Therefore, along the goals of modern Jesuit education through “the harmonious development of moral and intellectual virtues,” the Ateneo de Manila High School seeks “to preserve, extend, and communicate truth and apply it to the development of man and the preservation of his environment.”

In the same vein, the Biology faculty of the Ateneo de Manila High School, “inspired and guided by the philosophy behind Jesuit education,” embrace and implement the Bioethics education project as a means to: 

· relate scientific knowledge with the students’ ability to reason;

· address students’ concerns about ethical or social impacts of biotechnology; 

· present a balanced picture of risks and benefits of alternative technologies; and

· develop more informed debate (Macer, 2003).

In Table 1 are the details of the participation of the Biology teachers in the Ateneo de Manila High School.

	Table 1: Bioethics Trial Classes in the Ateneo de Manila High School, August 2003-January 2004

	No.
	Teacher
	Class
	Total No. of Students
	Bioethics Chapter

	    1
	Alma Pavia

Milarosa Gaho

Ester Abito

Libertine Sanchez
	9 classes: 2E; 

2C, 2D, 2N;

2G; 2L; 

2I; 2K; 2M
	335
	Introduction and Chapter 1:Making Choices, Diversity and Bioethics (Macer, 2003)

	2
	Milarosa Gaho
	3 classes: 2C; 2D; 2N
	120
	Genetic Privacy and Information (Su, 2003)

	3
	Ester Abito

Libertine Sanchez
	6 classes: 2S; 2G; 2L; 2I; 2K; 2M
	232
	Lifestyle and Fertility (Pollard, 2003)

	4
	Ester Abito

Libertine Sanchez
	4 classes: 2S; 

2I, 2K, 2M
	149
	Assisted Reproductive Technology (Pollard, 2003)

	5
	Ester Abito
	3 classes: 2S; 2G; 2L
	106
	Ecotourism (Ng, 2003)

	6
	Alma Pavia

Ester Abito

Milarosa Gaho
	9 classes: 2A; 2E; 2J; 2G, 2L, 2S, 2C, 2D, 2N
	338
	Genetically Modified foods/GE (Bhardwaj, 2003)

	7
	Ester Abito
	1 class: 2S
	23
	Testing for Cancer Gene Susceptibility (Conner, 2003)

	8
	Ester Abito
	3 classes: 2S; 2G; 2L
	106
	Organ Donation (Bagheri, 2003)

	9
	Ester Abito
	3 classes: 2S; 2G; 2L
	106
	AIDS (Maekawa, 2003)

	10
	Milarosa Gaho

Libertine Sanchez
	6 classes: 2C; 2D; 2N; 2I, 2K, 2M
	252
	SARS (Hsin and Macer, 2003)

	11
	Ester Abito
	High School Teachers from Public Schools
	9
	Talk from the following Integrated Chapters: Introduction and Chapter 1, Fertility and Lifestyle, Artificial Rep. Tech, Gene Cancer Testing

	12
	Mary Ann Chen Ng
	2A & 2B
	80
	Bioethics: Love of Life

	
	
	Total: 48 classes
	
	


As shown on Table 1, 48 classes were trial-tested on ten different chapters and two integrated bioethics sessions.  The ten chapters include: Introduction and Chapter 1:Making Choices, Diversity and Bioethics (Macer, 2003); Genetic Privacy and Information (Su, 2003); Lifestyle and Fertility (Pollard, 2003); Assisted Reproductive Technology (Pollard, 2003); Ecotourism (Ng, 2003); Genetically Modified foods/GE (Bhardwaj, 2003); Testing for Cancer Gene Susceptibility (Conner, 2003); Organ Donation (Bagheri, 2003); AIDS (Maekawa, 2003); and SARS (Hsin and Macer, 2003)

The Biology faculty of the Science and Technology Department of the Ateneo de Manila High School conducted the Bioethics trial classes. The Bioethics chapters that were used in the trial classes were selected according to their relevance and application to the current Biology curriculum. In most cases, entire sessions of the trial classes were devoted to the Bioethics chapter/module.

However, despite the openness and modern character of the Jesuit education some topics are considered controversial, like euthanasia and assisted reproductive technology, from the perspective of the Catholic Church. These topics are to be handled with care, and if possible, avoided in class. For these topics, Jesuits who are interested in Bioethics are willing to conduct talks to the Biology teachers on how these topics should be handled.

3. Classroom Strategies

The Biology teachers find the Bioethics chapters very useful and helpful, even to the extent that the chapters are the main content of the lesson plan for the particular Biology session. Also, oftentimes, the flow of the class would follow the suggested material in the chapter. 

Generally, entire sessions are devoted to the contents of the Bioethics chapter. Additional time for Bioethics are in the form of extended homework and research outside the regular class, film viewing in previous sessions, and outbound education or field visit, in particular, for the Ecotourism chapter. Also, in the case of the Ecotourism chapter, one of its suggested activities, specifically postcard making, was adopted and integrated into an interdisciplinary activity for the entire second year batch in connection with the outbound education to a rainforest in a nearby mountain area.

The teachers use video material (e.g. the movie Gattacca) as take-off  point for bioethics issues. The students view the film then write a journal or reflection paper about the film viewed. Additionally, current events, like the uprooting and balling of old hardwood trees along a major thoroughfare near the Ateneo campus, provide good context and greater awareness of Bioethics concerns. 

One of the class strategies used by the teachers is the combination lecture- question and answer discussion of the Bioethics chapter, using and following the flow of information and questions contained in the chapter. In most of these classes, the students were given the Bioethics chapter previously for their advanced reading. 

In classes where so much interest in a topic (e.g. assisted reproductive technology chapter) has been generated, an impromptu, informal debate would ensue in class. In one instance, in the Advanced Biology class, with some members of the school’s debating club in the class, the students asked for a formal debate on the Bioethics topic (Genetic Engineering). After some preparations and further research on the topic, group reporting was done, followed by the formal debate.

In other classes, the students were given the Bioethics chapter in class to be worked on in dyads, or in groups of threes or fours as a form of cooperative learning.  Then the students respond in written form to the questions in the chapter, individually or in groups. This strategy allows greater student participation and involvement in the discussions.

Except for some activities which entail extended time and greater effort on the students, the teachers generally implement the various class activities suggested in the Bioethics chapters.

4. Evaluation

As evaluation for most Bioethics sessions, the students are asked to submit written responses and reflection pieces on the Bioethics materials they took in class. The written responses, whether as homework (done at home) or seatwork (done in class), are graded for compliance with requirements (e.g. list of risks and benefits), and noted for the students’ stand on the various bioethics topics. 

The views or position made by a student on a bioethics topic is not graded for the stance he takes, whether for or against. Rather, the position a student takes is graded on how well he justifies and explains his views on the matter, and on  how well he integrates learned ethical principles into his position. Also, the teacher does not penalize the student who takes an opposing stand that is contrary to tradition or to accepted norms. However, the teacher will try to clarify the controversial matter with the student. Fortunately, extreme views by the students seldom appear.

Another form of evaluation is when the teachers would adopt situations and topics in the Bioethics chapters for inclusion and use as examination questions (in Long Tests: 50 points or more, and Periodical Examinations: at the end of the term).

Insights

As a rule and in actual practice, the teachers relate the Biology lessons to actual and real-life situations in order to make the technical and scientific aspects of Biology more student-friendly. Thus, the teachers find the Bioethics chapters very helpful and useful with their true-to-life, relevant and interesting situations and experiences. 

The teachers also find it so interesting to see “how the students can reason about bioethical dilemmas” (Macer, et al 1997) presented to them in the Bioethics chapters. And this thinking among the teachers is influenced by the thought that personal experiences and thought processes developed among the young have an impact on the thought processes that a person will have their whole life (Macer 2003).

While the teachers appreciate the Bioethics chapters for their relevance and true-to-life character, the teachers are also grateful for the current and up-dated Biology information contained in the Bioethics chapters. 

On the part of the students, they have verbalized their appreciation of Bioethics classes which have made Biology more “alive,” personal, relevant, enlightening and thought-provoking. The students relate well to the real-life situations presented to them. Some students also experience a little of soul-searching, inward-looking, and more in-depth analysis of issues. 

5. Recommendation

In appreciation of the relevance and usefulness of the Bioethics project materials and in recognition of the importance and value of tackling Bioethics concerns in Biology classes, the teaching of Bioethics can be mandated as an integral and formal part of the Biology curriculum of the Ateneo de Manila High School.
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Discussion
Macer: How long did it take you to persuade your principal to allow your school to join?

Abito: Less than a month. And it was helped by the visit of Mary Ann.

Sivakami:  How do you rate the success of the project?

Abito:  Actually, that is one of the things that we want to look into. And in fact, I suggested to Dr. Macer that perhaps we should conduct a survey at the end to assess the bioethical maturity of the students who underwent the trial.

Macer: Any other questions? And I’d like to appreciate very much the ethics of Ester, there have been considerable logistical problems in the Philippines, such as access to phones, access to computers, which are inhibiting factors to a certain degree. But the important thing is the enthusiasm of the teachers.

Bringing ethics to life: teaching bioethics at both the high school and college levels in China

- Baoqi Su, M.Sc. .
Center for Bioethics, Chinese Academy of Medical Sciences and Peking Union Medical College, Beijing, CHINA

Email: subaoqi2005@sina.com

After I received my Master’s degree from Tsukuba University in Japan in 2002, I started my work at the Center for Bioethics, Chinese Academy of Medical Sciences. After my first meeting with my students, I wished to be a good teacher. But what is a good teacher? What is a good teacher of bioethics? Can ethics be taught? What can be hoped for as the aim of my teaching? Those are questions that I always ask myself.

The primary focus of my teaching is not ethical knowledge, but doing my best to help the students develop their awareness of moral problems and dilemmas. The advances in the field of biotechnology have brought ethical issues into our lives. Genetic testing can be used to estimate the likelihood that a healthy individual with or without a family history of a certain disease might develop that disease. With the big gap between our ability to diagnose and cure genetic diseases, the effects on a person of being informed that he or she would suffer a genetic disorder can be seriously harmful. It may change their ways of thinking about themselves, and change decisions about matters such as marriage, childbearing, and other lifestyle choices. 

Every attempt to do good may bring some risk. The awareness of the ethical implications should take place at the earlier stage, and before the technology has been applied to society. I would raise the concerns of students about contemporary social and ethical issues and discuss together with them. I would also stimulate the students’ sense of responsibility and commitment to improving our society. We are all affected directly or indirectly by the decisions that we made, so the decisions should be well-considered. Bioethical maturity is a concept that was introduced by Macer (1994). A bioethically mature person, or society can balance the benefits and risks of alternative options, and make well-considered decisions.

“Bioethics” could be defined as the study of ethical issues and decision-making associated with the use of living organisms. It is learning how to balance different benefits, risks, and duties. Ethical dilemmas come to everyone. For instances, should a fetus with a severe genetic disease be aborted or not? Who should know your genetic information? We can look forward to a wide range of exciting prospects that stem from science and technology, but we should use it in a responsible manner in harmony with the fundamental values of society. Citizens need to make ethical choices on how they use biotechnology and its products.

Education of bioethics is to empower people to face ethical dilemmas. Students shall be enabled to make correct, or more appropriately to say, sound decisions. However, how do we accomplish the education? When is the best time? Ethics and values play almost no role in high schools or even colleges in China. As a result, students tend to have a very narrow conception of the way in which ethics intersect with science and technology. One concern that is often raised by teachers is that national, state and local science curricula do not prescribe the inclusion of ethics in science instruction, or if any, it stands in an unimportant place. 

When I studied clinical medicine at the Capital University of Medical Sciences, there was a course named “yixue lunlixue” (medical ethics). It was given during the third year study before we went to clinical practice. Its focus is to teach would be physicians and other medical professionals what behaviors is good and how to be nice to patients, but not how to face ethical dilemmas in health care and medical practice. The topics covered in the course are usually the morality of the physician-patient relationship, morality in preventive medicine, morality in clinical diagnosis and treatment, morality in different clinical branches, morality in nursing, morality in scientific research, morality in hospital administration, and so on (Nie, 2002). 

Unfortunately, the situation of ethics education in China is still inadequate at all levels, while the times are already quite different now. Classes usually are huge in size, sometimes up to hundreds. Teachers have not received qualified training in ethics and teaching. Most of the ethics textbooks are very similar to each other, which do not include the related literature or updated theories and concepts, as compared with the respective international standards. Education of ethics is usually very far away from the practical problems and real-life situation. All of above leads to frustration on the teachers' side, and students regard ethics as being tedious, dry and meaningless. 

The situation of ethics education in China should be changed in any senses. I would include the teaching of value and significance of traditional Chinese ethics, the principles and ideals from Confucianism, Daoism and Buddhism in facing modern bioethical issues. The basic Confucian idea is ren, which means “loving people” The golden rule is: “What you do not wish for yourself do not do to others”, and “After establishing yourself, you should help others to establish themselves; after you develop yourself, you should help others to develop themselves”. This is consistent with the Western principle of “good”: “To do to others only what you wish others to do to you”. I would also include some classical and modern western theories, such as Marxism. Marxist theory teaches us the pursuit of a just and equal society. 

In cooperation with the international project of “bioethics education for informed citizens across cultures” that initiated by Darryl Macer, a new approach of teaching bioethics has been introduced at both the high school and college levels in China since 2003. The students of all ages can reason about ethical dilemmas in every country. They are capable of critical reflection and ethical reasoning. However, teachers are not fully equipped with the necessary bioethics knowledge to meet the challenges of innovations of teaching in China. There is a need for bringing the teachers with recent discipline of bioethics. The inclusion of bioethics in classroom curricula is essentially important.

High school students are at the right age to consider bioethics issues. They want to know of the world around them, understand of political, social and cultural factors that influencing the development of science, and recognize the benefits and risks of new technologies. Lectures to high school students do not have to be long. However, it is important to give a broad view of the field. The main purpose is to arouse an interest in the problem area and let students to think more about it. In my lectures I would like to start with the familiar, and use what the students know to bring them to topics they want to learn more about. Discussion is a very important part of such course and very welcome by the students. Ask students to explain why your choice seems like the best one to you. What personal values are involved in making this decision? Are you satisfied with your finial decision? Why or why not? In particular, while teaching, I would feel obliged to raise the students’ awareness of the issues that directly related to the poor or disabled people. What are their rights? How should we respect and promote their rights? It is also important that the students get an introduction to the current debate in China as well as to the general international debate.

12 trials were conducted at the Middle School Attached to Beijing Normal University from September to December, 2003. The name of the course is bioethics, as one of the alternative courses of biology. The plenary teachers of the department of biology participated in this program, and there were 28 of the second year students attended the course voluntarily. 80 minutes for each class, and the materials are short chapters in English. The lectures that were given are: making choices, diversity and bioethics; genetic privacy and information; brain death; organ donation (heart transplant); ethical limits of animal use; ecotourism; lifestyle and fertility; assisted reproductive technology; genetically modified foods; telling the truth about terminal cancer; AIDS and bioethics and sustainable development. 

The bioethics courses have different curricular goals, for students at different levels of education. Lectures were given to the university students too. They are 20-year old or so and have experienced more things than high school students. The medical and nurse students are generally very interested in ethical aspects of their specialty and future practice. I believe that teachers in medical schools carry a particular task of responsibility and have a privileged chance to promote a humane society. 

At the Peking Union Medical College, 9 lectures were given to 42 college students, including making choices, diversity and bioethics; genetic privacy and information; AIDS and bioethics; brain death; organ donation (heart transplant); lifestyle and fertility; assisted reproductive technology; telling the truth about terminal cancer; and euthanasia. 10 lectures were given to 58 undergraduate students, which included making choices, diversity and bioethics; ethical limits of animal use; genetic privacy and information; brain death; organ donation (heart transplant); lifestyle and fertility; assisted reproductive technology; AIDS and bioethics; telling the truth about terminal cancer; and euthanasia. These chosen courses focus on the ethical issues that related to their professional practice and life.

Bioethics education can help students recognize and analyze moral concepts and issues. It can give an opportunity for students to engage in discussions, and examine their values while practicing resolving ethical conflicts in schools. Teaching bioethics is appropriately understood as a process of imparting a set of skills that will enable young people to make decisions in a balanced and rational way. It is proved that there is obvious interest and enthusiasm among both high school and college students when discussing of such topics as the ethical limits of animal use, genetic testing and genetic privacy, brain death, the Human Genome Project, and ethical issues related to biotechnology, social responsibilities of scientists, environmental protection and research on human subjects.

In the program, teachers’ contribution to this increased student interest is significant. They work in groups to prepare the lectures and discuss frequently how to best teach bioethics. Many teachers introduced additional materials at the lectures. Their dedicated and creative work in the earlier stage of this program should be highly appreciated. However, there are several fundamental issues need to be considered carefully. The curricula of high school and college students are very tight, and the work of teachers is extremely heavy in China. Bioethics being taught as an alternative course is still very difficult to attract much attention on it. The materials in English are difficult to both teachers and students, which brings a consensus that we should develop the materials or the textbook in Chinese too. 

Teachers have a major role in the introduction and acquisition of this ethics knowledge, and the teaching outcome is very much dependent the quality and interest of teachers in China. The teachers need to be educated continuously as well, then a much higher standard of teaching can be achieved. This program will be continued in the following school year in China. The bioethical network is being established in China now. We hope to encourage more teachers from both biology and other studies backgrounds to join us. By exchanging information and ideas with each other, all of the teachers can be encouraged.

By teaching bioethics to high school and college students, in particular, to medical and nurse students at Peking Union Medical College, I have learnt that the teacher-student relationship can be understood as a model of the physician-patient relationship. Students will perform in analogy to their teachers’ performance. Therefore teachers bear a specific burden and responsibility both for their students and for the students’ later patients. As a young teacher, I deeply believe that I should behave as a good example. I listen student’s opinions carefully and support their active involvement. I teach from my heart, and in my heart I know that to study and explore bioethics together with all of my students is a great honor of mine. I am deeply grateful to my students after each lecture in deed. Let us together bring ethics to those young people, to life, and love of life.
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Discussion
Bhardwaj: You said that teachers need to be educated as well. But who should teach the teachers?

Su: I think all the people here are maybe teachers in other universities. You, yourself need to be continually educating yourself.

Leavitt: In China, the appropriate teacher should be Baoqui. I like what you said about trying to bring in Chinese ethics such as Taosim, Marxism. I’ve been wanting to ask the previous speaker about Marxism. Is there anything of bioethical significance that can be learned in the writings of Marx, Engels and Mao? I’m asking seriously.

Su: Thank you for your question, but I think I am not interested in that.

Bird: How old are the students in your class?

Su: There are 2 different classes. College students, they are about 18 to 19 years of age. The other class is composed of students a little bit more than 20 years old.

Bird: Right, your students were about 18,19,20 years of age. And you even said that you felt it would maybe advantageous to use Chinese material since you found it difficult to use the English material?

Su: Yes, that’s true. I and the other Chinese teachers had problems before and after and even during teaching. My colleagues and I found the English materials very difficult as well and we would like to have Chinese materials.

Bird: Yeah, because I tried one class using the English material, but it was difficult in Japan.

Su: We used the English materials but we used Chinese in teaching and also in discussing with students. 

Konishi: You are not interested in Taoism, Maoism. And the content of your class sounds Western, how do you then incorporate Chinese ethics in your class? 

Su: Actually, maybe I misunderstood Frank’s question.  I am not so interested in Maoism, but I am very interested in Confucianism. I actually gave a talk on it last TRT8. I think that instead of teaching morality of the physician, it is better to teach traditional Chinese Ethics.

Konishi: But I think that sometimes Confucianism and Western Ethics conflict, how do you cope with that?

Su: I don’t agree with you. I think there are a lot of common merit between our traditional ethics and western ethics.  For example the basic Confucian idea is ren, which is loving people. And I think it is consistent with the Western principle of “do good” and not to do harm.

Konishi: But the content and the meaning are different, I think.

Wang: In Bioethics, we first translated western bioethics textbook, but we are now developing, we are trying to explain, using Confucianism just like what Bao Qui mentioned and other forms of thought to explain how Chinese think about these issues. So we just came from this period of translation and now we are thinking about bioethics in the Chinese cultural context. For example in stem cell research, we would like to use embryos before the 13th day, and we try to use Confucian theory to explain what time a person begins.

Wawrzyniak: Let me have one remark in reference on what Frank said particularly on the young Chinese intellectual bioethicist who doesn’t want to hear and think about Marxism. Because Marxism has two roots, and the only value in Marxism is dehumanization and this is anti- bioethical ideology. 

Wang: Baoqi should think about this question. Since in China, every student should study Marxism and scholars use Marxism to teach ethical issues. So we have to think about Marxism when we discuss bioethics in China. 

Macer: Comrades, we have to go to the next speaker. By the way, Baoqi was upset at first when she learned that she had to teach Hegel and Marx in university. But I told her that every type of philosophy was useful to study bioethics.

Su:  Sorry, I misunderstood what Frank said. I thought he said Maoism. Of Marxism, I thought about that.

Trials in the Middle School Attached to Beijing Normal University

- Jing Zhuo, M.Sc. .
Dean, Biology Department, Beijing Normal University Attached Middle School, Beijing, CHINA  

Email: zhuojingo@sina.com
This presentation will describe the trials of chapters from the International Bioethics Textbook in classes at the Middle School of the Beijing Normal University.  Biology teachers who spoke English taught the course. The number of students was limited to 30 in order to facilitate discussion. The class met every Wednesday afternoon from 3:45 to 4:45 pm.  The method used was discussion and explanation.

    
The 13 trials were as follows: Making choices, diversity and bioethics by Baoqi Su; Genetic privacy and information by Jinhua Fu; Brain death by Li Kuang; Organ donation by Yuan Yu; Animal rights by Lei Li; Ecotourism by Jianzhi Li; AIDS and Ethics by Jing Zhuo; Assisted reproductive technology by Jinhua Fu; Genetically modified foods by Yongmei Gu; Telling the truth about terminal cancer by Li Kuang; Euthanasia by Jing Zhuo; Testing for cancer gene susceptibility by Yuan Yu and Sustainable Development by Jianzhi Li. The dates are in Table 1.

Table: Round 1 of Chinese trials of the project

	chapter
	Teacher
	Date (Month/day)

	1Making choices,diversity and bioethics
	Baoqi Su
	9.10

	2.Genetic privacy and information
	Jinhua Fu
	9.17

	3.Brain Death
	Li Kuang
	9.24

	4.Organ donation
	Yuan yu
	10.8

	5.Animal rights
	Lei Li
	10.22

	6.Ecotourism
	Jianzhi Li
	11.5

	7.AIDS and Ethics
	Jing Zhuo
	11.12

	8.Assisted reproductive technology
	Jinhua Fu
	11.19

	9.Genetically modified foods
	Yongmei Gu
	11.26

	10.Telling the truth about terminal cancer
	Li Kuang
	12.3

	11.Euthanasia
	Jing Zhuo
	12.10

	12.Testing for cancer gene susceptibility
	Yuan yu
	12.17

	13.Sustainable development
	Jianzhi Li
	12.24


The teachers were able to achieve establishing a platform that enabled them to cooperate with foreign counterparts by exchanging experiences in teaching these chapters.  The background knowledge necessary to understand most chapters is also part of teaching materials used for senior middle school biology courses. The current materials in China also incorporate issues such as brain death and animal rights that have implications on the interrelationships found in science, technology and society. The course was new for teachers. Therefore we studied hard, collected a lot of materials, and found the courage to discard old ideas and to bring forth new ones. The course was also designed in line with the conditions in China. 

As for the students, the course broadened their horizons and helped them in developing a new understanding about the world and society.  The course also made the students understand the relation of science, technology and society through case discussions.  Many students went back home to discuss with their parents what they had learned from the course.  In this way, they were able to find out what their parents thought and this enhanced communication between students and their parents.  Furthermore, the course improved the English reading skills of the students.  They were also able to experience seven different teaching styles.  We suggest that the choice of the chapter should be in accordance with the times as well as be in line with the conditions of the country where the trials will be done. 

Discussion
Flower: Did you give the materials in advance so students can be familiar with the vocabulary and the concepts?

Zhuo: Yes

Macer: Your school is very supportive and will continue the trial again in the next term what improvements can you make next time?

Zhuo: Next time we can discuss more topics such as SARS.

The Gazing of Life-to Discuss, to Construct and to Form a Common Life Ethic Via Images

- Wang Bing.
Biology Department, Beijing Normal University Attached Middle School, Beijing, CHINA  

On account of the overlapping world we live in, the viewpoints held by any two persons towards one event may gradually expand to the comprehension of subjects and the formation of common concepts. Open comprehension cannot spontaneously come into being as far as video technology and the character of linguistics are concerned. Because open comprehension is not the mere description of person’s capability to understand, it also involves a process of opening to society towards a form of realization. It is always faced with new experiences and animation of the participators of the knowledge process. The opening of understanding is maintained by the animated spirit of participators, the understanding of opening demands that people give ear to every voice-whether strong or feeble. The basic condition to form common concepts lies in the basic ethic consciousness shared by subjects such as respect for life, basic freedom and the like. Based on this ethic, rationality, justice and freedom and other concepts like these can be defined explicitly through dialogue; that is, to realize freedom of the heart via communication within society.

This paper describes a curriculum that enables students to understand the cognitive experiences of human beings and to understand how the world is observed, perceived and apprehended via a lens created to view specific concepts by virtue of open images. We must let them know that political change is not capable of eliminating moral perplexity and settling deep-rooted problems. Thus they can learn a kind of cognition as well as method and attitude of representing political, historical and humanist themes. This paper will also discuss the place of human morality in the midst of society system, individual freedom, fate and nature; thus constructing and forming a common concept and ethic of life and the soul.

It’s well known that the “golden rule” of ethics is to “offer what you yourself want to others but never give what you yourself don’t want to others." Individuals have certain understanding and agreements towards it, based on which the common ethic comes to being.

The only way to realize the significance of life is to experience it. The significance of “significance of life” is that it’s a kind of knowledge which you have to put cognition subject into consideration and that it requires a devotion of emotion. It is a feeling from the bottom of your heart, such as deep love (or hatred)and happiness(or a sense of duty).When we are considering the significance of life, we are thinking with our heart instead of our mind. Therefore, any kind of thinking involves understanding of life, based on which arises the depth of thinking. Every particular individual can only experience very limited things in the term of his life. Because of the limitation of the experience, one’s knowledge also tends to be limited. Naturally, the limited knowledge provides a limited understanding towards the whole world. Various subject community can be formed in the image world. Community means conjunctive existence, mutual attachment and sharing significance.

As a matter of fact, on account of the overlapping of the world we live in, the viewpoint  held by any two persons to one event may gradually expand to the comprehending between subjects and then form consensus .The open comprehending can not  spontaneously come into being through the video technology and linguistics character, because the open comprehending is not the description of the understanding power of any person, it is realized in the process of communication in the society. It is always faced with new experiences and criticism of the participators who are seeking knowledge. The opening of understanding is maintained by criticism of participators. The open understanding demands that people give ear to every voice ,whether strong or feeble.

The basic condition to form a consensus lies in the basic ethic consciousness shared by subjects (life respect and basic freedom, and so on). On this basis, rationality, justice and freedom and other concepts like these can be defined explicitly in the substantial society circumstance through  dialogue , that is, to realize freedom of heart via further communication of society.

This curriculum will render students understand the experiences and cognitions from human beings and understand  how the world is observed, perceived and apprehended  via lens by virtue of the open image  created by film master with specific concept. We must let them know that the political change is not capable of eliminating the moral perplexity, settling deep-rooted problems, and thus they can learn a kind of cognition as well as method and attitude of representing politics, history and humanity theme. This curriculum will discuss human moral placed in the midst of society system, individual freedom, fate and nature, and thus construct and form a life ethic common concept to scan situation to seek soul and practice.

Form consensus themes
Harmony and conflict between Human being and Nature: a forever ethical topic

Ballad of Narayama Shohei Imamura, Japan
Is there morality in the Nature?The movie points out that Nature has no morality but emotion.

In a remote and lean village, the old villagers are abandoned on the hills to starve to death. At the cost of their own lives, they hope to reduce the burden of the village and enable other villagers to exist.  Laozi once said coldly, “Nature has no morality and all the creatures are humble; however, nature emotional. Shohei Imamura outlines the naturalist value of the local Japanese traditional villagers: It respects the vain value of naturalism, but at the same time emphasizes the importance of emotion. There is no hypocrisy and affectation in Nature but all the creatures in it are emotional.
Conflict between history and reality: the darkness and waking up of human being

Blind shaft, Liyang, China
The movie based on criticism, reflects the real condition of coal excavating in the contemporary China from the point view of humanism. Under a system in which money goes first, the private mine owners make the miners work in the mines where they are in danger all the time. They have lost all their morality and human nature. Out of their own benefits, some fellows deceive the farmers who are eager to seek jobs into the private mines and murder them in order to get money from the miners. The movie is about naturalism. It depicts the darkness at the bottom of human beings and also reflects the waking up of one’s morality at a certain time. The director consider the theme of the life, the significance of life (evil and virtue) and final destination of taking and giving as a philosopher.
The conflict between will and system: the pursuit to life and freedom

Dead poets society Peter Weir, USA
The movie is mainly about how a group of students, with the help of Professor John Keating, who learn to choose their own lifestyle and struggle against the education system which binds up and oppresses them. The movie ends up with the suicide of a student and dismissal of Professor John Keating. “Make good use of your time and make your life different from others.”, Professor John Keating says to his students, and later in daily study and life, tries to lead them to the truth of life, using the ideals of poems.

Actually, in the real teaching process there are many uncertain factors. It’s very difficult to draw meaningful conclusion from pure theoretic research. Accordingly, only through detailed ethical practice and specific ethical conflict can one reach and grasp the key questions: What kind person shall I be? What kind of morality shall I have and how can I make all the moral decision? Where are my responsibilities and duties when my behaviors are likely to affect others’ health and situation? What should I do for the benefits of the society?

In most cases, conclusions are experimental, temporary and not necessarily correct. We are not allowed to adopt compulsory means, which doesn't belong to ethics. Moreover, in a society which is moving towards democracy, it is necessary to make all its members believe that the better solution of ethical problems is to reach agreements through discussion and dialogue.
Discussion

Pollard: In your first movie, I find it strange that nature has no morals, no ethics, no emotion, if that’s what I understood about your talk.  Nature has cooperation, symbiosis, mutualism. Nature cannot work without cooperation. Nature is an ethical creation. I think it has emotion too.

Wang: Nature has no morality. 

Pollard: I realize that’s how the author used it, but it is misleading, that’s not quite accurate.

Wang: That’s not my personal opinion. I think nature has harmony and conflict. 

Leavitt: I disagree with you Irina. I was once lost in the North East Woods in the United States during a snow storm. And I had a high fever. The snow storm was whirling and whirling, and I didn’t know which direction to go in. And it was obvious to me that the snow didn’t give a damn if I had died at that moment. 

Macer: You have made all the philosophers happy with these debates on nature and Marxism.

Taiwanese Trials of Bioethics in Freshman English Classes

- Jin Hwa Lee .
China Medical University, Taichung, Taiwan, ROC

Email: beryl.lee@msa.hinet.net
The present study is aimed to investigate the productivity of the Taiwanese trials of bioethical teaching materials developed by Darryl R. J. Macer, the director of Eubios Institute, who has been dedicated to bioethical education in different cultures. The researcher will first demonstrate the way she taught the materials, present the experiences that she underwent with her students and analyze several impressive cases in the classroom, in the hope of shedding lights on the preliminary practice of bioethics education in Taiwan. In addition, she would provide rationales to justify that the materials are beneficial to university students in Taiwan in the sense of enhancing students’ bioethical maturity as well as learning motivation in English language learning, based on the assumptions of Content-Based approach of second language teaching. Finally, the researcher will examine the strengths and weaknesses of the materials, the interdisciplinary education and the international collaboration of the project in concern.  

Today I will share with you my experience of using the full-text bioethical teaching material. Being the teacher of China Medical University, in fall 2003, I was assigned to teach seven paramedical departments, such as Environment Health, Sports Medicine, Oral Hygiene, to name just a few. In the freshman English class, basically students and I meet two hours a week.

Since mid-November of 2003, we have spent about eight weeks or so to focus on bioethical education in the English class. During the process, I adhere to the principle of autonomy, which is one of the most important principles not only for the field of bioethics but also for TESL, i.e. teaching English as a second language. 

At the very beginning of the fall semester, i.e., September of 2003, I ask the students to divide themselves into groups of 4-6 people. They choose the partners they prefer to stay with. I give the assistance only when they have difficulty looking for team members. 

Then after thorough discussion, each group picks up one topic from the bioethics textbook and they have to justify their choice by listing their reasons. The chapters chosen and their supporting reasons are full of diversity. For example, groups fascinated by Ethical limits of animal use report that they love the programs of the Discovery channel. Woman students who center on Lifestyle and fertility reveal their concerns about the increasing cases of infertility in the modern society. As for Genetically modified foods, the groups report that they are familiar with its background knowledge which, as they believe, will be helpful for their presentation. In regard to Telling the truth about terminal cancer, some say that it is a hot topic of soap operas. Some say that their team members have undergone the experience of losing family members who had been inflicted by terminal cancer. So the personal experience in turn motivates them to pick up this topic. 
After the settlement of the topics, they start reading the text by themselves. Since the full text of the teaching material is notably long and sometimes sophisticated and difficult, I advise them to split the burden. In other words, one student is responsible for decoding about two pages of the material. If they have any specific questions, they know when and where to talk to me. However, they are strongly encouraged to undergo the experience of the initial reading of the material by themselves.

  Some groups do come to me and ask for help. For example, the groups in charge of Euthanasia have difficulties in understanding some of the details, such as the “slippery-slope effect.” Groups reporting on Organ Donation and Brain Death express their concerns about the scarcity of the related information of the given topics. They worry that the insufficiency might make their presentation less informative and therefore affects their grades. In this case, I inform them to make use of the teaching notes or to search for the web sites listed in the textbook. 

Then, they have to prepare for the required tasks for the program, which include writing an outline for the chapter, giving an oral presentation and presiding over class discussion by asking two open-ended questions. Each group has one hour to demonstrate their assignments. To promote their involvement, I tell them that if they do a good job of accomplishing the tasks, they do not have to take the final exam. The trade-off turns out to be very effective because I find they are extremely dedicated to this program.

 I am very proud to say that these students are very creative in presenting these topics. Many of them try to dramatize the issue in concern. For example, these two people are playing the roles of the donor and the recipient of organ transplantation. And, this group makes use of stuffed toys to narrate the story of Brain Death. As you note in this picture, this group involves a dog in their oral presentation on Ethical limits of animal use. Since there is an affiliated hospital next to our school, some students even make use of the setting for their presentation. They play the roles of news reporters and interview the doctors in the hospital to talk about the issue in concern. 

For the discussion part, most students are involved in the activity. And they do not hesitate to bring out diverse opinions. Although some of the views are apparently in conflict with each other, students maintain the rapport of the classroom mostly based on the understanding that different background may make different perspectives. For instance, although most students agree that organ donation is very beneficial to the society as a whole, some suggest that from the perspective of Buddhism, the dying body should not be moved or touched or the dying person might suffer from extreme pain and get angry. Although the person in the status of brain death might not be able to utter any words, his/her soul is still functioning and can feel the senses. Therefore, people who are determined to donate their organs should make a very thoughtful decision and prepare for the suffering from organ transplantation. Otherwise, the negative emotion might make them descend to a worse after-life world. On the other hand, if they recognize that the pain is a manifestation of great love, their sacrifice will lead them to ascend to a better after-life world.

Some of the students even share with us their most private information during the discussion. For example, more than one student report that the gene of cancer run in their families and they are brave enough to face the reality. One girl tells us the story of her cousin dying of car accident. He donated his organs and the family members of the recipient give the donor’s family a great sum of money to show their gratitude. These personal experiences are very meaningful.

Personally, I believe the students internalize many important concepts. For example, the group taking charge of Ethical limits of animal use relate the chapter to a controversial custom in Taiwan called “Super Pig Competition.” In Taiwan, a specific group of people have the custom to raise “super pigs.” They give the creatures the most comfortable living environment and feed them as much as possible. The pigs will grow, as in this case, to 1200 kilograms. The heaviest pig can win the prize and finally gets sacrificed for the festival. Students believe this is not a right way to treat animals even though most people believe that pigs are basically raised to be eaten. 

As noted, this program is very educational to the students. However, there are some limitations, too. For instance, as an English teacher, I am not very well-equipped with bioethics background knowledge, which sometimes makes me feel unconfident or even uncomfortable when working with students to explore some specific dimensions of the field. However, like any pioneering task, experience accumulation is one of the most important and effective ways to surmount the difficulties. Especially when there are so many generous helping hands around, I believe the teaching of the material will get more and more successful. 

Finally, thank you for your devotion to the development of the material. And thank you for your attention to my presentation.
Discussion
Leavitt: It was very interesting what students said about how to treat pigs. It reminded me of Judaism. In mystic Judaism, kababa, the pig has a holy soul and that’s why we shouldn’t eat pig. Second, your students said that according to Buddhism, when organs are extracted from a brain dead person, they feel pain. Now, I don’t know if they truly feel the pain. But this reminds me of an article on brain death that states that when the organs are cut there is a significant rise in blood pressure, I don’t know if this indicates whether the guy feels pain or not. There is the fact and there is the explanation. But I think it should be something that we should look into.

Lee: Thanks.

Kandel: I am a news reporter and I wonder whether in your experience has any of your students done something related to mass communication.

Lee: Yes, I recorded it on CD, and I gave this to Dr. Macer. If you are interested you are welcome to copy. Any other questions or comments? Ok, it seems that I can satisfy all of you. 

Australian Feedback On The Bioethics Education Project With Special Reference To Lifestyle Factors Affecting Fertility And The Assisted Reproductive Technologies
Irina Pollard, Ph.D. .
Department of Biological Sciences, Macquarie University, Sydney, NSW 2109, AUSTRALIA

Email :ipollard@rna.bio.mq.edu.au

The social and ethical consequences arising from the use of modern biotechnology are motivating people of all ages to make decisions on the ethical use of the products of science and technology. Recent innovations in recombinant DNA technology, such as the cloning of mammals, have provided fresh momentum to widen the debate and expand these discussions for the benefit of students at school and university. A major concern of teachers, however, has been the lack of available teaching material and of sufficient scientific knowledge to fairly balance risks and benefits of alternative technologies. The bioethics education project aims to redress these concerns.

The present paper begins with a summary of the Australian feedback so far and continues with the theme of my two draft chapters devoted to fertility and the assisted reproductive technologies. To achieve the goal of a healthy, live child, parents and their kids need to learn as much as possible about the factors that promote or compromise fertility, pregnancy and the reproductive health of the mother and her fetus. The chapters have four specific aims: 1. to fully discuss the divide between fertility and infertility. 2. To outline the influences of lifestyle, environment and social development on personal empowerment and reproductive health. 3. To describe the assisted reproductive technologies. 4. To highlight major bioscience-bioethical concerns. By the end of these lessons, students should be able to describe: 1. fertility health indicators. 2. The relationship of lifestyle factors to fertility. 3. Major contributors to reproductive health across the course of the life cycle. 

(see the powerpoint files on the website/Eubios CD)

Discussion
Lee: Now, I know you are the author of the lifestyle and fertility chapter. As I was teaching this chapter, it occurred to me that a lot of young college students have had repeated abortions that may lead to infertility in their later life.  Is it possible to put into consideration putting some of the materials on this in your text?

Pollard: Yes, I would pleased to add something like that, I would like to add another segment but I still have to discuss this with Darryl.  And perhaps another chapter that I would like to do that would incorporate something like that. 

Lee: I think it is very related

Pollard: Yes, I think it is very related especially in countries where contraceptions are not legally available to the unmarried woman and the result would be abortion or the birth of an unwanted child, and this is a very big issue. I feel very strongly about it.

Wawrzyniak: I would like to ask your advice , what optimal emotional state should me and my wife should be if we are to make a child? 

Pollard: If the chemistry is right and if you are very attracted to that person and it is mutual, that’s when the hormones are vigorous, the sperm count elevated, the woman ovulates frequently, and that is actually a good time to have a biological reason to have fertilization. However, I wouldn’t say that’s an optimal stage, and a lot of young people do get pregnant when the pheromones are running. So I would say, at a stage where there is a mature relationship, when you are getting on well with a deep level understanding, that’s when you should get pregnant. Did I answer your question?

Sivakami: I would like to question the ethics of putting the sperm in the zona pellucida since it lacks motility, it is defective so it might result in a defective child.

Pollard: In assisted reproductive technology , that’s what it is. In male infertility, the sperm can not reach the egg.  The only way for that male to have his genetic offspring is by use of technology. And that is partly a personal choice, because it is available; and partly the medical profession and society at large have a responsibility to inform. And that’s what’s the other chapter’s all about.  

Japanese Trials of the Bioethics Education Project

- Fumi Maekawa and Darryl Macer .
Graduate School of Integrative Environmental Sciences, University of Tsukuba, JAPAN

Email: minpu76@yahoo.co.jp; darrylmacer@yahoo.com.au

This paper will discuss how the project, “Bioethics education for informed citizens across cultures” has been introduced, received and used by different persons in Japan.  The main approach was to introduce the project through the already existing “High School Bioethics Education Network in Japan”. Three consecutive meetings were held to introduce the project, to ask for participants, to receive feedback, to implement suggestions, and to answer various questions.  One main question raised was what was the rationale why it was targeted for English classes.  Most of the network members either teach Science (Biology) or Social Studies (Ethics, Civics, Economics).  There was a strong call for short versions of the chapters, which were made. There was still a hesitance to use them, so a Japanese translated version that can be used as a supplement to current Social Studies or Biology textbooks is being made.  The general appreciation towards the project was low.  Only a few very keen schools actually contacted us and implemented the chapters in their classes, and they applied the materials in a variety of ways.  The different reasons as to why it has been difficult to introduce such materials in Japanese High Schools will be discussed. Future approaches may need to be made at more senior level using personal connections, and by following up the ongoing connections with those who are keen. Trials of all chapters have been conducted in classes at the University of Tsukuba, and the results of these trials will be discussed. A variety of styles were used, and the assessment methods using student reports will be illustrated. 


First, let me introduce the proceedings.  Since the text was written in English, and having had some preliminary advice from high school teachers on the first draft of the text, we approached the Super English Language High School, known as SELHi.  Also, we approached teachers from the already existing “Bioethics Education Network in Japan”.  After contacting various schools, we had the actual class trials in the University of Tsukuba, both in the undergraduate and graduate school of biology, and environmental sciences.  At the current stage, we are trying to prepare the Japanese translation of the textbook chapters.


Let me introduce the system of SELHi.  The “Super English Language High Schools” are appointed by MEXT, the Ministry of Education, Culture, Sports, Science and Technology.  Currently there are 53 schools through out Japan, which focuses on advanced education in English language.  There are various approaches taken by different schools, but the main aim is to enable students to become confident in using the English language, there fore more time is given as a curriculum for English learning.  Prior to a meeting calling for participants to the Bioethics Education Project, we contacted SELHi located in the Kanto Area, that is the area around Tokyo, and Tsukuba will be one of the Northern prefectures in Kanto Area.  We sent out notice fax directly to the SELHi, but never received any reply.  


The first meeting to introduce the Bioethics Education Project in Japan was through one of the regular meetings of Bioethics Education Network in Japan.  This network was established in 1996, and has held meetings usually once every two months.  We have had 34 meetings so far, and there are approximately 100 members.  Most of the teachers either teach biology or social studies such as civics, economics, and ethics. We had 3 consecutive meetings discussing the Bioethics Education Project.  In each meeting, we introduced the background of the project, the objectives, participating countries, topics in the textbook, forms of cooperation, and possible international activities. In one of the meetings, we divided the participants into small groups for each of the group to discuss the critical feedback on the sample chapters (at this point, the short version of the text was available, but the page by page version was not available), comments and suggestions on the topics, evaluation criteria, and the curriculum or time constraints.  There were active comments given on the sample chapters.  


The critical comments include, length and difficulty of the text, and the debate over accessibility and learning content.  Since most of the teachers who gave these comments were not English teachers, they thought that the short version of the chapters were still too difficult for the students, and most would give up on reading.  We need to note here that the issue was not on the context of the material, but the English language.  Regarding English ability, many teachers mentioned that there were wide gaps between students.  Still, there were comments that the simplified versions could be accessible as a material to learn English; the contents will be modified, hence too superficial and shallow.  Still, reflecting these voices, the page by page version of the textbook was made, which many thought were more appropriate for Japanese High School students.


I would like to introduce the three class trials done in Japanese High Schools.  First was the trial at Meikei High School.  Mr. Steve Bird, and Ms. Yvette Flower is here with us, so if you have any specific questions, you might want to approach them later at reception. Meikei High School is a mixed private school, and students from age 13 to 18 studies together.  The class was on the 2nd year Extended English Class (EEC) students.  Their English ability is very high, and most have experienced living over seas.  The page-by-page chapter on heart transplant was used as the material.  This was the English discussion class, lasting for 45 minutes, with 4 to 6 students per class.  Please note that this is a very small class in Japan, where one class is usually about 40 students.


The heart transplant chapter was chosen from various reasons.  The first reason was the link between their previous classes.  This topic related to one of their previous teaching materials on media report, which talked about medical issues.  The text was also the adequate volume, for the students to read and discuss in the 45 minutes class.  The students were given 10 minutes at the beginning of the class, to write their opinion on the topic.  This approach may be useful for ordinary English classes; the students can write down their ideas and opinions first in Japanese, then discussions using English may become more accessible.  My impression was that the lively and amazingly broad interest and ideas shown by students was very much dependent on the individual student’s ability.  This not only refers to the language ability, but also the ability to start and develop discussion.  Japanese high school students tend to be shy to speak up during a class, even using Japanese.  It is also dependent on the teacher’s guidance, and how to lead and guide the students through their opinion and deepen the discussion.


Next let me introduce the class trials from Kasumigaoka High School.  Kasumigaoka High School is located in Fukuoka city in Kyushu, which is the Southern island of Japan.  This school is registered as SELHi.  The school has an English major class with 40 students in each grade.  The majority are female students.  We observed two classes, one from the first grade and one from the second grade.  The first class we observed was the 2nd grade’s English conversation class, which discussed the topic of assisted reproduction. The reason why they chose the topic was firstly because of the students’ interest.  Since the majority is female, the teacher thought that the students could relate to the topic as their own problem.  Also, recently in Japan, there was a media report that a Japanese actress used a surrogate mother, and an extensive TV program was broadcasted.  The program started by asking the actress and her husband, how they made the decision, how they met the surrogate mother, and until the birth of a twin brother.  They had taken time to first read about surrogacy and assisted reproduction, and then write some reports to prepare for the discussion class.  One class period in this school is 50 minutes, which might have given students more time.  Students responded quickly to many of the questions made by the teacher, which in my view was the result of an accumulation of the different aspects to learn a language.  


The second class we observed was the 1st grade’s environmental education class, taught by an ethics teacher.  He used the topic on sustainable development. He specifically wanted to introduce the ethical aspects behind environmental conservation, and sustainable development.  This class was taught in a traditional lecture form, where the teacher, with occasional questions and answers, did most of the talking.  The students’ reaction varied, but many seemed to have difficulty in relating themselves with the topic.  Since the teacher himself was not an English teacher, he had used the text as the supplement material.


Finally, there were extensive trials at the University of Tsukuba.  The sample chapters were used at the following classes; English classes of 3rd year undergraduate biology students, English classes of 2nd year undergraduate biology students Bioethics/ Bioethics and Genes class for mainly undergraduate biology students, Environmental Ethics class for graduate students majoring in environmental science. Comparisons of written reports and evaluation reports are underway, between chapters and past materials.  
All chapters were tested at least once.


Some improvement points regarding the project material would be, first the way to approach schools, and second, is to consider the burden or the efforts needed by teachers who are involved.  Due to the Japanese education system, the primary focus of the school may be to prepare students for the university entrance exam.  Some teachers found it difficult to introduce a material not needed for exam preparation. Another point to raise would be the scope of the material. Another point to raise here is the way to follow up on the schools that cooperated in using the material.


After observing different classes, I personally felt the limit of the observers.  Some questions need to be addressed such as; objectivity (how objective can the observer be if the lesson is taught by your own colleague), comparison limits (in cases where only one class observation could be achieved, how much comparison can be done with regards to the materials that the students are more familiar with), feedback (what is the adequate and practical context of a feedback), and the different stand point between different observers (when comparing feedback from different country or classes, is there a way to minimize the observer’s personality).


I would like to conclude that being unable to understand English doesn’t necessarily mean that they are unable to appreciate the topic or the content of the material.  Though it is true that language is a tool to think, and in Japan, it is better to provide the students with Japanese materials.  Also, from the management point of view, there should be a give and take relationship between the project and the cooperating teachers or schools.  
Discussion
Leavitt: Your presentation was excellent just as your previous ones. I am just troubled by one thing in your presentation, just as in some presentations in China. Why teach about organ transplantation and brain death to high school students? Obviously medical students and so on yes. Why not teach something happy and cheerful to high school students like dieting and sports so that they are less likely to have heart problems? Or teach them about traffic safety so that they would be less likely to be brain dead. Why not teach them more cheerful things?

Maekawa: I don’t know why we choose this. But in Japanese tradition there has been a trend or a kind of flow to have death education along with life education, these two are linked. And I understand your point that instead of focus on death, there should be more focus on life. My personal reaction is that maybe approaching students with optimistic or cheerful material is not so striking. That might be too mundane and boring. For example, people like to read murder. 

Lee: In your class, I remember the participants they are all female, now, I think it is kind of unbalanced to throw out conclusions based on this.

Maekawa: As I said, as a study, it is an unbalanced representation. But there is a tendency that females want to participate in arts.  The teacher from Kasumigaoka explained to me that more female students want to participate in art subjects. 

Bagheri: Regarding Frank’s remark, I would like to say that we could learn through indirect education. For example, in the chapter on brain death, we learn that since Ali didn’t use his helmet, he became brain dead.  When we talk about brain death and organ transplantation, we are talking about the circle of life and death. One death becomes a source of life to another.  Two families were happy. For Ali there was a choice to give life to Malachi’s spouse.

Su: Thanks, I’d like to follow up on Frank’s question. I remember he asked similar questions to one of the Chinese teachers.  I think teaching brain death and organ transplantation to high school students is fine. They are mature enough to talk about life and death. And also we think that certain issues such as animal rights can be taught in junior high school. So Frank, who do you think should teach? What’s your opinion?

Leavitt: I agree to teaching it to medical and nursing students. And I’m against to teaching it to high school and junior high school students despite of what Dr. Bagheri said. I think we should teach them topics such as how to be healthy.

Li Kuang: There are two reasons why we can teach these topics to high school students. One is that they are exposed to these topics anyway via the media. So I think we have a responsibility to tackle these issues in class. Second, we don’t teach them to accept this or not, we just present the facts about brain death and organ transplantation to show them that these are alternative technologies that are being used.  

Bird: I would just like to say something to the people who are writing these chapters.  It would be helpful for us teachers if there are, for example key words, or comparative meanings, or gap exercises and not just text. As teachers, we spend qualitative time preparing these materials so that we could actually use it. There are two points to this, if we are going to use this material, especially for students, Japanese students whose native language isn’t English, you need that additional material, not just from a Bioethics point of view but also from an English language learning point of view. And I think my colleague agrees with me with this, that was our biggest problem. 

Teaching about Surrogacy

- Shigeko Tsuboi .
Kounosu Girl’s High School, Saitama JAPAN 

Email: s.tby@nifty.com
Presently life science is remarkably developed and responses are various. For example, Japanese law is not the same as other countries. At High School Biology class, on teaching “phylogeny and reproduction”, mainly sea urchin’ and frog’ spawning, impregnation, and extension of life engineering are taught. Instead of teaching extension of life engineering, I used a bioethical questionnaire about “surrogacy” for girls students who will be mothers in near future, with background one of the teaching materials (page by page used)(Macer, 2003). Most of students answered eagerly. I asked the original questionnaire for them twice, a month, and two months later. The second answers were more developed than the first. 

This small scale research was conducted at Kounosu Girls High School. The number of students are 40 in the second grade, 59 in the first grade. In the first trial N=89, the second trial N=99, the third trial N=29 returned.

On teaching “phylogeny and reproduction” chapter, students know some words such as artificial insemination or surrogate mother (Asahi  Newspaper, 2004). However it is not case that they understand phylogeny and reproduction in detail. Surrogacy and Japanese law was appeared on Asahi Newspaper, I used this article as a teaching material. At the same time a handout about ‘surrogacy’ which is written in English was asked to the students, triggered their attention. I explained some words and asked questions like as the questionnaire. Students hesitated for a while, then I asked them to write their answers in print. Because they are taught in school to tell the correct answer, and seldom to express their own opinion, it is difficult in Japan. 

1) Surrogacy (page by page)

First trial answers are below, giving the most common reasons.

Q1. Do you think surrogate mothers should be paid?

Q1. Yes: reason {Pay is necessary, because being surrogate mother is a very big job}  No: reason {Although being surrogate mother means a very big job, it can not be calculated}. 

Q2. Would you consider being a surrogate mother as a part-time job?

Q2  Yes: reason {It is just a ten month long job.}  No: reason {Having a baby is quite important. It is not called a part time job because having a baby means sometimes a dangerous situation. }

Q3. In some countries only married women who already have children are allowed to be surrogates. Why do you think that law was made?

Q3  Yes: reason {A husband can support a pregnant wife. It is easier for mothers who already have children to deliver another baby. Mothers who already have a baby do not want to have a new born baby.}   No: reason {It is not good since delivering a baby is dangerous.}

Q4 (additional question) Do you want to have a baby by a surrogate mother?

*Whose egg is not specially decided.

 {25 members; Natural life style is better. 3 members; I do not ask a surrogate mother. 3 members; I do not understand. 4 members ; I do not want to have a child anyway. }

There are some other opinions. e.g. {I will be an old lady without children. I will have an adopted child. Japanese law could be changed.}

	First Trial
	N
	Q1 Yes
	   No
	Q2  Yes
	    No
	Don't Know
	Q3  Yes
	     No 
	Don't Know

	G2C2 1
	33
	29
	1
	4
	21
	1
	18
	0
	3

	G1C4 2
	28
	25
	4
	12
	15
	0
	18
	2
	0

	G1C5 3
	28
	24
	4
	4
	21
	0
	14
	1
	0

	Total  4
	89
	78
	9
	20
	57
	1
	50
	3
	3

	(%)
	100
	88
	10
	22
	64
	1
	56
	3
	3


2) Second Trial

On the basis of the answers above I asked another question and they answered in writing.

Q: If you could not do child birth, for example, because of the reproductive defects caused by an accident, but could use your egg and have enough money, do you want to have a child by a surrogate mother?  

47 said Yes: reason {I really want to have a genetically own child.}  46 said No: reason {It is not a natural method. As a child grows up, he/she would likely have troubles about his/her identity. I would rather have an adopted child.}

	Second Trial
	Answer
	Q  Yes
	   No
	 Don't Know
	No answer

	G2C2
	40
	19
	18
	2
	1

	G1C4
	29
	16
	13
	0
	0

	G1C5
	30
	12
	15
	3
	0

	Total
	99
	47
	46
	5
	1

	Ratio
	100
	47
	46
	5
	1


3) Third Trial 

 
According to their answers, we can see that students think about various situations such as a surrogate mother, a child and a parent. The other simple questionnaire was carried out with one third of students by the various points of view. 

*see below: Y= Yes reason vs N = No reason

Q1 and 2  Y: { Using own egg means having a genetically own child.}

Q3  Y: {It is not a problem.}  N {I do not like a surrogate mother being a registered mother.}

Q4  Y: {People who want to use this method may ask a surrogate mother.}  N: {Risk is huge.}

Q5  Y: {A surrogate mother should be paid because doing so is big job.}  N: {We may show some gratitude.}

Q6  Y: {A child would be shocked.}  N: {A child could be understood by some explanation.}

Q7  Y: {It is pity for a child to have troubles about their identity.}

Q8  Y: {Natural born baby is better.}

Q9  Y{An adopted child is better.}

	Third Trial
	N
	Q1 Yes 
	     No
	 No answer
	Q2 Yes
	 No
	 No answer
	Q3  Yes
	    No
	 No answer

	G1C5
	29
	4
	22
	3
	15
	10
	4
	13
	15
	1

	%
	100
	14
	76
	10
	52
	34
	14
	45
	52
	3

	Q4  Yes
	   No
	not understand
	 Not answer
	Q5  Yes
	  No
	 not understand
	 not answer

	7
	16
	2
	4
	24
	0
	1
	4

	24
	55
	7
	14
	83
	0
	3
	14


In conclusion, firstly students do not understand because they are too young (15-17years old). Secondly the answers ratio gradually increased. This shows students could develop their own opinion deeper by teaching. The first questionnaire in English is useful for getting interest in the subject. The additional question ‘Do you want to have a baby by a surrogate mother?’ caused various answers. It inspired me to do the next trial.

The second trial could easily be answered by the attached situation. The number of Yes and No answers are the same and the reasons given by the students are clearer than before. Until this time, their views were focused on parents and a surrogate mother, but they became to think about children. It shows that students' way of thinking has been widened.

At the third trial one third students were asked. The second answer shows that same numbers of students say Yes and No and also similar reasons were shown. Almost all the students wrote clear answers but sometimes these conflicted with each other. These answers seem to be on the way of their developing.

At the class lesson, the trials provoked deeper thinking for students. However, including conflict or dilemma opinions and being on the way of their developing proceed to device class lessons. Furthermore questions would be better to ask for their problem. Not all the students were able to write their own opinions. Students should announce their own opinions and debate ideas with other subjects. In addition to this, one issue was that the assessment was not defined clearly. 
References
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Discussion
Shinagawa: What is the proportion of biology class in terms of class hours, compared to the entire class hours?  How much for math or how much for English?  What kind of proportion?  Also I believe there are students who don’t take biology.  I would like to know that proportion too.

Tsuboi: There are about 30 different classes, and biology is usually 3 to 4 classes.  For the first year students, it is a mandatory class for all students to take the class.  After their second year, it is a selective class.

Teaching about GM Food in the Context of the Japanese Economy

- Toru Yamashita .
HigashiMurayama High School, Tokyo, JAPAN

Email: yamadayo.tooru@nifty.com

Results of classes are discussed, the purpose of which was to ascertain the present state of marketing of GM foods in Japan; to obtain data for considering GM foods from the standpoint of economics; and to devise new methods for teaching bioethics education in high schools. The procedure was to set a non-compulsory project for presentation during the high school 3rd year “Modern Society” compulsory course. Then for students to submit  project input as an Excel file (one lesson). The teacher printed the papers during the next lesson and recorded on a worksheet any observations made on reading the printed-out data. Then several of the students wrote their observations recorded in the worksheet on the blackboard. Next the students replied to a questionnaire and answered by raising their hands. The teacher explained simply about GM-food. In the end, the students answered the questionnaire again. 


The outline of the paper is below. The purpose of this effort is below.

1.To ascertain the present state of marketing of GM foods in Japan.

2.To obtain data for considering GM foods from the standpoint of economics.

3.To devise new methods for teaching bioethics education in high schools.

Procedure of instruction

1.Set a non-compulsory project for presentation during the high school 3rd year “Modern Society” obligatory course

2.Have the submitted project input as an Excel file (one lesson )

3.The teacher prints the papers during the next lesson.

4.Record on a worksheet any observations made on reading the printed-out data 　
5.Have several of the students write their observations recorded in the worksheet on the blackboard

6. Have the students reply to a questionnaire and answer by raising their hands.

7. The teacher explains simply about GM-food.

8. Have the students reply to the  questionnaire again.

Legal Regulations in Japan: From April 1,2001  a duty to label transgenic processed food raw material was imposed by the revised Japanese agricultural standards law (the JAS law). The objects of the law are these agricultural-products:  soybean, corn, potato, cotton seed. The Labeling Method is:

1.When production and distribution has been managed with separation of food classified by type, GM food is labeled as transgenic 

2.When agricultural products not separated by type are used as raw materials labeled as un-classified for GM

3. When production and distribution has been managed with separation of food classified by type,  non-GM food is labeled as non-transgenic .

Materials with no labeling obligation:

1.Processed food containing less than 5% of the raw material in question.

2.Processed food for which scientific verification cannot be performed, such as soy sauce and oil. 

Subject matter of the project

1.The students go to their local supermarkets and observe the labels on the following foods.

Canned corn food; Soy sauce; Fermented soybeans; Bean paste.

2.The state of GM-food use is recorded in a hand-sheet. GM-food use is recorded as  “A”. Food not separated by type is recorded as “B” For products with no GM-food use “C” When there is no display, no entry is made

3. The following are recorded: Manufacturers name; Weight or volume; Price; Store name.

For the subject presenter 15 points are added to end-of- term grades.

Results of the investigation by students: Candidate students: The total in three third-year classes is 119. The number of presenters: 53 persons. Survey period: The latter part of November, 2003; Survey area: The North Tama area of Tokyo. Areas along the Chuo and Seibu railway lines

Number of shops surveyed:  43; Total number of surveyed items: 500; Canned corn food: 42; Soy sauce: 62; Fermented soybeans: 62; Bean paste: 63. There was no overlapping of surveyed shops, but some of the items.

Results of the survey

1.No goods were labeled as GM-food.

2. Very few goods were unlabeled or labeled as un-classified.

3.Even soy sauce for which there is no requirement to label, almost all the foods were in fact labeled.

4.Unlabeled fermented soybeans are only sold at convenience stores.

5.For corn and soy sauce, a tendency for the price of goods not classified by type or unlabeled to be cheap is seen.

6.There is no significant price spread for bean paste and fermented soybeans between non-GM and other types of food.

The prices of soybeans and Non-GM soybeans at The Tokyo Grain Exchange

Reference data: Survey carried out by the council on consumers in the Tokyo metropolitan area. Questionnaire carried out in year 2000. The number of effective replies: 474 persons When buying tofu, fermented soybeans, etc. are you concerned about its labeling as “non-GM” etc? Reply

“If there is not much price difference I’d purchase labeled goods”: 44.1%

“I’d purchase labeled goods regardless of price”: 43.0%

“I’m not particularly worried about labeling”: 12.7%

Contents of interpretation for students made after questionnaire

1.Explanation of Monsanto’s soybean “round-up-lady” (herbicide resistant).

2.By producing this soybean the amount of weed-killer used, and the time and effort required of the farmer are reduced.

3.Resistance of the soybean is limited to Monsanto’s weed-killer.

4.According to the checks made so far, safety has been confirmed .

5.It is not yet known whether it is harmless in the long run.    

Reaction to Questionnaire of students

1.Do you look at the label to see whether or not food is GM when buying food from day-to-day?

2.If you don’t have to be concerned about price, which would you choose? 

3.If you have to be careful about price, which would you choose?

Trends in students’ reactions

1.The number of students who have reservations increases greatly after the explanation.

2.The number of students who look at the label at the time of food purchase decreases greatly after the explanation.

Discussion
Shinagawa: Non GM food was widely sold around Tokyo area.  Do you know any place in Japan where GM food is sold?  For example Hokkaido.

Yamashita: I haven’t looked that up yet, so I would like other teachers to investigate that.

Konishi: Not only should the students research the price of the GM foods, but also the risk and benefit of eating those foods must be linked, otherwise the students won’t understand the meaning.  

Yamashita: I have prepared some more slides.  I explained the round up ready soybeans, its concerns and benefits.  I also took some survey to students.  So, the by growing the round up ready soybeans, less pesticides are needed, but there hasn’t been a long-term research on its effect on human health.  I explained these factors.  This is the survey, and its result.  I surveyed the students before and after the explanation.  

Courses Re-thinking Health and Illness

- Hiroaki Koizumi .
Kojimachi Gakuen Women’s High School, Tokyo JAPAN

Email: hirotty@mte.biglobe.ne.jp
In the background to the birth of bioethics has been the strong assertion of patients’ rights as consumers that has come about since the influences of the American civil rights movement, and additionally the women’s liberation and consumer movements, spread into the field of health care from the 1970s onwards. The framework of bioethics became the right to self-determination and theories of the person. Looking at international trends in bioethics, in contrast to a broadly permissive bioethics founded on the American self-determination of the individual is a European bioethics that gives greater priority to the common good over the individual. 

  
The teaching materials used in bioethics education are for the most part centered around case studies involving cutting-edge medical technologies, but there is a need to promote the creation of teaching materials based on a broad understanding of the meaning of “bio” or life. This “education on life” must cover fully the following contents, which branch into many fields of learning.

a) Fostering the spirit of veneration for life, and an awe towards life itself

b) Cultivating respect for basic human rights and qualities of citizenship

c) Aiming to nourish the ability for self-determination, and harmonizing this with the common good

d) Aiming at the harmonization of advances in science and technology with society

e) Esteeming diversity and pluralism

f) Developing one’s own view of life

g) Consideration of our coexistence with others

In the present day the ideas of "healthism", putting health above all, have gained great influence, and we see many people applying themselves to walking or dieting etc. in order to maintain or improve their health. Also anti-bacterial goods are lined up on display in the shops, and people strive to approach as near as possible to a bacteria-free state.

  
We speak of illness as opposed to health, but is there really such a thing as a perfectly healthy person? If we make a diagnosis after thorough testing, then no-one is free of disease. Though we might be healthy, there is always the possibility we’ll become sick, and we exist side-by-side with disease. We truly are “Homo Patients”.

  
Until the 18th century doctors used to ask the sick “What’s the matter with you?” but in modern times this has changed to the question “Is somewhere not quite right?” The French thinker Michel Foucalt observes that doctors have changed from looking at disease as involving the whole the body, to seeing the human body as like a machine composed of various parts. This means they have changed to a view that tries to understand disease as a breakdown in one of the body’s constituent parts.

Disease also has aspects that must be considered within the extents of the society to which the sick individual belongs, and under the weight of its history. One of these is that disease and their names have a symbolic significance, distinct from their original meaning, which can take on a social connotation, becoming the object of social discrimination and prejudice. This is what Susan Sontag called “Disease as Metaphor”.

  
Furthermore there are violations of human rights that occur due to the exclusion of, and discrimination against the sick arising out of prejudice and excessive fear of disease.　Such is the discrimination against, and exclusion of AIDS, the plague, cholera, Hansen’s disease, and mental diseases etc. In our country the Prevention of Leprosy Law was finally abrogated only in April 1996. Under this law, sufferers from Hansen’ disease and their families were marked with an inexpungible social stigma. We must vanquish these negative attitudes towards the sick of discrimination and exclusion.

People harbor many and varied lacks, physical and mental, also individual and social. This is why we support one another, and each try to make up for what the other lacks. It is through doing this that we are able to survive. By understanding disability not as something special, but as just as one of these “lacks” that we all have, we can treat problems involving the disabled as problems of us all. Then, can’t we in fact say that there is not one of us without some disability.


The topic “ Health and Sickness” is one which education on bioethics can deal with, and is also subject matter for teaching materials for use in education on coexistence and human rights. Thus we ought not to limit education on bioethics to those various problems involving cutting-edge medical technologies or biotechnology. More than anything else, the way of life of the tutor is put to the question..
Discussion
Sakamoto: I would like to respect your attempt to teach this topic in high school.  Thank you.  We have the Japan Bioethics Association, and are you a member?

Koizumi: Yes, I am a member, and I have participated one of the meetings held here in Tsukuba.  

Sakamoto: You mentioned that bioethics started as an American civil rights movement.  But actually, Potter was the first person to mention Bioethics.  Why did you think so?  Why didn’t you include these bioethicists?

Koizumi: I believe Potter included environmental ethics.  I understood there were two lines of American bioethics and European bioethics.  I thought that the European community approach to bioethics should be taught in Japan, not just the American approach.  

Sakamoto: What do you mean by the European community approach?  Where did you get this idea?

Koizumi: I’ve read in some bioethics materials.

Sakamoto: You should be selective of your reading.  Also, it is important to sort and research what is the actual discussion in Europe or America.  Not all Europeans are communitarians, and maybe they are more anti communitarianism.  What is bothering me is that the American approach to bioethics doesn’t suit Japan.  How do you consider this and how you teach this.

Koizumi: I have the feeling that to teach only about advanced medical technologies it self is an American approach.  So I tried to make a different approach.

Discussing “choice” as “one’s own issue”
- Takejiro Ishizuka and Kazuya Eguchi.
Shiba Gakuen Men’s High School, Tokyo, JAPAN

Email: z-gonta@dd.iij4u.or.jp
The Shiba Junior and Senior high school is a combined Junior-Senior boy’s high school located at Minato-ku, Tokyo.  There are approximately 280 students in every grade, which consist of 7 classes of 40 students.  The students are relatively earnest and quiet, but some may still be childish as a high school student, reflecting the “easy going” atmosphere of the school.  Almost all students wish to go to Universities, and show high interest in marking high scores on exams, maybe not so in learning.  This may mean that the context of the class could be interpreted as a mere terminology, or simply “Memorization”.

The “ethics” class that we teach, is compulsory for all first year high school students, two hours a week (2 credits), and three teachers are in charge.  The details are left for individual teachers to decide, but in general we try to come up with a common direction, and we share the same content.  The scheme of the class for this year term is as follows. 

Since the students had to go through an entrance exam to enter junior high, motivation of individual students and their parents towards going into further studies is high.  Still, this is only a vague orientation towards entering a University.  To put it the other way around, it is a “matter of course” to go to Universities, but it is not a definite reality.  Also, they are nervous on the scores of exams, and the content of the class may become a “full memorization” item, it is hardly regarded as “understanding” or “deep thinking”.

 
The concern here is, that under this situation, when thinking about for example “terminal care”, the students can “memorize” in order to “get high scores”, but may not be able to think as “their own issue”.  Ms. Izumi Otani from Tokyo Gakugei Daigaku has already addressed this point in earlier papers at TRT conferences.

Therefore, we started by making the students “have their own opinion and express them”, and then to think whether they can “think as their own issue”. Considering the above points, we started by actually making the students to “write”.  Of course in the beginning, some students wrote “ideal student reports” or trying to be the devil’s advocate showing “I actually think this way, but I intentionally write the other way” kind of attitude.  Still, we didn’t question their conclusions, but rather concentrated on the structure, or the development of their reports, the accuracy of their reasoning, or simply their grammar.  With this approach, the students may have started to notice that “it is important how to tell the story, no matter what the conclusion is, and it is difficult to do so”.

 
Also at the beginning of the year term, we started by saying that “the difference between arts major and science major is whether you over look at the world by “persons”, or by “objects”.  We attempted to use topics related to “science” or “science major” in a class considered to be very much in the “arts major”.  We challenged the students’ clear-cut definition of what arts major, or science major is.

Also, we tried to “factorize” the students’ individual choices, reflecting their choice of which major to proceed to. We live in a constant flow of autonomous decision-making.  Within those decisions, there must be some fatalistic factors that affected that decision.  We may be building up such factors through conscious or unconscious conversations.  What can we do to find such factors?  For example, a student facing interviews for employment may be troubled by questions such as “What is your reason to choose this company?”  In such a case, the student might not have a definite factor in choosing.

 
These incidents may appear time to time in our daily life activities.  The first year students made their choice to major either in arts or in science.  What were the fatalistic factors leading to their decisions?

By starting from their future goal and factorizing it by the factor “why?” the students may be able to feel the change of their decisions becoming more certain. QOL from the first person’s point of view. Our attempt may not be enough as a “bioethics” practice.  Still, if the individual students cannot face the choices as “their own problem”, no matter what topics are given, it won’t exceed the level of “information”.  Of course, it is impossible to make students think of “life” or “living” it self just by taking one “choice”.  There fore, as our future aim, we need to investigate and decide what topics to introduce.  Still, we would like to try and incorporate this approach of making students think about their own life as the first person’s life, not as the life of “some one some where in the world”, which could be called the third person’s life.

Discussion

Gupta: First of all, in your syllabus, you are teaching your students naturalistic thought, and then the dualism of Bacon and Des Cartes.  Why not also teach Spinoza or the romantics such as Thoreau? Why not teach parallel thinking, not just dualistic thinking? And also include ancient ideas of Japanese people about nature. Ideas of kami, link very well to your culture.

Ishizuka: Thank you, yes, one class talks about how to deal with these problems in detail. Thanks for your suggestion.  We are very flexible with our classes.  So we do deal with the Japanese concept of nature in comparison with the western concept, but not all years.  We are still making choices.

Motoki: I don’t think that by discussing issues written in paper will make the students think as their own problem.  Is there a possibility to make the students to be in the actual situation of making an ethical choice?  For example, go to animal farms.

Ishizuka: Honestly speaking, we would like to do it.  But we move according to the curriculum of 34 classes per week.  It is a dilemma between wanting the students to go on fieldwork and time constraints.  

Shoji: I basically agree to your approach of trying to make students to think for themselves as their own issue.  When you think you want to teach something, the students wants to memorize that as fact.  What is important in this approach is to try not to teach something.  If there is something important, they should be prepared as materials, and just to comment a little.  High school students tend to memorize every thing the teachers tell them, without being critical about it.  They don’t think even how their life should be, and only memorize what the teachers think.

Ishizuka: We think that as a different problem, too.  We wouldn’t want to impose our opinion, but the information shouldn’t be dry and tasteless.  

Innovative Technique of Introducing Bioethics – Programmed Instructions

- M.A. Jothi Rajan1, Arockiam Thaddeus2, T.S.Vivekanandam3, S. Umapathy4, S.Jeyakumar.5.
1. FDP Research Scholar, School of Physics, Madurai Kamaraj University, Madurai

2. Dept. of Zoology, Jeyaraj Annapackiam College for Women, Periyakulam, 

3. School of Chemistry, Madurai Kamaraj University, Madurai, 

4. School of Physics, Madurai Kamaraj University, Madurai5. Dept. of Physics, RKM Vivekananda College, Chennai, INDIA

Email: anjellojothi@yahoo.co.in
Introduction


Education, to be worthy of its name, must encompass not only information, concepts and facts but also attitudes and values.  “Bioethics” is a discipline that encompasses all positive attitudes and values of life based on mutual love.  This is all the more today in view of the widespread confusion and questioning of traditional values and culture.  And areas of confusion and conflict abound: politics, religion, family, marriage, friends, love and sex, drugs, materialism, caste, creed, school, leisure time and many more.  Our young people will have to make innumerable value-laden decisions and choices and face the many dilemmas of life-in their personal life, professional life, social life and family life.  It is important that they acquire the necessary knowledge and skills, while they are still young.  They should be alerted early in life about the problems and situations, rather than postpone the confrontation to a time when career and family pressures may not allow the necessary careful and objective reflection.  The question now is how do we go about helping our young children in the process of bioethics education and development.

Bioethical values are caught and taught


Teaching values through moralizing and advising seems not so effective today, because the young person in bombarded with different, often contradictory, sets of values. His or her parents offer one set of moralizations, his or her school teachers, might have a different set of values, which are forced upon him or her and his or her religion proposes yet another set of moralizations. The communications media-internet, television, radio, magazines and newspaper-literally bombard the young person with all sorts of stimuli and inputs about what dress to wear, and what type of life to follow. The hidden message is clear. This is how you should think, and act if you are going to get ahead, be successful, impress your superiors and have sex appeal. Then, there is the peer group, one of the most influential moralizing forces: “If you want to belong and to be a accepted, here’s what you think and how you act”. Add to these forces the political leaders, film stars, sports figures, pop starts, each adding to the confusion with a set of new moralizations and you have the dilemma of the young person today.


We have tried to teach bioethics, but we realize in a world of confusion and conflict about values, this is not effective enough. Then what can we do? Since, ultimately no set of values we teach or impose can solve the dilemmas of the unknown future, the best thing we can do is to help our young people to develop their own values system, of course giving a set of guiding, expertise principles for their basic support. And today there are powerful teaching strategies,   that can be used to facilitate the process of bioethics education and development and clarification.


Since the bioethics commission has framed the curriculum for various stages of school education and college and higher education with broader outlook towards all living beings on earth, now it is our bounden duty to introduce the study material in effective ways. In this article I shall explain one of the scientifically developed method to implement and subject for children namely “Individualized Instructions”.  I shall highlight the salient features of this teaching technique and write down a model programme using programmed instruction unit from bioethics curriculum that will give us some idea about writing the program for a bigger unit using programmed instruction.

Edgar Dale’s Cone of Experience 


The following cone of experience gives how much the students will be benefited from various activities. 


[image: image2.wmf]
Bloom’s Taxonomy of Educational Objectives 


The Educational Objectives fall under the three important domains namely Cognitive, Affective, and Psychomotor.

Cognitive Domain

The cognitive domain consists of Knowledge, Comprehension/ understanding, Application, Analysis, Synthesis and Evaluation. Children from the age seven to fourteen should go through an experience of knowledge, comprehension and application and to some extent the analysis level of learning and youth above fourteen years can be imparted with analysis, synthesis and evaluation levels of learning so that the cognitive domain can act well according to the scientific and psychological foundations of Education. 

Affective Domain 

The affective domain consists of Receiving, Responding, Valuing, Organising and a Value set.

Psychomotor Domain

In the Psychomotor domain, all the cognitive and affective domains are put into practice actively through hands and intellectual activities.  

Effective Bioethics Education for High School Students


In our opinion the affective domain is almost determined by the environment and the cognitive domain is almost genetic. To introduce Bioethics education for students from the age seven to fourteen it will be effective if the teaching material is prepared in such a way that the affective domain is having a high degree of application compared to the cognitive domain. i.e., Affective > > Cognitive. 

Individualization of Instruction-Modular Approach


What once was an art-the art of teaching is now a Science-Pedagogy-built on firm foundations and supported by research findings in Psychology, Physiology, Sociology, Anthropology and Linguistics.


Pedagogy was confined in the past to giving instruction to the young i.e., ‘giving children a start in life’ as the etymology implies. Now the meaning we give to education and thereby to pedagogy is more vast and complex.  It includes the cultural process of bringing forth and developing all an individual’s potentialities, all his life.  Lifelong continual education is the mark of modern pedagogy.  It takes to account, the individual, his capacities, his mental structures, his interests, motivations and needs while he is a member of the group.  In this view, the teacher or the instructor is not the only active agent but the pupil, the learner, who is being educated plays an increasingly active role in his own education.  The basic assumption is that all the teaching activities have one primary objective and that is instigation of learning and appropriate changes of behaviour in students; all learning is individual, private and personal.


In the past twenty years, many innovations aiming at evolving more effective and more flexible forms of education focusing on individualization of instruction have emerged.  Non-graded schools, polyvalent classes, unstreamed classes, community colleges, open Universities, non-formal education, modular scheduling, personalized scheme of instruction are some of the dimensions of the wave of innovation. The common features of all these new schemes are:

1. Recognition of individual differences

2. Adaptation of instructional procedures to the requirements of individual learner.

3. Personal diagnosis and practice of self-education.

4. Working at one’s own pace, at one’s own level and rate.

5. Commitment to goals or objectives by the learner.

6. Working in small groups in development of social skills.

7. Use of large group lectures and demonstration as vehicles of motivation.

8. Diagnostic, formative and summative evaluation by the self-proctoring system, which acts on the principle of success orientation.

Classroom Operation

1. Physical freedom to move about in the classroom, to facilitate informal activity.
2. Variety of instructional material to encourage inquiry and discovery.
3. Alternative instructional material to accommodate the different learning styles of the different learners.
4. Small group experiences in the form of simulation, games, discovery experiences, realistic problems etc., for learning higher level cognitive skills and abilities.
Teachers’ Role

1. Teachers are facilitators of learning and not purveyors of information.

2. Should be able to relate to and work with various types of individuals in small groups as well as a total class.

3. Teachers should be able to guide the achievement of effective and social goals as much as cognitive goals.

Learners’ Needs

1. Learners should be afforded experiences exploring and finding out one’s own aspirations, needs, interests and learning styles.

2. Learners need explicit instruction and experience in planning for carrying out individual and small group instruction.

3. Learners need to be taught to evaluate their work and progress.

Modular Approach


According to James Rusell (1974) “A module is a short unit of instruction dealing with a single conceptual unit of subject matter’.  With such modular units, it is possible to individualize learning by enabling the student to choose and master one unit before moving to another.


Each course is built up of a ‘bank’ of number of modules and each module is designed around a list of objectives and student projects. Variety of learning activities centered around the learner and incorporating a  multi-media approach are provided.  The components of the modules include-modular lecture units, group discussion units, role play unit, laboratory units, programmed instruction units, workshop units, individual study unit, film unit, audio tape unit, video tape unit etc.


A mastery approach to evaluation is employed; the learner chooses from a variety of evaluation techniques-such as quizzes, projects, oral test, written test-and tests himself on each module and if he finds he has failed to master, he may retest himself after some more study.


Some of the modules are basic modules and required of all students; others are elective modules, out of which the learner is free to choose according to his needs and interests.  The able student is encouraged to take as many elective modules as he is able to and he gets more credits.  The less able student work at his own pace and gains a mastery of what he learns.  Since each works to one’s own pre-established criteria, he competes with himself and not with his classmates’.  Any student may re-study a module by using a different technique and different learning material and retest as often as he chooses without penalty.


To summarize, modular approach of individualized instruction is a dynamic, flexible, multi-dimensional approach to education.


It emphasizes working to stated objectives, student-progress at their own rate towards mastery, using a variety of instructional materials, a multi-media approach and self-assessment through a variety of proctoring techniques.

Values of Individualized Instruction

1. Students are encouraged to assume responsibility for their own learning.

2. Little time is spent in passive listening and more time in co-operative learning activities.

3. Self-disciplined approach is used in management of classes.

4. There is recognition of each individual student, his needs and interests.

5. A key element of this learner-centered modular scheduling is success-orientation; when students do not achieve, the implication is that the course has failed.

6. Peer tutoring is encouraged and this leads to increased co-operation among the members.

Programmed Learning
Programmed learning or programmed instruction which is one of the components of modular approach is a relatively new technique through which the learner receives instructions by means of specially prepared and validated texts, known as programmes. These programmes are different from the ordinary text books in that the former are prepared to suit the needs of particular students and to achieve specific objectives whereas the latter are intended for more general use. In my opinion since the main subjects of specialization are highly formal in their nature, bioethics education should be introduced informally and in a way easier to learn by the students. If the study material is introduced in the programmed learning technique it will be highly effective in achieving the objectives.


In this small exercise of writing the text in the frames, I shall take the first paragraph of the first chapter of Darryl R.J.Macer’s “Bioethics is Love of Life: An alternative Text book”.

	
The gift that we receive when we are born into this world is love. While it is a gift that few are deprived of a depreviation that is in itself an insult to the humanity that our flesh embodies, it is a norm for all forms of life for the new life to be given a good start. Maternal love may be shown in different forms but it also a social norm of all human societies for the community treat the new born as a treasure.


The above text is split into frames containing small logical units followed by a question and the answer for the same as follows:

-----------------------------------------------------------------------------------------

1. Frame I

Item:  The gift that we receive when we are born into this world is love. 

 While it is a gift that few are deprived of, a deprivation that is in    

  itself an insult to the humanity that our flesh embodies, it is a   norm for all forms of life for the new life to be given a good start.

Question: Are all born into this world receive love?

Yes / No

Answer: No

Yes, you are right, proceed.

-----------------------------------------------------------------------------------------

Frame II

Item:
Maternal love may be shown in different forms but is also a social 

norm of all human societies for the community treat the new born as a treasure.

Question: 
In your opinion should all the new born of any society be 

treated as a treasure

Yes / No

Answer:        Yes

You are really a treasure to the world, Go ahead...................................

-----------------------------------------------------------------------------------------

Like what I have done above the text is split into frames with or without questions and giving applauses now and then. When we follow the text on these lines the learner finds the matter easy to grasp and is motivated to learn more. What is have shown is a simple programme. But there are wonderful programmes started on these lines available for all subjects. We as members of bioethics association can have a try at it when we write a text for primary and secondary school students. It will be a fruitful exercise if we are able to train teachers who handle bioethics classes with the art of writing programmes based on the principles of programmed learning.
Conclusion


Teaching and learning of bioethics have to be monitored with almost care as they pave way for human to live as a noble creature among one of the creations. Though we have dealt with the individualized instruction. Modular approach in brief in this article it is worthwhile introducing bioethics education in primary and high schools using the programmed instructions technique which will be better than other conventional methods of text book writing. Though the process is time consuming once we start preparing bioethics study material in this way it will surely bear fruits for humanity. To end it is good to quote the words of Dr. S. Radhakrishnan: "Education to be complete must be humane: it should include not only the training of the intellect but also the refinement of the heart and the discipline of the soul."
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Discussion
Miller: I’m having some difficulty with many of these talk. I think the difficulty is how I and others understand what bioethics is. The theme that has been running in these talks is the training of young minds to think for themselves. But in fact what you have done is just giving them one view, rather than giving them discipline to argue, I mean, to look at dilemmas and to try to argue one way or the other. For example, you say affects of learning, does it have a genetic component but in fact affects of learning has a very considerable genetic component. And, so, you know, that in itself maybe a mistake and there were a few others, but the point that I’m trying to make is that you are indoctrinating rather than providing someone with the skill to examine ethical dilemmas.  

Rajan: Thank you very much. But I would like to stress that the student is free to do his own learning. We just provide them with two frames from the beginning of the chapter and the necessary documents for other parts of learning.

Macer: Thank you very much. We will expect some more songs in a short time.

Bioethics Education and Information Ethics Education

- Kaneo Inoue.
Omiya Chuo High School, Saitama, JAPAN

Email: bxs05622@msi.biglobe.ne.jp

The fusion of life science technologies with information science technologies is progressing rapidly, and movements to commercialize both also continue to gather pace around the world particularly in Japan. Against this background various problems involving handling of genetic information, such as protection of the individual’s genetic information, are developing into thorny issues that straddle the territories of bioethics and information ethics. Based on this present state of affairs, I would like to advocate the need for “the link-up between bioethics education and information ethics information” as a topic for bioethics education,

In Japanese senior high schools information education has been introduced as part of the new educational curriculum. Education on information ethics has been identified as an important pillar of this, and I would like to propose that it be put into effect as a two-stage program. The first stage would be education on so-called netiquette, safety and crime prevention in receiving and transmitting information etc. The second stage would not simply be about adjusting to the information society, but to put forward an education that questions the existing framework and values of the information society, searches out the desirable directions to take, and nourishes a desire to participate in implementing reforms.

One important theme of this second stage is the problem of how to protect personal information; that is, an individual’s genetic information is particularly sensitive and requires careful handling. This includes respect for the right to know and the right not to know your own genetic information, and the right not to have it known by others. Genetic information concerns not just the individual but includes his or her family as well. Therefore, their rights should also be respected. Privacy involving this kind of genetic information can be based on an affirmative right to privacy (the right to control personal information). In order to deal with this kind of matter, a link-up between bioethics education and information ethics education is indispensable. 

Discussion
Macer: Inoue sensei has been teaching a range of different topics.  He is one of the founders of the bioethics network that we started in 1996. Before he was teaching environmental ethics, now he is teaching information ethics.  I would like to ask a question, do you think that the topic of information ethics is more popular among students than environmental ethics?

Inoue: Yes, basically more students like computers and are interested in IT.   Information ethics education has just started.  So they are not aware of their private information.  They are interested in using the technology, but they aren’t aware of what could be done with the technology.

Prem: I am a masscom teacher in Nepal. I do a class on ethics and its relationship with professional ethics.  Do you teach masscom ethics also?

Inoue: I believe that in the broad sense, information ethics includes information literacy and media literacy.  I understand that it is an important issue

Health Education for Dalit (“Untouchable”) Mothers in Tamil-Nadu: Report and Evaluation
- Frank (Yeruham) Leavitt, Ph.D. .
The Centre for Asian and International Bioethics, Faculty of Health Sciences, Ben Gurion University of the Negev, Beer Sheva 84105, ISRAEL

Email: yeruham@bgumail.bgu.ac.il
In January 2000, an international team organized by our bioethics centre conducted Phase I of our Mother and Child Health Education Project, at the Delta Centre, Kadalur (near Kalpakam), Tamil-Nadu, India. Our team consisted of two physicians, one nurse, another nurse who is also a lawyer specializing in human rights, an environmental educator, a medical student, and myself as bioethicist and chairman. We taught healthy pregnancy, healthy midwifery, infant growth and nutrition, infant diseases, sanitation and the healthy use of water, family planning and sexually transmitted diseases, and bioethics. We qualified 30 village women, many of whom were illiterate, as Health Ambassadors, who would return to their villages to teach health-promoting behaviour.  In October 2000, we returned for Phase II and qualified an additional 30 women. We conducted a follow-up survey in August 2001, and another follow-up visit in November 2003. 

A final evaluation of the project has not yet been written. In this talk, I shall describe the project in more detail, and share with you my thoughts about evaluation. I hope you will agree that the project was partially successful. But we also made mistakes from which lessons can be learned. I hope to take your feedback into serious consideration when we write our evaluative report.

Discussion
Macer: Were they happy? Did they learn something?

Leavitt: People who participated, the health ambassadors, yes, I noticed they learned a lot. On the other hand, they were very disappointed when they stopped receiving the stipend. 

Konrad: It would be terribly important to do a follow-up study to document what has happened after the project. Also to inform health projects and how this is impacted on communities.

Leavitt: We interviewed over half of the women. We have detailed informal interviews which I still haven’t analysed.  Now , I think I have the retrospect and perspective to analyze it. But yes there shouldn’t be more...

Konrad: How about funding?

Leavitt: Our major funding came from the Ministry of Foreign Affairs of Israel whose policy is not to fund the same project twice.

Konrad: How about the Indian end?

Azariah: An Indian philantropist donated 100,000 rupees. 

Leavitt: The Murogovand foundation paid for the stipend at the start. But what happened was that he retired.

Wen:  Did women’s role in the project change their roles in the community? Have you also thought about bringing men into the project? 

Leavitt: I was actually thinking about that. But I didn’t have time to bring that up, so thank you for asking. When we teach something about gynecology there should only be women room.  But after 2 weeks, the women were much more relaxed, and during the final review meeting, the men were there. And one of the women asked the woman, how do you know that you have a suspected sexually transmitted disease? One answered, that the sign was the discharge. Then the woman asked, what should you do? The other woman answered, go to the doctor. Then when she was asked about who should go to the doctor, she answered, my husband. The point I wanted to make here is that they were more relaxed. We also invited men to meetings and talked with men of the village less informally. One discussion with the men was on condoms. One man stands up, and angrily says, my wife’s body is my property and I will do whatever I want, and he walked out. But the next time, he brought his wife to the meeting. We don’t really understand people well.

Hsin: My background as a nurse makes me interested in one of the nurses with you who was also a lawyer with background in human rights. Did you teach people about human rights?

Leavitt: That was my part of it. Ester taught about sexually transmitted diseases and family planning. I taught bioethics, once Aruna was my translator.  My personal opinion is that in medically deprived developing countries nurses are more important than doctors. 

Continuing Medical Education and Bioethics: Another Option to Advance Bioethics in Taiwan

- Shiu-I Yang* & Mu-Li Wu** 

Email:  hsiui@mail.cgu.edu.tw, muliwu@ntu.edu.tw
* Chang Gung University, Department and Graduate Institute of Health Care Management, TAIWAN; Stanford University School of Law, USA
** Chang Gung University, Department and Graduate Institute of Health Care Management; ELSI Research Center , National Research Program for Genetic Medicine, TAIWAN
Discussion

Sivakami:  In Taiwan, does the government insist on bioethics education for physicians? How is the process going about?

Yang:  Now the government is more interested than medical associations.  There is a moral conscience to respond to this act.

Aksoy: I just have a short practical question. Who gives the classes? Have you started? And what kind of evaluation do you have?

Wu: Yes, we have started the courses. The teachers are people like you. But we don’t have as many qualified ethicists in Taiwan.  So now the program is just starting. So that’s why we are starting this. As you saw in the slide, we already have 20 years experience and the program is directed by the health professional association by each specialty.  But the performance is very poor. People just signed and took the course. So now the government has stepped in to make it more effective. So the formal program has just started based on past experience. And this worries me because now physicians have a duty to do this. As we know the problem in education is that we can only teach those who want to learn, right? So we have this new law to make continuing education in medicine mandatory but we need to design a more interesting program to make people want to stay there, want to participate, like all of you now here, though very hungry but willing to stay. So the government has to regulate. So who can teach? Very few. 

Aksoy: Assessment? Tests?

Wu: No assessment. Just attend the course.

Wang: Further training of 6 years is too long.

Hsin: No, renew the license every 6 years, not take the course every 6 years.

Yang:  Yes, the license must be renewed every 6 years. Out of 180 credits, 10% should be about medical ethics. So it’s a mandatory system now.

Bioethics as Technology Education

- Peter A. Sy.
Department of Philosophy, University of the Philippines, Diliman, Quezon City, PHILIPPINES

Email: psy@up.edu.ph, psy@psyfi.org

This paper offers a rationale for the inclusion of bioethics in technology education. While both multi-disciplinary pursuits have emerged in the 1960s (at least in the English-speaking countries) as a response to sustained introduction and utilization of advanced technologies in societies, they have since diverged into relatively independent paths, with practitioners from either field discussing only their specialized topics and speaking their own professional, if not esoteric, languages. In varying levels, both fields have thrived well, despite their separate development from each other. Bioethicists are often consulted by governments and professional organizations, and the media-savvy among them often land in newspaper headlines and occasional television interviews. Technology educators have succeeded in instituting “science, technology and society” (STS) courses in North American, West European, Australian, and Asian colleges and universities as well as in influencing educational programs and other professional organizations. A case, however, can be made for the unity of both academic pursuits by revisiting some fundamental questions (like the meaning and value of pervasive technological applications in the spheres of life, work, education, society, and culture) that, in the first place, gave rise to  issues both bioethicists and technology educators now tendt o grapple separately. Such case for intellectual unity and harmony is compelling, especially in the context of many diverse Asian cultures relatively less affected by professional academic specializations and rivalries. 


Aristotle's threefold concept (episteme, techne, and phronesis) of intellectual virtue is also offered in this paper as a perspective useful in advancing bioethics as technology education as well as in imbibing bioethical principles in technology education. Special attention is given to phronesis as a virtue associated with ethics. It is focused on the deliberation over values for the purpose of determining how technology should be applied in medicine, education, and society.

Discussion
Sivakami: The application of the technology and not the technology itself is questionable, though from country to country, case to case, person to person, can be different.  

Sy:  I’m not sure whether I got you right, but are you suggesting that technology is neutral? I’m not sure what you mean. 

Sivakami: I don’t mean that technology is neutral,  the application of technology, as you said technology is neutral…

Sy: I didn’t say that.

Sivakami:  It discriminates between man and woman, that’s what you suggested.  Technology itself, you can not find fault with the technology.

Sy:  I’m not sure whether I agree with that. Because a seemingly innocent introduction of a technology can change the life of a people; for example, a classic example would be the introduction of a piping system to a village. It seems to improve the life of the villagers but it also alters the social pattern of the village.  The well is the place where people gathered, a place to exchange news about the community, etc…  So in introducing the piping system into the village, the effect is the separation of people.  It is different when you say that there is no effect; that it is neutral, and when you say that there might be effects that we are not aware of.

Sivakami: I meant that if you want to operate on patients you shouldn’t make organ transplants a common feature.    

Sy: Ok. I was going to tell a story about my niece. We have been teasing her about her weight because she has been eating a lot lately.  And she tells us, “ It’s ok. My mom just had a liposuction and I can have that too.”  Anyway, I think that we should be thinking along those lines whether we should be using technology.
Nepalese Children Are Not a Peace Zone
- Prem Kaidi.
Nepal Working Journalists' Association, Kathmandu GPO# 4911, NEPAL

Email: pkaidi@yahoo.com

National Problem


Nepal a tiny only Hindu  Himalayan Kingdom is now burning under violent fire of internal war. The relation among the different nationalities is based on the old feudal pattern that is of internal colonial character. So the violent situation is not by political idelogy but given by the history of the unequal relations among more than 60 national communities. So the whole society is going to be  involve in the war. In this way all child are also compelled to go to the war. So the UN and the international communities  should compel the ruling strata of Nepal to change their outdated thoughts of all party rule. Nepal is like Switzerland of Asia. The unitary system is dividing the small country. Like Swiss confederation , if all nationalities will be given autonomy the war will be no more and the present situation will be no more. Otherwise like the children of Palestine and Israel, Nepalese children will be the part of war that is the children of the birth place of Lord Buddha will be no peace zone.   

International Efforts 


The children as zone of peace was developed by UNICEF in the mid 1980s. Warring parties stop their fighting whenever children are in the area, hence zone of peace. As Ms Graca Machel concluded in her 1996 report to the UN: "Let us claim children as zones of peace". This concept pertains to the rights of the children in a conflict situation, to be protected, not to be used in conflict and to be helped to recover. As Ms. Graca Machel said in her 1996 report to the UN: "by focusing on children - politicians, Governments, the military and non-State entities will begin to recognize how much they destroy through armed conflict and, therefore, how little they gain".  

In Nepal, the concept should exemplify a Call for Action to all individuals, Government and organizations to understand, embrace and implement Children as Zones of Peace.                               

Children And Armed Conflict 


To start with some alarming and reprehensible data: Children in Armed Conflict 

In the World: 200,000 children are killed in the armed conflict-related violence every year.  8,000 to 10,000 children are killed every year in course of using, carrying and stockpiling of landmines.  600,000 children are wounded every year in armed conflicts.  About 300,000 children have been recruited and mobilized as soldiers in 30 countries until now.  The United Nations endorsed an optional protocol to the Convention on the Rights of the Child in 2000, with provision that the children below 18 years of age cannot be used in any armed conflict with whatever motive.  Sources: UNICEF, World Vision, Child Soldier Newsletter  

In Nepal:  In the period of seven years of conflict, at least 422 children have been directly affected by the violence ignited by the operations carried out by the government and the Maoists, after the "People's War" was waged by Communist Party of Nepal (Maoist) in February 1997.  Among the victimized children, 146 have already died. Among the deceased, 73 were killed in government operations while 54 in Maoist operations. Likewise, eight children lost their life in police-Maoist crossfire. Eleven children were killed in operations carried out by the security forces.  Hundreds of children have been abducted by the Maoists, while 44 children were killed in course of using, carrying and stockpiling of landmines.  During this period, security forces have arrested hundreds of children below 18 years of age.  Almost 2,000 children have been orphaned, while 4,000 children have been displaced due to the armed conflict.  Hundreds of children have been forced to work in vulnerable situations in brick kilns, stone quarries and wool spinning mills, while others have become domestic workers and few have landed on the streets of urban centres.  Education of thousands of school going children is hampered. Hundreds of schools have been closed down and the frequent strikes have disturbed the pace of education greatly.  Though some human rights activists and journalists have claimed that the Communist Party of Nepal (Maoist) is using child soldiers, the number has not been independently ascertained.  Sources: CWIN December 2003  Mêlée in Nepal

State Failed


Nepalis were optimistic out of the 1991 People's Movement that brought about the restoration of "Democracy." However, Nepalis were unable to properly invigorate their socio-economic and cultural rights in the 12-year democratic exercise under multi-party democracy and constitutional monarchy. The State failed to deal with people's legitimate demands for justice, development, prosperity and basically the real sharing of power by decentralization or state of autonomy which is tottally neglected by the present day constitution . Impartial development was marginalized and corruption, misuse of state authority, development malpractices became the bastion of Nepali politics. Frustration grew when "Democracy" failed to deliver.  In 1996, the Communist Party of Nepal (Maoist) launched "People's War," an armed mêlée against the State to establish a "People's Government." Since then the Country has been obligated to watch and live through an escalating level of violence. In the seven years of mounting conflict, particularly rural Nepalis have subsisted through blood and gore, random killings, terror, threats and anxiety. The toll since 1996: over 8,000 lives lost; over 10,000 injured; over Rs. 10 Billion worth of property destroyed or damaged; tens of thousands of people displaced from their native villages, among them thousands of children.   With the suspension of local governments in 2002, the democratic edifices have stopped to function in the Country. The Government apparatus survives, but there is no process to listen to people's voices. Growth is at a standstill. Even though there has been a pronouncement of ceasefire, between the differing Parties, for the second time, constraint of passage in the conflict-affected areas continues. Security concerns and logistic limitations make distribution of basic services, essential commodities, development work or humanitarian aid extremely hopeless. In the conflict-affected regions, there has been stoppage of public services; schools are only just functional and agricultural production hindered, as people have not been able to grow food. However data and statistics do not portray the destitution caused to thousands of families whose occupations have been shattered or interrupted due to the battle, at the centre of which are the children. 

Schools Are The Armed Camps 


Children in the Heart of Battle. Adolescent boys and girls below the age of 18 have been directly or indirectly effected by the insurrection and brutality of war. Survey by human rights foundations confirm that 146 children have been killed during the conflict, hundreds more maimed. For every child killed, three more are either wounded or physically disabled, and many more become psychologically scarred.   It has been estimated that 2,000 children have lost at least one parent and over 4,000 have been displaced from their villages in the conflict-affected areas. Most of the displaced children have migrated either to India or to the larger cities like Kathmandu in search of security and a means of survival. Many of them have landed in the streets or have fallen victims to the worst forms of child labour, like working in brick kilns, stone quarries, carpet factories and working as domestic helps.   Those that have remained behind are faced with the risk of being recruited into the Maoist army. While the Maoists have been accused of using children as combatants, as members of "cultural troupes", and as  informants, there have been reports of both the warring sides using children as guides, couriers, porters. Hundreds of children have been arrested by the State for their alleged "involvement" in the Maoist movement, and illegally detained and placed in detention with adults.   Lack of access to essential services, a problem in a mountainous country like Nepal, has been aggravated by the war. Education has taken the impact of the conflict with children being deprived of their fundamental right to education. Village schools have been used as propaganda camps by both the armed groups, the Royal Nepal Army (RNA) as well as the Maoist. The RNA have taken over many schools and converted them into barracks. Numerous teachers have been forced to seek asylum in the cities to avoid persecution, consequently impeding children's education. 

All Politics By Students


Moreover, political parties other than Maoists and their affiliated organizations have been 'using' schools as soft and defenseless targets in their protest programmes. Schools have been closed and students have been made to attend political rallies.  The present conflict causing "Chaos in the Classroom" needs to be deliberated in a more meaningful and comprehensive manner. Due to the closure of schools by rebel activity and strikes by politicized student unions in Nepal, a UN report says the country - which has one of the highest dropout rates in the world - is not likely to accomplish universal entrée to primary education by 2015. According to the Millennium Development Goals Progress Report 2002, by 2015 only 50 percent of children in Grade 1 are likely to reach Grade 5. At present, a shocking 73 percent of schoolchildren drop out of schools in the Himalayan kingdom.   The Nepalese education system, already wobbling under the Maoist insurgency, appears to be heading for an out-and-out breakdown, with the recent announcement of an indefinite strike by five student unions. Furthermore, thanks to strikes, schools were closed for more than 40 of the 180 academic days in 2003. While in the rural quarter, schools have been hijacked for providing organizational and other party training for the Maoists, in the urban areas, they are tools in the hands of motley student unions that use them to achieve political ends.   Bizarrely, the strikes have nothing to do with academics. "Our agitation will continue till the king corrects his step of regression," vows Guru Raj Ghimire, the president of the Nepal Student Union, a sister organization of the leading Nepali Congress party. The unions have thrown in their lot with political parties who are demanding that Nepal's King Gyanendra restore parliament and form an all-party government. "Not just educational institutions, but the entire country will be brought to a standstill if the regression is not corrected," warns Ghimire.    

Political Battle Field


In the rural hinterland, as well as  the armed forces, the Maoists have unleashed a reign of terror. Under a rebel diktat, schools in Mugu District [Karnali Zone], 400 miles northwest of the capital, have been closed since December 25, 2003. After the underground Maoists' student wing ANNFS[Revolutionary]demanded that their cadres and student leaders be released from government custody, all schools in Bagmati and Narayani Zone were closed from December 17-21, 2003 affecting 500,000 schoolchildren. The Maoists' student wing has already warned of an indefinite strike after February 29, 2004 if the government does not meet their demands. One of their major demands is that the Center reveal the whereabouts of "disappeared" Maoist student leaders. 

No Response To Peace


With the schools in danger of becoming political battlefields, UNICEF and other rights organizations have petitioned for turning education institutions into Zones of Peace. "Since education institutions in the remote areas have become battle grounds for the insurgents and security forces, we are proposing to turn schools into peace zones but we are yet to receive a response from any side," says Mr. Gauri Pradhan, the President of Child Workers in Nepal-Concerned Center, which is working in the cities to protect children's rights.  According to the Ministry of Sports and Education, there are over 35,000 schools, including 20,000 primary (Grades 1-5) ones. By the end of 2002, more than five million students were enrolled in junior  school (Grades 1-10), with three million at the primary level.  If the present alarming security trend continues unchecked it will institute an environment were Nepal's children will be left with no other option other than to grow up as illiterates.  

Psychological Counselling


Additional damaging repercussions In addition to the children in the conflict districts who have been caught up directly in the combat, there are hundreds of others who have been voiceless witnesses to the carnage, or have seen and heard of the violence and destruction in the media. The fragile psychological equilibrium of children during conflict has been disrupted. What a child sees, hears and feels during conflict affects his/her attitudes, relationships, moral values and understanding of society and life itself. To deal with the skirmishes around them, many children embrace rebelliousness and violence as a way of life, consequently bringing about the likelihood of future-armed conflict.  Children, who have been traumatized and psychologically mutilated, suffer from concealed wounds. These festering sufferings are the psychosocial effects of war and are potentially more destructive in the long run than the physical injuries. Children who have seen, or have been a victim of aggression, learn to be aggressive and violent. These defenseless children need urgent psychosocial counseling.  Today I can communicate instantly across the world. However, can I communicate with my fellow brethren who live in my street? We have conquered every distance except one - the distance between human beings. It will not be technology that decides the future of our world, but us, you and I - armed with the only thing more powerful than weapons of destruction, namely, dialogue to equal sharing of power that is real democracy to the nationalities or communities. We have suffered, and inflicted suffering, for too long. The time has come for us to turn enemies into friends.  The present internal colonial conflict has caused unacceptable suffering to children. Throughout Nepal, there are hundreds of children who, because of the present crisis, are denied their right to life, right to safety, right to education. War destroys everything, our schools, our homes, our families, our communities, our bodies and lives, our jobs, our physical and mental health. War destroys the childhood. There are numerous well-documented evidence that - War-affected children are at greater risk to grow into generation of adults more committed to violence than to peace.    

New Sense Of Urgency


As I see it - One of the tragic impacts of the present  conflict in Nepal is the distortion of values - the culture of peace had turned into the culture of war.  All of us peace loving Nepalis in particular Nepali leaders must make strong commitments to our children's well being and, more importantly, follow through on these promises with concrete and immediate actions. It should be apparent to all of us - "Mature Children" that  all power and greed is ultimately short-lived and can never be an excuse for sacrificing children. No one - not the United Nations, not regional organizations, not governments, nor civil society groups has moved quickly enough or done enough. The international community, in all of its manifestations, must adopt a new sense of urgency in view of the fact that - "Investing in children is investing in a more prosperous and stable world."  

Discussion
Gupta:  You mentioned about children working as domestic workers in Nepal. Would you know if this phenomenon is spreading in nearby areas as well?

Kaidi: Of course, you can find this in other areas as well such as in India, Myanmar, Afghanistan and so on. But what is different in Nepal is when because of the conflict of Maoist rebels and the government, the schools are destroyed.  So I am here, to appeal to the international community to compel the government of Nepal to help the children of Nepal.
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Introduction

The present work was designed under the assumption that the teaching of Bioethics to youngsters should preferentially focus    the ethics of human relationships rather than the ethical aspects of techno-scientific advances. This assumption must hold true not only for developing countries with social problems, as Brazil, but also for those technically developed countries having social conflicts. On the other hand, the ten years University experience, of one of us (ESA), on teaching Bioethics, suggests that undergraduate students are more open to learn humanitarian Bioethics than graduate students. Thus, the idea to work out a pedagogical model for teaching Bioethics at school, in addition to investigate how youngsters at ages 8 to 15 years would spontaneously find a way to solve   moral conflicts. The design of the methods should also be able of giving to the teacher an opportunity for talking about bioethical general principles of beneficence, nom-maleficence and justice (2). 

Methods
Two primary schools were selected in the town of Feira de Santana in the State of Bahia, Brazil, following the criteria of being large schools, one public and other private. By visiting these schools the Authors asked the school’s Directors’ consent for carrying out the research work and also for collaborating by choosing school children with some leadership behavior so there would be no inhibitions during the work The Directors kindly brought the children to us in groups of five or six at each time. The children were informed that they were being invited to participate in a teaching playing experience with some University professors. There was a general enthusiastic agreement from the children.

A classroom was reserved by the school’s Director for the experience. In that room there were a low table surrounded by children size chairs. Thus, the children and the three Authors were all seated on similar level and conditions. After a few minutes of mutual presentations, one of us explained how the playing would be: - the children should listen very carefully the story because the end of it will be invented by then.

Story 1 – Once upon a time, in a very small village named Sempre Viva, located away on the hinterland of Bahia State in Brazil, there was a schoolboy named Pedro. Pedro was seen as a rich boy  mainly because he always was the first one to wear new and beautiful clothes brought to him by his father who was a dealer-voyager. The autumn season was at the end, the cold and windy nights were there, and that particular night was the special occasion of a big popular party at the main square of Sempre Viva village. Everyone was very excited about the party, especially Pedro. For him that was the proper occasion for wearing his new coat just brought by his father. The party was happily going on. Every other school child had also dressed his or her better clothes and everyone was truly enjoying that great happening. Pedro was really proud of his new coat praised by everyone. Suddenly Pedro saw a small girl stand by herself watching the party at a distance. Pedro goes to her and asks her name. She answers: Isabelle. Pedro notes that her voice is thin and that she is trembling of cold under her poor dresses. “You are frozen…” “Why don’t you get more clothes?” Asks Pedro. “ I have no other clothes”. Said Isabelle...


At this point, the Teacher interrupts the story and keeps silent for a moment. The children always kept silent as well. Then, the Teacher asks to the group to disperse without leaving the room, for silently complement the story, each one by him (her) self. When ready, each child at a time should come very close to the Teacher and whisper one’s own complementation at the Teacher’s ears. The Teacher takes notes while listening the complementations. After listening all complementations, the children were asked to return to their sits around the table and loudly report each own story complementation. The teacher’s notes assured the fidelity of the complementation. Following all complementation reports the teacher must entrained a discussions pointing the ethics principles of beneficence, nom-maleficence and justice.


This same methodology was used for Stories 2 and 3.

Story 2 – Once upon a time, in a far-way place behind the moon, there was a planet name Lemon. In the Lemon Planet every inhabitant were green-lemon color. There were many scientists in that planet very curious to know how should be the people living in another planet named Terra. Thus, a couple of scientists named Mr. and Mrs. Lima were in a mission to visit the Terra planet and had decided to bring their boy named Citrus in that adventure mission. Citrus was truly happy by this exciting opportunity. After many days traveling across the universe, Citrus finally saw a small bleu planet. The landing was fine and Citrus was allowed by his parents to leave the nave for playing around it. So many new things never seen before fascinated Citrus. Suddenly he head voices... children voices... Looking around he saw a group of children... children of his own size. The children also saw the boy. Citrus body was green. His arms and legs were long and he had two funny anthems on the top of his head. A girl named Amanda did not care for Citrus funny body and rapidly became his friend. Amanda’s friends did not approved this friendship and imposed to her not to come back to see Citrus next day. If Amanda insists in returning for seeing Citrus she would loose their friendship; impose Amanda’s friends.

Story 3- In Sempre Viva village, behind the main streets, there was an open area with a large and beautiful tree. The children usually get together in that area for several types of playing including the swinging from one of the tree branches. Bianca and Vanessa were good friends and used to get together for swinging. However, they both noted that one of the ropes of the swing was about to rupture causing a bad accident. They were leaving the place when noticed that a estrange boy, wearing very poor clothes jumped on the swing and began to swinging himself higher and higher. 

Results


A total of 26 school children aged 8 to 15 years, 50% from a public and 50% from a private schools (Instituto de Educação Gastão Guimarães and Colégio Padre Ovidio, respectively), were studied. The complementations created by the children were consistently directed to solve the moral conflict, and always enriched by others happenings, which make the narratives more attractive. By examining our notes from every narrative we identified the outstanding points of moral relevance. A synthesis of these points from 24 children in respect to Story 1 are in Table 1.

Table 1- Outstanding children’s points from complementations of Story 1.

	Outstanding points
	Children          N=24

	Peter gives his new coat to Isabelle
	17       70.8%

	Peter does not give his new coat but would lend to Isabelle another of his other coats.
	6        25.0%

	Peter do not gives his new coat
	1        4.2%


Main additional comments made by the children about Story 1:

a) Peter will give more care to Isabelle such as taking her to his home for a good bath, food and clean clothes.

b) Peter believes in the importance of helping others especially in the situation of a child in the cold night.

c) Before giving the new coat Peter should go home and get another coat for himself.

d) Isabelle would be so happy by Peter’s donation that would invite him for, together, enjoying the party.

e) Peter would think that giving his the new coat would be an act of kindness to a child, imagining that he could be the one in the place of Isabelle

f) Peter believes that the world would never changes for better if people remain selfish without love, education and understanding.

g) Some others Peter’s friends would also desire to have a new coat and ask Peter’s help. However, Peter would be smart enough to know who really needs his coats.

Twenty-four children composed that group and complemented Story 2. Table 2 summarizes the main results.

Table 2 – Outstanding children points from the complementations of Story 2.

	Outstanding points


	Children    N   %

	Amanda will keep Citrus friendship seeing him next day.
	13   54.2%

	Amanda will keep Citrus friendship in secret, seeing him next day, without telling her friends.
	7   29.2%

	Amanda will not keep Citrus friendship just because he will return to his planet and her will be without friends.
	4    16.6%


Main additional comments made by the children regarding Story 2.

a) Amanda understands that her friends avoid Citrus because he is not like us; he is not beautiful; he is green. It is a mistake to give so much   importance to One’s physical appearance. Citrus was a friend, any way.

b) Amanda should send someone to explains to Cyprus why she could not become his friend. He is different.

c) Amanda understands that if her friends abandon her because of Citrus; her friends are not good friends.

d) It is important to treat the visitors well and to make new friends. Citrus, also, did not care for her being so different from him and accept her friendship, so will do her…

e) Amanda must talk to her friends trying to make then sensible to Citrus loneness over here.

f) Amanda will be glad to leave her friends just because she discovered that they are racist.

g) Citrus would understand Amanda’s conflict and would ask her to prefer her friends in place of him. Amanda would not listen to Citrus suggestion.

h) Amanda will keep Citrus friendship even in the circumstance of being criticized by her friends due to Citrus physical aspect.

i) Amanda should try to convince Citrus that he is different, he is green and from another planet, so she could not be his friend.

Twenty-six children complemented Story 3. All 26 children would tell the estrange and poor boy about the risk of falling down. Only one of the children said that she would tell loudly at a distance, not getting close to the boy. Main comments made by the children regarding Story 3.

a) Vanessa and Bianca would tell the boy because in case of an accident no one would be helping him due his bad clothes.

b) Vanessa, Bianca and the boy would become good friends.

c) Vanessa and Bianca would not be afraid of the boy. Both would be very glad in getting good clothes for him.

d) The boy would become very sad by knowing that he had to stop his swinging up and down.

e) The boy would not believe in the two girls advice understanding that both want to let him out and get the swing only for then.

f) Vanessa and Bianca would conclude that the kind of clothes is not important because is outside, the boy could be a nice boy inside.

Comments

The outstanding point about the method was the great enthusiasm of the children about it. They were always prompt to listen another story plus the suggestion of increasing the group by inviting others children. Thus, from a pedagogical point of view the children enthusiasm is fundamental for learning efficiency.

None child failure to construct the complementation. Curiously, without loosing the main moral point of each story, all complementation were full of creative details.  Thus, the method is also a strong stimulator of creativity.

It became  clear that the moral principle regarding the care for others were already present on the children’s perception. Helping others, specially the poorer ones (Story One), is a general moral value in Brazil. Do not have prejudice against physical appearance (Story Two), is an ambiguous moral principle in Brazil. The great majority of the Brazilian declare themselves as having no racial prejudice; however, admit that the Brazilian, in general, are racist (3). This moral ambiguity became clear in the Story Two complementations, when 29.9% of the children decided to keep a hidden friendship with Citrus. The Authors recognized that if Citrus was a Negro or Indian none children would, theoretically, rejects his friendship. In Brazil, it is not morally good to openly exclude others for being either Negro or Indian. Thus, the construction of a physically different green boy, instead of a black or a yellow one, was a way the Authors found to give a better approach to the moral feeling regarding having friends of different out look. Finally, in Story Three, the description of a poorly dressed boy needing to be informed of a dangerous situation for him, deals with the moral principle of respect for the poor, which is generally recognized as a virtue, in Brazil. The results corroborated this assumption. 

Under the evidence that the children already have  moral conceptions about helping others; respect for the different ones, and praise for the poor, the present results agree with Sheriff’s criticism regarding teaching ethics, once ethics  “is an inherent quality learn as part of a development process of a personality” (4). It was clear that the children knew about the prevalent types of morality in Brazil. However, the main pedagogical point of the method is to create an opportunity for having ethics subject treated as a school’s subject. The children at school are randomly influenced by the moral values of colleagues, teachers and staff. Thus, ethics subjects should not be let entirely drifting at school. Humanitarian moral principles must be passed to children as a school activity.

 On the other hand, if ethics subjects are introduced as a theoretical discipline in the school curriculum, it certainly will be questioned on the “effect of a few hours of classes… on a long life” (5). As a theoretical discipline, ethics may be a weak competitor with the circumstantial moral influences of real life. However, if the ethics topics are treated as something jointly constructed by children and teachers, by means of activities related to the children’s life, given then the opportunity for expressing themselves in a effort to solve moral conflicts, as in the present method, the teaching of ethics may became  contributory to the personality development.

 Thus we conclude that story complementation method seems to be adequate for teaching humanitarian ethics to children. Moral conflicts stories to be complemented and solved by the children stimulates creativity, reveals moral background already acquired and creates an adequate pedagogical opportunity for teaching humanitarian ethics in school. Further applications of the methods, mainly in other cultures, are highly desirable.
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