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Abstract

As veterinary graduates will take up an ethicalhaleenging role, initiatives fostering
reflective thinking and moral development are beingreasingly promoted in the
veterinary curriculum. The aim of this study wasdevelop and validate a structured,
reflective learning tool to promote ethical awarsnén pre-clinical veterinary students.
The Animal Welfare Associated Reflective Exerci#gdMARE) focused on the ethical
content of animal welfare related issues witnedsggre-clinical students during extra
mural study (EMS) placements. The AWARE had fivetisas: demographic information,
animal welfare related event, personal reflectethijcal reflection and round up. Students
were invited to identify, and give details of, dexant incident that had an animal welfare
impact. The AWARE guided students to reflect onirteenotional reaction to the event,
and its ethical basis, with reference to three vesiablished ethical frameworks. A
computer based teaching package was created tonpacy the AWARE. The AWARE
was piloted with 25 first year veterinary undergraig students. Most students reflected on
an experience on a lambing placement and feedlbackthe pilot study was positive with
the majority of students self-reporting that th@ivareness of animal welfare and ethical
issues had improved. Validation of the AWARE wasntttompleted with a full cohort of
first year vet students using a mixed-methods agroQualitative analysis revealed that
students exhibited higher levels of reflection e tAWAREs than they did in the
unstructured reflections previously completed bydsthts following EMS placements.
Ethically relevant text was also significantly ieased in the AWAREs than in the
unstructured reflections. However, completion & &WARE did not improve scores on
standardised measures of ethical sensitivity oral@asoning, two components of moral
development. Following validation, the AWARE wasapted for use in clinical EMS
contexts. Fourth year veterinary students compleitdter the AWARE using a clinical
situation which impacted animal welfare or a madifiversion of the AWARE, the
Reflection on Professional Ethics (ROPE) which &smi on a professional ethical
dilemma. Three different frameworks were utilisedthe ROPE — RCVS’s ten guiding
principles, the bioethical principles and virtudies. Engagement with the AWARE was
similar in clinical and pre-clinical students beifer clinical students left responses blank
and more considered their future actions. Findiings analyses of the ROPESs indicated
that veterinary surgeons struggled to meet all h&irt ethical obligations in difficult
situations, that respect for client autonomy was iméhe majority of cases, and that virtue
ethics was poorly understood by students completiveg exercise. Investigations into
moral reasoning abilities of vet students at vasi@oints in the curriculum were also
carried out, using a well-established measureDidning Issues Test (DIT). First year
students were found to have a wide range of meesaning abilities but their mean scores
were similar to that expected for students of tlegje and stage. The moral reasoning
scores of clinical stage veterinary students weyehigher than those of first year vet
students. Application of the DIT to qualified vetery surgeons also revealed a wide
range of moral reasoning ability, with practisingterinarians scoring no higher than
members of the public and over a quarter relyingharly on a basic form of moral
reasoning, normally reserved for pre-adolescerti@n. These findings raise important
questions regarding the impact of veterinary edacain moral reasoning and concern for
animal welfare and veterinary well-being. Ethicavdlopment is an area where both
undergraduates and qualified veterinarians coutgtfitefrom improved training of ethical
skills. Collectively, the findings show that the AMRE reliably elicits ethically relevant
content, is viewed positively by students and hegemal learning benefits including
improved ability to recognise and reflect on animalfare and ethical issues. The
AWARE now forms part of the veterinary curriculumthe University of Glasgow and is
available to other UK vet schools.



Table of contents

AULNOI'S DECIAratiON....ccvui s e e Il
ot [0V =T o =T 1 1= £ 1]
Y 0111 = (o PP \Y
LISt Of tADIES ... .o e XIi
S 0 0 U = X1V
GloSSsary Of aCIrONYMS ... .ccoiiiiii it e e e XV
Chapter 1 — Literature REVIEW............uuiiiiiies ittt 16
1.1  Ethics and animalS............oiiiiiiiiiii e 17
111 Introduction to animal ethiCS ... 17
1.1.2 Animal ethics frameWOrkS ...........oooiiiiiiii e 19
1.1.3 Evolution of animal Welfare ................eeeeviiiiiiiiiiiiiiiiieieeeeeeeeeeeeeeeeeeeeeeeeee 22

1.2  Ethics and the veterinary profe@SSION...........coouvvviiiiiiiiiiiie e 23
1.2.1 The ethical challenge faced by veterinarians .............cccccevvviieei e, 23
1.2.2 Veterinary @dUCALION............iii e e e e e eeaeees 27
1.2.2.1  Development of veterinary eduCation ...........cccuevveeeiiiiciiiiireee e cesireee e 27

1.2.2.2  Ethics education in veterinary mediCing ..........cccveeeiiiiciiiiiieee e 28

1.3 EthiCS @dUCALION .....ccooiieeecee e 29
1.3.1 Ethics teaching in professional education ..............cccccevvviiiiiii e, 29
1.3.1.1  Common educational philoSOPhIES.........cooi i, 29

1.3.1.2  Perceptions Of €ThICS ........ueiiiiiiiii e 31

1.3.2 Intended pedagogical outcomes of veterinary ethics teaching ................. 31
1.3.3 Moral DEVEIOPMENT.........eiiiieiiiieiieiee ettt 33
1.3.3.1  Stages of moral reasoning development..........cccccceoviiciiiiieee e 34

1.34 Assessing moral developmeNnt ...........ucoiiiii i 36
1.3.4.1  Assessing ethical SENSIIVILY ........ccuuuiiiiiiiii e 36

1.3.4.2  ASSESSING MOTal FEASONING ..eeeeeiiiiiiieiiee e e e e ecitie e e e e s s st re e e e e e s e snnreeeeeeeessenenneees 37

1.35 Educational approaches to ethics teaching...........ccccvvvviiiiiiiiiciiccei, 38
1.3.5.1  Educational approaches that aim to improve general ethical development....... 38

1.3.5.2  Educational approaches that aim to improve ethical sensitivity ......................... 41

1.3.5.3  Educational approaches that aim to improve moral reasoning ................cccuvvu... 43

1.4  Teaching approaches that encourage lifelong learning .............c............ 49
14.1 RETFIECHION ...ttt eaeeeeeenaes 50
1.4.2 Experiential I8arning ........oooo oo 52
1.4.2.1  Pre-clinical Extra Mural StUAY ..........coevieeiiiiiiiiiiice e ee e 53

1.4.2.2  Computer Assisted LEArNIiNG .......ccvvveivieeiiiiiiiieee e e s s ssieeer e e e e s e ee e e e e e s 55

08 T {1 57

1.6 THESIS OULIING .o, 58



Chapter 2 - Moral reasoning development in veterina  ry students ................. 61
22500 R [ 10T [ i1 o] o PP 61
2.2  Choosing a suitable moral reasoning Measure............cccccceeeeeeeeeeeeeeeennns 63

2.2.1 ATMS 70
P22 RN Y/ =Y i ToTo (o] oo V2RSSR 71
23.1 Test allocation and adminiStration.............coooveeiiiiii, 71
2.3.1.1  EXPEIMENT L.ttt e ettt e e e e e et e e e e e e e e annbnreeeeaaaaeaann 71
2.3.1.2  EXPEIMENT 2. .iiiieieiie e e ittt e e e e e sttt e e e e e e sttt e e e e e e e ssntateeeeeaeeesnnrarnneeaeeeeaanns 71

2 T G T {0 1= T4 10 1= o1 A PSSO PRER 72
2.3.2 Data NANAIING .....eeeeeeiieiieeeeeee e 72

P2 T R I | =Yoo 1o SRR 72
2.3.2.2  SRM=SF SCOMNQ. . ttttttieeiiiiitiiiteee e e iisitte e e e e e e s sssrreeeaaeesssntataereaaesssnsrnrereeeeeessanns 75
2.3.3 StatistiCal ANAIYSIS ......iiiiee e 76
2.4 RESUILS. ..ttt a e e e aeanaa 78
241 EXPEIMENT L ..ottt nnnnnne 78
2.4.1.1  DIT - Demographic information .............cuvveeeiiiiiiiiiieie e 78
2.41.2  DIT =P aNnd N2 SCOMES ...cccoiuuiiieiiiiiiie ittt ettt ettt ettt et ee e s nsreaesnneeeesnneeeas 79
2.4.1.3  DIT - TYPE INAICALOIS ...coiiiiiieeieie ettt e et e e e e e e eeaeaaaeaanns 81
2.4.1.4  SRM-SF — Demographic information.............oooouiiiiiiiioiiiiicee e 82
2.4.1.5  SRIM-SF SCOIES ...otiiiiiiiiiiiiittiit ettt e e e e e st e e e s e s e e e e e eeeeaaaa 83
2.4.2 o 0= 11 0= | 84
2.4.2.1  Demographic iNfOrMatioN.............ooi i 84
N - 1 [0 [N DA oo ] £ SRR 85
2.4.2.3  TYPE INAICALOIS ...uvvveiiieeeiiiciiiiie et e e et e e e e e e s e e e e e e s st e e e e e e s e snnnbnreeeeaeeaeaanns 86
243 EXPEIIMENT 3 ..ottt nnnnnne 87
2.4.3.1  Demographic iNfOrMation.............cooiiiiiiiiiiee e e 87
2.4.3.2 P AnU N2 SCOTES ...ueiiiiiiiiie ittt ee sttt ettt sttt e e sttt e e s bbb e e e snt e e e e snaaeeeesnneeeas 88
2.4.3.3  TYPE INAICALOIS ....eeeeiiiieeiiiieeie et e ettt e e e e et e e e e e e e ennbeeeeeaaaaaeaanns 89
244 IMpact of CUITICUIUM ... 90
2.4.4.1  Stage in CUIMTICUIUM ....ooeiiiiiieie et e e e e e st e e e e s e snre e e e e aeeeeaaans 90

P2 T B 1o U 1= (o USRS 91
251 Pilot of moral reasoning MEASUIES...........ccevvuuiiiieeeeeeeeiee e 91
252 Moral reasoning levels on entry to veterinary education in the UK............ 92
253 Moral reasoning level in first year of clinical study ...............ccoovvviviinnnn. 94
254 CUITiCUIAr €ffECES .....eeei e 96
2.6 CONCIUSION ... .ottt e e e e e e e e ettt e e e e e aeeeeenens 98

Chapter 3 — Development of the Animal Welfare Assoc  iated Reflective
EXErciSe (AWARE) ... oo e 100

3.1 INEFOTUGCTION . . 100



3.1.1 Independent learning approaches...........ocooveiiiiiiiee e 100
3.1.2 Impact of Extra Mural Study.............ceeiiiiiiiiiiee e 101
3.1.3 Using reflection in teaching..........cccooovieeiiiiiiiii e 102
3.14 Significant Event ANalySiS..........uiiiiiiiiiieeiee e 103
3.15 Models Of refleCtioN...........uviiiiiiiiiiiiiiiiei e 105
3.1.6 Rationale and ODJECHIVES.........coouueiiiiie e 105
3.2  Developing a novel reflective learning tool ............ccoooviiiiiiiiiniieiiiiieeinns 107
3.21 Development and trial of the AWARE ...........ccoiiiiiiiiiii e 107
3.2.1.1  Creating the ProtOtYPE ..oceeei it e e e e e a s 107
3.2.1.2  Recruitment and preparatory teaching ..........ccccoooiiiiiiiiiiiiiii e, 110
3.2.2 StUdeNnt eVAIUALION ... 111
3.221 o Tt U Lo | {0 U] o PP 111
3.2.2.2  Online feedback SUIVEY ...........uuiiiiiiiiiie e 111
3.2.3 INCident CategoriSAtION ..........oee it e e 112
3.24 QuAlItatiVE ANAIYSIS.. ..o iieeeieeeeeice e 112

R T o N |V o = 1 == E{o ] 1 T [PPSO 113
3.25 0= (==Y ST 113
3.3 Results Of PIllOt STUAY.....ccceeeeiiieeeicce e e e e eeeaees 114
3.3.1 Demographic information.............ccooooieeiiiiiiiic e 114
3.3.2 Overview Of Pilot STUAY.........uuuuuuiiiiiiiiii e 115
3.3.3 Qualitative ANAIYSIS .....ooieeeieeeece e 116
3.34 MOT@Al FEASONING ...ttt ee e e e e e e e eeeees 119
3.35 StUAENt EVAIUATION ... .uuiiiiiiiiiiiiiiiiii e 119
3.351 FOCUS QrOUP ..o 119
3.3.5.2  Online feedback SUIVEY ...........uuiiiiiiiiiei e 120

3.4 DISCUSSION ...ttt ettt e e e ettt e e e e e e e e e e e e ttba e e e e e aaeeeenees 122
3.4.1 Identifying animal welfare associated incidents on PC-EMS ................... 122
3.4.2 Structuring the reflection............ccccooviiiiiii 124
3.4.3 Individual sections and PromMpPtS.........coovv oo 124
3.4.4 StUAENt EVAIUATION .......uuiiiiiiiiiiiiiiiii e 126
3.45 Procedural challenges ........cooooiiiiiiiii e 127
3.5 Refinement of the AWARE ... 128
3.5.1 Modifications as a result of the pilot study and expert review.................. 128
3.5.2 Creating a computer assisted learning package ..........cccoooeveeivveiiiiiennnnn. 131
3.6 CONCIUSION...ccoiiiiiiieee e 131
Chapter 4 — Validation of the AWARE ...........ccccc. oo 133
N [ 011 {0 Lo [V [ 1 o ] o FS PSR UUTRRPPRRPIN 133
4.1.1 QuAlItatiVe ANAIYSIS......iiieeeiieeeeie e 133
4.1.2 Measuring refleCtion ..o 135

41.3 Measuring ethical development ..............oevveeiiiiiiiiiiiiiieeeeeeeeeeeeeeeeeeeeee 139



414 (@ o] =01 1A= 139
4.2 MEENOAS. .. e a e eeeaae 140
42.1 (D= 1= W ot0] | [T o 1 o] o [T 140
42.1.1 AW ARE ... e e 140
4.2.1.2  StUdent @VAIUALION ......cccoiiiiieiiiiie ettt ee e 141
4.2.1.3 Unstructured refleCtionS...... ... 141
4.2.2 Quantitative analySiS. .......coivieiiiiiiii e 142
4221  AWARE OVEIVIEW ....cooiiiiieieeeeeeeeeeeeeee 142
4.2.2.2 Engagement with the AWARE ... 143
4.2.2.3  Assessing ethical SENSItIVILY ..........eeiiiiiiiii e 144
4.2.2.4  AsSesSINg MOral FEASONING ....ccccuvvreeieeeeiiiiiiireee e e e s sestae e e e e e e s s srnrreereaeessenenaeees 146
42.3 QuAlItatiVe ANaAIYSIS.....cciieeeiieeeiiiee e 146
4.2.3.1  ASSESSING FEfleCHION .. ..uuiiiiiie e 147
4.2.3.2  Caoding of ethically relevant reflective nodes ...........ccccovvveveeiiiiciien e, 151

A3 RESUIS. ... e aaeaa 153
43.1 Student demographiCs.........coovuviiiiiieiee e 153
4.3.2 Overview of the two types of reflective report..........cccccceeee i, 155
4.3.2.1 AW ARE ...t 155
4.3.2.2 Unstructured refleCtionS.........ooueiii i 157
4.3.3 Engagement with the AWARE ... 157
4.3.4 General levels of reflection ... 158
4.3.4.1  Highest levels of reflection attained..............ccccce e, 158
4.3.5 Ethically relevant NOAES...........ouvieiiiiiiiiiiieeeeeeeeeee e 159
4.3.6 Ethical SENSILIVILY ..oeeveviiii i e 161
4.3.7 MOT@Al FEASONING ...ttt e e e e e e eeeeeeeees 162
4.3.8 Student evaluation of the AWARE ...........cccoiii 164
N B 1T ol U 111 (o] o [PPSR UTRPPURPIN: 165
4.4.1 General fINAdINGS ....vvveeii e 165
4.4.2 Use of significant event analySiS..........coooeiuiiiiiiiieiiieec e 166
4.4.3 =y To = Vo 1T o 1= o | S 167
444 General levels of reflection ... 169
445 Ethically relevant CoONtent..............ccooiiiie i e 171
4.4.6 Ethical SENSILIVILY ..ceevvviiii i 174
447 YT = LI == 1<) o1 o 176
A5 CONCIUSION... oottt e e e et e e e e e e e eeeenee 178
Chapter 5 — Further applications of the AWARE...... ... 179
Part 1 — WEAVE ... e 179
5.1 INOAUCTION ..o 179
5.2 METNOUS. ... a e 181

53 R SUIES . ..o 183



5.4 DISCUSSION ... 185
Part 2 — Adapting the AWARE for clinical contexts..  .....coiiiiiiiiiiiiiieeiiin, 187
5.5  INOAUCTION.....coiiiiiiiie e 187
5.6  Methods: Testing new applications of the concept of ethical reflection 190
5.6.1 Modification of the AWARE for use in clinical EMS................covvvviiiiennnee. 190
5.6.2 Development of a reflective tool for professional ethics ...........cccccccce.... 190
5.6.3 Pilot of clinical €thiCS tOOIS ...........cviiiiiiiiiiiiiiiiieieeeeeeeeeeeeeeeeeee e 192
LT 0 A AV o F= 1| V2= L ST P TR USTPPI 193

5.7  RESUIS..cooi i 194
5.7.1 CliNical AWARE ...... ..ot e e e 194

L A0 S R © Y= V= PRSPPI 194
5.7.1.2  Levels of ENgagement .......cooouiiiiiiiiii e 195
5.7.1.3 [ gL ] 1T ISP EURPR 196
5.7.2 ROPE ...t e e e e e e e e 197
5.7.2.1  RESUILS OVEIVIEW. .. .uiiiiiiiiieiiiiie ettt ettt et e et e e e et e e e s et e e e e aneee 197
5.7.2.2  RCVS’s ten guiding PrinCiples ......c.uviiiiiiii it 198
5.7.2.3  Bioethical PriNCIPIES ......ccooi i 199
5.7.2.4  VIRUE €TNICS .eoeiiiie e e 201
5.7.3 Student feedDACK...........uuiiiiiiiii 202
5.8 DISCUSSION ... 202
5.8.1 CliNICAl AWARES ......uuiiiiiiiiiiiiiiiii e 202
5.8.2 ROPE ...t e e e e e e e 205
5.8.2.1  RCVS’s ten guiding PrinCiples ......cuuviiiiiiei it 205
5.8.2.2  Bioethical PriNCIPIES .....ccoooii i 206
5.8.2.3  VIMUE €NICS .eoeieeeee e 207

5.9 CONCIUSIONS ... ..ottt e e e e e e ettt e e e e e e e eeeeenes 208
Chapter 6 - Moral reasoning in veterinary SUrgeonS.  ....ccooeereerveeeiiiiininneeeennn 209
6.1 INrOAUCTION ... s 209
6.2 MEINOAS......eeiee e 210
6.2.1 Test allocation and adminiStration.............coooeeeviiii 210
6.2.2 StatistiCal aNAIYSIS ......iiieee e 211
6.3 RESUIS. . 212
6.3.1 DemographiC iNfOrMatION...........eeveeiieieiiiieeeeeeeee e 212
6.3.2 P QN0 N2 SCOIES ....ciiiiiiiiiiiiiiiieiee ettt e et et eeeeeeeeeeees 212
6.3.3 TYPE INAICALOIS ... 213
G B 1 ox U 1] o] [PPSR 215

6.5 CONCIUSION .. e e 218



Chapter 7 — General diSCUSSION .......ciiiiiiiiiiiis cieeeeeeeeeeeee e e e e et e e 220
7.1  Use of a novel, reflective approach...........ccccovvvvviiiiiiii i 222
7.1.1 Is reflection a learning method suited to veterinary students?................. 222
7.1.2 Inclusion of ethical frameworks...........cccooiiiiiii 223
7.1.3 ASSESSIMIENT ...ttt e e e e 226
7.1.4 Moral reasoning versus ethically relevant content.................ccceeviennn. 227
7.1.5 Lack of improvement on ethical development measures...........c...ccce...... 230
7.2  Moral reasoning abilities in veterinary mediCing ...........ccccccvvvviiieeeeeeen. 232
7.3 Study lIMItatioNS ......ceeveiiiiiee e 234
7.3.1 Limitations of standardised MeaSsUres...............uuuvveieieiiiieiiieeiiiieeeeeeeeeeee 234
7.3.2 StUAENt MOLIVALION .....eiiie e 235
7.3.3 Sample sizes and statistical limitations ..............ccceevvviieei e, 235
7.3.4 QuAlItatiVe @NAIYSIS........uueiiiiiiiiiiiii e 237
7.4  Conclusions and recommendations for improving ethical development in

veterinary medicine

7.4.1
7.4.2

7.4.3

List of References

Appendices..
Appendix Al:
Appendix A2:
Appendix A3:
Appendix A4:
Appendix B1:
Appendix B2:
Appendix B3:
Appendix B4:
Appendix B5:
Appendix B6:
Appendix B7:
Appendix B8:

Appendix B9:
Appendix C1:
Appendix C2:
Appendix C3:

Introducing ethics teaching at an early stage

Development of Continuing Professional Development in veterinary ethics
239

Development of veterinary measures of moral development................... 240
............................................................................................. 242
...................................................................................................... 270
3-story Defining Issues Test - L......  coiiiiiiiiieeeeeeee e 270
Sociomoral Reflection Measure — Short Form ..o, 271
Defining ISSUES TSt - 2.iviiiiiiiiis i 275
Example of a scored SRM-SF test protoc ~ Ol.....ccoooeeevvvveiivnnnnnn. 282
Prototype of the AWARE ........cciiis oo 283
Worked examples of the AWARE .......... i 287
AWARE online feedback survey (2010) ...  .ooreiiiiiiieeeeeeeeeeeenns 291
Categorisation of sheep welfare issues  .......cccooeiviiviiiiieeevennnnn, 295
Categorisation of cattle welfare issue S 296
Categorisation of equine welfare issue S ettt 297
Example of an AWARE where the student engaged well ...... 298
Example of an AWARE where the student did not engage well
....................................................................................................... 301
Final version of the AWARE............ i 303
Online feedback survey (2011) .........  cooeeeeeeeiieeee e 307
Vignette used iN Pre-TESS ....cccoiiitt i 310
Categorisation for TESS.......cccciies i 311



Xl

Appendix C4: Classification of incidents impacting animal welfare (2011).312

Appendix D1: WEAVE and AWARE 10QOS ......cccuciiies coeieeeeeeeeeiiiiee e 313
Appendix D2: WEAVE WEICOME SCrEEN .....cccvvvviiiiis vieeeeeeeeeeeeeieiinn e e e e e e aeeennenns 314
Appendix D3: WEAVE online feedback survey (2012)...  .oooiiiiiiiieeeeeeeeeiinns 315

Appendix D4: Reflection on Professional Ethics (ROP E)eeeiii 318



Xl

List of tables

Table 1.1: Moral values afforded t0 @aniMalS . eevveeeeiiiiiiiiee e 19
Table 1.2: Four Component Model Of MOFality ..o .cceeeeeiieiieeeiiiiiiiiiiiee e e eeeeeeen. 34
Table 1.3: Kohlberg'’s six stages of cognitive malevelopment...............ccoevvvviiiinnnns 5.3
Table 2.1: Tests considered for measuring MOIrBIOMAJ...............uuurrrmmniirereeeeeeees o 64
Table 2.2: Characteristics of six moral developnests and a summary of their strengths
AN WEBKNESSES .....uttviiiiiiiiiieiieeeeee s mmmmmmm 111 s e s st bbb bt e e ettt et e e e e e e aeseaassbbaaeseseeeeeaaeeeeas 67
Table 2.3: The nine positions in Perry’s (1970)&uk of Intellectual and Ethical
D=V (o] o .41 o | P 69
Table 2.4: Reliability checks and their purge crédor the Defining Issues Test............. 73
Table 2.5: Categorisation of TYPe INAICALONS wmwurvvvnneieeeeeeeeeieeiieeeiiiiii s 74
Table 2.6: Global Stages in the Sociomoral Reftecieasure — Short Form.................. 76
Table 2.7: Proportional representation of demograjptiormation of first year veterinary
students that completed the 3-story DIT beforeadtet EMS..............ooovviiiiiiiiiiinnnnne 79
Table 2.8: Proportional representation of demograjptiormation of first year veterinary
students that completed the SRM-SF before andBMES ...............cccoooeeiiiiiiiiiinenn, 83.
Table 2.9: Percentage of students assigned toGlatial Stage on thSociomoral
Reflection Measure-Short FOrm (SRM-SF)......ccu oo 84
Table 2.10: Proportional representation of demdgamformation of first year veterinary
students from cohort 2 that completed the DIT-2..........cciiiiiiiiiiiiiiiieeees 85
Table 2.11: Proportional representation of demdgamformation of veterinary students
in cohort 3 that completed the DIT-2......ccoo e 88
Table 3.1: Proposed alignment of stages in Kolk{seeiential learning cycle with

AWARE SECHONS ....ceiiiiiiiiiiiiieaas e e e+ttt eteeettbb e s e s e e e e e e e e e e eeeeeeenaaeeeeeeessnnennnnns 110

Table 3.2: Definitions of nodes representing siagsolb’s experiential learning cycle.113
Table 3.3: Demographic information on students siidimitted AWARES during the pilot

5] (11 V2RSSR 115
Table 3.4: Classification of incidents impactingraal welfare reported on in the
AWARES ..ottt a e e as 116
Table 3.5: Presence and coverage within the AWA&Eesch stage of Kolb’s experiential
== 1T o T3V o = TS 117
Table 3.6: Refinements to the AWARE and associtgadhing following the pilot study
AN EXPEIT TEVIBW ..vvuiiiiie i e e e e e e e e e e ettt s s e e e e e e e e e e e eeeeeeeeessass s e e eaaeaaaaees 130
Table 4.1: Synopsis of previously published scideassessing levels of reflection in

L 1= TN €= oo ] £ PP PP 138

Table 4.2: Marking scheme used to assess levelsg#gement with the AWARE........ 144
Table 4.3: Assessment scale used to evaluateubks lef reflection in post-EMS reports

.................................................................................................................................. 150
Table 4.4: Definitions of ethically relevant nodes...............ccccveiiiiiiiiieeciiieeeieeeee, 152
Table 4.5: Demographic information of first yeatarenary students that submitted
AWARES or unstructured refleCtionsS ............ceeeeiiiiiiiiiiiiieee e 154
Table 4.6: Students’ understanding of animal ethiBEIReWorks ............ccceeeeiiieeieeeeenennn. 156
Table 4.7: Percentage of the AWARESs and the unsired reflections containing various
key elements of ethical reflection ..o e, 161
Table 4.8: Percentage of students who provideeeet lone response in the given
categories on the pre and POSt-TESSS......cooereeiiiiiiiiiiie e eeeeeeeeeene e 162

Table 5.1: The ten guiding principles from the RG3/Suide to Professional Conduct.189
Table 5.2: Proportions of fourth year veterinanydeints engaging to different levels on the
clinical AWARE with illustrative eXamplesS ... 196



Xl

Table 5.3: Percentage of fourth year veterinargestis reporting whether each bioethical
principle had been fulfilled in relation to an el incident withessed during clinical EMS

Table 5.4: Percentage of fourth year veterinargestis that understood the concept of
each of the bioethical PrinCIPIES......... e e 201
Table 6.1: Percentage of practising veterinarianagdemic veterinarians and members of
the public displaying particular Types in respottsthe Defining Issues Test................ 215
Table 7.1: Comparison between reflective contethefAWARESs and Kohlbergian moral
(== 1510 11 8o TN L= =] 228
Table 7.2: Comparison of mean P scores on the DdTv2&terinary students and qualified
(VL= =] 1 = = 1 PP PUPPP 232



XV

List of figures

Figure 1.1: Kolb’s (1984) experiential learning yC..........cccoooeeiiiiiiiiiiiiiiiiee 53
Figure 2.1: Mean DIT scores (+/- standard errassbhort 1 on the pre-EMS DIT and
POST-EMS DT .. et e ettt e e e et e e enme e e e e eenaa e e e e 80
Figure 2.2: Proportion of students in cohort 1 gssd to each Type (1-7) and each level of
moral reasoning on a) the pre-EMS DIT and b) th&BMMS DIT.........cciiiiiiiiiniiiiiinneee. 82
Figure 2.3: Mean DIT scores (+/- standard errorcfihort 2 on the pre-DIT................... 86
Figure 2.4: Proportion of students in cohort 2@®sd to each Type Indicator and each
level of MOral rEASONING..........veiiiiiiitceeeee et e e e e e e e e e e e e e e ee e n————errannnr e eeeas 87
Figure 2.5: Mean DIT scores (+/- standard erravs¥durth and fifth year students......... 89
Figure 2.6: Proportion of students assigned eagte Tiydicator and each level of moral
reasoning in a) fourth year and b) fifth Year ... 90
Figure 2.7: Mean P and N2 scores (+ standard @robtudents at different stages of the
Veterinary CUMTICUIUM ..o e e e e e eee e ee e b s 91
Figure 3.1: Student responses from an online fexddbarvey on the pre-EMS introductory
TEACNING SESSION ... e et e ettt b e s 120

Figure 3.2: Student responses to an online sursiep@whether reflecting on an incident
that impacted animal welfare prompted them to tmdee about animal welfare issues,
the pressures on farmers and their feelings abeuntident ................cccoeeevviiiiivii 121
Figure 3.3: Student responses from an online suagking what effect the AWARE had
on their ability to recognise animal welfare anliiedl issues, to reflect on their

experiences and to respect Others VIEWPOINTS . o veeveeveririiiiiiiaieee e eeeeeeeeeeeeeee 122
Figure 4.1: Highest level of reflection attaineddtydents completing either the AWARE
or an unstructured refleCtion ... 158
Figure 4.2: Median percentage content of each lefvedflection in structured (AWARES)
and unstructured POSt-EMS FEPOITS...... ..ot 159
Figure 4.3: Median percentage content of ethiaalgvant reflective nodes in two types of
=T oI €= 1 (ST U o IR 160
Figure 4.4: Pre and post mean DIT scores for yestr students who completed an

AWV AR .o e e e e ea 162
Figure 4.5: Levels of moral reasoning that are pneidant in first year veterinary students
who completed an AWARE ... 163
Figure 5.1: Screen shot of video of sheep behavised in the Partnerships for EMS CAL
Q12101 = T [ SRR PUPPPPPPRRRPN 182
Figure 5.2: Student feedback responses on the inopdite AWARE in 2011 and 2012
FIFST YRAI CONOITS.....eeiiiiiitiee et ettt s e e eeee e e s s e e e e e e e e e e eeeeeennnnes 184
Figure 5.3:

Figure 5.4: Emotions chosen by students to inditage feelings while completing

ClINICAI AWARES ...ttt e e e e e e e ettt e e e e e e e e e e e e e s e e e nannes 197
Figure 5.5 Number of veterinarians perceived bytfoyear veterinary students to have
fulfilled or contravened each RCVS guiding prineipl............ooovvveviiiiiiiiiiieeeeee e 199
Figure 5.6: Frequencies of virtues considered loytfoyear veterinary students to have
been displayed by or absent in the consulting WeBan...............c.ccoevvvvvvviiciiisiees 202
Figure 6.1: Mean P and N2 scores for practisingrugdrians, academic veterinarians and
Members Of the PUDIIC ... s 212

Figure 7.1: Type indicators before and after cotnmpdethe AWARE for low scoring
S (010 [T 0 RS USPRPPPPT 229



XV

Glossary of acronyms

ADA
AWARE
CAL
CDA
CLIVE
CPD
CTA
DEFRA
DEST
DIT
EHCSI
EMS
ERI
ERT

GS

LEP

MJI

MJIT
PBL
PC-EMS
PIE
QBA
RCVS
ROPE
SEA
SEERAD
SMRs
SRMS
SRM (SRM-SF)
TESS
VLE
WEAVE

Affective Developmental Approach

Animal Welfare Associated Reflective Exercis
Computer Assisted Learning

Cognitive Developmental Approach
Computer-Aided Learning in Veterinary Edtioa
Continuing Professional Development

Cultural Transmission Approach

Department of the Environment, Fisheries Bndal Affairs
Dental Ethical Sensitivity Test

Defining Issues Test

Ethics and Health Care Survey Instrument

Extra Mural Study

Ethical Reasoning Inventory

Ethical Reasoning Test

Global Stage

Learning Environment Preference Questionnaire
Moral Judgement Interview

Moral Judgement Test

Problem Based Learning

Pre-clinical Extra Mural Study

Partnerships in EMS

Qualitative Behaviour Assessment

Royal College of Veterinary Surgeons

Reflection on Professional Ethics

Significant Event Analysis

ScottisliExecutive Environment and Rural Affairs Department
Spontaneous Moral Reactions

Sociomoral Reflection Maturity Score
Sociomoral Reflection Measure (and Short Form)
Test for Ethical Sensitivity in Science

Virtual Learning Environment

Welfare and Ethics Awareness via Experience



16

Chapter 1 — Literature Review

The first section (Section 1.1) outlines the relaship between ethics and animals and
how this has evolved over time, as well as progdam overview of prominent ethical
theories that define our duties to animals. Thet rs&ction (Section 1.2) describes the
ethical challenges faced by veterinarians and gaweesverview of ethics education within
veterinary curricula. The third section (Sectiod)1laims to provide a comprehensive
synopsis of the literature available on ethics atioo in professional courses. The paucity
of literature specific to veterinary medicine resdlin additional literature being sourced
from the medical and allied health professionBis section outlines the goals of ethics
teaching within professional degree courses whilghlighting the importance of ethics
teaching in veterinary medicine; gives an overvaveognitive moral development, what
it is and how it is measured; and then providescatianalysis of some of the approaches
that have been used in an attempt to improve ma&lelopment within the
aforementioned professions. The fourth sectiont{@ed.4) reviews independent teaching
approaches with a view to applying them to ethasgcation within veterinary medicine.
Sections 1.5 and 1.6 outline the aims of this thasd the approaches adopted.

Given the lack of consistency in the usage of waricelevant terms in the literature, it is
importantto provide clarification on usage of terms in tthigsis. Throughout, the words
moral and ethical are used interchangeably. Strisfpeaking, morals are personal
character and ethics are the social system in wkhdse morals are applied (The
Chambers Dictionary, 2003kthics relate to a society whereas morality reldtesn
individual person. Ethics would be used to desctiteeway that veterinary professionals
should behave (veterinary ethics) whereas moralddMoe used to describe an individual
veterinarian’s beliefs on the way one should litaving said that, although ethics
normally relates to the conduct of a group it ckso de used to refer to moral principles of
a person (one’s ethics), highlighting the overtegtween the terms. Although within this
study, components of moral development are invat&d) in individuals, the aim is to
apply the results to veterinary students in gensuggesting that ethical development may
be a more appropriate term.
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1.1 Ethics and animals

1.1.1 Introduction to animal ethics

Ethics can be described as a set of principles that gokiem people ought to behave
(Rollin, 2006) and actions that are considered fhorgght or wrong. Personal ethics,
which are the individual choices governing views rgfht and wrong, are heavily
influenced by culture and religion (e.g. whetheu yaelieve it is ethically justifiable for a
doctor to help a terminally ill patient to die).rBenal ethics are usually borne out of a
concern for someone or something else’s interexisttais in turn links to the interests of
society and social ethics. Those parties whosergsite are impacted (or potentially
impacted) by a given situation are known as affégiarties. Social ethics are usually
widely agreed rules that form the basis of lawg, Bumans should not kill each other. It
can be argued that everyone in society benefita fitese rules and these common values
help to hold society together. Professional pedylee additional ethical duties that are
specific to their profession, reflecting the spbsiasituations they encounter as a member
of that profession. Their behaviour in these situet is guided by professional ethics, e.g.

a doctor keeping patient information confidential.

Animal ethics extends across all three of theseailosnin some form or another: personal
views in relation to animals can lead to a persaineating meat for example; some actions
towards animals are prevented by law so are pasdoofal ethics; and in the case of
scientists and veterinary surgeons, ethical treatrmeanimals is part of their professional
role. Although veterinary actions involve more thast animal ethics, animal ethics and
welfare are at the centre of veterinary wdgthics and animal welfare are ‘inextricably
linked’ (Tannenbaum, 1991). Although the study oinzal welfare is science-based, the
concept of animal welfare is ‘value laden’, in thathave concern for animal welfare
automatically assumes that animals matter, andaweelbf animals is dependent on
humans’ views of morally acceptable care. Intere§@nimals are paramount in questions

of animal welfare and most often for the animas tilkito avoid pain or suffering.

Aside from actions that are illegal, people (emgaaimal’s owner or keeper) control what
happens to animals and the consequences for theakbare dependent on the person’s
view towards animals. People’s attitudes towardmals differ depending on 1) whether
they believe animals are sentiemd therefore should be afforded moral status ifsere

is the capacity to have feelings and thereforedable to suffer), 2) what they believe
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their duties towards animals are (e.g. should thagcinate their dog against life-

threatening illnesses) and 3) what actions towdhdsn are acceptable (e.g. whether
veterinarians should tail-dock puppies). Affordiagimals moral status means that they
should be given protection and that they can benged by immoral actions (such as those
that result in unnecessary suffering). There a rarebtheories on moral status which are
founded on properties of the being in question (Beamp & Childress, 2009). The theory
of sentience is the only moral status theory wifeo&-human) animals are afforded moral
status. Others are based on properties which amidoahot have, for example, they are not
human, and they do not have moral agency (are amtapf making judgements about
morality), or that have yet to be proven, for exémpvhether they have cognitive

capacities such as rationality, self-conscious aness and purpose of action.

Positions on what duties one has or what actioasaeceptable are influenced by cultural
attitudesand religious beliefs. Religion has had a powarftibence on people’s views of
animals’ moral worth. Biblical doctrine and clasdiGreek philosophers such as Aristotle
assert that humans are superior to animals andhthaials are resources that are available
for human use. Aristotle’s reasoning for this whattanimals had sense perception but
lacked reason (DeGrazia, 2002). Similarly, Judagmd Islam concur that humans are
more important than animals, but their religiougpgares do mention that animals’ pain
should be minimised (Judaism) and cruelty to amsnmalforbidden (Islam). However, in

practice this has done little to protect animals.

One way of classifying moral status of animalisise a sliding scale that rates animals as
more or less important based on their expected lefveognitive ability and sentience,
with higher sentience conferring higher moral ssgBeauchamp & Childress, 2009). This
method could be considered scientifically legitiemalhe socio-zoological scale is an
example of a cultural influence where the morahdiiag of animals (in Western society) is
rated using unscientific reasons such as how clgsebple identify with the individual
animal, how useful the animal is, how cute and buddis, or how harmful it can be.
Although based on unsound reasoning it is a comynasegd way of assigning moral value
to animals in everyday society. Relationships whil animal can also influence the value
afforded to them; whether they have instrumentdlievahrough their use to humans or
whether they have intrinsic value, in that theiffeing matters (Table 1.1). This is
complicated further when the same species of antaalbe given different moral status
dependent on context (e.g. most dogs in the UKpate and are often seen as part of the

family (intrinsic value) but a large number aredigeresearch (instrumental value)).
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Moral status |Resulting duties Reasoning

None None Morality is human centric and non-human animals do not

have rights or moral status.

Instrumental | Indirect An animal’s value arises through its value to humans, for

example in research or in farming.

Intrinsic Direct It matters if an animal suffers and it is our duty to try to

prevent this.

Table 1.1: Moral values afforded to animals

1.1.2 Animal ethics frameworks

One of the first philosophers to consider the mamévance of animals was Rene
Descartes (1596-1650). Descartes believed thamthd and body were separate entities,
and that only humans had both (Pompe, 2005a). Allpojinterpretation of his theory is
that ‘animals are machines’ and thus cannot feéh. pimmanuel Kant (1724-1804)
disagreed with Descartes assertion that animalsdatifeel pain but still did not grant them
moral status. Kant’'s philosophy was that there vgar@e things one should never do and
that one should act out of a sense of duty (Waob,2004). This resulted in a rules-based
ethical framework (deontology), and these rulesterofknown as the categorical
imperative, should be applicable universally (Rsbim & Garratt, 1997). Although Kant
did not apply his theory to animals, his framewisrkhe basis of modern day animal rights
theory At the same time, there was opposition to Kantsma. Jeremy Bentham (1748-
1832) made the argument that rationality alone khoat determine whether moral status
should be granted as not all humans are rationgl babies). He believed that the ability
to feel should be the basis of moral status (Aromgjr& Botzler, 2003), notably stating
“the question is not, ‘Can they reason?’ nor, ‘Cdmeyt talk?’ but rather, ‘Can they
suffer?’ (Bentham, 1789). Bentham subsequently argued dtiatal behaviour should
maximise pleasure and minimise pain and he thosghtient animals should be assigned
moral status. These philosophers’ theories formbigs of ethical frameworks that are
applied in animal ethics today. These competingnéaorks help to create structure
around questions of duties, actions and animaliesese and each of them will now be

discussed.

Those with a contractarian stance believe that hsiedus is exclusive to humans (like
Descartes). Moral actions are motivated by seHraut, i.e. by treating other people well,

they too will treat you well. Thus, ethical obligats originate in mutual agreements
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between people (contracts). As animals are not tabénter into social contracts, as they
lack the rationality to do this, contractariansiéet they should not be assigned rights or
moral status (Pompe, 2005a). Modern day philos@ptieat support this view are Frey
(1980) and Carruthers (199Although animals are not assigned moral status rutide
view, they can still matter indirectly, in thathfarming an animal upsets another human
then that could be considered morally wrong. Tleeefin some circumstances they may
be considered to have instrumental value. This v most common for animals that

rate highly on the socio-zoological scale suchagsd

Utilitarians, in contrast, believe animals haverimgic moral value and see an animal’s
capacity to suffer as a relevant consideration wieRking ethical decisions. An animal’s
capacity to suffer means it has interests; interesincrease pleasure and prevent pain (as
postulated by Bentham). These interests count igoeid should be given equal
consideration to those of humans. The premise ibfautinism is that these interests are
quantifiable and harms and benefits should be vesighgainst each other in order to
decide what to do; the aim being to find ‘the gesatgood for the greatest number’.
Utilitarianism is based on consequences (for baiimdns and animals) and seeks to
maximise human and animal wellbeing. Neverthelas8ons that have a negative impact
on animal welfare may be justified if they leadatooverall increase in welfare for humans
or other animals. An influential utilitarian, Pet®inger (1975), uses the argument that the
harms caused by factory farming outweigh the b&néfimans get from affordable meat
production, to argue that animals should not besmpasduced for food.

The first notable animal rights movement came aboutopposition to the use of
unanaesthetised animals in reseafDleGrazia, 2002). The animal rights view is that
animals have moral status and moral rights. Thadxaork is based on fixed ethical rules
that should never be broken (in the same vein astdlgy) and that these rules limit
what we can and cannot do to animals irrespectivnsequences. Unlike utilitarianism,
it takes the rights of individual animals into cmesation. Three increasingly strong levels
of radicalism in relation to the rights of animal®e recognised. The least radical is those
that assign animals rights but fewer rights thaméwos; this is known as the moral-status
sense. The equal-consideration sense is slightlye madical; supporters of this view
consider animal suffering to be as important as dusuffering. Others, such as Regan
(1983), think that the rights of animals should dretected irrespective of whether this
would have a detrimental impact on people, e.gnimanthe use of animals in scientific
research. This is the most radical view and isrrefeto as the utility-trumping sense
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(DeGrazia, 2002). The moral-status sense and thel-eqnsideration sense are used in
both utilitarian and animal rights arguments. Thiity-trumping sense is an argument
used only by animal rights supporters. The intigersi nature of radical animal rights

views means they can be challenging to apply iotma

The three frameworks outlined above are the mastnoonly discussed in animal ethics
literature but there are two other ethical framewgowhich can be useful for considering
our treatment of animals: the relational view ahd tespect for nature view (Sandoe &
Christiansen, 2008). The relational view is conedrnwvith how close the relationship
between an animal and a human is and focuses ®metlationship in order to decide how
the animal should be treated, for example, people support this view may object to
killing of horses for meat but not of cattle becalmrses are considered pet animals. In
this view, it is our relationships with animals thizfine our duties towards them (Burgess-
Jackson, 1998).

In the respect for nature view, the species or ¢lrerecosystem is morally valued and it is
more important than the individual animal or theeleof sentience of the animal in

guestion (Palmer & Sandoe, 2011). In this sense,sfiecies is considered a life form.
Moral duties do include protecting individual anig)abut the species and the integrity of
the species take precedence. Nature should bectedps supporters of this view believe

that nature should not be genetically modifiedewample.

Although all five frameworks help to provide struit in discussions of animal ethics, they
are not without their weaknesses. In deontologgrehis the problem of conflicting
obligations to individuals where their intereste apposing and in utilitarianism, there is
the problem of defining and weighting costs anddhi&sy and difficulties in predicting the
outcomes of certain actions. Moreover, acts thatildvanormally not be defensible are
sometimes acceptable under a utilitarian view (Wedmn, 2004), e.g. it may be acceptable
to deliberately kill a human being for ‘the greagwod’. In contractarianism and the
relational view, sentience is not taken into coesation (as it is not considered relevant)
and under the respect for nature view, species dbl@s are not sentient leading to
difficulties in how interests are defined.

While these ethical frameworks are useful in hejpio defend ethical views, in practice
people often combine aspects of different framewadokguide their thinking on our duties

to animals, and this is referred to as a hybridw(iBPalmer & Sandoe, 2011). For example,
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if one believes there are certain actions thatnareer acceptable (e.g. to cause an animal
intense suffering) but believes actions that leatk$ss severe outcomes, such as moderate
suffering, are acceptable if the consequences afficiently beneficial (e.g. animal
experiments that benefit several humans), then wloisld be a combination of animal
rights and utilitarianism. Using a hybrid view istras consistent as following individual
frameworks but can help avoid disillusionment witameworks due to their stringent

nature.

1.1.3 Evolution of animal welfare

Early interactions with animals centred on theke & food or as work animal¥he first
animal protection law (passed in England in 182#used on animals with high utility
(horses, cattle and sheep) and the only proteditorded was prevention of wanton
cruelty, and only if carried out by someone othemt the owner of the animal. This anti-
cruelty legislation was influenced by the philospptf Bentham and his concern with
animal feelings (Armstrong & Botzler, 2003, p18@oncern towards the welfare of
animals was growing, and in 1911 the first compnshe law protecting animals was
passed (The Protection of Animals Act 1911). Ttos farbade anybody from causing
unnecessary suffering to any animal by either aatioinaction and remained in place until
2006. In the mid twentieth century (following World/ar 2), agriculture became
increasingly industrialised (Rollin, 2006) and thaésed new questions around the welfare
of animals raised in intensive production systemd @heir quality of life. Many of these
systems kept animals in cramped conditions, wittheliin the way of environmental
enrichment, which then led to behavioural probleingensive selection for genetically
favoured attributes also led to associated welfanblems such as mastitis in high yielding
dairy cows (Rauw et al., 1998). This introduced tleed to protect them not just from
wanton cruelty but from production diseases andspitable manmade environments
(Sandoe & Christiansen, 2008). Many of these aiifis were brought to the public’s
attention through Ruth Harrison’s book (1964), ‘Al Machines’. The book described
the stark conditions in which farm animals werengdiept, and coined the phrase ‘factory
farming’. As a result of public pressure around this timee tK government
commissioned the Brambell report (1965) which rec@nded mandatory standards of
welfare, and resulted in the formation of the Fakmmal Welfare Council (FAWC). In

the 1960s, the Council of Europe also began crgatiternational agreements relating to
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animal welfare standards and it now has five cotiges in place to protect the welfare of
animals, including the European Convention for fmtection of Animals kept for
Farming Purposes. These conventions form the basisrrent European Union legislation
on animal welfare. In the early 1970s, increasattem for individual animals led to the
birth of animal rights groups such as the Animdldration Front (Armstrong & Botzler,
2003). This was followed by the publication of twafluential books, Peter Singer’s
‘Animal Liberation’ (1975) used a utilitarian framverk to defend the interests of animals
and Tom Regan’s ‘The Case for Animal Rights’ (1988hich defended the rights of
animals as complex beings with inherent value hi 1980s, the animal rights movement
was seen as a threat to capitalism (Armstrong &zBgt 2003) and although a vocal
minority of people still support this framework its purist sense, advocating animal

welfare is now the mainstream view.

1.2  Ethics and the veterinary profession

1.2.1 The ethical challenge faced by veterinarians

Changes in animal use (reduction of use for wakA&port, increase in factory
farming/meat consumption and increase in biomedieakarch) and evolving societal
attitudes towards animals (increase in pet ownprstnd anthropomorphic views of
animals as substitute childremyve significantly impacted the working lives otemnary
surgeons. Historically, veterinary surgeons focusedcare for horses arfdrm animals
(Rollin, 2006) as these were the most economiceliportant. Recently, the role of
veterinary surgeons has become much wider. Theyemgonsible for a much broader
array of species, including companion animals, latmpy animals, zoo animals and exotic
pets and an increasing proportion of their workivdsr from companion animals
(dogs/cats). There has also been a change of fedtls,veterinarians being seen as
responsible for good welfare as well as good dihtwealth, thus altering their ethical
responsibilities and influencing changes in thefgesional code of conduct (Woods,
2011).

Originally, codes of ethics pertaining to veterinaurgeons were chiefly concerned with
ideas of professionalism and good conduct (Fenteaar Vissingen, 2001) rather than

specific concern for animals, and were mainly basedirtue ethics.Virtue ethics centres
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on one’s character and is concerned with leadihgrimous life’. Virtue ethics involves
making judgements about the best way to behave jpardcular circumstance and is
adaptable depending on the individual situation.fatours traits such as integrity,
generosity, honesty and courage (Warburton, 2004 )there is no finite list of virtues.
Although the welfare of animals is of concern tdevmarians nowadays, it is not always
clear whether the interests of the client or th@mah should prevail.This has been
described by Rollin (2006), one of the most promingeterinary ethicists, as “the
fundamental problem in veterinary ethicbr veterinarians, there is an inherent conflict
between doing what is required to end the life stiiering animal, for example, but also
to keep the client happy by doing what they aski¢tvimay be to continue treatment).
This conflicting prioritisationin care has been describeding metaphors relating to
service and care. Rollin (2006) refers to the ‘nagxth model’ (where the veterinarian is
essentially a service provider to the client) oe tipaediatrician model’ (where the
veterinarian is primarily an advocate and care igievfor the animal patientn an
attempt to push veterinarians towards the latteg UK veterinary oath now explicitly
states that veterinary surgeons’ primary considmrashould be to the welfare of the
animals in their care (RCVS, 2010a), but this i$ alvays possibleAs well as their
responsibilities towards their animal patients,eviearians have obligations to several
other parties including the client, themselvesijrtpeers and society as a whole (Rollin,
2006). These parties have different interests dlidjations to them often conflict. The
situation is further complicated by the lack of gexl agreement with respect to our duties
to, and the moral worth of, animals. In difficultustions, harm may be unavoidable no

matter what is done, and this leads to ethicahtihas.

Ethical dilemmas are situations in which it is ot#ar which is the right course of action,
often because of difficulties in balancing compegtimterests (Morgan & McDonald,
2007). Most ethical dilemmas in veterinary medidmelve conflicting owner and animal
interests. The conflicting interests of parties avell-documented in the veterinary
literature (Tannenbaum, 1993; Mullan & Main, 2004/4lliams, 2002; Rollin, 2006;
Morgan, 2009; Wiseman-Orr et al., 2009) with mestelarchers agreeing that veterinarians
have a difficult moral position and responsibilityboth the client and the animal patient.
There are a plethora of ethical issues faced bgrivetrians in everyday practice. Some
common examples are conflicts between animal qyaoitiife versus quality of life, over-
treatment that may cause prolonged suffering, desagent between the veterinarian and
the client as to what should/can be done to tleatanimal, lack of ability or willingness
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by the client to pay for treatment, conveniencenanésia and requests for unnecessary

cosmetic procedures (Morgan, 2009).

Ethical dilemmas can be a daily occurrence in uedey practice (Self et al., 1994;
Batchelor & McKeegan, 2012) and there is conceat tontinued exposure to stressful
situations can result in ‘moral distress’ (Wisentam-et al., 2009), depression and even a
predication to commit suicide (Bartram & BaldwirQ1®). These situations will be more
stressful if veterinarians are not given any guagalon how to make difficult ethical
decisions and the need for life-long learning t@vent ‘ethical erosion’ has been
highlighted (Johnston, 2011).

Although there are several similarities between iosd and veterinary ethics
(professionalism, patient care, confidentialityhere are fewer moral certainties in
veterinary medicine than in human medicine and ¢this make ethical decision making
more challenging. Prolonging human life is a fundatal value in human medicine
whereas in veterinary medicine quality of life ofteverrides quantity of life, leading to
situations where euthanasia is the best optionmaAhpatients do not have the autonomy
of human patients, which raises more difficulti€sare centres on avoidance of suffering
(Johnston, 2011) but is limited by the decisionslenby proxy (client/owner) on behalf of
animals. Even if they were to attempt to prevesdtiment through their behaviour (e.g. by
being aggressive during a clinical exam), it isspraed that ‘we know best’ (DeGrazia,
2002).

Although there is evidence for an abundance ofcathissues facing veterinarians, the
veterinary profession has been slow to react argl f@ driven changes in welfare
improvement and policy on ‘ethical controversieRollin, 2006). Consequently,
veterinary ethics literature is limited, with ordyfew texts of note available on the subject
(Tannenbaum, 1989; Rollin, 2006). Furthermore, wieme of research into ethical
development in different professions carried outtgaver and colleagues (2008), did not
find any literature pertaining to veterinary medeialthough material from non-healthcare
professions such as psychology, accounting anchgism was considered. However,
discussion of veterinary ethics has recently beconwe widespread in vocational
magazines and peer reviewed journals (for exantpleryday Ethics’, a column appearing
in ‘In Practice’ and Rollin’s monthly column in th@anadian Veterinary Journal). The
Royal College of Veterinary Surgeons (RCVS) (whiegulates the veterinary profession)

provides a Guide to Professional Conduct (RCVS,0aD1Although veterinarians are
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expected to adhere to these guidelines, they dyegoiidelines and are, arguably, open to
interpretation. They also do not specifically prédse what veterinarians should do in
various situations and therefore provide ethicabdfom within the profession. This can
lead to inconsistent practice as it is not cleaatnb expected of veterinarians e.g. one
veterinarian may give emergency treatment even vehehent cannot pay, another may
think they are not obliged to give this treatmemiess they are paid for their time
(Morgan, 2009)These differences in perception of ethical respmiitsés can also lead to
inconsistencies in whether veterinarians describeuation as an ethical dilemma or not,
and to different priorities when it comes to animate (as described by Rollin’s (2006)
paediatrician/mechanic model). The only sizeghkre of research into how veterinary
surgeons make decisions when faced with moral diamin practice was carried out by
Morgan (2009)Morgan interviewed 41 veterinarians practising ian&da and observed
ten of these veterinarian§he found that veterinarians make judgements atiwait
clients’ behaviour and they have clear ideas alhawt their clients should behave. In
concordance with these beliefs, the veterinariaatsdéd whether the clients were making
good decisions for their animals, and the veteiamardescribed giving preferential care to
patients and clients who they assessed positidygan states that some situations were
‘morally clear’ to almost all veterinarians and esit the example of the client’s
responsibility to provide food and water to animat&l this being pivotal to their welfare.
However, this is an assessment of an essentiahrgatieed and so is not really a dilemma.
The study proposed a framework showing how vetaena make decisions in difficult
situations. The framework consisted of three goasti— ‘is this situation bad for the
animal?’, ‘is the client acting reasonably?’, argit my job to intervene?’. The framework
provides insight into how veterinarians make decisi and highlights the triangular
relationship between the veterinarian, the cliend @ahe animal patient but, of more
importance, is that veterinarians’ differing bediein animal welfare, the responsibilities of
clients and their professional responsibilitieswad| as their personal assessment of the
owner result in inconsistencies in the care offefidte study provides scientific evidence
to support the difficulties faced by veterinariandirst recognising when there is a moral
issue involved, and then in how to resolve ethilil@immas in practice and promote animal
welfare. Numerous factors impact whether prioriisa is given to animal welfare
including concerns relating to financial impactbeit reputation, obligations to their
employer, the risk of inciting client resentmentddack of external support (in cases of

animal abuse).
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Uniquely, veterinary care involves a three-waatiehship between the animal patient,
the client and the veterinary surgeon (WilliamsQ020and good veterinary care involves
constantly trying to balance the interests of thdgterent parties. This brings with it

extensive ethical responsibility. Veterinary ethiawiginally concentrated on a

veterinarian’s role as a professional but has grtavimclude matters of animal care and
welfare. The diversity of ethical issues faced leyevinarians highlights the difficulty of

the role. This difficulty is magnified by the ethicfreedom that is afforded to them
through lack of clear guidance on what is acceptablproblematic situations and also in
the lack of agreement in our wider duties to angnRlesearch on ethics within veterinary
medicine is in its infancy, perhaps because umdently the educational focus has

primarily been on the scientific aspects of therol

1.2.2 Veterinary education
1.2.2.1 Development of veterinary education

Veterinary education in the UK began in 1791 whba first veterinary college was
established in London and was followed a few desdaler by the Edinburgh Veterinary
College. The first veterinary course was three y&ang, and the horse was the main focus
of instruction. In 1881, the Veterinary Surgeond A@ade it illegal to practice veterinary
surgery unless a registered member of the Royde@mwlof Veterinary Surgeons. Around
this time, and into the beginning of the twentiedntury, there was curricular expansion
and the course became longer (Dale, 2008). Asimateans had to learn about several
different species and several different topics etad there soon became the problem of
curriculum overload. In order to deal with thigditional didactic modes of teaching were
used (Raidal & Volet, 2009), with emphasis on masation of large amounts of factual
knowledge. However, this mode of teaching ofterdseto surface learning (Canfield,
2002). Surface learning is where the student fa&esememorising facts, puts little effort
into understanding the material or relating it tovider context and tends to reproduce
material provided by lecturers or textbooks (Fel8eBrent, 2005). Students are poor at
applying their knowledge when taught in this wayrie, 2008), creating problems in
linking pre-clinical work to clinical cases (Howadt al., 2002). As long ago as the 1960s,
authors were stating that there should be movem&ay from memorisation and students
should have more active participation in learni@tptk, 1965, Hoerlein, 1965, Armistead,
1965, Reed, 1965). Even so, it was not until th80%9that there was a significant shift
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away from this format to a more student-centredr@ggh based on integration, problem
solving and self-directed learning (Dale, 2008)e3d approaches allow students to take an
active role in their learning and encourage the afsa deep approach. Deep learning is
where a student focuses on understanding and apgptige new information rather than
memorising it (Felder & Brent, 20055imilarly, subjects such as ethics and moral
philosophy (Rollin, 1977), communications skills e et al., 1974) and business
management skills (Morrow, 1976) that were intraetld¢o veterinary curricula in the
1970s, have only much more recently been given anaplention in UK veterinary

curricula.

1.2.2.2 Ethics education in veterinary medicine

As stated, until the 1970s veterinary ethics waselatively untouched subject within
veterinary curricula. Since then it has become aemeadily accepted part of the
veterinary curriculum with all veterinary schools the UK incorporating some formal
ethics teaching into their courses (Batchelor &rkda 2012, unpublished dada No
specific research has been carried out on theaggdevel of ethics teaching given in UK
veterinary schools, though a survey of ethics tiegchcross all US vet schools has been
published (Self et al., 1994Pne paper (Magalhaes-Sant'ana et al., 2010) hastigated
ethics teaching in European veterinary facultiesictv included UK schools but does not
contain detailed information specifically aboutdeiag in the UK. Magalhaes-Sant’ana
and colleagues (2010) concluded that there ig littnsensus on how and where ethics fits
into the curriculum, and they state that there rmeny pedagogical approaches used to
teach ethics. An additional finding was that thewees no clear competency acquisition for
ethics. In the UK this is not necessarily the a@sethics is now mentioned in the RCVS’s
‘Day One and Year One Competencies’ for gradud®3\S, 2010b) and graduates are
expected to ‘be aware of their ethical responsiegdito the patient, client and community’
and ‘to conduct themselves in a professional manmywever, these are not easily
assessed (Wiseman-Orr et al., 2009). Competenetdsas moral reasoning skills (which

aid in decision making and could be considered wgikéls for veterinary graduates) are

! Results of a short survey on animal welfare anitgtieaching in UK veterinary schools, presented at

collaborative workshop at the 3rd Veterinary EdissaBymposium, Edinburgh.



Chapter 1 29

more easily assessésgee section 1.3.4.2). Furthermore, the importasfcethics is still
often overlooked; in one study looking at non-teacAhcompetencies important to success
as a veterinarian, moral reasoning was not merdioak of the competencies identified

related to business acumen (Lewis & Klausner, 2003)

The preceding section on veterinary education shtbatsmodern approaches to teaching,
so called student-centred approaches, have becbhen@redominant teaching mode in
veterinary education in the last two decades. Titie frame has also seen the adoption of
less traditional subjects into veterinary curricalech as ethics. As formal ethics teaching
is a relatively new addition to the veterinary cumuch work is still required to establish
how best to teach it and how to quantify the outesrof that teaching. The approaches

used to date will now be considered.

1.3 Ethics education

One of the major obstacles in researching ethieagogy is the inconsistency in
terminology. Ethics is relevant to almost all acgadesubjects (e.g. medicine, veterinary
medicine, health professions, law, business, iferses) and the term ‘ethics’ represents
different things depending on what is consideredevent in the particular
profession/discipline under study (Anderson & Dayi2000). This makes it difficult to
synthesise research findings. In addititanms with the same meaning are often referred to

differently (e.g. moral judgement and moral reasghi

1.3.1 Ethics teaching in professional education
1.3.1.1 Common educational philosophies

It is only in the last twenty years or so that eshhas received significant attention in
healthcare education (Self, 1993). Prior to tHedré¢ was often the belief that ethics could
not be taught any later than childhood (Bebeau31@atif, 2000; Huff & Frey, 2005).
However, this may have been due to a misconcetidhe term ‘ethics’. If referring to
ethics in the sense of one’s moral values therai be the case that these are determined
early in life but altering one’s ethical developrhean be achieved later as many studies
have shown (Self et al., 19934artwell, 1995; Self & Olivarez, 1996).
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Of the scientifically-based professions, medicimel Ithe way in establishing ethics
teaching as part of the formal curriculum. Ethiasvintroduced to medical courses in the
early 1970s and became an established part of #dukcai curriculum by the end of that
decade(Miles et al., 1989). In a paper comparing the apphes used to teach ethics in
medicine, Self (1993) describes three educatiohébgophies — the Cultural Transmission
Approach (CTA), the Affective Developmental Apprba¢ADA) and the Cognitive
Developmental Approach (CDA). The CTA focuses oa thaching of professionalism,
including oaths and codes, and centres on theféraokfacts and values. It centres on the
profession itself rather than individual studenthis traditionally was how ethics was
taught to the professions (Self, 1988)he ADA focuses fundamentally on the
development of virtues (e.g. empathy, compassion) self-awareness in order to aid
communication. This approach focuses on individitatlents. The CDA, also a student-
centred approach, based on scientific theoriess &naevelop reasoning, both logical and
ethical (Self, 1993).The study showed that the CDA was the most commaoisid
teaching approach followed by the CTA, with the AD&ing least commonly used. In line
with the refocus of teaching methods in veterineadycation, this indicates a similar shift
in ethics instruction towards self-directed leagnfrom didactic teaching.

One widely applied framework of ethical principlesed in medicine (and referred to in
many of the studies cited in this review) are theethical principles developed by
Beauchamp & Childress (1974). These principles weresloped to ease decision-making
and help solve moral dilemmas within medical etlfaasd possibly ethics in general) and
can be applied individually or in combination (@il 2003). They are popular as a
teaching tool to help resolve moral dilemmas in itied and other related professions.
There are four principles, namddgneficencenon-maleficencerespect for autonomgnd
justice Beneficenceneans to do good amebn-maleficenceefers to doing no unnecessary
harm. In human medicinegspect for autonomig concerned with respecting the decision-
making capacities of patients in relation to tlogire. However, in veterinary medicine the
animal patient is not autonomous, making this pplec harder to apply. The fourth
principle,justice centres on fairness, in that each patient shoeldfforded the same level
of care and attention as any other patient in @asirsituation. Again, this is more difficult
to apply in a veterinary situation than in a humagdical one (due to species differences

and differing animal use).
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1.3.1.2 Perceptions of ethics

In veterinary and other scientifically-based prefesal degrees, one of the main
challenges to teaching ethics is that it is oftercpived as irrelevant as students think the
main focus of the course is science (Nolan & SmitB95; Rollin, 2006). Lack of
assessment of ethics can also lead exam-driverrinaate students to think of it as
unimportant (Main et al., 2005Pne of the reasons that students may not seelthanee

of ethics teaching is that they do not foreseecatlgonflicts occurring when working as a
professional. Nolan & Smith (1995) surveyed growfsdental, medical and nursing
students in the UK and found that none of the desitalents and fewer than half of the
medical and nursing students anticipated havinde@a with ethical conflicts as part of
their job. This indicates that students are illganeed for the ethical demands of their future

roles.

A possible way to alter students’ perceptions bfastis to teach it in a ‘subject relevant’
way. In one study, the change in perception ofcsthi Iranian nursing students exposed to
two different teaching approaches (a traditionatuee-based approach and an approach
based on Action Research which allows studentsctivedy participate in discussions)
were compared. Students in both groups reportadrébevance to their daily work was
important in ethics teaching, and that they did waht to be overloaded with theoretical
information (Nasrabadi et al., 2009). Furthermaaetively participating in discussions
improved the students’ perception of ethics, corapao those in the traditional group who
had a negative perception of ethics. Thus, focusmgtudent-centred teaching approaches
(such as the CDA) could help to improve studengsteptions of ethics as well as aiding

their ethical development.

1.3.2 Intended pedagogical outcomes of veterinary e  thics
teaching

Before discussing the approaches best used to tthats, consideration must first be
given to which skills and attributes teaching imiaig to improve. There is sometimes
disagreement on the central aims of professiomat®education, with some stressing the
importance of virtues and professional responsidgdi(Rhode, 1992; Huff & Frey, 2005;

Main et al., 2005; May, 2011) but the majority fecon a cognitiveapproach involving

recognition and reasoning (Self, 1993; Wiseman-€irral., 2009). In general, ethics
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education should first aim to improve studentsitds to recognise ethical issues within a
scenario (including identifying the affected pasji€Rhode 1992; Latif, 2000; Huff &

Frey, 2005). In addition, veterinary students sawuhderstand there are different ethical
perspectives and be able to identify these pensjesceind discuss their strengths and
weaknesses (Wiseman-Orr et al., 2009). A pluraliskills-based approach to teaching is

often the favoured method to achieve this:

“Ethics teaching at a university should not, in eew, amount to a kind of
moral lecturing. We believe that the aim of teaghsto give the students state
of the art knowledge and understanding. ... Therefloeebest way to present
ethics to students on an introductory course idetscribe competing theories,
show that each has certain strengths, but makevibos at the same time that
they cannot all be correct because they are incbbipa

A clear advantage of this approach is that, thnatighe students themselves
become engaged in ethical reflection. They argusttpresented with things to
learn. They are challenged to make up their owndnoim matters that call for
answers but where the ‘right answers’ cannot sirbplget before them.”

(Sandoe & Christiansen, 2008)

Nevertheless, some value based teaching is likelgldo be incorporated e.g. that the
animal’s welfare matters (Mullan & Main, 2001). 0as students should be discouraged
from taking the view that there is only one righayr(moral absolutism) so too should they
be discouraged from thinking that all views areadlywalid (moral relativism) (Wiseman-
Orr et al., 2009). The learning objectives outliredgbve lay the foundations of ethical
development and would be achievable objectivessfodents in the early stages of the

veteri nary course.

At more advanced stages, students should be ablgemtify and evaluate options for
action (Rhode, 1992; Mullan & Main, 2001), undemstaethical frameworks, give

reasoned defences of views (even those they desagth), apply ethical frameworks to

support these views (Schillo, 1999), and reasooutih a dilemma to resolution (Rhode,
1992; Smith et al., 2004). These aims advocatayaitiee skills-based approach. Applying
these skills in practice is important for veterinas as it will help them make decisions
and logically defend the decisions made. Using ephwal frameworks (based on ethical

principles) can be an important tool in this reg@fdates, 2010).

The reason iis important to teach ethics to veterinary studéntsecause firstly, students
need to be given some guidance for their professionle (Bebeau, 1993), secondly,

veterinarians should be at the forefront of ethidatisions involving animals (Rutgers,
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2011) and thirdly, and most importantly, becausacheng ethical skills prevents
irrationality (being led by emotions) and doublarstards (acting hypocritically) when
making decisions (Sandoe & Christiansen, 2008).d8anand Christiansen (2008)
additionally assert that being able to rationalfeshd one’s view helps to get one’s
opinion across more successfully. Teaching ethocseterinary students may also help
them in other veterinary subjects (e.g. ethicalessin pain, disease transmission) and may

encourage them to think about issues they hadrestqusly considered (Reiss, 2005).

1.3.3 Moral Development

Improving the cognitive skills outlined in the preus section will contribute to what is
scientifically described as cognitive moral devetgmt. The cognitive aspects of moral
development have been defined by Rest (1983) ifrdis Component Model of Morality
(Table 1.2) The four component model consists of moral seiisiti moral reasoning,
moral motivation (or imagination) and moral chaeactMoral (or ethical) sensitivity is
usually considered the most basic of these compsif@&/iseman-Orr et al., 1999). For full
ethical development to have taken place, improvésngnall four of these components
must be seen (Rest et al., 1997). Very little erogiresearch has been carried out on the
latter two components (moral motivation and moraéracter) and no comprehensive
measures are available with which to assess thealk@\ 2002). Moreover, Clarkeburn
and colleagues (2002) considered moral motivatrmhraoral character “unacceptable and
unreasonable aims for any ethical course”, spetificbecause of the lack of agreement
on what constitutes each component and whethee tt@®mponents should be subject to
influence through education (Clarkeburn, 2000). réfae, this review will consider the
first two components, ethical sensitiignd moral reasoning. These two components tend
to represent early ethical development and wenatefest here as influencing them is a
credible goal of ethics education. There are vianatin the way these components are
defined, for example, Kekes (1984) uses the termahsensitivity to describe someone
who is ‘alive’ to moral possibilities. For the pages of this review, ethical sensitivity will
be defined as the ability to recognise ethicallgvant issues within a scenario (Hebert et
al., 1992; Clarkeburn, 2002; Morgan, 20@®)d moral reasoning as the process by which

% This concept will be referred to as ethical seévigitfrom hereon as this is how it is most commonl
referred to in the relevant literature.
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one comes to a decision when faced with an etligathblematic situation (Rest et al.,
1997). Moral reasoning involves defining what theorah issues are and giving

consideration to all the parties affected, as agltletermining the best course of action.

Component Description

Moral sensitivity | How the situation is interpreted, how perceiver empathises

Moral reasoning | Determining that one course of action is morally justified

Moral motivation | Degree to which one prioritises acting morally above other values

Moral character | Self-regulation, discipline, following through on convictions

Table 1.2: Four Component Model of Morality
Adapted from Rest, 1983.

1.3.3.1 Stages of moral reasoning development

Drawing from Piaget’s studies of child developméRiaget, 1932), Kohlberg (1958)
pioneered a six stage theory of cognitive moral ettgyment thatdescribed how
individuals develop their capacityp reason morally. These six stages are sequential,
starting at the most basic level and becoming asirgly complex (Table 1.3). Kohlberg's
cognitive moral development theory was based omstice concept of morality. This
means that principles of justice are considerechipkest principle of morality (Self et al.,
1992).Some researchers have questioned this foundatitigé@, 1982) and in particular,
suggest that females base their moral reasoning duty to care for others, rather than
using a rule-governed, justice-based framework. ¢éi@n, several studies have since
discreditedhis idea as females often outperform males o t&stnoral reasoning that are
based on justice concepts (Self et al., 1988; 19988a).
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Level Stage Basis for reasoning

Pre-conventional | Stage 1 - Aim is to avoid punishment, mainly by following
Heteronomous authority. Often physical consequences
morality described for ‘wrong behaviour’. Reasoning often

involves words such as ‘must’ and ‘always’.

Reasoning is egocentric.

Stage 2 - Instrumental | Aim is to win rewards; still egocentric but
relativism considers others needs if impacts own needs e.g.

I'll scratch your back if you scratch mine.

Conventional Stage 3 - Seeks social approval; revolves around
Interpersonal relationships with others and wants to avoid
conformity disapproval, often refer to putting themselves in

other’s shoes. Attends to social norms.

Stage 4 - Community | Wants to maintain order through law, not solely

conformity about themselves about society as a whole.

Post-conventional | Stage 5 - Social utility | Considers society and individuals within society.
and individual rights Believes in equality and that we have an
obligation to others. Would challenge laws if

violated their fundamental principles.

Stage 6 - Universal Universal ethical principles centred on the notion
ethical principles of justice. Similarly to Stage 5, would act on

principles if law violated them.

Table 1.3: Kohlberg's six stages of cognitive moral development

(adapted from Hartwell, 1995). N.B. Stage 6 is not distinguishable from Stage 5 in any assessment
measures and the two are normally grouped together as ‘post-conventional level reasoning’.

Kohlberg’s six stages are often condensed intoetheeels of two stages each — pre-
conventional (stages 1 and 2), conventional (st8gesd 4) and post-conventional (stages
5 and 6) (Table 1.2). Pre-conventional is the nbastic level of moral reasoning, where
reasoning is based on winning rewards, obeyingoatiyhand avoiding punishment.
Reasoning tends to be black and white so actiom<lassified as either right or wrong.
This is the level of moral reasoning usually usgd/bung children (Kohlberg, 1968) and
as such there is little or no recognition of theiel issues involved. Moral reasoning then
progresses to the conventional level. At this leWleére is movement away from self-
interest and reasoning is based on conforming ¢takoorms. Relationships with others

are important at this level and an understandiag ititerdependence between members of
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society is required to maintain order is appar&@ibls et al., 1992). Although actiongy

be questioned, the action taken will tend to remwithin traditional boundaries. Most

competent adults attain this level (Hartwell, 199B)e most advanced level of moral
reasoning is post-conventional moral reasoningyhich there is critical thinking about

relevant ethical issues, use of ethical framewdtdkgustify various viewpoints and a

willingness to challenge unethical practices. Rwstventional reasoners are able to
formulate arguments for and against different vieits, can see the validity of arguments
that they do not support and take personal resbitibsifor their choices. Professional

education aims to equip graduates with the tooldeteelop well-reasoned arguments for
professional problems (Bebeau, 2002), which arenoftomplex, and moral maturity is

linked to better clinical performance (Sheehan.etl@80; Krichbaum et al., 1994). Hence,
achieving a predominance of post-conventional moealsoning should be sought in

professional programmes.

1.3.4 Assessing moral development
1.3.4.1 Assessing ethical sensitivity

Various measures have been created in an attenmpe¢dsure ethical sensitivity. Many of
these measures were designed for a particulaptireej the Dental Ethical Sensitivity Test
(DEST) (Bebeau et al., 1985), the Test for Ethanhsitivity in Science and Engineering
(Borenstein et al., 2008), the Nurses’ Ethical 8sfity Test (Byrd, 2006) and the Racial
Ethical Sensitivity Test (Brabeck et al., 2000) e Hubject-specific nature of these tests has
possibly restricted their use and often the studwlich they were developed is the only
cited reference using the test. However, some &spécthe tests are transferable, such as
the scoring systems. For example, Myyry & Helka2@0@) based their scoring system on
that of the DEST when investigating the ethicalsenty of psychology students.

The most extensive research on ethical sensithas/been done with dental students at the
University of Minnesota. Here, Bebeau and colleag(#993) developed an ethics
curriculum along with dentistry specific tests faeasuring improvements in the different
components of Rest’s morality model (1983). Thesnial Ethical Sensitivity Test (DEST)
requires the student to take on the role of thdisteim a professional scenario (Bebeau et
al., 1985). The test has undergone rigorous vatidadnd there is evidence that ethical

sensitivity can be reliably assessed using this(Bebeau, 1993). Although this approach
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has proved to be successful, it could be consideséatively advanced for first year
students as it replicates real-life patient-dentmbsultations using videotaped scenarios
and expects students to comment on how they wauwldepd in a clinical situation. It is
also time-consuming to administer because studamtspresented with these scenarios
individually.

A common and possibly simpler way of measuring cethsensitivity has been to use
vignettes (short pieces of text describing an athiachallenging scenario). Students are
normally asked to identify the ethical issues pnése each vignette and a scoring system
is developed (usually by experts) to ascertain ldrethe pertinent ethical issues were
identified. A test that utilises this idea in arieaipt to measure ethical sensitivity in
university students is the Test for Ethical Sewsiytiin Science (TESS) (Clarkeburn,
2002). It was designed to measure ethical sertgitinilife science students and is a pen
and paper test that presents an ethically probleraeg¢nario to students. It uses a vignette
that describes a controversial research propogaiomuce pharmaceutical milk from cows
to help treat cystic fibrosis. Students are askelist up to five questions that they think
need to be answered before the research can psodtesposely they are not explicitly
asked to list ethical issues; the aim is to astemdnether students will identify ethical
issues without prompting. Although designed foe Iffcience students, the TESS is not
subject-specific (Clarkeburn, 2002) and the vigngttesented in the TESS has relevance
to veterinary students. Therefore, it may provideudable method of assessing ethical
sensitivity in veterinary students in the absenica weterinary specific measure. Vignettes
are an easily adaptable measure and can be cipatddly and easily to suit the subject in
question. The TESS measures spontaneous thouglkh vidiian important element of
ethical sensitivity (the ability to identify issuasthout prompting). They provide an easily
implemented measure for use in researching a coempasf ethical development which
emergesas one that is hard to measure. However, the ecmstalidity, that is the degree
to which the test measures the construct it isgiesi to investigate (Rest et al., 2000), of

vignettes may be poorer than those of subject-8peests such as the DEST.

1.3.4.2 Assessing moral reasoning

Moral reasoning has been the most extensively relsed component of the Four

Component Model of Morality (Rest, 1983). Consedlyemore measures are available to
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assess levels of moral reasoning than any othepaoemt. The original measure of moral
reasoning was developed by Kohlberg (1958) to mreasus six stages of moral
development. It was called the Moral Judgementryigey (MJI) and took the form of a
semi-structured interview where respondents hamhswer questions orally on a series of
hypothetical moral dilemmas about social issueds8quently, several other measures
were developed based on the same premise but hthaim of being more easily
administered to large numbers of people simultasigoirhese include the Defining Issues
Test (DIT) (Rest et al., 1974), the Sociomoral Beibn Measure (SRM) (Gibbs et al.,
1982), the Ethical Reasoning Inventory (ERI) (Pa&yeBode, 1980) and the Moral
Judgement Test (MJT) (Lind, 1985). The SRM andBERe are referred to as production
measures and the DIT and MJT are referred to asgn#iion measures. Production
measures require the respondent to spontaneoustuge the reasoning behind their
responses to the moral dilemmas posed whereasthgthecognition measures, potential
reasons are provided and these are rated by tiper@snt as to whether they were
important in their decision making or not. Theseamges provide validated standardised
measures for researchers to evaluate their subjettisand allow comparisons between,
disciplines. For a thorough evaluation of theststesee Chapter 2.

The components of moral development reviewed hezerestricted to those of ethical
sensitivity and moral reasoning. Moral reasoning Ibeen extensively researched and there
are many tests available with which to measur&easearch on ethical sensitivity on the
other hand is at a much more primitive stage aradlahility of suitable measures for use
with veterinary students is limited, with the TE®®viding a viable option. Further
investigations into the suitability of the varioo®ral reasoning measures for veterinary

students need to be carried out.

1.3.5 Educational approaches to ethics teaching

1.3.5.1 Educational approaches that aim to improve general ethical
development

The majority of the literature relating to improgirethical development in students of
professional courses is from the field of medicingth studies relating to ethical
development in veterinary medicine being confinedohe research group in the USA.

Specific courses used to aid ethical developmeneiarinary medicine have become more
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widespread in the last ten years (Dich et al., 26@mlon, 2005; Rutgers, 2011). Often the
aims of these courses are to improve general étie@selopment and they do not cite a
specific component of morality (as per Rest’'s 1888lel).One such veterinary course
which published information is available is thatidht at the University of Copenhagen
(Dich et al., 2005). Here, the veterinary ethicgsree aims to provide students with tools to
recognise and reflect on ethical questions rel&tethe veterinary profession and to the
human use of animals. It is made up of lecturesciwhiclude perceptions of both a
veterinarian and a philosopher on various topic®rases themed around real ethical
dilemmas experienced by the veterinarian followgdyloup discussion; and group based
project work, where students have to analyse ainary issue from at least two ethical
viewpoints. This appears to be a well-rounded agghoto veterinary ethics teaching,
utilising a variety of teaching methods and incogpiog learning outcomes based on the
skills outlined in Section 1.3.2. Although the inspaf the course on students’ ethical
development has not been measues@uation of the course was provided in the fofm o
student feedback. Ethics was perceived as impottatiteir studies. Many students gave
positive feedback on the ethics teaching beindnéndarly part of the course as they felt it
gave them sufficient time to reflect on ethicaluiss they are likely to encounter before

having to confront them (in clinical practice) (Bbiet al., 2005).

Ethics teachingt the Faculty of Veterinary Medicine in Utrechtamporates both animal
and veterinary ethics (Rutgers, 2011). Here, they an approach called the Reflective
Equilibrium Method with the aim of enhancing stutemoral decision-making abilities.
To make a defensible moral decision four actiares required under this model: identify
one’s moral intuitions towards the dilemma; seafch applicable moral principles to
resolve the dilemma; search for morally relevantdaof the dilemma and then balance
these three elements until equilibrium is reached {he dilemma is resolved). The moral
principles students are asked to considemareficencenon-maleficencendrespect for
animal integrity These are most likely based on the bioethicaicgples developed by
Beauchamp & Childress (1974), though they are mpti@tly referred to in the paper.
Respect for animal integrityif can only be assumed, is used in placerespect for
autonomyand there is no mention pfstice In Dutch law, animals are regarded as having
intrinsic value. This seems in keeping with theevietarian’s oath that animal welfare
should be the first priority and thereforespect for animal integritis a viable alternative
to respect for autonomfpr use in a veterinary context. The Reflectivaiiitlgrium Method

is a basic tool for helping veterinary studentsrieaoral reasoning skills but no empirical

evidence is available to determine whether it isefieial in practice.
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Although not designed explicitly for veterinary génts, the ethical matrix (Mentham,
2005) is a tool that was designed to aid in teaghethics, which could be used in
veterinary scenarios. The ethical matrix, as itsn@asuggests, provides a matrix of
different parties and how their interests may decad by a proposed action. Through
discourse, it helps to identify impacts on all tparties before making decisions on
ethically difficult dilemmas. Like some other appobes, it centres on the principles of
bioethics (withbeneficenceandnon-maleficencéeing combined to represent well-being)
(Beauchamp & Childress, 1974). The ethical matemnlikely improves ethical awareness
but no studies have been undertaken to test itaagtmgn cognitive components of ethical

development.

At present, only one resource is publicly availatiiat was specifically developed for
teaching ethics to veterinary students, the Anikthics Dilemma (Hanlon et al., 2007).
The Animal Ethics Dilemma is a computer based tioal encourages students to reflect on
difficult ethical decisions involving animals arglbased around five contemporary animal

ethics theories (this resource is discussed in met&l in section 1.4.2.2).

Outside of veterinary medicine, a course run atihaersity of Glasgow medical school
assessed the effects of a new ethics curriculunrevegidents were exposed to small
group discussions in addition to lectures on ethiopics (Goldie et al., 2001). The
researchers used a medical-specific tool called Ebidcs and Health Care Survey
Instrument (EHCSI) to measure ‘potential ethicahdegour'® of first year medical
students. The EHCSI comprises of 12 case vignettesh contain medical ethical issues.
The respondenthas to choose one action from a list of options jaistify their choice.
Students were tested using the EHCSI, underwenttieal teaching described above,
and then were re-tested using the same instrunfant. change on the EHCSI was
measured by checking if students’ answers wereistem$é with ‘consensus professional
judgement’ (i.e. agreement by a number of expestgoavhat they would have done) on
the ethical dilemmas outlined. The number of pest-tconsensus answers was
significantly higher in the group that underwerg tilew form of ethics teaching, indicating
a positive impact on their ‘potential ethical beloav’ and that small group teaching was

more effective than lectures alone.

® Chosen action indicates what student would dieifscenario were not hypothetical.
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Goldie and colleagues (2002, 2004) followed themmes students through to their fifth
year of medical school. No further improvement tindents’ ‘potential ethical behaviour’
was found (as measured by the EHCSI at the enldiraf and fifth year); the highest score
was recorded after year one. The authors concltidgdhe increase was mainly due to the
teaching methods used; in first year small growgcheng is the main format, whereas
lectures and large group teaching are the maindterm subsequent years. This result
lends support to the use of small group teachingnjorove ethical development. One
reason suggested for the lack of continuing impmam@ is ‘moral enculturatiof’(a
phenomenon often present in medical courgegfferty & Franks, 1994). Impacts of
moral enculturation have never been studied inrwetey clinical environments but it is
likely that there could be similar effects as idlicated by Paul & Podberscek’s (2000)
research where they found that empathy decreasesaie veterinary students as they
progress through the veterinary course. The EHC& gpecifically designed for use in
medicine and it would be useful to have a simsaihject-specific measure for veterinary

medicine.

1.3.5.2 Educational approaches that aim to improve ethical sensitivity

Ethical sensitivity is the the ability to recognisthically relevant issues within a scenario
(Clarkeburn, 2002) Relatively few studies have looked at ethical denti in the
professions. Currently, there are no published istudn the ethical sensitivity of
veterinary students and no veterinary-specific memavailable. Studies have been carried
out on dental students in the USA (using the DES&A) scores have been found to
increase after ethics instruction (Bebeau & Brab&®87). Details of the instruction were
that it was a five week course in professional f@wbsolving, though details of the
number of contact hours were not provided. Improsetrin ethical sensitivity through
instruction has also been seen on the Quick R&thatal Sensitivity Test (Quick-REST)
(Sirin et al., 2010) where student teachers wexergione day of cultural sensitivity

training in between tests.

* Moral enculturation can be thought of as the dgwelent of character by the experiences of others’
behaviour (ethical or unethical) in hospitals amel tiew that norms are morally right.
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To test curricular effects in medicine, four cliaicvignettes were presented to students in
all four years of medical school at the UniversityToronto (Hebert et al., 1992). Students
were asked to list the ethical issues related th eagnette and their responses were
categorised using three of the principles of bimstif{Beauchamp & Childress, 1974) —
respect for autonomybeneficenceand justice Using this measure, ethical sensitivity
increased between first and second year but desmteagbsequently i.e. fourth year
students identified fewer ethical issues in thengites than first year students. The first
year students had undertaken a short course asethd no further teaching on ethics was
carried out in the remainder of the course. Theh@ast suggested that the lack of
reinforcement of ethics teaching later in the ceursay have resulted in the decline and
this is supported by similar results in medicaldstuis in the UK (Goldie et al., 2002;
2004). This indicates that some aspects of ethideslelopment do not automatically
progress during university education if ethics h#éag is not maintainedAlthough the
methods used followed accepted methodology (paheixperts picking scenarios with
relevant ethical issues then categorising the resgg), Hebert and colleagues (1992) listed
several limitations of their measure, including éxpert panel being of the same race and
gender (all white males); questions around constvatidity (whether ethical sensitivity
was being measured accurately); and indecisionoawhether they had applied the
bioethical principles appropriately. This lengtist lof limitations may indicate poor study
design but also supports earlier evidence of tffecdlity of accurately measuring ethical

sensitivity in practice.

Vignettes were also the approach used by Clarkef®2002) when investigating ethical
sensitivity in life sciences students using the $EE&larkeburn exposed one group of
students to three, structured, two-hour long grdiggussions that centred on an ethical
theme such as the use of animals in biosciencandseA second group did not participate
in any ethics tuition. The results showed thataahsensitivity was significantly higher in
the group that had had the ethics instruction. kénlebert and colleagues, Clarkeburn
(2002) limited the number of issues students wsked to identify to five. Presumably
this was done to encourage inclusion of the mogtomant issues. Clarkeburn did not
specify that these issues had to be ethical irttamat to ascertain whether students would
identify ethical issues ahead of those of scientdr clinical relevance (Hebert did).
Informing students there are ethical issues withi& scenario could bias the measure
Clarkeburn also graded responses on a 0 to 3 sghieh Hebert did not do, with more
ethically complex responses scoring higher markkreon-ethical responses scoring zero.
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This provides additional information as to whatdkesf response students most commonly

produce.

Categorising ethical issues by level of compleistgne possible approach but frameworks
are also often used (Hebert et al., 1992; Rutdg#$1). A study on nurses in Turkey,
which categorised responses in relation to thethica& principles, found that ethical
sensitivity of nurses to the relevant principle veependent on the scenario presented in
the vignette (e.g. in one scenario the majoritynafses did not recognise the principle of
patient autonomy but in the second scenario themadid) (Ersoy & Goz, 2001). This is
one disadvantage of the use of vignettes (thougimay be realistic as professional
dilemmas are never exactly the same). The autletirshit knowledge of ethical decision
making models such as the bioethical principles eking in these nursing students and

suggested that using case-based examples couldvengthical skills.

Few studies have looked at the effect of educaktiorarventions on ethical sensitivity
specifically and all of these studies have taket@loutwith veterinary medicine. Results
of the studies that have taken place indicate rtihadest instruction can improve ethical
sensitivity, though the approaches have been lthidieethics courses, some with elements
of group-discussion. Frameworks, such as the bidtlprinciples, have been heavily
relied on as a useful tool in ethical educatiomgdraaches. Animal ethics frameworks have

rarely been used but would serve as the most neiéreameworks for veterinary students.

1.3.5.3 Educational approaches that aim to improve moral reasoning
Curricular effects

Moral reasoning has been the most frequently studemponent of moral development
because reproducible results from accessible, atdisgd tests have allowed several
empirical studies to be carried out. Of these statided tests, the most widely used has
been the Defining Issues Test (DIT) (Rest et &74). Numerous studies using the DIT
have been carried out on university students tegtigate curricular effects including
degrees in nursing (Duckett et al., 1997; Kim et 2004), dentistry (Bebeau & Thoma,
1994; Chaves, 2000), pharmacy (Latif & Dunn, 2084d medicine (Sheehan et al., 1980).
Educational interventions were not applied in thst&lies but in both nursing studies,
significant gains were found between the DIT scarfefirst and fourth year students, and
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in medical students between first and third yeadents. By contrast, in dentistry and

pharmacy no gain was found between first and tysa students.

One of the most influential authors in relation teaching ethics in US medical and
veterinary schools is Donnie Self. The majorityS#lf's research has focused on moral
reasoning development. In his first longitudinalidst on moral reasoning abilities in
veterinary students, the MJI (Kohlberg, 1958) waedito assess 20 students’ moral
reasoning levels at the beginning and end of tetierinary education (Self et al., 1991).
There was no significant increase in moral reagpstores during this period, indicating
that veterinary education did not result in theemtpd improvement in scores as per the
DIT norms (Rest, 1993). The study was carried agutacsmall number of students and
within this small sample there was wide variatiorscores (scores ranged over 123 points
on a scale of 500) which would make statisticahiigance unlikely. Tracking individual

students and their respective increases may haveded more information.

A couple of years later, a follow up study was ddhes time using a different measure of
moral reasoning, the SRM (Gibbs et al., 1988) a larger number of students (n=57)
(Self et al., 1993b). A statistically significanffdrence was found between the scores of
the same cohort of students in first and fourthryeath fourth year students scoring
higher (p < 0.05; 340.86 and 358.40 respectivelyis disagreed with the result of the
previous study but is not directly comparable beeaa different test was used to assess
moral reasoning ability. The SRM measures morataemg up to the conventional level
(not the highest level, post-conventiondlhis is not made clear in the paper. It is post-
conventional level moral reasoning that is strorgliged to ‘desired professional decision

making’ (Rest et al., 1999) so this level is theelevhere gains are particularly sought.

In the third and final longitudinal study on vetery students by this research group,
moral reasoning in veterinary students was examusaog the DIT (n = 98) (Self et al.,

1996). Again, DIT scores were obtained from thalshis in first year and at the end of
their fourth year. There was no increase in scatgvéen first and fourth year students
(mean first year score = 44.0, mean fourth yearesetb.4). However, a significant

correlation between score and gender was founth, f@erhales scoring higher than males.
As with the previous DIT study there were largeiataces in scores (first year range 8.3 to
70.0, fourth year range 16.7 to 76.7). The resliltsv that veterinary medical education, at
least for the curriculum under study, does not adgamoral reasoning development as

expected. All of these students also participate@ iveterinary ethics course involving
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group discussions, a tool that often results innganease in moral reasoning score on the
DIT. However, this was not the case here. Thesdtsesupport the notion that veterinary
students become less open to ethical developmeaheggo through the years, which may
be related to the nature of veterinary educatiannbay also be linked to factors such as
decreasing empathy (Paul & Podberscek, 2000) amests’ perception of the need for

‘hardening’.

Intervention effects

Courses in ethics have been used in an attemptmiarove moral reasoning in
undergraduates. In the first longitudinal study noédical education, Self & Olivarez
(1996) followed students over their entire medobedree to see whether a first year course
in medical ethics could improve their moral reasgnability. They used the DIT to
measure changes before and after the course, thie@ @nd of each of the subsequent four
years. The educational intervention resulted inrmnease in moral reasoning scores in
first year students but there were no further iases in future years of the course (though
the initial increase was retained). This indicatleat it is possible to improve moral
reasoning with relatively little intervention. Arak with previous studies (Hebert et al.,
1992; Goldie et al., 2002), it supports the intrcichn of ethics teaching as early as first
year. The scores at the end of first year were bBmlthere may have not been room for
further improvement. One problem that became appdrmem this study is the difficulty of
retaining study participants for the length of adaudinal study (only 26% of the original
students completed all five DITs). Thus, studieshis type are often restrained by small

sample sizes and self-selection.

In contrast to medical students, the mean DIT sobfist year veterinary students was no
different following a short ethics course that urd¢d lectures and small group case studies
(Self et al., 1995). The course was 15 hours lohghvmay have been too short to have an
impact.The effective medical ethics course comprised 4#over 22 weeks (Self et al.,
1992), and it has since been found that a minim@iR0ocontact hours are needed to
improve moral reasoning development (Self et &98b). It is difficult to understand why
veterinary students do not seem to achieve gaies se students of other professions.
Speculative reasons may be that particular charstits of veterinary students make them

less receptive to ethical educational interventi@nsthat the selection of veterinary
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students inadvertently favours students with lot@n expected moral reasoning ability.
There is also the possibility that moral encultiaratwithin the veterinary course affects
students’ moral development. Alternatively, the mation of veterinary students to
complete the DIT may be lacking due to their exenimeavy workload and their focus on
passing exams or that the irrelevance of the dilampresented in the DIT to veterinary

work affects their judgement.

A more unusual pedagogical approach was adopte®dmnn (1990). He taught arts,
sciences and humanities students the foundationsocdl reasoning including the stages
of moral development theory, logical reasoning skiélisd how to apply ethical theories
when analysing social issues; an approach basedirectly teaching moral reasoning.
Normally students would discuss and analyse examibiieal dilemmas with the aim of
improving moral development, a somewhat indiregraach. Penn’s direct approach was
highly successful and resulted in large increaseBIil' scores (from 41.7 to 50.6). In
accordance with the DIT norms (Rest, 1993), theekgf change seen in scores would
normally be expected as a result of a degree’shaafrformal education and according to
Penn, effect sizes almost twice those of otheressfal studies were seen. However, it
could be said that by teaching students in thisctiwvay you are teaching them how to
tackle the DIT and they may have a less roundedathnowledge. Penn concludes that
his approach, as opposed to group discussion @faéttlilemmas, is the most effective
way to promote moral development. However, it iegjionable as to whether veterinary
students (or students of other professions) woeddlity engage with this type of approach

as it has limited relevance to their practice.

A difficulty with assessing the impact of coursesathics lies in identifying the effective
part of the course. It is easier to assess theesscof more specific educational
interventions as courses vary in length, group dyos and tutor input. Motivation to
learn from a course will also differ depending @sessment procedures (Donaghy &
Morss, 2007).

Group discussion of case studies involving ethycdifficult situations are a common way
of teaching ethics, and in particular of tryingngorove the moral reasoning component of
ethical development. In a myriad of professionalirees, group discussion of ethical
dilemmas has been used as the main tool to impnoeral reasoning abilities. In a
comparison of two teaching approaches (Self et1889), the impact of lecture-based

teaching and lectures plus case-study discussiomsaral reasoning was measured using
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the SRM (Gibbs et al., 1982). The teaching improfiest year medical students’ moral
reasoning regardless of the teaching format. Alghothe result was not significant,
students achieved greater gains in score when taugmall groups rather than by lecture.
These results were one of the first indicationg #mall group teaching had a positive
impact on moral reasoning. In another study bysdmae research group, medical students
taking an elective course which involved discussafnsocial issues in medicine had
significantly higher moral reasoning scores onGh€ after the course compared to those
not taking the course (Self et al., 1993a). Howetleg self-selection of students to take
part in the elective course could have biasedehkalts.

In second year pharmacy students, the DIT was usedexamine whether a
communications course, where students had to defgatticular position, would impact
their moral reasoning ability (Latif, 2000). Stutkerscored significantly higher after
having participated in the course. In additionyéhwas a correlation between higher moral
reasoning level and an improved ability to copehwitilemmas (students perceived
common ethical dilemmas as less problematic). Thia notable result in relation to

reducing stress as a result of dealing with dilesimaveterinarians.

A similar approach was used with law students (el 1995) where students had to
participate in a number of client-lawyer role-plagsolving ethical dilemmas. Students
were tested with the DIT before and after the mediihe use of role play, along with
group discussion had a positive effect on the stisdéevels of moral reasoning. Role play
has been used in veterinary medicine to teach conwation skills (Brandt & Bateman,
2006) and Reiss (2005) suggests that it may bétabsiway to teach ethics as it is likely
to be memorable. Role-play allows students to egpee the reality of their professional
role and may help them to see others views mowelgleespecially when asked to defend
a view they do not agree with.

In a later comparative study (Smith et al., 20G),improvement effect as a result of
group discussion was found with third year medstatients. This study compared written
case analyses to written case analyses with grmgoission. Students completed analysis
of four cases. The measure used was developecelguthors and involved recognition as
well as reasoning measures. Participation in gabsgussion resulted in higher total scores
as well as higher absolute increases in scoregaititly a beneficial effect of participating

in the group discussion.
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The popularity of using group discussion to teatttics is likely because it was found to
be widely effective. Group discussion of case-&sidimproves moral reasoning (and
ethical development in general) because it provagdatform for students to develop
important skills such as reflecting on and respectithers views, and as a result possibly
re-examining their own views. It allows students e active learners (contributing
arguments to defend their views) and to practiodlem solving (Huff & Frey, 2005). The
process of discussion may also expose them to movebre complex arguments made by
classmates that they had not thought of (Latif, @00rhis may lead to ‘cognitive
dissonance’ (mental conflict) within students, @esthat is often thought to precede moral
development (Self, 1993). Importantly, all the sssful studies discussed above used
subject-specific dilemmas within the case-basedudsions. This helps to ensure content

remains relevant to students and keeps them endRgéess, 2005).

Summary of educational approaches to ethics teaching

Twenty years ago there was little evidence thaicetteaching could impact students’
moral development (Bebeau, 1993). Since then, akstrdies have highlighted that moral
development components can be improved throughatidnal interventions centring on
ethics. Most of these studies are based on studenpsofessions outwith veterinary
medicine. There are few published papers on appesato ethics teaching in veterinary
medicine and those described have not been exXteuadiidated (Dich et al., 2005; Hanlon
et al.,, 2007; Rutgers, 2011). Self's research groap lent much needed information to
research on moral reasoning in veterinary studeht® indication is that veterinary
education leads to impaired ethical developmentthat interventions effective in other
professions do not have the same positive effeateterinary students. This suggests that

alternative teaching approaches need to be explored

Studies that found increased levels of moral reiagonereall based on the same approach
- group discussion of subject-specific case-studddghough evidence for the value of

using case-study discussions is unequivocal, usirisgapproach is time-consuming, and
staff intensive (for example if there are a largenber of students, teaching may have to
be repeated several times). With staff-student amintime already under pressure it is
appropriate to consider using alternative methddgromoting ethical developmeiind

consider the use of self-directed learning or campbased learning where the student



Chapter 1 49

takes responsibility for their learning and can kvthrough exercises with minimal tutor

input.

1.4 Teaching approaches that encourage lifelong

learning

When considering alternative methods for teachitigcg, approaches that relate to
independent, lifelong learningyill be of value. Ethics is not about learning€ethight
answer’, but rather synthesising knowledge and tstaleding theories in order to apply
ethics in practice. This requires a deep learnpy@ach where knowledge and application
are integrated and lifelong learning approacheditite this. Lifelong learning emphasises
taking the responsibility for one’s own learninglf€lirected learning, where learning is
directed by the learner rather than by a tutoonis such approach and the ability to learn
independently of guidance is necessary in profaessiooles (Raidal & Volet, 2009).
Blumberg (2005) suggested that the excessive cbitietine veterinary course prevents
students from engaging in self-directed learninge $mphatically states that more effort
needs to be put into developing self-directed aspeicthe curriculum. A survey carried
out in an Australian veterinary school also foutrdrsy support for increasing the amount

of self-directed learning in the veterinary couf8kLennan, 2003).

Problem based learning (PBL) is probably the mogtpar form of self-directed learning
in professional courses. PBL is an effective teagiethod because it provides a relevant
context for learning and students are actively ived in solving problems in a similar way
to professional practice (Collins, 1997). In thense, it fosters lifelong learning skills.
PBL helps to integrate pre-clinical science intmichl problems, develops self-directed
learning skills, increases retention of knowledgd aan increase students’ interest in the
subject (Canfield, 2002; Lane, 2008). There are ymastances of the use of PBL in
veterinary education (Farnsworth, 1997; Rand & Benl 1997; Canfield, 2002; Howell et
al., 2002; Lane, 2008) and in relation to teacletigcs, Hanlon (2005) gives an overview

® Definition of lifelong learning from Collins’ English Dictionary is “the provision or use of both
formal and informal learning opportunities throughout people's lives in order to foster the
continuous development and improvement of the knowledge and skills needed for employment and
personal fulfilment”.
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of the use of real-life case studies to teach stland animal welfare to pre-clinical
veterinary students at University College DublirBLPstudies in veterinary medical
education tend to be evaluated using an informaragch based on student feedback
(Rand & Baglioni, 1997; Canfield, 2002; Lane, 2Q@3BL requires foundatioknowledge

of the subject (Williams, 1999) and students eamty in their degree may not have
sufficient knowledge to tacklthis type of learning. An alternative approach eéaching
ethics that allows students to explore their owelifgs, use their own experiences and
apply them to ethics may be more beneficial for-g@meical students. Reflecting on
experiences is one such approach.

1.4.1 Reflection

The concept of reflection was first defined by Dgw£910).Reflection is a key lifelong
learning skill. A definition of reflection oftenteid is that of Boud and colleagues (1985):
“those intellectual and affective activities in whiindividuals engage to explore their
experiences in order to lead to new understandingsappreciations” (p. 19). Reflection is
a means of turning an experience (often a negatieg into a positive learning experience
which allows the learner to approach the next iearrexperience with a new found
understanding. This process facilitates exploratiboonfusing, upsetting, unexpected and
extraordinary events and the thoughts and feelthgy produce (Boud 2001). Schon
(1983), who led the way in establishing thmeportance of the role of reflection in
professional practice, coined the terms reflectieaction and reflection-on-action.
Reflection-in-action refers to reflection that orxuconcurrently with action whereas
reflection-on-action happens after the evdeflection-in-action is often used by those
working in professional practice. The latter is moglevant to students who are not yet in
practice (Tate, 2004).

The postulatedenefits of reflection are plentiful. It allows dints to take control of their
own learning needs and can facilitate deeper legrifivald et al., 2009), or further
learning from experiences that may not be explaytterwise, and in this sense can
minimise negative effects of negative experiendeslso encourages consideration of
many perspectives and promotes the developmentitofat thinking skills which are

essential in clinical practice (Plack et al., 2007)
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While reflection has not been used to teach etiniogeterinary medicine, the concept of
reflection has been used to identify ethical isst@sronted by medical students during
clinics. Three papers describe using reports oflesits’ experiences to identify where
ethical issues are most commonly seen during aotat{Huijer et al., 2000; Caldicott &
Faber-Langendoen, 2005; Fard et al., 2010). Thegated that ethical issues within
medical education often contribute heavily those issues recorded. In Fard and
colleagues’ (2010) study, the most commonly cititical issue confronted was ‘ethics in
medical education’ (examples being maintaining ifpaf care when teaching students
and the student’s role in confronting medical teamor). Surprisingly, the authors
dismissively state that this category is ‘not cdesed essential for medical practitioners’
but arguably these practices help shape studeiga/svof normal practice and therefore
impact their ethical development. Furthermore, @ald& Faber-Langendoen (2005)
focused on three areas they thought influenced¢stducation in one US medical school:
deliberately lying, discrimination and studentslumance to speak up about ethically
questionable practices for fear of reprisal. Reloydhe issues experienced by veterinary
students in a similar way could have two sizealeleelfits: 1) it could provide information
on the types of ethical issues faced by veteristuglents during practical experience and
2) more importantly, giving students opportuniti@s reflect on ethically problematic

experiences could help them to cope with emotigruifficult situations.

The papers mentioned above used reflection asl aotaaentify ethical issues experienced
in a clinical setting but only one published stuges reflection as a measure of moral
reasoning. The Ethical Reasoning Test for nursesA(Mne et al., 1997)s based on an
amalgamation of prominent theories of moral growtbluding Kohlberg (1976), Rest
(1982) and Perry (1970) but levels of reasoning @agegorised into traditional and
reflective responses; the three levels used waditivnal, traditional/reflective and
reflective. A traditional response would be one ahhhad features of pre-conventional
reasoning such as obedience to others. A reflecisponse was one which incorporated
more desirable aspects of ethical reasoning trewottier levels, (and were similar to those
described as post-conventional by Kohlberg (1958). use of ethical frameworks,
willingness to challenge unethical practises. Firsar nursing students were asked to
submit a written reflection on the same ethicalecasidy before and after a course in
ethics. The results showed improvements in three componehtgthical reasoning
(recognition of ethical issues, use of an ethicaimework, and use of personal values to
direct decision makingand consequently, an improvement in levels of ctifbe from

traditional (pre-course) to traditional/reflectiy@ost-course). The approach used indicates
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that reflection can be used to improve moral reggpralbeit in this case to a relatively
low level. The components used here are speciinutsing but the approach could guide a
reflection-based approach for improving veterinatydents’ ethical awareness. It also

demonstrates that levels of reflection could belsea measure of moral reasoning.

1.4.2 Experiential learning

Written reflections are normally based on persoea&periences, and consequently
reflection and experiential learning (learning thgh one’'s own experience) are
inextricably linked. Veterinary medicine is a very practical subject ageriential
learning is therefore an important part of vetegynaducation. Experiential learning is
vitally important once students embark on clinieducation (Miller, 1997) and exposing
students to this form of learning as early on ia trriculum as possible will be of great
benefit to them. In one of the first recorded stgdof experiential learning in veterinary
education, students at Murdoch University took parta programme involving ‘foster
farms’ (Swan et al., 1982) where they were assignéarm to evaluate and improve by
working with the farmer. Other studies refer toctilee placements (Malone et al., 2009),
computer based resources (Conrad et al., 2007; M)y2003), and courses that use
experiential learning to improve animal handlingeifRg et al., 2003; Marshall et al.,
1998), veterinary epidemiology (Hueston, 2003) awmdnmunication skills (Brandt &
Bateman, 2006; Adams & Ladner, 2004). All were eatdd through student opinion
gathered through feedback questionnaires. Noneauksarning cycle, such as Kolb’s
experiential learning cycle (1984), as an evalueatoml. Kolb’s experiential learning cycle,
which is based around the process of experiergahing and reflection, is a four-stage
cycle that starts with a concrete experience, whichvide a basis for reflective
observation (reflecting on how one felt about tbaaete experience), that leads one to
develop an abstract conceptualisation (developireggsounderstanding further and forming
new ideas) and finally applying one’s new knowledgeough active experimentation
(Figure 1.1). The cycle is continuous with activgerimentation feeding into the next
concrete experience and another cycle. The Kollledyas been suggested as a relevant
modelto help students negotiate the clinical years ofliced education with emphasis on
its relevance in the transition from pre-clinicaldy to clinical study (Greenberg & Blatt,
2010) but no empirical evidence has been provid&uilarly, it has been used in an

attempt to aid engineering students’ learning othmmatics (Stice, 1987) but again no
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evidence of improved retention of knowledge wasviged. An alternative reflective
framework, Johns’ framework, was used to assesddenf reflection in student writing
(Pee et al., 2002). Johns’ framework (19%bnsists of five stepgdescription of
experience, reflection, influencing factors, coulsave dealt with the situation better and
learning) under which are listed a series of qoastithat the student should address.
Student reflections were analysed for evidence ttiatquestion had been addressed and
marked accordingly. The framework was found to biéable for assessing the process of
reflection and gave the researchers insight intachvtaspects of the reflection were
commonly achieved and which were not addressed.tDuis detailed nature it was not
suitable for assessing levels of reflection. Otth@wbacks of using this framework were
that it was time-consuming to assess and it wagaes for supervised reflection (Pee et
al., 2002). Contrastinglythe Kolb cycle could provide a simpler, easily mptetable
framework around which a reflective exercise cdoddstructured and the content of the
reflections could provide evidence as to whethedestits complete cycles of reflection (as
in Pee et al., 2002).

Concrete
Experience

Reflective
Observation

Active
Experimentation

Abstract
Conceptualisation

Figure 1.1: Kolb’s (1984) experiential learning cyc le

1.4.2.1 Pre-clinical Extra Mural Study

One aspect of veterinary education in the Uniteagdom (UK) which is a major strength
in regard to experiential learning opportunitie€Eidra Mural Study (EMS). EMS is the
practical, on-the-jolexperience that undergraduate students do outsgaleformal studies

at university. EMS is split into pre-clinical EM®C-EMS) and clinical EMS. Veterinary
undergraduates in the UK are required to compl2tevdeks of PC-EMS within their first
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two years of study. In these 12 weeks they arewgaged to gain as wide an experience as
possible in different animal establishments suclsteep farms, stable yards, dairy units
and kennels. The principle aim of PC-EMS is to mtewstudents with practical experience
of animal handling and to introduce them to the huds used in different husbandry
systems.

One criticism of EMS is the variation in its quglis it is not presented in a controlled
environment like veterinary school. However, thmuld also be said to be one of its
strengths (Taylor & Barnes, 1998b) as it providésdents with a vast range of
experiences, some good, some bad, which all caérito the learning experience. One
survey looked at graduates’ opinions on the impagaof EMS in teaching ethics and
welfare (Fitzpatrick & Mellor, 2003). EMS was foutwl be ‘fairly valuable’ (the midpoint

on a five point scale). This survey was done beforenal ethics teaching had been
introduced to the curriculum, and students may Hailed to recognise ethically relevant
situations during EMS. EMS has been rated as veeyulifor developing other graduate
attributes necessary for successful work as aivergn, e.g. communication/observation

skills, procedural skills, history taking/data gating (Baguley, 2006).

The SILVER (Supporting Independent Learning in Vietry Extramural Rotations)
project, which aimed to enhance the quality of ieeg from EMS, stated that EMS is
often where “values and attitudes can be shapedhanttated” (Taylor & Barnes, 1998a).
In addition, anecdotal reports suggest that stsderiten have ‘spontaneous moral
reactions’ towards certain events witnessed duihS; that is they have a strong,
immediate emotionateaction to something that strikes them as didtdste morally
wrong (Ohman & Ostman, 2008). This emotional exgmesis not easily suppressed and
is not accompanied by rational thought. Spontanetarsl reactions sometimes referred to
as ‘moral emotions’ (Haidt, 2001) are considereganant inputs to moral judgements
(Kohlberg, 1958).

Theindication is that EMS can play a major role in tbemation of students’ perceptions
of standard practice and therefore is playing &ormal role in their ethical development.
Students may experience welfare issues and unktmaetices for the first time during

PC-EMS leading to upset and distress. Students leeaye PC-EMS placements having
dealt with difficult situations and at present #hes little done to help them cope with their

experiences. Providing students with formal opputies to reflect on these experiences
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and their ethical basis could lead to positive Hesg outcomes and improved ethical

development.

1.4.2.2 Computer Assisted Learning

A popular teaching aid often used to support sttelexperiential learnings the use of
Computer Assisted Learning (CAL). The earliest rdoof CAL being used in veterinary
medicine was the introduction of the PLATO compusgstem which simulated the
conversation between the veterinarian and a c{@rnimes et al., 1974). This was closely
followed by a canine cardiology teaching aid (Mg & Grimes, 1976). In 1993, a
project was initiated to establishe use of CAL in veterinary medical education. sThi
project, CLIVE (Computer-Aided Learning in VeterigaEducation) resulted in several
CAL packages being created including a nerve blmt&rial, digital lectures and case
simulations (Holmes & Nicholls, 1996). The projeas a success and there are currently

23 packages available on their website http://aiigeac.uk/clive.html).

Since the inception of CLIVE several other CAL pag&s have been created to assist in
veterinary educational programmes incorporatingaage of different subjects, some
assisting with practical learning (e.g. oestrusedibn in dairy cows (Heuwieser et al.,
1995), diagnostic proceduré3ergens et al., 2007) and preparing blood sm@aesast et
al., 2007)),and others with more theoretical subjects (e.gdexpiology (Conrad et al.,
2007; Goutard et al., 2007), nutrition (Dascanialet1997), parasitology (Pinckney et al.,
2001) and anaesthesia (Dyson, 2003)). Computers b0 been used to teach small
animal husbandry (specifically the housing of catsl dogs in establishments such as
boarding kennels and catteries) (Denwood et a8P@nd to replace the use of animals in
teaching (e.g. students shown how to pass a nasegabe in horses using a CD-ROM in
place of a live demonstration (Abutarbush et @06)) but there is only one example of
using CAL to teach university students animal ethi¢he Animal Ethics Dilemma
(available at www.aedilemma.nefiHanlon et al., 2007) is a web-based package that
provides an interactive teaching approach to angtiacs. Students are presented with a
series of ethical dilemmas and opinions analogousvé ethical frameworks (utilitarian,
animal rights, contractarian, respect for nature aelational). Students first have to
develop their ethical profile by answering 12 qimest with 5 possible answers each

relating to the five ethical frameworks. Partigipacan then work through a series of
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dilemmas, in which they have to make choices asghat they would do in each situation,
and depending on their choice they are then facid additional complications. The
complications are designed to challenge the usgg®is (as provided by the profile) and
the package aims to encourage critical thinkinguabloeir attitudes to animals and their
ethical basis. The tool has many good qualities:itteractive approach and creation of a
personalised profile mean it is engaging for stislethe pathway to a solution alters
dependenbn the choices made and forces re-evaluation of initiautihts, exposing how
troublesomereal-life animal ethics dilemmas are; and it raisegareness of different
perspectives and the use of frameworks, which amgortant in the early stages of
veterinary students’ ethical development if one twamo create post-conventional
reasoners. Since its inception, the tool has bebkareed and students can now add their
own case study (Hanlon et al., 2010). As yet, nengific studies have been carried out to
judge whether it improves ethical development. Baell from students in the form of
direct observations, face-to-face interviews andstjonnaires was collected to evaluate

the tool but the results are not publicly available

Feedback on CAL programmes is a commonly used atratu tool (Ito et al., 2001;
Dyson, 2003) however the validity of this approdtchs been questioned (Jones &
McCormac, 1992; Brandt & Bateman, 2006). Feedbaskally in the form of student
evaluative questionnaires, is often used becauiseait easily implemented measure and
students’ perception of the programme is of imparéato their engagement. Validating
CAL programmes using outcome based measures mawdre valuable for reliably
assessing the pedagogical objectives. CALs have beewn to improve practical skills
(Abutarbush et al., 2006; Preast et al., 2007) el as knowledge (Heuwieser et al 1994;
Jergens et al., 2007). The most comprehensive agipng to use both outcome measures
and student evaluations as it is important thaiwvel as meeting the expected learning

outcomes that students are keen to engage witbrdggamme.

There are numerous advantages to using CALs: thaysave staff time (Dewhurst &
Williams 1998), are usually easy to update (Dy#1Q3), they allow students to work at
their own pace (Conrad et al., 2007), and they regotace practical classes involving
animals so have welfare and ethical advantagescéiDas et al., 1997; Dale et al., 2005;
Abutarbush et al., 2006). Criticisms of CALs arattthey can be used for inappropriate
material (Trynda, 1979) and feedback often findspsut for their use as a supplement to
traditional teaching rather than a replacementt gDascanio et al., 1997; Dewhurst &
Williams 1998; McLennan, 2003; Dale et al., 200%here is also a culture of ‘not
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invented here’ syndrome which prevents integratioto others’ curricula (Jones &
McCormac, 1992).

In this age of technology, where students are familith using online material for
research and study, CALs seem like an approprigteoach to take when designing new
teaching tools or supporting material. The evidefiocegheir use is supported by a number
of successful studies in veterinary medicine (Har&eNicholls, 1996; Abutarbush et al.,
2006; Jergens et al., 2007; Preast et al., 200@wbed et al., 2008).

1.5 Aims

The evidence from the literature clearly pointstite need for improvement in ethics
education in veterinary medicine. Despite the ethicchallenging nature of veterinary
medicine as a profession, very few approaches tihaé been developed for teaching
ethics are specific to veterinary students. Thbs¢ are available have not been evaluated
using scientific measures of ethical developmersdarch that has investigated veterinary
students’ ethical development has focused on desagpect of ethical development (moral
reasoning) and is confined to the USA (where |gtlieics teaching is included and students
are college graduates on entry to the veterinamysg). The results of these studies
indicate that veterinary education does not haeedsired impact on moral development
and educational ethics interventions have not fredtithis. Introducing ethical concepts
early in the veterinary course is supported byrtfamy studies reviewed using first year
students from other disciplines that found improeamin ethical development (and
retention of that development) as the result ofrtshearly educational interventions.
Educational interventions that centre on lifelorgarhing skills such as self-directed
learning, reflection and experiential learning hawat been attempted in an effort to
improve ethical development in veterinary studeiiisere is an urgent need for ethics
educational tools and approaches designed spélgifioaveterinary medicine.

The primary aim of this study was to create a deHcted learning tool, which through the
use of reflection would improve ethical awareneasspre-clinical veterinary students.

Ethical awareness can be described as familiaritl @thical concepts such as parties,
interests, perspectives and frameworkss not a term that is used in the literature or
which has established measures attached to ithi$end, in this project the improvement
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of ethical awareness, in addition to textual analyis assumed by representative measures
of ethical development and ethical reflection. Thavel approach to teaching ethics to
pre-clinical veterinary students will have animalfare at its core and will take the ideas
of self-directed learning, experiential learningdareflection and combine them in an
exercise that can develop lifelong learning skillkis approach has not previously been
attempted with veterinary students. The tool wi beveloped using ideas from the
healthcare professions where reflection has beed ore widely. The tool will take the
form of a structured reflection and it will be aogmanied by a computer based teaching
package. Students will be asked to identify reléxsammal welfare issues on farms from
their own PC-EMS experience upon which to reflés.well as the aim of aiding ethical
development, this will also provide an insight ithe types of welfare issues seen on EMS
by pre-clinical veterinary students. Students Wwdl free to choose the welfare issue for
reflection Allowing students to use their own experience \mihke it more meaningful

and therefore should maximise the learning gaineah their PC-EMS placements.

The aim will be to improve students’ ethical awass through reflecting on an ethically
relevant animal welfare issuetthical reflection, as defined in this study, inved
considering a situation from the standpoint of wisamorally right and what is morally
wrong, reflecting on the reasons that an actiomally right or wrong (which may
include personal feelings), who is affected by (ii@posed) action, in what ways are they
affected by the (proposed) action, and what coalddne instead/why should the action be
advocated. The impact of the reflective tool on wamponents of ethical development
(ethical sensitivity and moral reasoning) will bevéstigated to validate its effectiveness.
Following development and validation of the leagniool, it will be offered to all other
UK vet schools for use in their PC-EMS teachinggpamme.Further to the development
of a PC-EMS tool, an investigation will be carriedt to determine whether this tool can
be adapted for use in clinical EMS. A secondary afrthe study was to provide baseline
information on the moral reasoning abilities of eretary students and veterinary

professionals in the UK.

1.6 Thesis outline

Chapter 2 begins with a review of standardisedstestmoral reasoning development in

order that appropriate measures for validation haf proposed learning tool could be
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identified. The remainder of this chapter first lexps the usability of two of the reviewed
measures for testing the moral reasoning abilafd#st year veterinary students and then
outlines the results of an investigation into therah reasoning abilities of UK veterinary

students at various stages of their veterinary atlue.

The development and pilot of a novel, reflectivarteng tool for pre-clinical veterinary
students is outlined in Chapter 3. The tool wasighesl for use following PC-EMS
placements on cattle, sheep and horse units, wiéhatm of promoting students’ ethical
awareness, encouraging ethical reflection and im timproving students’ ethical
development. The prototype tool was designed tdacepthe unstructured reflection
currently completed by students following PC-EMSageiments. The prototype tool
focuses on the ethical dimension of an incidentaictipg animal welfare witnessed by the
student during their PC-EMS placement and is cattezl Animal Welfare Associated
Reflective Exercise (AWARE). Creation of the acgamying teaching package is also

described.

Chapter 4 describes the validation of the AWAREgsa mixed-methods approach. This
chapter describes in detail the techniques usedlidate the tool as well as the results of
both quantitative and qualitative analysis. Thermam of this work was to investigate
whether the AWARE achieved its aim of improving thevel of ethical reflection
displayed in post-EMS reflections. In addition,dgnt engagement and the impact of the

AWARE on ethical sensitivity and moral reasoningevalso explored.

Chapter 5 is split into two parts and gives detailscollaborative work between the
University of Glasgow and the University of Bristti the first part, the development and
pilot of a combined animal welfare and ethics téagipackage for pre-clinical veterinary
students is outlined. In the second part, the qanoé ethical reflection was used in a
clinical setting. This part describes the resulksa@ilot study using clinical veterinary
students that investigated structured, self-didscteeflective exercises as a way of

incorporating animal welfare and ethics, and prsif@gal ethics into clinical EMS.

Chapter 6 returns to the concept of moral reasoamdyinvestigates the moral reasoning
abilities of qualified veterinary surgeons in redatto members of the public using a well-
established test of moral reasoning. The resuksdscussed in light of the potential

impact on animals, clients and the veterinary semgeghemselves.
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Chapter 7 summarises the main findings of the rebepresented in this thesis and

includes limitations and recommendations for futwsearch and teaching.
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Chapter 2 - Moral reasoning development in
veterinary students

2.1 Introduction

Moral reasoning, one component of moral developmbas been widely studied in
students of professional courses. Moral reasorsrigda process by which a person decides
that one course of action is morally preferablaféssional decisions are rarely clear-cut
and coping with difficult decisions requires goodral reasoning skills. Moral reasoning
is a vital skill for those in the veterinary prosemn given that they often face ethically
difficult situations where they have to balance ftheéerests of animals, clients and
themselves, e.g. providing the best treatment foadmal may not be possible if this is
not what the client wants or can afford. Worryinglthere is evidence that UK
veterinarians experience ethical dilemmas reguléuly to five times a week) and that
dealing with them does not necessarily become $té&ssful with increased years of
experience (Batchelor & McKeegan, 2012kood moral reasoning skills allow
veterinarians to make defensible decisions (rati@n relying on common/routine
practice) and logical ethical reasoning is liketydive veterinarians more confidence in
their decision making ability (Morgan & McDonaldD@7). The key feature of moral
reasoning is that skills are related to how deoisiare made rather than their outcomes.
Teaching veterinary students moral reasoning sisllgkely to also help prevent decision
making fatigue and reduce the stress caused bgideanaking (Batchelor & McKeegan,
2012).

The basis of moral reasoning measures are thaergtct different educational levels
differ in their levels of ethical reasoning and tthhose at higher levels place greater
importance on principled moral thinking (Rest et 41974). However, recent research
suggests that professional curricula do not alwaysove moral reasoning ability (Self et
al., 1991; 1996; Chaves, 2000; Latif & Dunn, 200#specific educational interventions
focusing on ethics are introduced, most often aoravement in moral reasoning is seen
(Penn, 1990; Self et al., 1992; Bebeau & Thoma41S8&lf & Olivarez, 1996; Latif,
2000). Nonetheless, with veterinary students noravgment in moral reasoning at the
post-conventional level was seen as a result obdocing a course in ethics in the one

study that has investigated this (Self et al., J9%6ere are several speculative reasons for
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this; that the course was too sh(8elf et al., 1998b), suggested ‘emotional hardgnim
veterinary students or that the test used doesismiveterinary scenarios. The 1995 Self
study was carried out in the USA, and a numbertbérostudies on veterinary students
have been carried out in the USA (Self et al., 194If et al., 1993b; Self et al., 1996).
The results were inconclusive, but generally indidaan inhibitory effect of veterinary
education on moral reasoning development. In thé,USudents are college graduates
when they begin their veterinary education so teeares are likely to differ from students
from the UK who enter university directly from sahoThere is no information available
on the moral reasoning ability of UK veterinarydguats, or their ethical development as
they progress through the undergraduate curricultiimere is therefore a need to
characterise moral reasoning ability in UK vetennatudents both when they enter

veterinary school and throughout the curriculum.

As a starting point, it was of interest to inveateythe impact of the current veterinary
curriculum at the University of Glasgow on studéngthical development, and in
particular to assess students’ moral reasoningtiabil At the University of Glasgow,
formal ethics teaching in the pre-clinical yearsrently consists of two hours of lectures
that introduce animal ethics concepts such as esed] intrinsic value and ethical
frameworks as well as specific veterinary ethicecepts such as quality and quantity of
life and the ethical limits of treatment. In fourgkar, teaching consists of a whole class,
interactive ‘workshop’ session focusing on eutheanasd a small group tutorial where
students discuss three case-studies that havehaalelimension. Students review the
cases before the tutorial and then during the sessiith guidance from a facilitator, they
discuss what they would do in each situation ang. whe facilitator will often challenge
their views to encourage further discourse. Imhfiear, students attend a further small
group tutorial which centres around two challendiethical dilemma’ case-studies, and
students must make and defend a decision. Thigdlfocuses on encouraging students to
discuss the issues with peers and to generateilpla@sguments for each possible course
of action, including those they do not agree winoup discussions of case studies have
been found to be very effective in improving maedsoning ability (Self et al., 1989; Self
et al., 1993a; Hartwell, 1995; Latif, 2000; Smithaké, 2004) so it would be expected that
following their clinical ethics teaching studentsbral reasoning abilities would improve.
As well as the impact of formal ethics teachinggréhmay also be impacts on ethical
development from other sources such as the hiddeitelum (Hafferty & Franks, 1994)
and students’ experiences on extra mural study (EMfroducing ethics interventions

early on in the course could also have benefitdéreet al., 1992; Goldie et al., 2002).
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Before doing so, or establishing whether any specdmponents of the curriculum impact
ethical development, a suitable measure must bdifigel with which to measure moral

reasoning ability.

2.2 Choosing a suitable moral reasoning measure

To examine the impact of the veterinary curriculd apecific educational interventions on
moral reasoning development, a suitable standardimeasure had to be identified.
Unfortunately there is no currently available e#thiceasoning test that uses veterinary
scenarios or that uses ethical dilemmas involvingnals (Wiseman-Orr et al., 2009).
However, there are many standardised ethical réagotests available. These tests
generally use hypothetical ethical dilemmas thatifoon social issues. To find a suitable
test, an extensive review of the literature wasiedrout. Six tests were considered for use.
The ideal test would assess the students’ abdiyeison and make moral judgements, to
reflect on their own standpoint, to understand i@sgect different viewpoints and to apply
ethical principles to their own conduct. The sistsewere compared for their ability to
assess these criteria (Table 2.1). Other decisiotofs were whether the test was easily
administrable to a large number of students attione, whether students could complete it
in a short timeframe, whether it had been welldatied and whether it could be assessed
without specialist training. All tests considereatllgood internal reliability and test-retest
reliability (Rest et al., 1974; Eckensberger & Zantli980; Page & Bode, 1980; Moore
1988; Basinger et al., 1995; Lind, 2005).
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Test

Can assess ability to: MJI DIT ERI SRM-SF | MJT | LEP
Reason and make moral v v v 4 v x
judgements
Reflect on own standpoint x x x x x v
Understand and respect x x x x x v
different viewpoints
Apply ethical principles to own x x x x x v
conduct
Other decisive factors:
Easily administrable to group x v v v v v
Can be completed in short time * Y * v Y *

(Short form)
Can be assessed by non-expert x v v v v v
Widely validated v v x v v x

Table 2.1: Tests considered for measuring moral rea  soning

MJI = Moral Judgement Interview (Kohlberg, 1958), DIT = Defining Issues Test (Rest et al., 1974),
ERI = Ethical Reasoning Inventory (Page & Bode, 1980), SRM = Sociomoral Reflection Measure
(and Short Form) (Gibbs et al., 1982; 1992), MJT = Moral Judgement Test (Lind, 1985), LEP =
Learning Environment Preference Questionnaire (Moore, 1987)

Table 2.2 describes the format of each of the tester consideration and summarises
their strengths and weaknesses. The earliest neeasurmoral reasoning that was
developed was the Moral Judgement Interview (MBBhlberg, 1958) and most other
measures stemmed from it. The MJI is thought téhleemost accurate measure of moral
reasoning ability available (Self et al., 1993bpwever, it can only be administered by
people who have undergone specialist training, and involves individual, face-to-face
interviews, it is time-consuming to administer ahds is not suitable for use with large
groups of studentsSince the creation of the MJI, several alternatiests have been
developed. The most commonly used of these is #imidg Issues Test (DIT) (Rest et al.,
1974). The DIT has been promoted as a simpler, tiess-consuming alternative to the
MJI. It is a scenario-based, multiple choice, pad paper test. The DIT is a recognition
measure, which means the respondent has to rateuphied statements for level of
importance rather than come up with their own reampas to what is important in making
their decision. Some of the statements suppliednaresensical, made up of complex
vocabulary in an attempt to identify and eliminagspondents who choose statements
based on how they sound rather than their meamlgaatual importance in decision-
making. This multiple-choice approach allows the DIT todigectively scored, removing
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the need for specialist assessors. It has beenim$eshdreds of studies (King & Mayhew,
2002) and has been described as “the most reliafde valid of all moral reasoning
instruments” (Latif & Dunn, 2004).
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Test | Type and format of measure Strengths Weaknesse s

MJl Production measure that involves a 45 minute semi- Well-validated Cannot be administered to large
structured interview with a trained assessor Measures Kohlbergian stages of moral groups
Respondent is presented orally with 6 fictional ethical development Requires expensive, specialist
dilemmas and follow up open-ended questions to elicit Takes into account individual answers and training to rate responses
different levels of reasoning alters questioning accordingly No known support available
Generates score for stage of moral reasoning (1-5/6) Time-consuming

DIT Pen and paper or online, recognition measure Can be administered to large numbers Expensive to buy and score
Presents series of ethical dilemmas (in form of stories). | Support available Full version which is most reliable
Respondent has to decide which action they would take | Shortened version available which is less takes 40-45 minutes to complete
then rate 12 accompanying reasoned statements for time consuming Sensitivity may be problematic as
level of importance and rank 4 statements as most Automatic scoring available students may not reach level of post-
important in their decision-making. Well validated, used in many undergraduate | conventional reasoning
Comes in 3 forms: original 6-story DIT-1, short-form 3- studies including studies on veterinary
story DIT-1 or newest 5-story DIT-2 students
Focuses on respondent’s preference for post- Measures stage preference and focuses on
conventional reasoning but provides scores for lower post-conventional moral reasoning
stages and stage preference

ERI Pen and paper, recognition measure Can be administered to large numbers No support available

Multiple-choice with 26 questions on 6 dilemmas
Uses Kohlberg’s open ended questions in branching

technique to evaluate average stage selection

Inexpensive
Obijectively scored

Measures Kohlbergian stages, and mirrors

technique of original measure, the MJI

Takes approximately 45 minutes to
complete

Few studies have used it
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Test | Type and format of measure S$trengths Weaknesse s

SRM | Pen and paper, production measure Can be administered to large numbers Support not available

-SF Consists of 11 items that address several sociomoral Inexpensive Time consuming to score
values. Questions in 5 sections: Truth and Contract, Quick to complete (15-20 minutes) Primarily designed for children and
Affiliation, Life, Property and Law, and Legal Justice Scoring can be self-taught low-literacy subjects so may be too
Each item contains a two-part question and respondents | Well-validated measure simplistic
are asked to evaluate and justify the importance of each | Similar to MJI in that requires respondents Does not assess post-conventional
value to spontaneously justify their choices level moral reasoning
Justifications given are then scored for preferred stage
of Kohlbergian moral reasoning (Stages 1-4)

MJT | Pen and paper, recognition measure Easy to administer to large groups Measures consistency rather than
Consists of 2 ethical dilemmas accompanied by 6 pro No cost Kohlbergian stage preference
and 6 con arguments relating to the protagonist’s action | Support available from author Not been used as extensively as DIT
in the dilemma. Short completion time
Respondent asked to rate whether they agree or Easy to mark
disagree with action (scale -3 to +3), then to rate the 12 | Used in several studies
statements on their level of acceptability (scale -4 to +4)
Measures stage consistency

LEP | Pen and paper, recognition measure Can be administered to large numbers ‘Ethical’ meant in classical sense

Presents 5 domains each with 13 statements to be
ranked on scale of 1 to 4 (‘not at all significant’ to ‘very
significant’) when considering a learning environment
Then top 3 statements are ranked on each domain
Main scores gives the position preference on Perry’s

scheme

Low cost

Support available

Scoring available

Reasonably well validated

Measures three important criteria not

evaluated by other tests

Does not measure moral reasoning
levels

Measure focuses on the intellectual
part of the scheme rather than the
‘ethical’ part

Takes up to 45 minutes to complete

Table 2.2: Characteristics of six moral development

tests and a summary of their strengths and weaknes

Ses
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The Ethical Reasoning Inventory (ERI) (Page & Bod®&80) uses the same probe
questions as the MJI but is a paper-based apprdiastas designed to provide a moral
reasoning measure similar to the MJI but that igdailvely scored and can be group
administeredAnother measure of moral reasoning derived froemMiJ|1 is the Sociomoral
Reflection Measure (SRM) (Gibbs et al., 1982). kmlthe DIT and the ERI, it is a
production measure where respondents are expertgubhtaneously produce reasons for
their choices rather than choose pre-populated ensswhe creation of the SRM aimed to
reduce the intensity of training required for scerén comparison to the MJI while
retaining most of its important features. A shoeversion of the SRM, the Sociomoral
Reflection Measure-Short Form (SRM-SF), is alsailalkbe (Gibbs et al., 1992) and was
the version considered here. The SRM-SF (unlikeother measures reviewed) does not
include dilemmas; instead it uses a series of gueston social values that Kohlberg
considered “the core of morality” (Gibbs et al.0Z)

One of the most recently developed moral reasomegsures is the Moral Judgement Test
(MJT) (Lind, 1985). Rather than measuring stagdepeaice as the DIT does, the primary
score on the MJT represents how consistently anithdil follows a moral principle, even
when faced with positions they do not agree witihifla, 2006). This consistent position

may be at levels lower than post-conventional neiagp

The Learning Environment Preferences (LEP) questoa (Moore, 1987) is an objective
measure of Perry’'s Scheme of Intellectual and BthBevelopment (1970). Perry’s
scheme comprises nine levels (Table 2.3) which @adivectly relate to the Kohlbergian
stages described earliefhe LEP measures the respondent’s position on ithe five
stages of the Perry scheme (Moore, 2002) and ugesdbmains relating to learning
environments to investigate how a respondent li&dsarn and this is correlated with their
position in Perry’s scheme.
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Position Description

Position 9 | Own identity established and lifestyle reflects personal commitments

Position 8 | Implications of commitments made are recognised

Position 7 | Establishment of identity begins through a commitment in some area.

Position 6 | Values emerge. Limitations to intellectual development are realised and life
commitments to a particular pathway are foreseen but not yet acted upon. At this
stage (and beyond), ethical behaviour is driven by informed choices based on

individual values and considerations of right and wrong.

Position 5 | Dualistic thinking no longer predominates. Solutions and values that drive those
solutions are dependent on the situation. Within this there are better/worse
answers. Students learning to evaluate solutions. Level we want college students to

achieve.

Position 4 | Here students may believe that most problems have no known solution and so
everyone has right to their own opinion, or that problems are unsolvable so doesn’t

matter which solution you choose.

Position 3 | Aware there are questions that we know answers to and that there are questions
we don’t know answers to yet. Believes there are right/wrong ways to find answers

to things that are not known yet.

Position 2 | Aware of others believing in uncertainty but believes there are correct solutions,

and that their thinking is right and others is wrong.

Position 1 | World perceived in terms of right vs. wrong. All problems are solvable. Being good

equated with doing ‘right’ behaviour a lot.

Table 2.3: The nine positions in Perry’'s (1970) Sch eme of Intellectual and Ethical

Development

The pros and cons of each of the tests were carsiddable 2.2)Initially, it appeared
that the LEP addressed most of the required eleanbnt it did not give information on
making moral judgements, which was considered gbmaportance. It also transpired
that the LEP focuses on the first five stages ofyPescheme which centre on intellectual
development, while it is the last four stages tentre on ethical developme(iloore,
2002). Moreover, after consultation with the autfMioore, personal communication), it
became apparent that the use of the term ‘ethieatldpment’ by Perry did not refer to
ethical awareness or moral judgement but to aickssense of good character, and that
the test itself measures epistemological develogimatiner than ethical development. As a

result, this test was eliminated from further cdesation. The two tests that met the

6 Epistemology is a branch of philosophy that inigeges the origin, nature, methods and limits ahan
knowledge.
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majority of the relevant criteria were the DIT atid SRM-SF. Other tests were rejected
for various reasons (Table 2.2), for example, bseahe MJI cannot be administered to
groups, the ERI takes too long for respondent®ioptete and the MJT does not provide a
score for preferred moral reasoning stage. Thet $bons of both the DIT and the SRM

provided an easily administrable, well-validatediap for testing. It was hypothesised that
first year students may not attain the level oftfmmsventional reasoning that the DIT
targets so the SRM-SF was thought to supplemesthihiproviding a measure at lower

levels of moral reasoning.

2.2.1 Aims

Using the selected moral reasoning tests, the D¢hekt form (three-story) and the SRM-
SF, a preliminary study was carried out to esthbtise suitability of these tests for
measuring moral reasoning abilities in first yeatevinary students (Experiment 1). The
full cohort of first year veterinary undergraduatg09-2010) at the University of
Glasgow were asked to complete one of the two teftae and after their first pre-clinical
extra mural study (PC-EMS) placement. In Experim2nfirst year veterinary students
(2010-2011) at the University of Glasgow were asteedomplete the DIT-2 before and
after completing a novel, reflective exercise thehed to promote ethical development.
The aims of Experiment 2 were a) to establish tbeahreasoning ability of UK veterinary
students on entering the first year of veterinatyosl and b) to assess whether completing
a novel, reflective ethics exercise would impactdents’ moral reasoning scores (the
results of Experiment 2b are discussed in Chapteffde aim of Experiment 3 was to
investigate, through a cross-sectional design, kdrahoral reasoning ability in veterinary
students at different stages of the course wasdataegay the current Glasgow University
curriculum. Data was collected from fourth yeardstots in session 2010-2011 and the
same cohort of students were invited to re-takeDhe after their formal clinical ethics
teaching in fifth year.
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2.3 Methodology

2.3.1 Test allocation and administration
2.3.1.1 Experiment 1

Ethical approval for collecting data from studemtas obtained from the University of
Glasgow’s Faculty of Veterinary Medicine Ethics aielfare Committee. In the first year
of the study, 116 first year veterinary studen30@2010) at the University of Glasgow
participated from a cohort of 129 students. Theégdents will be referred to as cohort 1.
Cohort 1 was split into two equal-sized groups; gneup was allocated the three-story
DIT-1 (Appendix Al) and the SRM-SF (Appendix A2)svallocated to the other. Students

were allocated randomly but the groups were adijufstegender.

Students first completed the three-story DIT-1ha 8RM-SF after a clinical skills class in
February 2010, before completion of a PC-EMS plagdmrhese tests will be referred to
as the ‘pre-EMS DIT’ and the pre-SRM-SF respecyivéhe students were given written
instructions on how to complete the test along witstatement indicating that completion
implied consent. They were allowed 30 minutes tonglete the test. Additional
information was collected from each student on gendge, nationality, upbringihgnd
whether they already held a dedregtudents were asked to complete the same test nin
weeks later (after most had completed a PC-EMSepiaat). These tests will be referred
to as the ‘post-EMS DIT’ and the post-SRM-SF. Thdasts were administered after an
unrelated lecture. At the time of re-test, studevese asked whether they had completed a
PC-EMS placement since the last test and with whpeties. All testing was carried out

in the morning.

2.3.1.2 Experiment 2

Following the pilot of the two short-form moral szming tests, the decision was taken in
the second year of the study to use the longee;dtery DIT-2 (Appendix A3). There is

" Whether they were raised in an urban area, a aneal or on a farm.
® It is common for students who study veterinary itiee to do this as a second degree, especiallthNor
American students.
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evidence that the more dilemmas considered by stadéhe more reliable the results of
the test are (Rest, 1993), and in the second yeae time with the students was available.
The students sitting this test were 109 first yesterinary students in academic session
2010-2011 and will be referred to as cohort 2. &tiglwere asked to complete the DIT-2
at the beginning of a computer-based teaching@essi animal ethics in February 2011.
This test will be referred to as cohort 2’'s pre-DThis teaching session introduced the
novel, reflective exercise piloted by the volungegr cohort 1 and all students in cohort 2
were asked to complete it. Students re-sat the DifT the first week of their second year
(in September 2011) after most students had coeplet PC-EMS placement and
subsequently the novel, reflective exercise. Téxs will be referred to in the remainder of
this chapter as the post-DIT. The results of thpaanh of the novel, reflective exercise on

DIT scores are discussed in Chapter 4.

2.3.1.3 Experiment 3

To assess moral reasoning development in succegsave of the veterinary programme, a
group of 54 fourth year veterinary students (200Q1) were asked to complete the DIT-2
at the beginning of an ethics teaching sessionr(fae 2011). Fourth year is the first year
of clinical study in UK veterinary schools. Thegadents will be referred to as cohort 3.
Students from this year group were asked to compiet DIT-2 a second time in their fifth

(and final) year after they had completed all tHermal ethics teaching. Students were
individually emailed immediately following theirrfal ethics tutorial with a link to an

online version of the DIT-2. Students were offef&dworth of print credits as an incentive
to encourage participation. The online DIT-2 statieat completion of the test indicated

the student’s consent for the data to be usedekwarch purposes.

2.3.2 Data handling
2.3.2.1 DIT scoring

After each testing session, completed DITs werelate to ensure identification numbers
were clearly marked and then they were posted ¢oQanter for the Study of Ethical
Development at the University of Alabama where thveye scored using Scantron Opscan

software (Scantron Corporation, USA). Results atarned electronically and a summary
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of the results is provided as well as raw datasfilBreliminary indications of which
responses should be purged are indicated. Respoaisdse purged due to incomplete test
protocols but also because the results are likelyetunreliable due to a number of factors
(see Table 2.4)The guide that accompanies the DIT-1 gives morailget information
regarding purging unreliable results (Rest, 1998k guide stipulates that “it is usual in
studies to lose between 5 and 15% of the sampled assult of these checks. The
guidelines are based on the six-story DIT-1 andpilmge guidelines are less clear for the
three-story DIT-1. The suggestion is that the dtg-should be around half of those for the
six-story DIT-1. Using the guidelines provided, ther purges were done on the results
(Table 2.4). Utilizer scores of 9.99 (i.e. unalmdebe computed) were not purged because
they are caused by indecision on the respondemt’s pe. 9.99 is the result of the
respondent selecting ‘can’t decide’ on all fivergs. As this is a valid answer it was not

appropriate to purge these respondents.

Reliability check 3-story DIT-1 5-story DIT-2
Rate-and-rank consistency > 150 >= 200
Meaningless >=4 >10
MISRANK >3 >=6
MISSRA >0 >=3
NODIFF >0 >=2
Utilizer Not purged even if 9.99 | Not purged even if 9.99

Table 2.4: Reliability checks and their purge crite  ria for the Defining Issues Test

Based on information from Rest (1993) and Bebeau & Thoma (2003). This table lists the measures
that are considered before a response is purged due to unreliability. An explanation of the
measures is given below:

Rate-and-rank consistency = this checks whether respondents are being consistent in their rating
e.g. if they rank an item as most important in making their decision it would not be expected that it
would be rated as ‘of little importance’. If there is too much inconsistency in responses, it may
indicate that the subject is responding randomly. It also checks whether respondents are marking
each item with the same rating.

Meaningless = this check relates to items written as an internal reliability check. There are items
within the DIT that are written in a pretentious manner in order to sound like they are important but
are really meaningless. This check identifies respondents that rank these items of high importance
in their decision making.

Completing the DIT requires the respondent to first rate the 12 statements on level of importance
and then rank four of the items as the four most important. The MISSRA and MISRANK variables
indicate missing data. Some missing data can be tolerated. The MISSRA variable indicates
whether respondents have ranked at item that they failed to rate and the MISRANK variable counts
how many rankings are left blank.

NODIFF = identifies non-differentiation of rates or ranks e.g. if respondents give all items of a story
the same rating, or ranks the same item as most important, second most important and so on. Non-
differentiation in one story is tolerated if using the DIT-2 or the six-story DIT-1.

Utilizer = measure whether the ranking on each dilemma is consistent with the action chosen and
are given as a correlation (+1 to -1) with negative values indicating lack of consistency and positive
values indicating consistency.
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The DIT results include individual scores for pertagies of reasoning at three different
levels referred to as moral schema (cognitive sires of moral reasoning) — personal
interests (Stage 2/3), maintaining norms (Stageat) post-conventional (Stage 5 or
above) (Rest et al., 2000). The P score indicatepércentage of the respondent’s answers
that use post-conventional morabsoning and the N2 score measures the degreadh w
post-conventional moral reasoning is prioritised &lso the degree to which lower level
moral reasoning is rejected (Bebeau & Thoma, 2003¢. P score is the original measure
and is cited most extensively in the literature melas the N2 score is newer but is said to
be a more reliable construct (Rest et al., 199@di#onal scores of interest are profile
indicators and Type indicators. The profile indaradlenotes whether the respondent has a
consolidated profile or a transitional profile. Ansolidated profile shows that the
respondent is consistent in their reasoning wheadaansitional profile indicates disparity
in their answering. Th@ype indicator, measured on a scale of one to seyigasthe
predominant level of reasoning in the respondesmi'swers as well as taking into account
whether the profile is consolidated or transitiof@dble 2.5). Type indicators can also be
merged into three moral reasoning levels: pre-cotiweal (1 and 2), conventional (3, 4
and 5) and post-conventional (6 and 7) (Bebeau &nidy 2003).

Profile Predominant schema Level of moral
Type indicator of moral reasoning reasoning

1 Consolidated Personal Interests Pre-conventional
2 Transitional Personal Interests Pre-conventional
3 Transitional Maintaining Norms Conventional
4 Consolidated Maintaining Norms Conventional
5 Transitional Maintaining Norms Conventional
6 Transitional Post-conventional Post-conventional
7 Consolidated Post-conventional Post-conventional

Table 2.5: Categorisation of Type indicators

An additional score provided by the DIT-2 is thenther of ‘can’t decides’. In each
scenario, the respondent is asked whether theydasmlisomething, not do something or

‘can’'t decide’. The number of ‘can’t decides’ sa&ztis considered to be a measure of
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indecision. The minimum score for this measureeszand the maximum is five. The
DIT-2 also directly records demographic informatiocluding gender, age, educational

level and whether the respondent is a US citizemotr

2.3.2.2 SRM-SF scoring

Marking the SRM-SF required thorough examinatiothef material in the scoring manual
(Gibbs et al., 1992) and completion of the pracBcering exercises it included. The
primary score in the SRM-SF is the Sociomoral Reitbm Maturity Score (SRMS).
Consistently attaining SRMS scores within 0.2 aslef the given score indicates a
satisfactory level of competency, which was achiebefore embarking on scoring of
students’ tests. The SRM-SFs were scored blind.réggonse to each question was given
a mark on a scale of one to four or marked as wabte The marks equate to Kohlberg’s
stages of moral reasoning (ratings 1 and 2 arec@megentional and ratings 3 and 4 are
conventional).The mean of the total marks on all scorable resggongas calculated to
produce the SRMS. There are a total of 11 questadseach questionnaire has to have at
least seven scorable responses otherwise it isetb@mscorableUsing the mean of the
ratings, the respondent was allocated a GlobaleS(&$). The GS indicates the moral
stage preference of the respondent (based on Kugjdipe stages (see Table 1.3)),
subdivided into ten levels (rather than four stageshow transitional stages (Table 2.6).

An example of a scored test protocol is provideAppendix A4.
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Score Global Stage
1.00 -1.25 Stage 1

1.26 —1.49 | Transition 1(2)
1.50-1.74 | Transition 2(1)
1.75-2.25 | Stage 2

2.26 — 2.49 | Transition 2(3)
2.50 - 2.74 | Transition 3(2)
2.75-3.25 | Stage 3

3.26 — 3.49 | Transition 3(4)
3.50 — 3.74 | Transition 4(3)
3.75-4.00 | Stage 4

Table 2.6: Global Stages in the Sociomoral Reflecti  on Measure — Short Form

Stages are based on Kohlberg's stages of pre-conventional and conventional moral reasoning but
have intermediate stages as well which indicate that the respondent is in transition from one stage
to another. Bracketed numbers indicate the transitional stage e.g. respondent scoring 3(2) is
predominantly stage 3 but has some stage 2 responses.

A Type B score was also allocated to each resporatehtefers to moral type, scored on
three classifications: balancing, conscience anddmental valuing. If the respondent had
one response matching any of these classificattbes,espondent was assigned a score of
one for that category (scale 0-3). A respondent eeasidered to be Type B if they had a
total score of 2 or 3. Type B reasoners are thothbht more suited to post-conventional
reasoning than Type A (Kohlberg, 1984, p535). T/peasoners make moral judgements
more predictably, based on rules and authority ed®erType B reasoners are more

intuitive in recognising moral values (Gibbs et 4D92).

2.3.3 Statistical analysis

All statistical analyses, except for chi-squaretstesvere carried out using Minitab 16
Statistical Software (Minitab Inc., USA). Beforeamining the effects of various factors
on the DIT scores, tests for normality (Andersomting) and equal variances (Levene’s
test)were carried out on the P and N2 scores. To givendication of change in score
from test to test, P and N2 scores from pre-DITsevgibtracted from those of post-DITs
to create new variables called ‘change in P scamd’ ‘change in N2 score’. All scores (P
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and N2 pre and post scores and ‘change in N2 gaexeépt ‘change in P score’ in cohort
1 met normality assumptiorsnd were analysed using general linear models (GLMs
Kruskal-Wallis tests were used to analyse ‘chamgB score’. Paired t-tests were used to
compare pre and post-DIT scores in the same colab-sample t-tests were used to
investigate differences in P and N2 scores betweanrts.

Several of the demographic factors collected weseged into fewer categories to provide
groups for statistical analysis. Nationalities wererged into British/Irish, North American
(American & Canadian) and all others were categdriss Rest of the World. As there was
a wide age range, first year respondents wereifiesmto four groups, 18 year olds, 19
year olds, 20 to 22 year olds and 23 and over. dlage groups are likely to represent
different levels of experience both within acadesmtitication and otherwise and provided
groups large enough for meaningful statistical cangons. For fourth years, these same
age groups were advanced three years (21, 22, 28 snd 26 and over) to reflect age
progression. Although both nationality and ‘degne&’ were collected it became apparent
that nationality was confounded with ‘degree hatd’cohort 1 (only North American
students held degrees) so an assumption was matléddgree held’ was the causal
variable. These variables were not confounded imods 2 and 3. Each demographic
factor collected was initially tested separatelyingsGLMs (gender, ‘degree held’,
upbringing, age group, nationality, and whethedstu's first language was English). If
the resultant p value was less than 0.2 it was aoedbin a subsequent GLM with any
other factors that also had p values of less than Fbr comparisons of UK veterinary
students with students of other professions, ongakat-tests were used to calculate 95%
confidence intervals. Chi-square tests were useestovhether the proportions of students
assigned to each moral reasoning level differed/den cohorts and between pre and post-
DITs. SPSS (IBM, USA) was used to carry out thesést

Similar tests for normality and equal variance weaigied out on the SRM-SF scores and
the normality assumptions were met. A mixture afsample t-tests and GLMs were used
to investigate the impact of each demographic factilected (gender, ‘degree held’,

upbringing, age group and nationality) both on phe-SRM-SF and the post-SRM-SF.

Paired t-tests were used to test the effect of MSBn SRM-SF scores.
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2.4 Results

2.4.1 Experiment 1
2.4.1.1 DIT - Demographic information

In cohort 1, 51 students completed the pre-EMS @I0% of the class and 77% of the
group allocated the DIT) and 48 completed the Ed4E DIT (37% of the class and 73%
of the group allocated the DIT). After purging, g&&-EMS DITs remained (22% purged)
and 38 post-EMS DITs (21% purged). Thirty-eightdgtots completed both the pre and
post-EMS DITs and after purging, 27 of these (21fhe class and 41% of the group
allocated the DIT) were included in the final da&t (29% purged). The most common
reason for purging was a high selection of meaesgyltems. Demographic information on
students who produced usable test protocols idayisg in Table 2.7. In each test (pre-
EMS and post-EMS), at least 80% of cohort 1 respotsdwere female and over 30% of
respondents had already completed a degree. A soralber of males (n = 4) successfully
completed both tests. Similarly, the number of etud from outwith Britain and Ireland,

and North America was minimal. The age range wag8l.8ears. Information on area of
upbringing revealed that in each sample, the langexportion were of urban upbringing

(62% on pre-EMS DIT and 47% on post-EMS DIT), betawe30 and 35% had a rural
upbringing and a small number were brought up dara. Only students whose first

language was English successfully completed the-fpgkS DIT. Of those students in

cohort 1 that completed both the pre-EMS and pd4&EDITs, 24 of them completed a

PC-EMS placement in between tests (19% of the @ads36% of the group allocated the
DIT).
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Demographic

characteristic Pre-EMS DIT Post-EMS DIT Pre-EMS + post-EMS DIT
Gender

F 0.80 0.84 0.85
M 0.20 0.16 0.15
Age

18 275 0.29 0.33
19 0.20 0.16 0.18
20-22 0.25 0.16 0.18
23 and over 0.28 0.24 0.30
Unknown 0 0.16 0
Nationality

North American 37.5 0.32 0.37
British + Irish 0.55 0.50 0.63
Rest of World 0.05 0 0
Unknown 0.02 0.18 0
Upbringing

Farm 0.05 0.05 0.04
Rural 0.32 0.32 0.33
Urban 0.62 0.47 0.63
Unknown 0 0.16 0
Degree held

No 0.60 0.53 0.63
Yes 0.40 0.32 0.37
Unknown 0 0.16 0
First language English

No 0.05 0 0
Yes 0.92 0.82 27
Unknown 0.02 0.18 0

Table 2.7: Proportion of first year veterinary stud  ents that completed the 3-story DIT before
and after EMS by gender, age, nationality, upbringi  ng, educational level and native language

Missing data (unknowns) are caused by incomplete responses by students.

2.4.1.2 DIT - P and N2 scores

The means (and standard errors) for the differematrschema identified by the DIT are
shown for cohort 1 (first year pilot study) for thee-EMS and post-EMS DITs in Figure
2.1. The mean P score (percentage of the respdsderswers that use post-conventional
moralreasoning) for this cohort was 38.7 (+ 2.8) onpgheEMS DIT and was 39.5 (+ 2.9)
on post-EMS-DITand the mean N2 score (degree to which post-comveht moral
reasoning is prioritised but also the degree toctwHower level moral reasoning is
rejected) on the pre-EMS DIT was 36.0 (£ 2.5) andhee post-EMS DIT was 39.4 (+ 2.3)
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There were a wide range of scores for post-congeatireasoning, with levels measured
by P scoreranging from 0 to 80, resulting in large standaevidtions. Cohort 1's pre-
EMS DIT P and N2 scores were not affected by gendge group, ‘degree held’ or
upbringing. The farm group was so small (n = 2)ttbaly urban and rural were
statistically analysed for upbringing. Similarlyet effect of first language could not be

tested statistically because there were only twoemative English speakers.

45 -
40 -
35 -
30 -

25 1 @ Pre-EMS DIT
20 | m Post-EMS DIT

Mean score

15 -
10 ~

Stage 2/3 Stage 4 P score N2 score

Figure 2.1: Mean DIT scores (+/- standard errors) f or cohort 1 on the pre-EMS DIT and post-
EMS DIT
Pre-EMS DIT n = 40, Post-EMS DIT n = 38

Cohort 1's post-EMS DIT P and N2 scores were ntdcééd by gender, age group or
upbringing. The P and N2 scores differed dependmgvhether the student had a degree
or not (P score, p = 0.041; N2 score, p = 0.038h whose holding a degree on average

scoring 12 to 13 points more than those without.

‘Change in P’ and ‘change in N2’ scores were baftuenced by age group (P score, p =
0.006; N2 score, p = 0.024) and whether the studasta degree holder or not (P score, p
= 0.003; N2 score, p = 0.001). The only positivaragie was seen in the oldest age group
(23 and over, median change + 20), with all otlggr groups showing decreases. Degree
holders showed an increase in P and N2 scores éettests (median change = +17.7),

with non-degree holders having a downward changedsn tests (median change = -10).
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No difference was found between the pre-EMS and-pMS DIT P and N2 scores for
cohort 1 as a whole (paired t-tests, n = 2Vhen testing the students who completed a PC-
EMS placement, no difference was found betweem pgreiand post P or N2 scores (paired
t-tests, n = 16).

2.4.1.3 DIT - Type indicators

In this first cohort of first year students, on lbadhe pre and post-EMS DITs, the highest
proportion of respondents were allocated Type guié 2.2a and b). Type indicators give
the predominant level of Kohlbergian reasoningdiréd Table 2.4)Fifty-five percent of
students had a transitional profile on the pre-BM® and 45% had a consolidated profile.
On the post-EMS DIT, 63% of students had a conatddl profile while 37% were
transitional types. On both the pre and post-Dhg largest proportion of students in
cohort 1 relied on post-conventional moral reaspii@#2% and 49% respectively), with the
next largest proportion relying on conventionaldleveasoning (40% and 29%) and the
smallest proportion relying on pre-conventional ataeasoning (18% and 21%). From
pre-EMS to post-EMS test there are no significaffiéinces in the proportion of students

assigned to each level (chi-square test).
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Figure 2.2: Proportion of students in cohort 1 assi gned to each Type (1-7) and each level of
moral reasoning on a) the pre-EMS DIT and b) the po  st-EMS DIT

2.4.1.4 SRM-SF — Demographic information

The pre-SRM-SF was completed by 54 students angdbeSRM-SF was completed by
53 students but six of the post-SRM-SFs were uadbey resulting in 47 scored post-
SRM-SFs. Forty students had scorable protocolsbfith the pre and post-SRM-SF.
Demographic information on students who producemtatite test protocols are given in
Table 2.8.
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Demographic characteristic  Rre-SRM-SF Post-SRM-SF  P| re + post-SRM-SF
Gender

F 0.78 0.72 0.80
M 0.22 0.28 0.20
Age

18 0.35 0.28 0.30
19 0.22 0.21 0.25
20-22 0.17 0.23 0.20
23 and over 0.26 0.21 0.25
Unknown 0.00 0.06 0.00
Nationality

North American 0.31 0.28 0.32
British + Irish 0.54 0.51 0.52
Rest of World 0.15 0.15 0.15
Unknown 0.00 0.06 0.00
Upbringing

Farm 0.11 0.11 0.10
Rural 0.43 0.45 0.48
Urban 0.46 0.38 0.42
Unknown 0.00 0.06 0.00
Degree held

No 0.68 0.66 0.68
Yes 0.31 0.28 0.32
Unknown 0.00 0.06 0.00
EMS placement completed

No N/A 0.08 0.08
Yes N/A 0.91 0.92

Table 2.8: Proportion of first year veterinary stud  ents that completed the SRM-SF before and

after EMS by gender, age, nationality, upbringinga  nd educational level

24.15 SRM-SF - Scores

In both the pre and post-SRM-SFs, the average nuaiflseorable responses was between
9 and 10 (out of a possible 11). All protocols be pre-SRM-SF were scorable whereas
11% were unscorable on the post-SRM-SF. The avesagee on the pre-SRM-SF and
post-SRM-SF tests were 3.15 and 3.13 respectivédilg. predominant GS was 3 on both
the pre and post-SRM-SFs (Table 2.9). In the priA¥, 1.8% were assigned GS 4
whereas in the post-test no students attained G8 the pre-SRM-SF, 47% exhibited
Type B moral reasoning compared to 30% in the B&Y¥-SF. None of the demographic
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factors collected had an effect on SRM-SF scorberdwas no impact on SRM-SF scores
as a result of completing a PC-EMS placement (ddttest, n = 23).

Global Stage Pre-SRM-SF (%) Post-SRM-SF (%)

2(3) 0.0 1.9

3(2) 1.8 5.7

3 70.9 50.9

3(4) 21.8 22.6

4(3) 3.6 7.6

4 1.8 0.0

Unscorable 0.0 11.3

Table 2.9: Percentage of students assigned to each Global Stage on the Sociomoral

Reflection Measure-Short Form (SRM-SF)

2.4.2 Experiment 2
2.4.2.1 Demographic information

One hundred and nine students in cohort 2 compldtedore-DIT and after unreliable

results were purged, 103 remained (5% purged).ofijh 122 students completed the
post-DIT, six respondents were repeating the yeavere removed and 17 were purged
due to unreliability (20%), leaving 99. Both predapost-DITs were completed by 92

students, 14 were purged (15%), leaving 78. Adgé&i®@,most common reason for purging
was selection of meaningless items as highly ingmbriTable 2.10 displays demographic
information for cohort 2. The demographic of cohdnvas similar to that of cohort 1. It

was 76% female with 37% of those that sat bothgmme post-DITs already holding a

degree. Students’ ages ranged from 18 to 37.



Chapter 2

Demographic Pre-DIT-2 Post-DIT-2 Pre + post-DIT-2
characteristic
Gender
F 0.76 0.82 0.81
M 0.24 0.18 0.19
Age
18 0.39 0.30 0.38
19 0.14 0.20 0.17
20-22 0.21 0.17 0.17
23 and over 0.25 0.27 0.27
Unknown 0 0.05 0.01
Nationality
North American 0.30 0.30 0.33
British + Irish 0.60 0.56 0.60
Rest of World 0.09 0.09 0.06
Unknown 0.01 0.05 0
Upbringing
Farm 0.13 0.11 0.13
Rural 0.33 0.34 0.35
Urban 0.50 0.45 0.51
Unknown 0.04 0.09 0.01
Degree held
No 0.63 0.59 0.60
Yes 0.37 0.37 0.40
Unknown 0 0.04 0
First language
English
Yes 0.93 0.95 0.96
No 0.07 0.05 0.04

Table 2.10: Proportion of first year veterinary stu

2 by gender, age, nationality, upbringing, educatio

2.4.2.2 P and N2 scores

The results of the pre-DIT for cohort 2 are showrFigure 2.3. The mean P score was
39.6 (£ 1.3) and the mean N score was 38.1 (+ TR¢se mean scores were similar to

those of cohort 1As with cohort 1, this cohort of first year studemiso showed a wide

dents from cohort 2 that completed the DIT-

nal level and native language

range of ability with N2 scores ranging from 8.%&4.

85
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Figure 2.3: Mean DIT scores (+/- standard error) fo  r cohort 2 on the pre-DIT

The pre-DIT P and N2 scores in cohort 2 were néecédfd by gender, age group,
upbringing or whether the student’s first languages English. Non-degree holders had a
lower N2 score than those that already held a @éegre0.049). The difference in mean N2
scores of males and females approached significgmee0.077) with females having a
mean score of 39.4 and males 34.1 but both hae Istgndard deviations. Sixty-nine
percent of students in cohort 2 made a choice lahalkcenarios in the pre-DIT (no ‘can’t

decides’).

2.4.2.3 Type indicators

In cohort 2, the highest proportion of respondemtse allocated Type 7 on the pre-DIT
similar to cohort 1 (Figure 2.4). An identical résio cohort 1 was also found for profile

indicators with 55% having a transitional profileded5% having a consolidated one. As in
cohort 1, the majority of cohort 2 relied on postieentional moral reasoning with

conventional and pre-conventional making up sinplaportions of the remainder (Figure
2.4).
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O Pre-conventional

B Conventional

W Post-conventional

Figure 2.4: Proportion of students in cohort 2 assi gned to each Type Indicator and each

level of moral reasoning

2.4.3 Experiment 3
2.4.3.1 Demographic information

In cohort 3, 54 fourth year students completedDE-2. After unreliable results were
purged, the number of tests remaining was 50 (7%gequl). Table 2.11 contains
demographic information for the students in col3orin this group of fourth year students,
a lower proportion of males completed the test timafirst year. The number of students
with a degree made up a slightly higher percentdgiis cohort than previous samples
(40%) and students were also older (relative to gtage of the course). The purge rate of
the fourth year tests was lower than that of firsars but the small number that were
purged had high scores for meaningless items.fiin yiear, 16 students completed the
DIT-2 (1 was purged (6%)). Ten of these students graviously completed the DIT-2 in
fourth year. All fifth year students that completdte DIT-2 were female. Their ages
ranged from 22 to 34, 47% held a previous degreet@fo were US citizens.
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Variable Fourth year proportion Fifth year proporti on
Gender
F 0.86 1.00
M 0.14 0
Age
21 0.24 0
22 0.20 0.20
23-25 0.18 0.40
26 and over 0.36 0.40
Unknown 0.02 0
Nationality
US Citizen 0.34 0.40
Not US Citizen 0.66 0.60
Degree held
No 0.60 0.53
Yes 0.40 0.47
First language English
Yes 0.86 0.93
No 0.14 0.07

Table 2.11: Proportional representation of demograp  hic information of veterinary students
in cohort 3 that completed the DIT-2

2.4.3.2 P and N2 scores

Means (and standard errors) for the different mecddema identified by the DIT are
shown for all fourth and fifth year students thampleted the DIT-2 in Figure 2.5 (fourth
year n = 50, fifth year n = 15). The mean P andsih@es for fourth year students were
37.3 (£ 2.1) and 34.4 (+ 2.0) respectiveline mean P and N2 scores for fifth year students
were 42.00 (+ 3.88) and 39.72 (+ 3.36) respectivEhere were a wide range of N2 scores
in fourth year students, with the minimum being @&l the maximum 66.4. This range
was slightly narrower in fifth year ranging from.3%o 65.6. There were no significant
differences in N2 or P scores for the demograpdwitois collected for fourth or fifth year
students. With regards to additional measures, 82¢%urth year students made a choice

on all scenarios (i.e. there were no ‘can’t decjdaeng with 40% of fifth year students.
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Figure 2.5: Mean DIT scores (+/- standard errors) f  or fourth and fifth year students

For students that completed the DIT-2 in both fownd final year (n = 10), the mean P
scores were 44.32 (£ 5.25) and 42.00 (x 5.49) ctsmdy. The mean N2 scores, in fourth
and fifth year students were 43.78 (+ 4.31) an@@Qt 4.37) respectively.

2.4.3.3 Type indicators

In fourth year, the highest proportion of studewesre allocated Type 6 with the next
largest proportion Type 2. These two types are lraihsitional profiles, and 72% of this
cohort had transitional profiles in fourth year. flfth year, Type 6 again made up the
largest proportion of respondents but this timéofeéd by Type 7 (a consolidated profile
type). No respondents were Types 3 or 5, whichbaté transitional profiles. In fourth

year the largest proportion of respondents reliegh@st-conventional level reasoning and
in fifth year this was also the predominant ledag(re 2.6a and b). Around a quarter of
respondents relied on pre-conventional moral raagom both years, whereas there
appeared to be a move away from conventional lesasoning (though this was not

significant).
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a)

@ Pre-conventional m Conventional ® Post-conventional

Figure 2.6: Proportion of students assigned each Ty  pe Indicator and each level of moral
reasoning in a) fourth year and b) fifth year

Fourth year n = 50, fifth year n = 15

2.4.4 Impact of curriculum
2.4.4.1 Stage in curriculum

There was no difference in P and N2 scores betdimeath and fifth year students who sat
both tests (paired t-test®jo significant difference was found in either th@PN2 scores

between first and fourth year students (cohort &PIT scores used) (2 sample t-tests)
(Figure 2.7). When year was entered as a covan#&ethe GLM, females scored higher
than males (p = 0.038) and those with degrees ddogher than those without degrees (p
= 0.004). A cross-sectional comparison of fifth yeeores to first year scores (Cohort 2

pre-DIT scores) did not find a significant diffecenin P or N2 scores (two sample t-tests)
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but the small size of the fifth year sample redutespower of the test. There were no
differences in the proportion of students assigiwedach moral reasoning level in fourth
year and first year, or fifth year and first yeahni(square tests). However, fourth years had
a higher proportion of transitional profiles tharstf years (chi-square, p = 0.00D)he
difference in number of ‘can’t decides’ in first are and fourth year approached

significance (chi-square test, p = 0.087).

50 -
45 -
40 -
35 ~
30 ~

o P score
25
W N2 score

20 ~
15 -

Mean score

10 -

First year Fourth year Fifth year

Figure 2.7: Mean P and N2 scores (+ standard errors ) of students at different stages of the

veterinary curriculum

2.5 Discussion

2.5.1 Pilot of moral reasoning measures

Initially two tests of moral reasoning were usdw SRM-SF and the three-story DIT. The
results of the SRM-SF showed that the majoritytoflents displayed predominantly Stage
3 moral reasoning (the lower level of conventiomabral reasoning where ethical
considerations are bound up in maintaining relatigps and mutual trust). It has been
argued that Stage 3 moral reasoning is inadequoateebple living in a society that adopts
diverse values (Gibbs et al., 1992, p5). Previdudiss applying the SRM-SF to university
students have reported a global stage mean of 3¢ these students were from all years

of university rather than first years (Basingeiakf 1995). Results of an American study
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(Self et al., 1993b) on veterinary students fourat the first year mean score on the SRM-
SF was 3.44 (GS 3(4)) and in fourth year was 386 @(3)), similar to the values
generated in this study. Given that US student® leready completed a college degree
and that Gibbs (personal communication) thoughtetieay be a ceiling effect when using
this test in university students, the expectatiooul have been that the majority of
students would have averaged Global Stage 4 (meare 8.75 and above). Possibly,
because this test does not measure post-convelntimral reasoning, reasoning of this
type is present but not detected. Alternativelg, fbrmat of the test (respondents are not
presented with ethical dilemmas) may not elicit tiighest levels of moral reasoning. As
the scoring manual does not include examples dersents considered to use post-
conventional moral reasoning it is not possibleaafirm this. Other possible reasons for
the lower than expected scores seen here couldhéie students had difficulty in
articulating their own justifications (and in theense producing their own reasoning may
be more difficult than recognising statements opamtiance), or, because they were not
told the reason they were taking the test they rhaye regarded their answers as
unimportant or inconsequential. The fact that thRMSSF was not suitable for
investigating moral reasoning at the highest l¢pekt-conventional) and the scoring was
time-consuming and open to a degree of subjectootytributed to the decision that this
test would not be taken forward for use in the céghe study. The DIT was considered
the best option for providing a standardised téshoral reasoning for the remainder of
this study because of interest in whether gaineweoduced in post-conventional moral
reasoning, and it has been widely and successiptyied in other similar studies, displays

good reliability and is easily objectively scored.

2.5.2 Moral reasoning levels on entry to veterinary education in
the UK

Scores for both first year cohorts using the DITrev&milar. However, the DIT-1 used in

cohort 1 resulted in a high purge rate, which iatis that many of the responses were
unreliable. Expected purge rates are between 518f@ (Rest, 1993) and the purge rate
from this group was up to 29% for students that gleted both the pre and post-EMS
DITs. For this reason, the longer DIT-2 was usedhi& remainder of the study. Rest
(1993) stated that P scores of senior high schodests average in the 30s while college

students’ P scores (USA) (equivalent to undergredstudents studying for bachelor’s
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degree) average in the 40s. The mean P scoresiryéiar students that completed the DIT-
2 (39.6) correspondedith the DIT norm forstudents who had recently left high school.
Nevertheless, there was considerable variability imnd N2 scores (P score range 14.0 to
70.0, N2 score range 8.9 to 63.4). This was alsoctse in a study of first year dental
students in the USA (Bebeau, 1993). The diversityeterinary student populations has
been highlighted (Pinckney et al., 2001) and tbisoct was typically diverse with a mix of
American graduates and UK school leav&srhaps unsurprisingly, degree holders had
higher N2 scores than non-degree holders as eduaatevel has a powerful influence on
DIT scores (Thoma, 1986). No formal data was ct#i@@s to what exposure to ethics or
philosophy courses students had encountered psyibut anecdotally some students had
studied these subjects and this would be likelgffect their test results. Effects of having
a degree were not seen in SRM-SF responses. Hovas/dre SRM-SF does not measure
post-conventional level reasoning it might be tiha&t difference in degree and non-degree

holders was most pronounced at this level.

As intimated, in America students complete an ug@eluate college degree before
entering a professional degree programme such tasinegy medicine. Most studies on

students utilising the DIT have been carried ouhanUSA.In a comparison of students of

other professions with UK veterinary students,dhly UK study available was carried out

with pharmacy students (Gallagher, 2011). Firstr wesierinary students scored higher in
this study than first year pharmacy students, sithg that veterinary students may have
higher than average moral reasoning scores on entgterinary school.

In previous DIT studies, females have often beemdoto score higher than males (Self et
al., 1995; Self et al., 1996; Latif, 2004). Thisswa@ot the case in first year students in this
study though the result did approach significanteohort 2. It may be that UK male

veterinary students do not lag behind their fentalenterparts on this skill but the small

number of participating males make comparisons lanlbad and any differences could

have been masked by large standard deviations esswdt of the diversity in this

population.

Within professional higher education, ethics teaghs primarily focused on reaching the
advanced level of post-conventional moral reasom@gagt is positively associated with
professional behaviours such as improved cliniaifggmance (Sheehan et al., 1980;
Krichbaum et al., 1994)t is expected that students entering universigyaready reliant

on conventional level moral reasoning as moveneettis level typically occurs at around
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age 10 (Kohlberg, 1968Yhe largest proportion of students in each colaliréd on post-
conventional moral reasoning. If students entevieigrinary education amready reliant
on post-conventional moral reasoning they may iwerdttle through exercises and
tutoring. The aim with these students is not necessarilyet@ldp their reasoning skills to
higher levels but to develop them in a professioeesfic way, and to ensure that

veterinary education does not diminish these skills

However, the DIT revealed that not all studentsecelon post-conventional or even
conventional moral reasoning, with some studengdlioohorts reliant on pre-conventional
moral reasoning. As stated, this level of reasomngsually seen in children younger than
10 and it is presumed that by age 12 this levebitonger central in moral reasoning (Rest
et al., 2000). As the aim of any education progr&rimto attain acceptable levels of
knowledge or skills in all students, the focus floese students must be to improve their
moral reasoning skills to a level more akinthat expected of graduate students through
their veterinary education. These marked differenneability add weight to the idea that
testing students for moral reasoning level whereramgy veterinary school might have
value, because it would allow tailoring of educaéibapproaches. At present it is not
something that is assessed routinely and as sutetvemtions pertaining to this skill are
not implemented at early stages of the coursentndental school, first year students sit
the DIT on entry to the course (Bebeau, 1993). Téreygiven personalised feedback on
their moral reasoning ability and, in additionaittudent has a P score lower than 35 then
intervention by faculty is initiated to raise statkeawareness of the importance of moral
principles in solving difficult ethical problemshig tends to improve their moral reasoning
score but has resource implications. Given thecallyi challenging nature of the
veterinary profession, it could be argued that suslrategy would be useful in veterinary

undergraduate courses.

2.5.3 Moral reasoning level in first year of clinic  al study

The mean P score for fourth year students agr than the DIT norms for students of
professional courses (Rest, 1993). Furthermoreparter of the fourth year students
sampled relied on pre-conventional moral reasonvgch is concerning. It is plausible
thatveterinary students regress to very simple forme&asoning when faced with difficult

dilemmas. As fourth years begin clinical work thegcome more aware of their legal
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obligations and this may guide their assessmeatsifuation and lead to a more formulaic
approach. By choosing the DIT statements that a&dteelaws, their moral reasoning level
would be scored lower (based on following authgrifurthermore, with reference to the
importance of students fitting in to hierarchichhical teams, it has been postulated that in
order to behave in the way expected of them, @dimeedical students must use reasoning
equivalent to pre-conventional reasoning (pleasthaaity figures, avoid punishment,
retain self-interest) (Morton et al., 1996) andevigtary students are also exposed to

hierarchical structures to some extent during tbl@aical training.

Alternatively, the high proportion of pre-convemtad, in particular Type 2 respondents,
may be a result of the rigidity of the DIT. Kohlggi1976) describes the presence of ‘Stage
4%2’, a transitional stage, common in college stigleas “a no-man’s-land between
rejection of conventional morality and the formidat of non-conventional or universal
moral principles.” (Kohlberg, 1976, p43). This stagas originally mistaken for Type 2
reasoningAs the DIT is a recognition measure, the level edsoning indicated by the
chosen statement is predetermined. This may mesnSfage 4% is not identified and
classified as Stage 2. Stage 4% is characteriseyrogism and disillusionment, which is
something that has been observed in medical stsidieming the clinical years (Hren et al.,

2006) and is one possible explanation for why sehaudents were classified as Type 2.

A comparison of the results of this study with mitar study on UK pharmacy students
(Gallagher, 2011) shows that first year veterinatydents scored higher than their
pharmacy counterparts on the DIT but by fourth ydas differential was no longer
apparent, with fourth and fifth year veterinarydsnts scoring similarly to fourth year
pharmacy students. In each year of the pharmacysepunlike the veterinary course,
students had been presented with ethical dilemmdswaere encouraged to engage in
ethical discourse about these dilemmas. Recentiestudtited by Bebeau (2002),
investigating curricular effects often found noeetfon moral reasoning scores of curricula
that had no specific ethics teaching. There is aslgggestion of a homogenising effect, for
example, fourth year students had similar scorespective of whether they had a degree.
Self and colleagues (1993) report a ‘homogenizifigceé where students become more
similar to each other as they advance through theiversity training, most probably
because students want to fit in and conform to grmarms. The results of the present
study stress the importance of introducing ethieakching early and reinforcing ethical
thinking throughout the curriculum if veterinaryidents’ moral reasoning is to continue to

improve.
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The majority of fourth year students displayedamsitional profile (indicating disparity in
responses)lhey may be more likely to be transitioning fromeatage to another as their
clinical experience expands and they are faced wéw challenges. Thoma and Rest
(1999) highlight that different teaching approachmay be beneficial to students at
different stages of consolidation and transitiorhey theorise that higher scoring
individuals with consolidated profiles may benefiom being challenged on their
viewpoints whereas a low scoring individual goihgough a stage of transition could be
overwhelmed by this approach, leading to confusind disengagement with the subject.
Lower scoring students may benefit from teachireg thraws attention to the ethical issues
within scenarios and demonstrates the use of framenin making decisions. A simple
learning exercise aimed at increasing ethical amem® could benefit lower scoring

students in particular and help to bring their cetepcy level up to acceptable norms.

2.5.4 Curricular effects

The fourth and final year scores were no highen thase of first year veterinary students.
Through general maturation and university educatam increase would be expected
between the beginning and end of the course ottpwents on the P sco(&elf et al.,
1996). The DIT measurement was obtained from fourth ye¢adents before they had
undertaken any of their clinical ethics tuitiondan the intervening years little class time
is devoted to ethics and ethical thinking. Withdatmal ethics education it appears
veterinary students do not make the advances imalm@asoning expected from a
university education. There is evidence that a laicktimulation of ethical thinking leads
to regression in moral reasoning ability in vetarjnstudents. In a study where veterinary
students were used as a control group (so werexpaised to any ethics teaching) while
medical students were exposed to case-based dmtsisd ethics (Self et al., 1989), the
DIT scores of the veterinary students regressethgluhe period of study whereas the
medical students’ scores improved. Importantlyjosticourses introduced in the first year
of professional courses have resulted in improvitica development, which is then
retained for the remainder of the course (Self &&@kz, 1996; Goldie et al., 2004).

Several studies report an increase in scores akergsi progress through professional
degrees (Self et al., 1989; Self et al., 1993b;Keticet al., 1997; Latif 2000; Gallagher,
2011). However, only one of these studies was onstliflents (Gallagher, 2011). UK
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students are disadvantaged in this regard bechegeenter professional degrees straight
from high school so they enter at a younger agel@andr educational level than students
in other countries. Therefore (if adhering to thA Dorms), UK veterinary students are
expected to achieve greater gains in this area tineesame time period, and presumably
with the same heavy workload, as older, more egpedd students. It could therefore be
said that introducing educational approaches timatta improve ethical development are

even more important in the UK than they are inWisA.

The lack of increase in moral reasoning betweedestis at the beginning and the end of
their veterinary education indicates that vetegin@ducation is failing to promote moral
development. A similar result was found by Self aotleagues (1996) in the USA where
they did not see the expected increase in scothefrdhan a decrease in score) with
completing a professional degree that included #rice course and small group
discussions on ethical dilemmas. It would have hateresting to compare the scores of
the two studies but no standard deviation was geavin the American study so it was not
possible to calculate a confidence interval. Pneslyy regressions in moral reasoning
ability have been found as professional studentgrpss from first to fourth year. In
medicine, third year students have been found ve bize highest post-conventional scores
of the six years of study and Hren and colleag2@€4X) concluded that clinical training
resulted in a decrease in scores back to convetievels (maintaining norms). Reasons
offered for this regression in medical studentsrahoeasoning were disillusionment with
the course; the strict hierarchical system (withdents at the bottom), where conforming
to norms makes it easier to fit in; and the hiddemiculum, where students are exposed to
differing views to that of the formal curriculungedding to cynicism and moral relativism
(belief that no view is more defensible than aryeotand a mentality of ‘anything goes’).
Furthermore, cynicism has been shown to be coeelatith lower post-conventional

reasoning scores (Hren et al., 2006). These tratsapply to veterinary students.

Although the final year students had undergone &brathics teaching by the time of the
re-test, including having the opportunity to discusthical-based case-studies, the
indication is that clinical ethics teaching in pdaat this university is not having the desired
impact on veterinary students’ moral reasoningit#sl Reasons for this may be that
ethics teaching is being introduced at too latdagesin the curriculum when much of
students’ ethical development has already occuaretithat when it is introducdtere is
not enough of it. However, a further test of a tgeaumber of students would help to
clarify this. The lack of difference in scores beem first and fourth year students must be
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interpreted with caution as the study was crostiesed. To ascertain for certain whether
veterinary education is inhibiting moral reasonitigg first year cohort would have to be
tested again at the end of their fourth or finadrge Although no differences in the scores
of males and females were found in students ofsdee year group, when year was
controlled for females scored higher than maless Tasult is consistent with the claim
that the higher the educational level, the largper difference in score between the sexes

(Bebeau & Thoma, 2003). However, this is based small number of males.

Although these results are worthy of note and altmwnparison with students of other
professions, they do not provide information on tibese students would act in veterinary
scenarios. The scenarios in the DIT bear littleem@sdance to the dilemmas faced by
veterinary surgeons. For example, the scenaridvimgthe question of whether or not to
overdose a terminally ill patient is the closesedn a veterinary euthanasia scenario.
However, in the DIT scenario, knowingly carryingt authanasia on a person would be
illegal, whereas in veterinary medicine euthanasen accepted and in some cases legally
proscribed action (for example, to end unnecessafifering). Thus, the ethical norms and
legal backdrop are different in the two professionise fact that an animal’'s value is not
universally agreed upon makes it even more impbttat veterinarians are able to reason
through ethical dilemmas as the rules governingttnent or correct actions are not always
clearly defined. The moral judgement required bixearians on a day to day basis is not
represented by the scenarios in the DIT. That sh&ke tests are designed to be able to
predict ethical behaviour in any profession (Tsiaak, 2009) and in the absence of a
veterinary specific measure the DIT provides anilyasdministrable, well-validated
measure to investigate moral reasoning levels.hin future, creation of a veterinary

specific ethical reasoning measure would greatyr@search in this area.

2.6 Conclusion

These results provide valuable information on ethieasoning ability in veterinary
students at Glasgow University. The findings inthcdat veterinary education in this UK
institution is not currently having the desiredeetfon moral reasoning scores. Introducing
case-based ethics teaching in the clinical yeang lmeatoo late, there may not be enough
emphasis on ethical development within the curaguland students may already have

become cynical or entrenched in positions thatd#fecult to alter. Clinical teaching also
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revolves around small animal ethics whereas thexerany ethical issues in large animal
practice as well. To address this shortfall, edooat approaches that introduce ethical
concepts and encourage reflection on ethical isshesild be introduced early in the
course. Developing a reflective tool that prompiasideration of a wide range of ethical
perspectives is one way of promoting ethical awesen(see Chapter 3). The results
described here show that the DIT provides a radiabbjective measure with which to

evaluate the success of such an intervention.
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Chapter 3 — Development of the Animal Welfare
Associated Reflective Exercise (AWARE)

3.1 Introduction

3.1.1 Independent learning approaches

Traditionally, courses in veterinary medicine uskdbctic modes of teaching (Howell et
al., 2002; Lane 2008) and emphasised memorisatiom ¢arge amount of factual
knowledge (Raidal & Volet, 2009). However, it haeh established that other modes of
teaching such as self-directed learning and exmaielearning can be effective in
veterinary curricula (Farnsworth, 1997; Rand & Bawgl 1997; Howell et al., 2002;
Martin & Taunton, 2005). Self-directed learning“ighere individuals take the initiative,
with or without the assistance of others, for tHearning” (Knowles, 1975). Experiential
learning centres on personal involvement and tomnmsf one’s own experiences into
knowledge that can be carried forward to the neatding experience (Parker et al.,1995).
Both types of learning promote deeper learning (8pe& Jordan, 1999)n thatstudents
understand associated concepts and do not solatyoriee informationIn professional
courses in particular, self-directed learning issidered to help foster independent life-
long learning (McLennan, 2003), and can make thesition from pre-clinical to clinical
stages easier by providing more obvious assocmtmtween basic science and real-life
cases (Blumberg, 2005; Raidal & Volet, 2009). Sk&lécted learning has also been found
to correlatewith academic success in pre-clinical veterinanglehts (Ryan et al., 2004). In
animal science, a degree that, like veterinary oweej centres on the well-being of
animals, experiential learning has been founditowate the interest of students (Reiling
et al., 2003), increase motivation (Kubiak et 4888), increase understanding by linking
theory with practice (Marshall et al., 1998) anddeo long-term retention of knowledge
(Kubiak et al., 1988). All the learning outcomestéd above were measured using student
and faculty evaluations. Both animal science antkénrary students tend to evaluate
experiential learning very positively (Reiling dt,®2003; Adams & Ladner, 2004). The
positive attitude of veterinary students towardgegiential learning is likely because there
iIs a tangible link between these learning expesenand their role as a practising

veterinarian. Experiential learning has resulte@mmal science students becoming more
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aware of the responsibilities involved in caring ligestock (Reiling et al., 2003) and more
confident in handling livestock (Marshall et al99B). Experiential learning has also
successfully improved veterinary students commuigicaskills although students were
opposed to this form of learning beforehand (Br&nBateman, 2006). In another study
using role-play, as well as improving veterinaryd&nts’ communication skills, the
authors claimed that difficult cases encouragethtteethink about their own ethical stance
on such casg@dams & Ladner, 2004).

3.1.2 Impact of Extra Mural Study

In the veterinary course, practical experience isiatwo developing clinical skill§Taylor

& Barnes, 1998ajgnd providing students with work-place experiencethe form of
placements such as extra-mural study (EMS) provatesdeal platform for experiential
learning. Students’ experiences on EMS placemeanrtshave a strong influence on their
perceptions of normal practice. Although experergarning with animals can have many
positive benefits (Reiling et al., 2003; Marshdllaé, 1998), students may also encounter
unethical behaviour towards animals for the finstet, leading to situations in which they
do not feel comfortable or that they find distragsiln extreme cases, these may result in
the student having a spontaneous moral reactigorteething they see; that is they have a
strong, immediate emotionakaction to something that strikes them as didtasta

morally wrong (Ohman & Ostman, 2008).

These experiences can be distressing and if nolvess could lead to moral distress
(Corley, 2002). Moral distress is an emotionallyaieve state brought about when one
witnesses what they judge as unethical behaviouisbnot free to act because of their
subordinate position, or other barriers (EpsteiDé&gado, 2010). Similarly, moral stress,
as described by Rollin (2006) in relation to vetary medicine, may arise as a result of a
practitioner being asked to carry out actions fbatdamentally conflict with the reasons
they entered the profession in the first place, éwample, euthanising healthy animals.
Moral distress is most often referred to in nurdiilegause the nature of the role means that
often nurses have direct responsibility for patieate but may lack authority to make
decisions about that patient’s care. This situai®ralso likely to be experienced by
veterinary students during EMS. No studies havestigated moral distress in veterinary

students but a study on medictudents found that they frequently experiencedamor



Chapter 3 102

distress and one contributing factor was their Ipesition in the medical hierarchy
(Wiggleton et al., 2010). The researchers hyposeesithat this low position in the
hierarchy meant that students would feel less msipte but the opposite appeared to
happen, highlighting the real risks to student seling in these situations. Although
students may suffer negative emotional consequesmeesresult of ethically problematic
situations experienced during EMS, currently thare no strategies in place to help

students resolve those feelings.

3.1.3 Using reflection in teaching

One way of helping students deal with negative Bgpees could be to give them
opportunities to reflect on therReflection [revisiting and analysing experience®tder

to better understand them and to learn from thelackPet al., 2007)] helps individuals
cope with difficult situations and manage confliddams et al., 2006). Other advantages
are that students achieve deeper learning and afeweetical thinking skills (Wald et al.,
2009); learn to view situations from multiple pexspves (Plack et al., 2007); and improve
their decision-making skills and, as a result, rtipeofessional interactions (Adams et al.,
2006). Common teaching methods used to developcteth are diaries, journals and
portfolios (Hannigan, 2001; Rees & Sheard, 200d)lective assignments (Donaghy &
Morss, 2000Kidd & Nestel, 2004); face to face interviews aondus groupgHenderson

et al., 2003; Driessen et al., 2005; Walther et24l07); and structured reflections such as
significant event analysis (Bowie et al., 2004) dinel use of critical incidents (Hagland,
1998).

Reflecting on practice is widely used in nursingl anedical curricula (Hagland, 1998;
Pearson & Heywood, 2004; Wald et al., 2009) butasas common in veterinary courses.
When it is employed it is normally incorporatedoirEMS portfolios (Mossop & Senior,

2008). Portfolios are collections of evidence @irieng experiences along with reflections
on those learning experiences. A portfolio is aameple of a reflective tool but one that
has a relatively free format and little structufortfolios have been successful in
developing medical students’ perceived abilities in reflectipeactice, self-directed

learning, and ethical and legal principles (O’Swh et al., 2012). However, medical
portfolios have conversely been found to have gaiicant impact on learning (Grant et
al.,, 2007) and in a study of general practice temis, many considered the portfolio
unhelpful, they did not use it for reflection amm@y instead reflected in informal ways such
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as through discussions with colleagues (Pearsoregwidod, 2004). The pressures of the
working environment may mean that staff avoid tee af reflection tools due to the time
pressures associated with them (Issitt, 20G3dhe portfolio is not used to reflect and
employed solely to record learning experiences thdmecomes a logbook and not a
reflective tool (Davis & Ponnamperuma, 2005).

After each pre-clinical EMS (PC-EMS) placementevietary students at the University of
Glasgow are currently expected to write one A4 pafeeflection on their PC-EMS
experience as part of a wider portfolio. Recordihgir experiences may help students
become more self-aware (Henderson et al., 2002)adaod's them to record feelings or
thoughts, which otherwise would not have a formalet. No structure is provided for the
report, and there is no guidance as to what shbaldncluded. Students review their
reflections with their mentor (a member of vetennachool staff who must be a
veterinarian) but no assessment of the report demebhis is mainly because assessment of
reflections is a contentious issue and as theat#le is a personal record, assessing it may
influence what students are prepared to share (B20@1). Further issues that inhibit
assessment are that reflectors may be hesitantit® megative comments about others or
their practice if they feel there may be negatamifications as a result (Issitt, 2003) and

usually no training will have been given to mentoriow to formally assess reflections.

3.1.4 Significant Event Analysis

Aside from portfolios, a common approach to intradg reflection into curricula is

through reflective assignments. These reflectiwgasnents are usually employed to help
students reflect on challenging situations that icatude ethical dilemmas (McAlpine et
al., 1997) but more often than not focus on enagiara critical reflection of clinical

practice (Donaghy & Morss, 2000; Kidd & Nestel, 20Grant et al., 2007). A structured
reflective assignment used with physiotherapy sitslamproved their self-directed

learning readiness (Mori et al., 2008) and guideddback on reflections written by
teachers while mentoring a trainee led to an irs@eia their moral reasoning ability
(Reiman & Thies-Sprinthall, 1993). Structured refilen in veterinary medicine has never
had an ethical focus but it has been used as atdowivestigate collaborative learning
(Thurman et al., 2009) and to aid students in céfig on a communications exercise

(Adams et al., 2006)or inexperienced reflectors, such as pre-clinieérinary students,
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providing some level of structure within a refleetiassignment could help them achieve a

better learning outcome (Grant et al., 2007).

One method of structured reflection that has begrtessful is theCritical Incident
Technique first used by Flanagan (1954). By stmirguinterview questions so as to educe
memories of specific instances of success or miltanagan was able to identify the
underlying causes of pilots failing in training ésltey, 1992). One study on engineering
students used focus groups to elicit critical ieai$s (Walther et al., 2007). The discussion
was guided by a facilitator that encouraged stuglentecall their particular incident using
prompts on the situation, their feelings, theirermptetation of what happened and their
decisions as a result. Students felt the exereiselted in decisions to change their future
behaviour and to change the way they would appréeaiming in the future. These are
important intended learning outcomes of reflecexercises and demonstrate the value of
such an approach. Although this approach has palefacilitating focus groups for large
numbers of students is extremely time-consuminghdfes a more suitable approach for
large groups of students would be to use a wriitbem of the Critical Incident Technique
known as Significant Event Analysis (SEA). A sigeeéint event is one of importance to
the person who experienced it and is often an walestent (Cohen et al., 2007) but can be
one where the outcome or action was positive oativgy SEA uses prompts to create a
structure for the student to follow. Typical stagegthin a SEA would include a
description of what happened, how the studentdetiut the incident, some insight into
what went well and what went badly and would codelwith musings about future action
whether this be new learning objectives or propodegihges to practice (Bowie et al.,
2004). Structuring the reflection can make the pssoof reflection less daunting (Grant et
al., 2007). It could also result in more roundetlestions and the structure may make
assessment more straightforward. In a study onigtmgsapy students, students made
specific references to the importance of the premgtestions in enabling them to think
further about their experience (Donaghy & MorssQ20 Concentrating on a particular
topic may also help to make it easier for studémt®cus their writing. Thus, a reflective
tool based on SEA could have value for first yestexinary students and could provide an
outlet for them to reflect on the ethical dimensadrifficult experiences witnessed during
PC-EMS.
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3.1.5 Models of reflection

As SEA can lend structure to reflection, so toaeftective models (Tate, 2004). Various
models of reflection have been proposed from thepkd two step process of Boud and
colleagues (1985) to the lengthy Johns’ cycle (198#h its five stages and additional
prompterquestions. Gibbs’ reflective cycle (1988) and Kellexperiential learning cycle
(1984) (see Figure 1.1) are also relevant. Whereldping a reflective tool, building it
around a model of reflection was considered immartAs laid out in Chapter 1 (section
1.4.2), Kolb’s experiential learning cycle was s@srnthe most appropriate of these cycles
with which to frame a reflective learning tool. #shframework is too detailed to allow
for assessment of reflection (Pee et al.,, 2002) @rabs’ cycle is effectively a more
detailed version of the Kolb cycle with more empsas later stages of reflection, which
are less relevant to novice reflectors. The Kolbleyas been suggested as a teaching tool
in disciplines outside veterinary medicine (Stit687; Greenberg & Blatt, 2010) and it
could be particularly relevant when students ar@ingpfrom teacher-led training to more

independent learning approaches such as self-eddéearning during PC-EMS.

3.1.6 Rationale and objectives

Methods that focus on developing lifelong learnisiglls have been successful with
veterinary students (Rand & Baglioni, 1997; Howedllal., 2002Ryan et al., 2004)PC-
EMS provides opportunities for experiential leagnand is currently an area of veterinary
education that is not fully utilised. Using exp@ages on PC-EMS to formally aid in ethical
development would begin to bridge the perceived lgefveen learning on PC-EMS and
the formal curriculum. Recording the issues expere by veterinary students could also
provide information on the types of ethical isstesed by veterinary students during PC-
EMS placements. Teaching ethics using experiemt&thods may be more successful than
those used for veterinary students in the pastuseca reveals the relevance of the subject
to their role. Creating a learning tool that incangtes experiential learning and reflection
while raising awareness of ethical perspectives macheworks could be a successful
approach to improving ethical awareness and dewsop in veterinary students.
Introducing ethical reflection at an early stagetloé veterinary course may also be
worthwhile because many early ethical educatiorrugntions in other disciplines have
seen sustained improvement in ethical developnidelbért et al., 1992; Self & Olivarez,
1996; Goldie et al., 2004).
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The objectives of the study were to:

1) create a novel, reflective learning tool to ioye ethical reflection in pre-clinical
veterinary students and introduce it as an alteraib the unstructured EMS report

currently in place

2) pilot the prototype tool with a small group okt year veterinary student volunteers

3) modify the prototype following student and expmraluation

The hypothesis was that reflecting on these expee® would help students cope with the
emotional responses elicited and would, in turnximee the learning gained from their
PC-EMS experience by improving their awarenesstlutal issues relevant to veterinary

medicine.

After completing the reflective learning tool, stunds should be:

= able to identify relevant animal welfare issuedaims

= familiar with ethical concepts associated with \&edf considerations specifically,
affected parties, interests, a range of perspectiaed three animal ethics
frameworks

= able to evaluate actions from a moral standpoidt@mnstruct sound arguments to

defend particular actions or points of view

In addition, the reflective learning tool aims to:

= improve awareness of animal ethics frameworks #&edr application to animal
welfare issues

» encourage ethical and critical reflection of studefeelings regarding significant
events witnessed during PC-EMS

= promote understanding of competing ethical viewfsoand foster awareness that
views that oppose their own can be valid

* increase the level of ethical reflection seen iittem PC-EMS reports
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3.2 Developing a novel reflective learning tool

3.2.1 Development and trial of the AWARE
3.2.1.1 Creating the prototype

The majority of literature available on the useeadfections as a learning tool was from the
medical profession (e.g. Henderson et al.,, 200ZnBi et al., 2004; Kidd & Nestel,
2004; Driessen et al., 2005; Grant et al., 200%g $tructure was closely based on SEA.
Ideas for types of prompts used previously to etlieisired responses were sourced from
medicine (Kidd & Nestel, 2004; Bryan & Babelay, 200 nursing (Harris, 2008),
physiotherapy (Donaghy & Morss, 2007; Mori et 2008) and engineering (Walther et
al., 2007).A draft outlinewas peer reviewed by academics at Glasgow UniyemBiistol
University and the Royal Veterinary College (n = Bhe final version of the prototype
was pre-tested by three academics at Glasgow Uiiyeand one final year student to
assess the comprehensibility and clarity of thenmts. After further amendments based
on testing feedback, the final prototype was isdoestudents.

The tool, named the Animal Welfare Associated Rxifle Exercise (AWARE)took the
form of a structured reflection that focused on ¢ki@cal basis of an animal welfare issue
encountered by the student on a PC-EMS placemeeittloer a cattle, sheep or horse unit.
The final prototype consisted of five sections eat over two A4 pages along with
supplementary notes on animal ethics frameworksaargsource section (Appendix B1).
The first section collected information on gendsye, nationality, whether the student held
a previous degree, area of upbringing (whetherryrbaral or on a farm), details of the
establishment where the student was undertakin®@&MS placement, the duration of

the placement and their previous EMS/animal hagdixperience

The second section (named ‘Animal Welfare RelatednE) invited students to identify

either 1) a particular event involving human actibat they felt impacted animal welfare,
either positively or negatively, and had ethicapliitations or 2) a more general animal
welfare issue that through human action impactepioap of animals (this could be the
entire herd/flock), either positively or negativedpd had ethical implications. Generally,
an event impacted one or two animals and was datésboccurrence (e.g. a lame cow that
was not given veterinary treatment) and an issug avanore general welfare issue that

impacted a group of animals (e.g. tail-dockingahbs). Students were asked to give an
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account of the situation, including the partiesolred and the outcomes. Identifying the
event/issue is the self-directed part of the eser@s the student had to find a relevant
occurrence to report on. To avoid confusion betwibenterms ‘event’ and ‘issue’ when
referring to the occurrence the student chose,afterewhen discussed in general terms
throughout this thesis the animal welfare everissue will be referred to as an ‘incident’.

This section was designed to set the scene bubhotaesxpected to be overly long.

In the third section (hamed ‘Personal Reflectiostydents were asked to describe their
initial feelings in response to the experiencageftect on the root of their feelings and then
to consider why the particular action was takenisTdection was designed to capture
expression of spontaneous moral reactions. It wassed during introductory training (see
section 3.2.1.2 of this chapter) that there wasigitt or wrong answer here. The aim was
that the first prompt would result in responsestaming emotive words (e.g. shock,

surprised, upset). The second prompt was designeshd¢ourage students to think more
deeply about the particular parts of the experigheg elicited those feelings (e.g. did not
agree this was the best action in the circumstariwes never experienced anything like
this before). Having reflected on their own perdaraction, students were then prompted
to consider why the particular action was takem.(due to economic constraints, was
standard industry practice). The action describeg wost likely taken by a farmer (or

member of farm staff) but in unusual circumstanoasld have been taken by the student
themselves. This prompt was designed to facilitefiection on other people’s reasons for
acting as they do and to initiate thoughts aboutewiconsiderations. It was hoped that
allowing students to reflect on difficult situat®would minimise the negative effect of the

experience.

The fourth section (named ‘Ethical Viewpoints’ inet prototype but later changed to
‘Ethical Reflection’) looked at the ethical basistbe critical incident in more detail and
asked the student to identify the parties affeeed their principle interests, to consider
the situation from different perspectives by prawdtwo opposing arguments relating to
the action taken, as well as relating their view tbair critical incident to an ethical
framework. The aim of this section was to incorp@rmethical principles into the students’
reflections, encourage them to constmetencedor both sides of an argument and in turn
improve their awareness of the ethical dimensidnaaidents centring on animal welfare.
Affected parties that students were expected totiljewere the animal and the farmer (or
stockperson). Other possibilities depending onstheation were a veterinarian, the public
or consumers, and the student themselves (if tleeg directly involved in the action). The
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principle interest for the animal was to avoid pamminimise suffering, whereas for the
human parties affected there were a much widererafigoossible interests depending on
their particular stance (e.g. for the farmer itldolbe to avoid costly treatment but it also
could be to minimise suffering of their animal).€Timterests identified would be reliant on
the student’s interpretation. For veterinary stusléa be able to resolve ethical dilemmas
they must first be able to identify conflicts oftenest (Williams, 2002). Students were
expected to find it easier to construct an argunfmmnthe view they supported compared to
constructing one for the opposing view. Encouraghglents to think about views other
than their own helps to make them more toleranbtbier ethically valid approaches.
Students were expected to consider the use of mmahethics framework in relation to
their own view on the situation, stating which dheir view most closely resembled and
why. The aim of this prompt was to encourage caraiibn of ethical frameworks in
relation to animal welfare. Three ethical framevgnielevant to animal ethics were
selected for use in the AWARE: contractarian, tatilan and animal rights. Given that
most of the PC-EMS placements were on farms, it redevant to include a framework
that considers animals to have no moral statust@ame means to an end (contractarian),
and frameworks that consider animals to have isitimalue (utilitarian and animal rights)
but that differ on the importance assigned to imbligl animals and the acceptability of
harming one group to benefit another. This sectemuired students to think about what
sort of arguments supporters of different animdliost frameworks use when making
decisions, and to reflect on their own views on tlvee actions can be defended and on

what grounds.

The final section (named ‘Round Up’) gathered infation on the student’s overall
experience on the PC-EMS placement, specificallyt itvas the first time they had
experienced this type of welfare incident, whettiery told anyone about the incident,
whether they considered what they would do in thare if faced with a similar situation
and whether their views had changed as a restittenf experience. These questions were
considered important in framing the student’s prasi experience and therefore their
expected reaction to a situation, as well as priogidn idea of whether informal reflection
(with friends or peers, for example) took place avitether any change in perception or

behaviour as a result of the experience had oaturre

Kolb’s experiential learning cycle (1984) was useda model of reflection on which to
base the structure of the AWARE. Each section ef AWARE relates to one stage in
Kolb’s cycle (Table 3.1).
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Stage in Kolb’s ) )
Corresponding section of

experiential Definition of stage
) the AWARE
learning cycle

Concrete Experience | Description of the experience Animal Welfare Related Event
Reflective Reflection on how they felt about )

_ ) Personal Reflection
Observation the experience

Learning from that experience Last prompt in Personal

Abstract

o and evidence of wider application | Reflection and Ethical
Conceptualisation

of concepts Reflection
Active Taking the knowledge gained and
] ) o o Round Up
Experimentation applying it to new situations

Table 3.1: Proposed alignment of stages in Kolb’'s e  xperiential learning cycle with AWARE

sections

3.2.1.2 Recruitment and preparatory teaching

A short introductory presentation on the projecswaed to recruit volunteer students to
help with the study. In return the students wefferefl an incentive of 100 print credits if
they completed the exercise. The aim was to rearoiind 30 volunteers to take part in the
pilot study. This was in accordance with the sangit® suggested by other authors as
being suitable for pilot testing (McAlpine et al997). The volunteers were invited to
introductory teaching sessions by email. Thesei@®sswvere run in three groups of
approximately ten students. Teaching sessionsdiaste hour and were given six weeks
before PC-EMS visits commenced. The teaching sessiprovided background
information on the relevance of ethics in vetenynaredicine, animal sentience and three
animal ethics frameworks (contractarian, utilitariand animal rights) as well as
illustrating two worked examples of the AWARE usisgecies not involved in the study
(pigs and poultry) (Appendix B2). These speciesewesed to avoid students copying the
examples. Students were given printed handoutleotlides and the prototype AWARE.
The AWARE was also emailed to them. Student volenstavere asked to complete the
AWARE within two weeks of completing their PC-EM&pement and could submit it by
email or in written form. Ongoing support was aablé to students throughout the data
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collection period. All the completed AWARES werenagmised and student matriculation

numbers were used as identifiers.

3.2.2 Student evaluation
3.2.2.1 Focus groups

Once all the AWAREs had been submitted, 25 volunw&edents were invited by
individual email to a focus group and six attendBae focus group followed a structured
guestion guide on their own experiences, the stracdof the AWARE and their overall
views of the exercise. The session was led by daveehnd ethics lecturer and detailed
notes were taken by the principal investigatore Tdtus group comments were taken into

account in refinement of the AWARE.

3.2.2.2 Online feedback survey

Emails were sent to students with an invitationctanplete an online feedback survey
(Appendix B3). The feedback survey was created gusiburveyMonkey
(www.surveymonkey.com ©1999). It comprised of 18&sfions with the final question
being a free text comment box. The introductory stjoes asked about demographic
information, the species used to complete the AWARK the student’s previous
experience on farms as well as their reason fountekring. Subsequent questions were
based on variations of a five point Likert Scalg. &strongly agree’ to ‘strongly disagree’,
‘nothing’ to ‘a great deal’, or ‘not at all importd to ‘very important’. Most of the
questions used a scale based on ‘strongly agreéstitongly disagree’. The feedback
survey was used to ascertain views on the structiutbe tool, the supplementary notes,
the teaching session and the impact of the exemisespecific abilities relevant to
veterinary medicine such as recognising animalaveland ethical issues and the ability to

reflect on feelings and experiences.



Chapter 3 112

3.2.3 Incident categorisation

Events and issues reported were subsequently edtbda themes. These themes were
based on the DEFRA & SEERAD Codes of Recommendation the Welfare of
Livestock (sheep and cattle) and the Scottish Gouwent's Code of Practice for the
Welfare of Equidae (2009) and th#&lational Equine Welfare Council’s Equine Industry
Welfare Guidelines Compendium for Horses, Ponies Ronkeys (2009). Within these
codes there are various sections under which tAerea number of sub-headings. The
sections were used to assign incidents to broagoees. The sub-headings were then
used to create more detailed sub-categories,retgeisection on stockmanship for cattle,
the sub-headings are general, inspection, handliagsport, marking and clipping. Some
sub-headings were assigned to a new category bhdsy practices (in this case marking
and clipping were moved). The full list of categariand sub-categories used for cattle,

sheep and horses are given in Appendices B4, BBé&nd

3.2.4 Qualitative analysis

To explore whether the AWARESs aided students inmeting a full reflective learning
cycle, the AWAREs were also coded using the stepisirwKolb’s experiential learning
cycle as nodes (Kolb, 1984). Student responses axamined for evidence of each stage
in the cycle and relevant text was coded accorgi{ibhble 3.2). If the stage was evident
then the student was considered to have reachedttdge regardless of the percentage of

text coded.
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Stage in Kolb’s Criteria used to decide if the student had reached this stage

cycle in the reflective process

Concrete Experience | Whether described an appropriate experience

Reflective Whether included how they felt and why

Observation

Abstract Whether considered actions in wider concept of farming or
Conceptualisation veterinary practice

Active Whether they generalised the knowledge gained from their
Experimentation experience and discussed it in relation to wider societal impacts

such as relevance to the industry of farming or to the profession of

veterinary medicine, or to proposed future action.

Table 3.2: Definitions of nodes representing steps in Kolb’s experiential learning cycle

3.2.4.1 Moral reasoning

As part of the pilot study, volunteers complete@ ah two ethical reasoning tests, the 3-
story DIT-1 or the SRM-SF, before and after comptethe AWARE (for details of the

methods and tests used, see section 2.3.1.1 a2d1}.3

3.2.5 Expert review

After the pilot study, expert guidance was soughtloe approach taken to gain ideas on
how to better structure particular areas of thd toanaximise student engagement and
tool effectiveness. Comments and views from thdlfaek survey and focus group, as well
as findings from the analysis were used to prepasstions for an expert review pack. A
list of experts was compiled through discussionhwstaff at Bristol and Glasgow
Universities. Fourteen experts were approachedjudimy academics from both
philosophy and veterinary medicine, and veterimariaith an interest in animal welfare
and ethics. All the experts were sent an email \aithoutline of the project, the teaching
presentation, three examples of completed AWARIEe (@here the student had engaged
well, one where the student had engaged poorlyoaedising an event that had a positive
impact on welfare) and a blank AWARE. The blank ARR was annotated with specific
questions to guide the experts on the type of adegimught. The email asked for the
recipient to agree a time for a telephone convienrsab discuss the study and/or email
their comments. Seven experts contributed commeis, did not reply and two
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responded but did not provide feedba€komments were collated and discussed with two
welfare and ethics lecturers based at differentemities and two doctoral students, before

incorporating them into a final versidror wider validation of the AWARE, sehapter 4.

3.3 Results of pilot study

3.3.1 Demographic information

Twenty-five first year veterinary undergraduatedstots completed the prototype AWARE
(completion rate of 80%). Originally, 34 studentg their names forward but 31 attended
the teaching sessions and a further six did notpbeta the exercise. Demographic
information for the volunteer group is shown in T&aB.3. The ages of the students who
participated in the study ranged from 18 to 28 yexal.
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Variable Frequency
Gender

Male 6
Female 19
Nationality

British 12
North American 7
Rest of the world 6
Upbringing

Farm 0
Rural 14
Urban 11
Degree held

Yes 8
No 17
Age

18 4
19 4
20 5
21 1
Over 21 11

Table 3.3: Demographic information on students that submitted AWARESs during the pilot
study

3.3.2 Overview of pilot study

All of the volunteers identified a suitable welfassue, though some accounts were much
more detailed than others. Although support waslaha throughout, only one student
asked for help (clarity around whether the animakvan affected party or not). Of the
volunteers, 92% recounted an experience on a staeep (related to PC-EMS during
lambing) and 80% chose an experience that neggatiugbacted animal welfare (Table
3.4). There was an even mix of events and issuesech As might be expected with
veterinary students the most common theme writbenutawas health. However, there were
a wide range of issues reported such as lack @frimery treatment and poor nutrition
during pregnancy in sheep as well as more widetgpied husbandry practices such as

tail docking and castration of lambs. The most cammeason for choosing a particular
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situation was that the event or issue was painfulbosed suffering for the animals. Other
reasons were that it was a common issue on faimasjttwas the only thing of note that
the student saw, that it highlighted the difficedtiof farming and that they thought the
condition was easily treatable (where treatment wa$ given or the animal was

euthanised).

Species NoS |Incident NoS Welfare NoS | Theme NoS
impact
Sheep 23 Issue 12 Negative 10 Breeding 2
Positive 2 Feed & Water 1
Health 13
Event 11 Negative 8 Husbandry 4
practices
Positive 3 Management 1
Stockmanship 2
Horse 1 Event 1 Negative 1 Stockmanship 1
Beef Cattle | 1 Issue 1 Negative 1 Husbandry practice | 1

Table 3.4: Classification of incidents impacting an imal welfare reported on in the AWARES

NoS = Number of students

Four students did not identify the animal as aeda#d party but all identified the farmer
or stockperson involved. Only one student iderdife;n affected party relating to wider
society (beef consumers), all other persons idedtiivere physically present in the
reported incident. The majority of students (88%gted that their view most closely

resembled the utilitarian framework.

3.3.3 Qualitative Analysis

Analysis of the AWARESs using Kolb’s experientiahtaing cycle found that all completed
exercises included information on a ‘concrete expee’ as well as ‘reflective

observation’ (Table 3.5). ‘Abstract conceptualisatiwas present in 88% of the AWAREs
but the evidence of ‘active experimentation’ waarsp. ‘Reflective observation’ had the

largest mean content with ‘abstract conceptuatisathe next largest.
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Stage of Kolb’s
AWARESs where stage

experiential learning ]
evident (%)

Mean content of the AWARE
relating to this stage (%)

cycle
Concrete experience 100 13.0
Reflective Observation 100 23.5
Abstract

o 88 20.0
Conceptualisation
Active Experimentation 8 0.4

Table 3.5: Presence and coverage within the AWARES

learning cycle

of each stage of Kolb’s experiential

Accounts of the experience differed in length frehort accounts of one line to lengthy

accounts of two or three paragraphs. Examples ofd@empleted AWARES are given in

Appendices B7 and B8; one where the student engagkdnd one where the student did

not engage well based on the level of detail predidit was hoped that the incidents

chosen would elicit spontaneous moral reactionhvibuld then be reflected upon and

there was some evidence of these:

“The process seems ridiculous...”

(in relation to the clipping of cows’ coats befdreing transported to market)

“...the rubber ring method to castrate and tail dock lambs is very cruel and initially felt

sorry, uncomfortable and was reluctant to carry on at first.”

“I was initially very shocked at the thought of chopping the lambs head off.”

One student simply listed

“Shock, Grief, Sorrow, Anger, Guilt”

whereas other students indirectly expressed tligapgroval:

“It was an innocent animal and it was obvious it was in pain.”

“l do not enjoy seeing animals in pain.”

or their indifference to experiences they saw timgtacted welfare:
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“l was not shocked at the experience”

“but | had no remorse about leaving it instead of euthanising it.”

These last two quotes give the impression thatestisdare not able to express their
emotions easily, recording what they do not fetleathan what they do. There was also
evidence that even at this early stage of theinitrg, procedures that go against best

practice are seen as the norm:

“l was not surprised that no anaesthetic was given to the ewe, but | still felt sorry for her.”

(in reference to a farmer sewing up a vaginal fosd

This quote indicates the conflicts students havevdsen their feelings towards the animal
and their inability to act to rectify the situatidAurthermore, the students’ inability to act
could be expressed as frustration that could (ifaffiered support) lead to moral distress
as evidenced by the following quote:

“However, | could not help but feel frustrated at my lack of knowledge and skills. This left
me feeling that my ignorance and incompetence with this species resulted in unnecessary

suffering and death.”

A third of students responded to the final promggarding whether their perspective
towards animals had changed with a simple ‘NBBme students did consider this section

in depth:

“Sometimes it is necessary to take a step back to consider the big picture (especially with
farm/production animals like sheep which are kept in large numbers). It is not always

possible to feel for each individual animal.”

and there was also suggestion of emotional hardenin

"It did however harden me to the harsh realities of farm life but not in a way that has made

me uncompassionate.”

However, the overall impression was that studegititudes towards (farm) animals were

not impacted by the experience (or that they watdegive that impression):

“I have worked with animals enough to know this kind of thing happens and some times
the kindest thing to do is put it down”
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“as | was aware issues such as this occur regularly on farms.”

This was supported by the consensus view of thasfaroup that if the incident was
something they had seen before it was not likelgh@nge their perspective.

3.3.4 Moral reasoning

Thirteen of the 25 volunteers completed pre and B&dM-SFs (93% response rate) and
six volunteers completed pre and post-DIT-1 shomtnt (55% response rate). There was
no difference in scores on the pre-tests betwedunteers and non-volunteers (two-
sample t-tests). There were also no differencesoral reasoning scores before and after
completing the AWARE for either those that completithe SRM-SF or those that
completed the DIT-1 short form (paired t-tests).

3.3.5 Student evaluation
3.3.5.1 Focus group

The focus group discussions (n = 6, response 446) 2evealed that students found it
more difficult to complete the exercise using ai{os experience. One student said she
had found it difficult to identify an issue to reft on but another said she could have
written about several. The students liked the #simed questions and thought the
instructions for completion were clear. One studiwoiught that the personal reflection
would be a helpful resource to revisit in yearsaah® assedsow her views had changed.
When discussing individual prompts within the AWARREe prompt that seemed to raise
the most opposition was ‘Why do you think you fidts way?’. Students thought this
question was irrelevanthe students saw the application of ethics as aafelut did not
see the theory as important. The students alsaateti that utilitarianism was their
favoured framework because the other two framewgaksmal rights, contractarianism)
were seen as extreme. Students felt they were tbeobserve practice rather than take
decisions on actions or offer opinion, and two stid said they would have done things
differently had they been able to.
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3.3.5.2 Online feedback survey

The online feedback survey was completed by 22estisd(88% response rate; 16 females
and 6 males; age range 18-28). The level of prevmufarm experience varied between
individuals from no previous experience to gredbem three months. The most popular
reasons given for volunteering to complete the AVEARcluded that it was seen as a
good learning opportunity, that it would improveethEMS experience and that it would
help with future assignments. Over two thirds ofdeints (68%) recognised the importance
of reflection as one of the learning objectivesRE-EMS. The introductory teaching
session was well received (Figure 3.1). The intotidn to ethical theory was set at an
appropriate level with only one student consideringpo basic and one finding it too
complex. General opinion on the exercise was pasitiith 91% of students agreeing it
was easy to understand and 86% agreeing that ivwegHidaid out. The resource section

was used by 41% of those that responded.

@ Strongly disagree O Disagree O Neither agree or disagree B Agree B Strongly agree
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explained the exercise clearly  provided all the information  gave worked examples which
needed to complete AWARE were especially useful

The pre-EMS introductory session

Figure 3.1: Student responses from an online feedba  ck survey on the pre-EMS introductory

teaching session

All students liked the self-directed aspect of ¢éixercise (with 45% strongly agreeing) but
32% of students found it difficult to identify assue to reflect upon. Importantly, the
AWARE prompted 86% of the students to think morewtkanimal welfare issues and the
pressures on farmers and 83% agreed that it pravakection (Figure 3.2). Twenty-three
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percent of students were apprehensive of writingaiiee comments about other people’s

actions and 9% reported that they felt uncomfodaliclosing their personal feelings.

@ Strongly disagree O Disagree O Neither agree ordisagree B Agree B Strongly agree

25

20

15

10

Number of students

animal welfare issues onfarms  the pressures on farmers my feelings about the
event/issue

Reflecting on my particular event/issue got me to think more about

Figure 3.2: Student responses to an online survey a  sking whether reflecting on an incident
that impacted animal welfare prompted them to think more about animal welfare issues, the

pressures on farmers and their feelings about the i ncident

Of the students that completed the feedback suB23 felt that it improved their ability
to recognise animal welfare issues and to reflectheir experiences at least a moderate
amount, and 77% felt it improved their ability ecognise ethical issues and respect others

viewpoints to this same degree (Figure 3.3).
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welfare issues issues experiences viewpoints

How much of a change do you feel this exercise made to your ability

Figure 3.3: Student responses from an online survey asking what effect the AWARE had on
their ability to recognise animal welfare and ethic al issues, to reflect on their experiences

and to respect others viewpoints.

3.4 Discussion

3.4.1 Identifying animal welfare associated inciden  ts on PC-EMS

The purpose of this pilot study was to test theceph of the AWARE, the structure and
prompts within it and determine whether first ygaterinary students would engage with
the exercise. The concept of the AWARE hinged adestts identifying suitable incidents
relating to animal welfare to reflect on, basedamecdotal reports that students on PC-
EMS placements often face ethically challengingatibns for the first time. That ethics
teaching should be based ethical dilemmas the students themselves have iexged
has previously been supported (Huijer et al., 2000was thought that identifying a
welfare issue with ethical implications might behallenge for first year students but they
coped well with the self-directed part of the ex®rcand all students identified suitable
incidents. The tool was designed so that studentklase it independently of tutor help so
it needed to be clear and easily followed. Feedlsaggested that this was the case. These
findings suggest that minimal guidance is needeadstodents to recognise ethically

relevant welfare issues even at early stages afdbese.

As the majority of the AWAREs were completed foliogy lambing, this pilot study also
indicates that lambing placements provide a plehsupply of issues for students to
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reflect on. Poor welfare of sheep during EMS vidiss previously been reported by
veterinary students (Scott et al., 1995). This a$¢ surprising when a large number of
animals of low economic value are involved, ana &itne when there is a high mortality
rate (Binns et al.,, 2002) coupled with limited vetary intervention (Scott, 2003).

Lambing placements tend to be the first PC-EMS gotaents that first year veterinary
students attend and they are often a revelatistugdents that have gained most of their
animal-based experience working with small anin@lshorses. This naivety might be
expected to evoke strong moral reactions withidestis. There was some evidence of this,
but there was also some evidence of indiffereneatds incidents that may be construed

as negatively affecting sheep welfare.

Lambing placements appeared to be a good souiiceidénts for which to form the basis
of ethical reflection but identifying an animal welfare related incident wiéry much
depend on the student’s experience on PC-EMS aid dbility to identify welfare and
ethical issues (i.e. their ethical sensitivity) eTéffectiveness of similar reflective exercises
in medicine has been attributed to this with latksalient experiences’ being posited as a
reason for disengagement with reflection (Driesstead., 2005). As PC-EMS is so variable
(Taylor & Barnes, 1998b) some students may hava bgposed to more obvious welfare-
related issues than others. In addition, there lvélldifferences in what situations students
perceive as ethically problematic or what constgwa welfare issue. As well as differences
in their ethical sensitivity, within groups of sems there will also be differences in
motivation and the ability to reflect (Driessenaé2005). Dewey (1910) identified open-
mindedness, a sense of responsibility and an yaliitconsider different sides of an
argument as prerequisites for successful reflectfmmesty and motivation have also been
given as attributes necessary to maximise learautgomes from reflection (Richardson
& Maltby, 1995). Motivation of veterinary students likely to be driven by assessment
(Raidal & Volet, 2009) so exercises which are regessed may be seen as having less
importance and be perceived as less beneficial. @ribe major barriers to motivating
students to reflect is that they may not see thieamue of their learning for a long time to
come (Harris, 2008).
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3.4.2 Structuring the reflection

The structure of the AWARE was based on two comptmdirstly on a reportable critical
incident experienced by the student that relateahimal welfare and secondly on Kolb’s
cycle of experiential learning (1984). Issitt (2Q03ighlights that it is important for
reflections to have a structure and a directioniaritlis sense, the AWARE has both. Lack
of experience has been cited as a barrier to engagireflection (Cronin & Connolly,
2007). However, using a structured format and mérg the focus of the reflection may
overcome this barrier (Donaghy & Morss, 2000). Thteria expected in a comprehensive
significant event analysis are clearly outlinedBmwie and colleagues (2004). The content
requirements are that there is a good descriptiothe incident, that the reflector has
sought a clear reason for the incident occurringight into the incident is apparent and a
change in practice is considered or implementedh\Wiese criteria in mind, judgements
were made in relation to the strengths and weakses$ the AWARE promptsThe
structured format seemed to aid engagement in dhastudents described a suitable
incident and showed some level of reflective contesith most also thinking about wider
concepts that have implications for actidihe structure also appeared to encourage larger
pieces of writing in relation to the personal atldical reflections than for the descriptive

account which was a desired result.

Structuring reflection using prompts has previousten found to induce responses akin to
active experimentatiofDonaghy & Morss, 2007). However, analysis of th&/ARES
using Kolb’s experientialearning cycle revealed that the current formatmiost cases,
does not lead to completion of a full reflectivecley When the prototype was designed,
the aim was to increase awareness of ethical issunekthere was no expectation that
students would plan future action or change theihaviour. However, considering
behaviour change or planning future action is apartant aspect of reflection, therefore
prompts pertaining to this area were consideredrfdusion in the final version of the
AWARE.

3.4.3 Individual sections and prompts

When considering the individual sections of the ARE the Personal Reflection was
expected to be the most difficult part for studefiitis expectation was confirmed through

the focus group discussion, and was evidenced lynmal submitted content relating
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directly to emotions and the inclusion of indirestpressions of feelings as thoughts or
indifference. There is evidence to suggest thatestts may feel they have to be, or at least
appear to be, unemotional in order to cope withviterinary course and subsequent work
in the profession (Paul & Podberscek, 2000) sortlag explain the lack of engagement in
this area. Students may not include their trueirigelbecause they are worried about the
perception of the person reading it (Boud, 2001pbecause they do not want to reveal
personal feelings that may expose their own weaasegDonaghy & Morss, 2007). In
other professions, students have been found to difhiailties in expressing how they felt
when they disagreed with their superior (Huijeakt 2000) and when writing in the first
person (Donaghy & Morss, 2007). Personal reflecisdikely to be new to many first year
students (Kidd & Nestel, 2004) and they may finid thew approach to learning difficult,
particularly when they are used to a fact-basedatlum (Tate, 2004). The challenge here
Is to convince students that these novel methodgdtearning can be beneficial.

Although some disagree that feelings form partrifcal reflection (Mezirow, 1991), they
are most often regarded as an important part optbeess (Boud, 2001; Boenink et al.,
2004; Tate, 2004). Recognising how one feels abaituation should help in identifying
whether one is faced with a moral dilemma or ndter€fore, the inclusion of emotions

and feelings was regarded as an important aspdunwihe AWARE.

In the Ethical Reflection section, the arguments &od against the action were, in the
main, well written albeit often brief. The failucf some students to recognise the animal
as an affected party was disappointing but morehasip was put on this in the next part
of the study (see section 3.5.1). What became app#fiom the responses in this section
was that an overwhelming majority of the studenigp®rted a utilitarian view. Reflecting

the values of others is common in students thag ligle knowledge and understanding of
ethical theory and related concepts (Irwin et 88) and this may be what is happening
here. However, utilitarianism is often consideré@ dominant view within veterinary

practice (Fogle & Abrahansom, 1990).

The Round Up section was intended to give studantspportunity to summarise their
overall experience of their PC-EMS placement batgrompts elicited very little response
from the students. There was indication that stah@eactices were seen as the norm so
that made them justifiable with little questionin§ their basisThe incidents witnessed
may not have had a significant enough impact odestts to alter their perspective or some

students may still feel they lack the experience wnich to base a perspective.
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Furthermore, the closed questions allowed studendésmiswer with a simple ‘yes’ or ‘no’.
Prompts were reworded in further trials to faciBtanore expansive responses (see Table
3.6).

3.4.4 Student evaluation

Overall, student feedback on the AWARE was positvieh the majority of students
reporting a perceived improved ability to recognesel reflect on animal welfare and
ethical issues, to reflect on their experiencestan@spect others viewpoints as well as a
heightened awareness of animal welfare issues langressures on farmers. Several of
these factors relate to the intended learning onéso This strengthens the possibility that
independent learning approaches such as refleeth self-directed learning could be
successful in increasing ethical awareness amoteginary students. Presenting students
with the task of identifying the animal welfareatdd incident likely played a part in the
feedback result. In order to identify a suitableident, students had to consider welfare
impacts of actions they witnessed. This, perhapsinmisingly, resulted in them thinking
more about animal welfare issues. Although these arly perceived improvements,
positive feedback has previously been linked téelbbeingagement in a reflective portfolio
(Rees & Sheard, 2004).

Encouraging students to learn experientiallyinsreasingly recognised as a powerful
learning approach (Shaw et al., 20@4hd the feedback showed that all the students liked
the self-directed aspect of the exercise and wetedaunted by it. Veterinary education
has previously been criticised for not employindgf-deected learning techniques
(Blumberg, 2005). The positive response was a simgrresult as new modes of learning
have been found to cause anxiety in veterinaryestisd(Howell et al., 2002) and therefore,
self-directed learning exercises may meet resistdram students used to teacher-led,
didactic approaches. Raidal & Volet (2009) foundtthegardless of the entry route
veterinary students had taken to university (tradél versus alternative) they preferred
teacher-led instruction and studying alone. Theas ®lso mention of resentment of self-
directed learning exercises, mainly because oh#ay workload and the time required to
complete them. This was not the experience herdhase students were volunteers and

more likely to embrace this new form of learningriiess motivated students.
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Some students reported difficulty in identifying iaident to report on. This may be due
to lack of animal welfare related knowledge or sgespecific teaching prior to PC-EMS.
It also may be related to poor use of the resosection. Providing specific examples of
animal welfare issues in species involved in thislyg may reduce the difficulty. Additions

to the accompanying teaching were considered ftindutrials.

It was hypothesised that a high percentage of stadeould be apprehensive of being
critical because of their respect for authoritg anack of clinical knowledge (Caldicott &

Faber-Langendoen, 2005) but this was not the &8bdst this is encouraging, there is no
way of knowing whether students recorded how thely tfelt about the actions taken or

whether they merely adopted the justificationstbics.

The feedback from the focus group indicated that AWARE was more difficult to
complete using an experience involving a positiefave issueThere was deliberation as
to whether negative experiences were more valueiblpromoting reflectionand that
maybe the positive option should be removédthough it is likely that negative
experiences result in deeper reflection and modepth reporting due to the sensitivity of
the concept involved, it was also recognised thatould be important not to focus solely
on negative welfare as farmers may feel criticisasWweing implied. Moreover, positive
experiences such as achieving something unexpeotegerforming a procedure
successfully for the first time could easily havsignificant emotional impact on a student
on which they may want to reflect. It has also biemd that some experiences that would
be expected to have a negative effect on studemtsactually have a positive one, e.g.
medical students first exposure to cadaver dissediias been found to be a positive

experience (O’Carroll et al., 2002).

3.4.5 Procedural challenges

Researchers agree that time has to be given to adiflection to take place (Boud et al.,
1985; Andre, 1992). In this study, the studentsenwaliowed two weeks between their
experience and completing the AWARE. This period wiaosen because it provided time
for reflection but meant events would still be w@aably fresh in students’ minds. There
does not seem to be any agreement on the optitesicha between a situation occurring
and reflecting on it but it has been recognised difficulty with recall can be an issue if

the reflection period is too long (Newell, 1992nds, 1995). In practice, there was wide
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variation in the length of time students took tonptete their AWAREs with some not

submitting until six weeks after PC-EMS (thoughsitnot known when these reflections
were written). As several students gave detailecbwuts of their chosen incident it

appears that the suggested two week period was@ge for recall. If an event has a
significant impact on a student it is likely to lmmembered. However, negative feelings
should be resolved sooner rather than later inraimevoid negative effects on future

learning (Boud, 2001).

The variation in experience of students enterirgyfitst year of veterinary medicine also
meant it was difficult to determine the level ofngalexity at which the exercise and
associated teaching should be set. The two laggesps within this student cohort were
UK school leavers and North American graduates. Bheefit of using a reflective
exercise with a group of students with diverse eerpee is that it is effective at the
individual level so more experienced students meflect to a greater extent but less
experienced students can still make positive gaisdpng as some structure is provided to

guide them (Driessen et al., 2005),.

The results of the moral reasoning tests indicabed the volunteers were no better at
moral reasoning than the rest of the student cphodt in that sense could be considered
representative of the wider group. In this pilaidst, AWARE did not improve moral

reasoning scores but the number of students coimplere and post tests was small,

limiting the strength of the statistical comparison

3.5 Refinement of the AWARE

3.5.1 Modifications as a result of the pilot study and expert
review

The expert review culminated in several modificasidoeing made to the AWARE prior to
further validation (Table 3.6) (for details of thieal version of the AWARE, see Appendix
B9). In general, the experts agreed that studdmsld be given the option to reflect on a
welfare issue with either a positive or a negatiapact. The main alterations were in the
Personal Reflection and the Ethical Reflectionisest In the Personal Reflection section,

a word-bank of emotions was added after the firsinpt relating to how the student felt
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about the experience and modifications were madéhéoprompt relating to why they
thought the action was taken so that it overtlyestahat students should include their
justification as well as the farmers (if it was @n. One expert suggested that including a
third party’s perspective might improve the emoaibresponses. This idea was not applied
in the Personal Reflection section as it was ingrdrthat students were encouraged to
include their personal feelings. However, introaigcan element of detachment from the
students’ own personal views in the Ethical Reftetsection was seen as an appropriate
means of promoting student engagement with the anethics frameworks introduced
(see Table 3.6).
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Refinement

Reasons

Added examples of common welfare issues to the
teaching package and updated the resource section
to include Codes of Recommendations for Welfare of

Livestock and Codes of Practice for Equidae

Some students found it difficult to identify a
welfare issue to report on so examples and further
resources were included to help them identify

appropriate welfare issues

Added prompt on whether the student thought the
issue or event chosen had a negative or positive

impact on animal welfare

In the pilot of the AWARE, welfare incidents were
categorised by the researcher and was thought

more appropriate for students to classify them

A word bank was added to the personal reflection to
give students the option of choosing emotions from a
list to describe how they felt rather than producing

them unprompted

In the pilot, students did not normally convey their
emotions and expressed thoughts rather than
feelings. Prompting students by providing
emotional adjectives may help students report
their feelings more concisely, and implies that

these feelings are acceptable

The prompt ‘Why do you think this action was taken?’
had ‘include any explicit justifications given by the
people/person involved and why YOU thought the
action was taken?’ added to it

It was often unclear in the trial whether the student
was reporting what they thought or what the
farmer had told them and re-wording this prompt

would distinguish between the two

Added a multiple-choice question asking whether the
student was directly involved in the action described.

See Appendix B9 for choices given

It became apparent during the pilot that some
students were directly involved in the action
described. This prompt was added to ascertain
how many students were involved in the action

taken and of those that were how they felt about it

Added hybrid view to the list of animal ethics

frameworks

Focus group indicated that students did not feel
they fitted into a box and giving them the option of
the hybrid view may encourage them to engage

with animal ethics frameworks

Students were asked to convey responses from
supporters of each animal ethics framework and what
action they might have taken as well as relating their

own view to an ethical framework

Personal detachment from the framework was
expected to improve engagement. This layout also
encouraged consideration of all three frameworks
(utilitarian, contractarian & animal rights) rather

than only one

Wording of the prompt ‘Did you discuss this event/
issue at the time?’ was changed to ‘Did you share

your feelings about this event/issue at the time?’

This was to ascertain whether students discussed
their feelings on the issue rather than what had

happened

The summing up prompt ‘did this placement...
change your perspective ..... ?" was replaced with an
open question - ‘please sum up how this placement

affected you.......?

Using an open question was hoped to prevent

students from giving one word answers

Added a prompt on whether they had considered how

they might deal with a similar situation in the future

This prompt was not included originally as was
deemed too advanced for first year students.
However it was included to help encourage

students to complete a full reflective cycle

Table 3.6: Refinements to the AWARE and associated

expert review

teaching following the pilot study and
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3.5.2 Creating a computer assisted learning package

In the second year of the project, the small grmgehing sessions were replaced with a
computer assisted learning (CAL) package. This kexidlearning materials to luelivered

to a large number of students simultaneously artegration into curricula at other
teaching institutions with minimal staff involventerThe less formal atmosphere of a
computer class may also encourage students tosdishair views more openly with each

other (though they were not actively encouragedbtthis).

Glasgow University’s Virtual Learning EnvironmeML(E), Moodle, was used to host the
CAL. Narrated lectures were created in MicrosofivBdPoint. Students differ in their
preferred learning style (Felder & Silverman, 1988)erefore, the teaching material used
both visual and auditory transfer. The recordings vaone in the University’s media
production department and automatic slide transstivere created so that the files played
continuous commentary. The teaching package coetpastwo part introductory lecture,
two worked examples of the AWARE, a downloadablesi®m of the AWARE and two
quizzes. The learning materials from the pilot wased with the addition of common
species-specific welfare issues. One quiz assdhsestudents’ knowledge on the lecture
content and of typical animal welfare issues seefflaoms. It also contained an ethically
problematic research proposal which was introduog@st ethical sensitivity (see section
4.2.2.3). The second quiz focused on expected ifgammutcomes of the AWARE. The
CAL was provided as supporting teaching materigh¢oompany the AWARE. Previous
studies have shown that veterinary students pbdéeded learning (Dewhurst & Williams
1998; McLennan, 2003; Dale et al., 2005) rathen ttegplacement of traditional modes of

teaching.

3.6 Conclusion

The AWARE, a novel, reflective learning tool desdrnto promote ethical reflection, was
successfully created and piloted with a group it fyear veterinary students. This pilot
study demonstrated that first year veterinary stiglevere able to reflect on the ethical
dimension of an animal welfare associated inciderdn acceptable standard, and that in
the main, the structure and format of the AWARE keakr in practice. However, some
prompts elicited stronger responses than othersnasdifications to the tool were made
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following expert evaluation. Overall feedback oe WWARE was positive but the results
are based on a small number of student voluntderglirect measure of the reflective or
ethical content was carried out and analysis & tointent is required in order to confirm

that the AWARE promotes ethical reflection.
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Chapter 4 — Validation of the AWARE

4.1 Introduction

4.1.1 Qualitative analysis

Learning tools can be evaluated through feedbaektgqpnnaires (Dyson, 2003), structured
interviews (Driessen et al., 2005), focus groupal€let al., 2011), through tests of ability
(for example of a practical skill) before and aftiee use of the learning tool (Abutarbush
et al., 2006) and (if they involve written respasistirough direct analysis of the written
responses themselves (Pee et al., 2002). Feedhaskannaires provide valuable data on
students’ opinions of learning tools but do notyle data on the effectiveness of the tool
regarding achievement of learning outcomes. By resht measuring improvement in
ability is a useful technique for ascertaining visetthe learning tool has been effective in
improving relevant learning skills. These latteiotwalidation methods normally rely on
guantitative measures, for example, evaluation uiino feedback is often based on
multiple-choice questions and improvement in apilitcan be measured through
standardised scales of a particular skill, for egl@mmoral reasoning as measured by the
DIT (Rest et al., 1974). Validation of methods sashstructured interviews, focus groups
and analysis of written responses is usually basedualitative data analysis. Although
qualitative analysis can provide a rich accounthef data, the analysis is time-consuming
Due to the time required to administer one-on-amerviews and focus groups, most
validation studies involve small groups of studghienderson et al., 2003; Driessen et al.,
2005). Written assignments are more easily admabbd to large groups of students and
written responses can give a direct indicationh&f €ducational value of the tool while

allowing individuals to be assessed.

There are various methods of approaching qualdatiata analysis of written data
including grounded theory (Glaser & Strauss, 19@@@matic analysis (Braun & Clarke,
2006), content analysis (Weber, 1990) and the fveore approach (Ritchie & Spencer,
1994). Qualitative analysis techniques are ofteorlgadefined and the methods used are
often poorly explained (Braun & Clarke, 2006). Theerarching aim of qualitative
analysis of written data is to compress large vasnof words into fewer categories.
However, the technique chosen is dependent on peeife aim of the analysis.



Chapter 4 134

Approaches can be divided into two categories:ttotup’ and ‘top down’. A ‘bottom up’
approach is one where the text informs the theor a ‘top down’ approach is where
theory informs the categories created. A ‘top dowrocess is most often used when
testing a specific hypothesis, such as ‘why is\& aducational practice adopted?’ (Miles
& Huberman, 1994). ‘Bottom up’ approaches are comignased in studies where there is
no clear hypothesis for what results will emerge ¢slled exploratory studies). The
investigator reads the data with no expectationt aghat content or themes will result.
For example, in the original research that gave tis grounded theory, the researchers
investigated the awareness of dying within hospitaith no pre-conceived ideas of what
they would find (Glaser & Strauss, 1965). During thnalysis research questions may
emerge and analysis is done through a circular gg®®f data collection, analysis,
development of research questions then possible mata collection, and analysis and so
on (Atwood-Harvey, 2005). Techniques such as thienaaialysis and content analysis can
be carried out in both ways; themes or categorsas emerge from the data (emergent
coding) or can be predetermined from theory (Ster@@01). In this sense, these methods
can have inductive or deductive roots; deductivex@pavhen codes are created for a
particular, relatively narrow, research questior amductive being when the research
question develops during the analysis (Braun & K&aR006). Regardless of which form
of coding is used, the reader immerses themselvahea data in order to familiarise
themselves with the content and subsequently casegthe data. Data is categorised into
themes (or categories) which represent importapeas of the data that are repeated
across subjects/sources (Braun & Clarke, 2006)atnre of clearly defined categories is
vital in qualitative research so that the resulte eeliable and the research can be

reproduced.

The terms ‘thematic analysis’ and ‘content analysie often used interchangeably
(Wilkinson, 2000) and the demarcations between tlaeen blurred (Vaismoradi et al.,
2013). In its strictest sense, unlike content agig)ythematic analysis does not involve any
quantification of the results. The use of numbergualitative research is controversial but
is supported by several qualitative researcherge@& Huberman, 1994; Maxwell, 2010).
Maxwell (2010) lists several advantages of the os&umbers in qualitative research
including that they contribute to the ‘generalisi#fi of claims; that they help to
substantiate results and prevent criticism reggrdiglective reporting of relevant quotes;
and that it is more likely that diversity in datallwbe identified rather than solely
similarities. Disadvantages of quantifying qualitatdata are that vital meaning can be lost

if context is not taken into account e.g. if simplerd frequency counts are used to
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represent the presence of a particular word, pnablean be encountered with the use of

synonyms or with words with multiple meanings (Stem2001).

4.1.2 Measuring reflection

Assessing writtemeflection is notoriously problematic, as the comtis a personal record
which is not directly comparable to others (Granale 2007), and because each student’s
reflection can determine their own learning outcerf\@allman, 2008). Written reflections
also have the added challenge of detecting tonbesitation and may not be a true
representation of reflection (Hatton & Smith, 199%here is no standard method for
assessing levels of reflection (Kember et al., J38®1 one of the main challenges is that
there is a scarcity of information in published @apon how to analyse them objectively.
Several studies state that they use qualitativéysisabut no further detail is given as to
how they categorised data (Howell et al., 2002; K& Nestel, 2004; Sibbald, 2004;
Jensen et al2011;Walther et al., 2007). In these cases the resudtg still be valid, but it

is difficult to reproduce the methods used.

A number of studies where the methods were clatefined helped tguide the methods
for this studyMinasian-Batmanian and colleagues (2006) providailéel information on
their qualitative methodology, which included categing data using emergent coding,
reviewing small numbers of reflections at a tinfert refining categories through involved
discussions before reviewing more reflections aepeating the process. The authors
underline the difficulty in agreeing on the interpretation qtialitative data. Similar
methods were described in a study analysing physiapy students’ reflections as well as
content and thematic analysis, and the use of aoftwo create matrices (Donaghy &
Morss, 2007).

Two further examples of well-documented validatame reported by Pee and colleagues
(2002) andMori and colleagues (2008). Pee and colleagues2j2id@estigated levels of
reflection in written assignments by dental hygistedents. The reflection was structured
around a significant event and two established éwarks, Johns’ framework (1994) and
Hatton and Smith’s framework (1995), were used teasure the level of reflection
observed. In addition, they used peer judgementsindent feedback to augment their

results. Mori and colleagues (2008) assessed the contentvrifen reflections by
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physiotherapy students using a reflection scaleipusly created by Al-Shehri (1995),
along with a standardised test that measured gelftdd learning readiness. Using a two-
pronged approach of directly assessing the conténthe reflections and using a
standardised measure of one learning outcome m@evich example of comprehensive
validation. In both the above examples, the re$esscused a combination of qualitative

and quantitative approaches to maximise the stnesfgheir validation.

The propensity in scientific research to drive ta¥gaguantification has resulted in several
studies creating numerical scales to measure |efeteflection. Creating measurement
scales is important because without assessmenteofetvels of reflection its use can
become meaningless (Wong et al., 1995). In vetgringedicine, only one paper, which
was on a communications exercise, has investigkteels of reflection in a written
reflective task (Adams et al., 2006), but the papdrnot provide any quantitative results.
It refers to the use of self-awareness and critiefiéction rather than grading the levels of
reflection and no conclusive comments were madéheruse of the scheme. Unusually,
the paper also reports on a similar study with weeddstudents for which there are
guantifiable results given and details of the ilee model used in assessment are
provided. Critical examination of this assessmeates along with four others, is outlined
in Table 4.1. This examination was carried out dentify a suitable scale for use in
validating levels of reflection present within vieih reflective reports completed by
veterinary students following PC-EMS. Three of slsales considered (Wong et al., 1995;
Kember et al., 1999; Kember et al., 2008) were thasereflective models created by other
researchers (Boud et al., 1985; Mezirow et al.,019ezirow, 1991).0On balancethe
decision was made to base the assessment scalesfetudy on that created by Hatton &
Smith (1995). Although Adams and colleagues (2@@6yided a scale with similar levels
of reflection, its reliability had not been supmattby further studies. One of the principle
reasons for rejection of assessment schemes basétenrow (1991) was because of
introspection - feelings or thoughts about onesdbieing classified as non-reflective and
attending to feelings was considered an importeerhent of the reflective process in the
present studyBoud, 2001; Tate, 2004).



Chapter 4

137

Study Subjects Coding scheme used to assess written Critical comments
reflective assignments
Hatton & | 60 fourth year | Four levels: descriptive writing, descriptive Clear descriptions made it easily understood.
Smith bachelor of | reflection, dialogic reflection and critical Scheme allowed for a wide range of reflectivity from none (simple descriptions of
(1995) education reflection. events) to writing which incorporated “broader historical, social, and/or political
students, Based on their own investigations of students’ contexts.”
Australia writing Hypothesised that these reflection levels would closely relate to type of dialogue
present in written reports.
Scale follows a linear pattern where students should progress through four stages.
Previous use resulted in high inter-rater agreement (Pee et al., 2002)
Has been used effectively in other studies (e.g. Pee et al., 2002; Orland-Barak, 2005;
Boerboom et al., 2011) and has been adapted into assessment schemes at three UK
veterinary schools (Mossop & Senior, 2008; V. Dale, 2010 pers. comm.).
Wong and | 45 registered | Based on two reflective models. Based on established models of reflection.
colleagues | nurses First, text was coded to one of the six | Claimed that Mezirow's scale could be used to assess reflection levels reliably and
(1995) studying the | elements of Boud and colleagues (1985) | accurately in written reflective journals.
‘nurse as an | model (attending to feelings, association, | General categorisation of reflection (Mezirow et al., 1990) was reliable and easy and
educator’, integration, validation, appropriation and | using the more detailed codes (Boud et al., 1985) was more difficult and less reliable.
Hong Kong outcome of reflection), then dependent on the | Boud and colleagues’ codes are not independent and do not occur in a linear

amount of text coded to each of these six

categories, students were assigned to a
general category of non-reflector, reflector or
critical reflector (based on Mezirow et al.,

1990).

fashion. Also said to be ‘narrow in application’ (Kember et al., 2008).
Creation of the categories based on Mezirow et al.'s (1990) work are not clearly
explained (in this paper or in the original work).
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Study Subjects Coding scheme used to assess written Critical comments
reflective assignments
Kember Undergraduate | Scheme derived from Mezirow’s (1991) model | Based on well-known work of Mezirow (1991).
and nursing, which comprised of six levels with two header | Specifically aimed to identify a coding scheme for use with students’ written reflective
colleagues | occupational categories: ‘Non-reflective action’ (habitual | journals.
(1999) therapy, action, thoughtful action and introspection) and | Scheme identifies increasing levels of reflection.
physiotherapy | ‘Reflective action’ (content reflection, process | Showed that the categories could be used to assess reflective thinking levels reliably
and reflection and premise reflection). Used these | and accurately from written reflective journals.
radiotherapy six categories plus an additional category that | Has been superseded (see Kember et al., 2008).
students, Hong | combined content and process reflection to | Mezirow (1991) saw introspection (feelings or thoughts about oneself) as non-
Kong * create seven categories. reflective.
Adams and | 85 medical | Four levels of reflection: no evidence of | Easily interpreted scheme (criteria for each stage plainly stated) but paper focused
colleagues students, reflection, surface reflection, developing | on students’ engagement with the reflection rather than suitability of the scale used.
(2006) Australia reflection and deep reflection. Not been corroborated by further studies.
Based on thematic content analysis of
students’ written assignments by five faculty
members.
Kember Radiography Assessment scheme based on previous work | Felt the previous categories (described in Kember et al., 1999) were “too fine-
and students on | by the same research group (Kember et al., | grained” and that these four codes would be more easily understood for those
colleagues clinical 1999) (so derived from Mezirow, 1991). unfamiliar with reflective theory.
(2008) placements, Condensed to four categories, with habitual | Relatively easily understood but in effect only gives two levels of reflection with the
Hong Kong * action/non-reflection  being the lowest, | lower level, named simply reflection, so not distinct enough for aims of this study.

progressing to understanding, reflection and
critical reflection respectively.

Mezirow (1991) saw introspection (feelings or thoughts about oneself) as non-
reflective.

Table 4.1: Synopsis of previously published scales

* indicates that the sample size was not provided

for assessing levels of reflection in written repor ts




Chapter 4 139

4.1.3 Measuring ethical development

Quantitative measures are also important when atatig learning tools. Using established
measures of intended learning outcomes can stremgjbalitative results. The impact of the
AWARE on ethical development was of primary intér@s particular ethical sensitivity and
moral reasoning. Measurement of moral reasoningoaased out using the DIT as described
in Chapter 2. A number of profession specific measihave been designed to measure ethical
sensitivity (Hebert et al., 1992; Byrd, 2007; Bas®in et al., 2008) but none for use in the
veterinary profession. The Test for Ethical Sewgitiin Science (TESS) (Clarkeburn, 2002)
was considered relevant for this study and couldathministered easily on a large scale.
Students are presented with a written vignette dbodltnes an ethically problematic research-
based scenario and are asked to list up to fivetmuns that would need to be answered before
the research could be approved. During developroktite TESS, three test vignettes were
piloted and the most successful described a rasgaoposal to produce pharmaceutical milk
from cows to aid cystic fibrosis sufferers (sceoaoriginally outlined in Bruce & Bruce,
1998). Moreover, it is a scenario that is relevianveterinary students. The theory behind
using a scenario based test is that students sheudtble to identify the ethical issues unaided
(Weaver, 2007). Unlike some other tests (e.g. Hebeal., 1992), students are not asked
explicitly to list questions concerning ethicaluss, rather, the aim is to determine if students
will identify ethical issues as most relevant tdvsw the problem (Clarkeburn, 2002).was
thought, that as ethical sensitivity is the mosibatep in ethical development, small changes

in ability might be detected that may not be uncedédy the moral reasoning test.

4.1.4 Objectives

This chapter describes a mixed-methods approaehligating the AWARE - four different
approaches were used. First, to ascertain whethdersts could use the tool effectively, a
scale was created to assess levels of engagemeelation to the learning objectives (see
section 3.1.6). Second, a previously validatedeotibn scale (Hatton & Smith, 1995) was
used to assess the extent to which the AWAREsiti&teitl critical reflection of PC-EMS.
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Third, qualitative data analysisas used to compare the content of two styles ef-pMS

report, AWARESs and unstructured reflections. Fiyafire and post AWARE scores on two
ethical development tests were compared to invastigghether use of the AWARE improved
students’ abilities on two components of ethicalelepment, ethical sensitivity and moral

reasoning.

It was hypothesised that the AWAREs would elicigher levels of ethical and critical
reflection than the unstructured reflections arat 8tudents’ ethical sensitivity scores would
increase after they had completed an AWARE. Theothgsis was that the unstructured
reflections would have a high level of descripticentent. Though relevant, it was
hypothesised that moral reasoning score might $® défected because many of the intended
learning outcomes of the AWARE related to ethicalaepts of animal welfare and reflecting

on experiences and were not directly related taahreasoning (see section 3.1.6).

4.2 Methods

4.2.1 Data collection

Ethical approval for engaging students as dataestdbjwas attained from the Faculty of
Veterinary Medicine’s Ethics Committee at the Umsity of Glasgow before commencing the
study. The unstructured PC-EMS reports and the AW#RnNalysed in this chapter were

written following PC-EMS placements on sheep farms.

4.2.1.1 AWARE

The entire first year cohort of veterinary undedyates at Glasgow University 2010/11 (n =
123) were recruited to participate in the studye Bludents were introduced to the AWARE

during their first week of university through a shpresentation. On attendance at a two hour,
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timetabled session, groups of students completedtlaical reasoning test, the DIT-2 (see
Chapter 2)and a CAL introductory teaching resource that aquames the AWARE (see
section 3.5.2). The concept of reflection as aniegr method was not overtly explained to
students during the introductory sessions. Studeetg provided with an instruction sheet,
which included a statement of consent. Informatangender and age were collected as part
of the DIT-2. They were also asked to provide add#él demographic information (refer to
section 3.2.1.1). Students were asked to compieteeturn the AWARE within two weeks of
their PC-EMS placement by email or on paper. Omgoiantor support was available
throughout this period. There were two rounds dadallection, the beginning of May and
the end of September 2011, corresponding to theoéhdo PC-EMS placement periods. To
ensure anonymity, all completed AWARES were assediavith matriculation numbers only.
A few students completed more than one AWARE f@ fame species, and these were

labelled with suffixes to distinguish them from baather.

4.2.1.2 Student evaluation

An online feedback survey (Appendix C1) was sentalo students that completed an
AWARE. All students that submitted an AWARE werevited by individually addressed
email to attend an hour long focus group sessi@ve® students attended focus groups to
discuss the CAL and the AWARE . This involved ewilng each section of the AWARE in
terms of student understanding of the topics afffitulties encountered, and the discussion
was structured using an interview guide prepareddwvance. The discussions were recorded
using a digital voice recorder and students gavttemrconsent for the data to be used in this

research.

4.2.1.3 Unstructured reflections

Unstructured reflections were recorded as contildiese were sourced from third and fourth

year veterinary undergraduates who had completedfrugtured reflective commentaries
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following their PC-EMS placements. All studentstimrd and fourth year in session 2009-
2010 were emailed asking them to submit their uctiired reflective commentaries for PC-
EMS. To encourage responses, participating studeats entered into a prize draw to win
£50 of book tokens. In session 2010-2011, a ranggmaherated list of 50 students were sent
an individual email asking them to submit their tonstured reflective commentaries for PC-
EMS, along with the same demographic informatiollected for the AWARES. They were
informed that replying indicated their consent ttoe data to be used in a research project and
responses were anonymised on receipt. As an invegmgarticipating students were given 50

print credits.

4.2.2 Quantitative analysis
4.2.2.1 AWARE overview

Descriptive statistical analysis was carried outtbe demographic information which are

mainly presented as percentages. The AWARE incladedmber of closed questions (see
Appendix B9), which were excluded from the reflentand analysed separately. The answers
from the open questions were used in the qualéadivalysis and were considered to be the
reflection data. Closed questions related to prevfarm experience, the duration of the EMS
placement, as well as questions specific to the REAsuch as whether there was a positive
or negative impact on animal welfare. Each AWAREsvadso categorised as reflecting on

either an event or an issue. The information frbm ¢losed questions was used to allocate
attributes to respondents that were then used bisesent analysis, e.g. the proportion of
students that shared their feelings on their chaseident, or the proportion of students who

chose a specific event to reflect on.

In the AWARES, students were asked to apply thteea frameworks (utilitarianism, animal
rights and contractarianism) to their chosen intideand to identify the framework that
corresponded to their own view (hybrid view wasoalsted as a choice)lhe students’
answers were reviewed to check whether they hatldimderstood each framework correctly
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and second, whether they had applied it in an gg@&t@ way to their scenario. The answers
were then placed into four categories: Valid, Bavtalid, Action Only and Not Valid. Valid
meant they had addressed the main criteria forftaatework; for contractarianism, this was
that animals have no moral status and harm to tbely matters if it upsets or impacts
humans; for animal rights this was that animalsehaghts, there are things one should never
do to animals, and that life should be preservedt for utilitarianism, this was that the
reasoning should be based on the greatest godthdagreatest number, it should include a
reference to animal welfare, and the level of ¢coghe animal versus the benefit to human(s)
should be weighed up. Partly Valid meant that thag¢ addressed one of the main criteria for
that framework, Action Only was when the studemtext what they thought the supporter
would do but not why, and Not Valid was when theyl lused arguments not appropriate for
the framework in question, e.g. for utilitarian, lfsee considerations for the animal were not

taken into account.

4.2.2.2 Engagement with the AWARE

In order to assess whether students had engagedhe&iAWARE, a novel, five-level marking
scheme was developed (Table 4.2). This scheme echeérgm reviewing the AWARE
content in conjunction with the specified learniogtcomes (see section 3.1.6). Recurring
patterns within the writing became evident, suclhasstudent engaging well with all but one
section of the exercise. Similar to other scalesgied to evaluate ethical exercises (Boenink
et al., 2004; Grant et al., 2007), the highest lamest levels signalled that all or none of the
learning outcomes respectively had been met. EAMARE was reviewed and allocated a
mark on this scale. Rather than looking at answengarticular questions the AWARE was
marked as a whole, in an attempt to capture thel lsvengagement across the exercise. The
scores reflected the consistency and depth ofatédle throughout the sections. This mark was
utilised for validation purposes only and studemése not assigned a grade for the AWARE.
Ordinal logistic regression was used to investigag correlations between the level of

engagement and the demographic factors collected.
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Level of engagement Score awarded Description of co  ntent

Excellent 5 Deep engagement with the exercise. Detailed answers
for each prompt, evidence that student has thought
deeply about the issues. Thorough understanding
shown. Consideration of the bigger picture and

application of principles to the wider world.

Good 4 Above average engagement with the exercise.
Detailed answers and good understanding shown. May
have missed a minor part out, not applied concepts to
bigger picture or the response to one part of the

exercise may have been weaker.

Satisfactory 3 Adequate engagement with the exercise. Student
answers all prompts in reasonable detail but provides a
more limited discussion than levels 4 and 5. May have

given a good answer to one section but not to others.

Weak 2 Superficial engagement, lacks abstract thought. No
elaboration throughout. May have answered all prompts
but superficial grasp of concepts. Particular parts of the

exercise answered poorly and others better.

Unsatisfactory 1 Little or no engagement with the exercise. Cursory
responses given rather than considering their issue in
detail. No depth of thought displayed. Short answers
that lack detail, some parts not completed. Failure to

grasp concepts, invalid responses to some prompts.

Table 4.2: Marking scheme used to assess levels of  engagement with the AWARE

4.2.2.3 Assessing ethical sensitivity

A modified version of the TESS (Clarkeburn, 2002)swused to assess ethical sensitivity
before (pre) and after (post) completing the AWAREe pre-TESS took place in February
2011 before completion of the AWARE and the pos&BHook place between three and eight
months after the pre-TESS. The pre-TESS consisteanoethically problematic research
scenario involving the production of pharmaceutiodk from cows to treat cystic fibrosis in
humans (Appendix C2). Students were asked to peouj to five questions they thought

would need to be answered before granting approvahe research. The post-TESS used a
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slightly different scenario that described the bieg of mini pigs for kidney transplants (see
Appendix C1, Question 13). The instructions andstjoas given to the students on the post-

TESS were exactly the same as on the pre-TESS.

Students’ answers were collated in Microsoft Exé@lswers on both tests were assigned to a
sub-category (based loosely on ideas generateueiTESS), which were later grouped into
larger heading categories (see Appendix C3). Casggmon was carried out largely to
summarise the data and had no bearing on scomnghe original study of the TESS, if
responses were assigned to the scientific cateesywere considered non-ethical and were
awarded a score of zero. However, in the presedishany of the responses assigned to the
scientific category had ethical aspects to thenthese responses could achieve a score of
greater than zero. The proportion of answers asdiga each category was calculated. If a
student gave duplicate answers, the duplicate e@®ved and did not count towards a final

Score.

Each student response was given a score betwead 8 adapted from the scoring system
used in the TESS (Clarkeburn, 2002). Zero indicdted there was no ethical dimension, 1
that there was general recognition of an ethicalas 2 that there was a specific ethical issue
raised relating to humans or animals and a scof reflected an ethically sound statement
that considered the issue from more than one peispe Each question raised by each
student was scored regardless of its category.nfda@mum score a student could obtain was
15 (maximum 5 responses scored at a maximum ofl3).elh a student only gave 3 responses
then the maximum score possible for that studenidvbe 9.No students provided more than
five questions.Minitab 16 statistical software (Minitab Inc., USAyas used to carry out
statistical analysis on the TESS data. Scores enpth and post-TESS were collated and
compared using a Mann-Whitney U test. Non-paramésts (Mann-Whitney U and Kruskal-

Wallace) were also used to investigate demogrdapltors.
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4.2.2.4 Assessing moral reasoning

The DIT-2 was applied to the entire year group irdiagely prior to students introductory
teaching sessions for the AWARE and then agaihebeginning of their second year (after
students had submitted AWARES). Both tests werei@idtared in a classroom situation and
the students were given 45 minutes to completetebts. Students’ gender and age were
collected as part of the test (other demographicrimation was collected as part of the
AWARE). No formal teaching on ethics took placevin the tests. The scoring of the DIT-
2 is described in section 2.3/initab 16 was used to carry out a paired t-teshtv@stigate
whether completing the AWARE improved moral reasgnscore. Chi-square tests were
carried out in SPSS (IBM, USA) to check whetherpgamions of students allocated to each
‘Type’ differed having completed the AWARE.

4.2.3 Qualitative analysis

Qualitative analysis was based on a ‘top-down’ apphh. The method used was a combination
of what is described in the literature as thematid content analysis, but for simplicity, will
be hereafter referred to as content analysis. Armalyas limited to ethical reflection and
codes were created accordingly. Much of the qual@aanalysis was quantified because it
was felt that this helped to substantiate the damade and gave a robust account of the
content.

Specialist qualitative software, NVivo, (QSR Intational Pty Ltd, Australia) was used to
undertake the qualitative analysis. NVivo allowsiyto create labels, or nodes, to categorise
the text. These nodes represent portions of te&set can be as short as one word or as long as
several paragraphs. There are two types of nodss,nodes and tree nodes. Free nodes are
stand alone whereas tree nodes comprise parerghéddnodes. Tree nodes allow text to be
coded under a broad heading and then subdividedmiore detailed headings. Nodes can be
guantified as percentage coverage, i.e. the anwiueit allocated to a particular node and as

a frequency, i.e. a count of a particular node withsource. Frequency searches were used to
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record the presence of particular nodes of intefesexample, the occurrence of spontaneous
moral reactions (SMR8)in the AWAREs and the reporting of significant etse in the
unstructured reflections. To ensure accuracy whoenparing coverage, all the AWAREs and
the unstructured reflections were formatted intenittal layouts before importing in to
NVivo. All spacing and font sizes had to be the saand the background information on the
AWARES had to be removed. To maintain the structirdhe AWARES, they were uploaded
with several prompts in place. Prompts were codethat they could be removed from the

final content coverage readings.

4.2.3.1 Assessing reflection

In order to compare the level of reflection in tlnestructured reflections with that in the
AWARES, a comparative scale was devised (Table. ZABjs scale was based on that of
Hatton & Smith (1995). In the current study, caficeflection is used to describe the highest
level of reflection students were expected to achia this exercise (Table 4.3). To validate
the scale, the author and an expert in educatimsdarch coded five randomly selected
unstructured reflections. The coding was then coatpand showed good agreement. Some
reflections had one or two small instances of higfthective levels but the majority were
comprised of another lower level. Therefore, allections were scored for both the highest

level and the dominant level of reflection.

Using NVivo, a tree node was created called ‘LefdReflection’ which had four child nodes
representing the four levels of reflection (Tabl®)4 The four categories were mutually
exclusive. After all sources had been analysed, Were reviewed by the principle researcher
to ensure all text was coded appropriately and ggsmade if necessary. Percentages of each

level of reflection, and the counts for the highlesels of reflection, were calculated for the

® A ‘spontaneous moral reaction’ was defined asransgt emotional reaction that conveyed the student's
distaste/unease with the situation and was usasbgciated with situations in which they considdhedaction
taken to be morally wrong.
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AWAREs and the unstructured reflections. Compassohthe percentages and counts were
made using Mann-Whitney U tests as the data didmest parametric assumptions. Logistic
regressions (ordinal and binary) (Minitab 16) wereed to examine whether the level of

reflection (dominant and highest) was affected by af the demographic factors collected.

Spearman rank tests were used to determine whitber was any relationship between the
level of engagement and the levels of reflectiothsm AWARES.
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Level of Description Representative examples from students’ written reflections Source
reflection
Descriptive | No evidence of reflection, purely | “Triplets were born and soon it was recognised that one wasn't getting enough milk and was therefore | A
Writing a descriptive account of the becoming weaker than the other two lambs. Another ewe had recently lost her single lamb but still had
situation. a good full udder. The decision was made to separate the weakest triplet from its mother and adopt it
onto the ewe whose lamb had died. The dead lamb was skinned and the skin put onto the triplet, this
‘jacket’ was left on for about a week to ensure the new mother accepted the lamb as her own.”
“I completed my lambing on a 1300 ewe sheep farm in North Yorkshire. The majority of the sheep | U
were north country mules with a few hundred being texel x north country mules. The ewes were breed
to Suffolk or texel rams and were all lambed indoors. The sheep were kept in large groups until they
lambed and then were moved into single pens along with their lambs.”
Descriptive | Describes personal feelings “I felt sad that he had this condition and was suffering but was happy when he was euthanized, it didn’t | A
Reflection | about the situation. Reflecting on | really change my attitudes because | would have taken the same action”
incident on a personal level.
Attending to feelings, no deeper | “l was shocked that the farmer hadn't acted quicker to relieve the pain and stress on the ewe.” A
consideration, evaluative but
based on emotions/initial “Although | wasn'’t satisfied that the trailer was the culprit | did enjoy the bit of detective work the | A
reactions. situation required.”
Dialogic Considers alternatives — could “I think the farmer did not really care about how much pain the individual lambs were in and how much | A
Reflection | do X, should have done X, distress he was causing to the ewe and the lamb. He was more interested in maximising his profits and
potentially could have caused X. | weeding out lambs which are of no use to him. The farmer could also have been trying to minimise
Standing back from experience, contact between the ewe and her other lambs and the affected lamb. Prolonged contact could increase
evidence of discourse with the chances of bacterial infection in other lambs too.”
oneself, may consider bigger
picture of this particular incident | “I think that this situation could have been avoided by more frequent checking of the fields and | U
but mainly personal view increased indoor housing although this may not be cost effective. The pen arrangement to house the
considered. new lambs and mother was very good for bonds to be formed, however, if a lamb was being rejected it
could become unsafe.”
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transferable solutions. Considers
issues from different angles at a
greater depth than in dialogic.
Intention to learn from

experience is evident.

verbal learners. ... In rural life, most people learn about new advances and what their neighbours are
doing by word of mouth. | found that the vet plays a critical role in this network and without the ability to
effectively pass on information, their knowledge is useless. Also, the skill of just having a chat about
whatever, is crucial in allowing the farmers to get to know you and gain confidence in you as the person

who plays a pivotal role in their livelihood.”

Level of Description Representative examples from students’ written reflections Source
reflection
Critical Standing back from the “While | believe that animals have moral status which must be preserved, | think that in some cases itis | A
Reflection | experience and considering the necessary that this is overcome for the greater good. | think that animals have the right to be protected

particular incident in broader from unnecessary cruelty and suffering and often their treatment and people’s attitudes towards them

contexts e.g. farming as an are unjustifiable. However, where a feasible and crucial benefit which cannot be brought about by any

industry or transfer of knowledge | other action depends on one which could negatively impact on an animal’'s welfare, sometimes it is

towards future placements. Uses | justifiable to carry it out for the purpose of increasing overall welfare for other animals or humans.”

outside influences to support

views and explores larger more “My understanding for the farmers’ perspective has truly taken root as | came to realize that farmers are | U

Table 4.3: Assessment scale used to evaluate the le

Terminology for levels of reflection taken from Hatton & Smith (1995). A = AWARE, U = Unstructured reflection. Levels of reflection increase in complexity

from top to bottom.

vels of reflection in post-EMS reports
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4.2.3.2 Coding of ethically relevant reflective nod es

Content analysis was used to identify nodes reket@rethical reflection. Initial nodes
were created to reflect the data using open codMagles were reviewed to ensure they
were appropriate and refined if necessary. The pterm the AWAREs were used to
verify the context of the textual response. Somesimodes were split into more than one
or merged from several into one. Although 34 nodegse generated, on review, several
nodes were not relevant so were not examined furhe only nodes relevant to the
research question will be reported here. In thenmmaades were assigned to full sentences,
but sometimes to clauses within sentences if tiitesee covered two categories, for
example, “Initially | was concerned for the orphdriambs because often they were quite
young or small."would be split into two codes, the first clausef@be because) is their
emotional reaction and the second clause (afteiranhading because) is why they felt the

way they did.

Table 4.4 provides definitions for the ‘ethicallglevant reflective nodes’, which were
mutually exclusive. Particular nodes were considekey elements of a good ethical
reflection therefore these nodes were used to caaripa levels of ethical reflections in the
two sources. Ethical reflection requires the presenf emotions, an exploration of
feelings, consideration of multiple viewpoints, dating of different points of view, and
evaluation of the action taken. A small amounte@dgatiptive writing is required in order to
explain what was experienced but as this is ndegtfe no further analysis of this node

is included here.

NVivo calculates the percentage of the text covéng@ach node in each data source. As
each AWARE contained prompts as well as reflectiata, the percentage of text covered
by the prompts was subtracted (from 100%) to giperaentage that represented reflection
data only. The percentage coverage for each rgfenbde was then calculated from this
corrected total. This was to allow a fair compamisath the unstructured reflections that
contained no prompts. Comparative analysis of #féective nodes was done using
Minitab 16. The data was tested for normality usfkrglerson-Darling tests and did not
meet the criteria for parametric testing. Mann-Wéyt U tests were performed on each
node to see whether there were any differencesvarage between the AWARESs and the

unstructured reflections.
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Node

Description

Descriptive writing"

Straight-forward description of what happened or what was seen.

Feelings™ Inclusion of feelings using emotions to describe. Not sentences beginning ‘I felt’
or ‘I think’.
Why felt that way™ Reasons given for feelings. Thinking about their reaction in more depth as to

what specifically caused the emotion given.

Reflection on action®

Evidence of stepping back from the action and reflecting on why things

happened.

Evaluation of action™®

Evaluation of action taken by someone else. Arguments pertaining to why things
happened, backed up by concrete evidence rather than ponderings.

Argument for™"

Argument that supports the action taken

Argument against™

Argument that challenges the action taken

Balancing™

Consideration of two sides of an argument and weighing them up against each

other

Justification for view

Justification supporting personal view expressed by student on incident

described

Change in

perspective

A change in views, or attitude towards farming or the practices associated with

farming.

Change in behaviour

Proposed behaviour change indicated

Reflection on

experience °

General node for non-specific reflection, so reflection relating to general
experience of placement as a whole rather than specific action. Refers to events
that happened not events that might happen in the future. Could contain ethical

concepts but also could relate to general experience of placement.

Attendance to other

ethical concepts

Content that was not given in a direct answer to an ethical prompt and contains
content pertaining to ethical concepts such as rights, fairness, justice (justified)
and the use of the word ‘should’ with reference to actions taken or not taken
(only relevant to AWARES)

Reflection on

frameworks

Considering validity of different ethical frameworks in reference to chosen issue

Reflection on
treatment of animals

Reflecting on why animals are treated in a particular way and the acceptability of
said treatment

Reflection on farming

Considering wider issues of farming such as balancing financial costs against

animal welfare

Justification for

framework

Support of animal ethics framework chosen in relation to incident reported on.
Personal justification (AWARES only)

Table 4.4: Definitions of ethically relevant nodes

Nindicates non-reflective node that is required in a reflection to set the scene.
¥ indicates that the node is considered a key element of ethical reflection.
S indicates nodes included in statistical comparisons
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4.3 Results

4.3.1 Student demographics

One hundred and eight students attended the irttoguteaching sessions. Seventy-nine
students submitted 81 AWARESs that described améntiinvolving sheef73% of those
attending)’. Over a two year period, 44 students submittecudstructured reflections
from first year sheep placements. These studeatsedtveterinary school in the years
2006 to 2008, with the majority being in third yednen they submitted their reports. The
students’ demographic information is shown in Tahlk There was a wide age range of

students in both samples (from 18 to 37).

1918 students submitted an AWARE describing an ewicdn an equine placement and 17 AWARESs were
submitted (from 15 students) that described amerti on a cattle placement
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Variable AWAREs Unstructured reflections
Gender

F 67 35
M 14 11
Age’

18 28 16
19 19 13
20 3
21 0 1
22 10 1
23 5 2
24 2
25 and over 11 7
Unknown 0 1
Nationality

North American 21 12
British 52 30
Rest of world 8 3
Unknown 1
Upbringing

Farm 10 13
Rural 29 16
Urban 42 16
Unknown 0 1
Previous degree held

No 53 33
Yes 28 12
Unknown 0 1

Table 4.5: Demographic information of first year ve

AWARESs or unstructured reflections

* For unstructured reflections, the age presented is the age during the placement.

154

terinary students that submitted
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4.3.2 Overview of the two types of reflective repor t
4.3.2.1 AWARE

The number of students picking an event or an issmgesimilal*. The majority of students
(63%) chose an incident that had a negative impaatelfare whilst 14% stated that their
incident had both positive and negative effectsvetfare (e.g. a short term negative effect
that leads to a long term positive impact). Catsgdion of welfare incidents chosen by
this student cohort is provided in Appendix C4. Tin@st common incidents chosen related
to health, followed by husbandry practices but éherere a wide variety of subjects
chosen. Examples of commonly chosen incidents Yedtege to euthanise ill animals or to
seek veterinary treatment, lambing difficulties tthed to welfare issues, methods of
adopting lambs on to new mothers and reusing hypudeneedles. By contrast, timely
euthanasia was seen as having a positive welfgradnhon several occasions. An example
of an unusual, positive event was one where thedarperformed mouth to mouth
resuscitation on a lamb. All students picked andert that impacted welfare but it was
questionable from their descriptions in some cagasther they had understood that the
situation had ethical implications. This was eitlee to a lack of detail provided about the
situation, making it difficult to work out what thethical elements were, or there was

evidence that the student did not detect the dttioansion and focused on other aspects.

Eighty-eight percent of students witnessed thedewi they wrote about rather than
participating in it. Seventy-eight percent of th&/AREs described occurrences that the
student had not seen before and 64% of studentedsiizeir feelings about the incident
with someone, most commonly a fellow student. Wasked whether they had considered
what they would do if faced with a similar situatim the future, 54% of students said they
had. When asked if they agreed with the actionrtaB6% of students said ‘no, they would
have taken a different action’ and 31% said ‘ybBsytwould have done the same thing’
with 15% responding that they were ‘not sure’. Tamainder of the students took action
themselves (18%). Eleven percent were comfortalitetive action they took and 7% were
not. Of thestudents that took the action and did not feel cotable doing so, they all felt

there were negative welfare impacts as a resulheir incident. Similarly, all of the

students that would have taken a different aciisted the welfare impact of their incident

1 An event was a specific incident that impacted @nevo animals and was an isolated occurrence, e.g
reflection on a difficult lambing. An issue was anma general issue that impacted a group of anisall as
the use of adopters.
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as negative. Of the students that would have doaesame thing, the welfare impact was
not so polarised with 48% reporting a positive ictpan welfare, 20% stating there were

both negative and positive impacts, and 32% repgpdinegative welfare impact.

In the AWAREsS, all students used at least one emadtiom the word bank with 90%
picking three emotions as suggested. Of all thetiom® indicated, 67% were negative and
29% were positive. The most common emotions chasemescending order were
concerned, shocked, empathy, helpless, uncomfergaal frustrated Five percent of the
AWAREs, contained the word ‘confidence’ or ‘confide and only 2% referenced
increased confidence. One interesting aspect gbeéhsonal reflection in the AWARE was
the presence of SMRs. In the AWARESs, 38% of stusleidplayed SMRs and of those
students, 81% wrote about something they had sedhd first time and 64% associated a

negative welfare impact with the action they witexs

Students were asked to choose the animal ethingeWark that most closely resembled
their view of the incident witnessed. The most gaptrameworks were hybrid (47%) and
utilitarian (37%), with animal rights and contratéam being chosen by 11% and 5%
respectively. Animal rights was the best understivachework of the three outlined in the
AWARE based on the validity of responses (Tabl9.4.6

Percentage of student cohort that gave

Animal ethics Criteria required in Valid Partly valid Action Invalid
framework response answer answer only answer
Utilitarian Greatest good for greatest 48 20 6 26

number, considers welfare of
the animal and cost to animal
versus benefit to

human/other animals

Deontologist Rules based, animals have 69 9 20 2
rights, things should never
do, right to life

Contractarian Only humans matter, animals 54 16 9 21
no moral status, only matters
if harming animal upsets

humans or impacts humans.

Table 4.6: Students’ understanding of animal ethics frameworks
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4.3.2.2 Unstructured reflections

Although the students were free to write their (tungured) reflection in their own way,
most reports tended to follow a similar patteryrtgtg off by mentioning their previous
experience, followed by some scene setting. Thex® twen often an account of a couple
of interesting things that happened on the placé¢meth many rounded up with what they
had learned during it. Most students describedstdlsky completed in the unstructured

reflections. For example:

“While at the farm | got to get some hands-on eigmere with a variety of
different things including lambing (perhaps mostviobsly), ear tagging,
stomach tubing, antibiotic injections, worming, fé@mming, and feeding.”

Another example which is written in a more refleettone:

“Within the first hour of arriving | was elbow de@p my first lambing. They
were triplets and at first it just felt like a bigarm mess of tangled body parts.
After about ten minutes of sorting | managed tol pt my first lamb.
Unfortunately it was dead, and the next one toe fhird one | pulled out was
actually alive. I felt like | had hardly been themeytime at all and | had already
experienced the sadness and glory that is lambing.”

Even though the unstructured reflections had afvamat, 33% of students reported on a
significant event within their reflection. There sviitle ethical content in the unstructured
reflections and there was no mention of ethicah#eorks. The unstructured reflections
often concentrated on what the student felt thal/lbarnt from the experience and 37% of
the unstructured reflections mentioned building nfadlence’ or becoming more
‘confident’. The emotional content was minimal lmgtances of feelings such asjoyed,
interested, shocked, worried, overwhelmaad phrases that indicatetiscomfort and

uncertaintywere present.

4.3.3 Engagement with the AWARE

The results show that 41% of students had excelaghgement with the AWARE and
15% had good engagement while 30% had satisfa@ngagement and 14% did not
engage well. There were no relationships betweetetrels of engagement and the various

demographic factors collected. There was a positiogelation between the level of
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engagement and both the highest level of reflectiod the dominant level of reflection
(Spearman rank, p < 0.001).

4.3.4 General levels of reflection
4.3.4.1 Highest levels of reflection attained

Of the 46 unstructured reflections analysed, 26¥%eaed descriptive reflection and 2%
provided solely a description of the activitiesyhearried out on placement. Forty-one
percent progressed to the level of dialogic refbectwith 30% of students displaying at
least one instance of critical reflection (Figuré)4 Seventeen percent of the unstructured
reflections displayed all four levels of reflectjiob2% displayed three levels, 28%
displayed two levels and 2% displayed one levelth@f 81 students that completed an
AWARE, all students achieved dialogic reflectionttwb8% also reaching the level of
critical reflection (Figure 4.1). All the AWARESs splayed descriptive writing, descriptive
reflection and dialogic reflection. Students reathegher levels of reflection in the
AWARESs than they did in the unstructured reflecidMann-Whitney U test, p < 0.001)
with critical reflection being the median highestél for the AWAREs and dialogic
reflection being the median highest level in theturctured reflections.

B Unstructured reflections
O AWAREs

40 -
20 -
10 -
0 I ; ;

Descriptive writing Descriptive Dialogic reflection Critical reflection
reflection

Percentage of student cohort
w
o

Highest level of reflection attained

Figure 4.1: Highest level of reflection attained by students completing either the AWARE or

an unstructured reflection
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In 63% of cases, the dominant level of reflectionthe unstructured reflections was
descriptive writing, with the next most dominantdebeing descriptive reflection (24% of
cases). Critical and dialogic reflection were tlmanihant levels of reflection in 11% and
2% of the unstructured reflections respectivelyal@gic reflection was the dominant level
of reflection in 69% of the AWAREs, with 17% and%1lof the completed AWAREs
predominantly displaying descriptive and criticaflection respectively. Descriptive
writing was predominant in 2% of the AWARES. Thestnactured reflections had a higher
median percentage of descriptive writing than tR&AREs (p < 0.0001), whereas the
AWAREs had higher median percentage contents dbgl@ (p < 0.0001) and critical
reflection (p < 0.001) (Figure 4.2). The levelsdeicriptive reflection were similar in both
sources (p = 0.08). No differences were seen ingbels of reflection between male and
female students, those with or without a degreastudents of different ages, nationalities
or upbringing (rural/urban/farm).

m Unstructured reflections
o AWAREs

=] T

Descriptive writing Descriptive reflection Dialogic reflection Critical reflection

Figure 4.2: Median percentage content of each level  of reflection in structured (AWARES)

and unstructured post-EMS reports

4.3.5 Ethically relevant nodes

Qualitative analysis confirmed that the unstruadureflections had a greater percentage of
‘reflection on experience’ (p = 0.01) than the AWBR The AWAREs had a greater
percentage coded to ‘feelings’ (p < 0.001), ‘whydelt that way’ (p < 0.001), ‘argument
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for (p < 0.001), ‘argument against’ (p < 0.001)dabalancing’ (p < 0.001) (Figure 4.5).
There were no differences between the two sourcesreflection on action’ and
‘evaluation of action’. The medians of all othefleetive nodes listed in Table 4.4 were
zero so these nodes could not be compared stalligtin general, text coded to ‘ethically
relevant reflective nodes’ was higher in the AWARKE# a median of 52.8% compared
to 20.6% in the unstructured reflections (p < 0)0®everal of the reflective nodes had
medians of zero in the unstructured reflectionsciatihg that little to no ethical reflection

was taking place prior to the implementation of AWARE (Figure 4.3).

o AWAREs

16 7 m Unstructured reflections

14
12

10 4 -

Median percentage content

AF AA B EOA F ROE ROA WFTW

Reflective node

Figure 4.3: Median percentage content of ethically relevant reflective nodes in two types of
written reflection

AF = arguments for, AA = arguments against, B = balancing, EOA = evaluation of action, F =
feelings, ROE = reflection on experience, ROA = reflection on action, WTFW = why felt that way.

Looking at the key elements of ethical reflectionparticular, 9% of the unstructured
reflections contained none of these elements; 1détamed an argument for and against
an action and 0% contained all six key elementstbical reflection (Table 4.7). On the
other hand, all the AWAREs had arguments for amairsfj an action and 43% of them
displayed all of the key elements of ethical rdftat The node ‘feelings’ was present in
all of the AWAREs whereas 52% of the unstructureflections had no mention of
feelings. In the AWARE, 98% of the students gassoms for their feelings (why they felt
that way) whereas 15% of the unstructured reflastioontained content coded to this

node.
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Source All key Arguments for Feelings Why felt No key

elements | and against that way elements
AWARE 43 41 100 98 0
Unstructured 0 11 48 15 9
reflections

Table 4.7: Percentage of the AWAREs and the unstruc  tured reflections containing various
key elements of ethical reflection

Key elements of ethical reflection are represented by the following nodes: feelings, why felt that
way, evaluation of action, argument for, argument against and balancing.

4.3.6 Ethical sensitivity

Before placement (pre-TESS), the ethical sengptiviteasure was attempted by 97
students. Sixty nine percent of students listed uestions about the scenario on the pre-
TESS. This dropped to 50% after placement (postS)E&here 40 students completed the
TESS. All students identified at least one ethisslie in their answers, with the minimum
score being one in both tests (minimum possibleesa@s 0). The maximum score on the
pre-TESS was 12 and on the post-TESS was 13 (maxipussible score was 15). There
was no significant difference between the pre apndt-pESS median scores overall
(Mann-Whitney U test, p = 0.29, pre-TESS median, p@&st-TESS median = 5.5). For
those students that completed both the pre andTSE (n = 31), there was no difference
between the pre and post-TESS scores (Wilcoxoredigank test, p = 0.06, median pre-
TESS = 7, median post-TESS = 6). No differencesewsen on the pre-TESS scores
between males and females or between studentsrwigh, urban or farm upbringings.
Students holding a degree had a significantly losewre than those without (Mann-
Whitney U, p = 0.009). A significant difference wkmind in the pre-TESS scores with
age. The 19 year olds scored highest and studggd a3 and over scored lowest
(Kruskal-Wallis, p = 0.04)No significant differences were found between amythe
above factors on the post-TESS data. The groupationality and age were too small to
test reliably and the small number of males in shenple also made it difficult to test

gender.
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The patterns of categorisation were very similarpo@ and post-TESSs. Students most
often gave a question relating to animal welfareboth tests (Table 4.8) but scientific

questions also featured prominently.

Percentage of students
Response Pre-TESS Post-TESS
Scientific 84 90
Ethical 55 68
Animal welfare 96 92
Human effects 26 12
Table 4.8: Percentage of students who provided at | east one response in the given

categories on the pre and post-TESSs

4.3.7 Moral reasoning

The results of the pre-DIT for this cohort of statée(cohort 2) are described in Chapter 2.
Of the students that completed both a pre and PBsttn = 78), 68 also completed an

AWARE. The mean P score on the post-DIT for théadents was 35.6 (+ 1.6) and the
meanN2 score was 35.6 (+ 1.6) (Figure 4.Mp differences were found between gender,
upbringing, degree held, age group, or whethesthdent'’s first language was English on
post P and N2 scores in cohort 2, or for ‘change store’ or ‘change in N2 score’.

45 - O Pre-AWARE

W Post-AWARE
40 ~

35 +
30 +
25
20 +

Mean score

15 -
10 -

Stage 2/3 Stage 4 P score N2 score

Figure 4.4: Pre and post mean DIT scores for first ~ year students who completed an AWARE
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Of the students that completed an AWARE, 22% wd#oeated Type 7 and Type 6 on the
post-DIT, and 19% allocated Type 2. Overall, 44%edeon post-conventional moral
reasoning, 31% on conventional level moral reagpaimd 22% on pre-conventional moral
reasoning (Figure 4.5). On this post-DIT, 59% digpd a transitional profile and 38% a
consolidated one which is similar to the patteransen the pre-DIT for this cohort (chi-
square test). However, this is in contrast to #®ult of the post-DIT for cohort 1 where
63% of students were seen to have a consolidatdepand 37% a transitional one. In
addition, the percentage of students with 4 oréf'tcdecides’ tripled from pre to post-DIT
in cohort 2, from 7% on pre-DIT to 25% on post-DIT.

@ Pre-conventional
B Conventional
W Post-conventional

O Unscorable

Pre-AWARE Post-AWARE

Figure 4.5: Levels of moral reasoning that are pred  ominant in first year veterinary students
who completed an AWARE

The post-AWARE P and N2 scores were lower tharptkeAWARE scores (paired t-test,
n = 68; P score p = 0.029; N2 score p = 0.022). #l@w, this was also the case for the
whole group regardless of whether they completedAWARE or not (paired t-test, n =
77, P score p = 0.019; N2 score p = 0.013). Fumbeg, irrespective of whether students
completed an AWARE or not, the mean change varsaf@kange in P and change in N2
scores) for cohort 2 were negative whereas in ¢dh(first year students pilot study) they

were positive.
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4.3.8 Student evaluation of the AWARE

Forty students completed the online feedback su(88yfemales and 5 males) (response
rate of 41%). Ages of the students ranged fromal88, and 13 students already held a
degree. In response to question 10 (Appendix C2Po Df students reported that
completing the AWARE helped them ‘a moderate amoanmore (‘quite a lot’ and ‘a
great deal’) towards meeting the learning objectiveencourage you to reflect on your
experiences and record them concisely’. With regéodhe introductory teaching session,
80% of students found the CAL easy to follow, witbne disagreeing. Worked examples
were especially useful to 70% of students. Fortycgat favoured the computer based
format compared to 28% opting for a traditionaltlee based format. The majority of

students (65%) recognised the benefit of open adoethe CAL at their convenience.

The majority of students liked the self-directedtpaf the exercise (82%). The small
percentage of students that did not like the seffeted part of the exercise, also reported
having difficulty identifying an issue, difficultyin completing the AWARE, were
apprehensive of writing negative comments aboueraghactions and felt uncomfortable
including their personal feelings in the AWARE. Tin@jority of students found it difficult
to identify a welfare issue to reflect on (62%) aidhese, 76% were non-degree holders
compared to 24% of degree holders. However, onB6 2§f students referred to the
resource section that included the farm animal avelfcodes to help them identify a
suitable welfare issue to reflect ohhe majority of students were also apprehensive of
writing negative comments about the action of ®h@0%), and similarly 83% of these
students were non-degree holders compared to 17dégrke holders. A smaller number
of students (30%) were uncomfortable including rthggrsonal feelings in a reflective

piece of writing.

After completing the AWARE, 70% of students pereeivthat their awareness of animal

welfare issues on farms, and of their own feeliageut the incident, had improved, and
80% of them felt their awareness of the pressuneaiomers had improved. The majority

of students felt better able to recognise animdfane issues (70%), recognise ethical
issues (65%), reflect on their experiences (78%) raspect others viewpoints (80%) as a
result of completing the AWARE.
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Although focus groups were organised, the numbetudents attending was small (n = 7)
and the data collected was not thought to be reptasve of the student cohort so the

findings are not included here.

4.4 Discussion

4.4.1 General findings

The AWAREs were found to elicit higher levels offieal reflection than the unstructured
reflections. The unstructured reflections showedaost no evidence of ethical reflection,
and the levels of general reflection present werssistently lower than those displayed in
the AWAREs. Disappointingly, the AWARE was not fauto have a positive impact on
moral reasoning score or on ethical sensitivityreacdlevertheless, the content analysis
does support the notion that the AWARE improvescatrawareness. Feedback from the
students was positive and indicated that the AWAIRE achieved several of the intended
learning outcomes. It would have been interestmpdve asked students that completed
the unstructured reflections whether they felt clatupg that reflection helped them

towards achieving similar learning outcomes.

The structured format of the AWARE is likely to leagreatly contributed to improving the
ethical content as did focusing the reflection anaaimal welfare issue. The prompts in
the AWARE subtly guide the student, encouragingnthie stand back from the incident
and consider different aspects of their experienckiding other points of view. This does
not consistently take place in the unstructureteec&bn or without prompting. For many
of these students, completing post PC-EMS reflastiwill be the first time they have been
asked to reflect. Providing additional support e form of prompts has been cited as a
way of making reflection more accessible to novi(@sant et al., 2007). The lack of
guidance in the unstructured reflections resulteddiary-like responses with high
descriptive content and fewer elements of ethiefi¢ction.Additionally, the use of animal
welfare and ethics as the focus of the AWARE likallgyed a significant role in increasing
the levels of reflection. Issitt (2003) states tfaling to provide direction in reflective
activities can be unproductive, and reflective jas, which normally lack structure,
largely facilitate lower levels of reflection (Riatdson & Maltby, 1995). If students are

not given a focus for their reflective exercisejrathe unstructured reflections, they do not



Chapter 4 166

tend to focus on a specific incident so reflecttends to be displayed from a single
perspectivenvhich results in descriptive reflection being aekigbut rarely higher levels
(Orland-Barak, 2005)The resolution of ethical dilemmas often requireastderation of
alternative viewpoints which may lead to a formimternal discourse, so in this sense
ethically controversial situations are ideal foeating a reflective tool. The use of animal
welfare and ethics as a focus for reflection mayehlaeightened students’ awareness of
their responsibilities towards animals and as ailresontributed to more in-depth

reflections.

4.4.2 Use of significant event analysis

It was more common for students to choose to refdecsituations that had a negative
impact on animal welfare compared to positive omMdsgative incidents may simply be
more frequent than positive ones, more easily ifledtby inexperienced students, or it
could be that incidents with positive welfare cansences may have less of a lasting
emotional impact on the student than those withatieg impacts on animal welfare.

Negative impacts are more likely to arouse spom@asemoral reactions (Ohman &
Ostman, 2008yand may therefore be more memorable than posiisaes. Similarly,

medical errors that resulted in a poor outcome weoee likely to be remembered by

students than those where there were no negathseqaences (Fischer et al., 2006).

The results show that mostudents who picked an event showed critical réflacthan
those that picked an issue, but more students (18&b)yicked an issue displayed critical
reflection as their most common level in comparisorthose that picked an event (4%).
This indicates that choosing an event does notilpitotritical reflection but choosing an

issue may make it easierd®pand critical content.

As mentioned in Chapter 3, the success of the AWAREiciting ethical reflection may
be dependent on the incident chosen for discusHitime incident is inconsequential then
there may not be much the student can say to el&bon it (Driessen et al., 2005). The
incident chosen is also very much dependent osttiaent’s individual experience on PC-
EMS. For optimal tool use, students need to bepgeal with information and skills to
identify animal welfare issues on farms. This ig @f the biggest challenges of using the
AWARE. The majority of students found it difficuld identify an incident to report on,
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and of these, most were non-degree holdEnss is perhaps unsurprising as non-degree
holders will have less experience of self-directedrningand may also have poorer
knowledge of welfare issues. That implementing-dekcted learning methods such as
PBL in veterinary curricula is more difficult inélJK than in the USA (where students are
graduates on entering veterinary courses) hasquslyi been highlighted (Lane, 2008).
Interestingly, despite reporting difficulty choogirrelevant animal welfare associated
incidents, most students did not use the resouecéos provided to help them. It is
possible that students may Becusing on unusual occurrences rather than comsgle
husbandry practices commonly associated with inmpg@nimal welfare such as housing
or breeding (these are two areas where guidarmiéeied within the animal welfare codes
(DEFRA, 2000; SEERAD, 2002) but were not mentiobgdany students)ncorporating
the AWARE into a joint teaching package that alsnsato improve students’ abilities to
assess animal welfare through behavioural measordd help to reduce these difficulties.
Student attitudes towards this form of learning gdkay a part, as students that did not like
the self-directed part of the exercise (as repdtienugh the feedback questionnaire) were
also found to have a negative attitude towardsrgpleetinent aspects of reflection (e.g.
making critical comments, including personal fegéinas well as struggling to identify an
incident on which to report. Students encountedifficulties may benefit from additional
support including explanations of the benefits ands of the exercise and personalised
feedback. Feedback was not given to students folpvweompletion of the AWARE
(because the tool was being validated). Bebeau3)j188w improvements in students’
abilities to develop well-reasoned arguments orncatlassignments when feedback was
given after their completion and individualised dback has been used successfully to
improve moral reasoning scores when adapted topénmrmance of the student on a
reflective assignment, i.e. students that scoregiavere provided with different feedback
than those that scored highéReiman & Thies-Sprinthall, 1993). This should be

considered in the future when incorporating the AREAINto veterinary courses.

4.4.3 Engagement

Students successfully engaged with the AWARE waPo8achieving a satisfactory rating
or higher. The results suggest that first year ruedey students are willing and able to
engage with a reflective exercise focusing on ethite level of engagement correlated

with the level of reflection, indicating that theagagement scale reflects the likelihood of
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achieving the intended learning outcomes. Stud#rds did not engage well with the
exercise tended to give little detail on the sitaencountered. This made it more difficult
for the assessor to interpret the significancehefissue and often the lack of elaboration
meant it was difficult to decide whether argumamtgustifications were valid. In general,
analysis of written assignments can be difficutdaese tones or underlying meanings are
more difficult to uncover than in transcribed téRaidal & Volet, 2009)

Assessing the level of engagement has not beenidanany studiesf reflection, and in
particular in ethical assignments. Only one exam(uhe dentistry) was found of an
assessment scheme for a written ethics assignBelnéau (1993) created a scheme where
points were assigned for ethical contemluding identifying ethical issues and affected
parties, describing potential consequences of r&tiapplying moral principles in relation
to professional duties and showing openness togehtireir perspective. No empirical data
on its use were provided, and the ethical assighmes used as the measure of success of
ethics tuition rather than as the interventionlfitéas the AWARE is). The engagement
scale created for the AWARE was based on the pcesen absence of similar ethical
content, and although not assigned individual oitihe level of engagement directly
related to how fully and how many of the learningoomes were met.

The AWARE engagement scale was designed to beldtabke into grades if required,
with benchmarks for each level/grade clearly definseimilar to an assignment grade
descriptor used in University marking schemes. grgsig grades in this way is supported
by Kember and colleagues (2008) and it is hoped famulty members will be able to
assess the levels of engagement with the AWAREouttspecial ethical training. Similar
investigations of reflective work have shown thaepjudges are able to assess reflections

consistently with little guidance (Pee et al., 2002

The ability to engage with the exercise did notegwpto be dependent on particular
demographic factors as students of different agatipnalities, upbringing, educational
level and gender achieved critical reflection. Thigygests that the AWARE as a self-
directed learning tool for improving veterinary démts’ ethical awareness could have
widespread application within veterinary courses.well as promoting ethical reflection,
practical advantages of the AWARE are that it reggiminimal supervision, can easily be
marked using the scoring system developed andviésgstudents the opportunity to

develop independent learning skills. The resultthefcontent analysis indicate that good
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levels of reflection can be reached even in a shgiece of writing, and this is highly

desirable to university staff for assessment pupand students alike.

4.4.4 General levels of reflection

The variety of sections in the AWARE facilitate fdifent levels of reflection. In general,
the account of the animal welfare associated imtideexpected to be mainly descriptive
writing, with the potential for descriptive reflemh. The personal reflection section is
expected to be principally descriptive reflectiand may support dialogic reflection
dependent on how the individual student engaBgsgiving arguments for and against
actions in the ethical reflection part, studentseh#o think in an abstract way, which
results in largely dialogic reflection. However,eth is the opportunity for critical
reflection if the student considers their incidentmore depth. The final section adds to the
opportunity for critical reflection as it asks tkadent to reflect on the experience as a
whole and how it may have changed their perspedivtheir behaviour, but again this

section may only elicit dialogic or descriptivelegtion depending on student engagement.

Students relied less on descriptive writing in ®W&/AREs than in the unstructured
reflections. The lack of structure, coupled withxperience, resulted in students struggling
to achieve the objectives of the exerc{aesimilar point was raised by Driessen et al.,
2005) and treating the reflection as a diary of witeey did on placement. Another
possible influence on the content of unstructuedtections are that institutional attitudes
influence the depth of what students are willinge@eal in their portfolios and encourage
conservative accounts of experiences (Orland-B&@85). Students do not want to reveal
weaknesses in their ability or understanding (Bo2d01) and may choose to omit
references to situations in which they had diffigulunless specifically prompted to

include them.

Descriptive reflection was predominant in the wnsured reflections and was present in
all of the AWARESs.The similar levels of content covered by descriptigflection in the
two sources are likely to be because studentskdeet@ attain this level of reflection with
little guidance (Richardson & Maltby, 1995Descriptive reflection is often the
predominant level displayed in reflective assigntaevith little structure (Hatton & Smith,
1995; Orlandbarak, 2005)he levels of reflection attained through the AWAR higher

than those seen in other studies and, consideniagstudy was carried out with first year
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undergraduates, are higher than expected. First stedents are not expected to relate
their experiences to the broader features of theafession (Mori et al., 2008) as is
characteristic of dialogic and critical reflectidn.a study on medical students, the aim was
for students to have achieved ‘developing reflect{a level akin to dialogic reflection) by
the end of third year (Adams et al., 2006). Thelgtiound that 61% of third year medical
students predominantly showed developing reflectidmereas 69% of the first year
students completing the AWARE predominantly shovagglogic reflection However,
Adams and colleagues (2006) did acknowledge thleastiucture of their exercise did not
lend itself well to more advanced levels of refiest Prompting consideration of alternate
viewpoints is the main contributor to the predomite of dialogic reflection (discourse
with oneself about possible reasons for actionf)iwithe AWARES. Moreover, it should
be noted that the population used in this studyewesterogeneous, with some already
holding primary degrees and this may have contethtd heightened levels of reflection.

The majority of students completing the AWARE aebi@ critical reflection (58%). This

ability is important for ensuring students can cap@rofessionally demanding situations
(Donaghy & Morss, 2007) and that they are ableh@llenge existing practices (Clouder,
2000). In similar studies, none or small proporsiarf students achieved this level of
reflection (Hatton & Smith, 1995; Wong et al., 19%rland-Barak, 2005; Mori et al.,

2008), though the term critical reflection may et directly transferable. A number of
these studies involved reflective exercises whieite ktructural guidance was offered and
the topic for reflection was relatively wide wittome pertaining specifically to ethical

issues. Descriptions of critical reflection oftarclude moral and ethical considerations
(Hatton & Smith, 1995) so in that sense includimgeghical dimension to the reflective

topic may have had a strong influence on the levktsflection achieved.

There was no obvious correlation between abilityeftect critically and the demographic
information provided. Students differ markedly hreir experiences and ability and this
will impact their skill when it comes to reflectingritically. Identifying what the
characteristics or attributes of students are itingite them good at reflecting will help to
progress the use of reflection in professional ethAll veterinary students are highly
capable and highly motivated (Zenner et al., 2006),differences in personality (Pompe,
2005b), personal beliefs (Bebeau, 1993), willingnesengage with new styles of learning
(Self, 1988), previous experience, and the studealility to communicate effectively
through writing (Driessen et al., 2005) may alluehce their reflective capacity. Also of
similar interest, are influences causing studemfait to engage with reflection. It could be
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that they are accustomed to rote learning (Raid&loéet, 2009)and have little experience
of using independent thought, or it may be thaicseconomic background plays a role
(Hatton & Smith, 1995)

Assessment of reflection in this study was donagiaitwo-pronged approach, considering
the highest level attained as well as the domiteual displayedAlthough it is important

to know what level students can attain, the higheatl may make up a small percentage
of the total reflection and may not give a compredinee view of the student’s ability.
Hence, the dominant level of reflection was congddo be more representative of ability
in relation to achieving the intended learning outes. The scale chosen to assess the
reflections was sufficient to allow different lesedf reflection to be identified. As with the
engagement scale, the reflection assessment smakd lme adopted into marking schemes

for post PC-EMS reports.

4.4.5 Ethically relevant content

Of the six nodes identified as key elements ofcalhreflection (feelings, why felt that
way, evaluation of action, arguments for, argumeainst and balancing), five had
higher percentage coverage in the AWAREs comparédet unstructured reflections, with
the content coded to ‘evaluation of action’ beimgikr in the two formats. Although more
content pertaining to ‘feelings’ was present in &&WAREs compared to the unstructured
reflections, the percentage coverage was [(@#). Encouraging students to include
personal feelings in reflections is not easy (Hesole et al., 2003). In the unstructured
reflections, feelings were often mentioned in tlmtext of what students were taking
away from the experience rather than what they idlen they were on farm. These
feelings could be termed ‘reflective feelings’ aad example would be ‘I felt more
confident lambing’. Thigeluctance or inability to openly use emotive wongss reported
in another study (Adams et al., 2006) where a thfrchedical students who completed a
written reflection (following simulated patient erviews to test their communication
skills) recounted thoughts rather than feelingsoving students to select emotions from a
word bank helped to elicit emotional content butsingtudents did not take the option of
expanding on their feelings once they had chosemsvivom the word bank. This may be
because selecting from the word bank is seen apleting this section but may also be
because students are not used to expressing fe@panly in written worKDonaghy &
Morss, 2007).
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Similarly, SMRs were not displayed as often as inigtve been expected in the AWARES
(38%). It was hypothesised that centrihg AWARE on incidents that impacted animal
welfare was likely to elicit strong emotional andnma reactions from students. Of those
students that did display SMRs, the majority weaesed by situations the student was
experiencing for the first time and that had negatimpacts on welfare. This is as
expected as increased exposure (desensitisatidh)lessen the resulting emotional
reaction (Charlton et al., 199Byruglitro, 2006),while naivety is likely to heighten it, and
SMRs are most often associated with unethical bhebavand therefore, actions with
negative welfare impact3he reason for this low incidence was not inveséiddurther so
the author can only speculate that this might Hmaen for several reasons: the majority of
first year veterinary students are not impactedtiynal welfare incident® the extent that
they create a strong emotional reaction (they Hmeaen desensitised or do not find them
distressing); the PC-EMS experience did not providéances of animal welfare incidents
of sufficient significanceo elicit strong emotional reactions; students |d#uk ability to
articulate their feelings even if they do haverargg emotional reaction; they do not recall
their reaction clearly enough (poor/unclear memofyevent); or there is also the
possibility that students are not being honeshairtaccounts (Tate, 2004). It has been said
that emotional discomfoits necessary to progress to the next stage ofctigfte(Boyd &
Fales, 1983). This was not the case for studemtgl=iing the AWARE as many of them
achieved advanced levels of reflection without ldiging much emotion. It is possible that
the structured prompts that encourage studentonsider different sides of an ethical
issue are as effective in helping students progtes$igher levels of reflection as

experiencing negative emotional effects.

Students’ expressions of ‘why they felt that wayrer higher in the AWARES than in the
unstructured reflections. Thus, progressing toeotithg on the ethical basis of their
feelings seems to require extra prompting. Shaieetings can help students progress to
more advanced levels of reflection (Boud, 2001; &gty & Morss, 2007). Anecdotal
reports suggest that veterinary students oftenrmeltom PC-EMS and discuss their
experiences, especially when they have had an enabtimpact. The AWARES support
this, with the majority of students stating thagyttshared their feelings about their chosen
incident with someone else. This was very ofteell student, and it became apparent
through reading of the AWARESs that many veterinsiiydents attend PC-EMS in pairs
and it was most often this fellow veterinary studisat served as a confidante in difficult
situations. The importance of peer support durirgfermary education has been
highlighted by Usherwood (2011). Students may skatie fellow students because they
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feel more at ease showing vulnerability to theierfds than to members of staff for
example (Thurman et al., 2009). Reflecting throutipcourse with another can have
several advantages in that it provides an alter@aperspective, students may feel
supported (Tate, 2004) and environments in whicldestts feel safe promote reflection
(Wald et al., 2009). Another person may also prewvidtionality to an emotive position
(Tate, 2004). This high propensity for sharing theaumatic or surprising experiences
may have contributed to the high levels of reflattiobserved by helping to clarify
students’ thoughts before they committed them fmepa

‘Evaluation of action’ was the only node consideaekey element of ethical reflection that
was not higher in the AWARESs than in the unstrusdureflections. It was not a node that
represented much coverage in either format of e¢efle. Evaluating the action required
the student to use evidence based reasoning toosguhyeir view on the action. Most

students tended to give musings or thoughts orat¢kien instead (‘reflection on action’).

This may be because many of the students lack laumel of the concepts behind
husbandry procedures or welfare codes, or the edignuasis of farming, or that they have
never considered these issues at a deeper levusImély improve with their experience on
farms. As it is an area that is closely linked thieal reasoning (Rest et al., 1974), it is

important to try to develop the concept of evalugiothers actions in veterinary students.

The nodes of ‘arguments for’, ‘arguments againstd abalancing’ combined can be
considered analogous to ethical reasoning. These tiodes all represented more content
in the AWARESs than in the unstructured reflectionbgre their presence was almost non-
existent. The presence of these nodes suggestvilihtguidance, first year veterinary
students are capable of producing elements of nmeasloning, though which Kohlbergian
stage they represented was not investigated. imtrog opportunities to practise basic
moral reasoning at an early stage in the vetericaryse is likely to be beneficial for

clinical care at a later stage.

Ethical frameworks are useful aids for decision-mgkn veterinary practice (Mullan &

Main, 2001) and being able to apply them to rdal-Bituations was considered an
important learning objective. In order to improvedents’ understanding of the basis of
common animal ethics frameworks, as part of the ARR¥Astudents were asked to apply
each framework using the pretext of a third pasge(Appendix B9). In the pilot version,
students were only asked to relate their own viewhe frameworks (see Appendix B1).

Using a third-party orientation rather than a seléntation introduces an element of
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affective detachment between the choices made laadnsequences of those choices
(Rybash et al., 1981). Therefore, it was expedied students would be able to evaluate
the frameworks on a more objective footing. Thidtitawas partially successful, in that
students’ engagement with the question improvedpesad to the pilot but it was clear
that some of the main criteria for each framewostewnot fully understood. In particular,
there was confusion regarding the utilitarian pecsipe where students weighed costs and
benefits in terms of finances or only human interesd did not consider the welfare cost
to the animal. This may have been due to wordinghsoword ‘cost’ has been replaced
with the word ‘harm’ in the definition for this fn@ework in the updated version of the
AWARE (available at http://vet.moodle.gla.ac.uk).

4.4.6 Ethical sensitivity

The median ethical sensitivity scores on pre argl-p&SSs were similar to those found in
first year life sciences students (Clarkeburn gt2102). Nevertheless, these scores could
be considered low when the maximum score is 15s Tidicates that students do not
recognise ethical issues or do not prioritise thewer questions of experimental
importance. Smilansky (1996) argues that to beesstal in an ethically demanding role
(such as the veterinary profession), it may be ssag to dull ethical sensitivity, although
he acknowledges this would take time. He outlines dangers that increased ethical
sensitivity can have. Although he is referring mderactions with humans in this article,
many of the theories would apply, similarly, to legwith animals. Smilansky states that
increased ethical sensitivity can affect our co@bdity, our psychological well-being, our
awareness of other important ethical issues, amdes@n decrease our motivation to
influence change. However, most authors would eaintt this in favour of increasing
ethical sensitivity in order to improve studentdiilidies to solve ethical dilemmas
(Wittmer, 1992).

Animal welfare was a predominant theme in the sitalenswers with 84% and 92% on
pre and post-TESS respectively listing an animdfame consideration as part of their
response. Although animal welfare was considerddmainant concern of the life science
students in the original study, a relatively lowmoportion (45%) of those students

considered animal welfare in their response. Swaljh the ethical sensitivity scores of
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first year veterinary students were low, this dowticate that there is a high level of

concern with regard to the welfare of animals inedl in experiments.

Unexpectedly, students without degrees had higtiecag sensitivity scores than those
with them. The highest score on the pre-TESS wastéments in the second age group (19
years old). Heightened ethical sensitivity can kpegience-based (Smilansky, 1996) so
those with more life experience (older students dedree holders) were expected to
achieve higher scores. Myyry & Helkama (2002) fosirdilar results to this study where
greater increases in ethical sensitivity scoresewsaen in younger social psychology
students and those without a degree than oldeestsiind those with a degree. Nineteen
year old students are more likely to have had tmpete additional work experience
before gaining a place at veterinary school andutin this process may have become
aware of the wider issues concerning animals, diofy ethical issues. In the case of
degree holders, it may be that the impact of grddeeexperience is counteracted by the
emphasis in scientific degrees on experimental strlass, making students more likely to
comment on the scientifi@spects of the proposal rather than the ethicaéssdNo gender
differences were found, and this concurs with oteerdies on ethical sensitivity in
university students (Clarkeburn et al., 2002; My®yHelkama, 2002). The number of
males in the sample was small however, so repetimgxperiment with a larger number

of males would provide a more reliable result ilatien to gender.

There was no difference in ethical sensitivity ssobefore and after completing the
AWARE. This indicates that completing the AWARE wast effective in improving
veterinary students’ ethical sensitivity as meadurg the TESS, although students were
able to identify ethically relevant issues and r&gmb improved ability in recognising
ethical issues. Moreover, many authors would affinat ethical sensitivity is an innate
quality (Rest, 1982; Weaver, 2007) and thereforay mot be easily influenced by short
educational interventions. That said, differencegthical sensitivity as measured by the
TESS were seen in life science students after cetmpla full ethics programme involving

group discussion and PBL (Clarkeburn et al., 2002).

Methodological issues may have contributed to #ek lof recorded improvement in
ethical sensitivity. Although different scenariogmn used, there may have been a degree
of boredom associated with repetition (Myyry & Hatka, 2002). The post-TESS was not
administered in a classroom situation, which mayehmfluenced student engagement.

The pre-TESS was run following a short lecture timcs whereas the post-TESS was in
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some cases administered many months later. Sthdws shown that ethical sensitivity
increases after ethics education (Bebeau & Brabd&®87; Baab & Bebeau, 1990;
Clarkeburn, 2000) but if the educational effecsiwrt lived then the duration between
tests could have influenced the scores. Few meradisvity tests have been developed,
and most are subject specific (e.g. the Dentalcatt8ensitivity Test (Bebeau et al., 1985),
the Test for Ethical Sensitivity in Science and iBegring (Borenstein et al., 2008)), and
the TESS was the most relevant of those avail@teough validated (Clarkeburn, 2000),
it has not been widely applied in practice anddf@e the reliance of the measure may be
questionable. The use of vignettes, although a cmmmvay of measuring ethical
sensitivity, has been criticised for the lack of perical evidence to support their
effectiveness (Weaver, 2007) and some say thaestsiccould respond logically without
any reference to ethics (Lowe et al., 2001). It ldae advantageous for future research to
create a profession specific measure for veterimaggdicine that takes into account the

special responsibilities veterinarians have towardmals.

4.4.7 Moral reasoning

It was anticipated that completing the AWARE woultprove students’ moral reasoning
scores as measured by the DIT, but this was notdke. In fact, the post-AWARE DIT
scores were lower than the pre-AWARE DIT scoresweler, the post-AWARE DIT
scores did not follow the expected pattern in maspects: the purge rate was higher than
would normally be expected (20% instead of betweemd 15%), the number of ‘can’t
decides’ increased dramatically (from pre to poBf)Dand consequently, the change in
utilizer scores did not correspond with the chargges in the profile indicators (Thoma &
Rest, 1999). Anecdotally, students reported a lafcknthusiasm for the post-DIT. The
decrease in score is likely to be attributableeti fatigue. Decreasing scores on the second
assessment after educational interventions has epented in veterinary students before
(Abutarbush et al., 2006) and may be due to thetitege nature of the testinghe DIT-2

is a long questionnaire, and there are correlatiogeisveen increasetest length and
cognitive fatigue (Ackerman & Kanfer, 2009)he students were not told the purpose of
the test which likely reduced their motivation tanwplete it properly. If students have low
intrinsic motivation for the task then that is likgo have a negative effect on their
performance (Ackerman et al., 2010). In additidw, test was in no way linked to assessed

material, something that veterinary students aeihedriven by (Raidal & Volet, 2009),
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and students may have viewed it as irrelevant, stevaf time, and extra unnecessary work
on top of an already content heavy course. Studeats retested in the first week of their
second year, after returning from a three montlakordhis was done to maximise the
number of AWARES that were submitted but a shaysgr may have increased compliance
(Dewhurst & Williams, 1998)As the score of the whole group decreased, tegufats
the most likely cause rather than the AWARE itself.

Expecting a change in post-conventional moral neiagpthrough one ethics intervention
was possibly overly ambitious. Improved ethicaleetion (as evidenced by the AWARES)
is likely to enhance awareness of ethics in gertlmramay not necessarily lead to the high
level thinking required to improve post-conventibmral reasoning scores. A full course
in ethics failed to improve moral reasoning scaksgeterinary students (Self et al., 1995)
and the formal clinical ethics teaching at Glasddmwersity (see Chapter 2) was also not
successful in improving moral reasoning scoresciising ethical dilemmas has been a
successful way of improving students’ ethical re@sg. This suggests that increased
participation in focus groups and more detailedculsion of the students’ particular
dilemmas after completing the AWARE could have ioyad students’ scores post EMS.
Research has shown that at least 20 hours of gdmsgqussion on ethical cases was
required to see a change in DIT scores (Self etl8B8b) so it is perhaps not surprising
that completing an AWARE did not improve the DIToses. However, it is intended that
by improving students’ awareness of ethics at aly stage in their training, they will gain

more from experiences with an ethical componeltdter years.

It should also be noted that the DIT was not desigio assess the impacts of educational
interventions and therefore it may not be an apmtp measure for detecting small
changes in students’ ethical development (Bebe@®3)1In addition, the DIT is a social
psychology measure and the concepts in it may bdanremoved from the veterinary
profession to reflect veterinary students’ reasgnabilities when dealing with ethical
dilemmas involving animals. Bebeau & Thoma (1999¢ss that the use of unfamiliar
problems is not reason to reject the DIT as a mreaas students should be able to
generalise the concepts and use them in noveltisiisa However, the foundation of
scenarios used in standardised psychological sests as the DIT is that all humans have
equal worth and that preserving human life is adlimental value. This is not something
that can be straightforwardly transferred to vetey medicine and dilemmas involving
animals because there is no universal agreemethewalue of animals’ lives or our

duties towards them.
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45 Conclusion

Evidence of ethical reflection was sparse in thstctured reflections but was reliably
elicited by the AWARE, indicating that structuritige reflection helps to facilitate ethical
content. Structuring the AWARE also encouraged nooraplex forms of reflection with
dialogic reflection predominant in the AWAREs comgxh to descriptive writing in the
unstructured reflections. Improvements in ethiealsstivity and moral reasoning were not
seen as a result of completing the AWARE thougls thiay have been impacted by
methodological choices and student motivation. Gbalitative analysis of the AWARE
showed that students were able to construct vabginaents for and against different
viewpoints and apply ethical frameworks to the aiten. This demonstrates that pre-
clinical veterinary students are capable of ethieasoning at some level, though perhaps
at a more basic level than that measured by the BiiTengagement scale based on the
intended learning outcomes found that studentsrgénpg@erformed well and the majority
of students perceived an improvement in their gbilo recognise animal welfare and
ethical issues. Collectively, various measures caudi that the AWARE promotes
engagement with welfare and ethics and increadesaétcontent and reflection in post
PC-EMS reports. The results suggest that this agphrbas value and provides a structure
within which students may constructively reflect ethically challenging situations
experienced during EMS.
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Chapter 5 — Further applications of the AWARE

Following validation of the AWARE, it was incorpdeal into a combined teaching
package, named Welfare and Ethics Awareness viarteqee (WEAVE). The first part of
this chapter describes the creation of this pack@ige second part describes a pilot study
where the concept of ethical reflection using actired, self-directed learning tool was

extended to clinical veterinary situations.

Part 1 — WEAVE

5.1 Introduction

Animal welfare and ethics are often taught togethneveterinary courses (Main et al.,
2005). The two subjects compliment each other amas of veterinary ethics are
concerned with animal welfare, so to understand knewledge of the other is required
(Sandoe et al., 2003). Improving veterinary stusiemthical awareness is desirable
because veterinary medicine is an ethically chgllen profession, and veterinary
education has previously been associated with ittgomoral development (Self et al.,
1991), and reducing empathy towards animals (PaBRlo&lberscek, 2000). The ability to
assess welfare on farm is of vital importance ftevinary students because it allows them
to identify sick animals, make welfare judgemenat tresult in veterinary interventions
and improved welfare, and ensure welfare standaemet (Main et al., 2003). One of the
most reliable ways of assessing an animal’s weifate look at its behaviour (Dawkins,
2004). Therefore, the ability to recognise beharabwues relating to poor welfare is
essential for veterinary students. Being able toatsles such as lameness scoring systems
(Sprecher et al.,, 1997) that rely on animal obd@wmaand behavioural indicators are
necessary in order to advise farmers and identifgnals that are not thriving. Computer
based instruction that included behavioural obsemadraining has been used successfully
to improve pre-clinical veterinary students’ alglet to assess welfare (Wright et al., 2009).
Computers and web-based technology are becominmetuused within universities for
teaching (Conole et al., 2008). The veterinary sewt the University of Glasgow uses
Moodle, a Virtual Learning Environment (VLEJhe introduction of Moodle leant much
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to the advancement of computers in supporting siistiéearning (Dale, 2008)oday’s
students are familiar with computers (Dale et20]11) so utilising this resource could be

pertinent in creating engaging teaching packages.

As well as development of the AWARE, an additioaeh of this project was to create a
teaching package for pre-clinical Extra Mural St{ez-EMS) that could be implemented
into the veterinary curriculum of all UK veterinasghools. The overall objective of this
teaching package was to maximise learning from RSEbut more specifically was to
improve learning in relation to students’ ethicalaseness and their ability to assess
animal welfare using animal observations. The itden of the collaborative project
between the Universities of Glasgow and Bristol wasreate two learning tools, one
which focused on improving students’ abilities tesess animal welfare through
behavioural measures and one which improved etl@eareness through self-directed
reflection (AWARE).

The welfare assessment tool was created at theelsity of Bristol and took the form of a
computer assisted learning (CAL) package named&atiips in EMS (PIE) (created by
A. Kerr). As described in Chapters 3 and 4, the ARFAwas created at the University of
Glasgow to promote ethical reflection in veterinatydents. The two tools were validated
separately in the individual institutions in sessg010-2011. In session 2011-2012, the
objective was to create a combined package incatipgr both tools (the WEAVE) and
pilot it at the University of Glasgow with first ge veterinary undergraduates. The success
of the package would be evaluated through studmtifack and the intention was that the
two tools would compliment each other and completbone would have positive effects
on the completion of the other. Specifically, wi¢ierence to the AWARE, the aim was to
investigate whether the combined teaching packagddimprove the students’ ability on
specific tasks, for example identifying relevantinaa welfare issues for use in the
AWARE.
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5.2 Methods

To create WEAVE, the content of the AWARE and PKadhing packages were
amalgamated and uploaded to Mo&dI®IE included learning resources on sheep, cattle
and horses. The PIE content (which was originallgated on an alternative VLE,
Blackboard) was reformatted to be compatible witholle but the integrity and structure
of the package was maintained. Much of PIE involsadients watching video clips of
animal behaviour. In order for these to work on Mleothey were put together as part of a
‘quiz’. This involved reformatting the files so thevere compatible with the question types
available in Moodle ‘quiz’. As the video clips wet@ large to be embedded in the ‘quiz’,
html code was used to link to the video clips whiekre hosted on webspace at Bristol
University. To create a recognisable identity toe CAL package, logos were created for
WEAVE and the AWARE in Adobe Photoshop (see Apperidl) (the PIE logo was
created at the University of Bristol).

The teaching package that accompanies the AWAR¥Wqed thebackground information
required to complete the AWARE (for information ¢me structure of the AWARE
teaching package see section 3.5.2). The contentawan 2011, except for an additional
explanation of reflection and its importance toevietarians. First year veterinary students
(2011-2012) at the University of Glasgow attendetw ®f six sessions hosted in a
computer laboratory. Students were assigned topgrailphabetically; group size ranged
from 23 to 26. Two 90 minute sessions were run eagbsday afternoon on three
successive weeks in January and February 2012ei@tigdvere given written instructions
to complete WEAVE and a facilitator was availaldeotfer assistance as necessary. After
logging on, students first went to a WEAVE welcosween (see Appendix D2) which
had links to the two packages. Students were askammplete the AWARE teaching
package first, followed by PIE.

PIE consists of two lectures: ‘What is Welfare?ddintroduction to Five Freedoms'.
Once the students had reviewed these lecturesthieaycompleted an online quiz. Due to
time constraints, students were requested to caeplely the sheep material,due to its

relevance to the lambing placement completed bynbgrity of students in the spring.

2 The WEAVE package is available on the Universityf @lasgow's Moodle site at
http://vet.moodle.gla.ac.uk/course/view.php?id=347
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Students watched five videos of sheep and answguedtions corresponding to the
sheep’s behaviour. The video analyses and subsequestions focus on the Farm Animal
Welfare Council’'s Five Freedoms (FAWT979).The package introduces students to two
types of behavioural assessment, objective anestivg. The student watches a video and
is then asked to identify which behaviours wereeolsd (objective measure), e.g.
walking, standing, vocalising (Figure 5.1, © A.Keuniversity of Bristol). Thereafter, the
student is asked to rate how the behaviour refegiarticular adjective on a scale of 1-100
(subjective measure), e.g. does the sheep appiatedd This subjective measure is based
on “qualitative behaviour assessment (QBA)”. QBAaisystem of assessing behaviour
that relies on qualitative descriptors rather thaantitative measures (Wemelsfelder et al.,

2000). Finally, students were asked to test thaileustanding using a worked example.

o

a (8 bipi/vetmoadie glascukmod/quiz/etterPB O ~ B & X || 8 paRT EMs: Video 2 assess.. ‘ |

File Edit View Favorites Tools Help

arning in a lambing shed. The lamb bieats during this video. Pay close attention to the lamb’s hindquarters, tail and ears for movement (which is

ou observe? (tick all that apply)

Choose at least one a Walking
answer.
o Lying

1 Standing
Drinkingfeating

Defecating/ urinating

Figure 5.1: Screen shot of video of sheep behaviour used in the Partnerships for EMS CAL

package

On completion of the computer session, students vasked to submit two pieces of
written work, the AWARE and a Five Freedoms Farnpd&te The deadlines for these
submissions followed periods in the year that waspular for students to complete PC-
EMS (April and September). Only AWAREs submitted April were included in the
analysis. No analysis was carried out on the Fireedfoms Farm Reports as these were
part of the Bristol study. To examine the effectstloe combined teaching package,
feedback was sought from the participating studaft&s they had completed an AWARE.
A link to an online feedback survey hosted on Sykenkey (www.surveymonkey.com
© 1999) was emailed to students on receipt of tbempleted AWARE. The survey had
15 questions and sought student opinion on botthieg packages (Appendix D3thical
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approval was not required because completing WEAY4S a compulsory part of the

curriculum. However, student®uld opt out if they did not want their respongdé used

in this research project. Thus, not all studenteeveent a feedback survey. AWARES that
were included in the analysis were anonymised a® wlee feedback responses. The
content of these AWAREs was not analysed in depth,the types of welfare issues
identified were noted. Feedback was used to prowddeinsight into the students’

experiences. Chi-square tests were carried ouPBSS(IBM, USA) to determine whether

the percentage of students agreeing with particstatements in the feedback survey
changed from 2011 (AWARE only) to 2012 (AWARE astud WEAVE).

5.3 Results

Out of a total of 149 students, 83 submitted AWARE#pril 2012 and agreed for their
data to be used in the project. The majority of ANBARES (83%) were based on student
experiences on a lambing placement. Observatiortheofstudents during the WEAVE
session indicated that students were willing toagiegwith the teaching package. Students
were able to navigate their way through WEAVE wittinimal assistance from the

facilitator.

The response rate for the feedback survey was 408,33 students completing it (8
males and 25 females). The majority of student8d6eported in the feedback survey
that they found the courses easy to follow. Thelestis’ preference was for the computer
based format rather than a traditional lecture, @6 of students agreed that being able to
refer back to the relevant material on Moodle waipfal. Of particular interest was
whether completing the combined package would pe$jit impact the students’ ability
and engagement with the AWARE, e.g.. would prowgdimformation on animal welfare
iIssues enable students to identify a relevant amtitb discuss in their AWARE. Figure 5.2
shows that, compared to the previous year (201%)méar percentage of students liked
the free choice of incident to write about and thiét percentage remained high. Difficulty
identifying an incident to reflect on dropped frad2% to 42% of students after the
introduction of the combined package. The percentdgtudents expressing apprehension
about writing negative comments about other pesmetions dropped from 60% to 45%;
those that felt uncomfortable including their peralofeelings reduced from 30% to 13%,

and the percentage of students that found it ditfito complete the AWARE decreased



Chapter 5 184

from 33% in 2011 to 13% in 2012. In addition, theras an increase in the percentage of
students (70% to 83%) reporting that they felt maweare of animal welfare issues on
farms having reflected using the AWARE. The peragatof students that strongly agreed
with the latter increased from 25% in 2011 to 61%®2012. Although numerically these
results represent large differences, no statisfisanificant differences were found in the
percentage of students that agreed/disagreed dn qgaestion from 2011 to 2012 (chi-

square tests).

o Strongly agree m Agree O Neither agree or disagree O Disagree @ Strongly disagree

100 ~
90 -
g 80 A
§ 70 -
@ 60 A
S 50
éfw 40 -
s 30+
% 20 +

o 10 4 -

0

2011 2012 2011 2012 2011 2012 2011 ‘ 2012

Liked the free choice of| Difficulty in identifying | Apprehensive of writing Felt uncomfortable

incident to write about | incident to reflect on negative comments including personal

about other's actions feelings

Figure 5.2: Student feedback responses on the impac  t of the AWARE in 2011 and 2012 first
year cohorts
2011 = AWARE alone 2012 = AWARE as part of WEAVE

PIE was viewed as relevant by 61% of students,iames perceived to have improved
knowledge of animal welfare and of welfare managenstérategies in 48% and 45% of
students, respectively. Regarding the two methodsneasuring behaviour, 90% of
students fully understood the objective measureBebfaviour compared to 71% for the
subjective measures of behaviour (QBA). The majoat students felt that the PIE
computer programme improved their ability to assassanimal’'s welfare needs through
the appearance of the animal and through the betawaf the animal (61% and 58%

respectively).
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5.4 Discussion

The WEAVE package was administered successfullfth® full cohort of first year
veterinary students at the University of Glasgowe Tormat of the package was easy for
the students to follow and students were able toptete the learning materials with
minimal input from teaching staff. Animal welfaradhethics expertise is not available at
all veterinary schools and WEAVE provides an intrary animal welfare and ethics

teaching package for veterinary schools that cbaldsed in the absence of that expertise.

The feedback gained from the students does inditae the suggested aims of the
exercise were achieved and that PIE had a positiffeence on ethical awareness
Improvement in student feedback from the previcesryprovides evidence of the benefits
of delivering the AWARE as part of the wider WEAMackage. In particular, the
reduction in the number of students strugglingdientify a suitable welfare incident may
indicate that combining the AWARE with a welfareemndification teaching package was
helpful. Including personal feelings and critiquiagtions are important factors in critical
reflection (Donaghy & Morss, 2007). The decreasestidents concerned about these
aspects is probably due to the expanded explanafiogflection and its benefits included
in the amended AWARE teaching. This explanation wassincluded in previous years
because it was necessary to validate the AWARE indbjectives before sharing its
purpose with the students. Veterinary students teeen said to focus their learning on
what they think will be examined (Blumberg, 2006)at has been postulated that medical
students, who have a similarly heavy workload teneary students, may be less inclined
to participate in exercises that do not directhateeto their studies (Nolan & Smith, 1995).
Veterinary students therefore are likely to shogistance to exercises where the benefit is
not clear. Relating this exercise to their roleaageterinary surgeon may have assisted in
reducing the number of students hesitant to engéyethese pivotal steps of reflection.

In contrast to some previous studies (e.g. Dal@8Rxhe students preferred a computer-
based format to traditional lecture for this topic. Dale’s (2008) study on the use of
educational technologies in undergraduate vetegrinarricula, students stated that CALs
were “not an acceptable replacement for didactitutes”. Other reasons given were that
the programmes could be slow, were of variable ityyadould be too detailed, take too

much time, and students were unwilling to lookingh& computer screen for long periods.
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The CAL package that accompanied the AWARE was usadsupplementary way so this
may have contributed to its popularity. When theLOQ#ackage was designed, care was
taken to ensure that it was not overly long and ttentent loaded quickly. Current
students are part of a generation often referreabttligital natives’. Their increase in the
use of the internet for daily tasks such as bankiraje et al., 2011), and their acceptance
of the computer-based format may indicate a praterefor teaching that relies on
technology and reflects changing attitudes towdhis type of teaching. This teaching
package also helps to tackle the underutilisatiboodle within Glasgow veterinary
school that has previously been highlighted (Do&dBarrett, 2011).

The PIE was viewed by the majority of studentsdaaehimproved their ability to assess an
animal’'s welfare needs. It might be expected thafasm experiences would be most
memorable and therefore most effective in improwshgdents’ abilities, but these results
indicate that completing online examples can imprstudents’ reported abilities to assess
welfare and may provide a more cost-effective alive to class farm visits. Its other
advantages are that it does not require much istaffvement and can be completed in a

short time.

Although the majority of students (66%) found th&XWE package easy to follow, there
was a relatively high percentage of neutral answeethis question (22%) and in many of
the other questions in the feedback survey. liffecdlt to ascertain why there was such
neutrality; whether students did not have an opinaid not complete particular parts of
the teaching package or did not feel the aspecjusstion had any impact on them is
impossible to tell. More detailed feedback fromdstots, through focus groups or open-

ended survey questions, would be required to gléng reasons.

Combining the teaching package has improved stadeetception of the AWARE but the
small sample size and the possibility of cohore@s limit the strength of these results.
Qualitative analysis of the content of the AWAREStt®n by this student cohort would
fully elucidate the effects of the combined WEAVé&ckage.

The WEAVE now forms part of the Veterinary Professil and Clinical skills course for

first year veterinary undergraduates at the Unityerdf Glasgow. The material has been
designed in such a way that it is easily transferéd other VLEs and it is available to all
UK veterinary schools should they wish to introdtiois teaching package. The AWARE
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has already been used by first year veterinary esiisd at Liverpool and Bristol

Universities.

Part 2 — Adapting the AWARE for clinical contexts

5.5 Introduction

Clinical veterinary students make an abrupt tramsifrom science-based, classroom
centred teaching to subject-integrated, patientrednearning. This can lead to students
becoming anxious and stressed (Magnier et al., )2Q1d to this point, students’ learning
has predominantly been externally controlled (teadbd) but in the clinical phase
students are expected to adapt to using more indepé learning styles (Raidal & Volet,
2009). Adoption of independent learning approackesh as self-directed learning and
reflection on experience, are thought to fosterrompment in clinical reasoning and are

vital in order to create competent practitioneraiflal & Volet, 2009; Wald et al., 2009).

Veterinary students are required to complete 26ka/@é clinical EMS in their final three
years of veterinary medicine (Taylor & Barnes, 1&898here they are encouraged to
experience a broad range of veterinary work whiehegally includes small animal, farm
animal and equine practice. The principle aimslioical EMS are to strengthen students’
abilities to identify and treat a range of diseaaad conditions across all species of
domestic animals and to improve other clinical @weh-clinical skills. Other important
learning outcomes are that students understand osltain actions are taken and what
factors have influenced those decisions, as welleasning “to question what they

experience” (Taylor & Barnes, 1998a); all importéattors in reflective activity.

Veterinary students’ experiences during clinicahtions and EMS often provide their first
impression of how life as a veterinarian will beo@ell, 2008). This transition raises new
challenges as students take on more responsibitity face clinical and ethical decision
making for the first time. In particular, studers clinical rotations are often party to
dilemmas and their consequences. In contrast toEMGS; where students mostly
encounter dilemmas involving farmers or stockpess@ee section 4.3.2), during clinical
rotations students witness firsthand dilemmas fabgdpractising veterinarians. This
introduces the concept of professional ethatkics that are unique to members of that
particular profession due to the responsibilitieattcome with their professional status
(Morgan & McDonald, 2007). In veterinary medicitnese responsibilities could be said to
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be more complex than in other professions as vetgrisurgeons have obligations to both
their clients and their animal patients, as welt@asociety, their peers, their practice and
themselves. Veterinarians also have the added ocatiph that they are caring for an

animal patient who is not autonomous and for whaoolomgation of life is not always a

fundamental goal of their care. Professionalismdterinary ethics has been referred to as
no more than etiquette (Main et al., 2005) buag been argued that it is more than that. It
includes respectable conduct and aspects of clear#ioe ability to make sound, defensible
decisions, both clinical and ethical, through aabhaéd reasoning process it takes into
account the principles that underlie those decssignconsiders their intentions and their
actions; and it involves recognition of resporigibs and duties as a professional that

form part of a ‘social contract’ (May, 2011).

Professional conduct in the veterinary professmmegulated by the Royal College of
Veterinary Surgeons (RCVS) who provide guidelings hmw veterinary surgeons are
expected to behave while carrying out their roleefgé are ten guiding principles set out by
the RCVS® (2010a) (Table 5.1), which include animal welfaging the first consideration
of veterinary surgeons, treating animals humanely with respect, maintaining good
relationships with clients and colleagues and ugihgl the reputation of the veterinary
profession. Whether the RCVS’s Guide to Professi@uaduct (RCVS, 2010a) isidely
used by practising veterinarians for guidameenot clear (Moore, 2009). The RCVS’s
guide is designed to outline veterinarians’ motaigations but it does so in a limited way.
Much of the guidance is left to individual interfaton for example, what constitutes
treating animals with respect may be different me goractitioner’s view to another’s
(Morgan, 2009). There is no weighting of which galide should take priority, which
means they offer limited practical guidance on howdeal with ethically problematic
scenarios. Moreover, in many circumstances, thevichehl guidelines are irreconcilable,
e.g. if animal welfare is the first consideratitvenh that may go against the client’s wishes,
jeopardising the relationship (or vice versa). Ehatortcomings highlight the ethical
difficulties faced by veterinarians and that thisraot much practical guidance available to
help them resolve conflicts of interest. Similasyhen clinical veterinary students witness
these dilemmas in practice they may have unanswguedtions as to why things were
done a particular way or not done, or they may drecerned with how they are going to

cope with making similar decisions. Providing anpogunity for them to reflect on

* The RCVS updated the Guide to Professional Conidugpril 2012 to a Code of Professional Conduct
(Anonymous, 2012) but the ten guiding principlesdisrere still in place when this exercise wasaigii.
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firsthand experiences may help them to resolve sofrieese questions and should also
raise awareness of the types of ethical conflltdg &re regularly faced by veterinarians in

practice.

Your clients are entitled to expect that you will:

1) make animal welfare your first consideration in seeking to provide the most appropriate

attention for animals committed to your care

2) ensure that all animals under your care are treated humanely and with respect

3) maintain and continue to develop your professional knowledge and skills

4) foster and maintain a good relationship with your clients, earning their trust, respecting their

views and protecting client confidentiality

5) uphold the good reputation of the veterinary profession

6) ensure the integrity of veterinary certification

7) foster and endeavour to maintain good relationships with your professional colleagues

8) understand and comply with your legal obligations in relation to the prescription, safe-keeping
and supply of veterinary medicinal products

9) familiarise yourself with and observe the relevant legislation in relation to veterinary surgeons

as individual members of the profession, employers, employees and business owners

10) respond promptly, fully and courteously to complaints and criticism

Table 5.1: The ten guiding principles from the RCVS ’s Guide to Professional Conduct
(RCVS, 2010a)

The results of the study described in Chapter 4ahestnated that ethical reflection in first
year veterinary students was significantly enharmedhe AWARE, and the majority of
students felt that completing the AWARE had imprbubeir ability to recognise and
reflect on animal welfare and ethical issues. UshegjAWARE as a template for a similar
reflective exercise with clinical students is ait@ extension. Some researchers feel that
the focus on animal welfare has detracted fromrofispects of veterinary ethics (May,
2011), and have emphasised the importance of imgudspects of professionalism in
ethics teaching. This exploratory study aimed t&at¥ and pilot two modified versions of
the AWARE that were relevant to clinical situatio@ne, very similar to what will now be
referred to in this chapter as the pre-clinical AREB focused on welfare on large animal
clinical EMS placements; the other retained thacstre of the pre-clinical AWARE but
moved the focus from animal welfare to that of pssional ethicdt was felt that ethical

frameworks could give students context with whiohekamine their professional role in
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relation to ethics.Therefore, a number of frameworks were considemddvant for
inclusion and the applicability of these framewoiksa professional ethics reflective
exercise was investigated. The tools, similarlyh® pre-clinical AWARE, aimed to raise
awareness of ethical frameworks, but additionalyeal to raise awareness of professional

responsibilities in clinical veterinary students.

5.6 Methods: Testing new applications of the concep t

of ethical reflection

5.6.1 Modification of the AWARE for use in clinical EMS

Few changes were required to the pre-clinical AWARREuse in large animal clinical
EMS. The wording on the pre-clinical AWARE was &dig: to make it relevant to clinical
placements by changing any mention of pre-clinE®IS to that of clinical and in the
Round Up section inserting the words ‘clinical pgiree instead of ‘accepted practice’ (see
Appendix B9 for layout of the pre-clinical AWARE).

5.6.2 Development of a reflective tool for professi  onal ethics

To create a reflective tool which focused on prsi@sal ethics rather than animal welfare,
the structure of the pre-clinical AWARE was retairimit the guiding prompts were altered
in view of the new focusDiscussions on content were held with two membétaif at
Bristol University; one who teaches professiondiicst and one clinical member of staff
with responsibility for the professional studiesurse, of which the exercises were a part.
The particular focus of these discussions was watbital frameworks might be relevant

for inclusion in a clinical ethics exercise.

Virtue ethics was one such framework. Virtue ethgcsoncerned with the character of the
person involved in the action, in this case, anvedey surgeon, and their motivation for
taking said action (Main, 2011). The first codespobfessional conduct in veterinary
medicine were based on attributes that pertainitines; describing the importance of
“honour, faith and mutual trust in the relationshigtween practitioners” and unethical
behaviour as “unbecoming to a professional man” qiéo 2011). This concept of
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professionalism could be said to be traditional beterinarians today are expected to
display similar characteristics. In addition, Mag011) highlights the importance of
integrity, honesty and altruism. As virtue ethioscdses on personal attributes as

benchmarks of professional behaviour it was thopghtinent to include it in this exercise.

Bioethical principles lfeneficence non-maleficengerespect for autonomynd justice
(Beauchamp & Childress, 1974) are regularly appireiuman medicine and may have
applications in veterinary medicirier helping to resolve dilemmas. However, it must b
noted that, as the animal patient is not autonomautonomy for decisions is usually
conferred on the client. There is much supportlieruse of the bioethical principles as a
framework to help resolve morally difficult decie® (Gillon, 2003; Macklin, 2003;
Campbell, 2003; Ebbesen & Pederson, 2007). Suppoxkaim that the bioethical
principles are clear, easy to understand, and Heen applied successfully in many
different situations (Campbell, 2003). They haverbeised as the basis of courses in
veterinary ethics (Rutgers, 2011), to illustratee timportance of goodveterinary
professional conduct (May, 2011), as the foundatiotie ethical matrix (Mentham, 2005)
and have underpinned ethical sensitivity measuremedicine (Hebert et al., 1992) and
nursing (Ersoy & Goz, 20010ne of the reasons that the bioethical principles so
frequently relied upon is because they are helfdgulnon-philosophers to use to make
sense of ethical dilemmas (Gardiner, 2003), andhis sense they may be useful for

veterinary students.

In addition to these two ethical frameworks, thelusion of the ten guiding principles
from the RCVS’'s Guide to Professional Conduct wamsaered relevant. The
inadequacies of the guide in relation to solvinga conflicts have been highlighted and
it was of interest to investigate whether the pples could be adhered to in difficult
situations. It also highlights the different prafiemal responsibilities of veterinarians (to
the animal patient, client, colleagues, professiagsential in a clinical ethics tool
designed to raise ethical awareness. The threeefvanks described abovevere also

expected to be relatively easy for students to tgtded and apply to their chosen incident.

The reflective tool was named the Reflection onféasional Ethics (ROPE) (Appendix
D4) and the steps within the ROPE are illustrate@igure 5.3. Information on the three

frameworks used was included in an introductoryepag
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Select and describe an
ethically relevant event or
issue involving a
veterinarian’s action that

they felt had ethical
implications

A 4

Personal reflection
(same as in AWARE)

A 4

Ethical reflection
(first 4 prompts same

as in AWARE)
v v v
Consider if and ) Consider the ) Consider the )
how the action veterinarian’s virtues thought to
described actions with have been
contravened the regard to the four demonstrated or
ten RCVS bioethical shied away from
guiding principles by the
principles veterinarian
- J - J

Figure 5.3: lllustration of the prompts used to gui

Professional Ethics

A 4

Sum up impact of
placement and

consider future actions

5.6.3 Pilot of clinical ethics tools

de the student through the Reflection on

All fourth year veterinary students (2011-2012Bastol University were given the option
of completing either the clinical AWARE or the RORE=98). The tools were provided to

them as part of a compulsory professional studiesluie, so their use did not require

ethics approval, and students were given the chioiagpt out if they did not wish their

response to be included in this research projdwt.tdsk was introduced in two whole year
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sessions of 20 minutes near the beginning of tdrraed 2 where they were briefed by
both ethics and professional conduct tutors. is $kssion, no examples were given to try
and avoid directing students to particular issuesli@mmas. Students were given three
months in which to identify a topic to use as tlasib of their submission. This timescale
allowed them to use an experience from either anseimor Christmas placement.
Reflections were submitted electronically. Oncedstis submitted their completed
reflections, these were anonymised and sent toptimeary researcher for analysis.
Demographic information was collected for both eiss which included sex, nationality,
age, whether the student already held a degreewhetther they grew up in an urban area,
a rural area or on a farrBtudents were also asked to complete an onlind&aidsurvey
(SurveyMonkey) on the exercise. The link to theveyrwas sent to participating students

via email and was available for two months.

5.6.3.1 Analysis

For the clinical AWARES, issues and events chosenewcategorised using the same
headings as those used in Chapters 3 and 4 (seendipps B4, B® B6). The clinical

AWAREs were also assessed for level of engagenfenttlie scale used see section
4.2.2.2). Chi-square tests were carried out in S®8S&termine whether there were any
differences in the level of engagement betweenlipreal and clinical students and also in
the proportions of students at each stage that gaxtecular answers in relation to their

experiences on large animal EMS.

The types of incidents chosen by students compjetia ROPE wergrouped into critical
incidents that were ethically relevant becausehef eterinary surgeon’s actions or fell
under the veterinary surgeon’s responsibility, ahdse that were ethically relevant
because of the owner’s actions or where the redpbtyslay with the owner. Content of
the responses in relation to levels of reflectiowl @thical content was not qualitatively
analysed in the ROPEs, rather the focus of theyaisalvas on the applicability of the three
frameworks that had been introduced. Analysis w@dlnoting which RCVS guiding
principles students referred to in their reflecipmnd whether these principles were
considered by the student to have been adheregttelveterinary surgeon; which virtues
they thought were relevant and had been displaged;whether the student thought each
of the four bioethical principles had been met ot. Answers for the bioethical principles
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prompt were classified into one of five categoretlfilled, not fulfilled, unsure, did not
say or unable to say (because the student misuaddrshe basis of the principle).
Judgement on whether the student had understoodprineiple was made by the
researcher in conjunction with the definitions eat in the ROPHsee Appendix D4).
With regards to the principle @utonomy this was applied in relation to the client as the

animal’s proxy decision maker rather than to thienahpatient themselves.

5.7 Results

5.7.1 Clinical AWARE
5.7.1.1 Overview

Nineteen clinical AWAREs were included in analygisne student recounted an
experience on pre-clinical EMS so this was remofredn the sample). All of these
students were British, none held degrees and digeis ranged from 21 to 23 years old. The
sample was made up of 13 females and six malesial sumber were from farms (10%);

the majority were from a rural area (58%).

All students selected a suitable incident affectmglfare that had ethical implications.

Students reported on incidents that involved aetpiof species: cattle (n=8), horses (n=7),
sheep (n=3) and goats (n=1). All students statatlthie incident had a negative impact on
animal welfare, with one student noting that theaident also had positive consequences.

All students aligned with either a hybrid or aitdilian perspective.

Fifty-eight percent of students chose to write dlmgpecific event and 42% reported on
wider welfare issué§ Examples of students’ reflections included inadeq pain relief
during castration of calves, dehorning of cattlprecemptive caesarean of a Belgian Blue
cow, persistent lameness in a horse that was sponeling to lengthy treatment, poor
management of horses with laminitis, and infect@dimds on horses due to owner’s lack
of knowledge. The highest proportion of events esdes were categorised as relating to

4 A specific event impacted one or two animals aas an isolated occurrence e.g. owner’s refusdldwa
euthanasia of a very sick goat and a wider issieona that impacted a group of animals such asrdislgo
of cattle.
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‘health’ (0.42), followed by ‘husbandry practicef).26) and ‘stockmanship’ (0.16)
respectively. In the clinical AWAREs describing ighents involving cattle, the most
common categorisation was ‘husbandry practices’ ianthose reporting on welfare in
horses, owners’ lack of knowledge (stockmanshipstnadten led to the welfare issue

described.

In their reflections, 21% of students did not idignthe animal as an affected party. Most
reflections involved an action that the student baderved. For 58%, it was their first
experience of the welfare issue. The majority afishts (68%) shared their feelings with
someone else. Of these students, 47% shared thénthei veterinarian, 32% with other
students and 21% with their family. Almost all stats (89%) considered what they would
do in the future were they to encounter this situnatagain, and 74% did not give any
unsatisfactory responsés.g. providing an illogical argument, using misaetd reasoning
in support of an ethical framework) and respondedlk prompts. In comparison to first
year students at Glasgow University, a larger paege of fourth year students at Bristol
University considered what they would do in a sangituation in the future (chi-square, p
< 0.05).

5.7.1.2 Levels of engagement

Overall, students engaged well with the clinical ARE and all students achieved a
satisfactory score or above (for scale details ssaion 4.2.2.2). The proportion of
students achieving each level of engagement is sliovable 5.2. Example excerpts from
students’ responses are provided. These exampssrate each level but it should be
noted that the exercises are assessed as a wihlodtualents’ answers to one prompt do not
necessarily indicate the engagement score awar@edclinical and clinical students

showed similar levels of engagement on their respeAWARES (chi-square test).
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Level of Proportion of Excerpts from student responses
engagement clinical AWAREs
Excellent (5) 0.32 "It made me ponder how different individuals make

their ethical decisions and how each person will have
a different view of what equates to animal cruelty,
even though anyone who has entered the veterinary
profession has done so with original intentions of

helping animals.”

Good (4) 0.37 “The situation did remind me how frequently owners
struggle to accept euthanasia as the kindest action, in
some cases. This is for all animals but | think possibly
worse in small animals. It also highlighted the issue of
animal shelters/petting zoos. They are very
unregulated and quite often a bit shabby due to lack
of funds so | think vet practices should offer more
help (e.g. discounted rates) to the owners to aid
animal health and welfare..... In the future | would
remember to be very tactful when speaking to clients
like this and work to persuade them to what | see as

the best action for the animals welfare.”

Satisfactory (3) 0.32 “l had already seen similar cases regarding horse
welfare. Ultimately | believe that the client wants the
best for their horse, but this is limited by their
understanding, knowledge and finances. | would find
it quite difficult to respond to a client reasonably if |
felt an animal’'s welfare had been compromised, but
understand the importance of doing so to avoid
alienating the client from seeking veterinary
assistance and thus putting animals at a greater risk
of welfare compromise.”

Table 5.2: Proportions of fourth year veterinary st  udents engaging to different levels on the

clinical AWARE with illustrative examples

5.7.1.3 Emotions

Seventy-nine percent of the emotions chosen byttiotear students to describe how they
felt about their chosen incident were negative (oared to 67% in first years (see section
4.3.2.1)). Concernedwas the most commonly chosen emotion (53%), faidwby
frustrated(42%) anduncomfortablg37%) (Figure 5.4)Empathywas the most commonly
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chosen positive emotion (32%). A similar patterneaiotions were selected by students
completing pre-clinical AWAREsconcerned(38%), followed byempathyand shocked
(both 23%), helpless (21%) and frustrated and umadable (both 20%)However, the

range of emotions chosen was narrower in fourth yeelents.
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Figure 5.4: Emotions chosen by students to indicate their feelings while completing clinical
AWARESs

Red indicates negative emotions and green positive emotions. No neutral emotions were chosen.
Any emotion with an original count of 2 or less was not included in the graph.

5.7.2 ROPE

5.7.2.1 Results overview

Thirty students completed ROPE (26 females and ricaies). Their ages ranged from 21-
29 years old, with 13% having already completedegrele. The percentage of students
brought up in an urban area was 57%, with 40% lyalveen brought up in a rural area and
3% on a farm. The majority (93%) of students werid €.

All students chose suitable incidents to reflect ©hthe ethically relevant events chosen,

nine involved a cat, 17 involved a dog, one invdls®th a cat and a dog, one involved a
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horse and two did not involve an animal. Most of tleflections (87%) described a
particular event, with the remainder describingrtbbosen situation in the wider context
of veterinary medicine; for example one studenbrigal on a case where the clients were
re-mortgaging their house to pay for their petsatment and discussed the broader issue
of clients being able to afford treatment and ttiecal issues associated with veterinary

practice management.

A variety of topics were chosen by the students wdmpleted the ROPEs. There were 20
ROPEs attributed to veterinary responsibility arfi attributed to client responsibility
Examples of former incidents were neutering of peeg animals requested by local
animal charities and euthanising offspringsubstandard veterinary care, veterinarians
carrying out procedures that were questionableadranegative welfare impact (e.g. tail-
docking in dogs where client indicated they weréworking animals), and issues around
consent, client confidentiality and relationshiggvizeen colleagues. Examples of incidents
where the ethical responsibility was considereti@éqrimarily the client’s included over-
treatment or refusal to euthanise by owner, fir@ngnitations to the animal’s treatment,
requests for healthy animal euthanasia and weisstges that were caused by the owner
(e.g. clients admitting they would take their de¢gewhere to have their tails docked).

5.7.2.2 RCVS’s ten guiding principles

Of the 30 ROPEs completed, 19 students referréitwiple 1 (animal welfare should be
the first consideration) and Principle 4 (fosteramgd maintaining a good relationship with
clients), with 15 students referring to Principlée2sure animals are treated humanely) and
12 referring to Principle 5 (upholding the repuatiof the profession). Three students
referred to all ten principles collectively andds#éney were all met. Principles 8 and 10
were not relevant to any critical incident chosgnthe students (legally comply with
obligations in relation to veterinary pharmaceusicand responding to complaints

respectively).

!> Students focused on whether the offspring shoalduthanized rather than neutering as the ethical
dilemma
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With regards to whether students thought the ggidminciple had been met by the
practising veterinarian (Figure 5.5), 74% (of 13evmarians) were considered to have
contravened Principle 1, 40% (of 15 veterinarianeje deemed not to haweeated the
animal humanely or with respect and 53% (of 19 nvedeians)were considered not to
have met Principle 4 (maintain a good relationshigh clients). Principle 5 was not
thought to have been upheld by the veterinarialenopinion of 50% of the students that
cited that principle (n = 12) and Principle 7 (maining good relationships with
colleagues) was not thought to have been met iropi@on of 60% of students (n = 9).
Whilst explanations given by students for praatiéocompliance with the principles were
correct, there were cases where the student ontit&adention principles of importance.
For example, in a case where the practising vetgan did not want to interfere with a
colleague’s treatment plan, the student did nottmenPrinciple 7 (maintaining good

relationships with colleagues) in their responsspate its relevance.

O Fulfilled m Contravened

Number of vets

) =

1 2 3 4 5 6 7 8 9 10

Guiding principle

Figure 5.5 Number of veterinarians perceived by fou  rth year veterinary students to have
fulfilled or contravened each RCVS guiding principl e

Two students that cited principle 4 and one student that cited principle 5 did not state whether they
thought that particular principle had been met or not in their chosen scenario.

5.7.2.3 Bioethical principles

Twenty nine ROPEs were available for analysis faremce to the bioethical principles as
one student deleted the question. The results hetlver the principles were met or not are

shown in Table 5.3. Respect for cliemitonomywas perceived to have been fulfilled in
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69% of cases, witimon-maleficencend justice being conformed to in 45% and 41% of
cases respectively. Twenty eight percent of stieddrmaught the principle déeneficence
was followed, with 31% believing it was ndon-maleficencevas thought to have been
infringed in 34% of cases andsticein 27% of cases. Three students stated that atl fo
bioethical principles were met in their criticakidents, and all students thought at least
one of the principles was complied wiBeneficenceappeared to be the principle where
students were most disinclined to answer, with 28%tudents not stating whether they

thought that particular principle had been fulfille

Not Did not | Unable

Principle Criteria Fulfilled fulfilled Unsure say to say

To do good; involves
balancing the benefits of
treatment against the
Beneficence risks and costs. 28 31 3 28 10

To do no harm; if the
treatment involves some
harm, the harm should
not be disproportionate to
Non- the benefits of the
maleficence | treatment. 45 34 0 10 10

Respecting the decision-
making capabilities of
autonomous persons.
Here, this is the client’s
autonomy as patient is
Respect for | ynable to make informed
autonomy choices. 69 14 0 3 14

Be fair; distribute benefits
and costs fairly and treat
patients in similar

Justice positions equally. 41 27 7 3 21

Table 5.3: Percentage of fourth year veterinary stu  dents reporting whether each bioethical

principle had been fulfilled in relation to ethical incidents witnessed during clinical EMS

With respect to the understanding of the four imetl principles, the majority of students
understood the basis of each principle (as judgeth® researcher) (Table 5.4). Of the 29

students, 62% understood all four principléssticewas the most poorly understood with
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24% of students failing to demonstrate an undedstgnof this principle The other three

principles were understood by at least 90% of thdesnts.

Not
Principle Understood Did not understand answered N/A
Beneficence 97 3 0 0
Non-maleficence 90 10 0 0
Respect for autonomy 93 3 0 3
Justice 76 17 7 0

Table 5.4: Percentage of fourth year veterinary stu  dents that understood the concept of

each of the bioethical principles

5.7.2.4 Virtue ethics

In response to the question, ‘what virtues do youoktwere adhered to or gone against’ by
the veterinary surgeon involved in your action, 50%students attributed at least one
virtue. The most frequently mentioned was compasgidl), followed by respect (8),
honesty (7) and integrity (5) (Figure 5.6). Couraggs the only virtue considered to not
have been achieve@ther virtues identified that are not shown in thiele were bravery,

fidelity, fair-mindedness, justice and empathy (e# 1).
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Figure 5.6: Frequencies of virtues considered by fo  urth year veterinary students to have

been displayed by or absent in the consulting veter inarian

5.7.3 Student feedback

The student feedback survey was completed by sidests, and only three students
answered all the questions. It was therefore noisidered worthwhile to analyse the
results any further.

5.8 Discussion

5.8.1 Clinical AWAREsS

Students tended to choose incidents that had eeipett negative impact on animal
welfare. A similar trend was seen in the pre-c@hiBWARES and as discussed, this may
be because these incidents had more impact, arel ttues more memorable. It might be
expected that negative incidents create a betortymity for learning than positive ones.
This has been found in medical students with regésdnedical errors. Students reported
that they learnt best from errors that caused sevvarm and due to the associated
emotional impact, they were more likely to be rerbered (Fischer et al., 2006).
Regardless of the reason, the results confirm shadents often witness incidents that

negatively impact animal welfare while on cliniéa\1S.

It was encouraging to see that nearly half of thulents shared their feelings on their
chosen incident with the attending veterinarianjcWhsuggests that these students saw
their mentor as approachable and possibly a camtiddt would have been interesting to
find out whether sharing feelings with the veteriaa had helped the students resolve any
concerns or anxieties. Feelings were also shardd fellow students. Although students
do not view peers as a source of learning durimgcell rotations (White & Chapman,
2007), they could be a source of support and pseuslsion should be encouraged to help

students cope with any negative experiences.
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Most of the emotions students used to describe thgeriences were negative but our
results suggest that students were empathetic pateynwas the most commonly chosen
positive emotion. Empathy has been reported toedser in veterinary students as they
progress from pre-clinical to clinical training yegPaul & Podberscek, 2000). In a study
carried out in Norway, the author describes a spwdus moral reaction of ‘disgust and
disbelief’ on visiting the dissection area whereréh were rows of preserved, partly
dissected dog cadavers, which veterinary studeate working on (Druglitro, 2006). The

findings from the study found that many of thesadehts had the same initial reaction
which dissipated through repeated exposure to swgthnces. Similar results were found
in a study of empathy in farmers (Hills, 1995)wis shown that empathy was dulled by
instrumentality, in that farmers managing intensigeoduction systems were less
empathetic towards battery hens than farmers frgtansive management systems and
empathy was lower in response to scenarios thatlvad farm animals than it was for

scenarios that involved other animals. Veterinariamay employ coping strategies to
emotionally distance themselves from the patierd #reir actions when carrying out

particular practices, e.g. declawing (Atwood-Harve3005). Although, emotional

distancing was seen as a negative trait (the awtwocluded that practitioners should be
challenging the accepted practice), adopting gresein order to cope with emotionally

distressing practices (often carried out by otheopte) may be beneficial. It may be
equivalent to a mechanism described in medicinglesched concern’ where sufficient

detachment from the patient allows rational treatimte be applied and helps doctors

maintain composure when witness to intense pairsaffdring (Andre, 1992).

In the clinical AWAREsS, it was often the action tife veterinarian that the students
guestioned, e.g. not using analgesic during castratf cattle. This was in contrast to the
pre-clinical AWAREs where the majority of inciderdsd not involve a veterinarian and
when they did, the veterinarian was normally seenrescuing the situation (e.g.
performing euthanasia on a suffering animal orgrering veterinary treatment to rectify a
problem). This highlights the importance of profesal role-models during clinical EMS

in shaping students’ views of acceptable profesdibehaviourOccurrences such as lack
of analgesic use could have far reaching consegsefar students’ perceptions of
professional behaviour. Hewson (2005) commentsitizdihicians do not use analgesia in
front of students, this encourages students topadower levels of animal welfare and not
to challenge accepted practices. Although Hewsatigly (2005) is concerned with

veterinary schools, in the present study it is fsay veterinary surgeons that are

contributing to this effect and it is worth notitigat universities have little control over
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what students see on EMS or the actions of theimateans involved. Furthermore, using
role-models to teach students could negatively ohgéudents’ learning if, as has been
reported, clinicians do not welcome criticism diteetion on their approach to cases (Erde,
1997). In medicine, the influence of the so-call@dden curriculum’ is thought to have a
much greater effect on students’ ethical developrtigam any formal ethics teaching and
clinical role models are thought to play a sigmfit role within this (Hafferty & Franks,
1994).

The level of engagement with the AWARE was not diacally different in the pre-
clinical and clinical students, albeit these stugemere from different universities. This
lends support to the argument that students oeaélls in veterinary school can benefit
from engaging in a reflective exercise that inveleghical theorising. No clinical student
achieved less than a satisfactory rating indicatirey need less support than pre-clinical
students to achieve acceptable results. Perhapsimoasrtantly, the results show that the
AWARE is adaptable and can be successfully appbedinical EMS scenarios. It also
worked satisfactorily across species. Providindetsit such as reflective tools, for students
experiencing stressful or upsetting situations riynveterinary training may assist with
professional development.

One area where fourth year students surmountedofhiitst year studentsvas in their
consideration of future action. This part of the ARE is designed to mimic the step of
‘active experimentation’ in Kolb’s experiential heang cycle (Kolb, 1984). Fourth year
students answered this question in much more diyath first year students, providing
evidence that they are nearing readiness for (sinfieal practice. Interestingly, fourth year
students were also more homogeneous in their chadiathical frameworks with none
identifying with contractarian or animal rights dtugh first year students also
predominantly identified with the utilitarian franverk). This may indicate that utilitarian
or hybrid views are most amenable to the work ofederinary surgeon, and that
contractarian and animal rights views are incongrwath farm animal veterinary work.
Narrowing in the range of moral reasoning scoresebdérinary students as they progress
through veterinary school has also been found (8elal., 1991; Self et al., 1993b)
indicating that veterinary school may have a homdageg effect where students want to
conform to those around them and so become sinmldhe way they address moral

problems.
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5.8.2 ROPE
5.8.2.1 RCVS’s ten guiding principles

Although students were given the option to choosdirecal situation which had ethical
implications for the veterinary surgeon or otheoge, all but two students chose to reflect
on a situation that involved an animal. This sutgékat students are animal focused.
Given that the highest proportion of students reggbthat the veterinarians in question
contravened Principle 1 (animal welfare being asvitst consideration), this suggests that
animal welfare is not given priority in practicen &ddition, over half of students also
believed that the practitioner failed to maintaigaod relationship with the client (or their
colleagues). Thus, it is not a case of one priecqlerriding another, and suggests there
are numerous factors at play in complex situatidreterinary surgeons satisfied their
ethical obligations in only a small number of iremds. Although veterinarians may strive
to meet ethical obligations it is often extremeifficult (Fogelberg & Farnsworth, 2009),
which was acknowledged by several students (evebtkiy their responses to the Round
Up section). It should also be noted that the tesdiscussed in this section, and the
subsequent two sections, are based on student&pgiems of veterinarians’ professional
behaviour and therefore, the results should begreged with caution.

The RCVS’s Guide to Professional Conduct (2010a3 ha statutory basis and as
mentioned, interpretation of the principles is t® @xtent subjective (e.g. how much
treatment constitutes over treatment). The caspertexd by students emphasise that
individual practitioners act according to their g@mal views. These determine the type of
treatment given, influenced, for example, by thegws of the moral value of animals,
wider ethical perspective or cultural backgroumdlividuality in treatment has previously
been highlighted as a concern in ethical dilemnday( 2011, Morgan, 2009). Just as
veterinarians may differ in whether they describsitaation as an ethical issue or not,
students may perceive problems not identified kg phactitioner. The practitioner is a
professional role model and much of what studezdsnl on EMS will be dependent on the
mentor(s) they see practice with (Taylor & BarnE398a). Combining good role models
with reflective activity has been said to be infitial in developing medical
professionalism (Wald et al., 2009) and the sanfeudnce would be expected in
veterinary medicineAt some point veterinary students will have to tstar take these
decisions for themselves, so reflecting on howeddht veterinarians prioritise their
obligations through an analysis of the RCVS’s guydorinciples should be useful.
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5.8.2.2 Bioethical principles

The majority of students were able to understandl apply all four of the bioethical
principles to the critical incident they describétbwever, more students understood the
concept of the principle than were able to applyoitrectly to the incident they described
The inability to apply the principles is a concénat has been raised in relation to medical
students (Johnston, 2011). In this study, thisilitalvas particularly evident with regards
to beneficencavhere 97% of students understood the principledoly 59% managed to
apply it appropriately to their scenario. One realseneficencanay be more difficult to
apply is that it involves balancing potential haragginst the benefits (as in utilitarianism)
and both of these are hard to quantify, and coresemps are often challenging predict
(Macklin, 2003).

Though these principles have been successful etsewkhey have not been applied in
veterinary medicine. Several difficulties arise whapplying them to veterinary scenarios.
Firstly, the animal patient is not autonomous,rsthis exerciseespect for autonomwas
granted to the client (the animal’s owner/caref)e Tact that the animal patient does not
have autonomy means thedspect for autonomys possibly superfluous in veterinary
medicine. However, the autonomy of the client ik sbmething that should be considered
as they have control over what happens to themahnilncluding an alternative principle
that embodies respect for the animal patient sscthat suggested by Rutgers (2011) of
respect for animal integritynay be more applicable. Secondly, the principlgusfice,
which refers to treating one patient as you wouldther, is complex when dealing with
animals because of species differences and theriddf moral status afforded to animals.
For example, it may be seen as beneficial notdatta wild animal, whereas it may be
acceptable to inflict harm on a laboratory rat (milie purpose of a greater good). There is
the additional complication that as many peoplegasanimals’ moral values using the
socio-zoological scale that animals that have cladationships with humans will be
afforded higher moral value, for example, dogs, iehe animals that do not have this
close relationship may be seen as of lower moraieydor example, reptiles. The limited

number of students that understgasticemay reflect these challenges.

In the incidents described by the students, thecjie which was most often satisfied was

respect for autonomyln human medicinerespect for autonomys often prioritised
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(Gillon, 2003). However, in the context of vetempgractice, the autonomy relates to a
proxy (the owner), and has taken precedence in rahthe scenarios described. This may
not be beneficial for the animal patient, espegiailcases where the client’'s wants are not
in the best interests of the animal. Ebbesen & Rede(2007) suggest that whesspect
for autonomyis not relevant (e.g. if the patient is not conepét and in the case of
animals), therbeneficenceand non-maleficenceshould take priority The results of this
study do not support this (though these are basestumlents’ perceptions). One possible
reason that client autonomy might take precedenteai it relieves the veterinary surgeon
of decision making. If it was the client’'s decisitrmay make it easier for the veterinary

surgeon to justify the action and lessen theirtggilommer and Arluke, 1999).

5.8.2.3 Virtue ethics

The virtues were poorly understood and half ofghelents failed to identify any virtues.
The use of virtue ethics differed from that of thteer two frameworks in that the virtues
are not prescribed, and therefore using this fraonkwequires more spontaneous thought
by students. Veterinary students are used to ragit wrong answers (Fogelberg &
Farnsworth, 200930 this is likely to have contributed to the inéerresponse in this part
of the exercise. It can also be difficult to id&nhsomeone’s motivation (a key concept of
virtue ethics) (Erde, 1997; Jansen, 2000) and iy also have made this framework
more difficult to apply.

Compassion was the most commonly identified virtuthis study. The veterinary student
population is heavily skewed towards females sahbery of Ethics of Care, a division of
virtue ethics, could be of relevance (Athanasspw@04). According to this theory,
women tend to reason using predominantly feminragst such as caring, whereas men
tend to rely on justice and autonomy in their reasg on ethical dilemmas. Theorists
argue that virtues, such as compassion, that acaifad by women should be given more

emphasis.

Although results using this framework were not ascessful as the others, virtue ethics
should still be considered an important part ofevietiry ethics. It is important for

veterinarians to maintain a professional demeaodr this is where the virtues can add
weight. Campbell (2003) recommends virtue ethics émcouraging patient-centred

medical ethics, and this could as easily applyatesnary medicine. One argument against
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using virtue ethics is that it was created in aetiof small, homogeneous communities
where people looked to superiors to lead them air ttnoral behaviour and according to
Jansen (2000) is not as relevant in today’'s pkiralisociety. However, the veterinary
profession is a small community where most membetdd be expected to have similar
moral notions, therefore it may be highly appliealdor maintaining standards of
behaviour. In future exercises, providing specifitues for students to comment on may
help engagement with the virtue ethics frameworkitués suggested as relevant to
practising medicine: trustworthiness, integrity, sairnment, compassion, and
conscientiousness (Beauchamp & Childress, 2009y, pnavide an alternative structure

for applying virtue ethics in veterinary medicine.

5.9 Conclusions

The findings from this chapter show that the forraatl concepts introduced in the pre-
clinical AWARE can be successfully applied in aotiaii situations and the AWARE works
well in combination with an animal welfare teachipgckage. Students were able to
choose relevant issues to reflect on in both tirecel AWARE and the ROPE, and the
format worked across species. The ROPE introdutedet frameworks relating to
professional ethics, and of these, students fobadRICVS’s ten guiding principles easiest
to apply. Students also applied the four bioethpraiciples well but these principles may
not be as applicable to veterinary medicine as #reyto human medicine. Virtue ethics
was the most poorly understood of the three framkesvbut students may benefit from the
provision of example virtues to relate professionahaviours to. Further analysis of the
written content as well as student feedback wo@ddguired to confirm that these two
clinical learning tools promote reflection on e#diassues. Nevertheless, the results
suggest that both the ROPE and the clinical AWARIA be easily integrated into a
professional studies course within a veterinaryriculum, that they need little formal

instruction to accompany them and they are exeseisth which students readily engage.



209

Chapter 6 - Moral reasoning in veterinary

surgeons

6.1 Introduction

Veterinarians regularly have to make difficult e#li decisions that arise because the
interests of animal and client often conflict, mample when the client cannot, or does
not want to, pay for optimal or continued treatmekxtecent survey of UK veterinarians
revealed that ethical dilemmas such as “convenfeec¢hanasia of healthy animals,
excessive treatment requested by the owner anddalalimitations to treatment were
considered by veterinarians to be highly stresafd 94% of respondents faced at least
one ethical dilemma a week (Batchelor & McKeegd1,2). Given that veterinarians face
ethical dilemmas on such a regular basis, thetplili come to reasoned, defensible
decisions is of great importance. To aid in thisisien making process, and to ensure
good quality of care for animals, veterinariansuiegjgood moral reasoning skills. Moral
reasoning is the process by which people deterthiatea course of action is either morally
right or wrong (Rest, 1983). Currently, little isdwn about the moral reasoning abilities
of qualified veterinarians. One study in the USAmpared small and large animal
practitioners’ moral reasoning abilities using efining Issues Test (DIT) (Self et al.,
1988). The results showed that there were no éifi@s in their moral reasoning abilities
and that the mean scores were lower than wouldxpecéed according to the norms
developed from DIT data (Rest, 1993). Moral reasgrabilities of veterinary surgeons in
the UK have never been systematically measugtddies carried out on veterinary
students in the USA found that veterinary educatich not improve moral reasoning
abilities to the level expected of a professioredrée (Self et al., 1991; Self et al., 1996).
This deficiency could lead to substandard levelscafe for animals and clients, and
increased anxiety and stress in practising veteans. It is therefore an area that merits

investigation.

In this study the aim was to collect preliminarytadan the moral reasoning abilities of
veterinary surgeons using a well-established arone DIT (version 2). Another aim
was to identify any differences in moral reasoniagiong veterinarians based on

demographic variables, place of qualification, iclh experience and area of practice.



Chapter 6 210

6.2 Methods

6.2.1 Test allocation and administration

The study was approved by the University of GlasgoMeterinary School Ethics and
Welfare Committee. The DIT-2 was used to assessp#r&cipants’ moral reasoning
ability. For information, on the test, its struawand scoring methods see Chapter 2.

Participants for this study were recruited in twatdhes and consisted of three groups:
practising veterinarians from around the UK (vetarians that see first opinion practice),
academic veterinarians (veterinarians who teaclioandork at a veterinary school) and
members of the public. Data on veterinarians wetlected using convenience sampling.
A purposive sample of members of the public, whaghed to represent a wide range of
ages and experiences, acted as a control groupfirfhgroup of participants were tested
as part of a veterinary undergraduate projecteathhiversity of Glasgow in the summer of
2011 and all participants were approached in perEbe participants were each presented
with a pack that contained: a DIT-2 instruction bleb and answer sheet, a consent form,
additional questions on demographic informatiorpeacil (the DIT is scored using an
optical scanner so must be completed in pencil) arghort introduction to the study
including contact details if assistance was needests were collected in person and
checked in order to reduce purge rates. The segomgp of participants, who were all
veterinarians, were recruited via email and wekedso complete an online version of the
DIT-2. All but one academic veterinarian workedls University of Glasgow. To avoid
biasing the responses and possibly making veteaimafeel judged, participants were not
told that the aim of the DIT-2 was to assess m@aoning, but that the questionnaire was
looking at people’s responses to various socialeiSsAs responses were anonymous, a
five digit ID number starting with one, two or terevas added to each DIT-2 to identify

practising veterinarians, veterinary academicsraathbers of the public, respectively.

Age and gender details were collected for all pgréints. In addition, veterinarians were
asked how many years they had been in practioghigh university they obtained their
veterinary degree, the area of practice they woike(e.g. small animal, farm animal,
equine, mixed), and the approximate percentagentd spent in each area. Academics

were also asked how many years they had been awm@yfirst opinion practice. Members
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of the public were asked to indicate their highlesel of education from a choice of
GCSE/O-level/Standard Grade or equivalent, AS-Aeliélighers or equivalent, Higher

Education (with details) or other formal educat{mith details).

The completed DIT-2s were sent to the UniversityAtdbama for scoring. The scores

provided are explained in detail in Chapter 2, indlude P scores (percentage of
respondents answers that use post-conventionall m@soning), N2 scores (includes the
percentage of the respondents answers that usegostntional moral reasoning but also
takes into account the prioritising of post-conwamdl over pre-conventional items), and
Type indicators (which indicate the level of mormahsoning each participant used most in
their responses). Type indicators are measured eoake of one to seven, or can be
categorised into pre-conventional (1 and 2), cotigeal (3, 4, and 5) and post-

conventional (6 and 7).

6.2.2 Statistical analysis

All results met parametric assumptions and the detee analysed using Minitab 16
statistical software (Minitab Inc., USA) and SPSBM, USA). General linear models
(GLMs), two sample t-tests and Pearson’s corralativere carried out in Minitab 16.
GLMs were used to investigate whether there were difierences in P or N2 scores
between the three groups (practising veterinariacagemic veterinarians and members of
the public) and between veterinarians in differargas of practice (small animal, large
animal (farm/equine) or mixed). Two sample t-tagése used to investigate any effects of
gender or region of study on P or N2 scores. Tlatioaship between P and N2 scores and
years in practice, age and years out of first @pirpractice (for academic veterinarians)
were explored using Pearson’s correlations. SPSS weged to perform chi-squared

analysis on the proportion of each group assigodld three moral reasoning stages.
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6.3 Results

6.3.1 Demographic information

In total 98 people completed the DIT-2: 65 vetemyrgurgeons (38 practising veterinarians
and 27 academic veterinarians) and 33 membersegbublic (20 females and 13 males).
Of the 38 practising veterinarians, 15 were fenete 23 were male. There were 10
female academic veterinarians and 17 male acadestecinarians. There was a wide age
range in all groups (18-24 to 50+), but academteruearians tended to be older with none
under 30. Practising veterinarians experience hifigen 1-2 years to 25+ years whereas
all academics had 6 or more years in practiceh®imembers of the public sampled, 64%

held a degree (higher than the national average).

6.3.2 P and N2 scores

None of the 98 responses were purged. The meaarP & each of the three groups was
38.2 (x 2.2) for practising veterinarians, 43.32(5) for academic veterinarians and 31.8
(x 2.5) for members of the public (Figure 5.1). Thean N2 score for each of the three
groups was 34.7 (x 2.3) for practising veterinasiat0.0 (x 2.5) for academic veterinarians
and 27.2 (£ 2.9) for members of the public (Figbir®).

@ Practising vets
50 ~

45 -
40 -
35 -
30 -
25 -
20 -
15 -
10 -

m Academic vets

m Members of the public

Mean score

P score N2 score

Figure 6.1: Mean P and N2 scores for practising vet  erinarians, academic veterinarians and

members of the public
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The P scores of practising veterinarians rangeah ft@ to 58, for academic veterinarians
from 14 to 64 and for members of the public frono676. Both practising veterinarians
and members of the public had negative minimum bt#es, which were -2.7 and -2.6
respectively. The lowest score for academic veaeidns was 15.3. The maximum N2
score for practising veterinarians was 58.1, f@damic veterinarians was 61.8 and for the
public was 71.5. P score differed between the ggd@L.M, p = 0.007), as did N2 scores
(GLM, p = 0.004), with academic veterinarians segrsignificantly higher than members
of the public (Tukey test). There was no differetimdween P scores or N2 scores of
practising veterinarians and members of the pubbc, practising and academic

veterinarians.

No differences were seen between the P and N2 safremales and females across all
three groups. When looking solely at veterinariams, differences between P and N2
scores were found between males and femelesever, female veterinary academics had
higher P scores than their male counterparts (amopte t-test, p = 0.008) and higher N2
scores (two-sample t-test, p = 0.037). This difiee was not seen in practising

veterinarians.

Area of practice of first opinion veterinarianse(ismall animal (n = 16), large animal
(farm/equine) (n = 8) or mixed (n = 15)) had noeeffon P or N2 scores. Likewise, no
difference was seen in moral reasoning scores leetweterinarians who qualified in the
UK and in the rest of the world. No correlation veaen between years in practice and P or
N2 scores, nor between age and P or N2 scorestérivary academics, no correlation
was found between years out of first opinion prac@nd P and N2 scores, though the
relationship was negative and approached signifiedor N2 scores (N2 score: Pearson
correlation = -0.39, p = 0.07).

6.3.3 Type indicators

The majority of practising and academic veterinagiaelied on post-conventional moral
reasoning (Figure 6.2). However, 26% of practisamgl 11% of academic veterinarians
relied on pre-conventional moral reasoning. Thgdat percentage of members of the

public relied on conventional level moral reasoning
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Practising vets Academic Vets

11%

26%
56%

Members of the public Figure 6.2: Levels of
moral reasoning relied

on by practising
veterinarians,
academic veterinarians
and members of the
public.

O Pre-conventional
@ Conventional

m Post-conventional

A chi-square test revealed that pre-conventionatllenoral reasoning was relied on by
fewer academic veterinarians than members of tiigpand that post-conventional level
moral reasoning was relied on by a higher proportob both practising and academic
veterinarians than members of the public (p = 0.0I®ere was no difference in the
proportion of practising veterinarians and membefrsthe public that relied on pre-
conventional moral reasoning. The proportions ofvemtional moral reasoners were

similar in all three groups. Results for individdalpe indicators are given in Table 6.1).
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Type Practising Academic Members of
veterinarians veterinarians the public
1 3 0 9
2 24 11 27
3 8 15 24
4 5 7 9
5 5 4 6
6 26 41 6
7 29 22 18

Table 6.1: Percentage of practising veterinarians, academic veterinarians and members of

the public displaying particular Types in response to the Defining Issues Test

6.4 Discussion

This is the first study to examine moral reasorabdgity in veterinary surgeons in the UK.
The results provide an initial insight into thisofassional group, as well as information on
the moral reasoning abilities of a sample of the llic. Veterinary academics, in this
study, had greater moral reasoning abilities thamibrers of the public unlike practising
veterinarians. Members of the public most ofterecebn conventional moral reasoning as
expected. Conventional level reasoning is the saicieorm (Hartwell, 199550 most
competent adults would be expected to score ataled of moral reasoning.he higher
scores of academics are most likely due to theyhdm level of education, most having
attained a doctorate, as there is a strong positwelation between further education and
moral reasoning ability (King & Mayhew, 2002). ltapnalso be as a result of a working
environment where the free flow of ideas and altithinking are encouraged through
discussion groups such as journal clubs and thgndgs and treatment of complex cases.
The findings are limited, however, by the fact ththtout one of the academic veterinarians
sampled worked at one institution and that the $amgpresents a very small proportion of
qualified veterinarians within the UK. Further spudf veterinary academics at other
institutions and larger numbers of practising vieatans would be required in order to
strengthen these results.
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Gender has been shown to have had an influenceooal measoning scores in the past
with female veterinary students performing statadty better than males (Self et al.,
1996).Although this result was only observed in vetenynacademics, it supports previous
findings that educational level is much more powerthan gender in explaining
differences in DIT scores (Thoma, 1986) and thé&dkhce in scores between the sexes
increaseshe higher the level of education (Bebeau & Tho@)3). Previous studies have
found that veterinary medical education can beimetntal to ethical development (Self et
al., 1991, Self et al., 1996) with students not mgkhe expected gains by the end of their
course. As academic veterinarians’ scores wereehighan those of the public, this
suggests that further education within an acadesnéma cancels out that detrimental

effect.

The finding that practising veterinarians did nobre higher than members of the public
indicates that despite having achieved a profeatiqnalification, the moral reasoning
skills of practising veterinarians may be insufiti to meet the demands of their ethically
challenging job. Although the majority relied onsp@onventional level moral reasoning,
26% relied on pre-conventional moral reasonfiactising veterinarians could reasonably
be expected to have higher moral reasoning skili ttheir clients so that they are in a
position to offer sound justifications for recommdary particular courses of action, and
are not unduly influenced by their client’s intdsed/eterinarians should be able to defend
their reasoning and discuss this confidently wilieirt clients in order to achieve
satisfactory outcomes. Weak moral reasoning skitisld also have implications for
animal welfare, if the veterinarian is not ablerémognise, or advocate for, a course of
action which is in the animal’s interests. It h&saeen found in both paediatric residents
(Sheehan et al., 1980) and physiotherapy stud8mgslé&, 1995) that those with low levels
of ethical reasoning seldom performed clinicallythe highest level and there is no reason
this would be different in veterinarians. In adalitito the impact on clients and animal
patients, the wellbeing of veterinarians themseb@sdd be compromised if they are not
able to cope with ethical decision making. A pallthe UK reported that over 80% of
veterinary surgeons thought that veterinary medievas a stressful occupation (Robinson
& Hooker, 2006). An inability to deal with difficukethical decisions (as suggested by the
lower ethical reasoning scores) could lead to stoedurnout (Platt et al., 2010), and there
is a known heightened risk of suicide in the prsi@s (Mellanby, 2005; Bartram &
Baldwin, 2010). One reason that ethical dilemmayg owatribute to stress experienced by
veterinarians, and that practising veterinariand lmaver moral reasoning scores than

expected, is that many have not been given traimimghow to make difficult ethical
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decisions (Batchelor & McKeegan, 2012). Teachingetbfics and ethical reasoning has
only recently been introduced to veterinary cufacut might be expected that increased
experience would reduce the stress associated atliibal dilemmas but that is not the
case. Likewise, increased years of experience aidhmprove moral reasoning scores. This
indicates that moral reasoning is not something ith&asily self-taught or automatically
learned.The creation of teaching packages to support aimtkegyualified veterinarians in

ethical decision making would be constructive.

Importantly, these results highlight a lack of dstency in the moral reasoning abilities of
practising veterinarians, with some showing higkkill levels than others. The link
between clinical performance and ethical reasofongd in other professions (Sheehan et
al., 1980, Sisola, 1995) indicates that this latkansistency will have a direct impact on
the animals in their care, with some likely to igeebetter care than others. To overcome
this challenge, the veterinary profession would di¢nfrom introducing a minimum
acceptable standard of ethical reasoning that septe a fitness to practice. This could be
recorded as a ‘Day 1 skill’', though assessment ofay be troublesome. Furthermore, on
closer examination of these results, it is appaiteaitthe most common Type indicator for
practising veterinarians outside of post-converaionoral reasoning (6 and 7) was Type 2
(pre-conventional). Pre-conventional moral reasgignthe most basic form and reflects a
deficiency in these professionalchis suggests that either veterinary educationaarttie
nature of veterinary practice causes some prac#itgto revert to a simplistic form of
reasoning. There has been a suggestion that tlediti@p of stressful events such as
euthanising animals could lead to ‘learned helpless’ on the part of veterinarians (Fogle
& Abrahamson, 1990), which may explain why someergarians revert to pre-
conventional level moral reasoning as they feet timllenging the actions of otheis
futile. Similarly, bowing to authority or followingules, could lessen the responsibility for
decision making felt by veterinarians, making isieato cope (Atwood-Harvey, 2005).
Moreover, there may be aspects of the culture dérwery medical education that
encourage acquiescence, as has been recogniseedinamtraining (Hafferty & Franks,
1994; Hren et al., 2011).

The finding that the region where veterinarianslifjgd had no effect on their moral

reasoning scores suggests that, in relation to Imeasoning, UK veterinary education is
no worse than elsewhere in the world, but in arsecé is an area of the curriculum that
could be improved worldwide. Ethics has only rebeftecome a taught part of the

veterinary curriculum (and in some countries it lyas to become so). This means that
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teaching methods are not well established, reseanclthis area is in its infancy and
teaching staff may not be appropriately equippegruvide relevant teaching material.
Research and teaching methods are more widely a@elin other professions such as
nursing and medicine. Having said that, it is diift to asseshow veterinarians’ moral
reasoning abilities compare to those of other p@mal groups as data on moral
reasoning abilities of practising professionals sparse (though there is a plethora of
studies on students of these same professions dBekeThoma, 1994; Duckett et al.,
1997, Latif, 2000; Hren et al., 2011)). From the®srmation that is available, it appears that
practising veterinarians in this study score siryldo physiotherapists (Swisher et al.,
2010), pharmacists (Latif & Berger, 1999) and psiog veterinarians (Self et al., 1988) in
the USA but lower than the norms generated by REX3) for graduate studentall
these professional grougsored lower on the DIT than expected and indicttat their
education has not had the desired effect of impigtheir ethical development above that

of the general population.

As has been mentioned previously (Chapters 4),0ifle uses human social issues to
measure moral reasoning ability which may not pie\a true reflection of a veterinarian’s
ability to reason morally in veterinary dilemmaseevthough it appears their moral
reasoning abilities may be lackingnterestingly, though the members of the public
questioned in this study were on average more Jigthlicated than might be expected in a
wider sample of the public, their mean moral reasprscore was lower than the norm
proposed by Rest (1993) for adults in the genavplfation. This could be indicative that
British people do not score as highly on the DITAasericans do (it is an American test)
or that moral reasoning as a skill is decliningwéuld be interesting to gather data using
the DIT-2 for other practising professionals, espgc in the UK, to provide a
comprehensive account of their moral reasoningtegsilin relation to veterinarians, and to
in turn address the question of whether veteriraghycation is alone in failing to improve

ethical developmerdufficiently.

6.5 Conclusion

These data provide an insight into the moral reagptevels of a small sample of UK
veterinary surgeons and members of the British ipullhe finding that practising

veterinarians did not achieve higher moral reagprsicores than members of the public
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and over a quarter of them relied on pre-conveatiomoral reasoning is concerning. The
indication is that veterinary education has notaswed moral development in the way
expected of a professional degree, and as such #rerimplications for animal welfare,
client services and veterinary wellbeing. A largeale study would be required to confirm
this. There also appears to be noticeable incamsgt in the ability of qualified

veterinarians to solve ethical problems. These ltedughlight the need for practising

veterinarians to be offered Continued Professi®®elopment training in ethical skills.
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Chapter 7 — General discussion

This work represents the first attempt to develog @alidate a reflective learning tool for
veterinary ethics. The Animal Welfare Associatedflétive Exercise (AWARE) was
designed to promote life-long learning skills by pdaying independent learning
approaches such as self-directed learning, expgelidearning and personal reflection
(Plack et al., 2007; Raidal & Volet, 2009). By dieg a guided reflection that focused on
animal welfare issues witnessed by veterinary stisdeluring pre-clinical extra mural
study (PC-EMS), increased levels of reflection athically relevant reflective content
were generated relative to that of unstructurel@cabdbns that had previously been in place
as post-EMS reports. This novel approach was viepesitively by the majority of
students and improved their self-reported competemcmany related skills such as their
ability to recognise animal welfare and ethicaliess to respect others viewpoints and to
reflect on their experiences. The qualitative confgovided evidence of improved ethical
awareness, a concept that has never previously defmed or measured in relation to
veterinary medicine. Another strength of this ajggiois that students at different stages of
training and experience are able to engage withAWAARE to an acceptable level.
Collectively, the results suggest that allowingdsiuts the freedom to explore their
individual experiences provided them with a gemtieoduction to independent learning
which may be less daunting than full-scale probbersed learning exercises. AWARE has
the potential to improve, both, learning outcommesveterinary ethics and alignment
between students’ experiences of EMS placements th@dtaught course (Taylor &
Barnes, 1998a). In addition, student reflectionsegated by AWARES provide interesting
information on animal welfare issues encountereddigrinary students during PC-EMS,

which have never been formally recorded before.

The AWARE teaching package now forms part of a RCSECAL package, Welfare and
Ethics Awareness via Experience (WEAVE). WEAVEhs bnly computer-based welfare
and ethics teaching package designed specifiaaliyd welfare and ethics teaching within
UK veterinary schools and is currently in placeh&t Universities of Glasgow and Bristol.
As well as providing ethical training for pre-clmal students, the AWARE was also
adapted successfully for use in clinical situatiohse Reflection on Professional Ethics
(ROPE), which focused on another important elemarit veterinary ethics,

professionalism, was developed. Professionalismnisrea of veterinary ethics that has



Chapter 7 221

been neglected (May, 2011) and this tool is tha bf its kind to be created. The creation
of a reflective tool which can be easily integrairei an EMS portfolio and needs little in
the way of introduction could be an ideal addittora curriculum that is moving towards

further adoption of independent learning approaches

This is also the first time that components of rhdevelopment have been measured in a
population of UK veterinary students. These reguits/ide the first insight into the moral
reasoning ability of UK veterinary students andldjiea veterinarians in the UK, as well
as information on levels of ethical sensitivityWk veterinary students. By using two non
subject-specific measures, the Test for EthicakBeity in Science (TESS) (Clarkeburn,
2002) and the Defining Issues Test (DIT) (Rest let E974), the findings are easily

comparable with those of other UK practising prefesals.

The main findings of the research are:

= The AWARE increased ethically relevant reflectiventent when compared to
unstructured reflections previously used as posSE_ports.

» The structured format of the students’ experieraredikely to be the main reasons
for the success of the reflective instrument.

= Pre-clinical students viewed the AWARE positivehdaengaged well with it.

= The concept of a structured, reflective tool wasilgaadaptable to clinical
situations involving both animal welfare and praiesal ethics situations.

= The AWARE did not improve ethical sensitivity indi year veterinary students as
measured by the TESS or moral reasoning as mealsyitbeé DIT.

= Moral reasoning levels of entering veterinary shidere in the same range as US
college students, according to the DIT norms, buwrahreasoning levels of
graduating veterinary students are no higher tlnmset of first year veterinary
students.

» Practising veterinarians’ moral reasoning scoresew®t higher than those of
members of the public whereas academic veteringrsmores were.

= A notable proportion of clinical veterinary studemind qualified veterinarians rely
on pre-conventional level moral reasoning to mal@aindecisions; a simplistic

level that is expected to be rejected before adeles.
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7.1 Use of a novel, reflective approach

7.1.1 Isreflection a learning method suited to vet  erinary
students?

Little time is spent encouraging ethical developtneithin veterinary curricula and
inclusion of ethics as a stand-alone subject h&g recently been implemented in many
veterinary schools. Few approaches to teachingstioi veterinary students have been
described (Self et al., 1995; Hanlon, 2005; Rutg2€d1) and reflection as a mode of
improving ethical development has not been a keyneht. In the present study, a novel,
reflective approach was used in an attempt to ingethical development in pre-clinical
veterinary students by asking them to reflect oraamal welfare related incident they
witnessed during PC-EMS3he premise of this approach, as in other ethishiag within
UK veterinary schools, was to encourage a pluraleggpproach to ethics where there is an
acceptance of others’ views and an awareness afiaty of perspectives together with
their strengths and weaknesses. Veterinary studestsnore familiar with subjects that
revolve around right and wrong answers (Raidal &le¥,02009) and this dualistic
perception of learning is not amenable to a phpbstal subject. Therefore, it is likely that
students who, until now, have relied on seeking acgliring correct answers will need
clear guidance in order to engage with and feelfodable with a subject that focuses on
reasoning rather than correct answers. The steictdirthe AWARE was based on
Significant Event Analysis (SEA), a method whichlpse encourage inexperienced
reflectors to gain more from a reflective assigntm®onaghy & Morss, 2007), and one
that proved effective in this exercise. Unlike metidies that have used a structured
format to encourage reflection with a small numbé&mprompts, often in the form of
headings (Donaghy & Morss, 2000; Bowie et al., 20@4éri et al., 2008), the AWARE
used numerous prompts with a narrow focus to fatdikey elements of ethical reflection.
Some may consider the use of numerous promptogsréscriptive but fomexperienced
students this may have been crucial in achieving ititended learning outcomes.
Moreover, other studies that used fewer promptd, bt tend to support the more
advanced levels of reflection, such as dialogic enitctal reflection.The level of guidance
given, in the form of prompts, could easily be regtlias students experience of reflection

increases.

Much has been made in the literature of prefereadning styles and several modets/e
been developed (Honey & Mumford, 1986; Felder &&inan, 1988; Tait & Entwistle,
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1996). A study of 150 veterinary students at Ndt@rolina State University used the
Inventory of Learning Styles (ILS) created by FeldeSilverman (1988) and found that
57% of veterinary students had a preference faveadearning whereas 43% preferred
reflective learning. However, the majority were dvaded on the active-reflective scale
(59%) with 20% having a moderately strong prefeeefar one or the other (Neel &

Grindem, 2010). Active learners process informatiowst effectively during for example

physical activity or group discussion, whereasedil’e learners prefer to have time to
think about the information provided (Felder & Sitmnan, 1988). The active-reflective
dimension on the ILS is equivalent to the two oppg®lements of Kolb’s (1984) learning
cycle, active experimentation and reflective obaton (see Figure 1.1). The learning
styles of veterinary students in different instiias may not be directly transferable.
However, based on the results of Neel & Grindantusly (2010), the inference is that as
the AWARE has elements of both active and reflectearning (a dimension on which the
majority of students are balanced), students sheoolge well with completing it. As

veterinary students appear to favour active ovéeatve learning, including time for

discussion of their experiences on PC-EMS couldefiethose who prefer to learn

actively. If the student is not reflective in naureflection should be introduced early on
to familiarise them with the concept and strengttinair ability, with the aim of attaining a

reasonable competency level by the time they gtad@dhough students can begin to
learn in a non-preferred wdkfelder & Spurlin, 2005), it is interesting to spkxte whether

the few students that did not engage well with AWFARE had strong preferences for
learning styles not conducive to reflection. Askisiyidents to complete the ILS (or a
similar test) on entry to veterinary school couklphto identify those students who may
require more assistance in engaging in reflecasnyell as providing valuable information

for the teaching of other subjects.

7.1.2 Inclusion of ethical frameworks

Ethical frameworks help to make ethical thought sistent by providing a frame of
reference and by doing so, arguments for and dgact®ns are more logical and thus,
defensible. They provide an objective tool to reeassues that often incite emotion. Their
structural nature may also make ethics more aduiedsi science students who are familiar
with fact-based subjects. Three frameworks wered use the AWARE (utilitarian,

contractarian and animal rights/deontology) to emage students to evaluate their incident
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in relation to ethical viewpoints. The number arfreworks included was limited to three
as a pragmatic approach to limit complexity andttitee chosen frameworks were seen as
having immediate relevance to both veterinary aarthing practice. These frameworks
also provide different perspectives on the moralust of animals. There were alternative
animal ethics frameworks that could have been dedu The relational view and the
respect for nature view do not regard sentienaelasant in guiding ethically acceptable
actions, and focus on other factors. The respechdture view places emphasis on the
moral value of a species as a whole and the protedf its integrity. This has limited
relevance in a farm-based veterinary ethics tegdaal and is more relevant in relation to
conservation studies and the treatment and caneildf animals. The relational view,
considers the closeness of the human-animal rekdtip as defining our duties towards
animals, and morally acceptable behaviour is detexthby individual relationships with
particular animals, or more generally, societidhtienships with a particular species of
animal. In farm animal practice, contractarian tlitarian views are commonly used to
defend actions but animal rights and the relatidreahework could be argued to be more
relevant to ethical issues concerning companiomaisi (Sandoe & Christiansen, 2008).
For example, the relationship the client has withirt animal often defines the treatment
they want afforded to it and in animal agricultui@mers do not tend to have individual
relationships with their animals. That is not ty $laat the relational view does not have
applicability in farming practice. On the contrary,could be used to evaluate whether
farm animals’ needs are met, it could be used abaisis of discussion on the difficulty of
maintaining individual relationships in intensiveoguction systems and in support for
change in these systems (Sandoe & ChristianseB) 201 it could also be used to raise
awareness of why it may be defendable to offer iagrevels of veterinary treatment to
animals of different species or utility. Its indois in the AWARE could have prompted
students on PC-EMS to consider the lack of relatigm with individuals and how that
impacts our duties towards farm animals, or to camphe treatment of different species,
for example, sheep and horses, where the latteregerded as companions in most cases
in the UK. Nevertheless, the three frameworks usedved as a straightforward
introduction to animal ethics for first year vetemy students and widened their

appreciation of less conventional viewpoints.

Different ethical frameworks were used in the pssfenal ethics exercise; including the
bioethical prinicples (Beauchamp & Childress, 1924)d virtue ethics. Three of the
bioethical principlesbeneficence, non-maleficenead justice could easily have been

incorporated into the AWARE but the fourth prineplespect for autonomyvould have
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had less relevance on PC-EMS placements as nosprof@l interaction takes place and it
is primarily the farmer that makes the decisionsuad care. Considering the animal
welfare impact of a particular incident could betpoyed in terms obeneficencendnon-
maleficenceand the principle ofustice could have prompted consideration of issues
around equality of treatment; something that diffdependent on the species or perceived
value of the animal involved (e.g. sheep bred featrws pedigree sheep for breeding).
However, this framework was not designed to aiddnisions between humans and animal
patients but is based on principles of human meedjanaking the principles less useful for
shaping solutions to veterinary scenarios. As ssiggein previous chapters, to make these
principles more applicable to situations involviagimals, the principle ofespect for
autonomycould be replaced with one suchasmal integrity (Rutgers, 2011), and this
could have encouraged students to think about tarimals’ perceived moral worth and
the moral implications of actions such as mutilasio

Virtue ethics is perhaps more relevant to profesaiethics than animal welfare ethics but
it could have been integrated into the AWARE, fo@ample, in conjunction with the
guestion ‘why do you think that action was takedHis could assist students in evaluating
the farmer’'s actions, for example, whether studéeltsthe farmer displayed particular
attributes. ‘Evaluation of action’ was the only kelement of reflection that was not
expressed at a higher level in the AWAREs thanhe tnstructured reflections. By
introducing the virtue ethics framework into thiscBon, students may have been more
likely to produce evidence-based reasoning, whigely tmave improved ethical reflection.
One weakness of virtue ethics as a framework foenreary students is that there is no
accepted list of virtues which are sought in therse of professionalism, and this makes it
difficult to teach as an introductory framework igthwas evidenced by the lack of
engagement with it in the ROPE). In addition, \ertethics could be considered value
based and the AWARE was designed to be a non-uased learning tool that raises

awareness of ethical perspectives in a pluraistig.

Evaluation of students’ abilities to apply eachtloé three frameworks to their chosen
incident (see section 4.3.2.1) found that studeme able to apply animal rights theory
more easily than contractarian and utilitarian. rAal rights theory is rules-based and
therefore simpler to apply. Difficulties arose witheighing up interests and using
reasoning to decide on an appropriate course abracBalancing interests requires
understanding and quantifying costs and benefikes& skills could be considered the
aspects of ethical development that are most impbrtin producing competent
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practitioners and this appears to be the area iohweterinary students need assistance.
The AWARE was not intentionally designed to favaeuutilitarian standpoint, however,
many components of the exercise resembled utilitari@saring. Animal welfare stems
from utilitarianism and students had to consideimah welfare incidents in terms of
maximising benefits and minimising harms as welthes consequences of the incident. It
is reasonable to consider that a tool that ainfadditate ethical reasoning, especially in
relation to farming, will be most practical whensbd on the utilitarian viewpoint.
Utilitarianism is the mainstream view in veteringmactice (Fogle & Abrahamsom, 1990)
and is a framework that considers both the weltdrpeople and animals. Furthermore,
supporters of the utilitarian view are often thtisat seek to improve the lives of animals

through realistic means, which has clear relevaoaeterinary practice.

7.1.3 Assessment

All clinical students scored at least a satisfact@ting on the AWARE unlike a small
percentage of pre-clinical students. Whilst clihstadents are at a more advanced stage in
their training, it is likely that this differencease due to student engagement: the clinical
exercise was assessed as part of a compulsory enadutreas the pre-clinical was
voluntary and did not contribute to any grade. aivation for a task that has no bearing
on final grades is likely to be reduced in studéhét are heavily focused on assessed work
and passing exams (Blumberg, 2005). Donaghy & M{28687) discovered through focus
groups that if physiotherapy students’ reflectigsignments had not been assessed they
were not likely to have fully engaged with themthslugh most authors include reasons
not to assess reflection (Boud, 2001; Harris, 200&llman, 2008), they almost all
concede that assessment of some form is necessastutients to engage (Driessen et al.,
2005; Harris, 2008; Kember et al., 2008) and tlesteasment in most cases is desired
(Boud, 2001; Hannigan, 2001). Determining ethicahpetency is difficult (Wiseman-Orr

et al., 2009) but as the AWARE is easily evaluateterms of reflection and engagement,
it could provide an accessible method for assessimgal awareness. It would be expected
that by graduation students had attained a saisfae@ngagement score and this score
could be used to represent a competency in ethiwaleness as part of a ‘Day 1 skill’

relating to ethical skills.
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7.1.4 Moral reasoning versus ethically relevant con  tent

In Chapter 4, the ethically relevant nodes considleanalagous to ethical reasoning
(‘farguments for’, ‘arguments against’ and ‘balamgjndemonstrated that students were
capable of sound moral reasoning but at a non-e@fiavel. The likelihood is that these
arguments were simplistic, as supported by the@&itisensitivity results where only 9% of
responses scored the highest achievable scorédefiBed as an ethically sound statement
that considered the issue from more than one petrgspe The AWARES were assessed in
terms of levels of reflection and ethical conteatthis was considered to most closely
resemble the learning objectives outlined (see @h&). Creating a measure with which
to validate the AWARE content in terms of Kohlbargimoral reasoning (Kohlberg, 1958)
would have required additional testing which wagdme the scope of this project.
However, a measure created for assessing refleassignments by student nurses in terms
of moral reasoning, the Ethical Reasoning Test (E@ICAlpine et al., 1997), provides
the basis for a rudimentary comparison betweemefhective content of the AWAREs and
Kohlbergian moral reasoning levels (Table 7.1). HRT has three levels of ethical
reasoning — traditional, traditional/reflective amadlective, with several of the criteria for
each level derived from Kohlbergian levels of moraasoning.The majority of the
AWAREs equated to traditional/reflective on the ERJale, the level corresponding to
conventional moral reasoning. Very few of the AWAREeflected the ERT’s traditional
level, the level matched with pre-conventional nhaemasoning, whereas this level was
predominant in most of the unstructured reflectiohisd, although many of the AWAREs
had content pertaining to the reflective levelgael with criteria similar to that of post-
conventional moral reasoning, this made up a redbtismall proportion. Thus, this simple
comparison suggests that the AWARE may facilitarahreasoning at a conventional
level but for reasoning at the more advanced le¥glost-conventional, a more complex
tool or further in-depth discussion of issues mayéquired. It also may be that students
can spontaneously produce conventional level argtsnieut not post-conventional ones,
though they often identify with those at a highevdl when presented with them in a
recognition type test as was evidenced by the [@Here the largest proportion of students

were reliant on post-conventional level moral reasg.
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Level on Representative elements Corresponding Evidence of this level within the pre-
ERT for level on ERT moral reasoning clinical AWAREs
level
Traditional Reflects personal beliefs Pre-conventional Many of these elements portayed through
Focus on obedience to (reasoning based on descriptive reflection (relates to personal
others self-interest) feelings about the situation, reflects on
Practical considerations L
dominate incident on a personal level, no deeper
Non or low recognition of considerations). Very few of the AWAREs
ethical issues evidenced only this level.
Sees issues as black or
white
Primary concern for self
Traditional/ | Practical considerations Conventional Students indicated that standard practice
reflective remain important Movement away from | was considered the norm and as such that
Some rgcognltlon of self-interest and made them justifiable with little
ethical issues
Consider more than own reasoning is based on | questioning of the basis, similar to
personal beliefs conforming to social reasoning based on social norms
Cognitive dissonance is norms. (conventional).
evident as conflicting
duties to patients/ AWARE prompts consideration of
employers/ superiors are conflicting duties and the resulting
realised
Not able to propose cognitive dissonance is the basis for the
solutions to resolve reflection. The resulting internal discourse
conflicts . . . . . .
) is akin to dialogic reflection which forms
May question norms but o
traditional boundaries AWARES.
Most AWARESs were predominantly this
level.
Reflective Use of ethical frameworks | Post-conventional Students seldom act so no evidence of

to clarify, evaluate and
justify various viewpoints
Actions patient/client
centred

Willingness to challenge
unethical practises
Critical thinking about
ethical issues

(Critical thinking
about ethical issues,
use of ethical
frameworks,
willingness to
challenge unethical

practices.)

animal centred actions.

Students struggled to apply ethical
frameworks to justify their own viewpoint
but were better able to apply them in
relation to a third party, though there was
still evidence of difficulties and
misunderstandings.

Most students challenged unethical
practices though arguments often brief
and superficial

Evidence in the majority of the AWARESs
of critical thinking about ethical issues but
usually short.

Most AWAREs have some evidence of

this level but comprises a small proportion

Table 7.1: Comparison between reflective content of

reasoning levels

the AWAREs and Kohlbergian moral
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In Chapter 2, the idea of the AWARE as a tool t@rave lower scoring students was
mootedand in Chapter 4, theesults of the DIT found that there were no diffexes in
Types overall before and after completion of the ARE (Types indicate the reasoning
predominant in the respondent’s answetdpwever, when examining lower scoring
students (n= 16), 81% had a higher Type after cetimgl the AWARE than beforehand
(Figure 7.1). This indicates that completion of ti&ARE improves moral reasoning of
lower scoring individuals and lends support to #rgument that the AWARE may
improve moral reasoning below the post-conventidoeatl. As many veterinary students
in this study, recorded basic ethical reasonindisskihe AWARE could be used as an
educational intervention to help achieve competéma@®nventional level moral reasoning
and an acceptable standard of ethical awareneskallenge remains to develop teaching
tools that enable students to spontaneously produgements at the post-conventional
level in order that they can deal with the compktuations arising in professional

practice.

O Pre-AWARE ® Post-AWARE

Type Indicator

2 6 11 26 43 50 52 58 59 60 68 72 76 77 79 94
Student ID

Figure 7.1: Type indicators before and after comple  ting the AWARE for low scoring students

Low scoring students were students who were Type 1 or 2 on the pre-AWARE DIT (reliant on pre-
conventional moral reasoning)
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7.1.5 Lack of improvement on ethical development me  asures

No improvement in ethical sensitivity as measurgdh® TESS or in moral reasoning as
tested by the DIT was seen after students had aiatpthe AWARE. The TESS failed to
detect an improvement in ethical sensitivity altfjoufeedback showed that students
perceived an improvement in their ability to idéntthical issues. The suboptimal TESS
scores recorded byeterinary students in this study are indicative pmfor ethical
sensitivity, but this is not necessarily the casey were not asked to specifically identify
ethical issues so it may be that they do not vithical issues as of greater importance than
those of a scientific nature and it is perfectlynpoehensible that they would include
scientific answers. Clarkeburn (2000) insists tbassess ethical sensitivity the goal of the
test should not be disclosed to students. In csiitmiher studies have revealed the aim
(Hebert et al., 1990; Myyry & Helkama, 2002). Inetlpresent study, in hindsight,
informing students of the purpose of the test ctwaide produced a more reliable measure
of their ethical sensitivity. By performing a prest, a baseline ability would be recorded
with which to compare post-test results and eveltia impact of the intervention. As it is
the change in score that is of interest rather tharactual scores this negates the need to
conceal the purpose of the test. Wiseman-Orr afidagues (2009) suggested a similar
approach to testing ethical development in veteyistudents by asking them to select the
scenarios that include ethical issues within a @aoigscenarios. The difference with this
approach is that students would be tested on rétmynrather than spontaneous
production of ethical issues; a methodological estéghce that is highlighted in moral
reasoning measures but that has not been considereslation to ethical sensitivity

measures.

Having examined the reflective elements seen ilAWWARES in conjunction with a moral
reasoning scale (Table 7.1), it is possible thatAWARE is developing ethical reasoning
at a level below post-conventional. The DIT wasigle=d to focus on post-conventional
level moral reasoning and not to measure small gggnn moral reasoning at all
developmental levels (Walker, 2002). It may be nreadistic that an exercise designed for
first year students focuses on developing ethieghraness at the conventional level,
especially when there are some students who ayengebn the basic level of pre-
conventional moral reasoning. A previous study arahreasoning in veterinary students
found an increase in moral reasoning following #mcs course based on didactic teaching
and when moral reasoning was measured by the SRl ¢ al., 1993b). The SRM

measures moral reasoning up to the conventionadl lse this may explain why a
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difference was seen. Post-conventional moral reagos based on shared ideals (Walker,
2002). The moral status of animals is not univéysagireed upon, which may make it
more difficult to apply reasoning at the post-cami@nal level to dilemmas involving
animals and therefore, may explain why the AWARH ha impact on that level of moral

reasoning.

Feedback was not given to students on their pedoom on the AWARE during validation
and this is a factor that could have influencedes@n the moral development measures.
Successful programmes where feedback has improvexhl nmeasoning scores have
tailored the feedback to the level achieved by shelent. Reiman & Thies-Sprinthall
(1993) provided “more structured, direct, encounggand less complicated feedback” to
students that showed lower levels of reflectiontheir assignments and students that
appeared to be at a more advanced stage of devehdpmere given “less structured and
more theoretical feedback”. This approach was ssfokin improving moral reasoning
ability. A similar approach has been used as path® dental ethics curriculum at the
University of MinnesotdBebeau, 1993), where students sit the DIT on dwotityie dental
course and are given personalised feedback orethdts, and additionally, if the student
scores below the required level, they are giveneddai help to improve their ethical
reasoning. This approach is one that could be dopithin veterinary curricula in order to
identify students who may require additional supporthis area. In the future, feedback
will be incorporated into the WEAVE programme irder to achieve maximum benefits

from the programme.
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7.2  Moral reasoning abilities in veterinary medicin e

Study population Mean P score +* | Sample 95% confidence
standard deviation size interval

First year veterinary 39.6+12.8 103 37.1-421

students (Cohort 2)

Fourth year 37.6+149 50 33.4-418

veterinary students

Fifth year veterinary 42.0+15.0 15 33.7-50.3

students

Practising 38.2+2.2 38 33.6 -42.7

veterinarians

Academic 43.3+25 27 38.1-485

veterinarians

Table 7.2: Comparison of mean P scores on the DIT-2  of veterinary students and qualified

veterinarians

When comparing DIT P scores for all the groups ewathin this study, there is no
difference in moral reasoning abilities betweenistis at different stages of the veterinary
course or between the average first year veteristugent and the average qualified
veterinarian (Table 7.2). The small sample sizektha relatively wide variances will have
contributed to this but even the lowest scoringdaoac veterinarians in this study, who
will almost all hold doctorates, something thatigected to elevate scores (Rest, 1993),
do not outperform the most advanced first year nreey students. Many qualified
veterinarians will not have received ethics tuitoluring their training as it is a relatively
new addition to the curricula and it is not an ameavhich professional development
opportunities are offered. The major issue of comdeere is that of value based ethics
teaching being carried out by mentors with no greability in ethical reasoning than that
of their studentslt has also been found that medical faculty descubethical behaviour

in terms of character traits rather than providewglence of specific unethical acts (Lowe
et al., 2001) providing further support that clinits understanding of ethics may be
limited to those of one’s moral values rather thapects of cognitive moral development.
This opens up the possibilities of ethical influesdeing less than ideal, as discussed by
Hafferty & Franks (1994), in relation to the hiddaurriculum in medicine. Furthermore, it

suggests that ethics is viewed as being less impthan clinical subjects (Nolan &
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Smith, 1995) as it would be unheard of for studdntde taught clinical subjects by
someone less capable than them. The endorsemetttio$ by faculty is vital in order to
convey it as an important part of professional ttgu@ent (Rhode, 1992), but moreover,
veterinary students would benefit greatly from eshteaching by specialists, ideally in
collaboration with clinical members of staff. Threcommendation is supported by
Tannenbaum (1993) who stated that:

“Veterinary ethics will not, however, become a sesg discipline until

philosophers, legal scholars, and social scienpiaticipate with veterinarians
in the discussion of moral issues relating to afstha

The perceived lack of importance of ethics teactiggstudents is also evident by the
sample sizes achieved for the DIT in this studyl. #tudents that attended an ethics
teaching session in fourth year (assigned for thelevyear group) completed the DIT; the
session had a 57% attendance. Along with the pgocepf ethics, veterinary students’
reluctance to participate in additional tasks tieate no bearing on grades resulted in only
16% re-sitting the DIT in final year, even thoughdents were emailed individually with a
request and offered an incentive. This is a probteat has constrained other studies
looking at moral reasoning; Self and colleaguest fstudy (1991) investigating moral
reasoning abilities in veterinary students alsduided only 16% of the student population
and a longitudinal study on medical students thinotigeir four years of medical school
(USA) struggled to retain participants, with onlg%2 completing the full study (Self &
Olivarez, 1996). To increase participation, testasgpart of a formative assessment could

be introduced to provide larger, more represergaamples.

The finding that graduating veterinary students qudlified veterinarians are not as well
developed morally as might ordinarily be expectedaaresult of completing a degree
(Rest, 1993)nay be representative of a larger area of influghae solely the impact of
veterinary educationClarkeburn (2000) in her doctoral thesis on develpmn ethics
curriculum for life science students proposes thatersities have become more about
training than education, that they do not provide optimal environment for students to
develop morally and that ethics teaching may nailide to counteract this. The students in
her study scored relatively low on the DIT (P scorean = 31.7) and she thinks that this
may be representative of a trend in young adulteaent years in the UK. This idea is
supported by the results of several studies onestgdon professional degree courses
where the mean moral reasoning scores found weeetlean those of the DIT norms
created in the early 1990s (Chaves, 2000; Latif & 2004; Gallagher, 2011), and that
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the public sample in this study, although more higdducated than average, had a mean
score lower than the DIT norm generated for theegdradult population (USA). Thus, the
failure of education to improve moral reasoning mayt be a problem confined to
veterinary medicine. Furthermorglay (2011) points out that there seems to have lbeen
shift in professions from a responsibility to sdgieo one of self-interest. If this is the case
then this could explain the lack of increase inresmn a test where moral ideals are based
on a justice concept of morality (fairness for.als self-interest is represented by pre-
conventional level reasoning, it may also explaive treliance by some qualified
veterinarians on this simplistic level of reasonitigin the 20 years since the DIT norms
were created, there has been a general declineoial measoning abilities of university
students and professionals then there is even nem@ to provide training opportunities to

develop these skKills.

7.3  Study limitations

7.3.1 Limitations of standardised measures

The standardised tests available with whiclevaluate the effectiveness of the AWARE
and levels of ethical reasoning, were limited taswes from outwith veterinary medicine
and therefore the scenarios were not veterinapo(at that has been raised in previous
chapters), and as a result, the tests may notayivee indication of how students would
reason in veterinary situations. Both the TESStaedDIT had several limitations that are
outlined in Chapters 2 and 4, including the TES&k of validation and that the scenarios
in the DIT arebased on social issues rather than veterinary mnahbased scenarios.
Additionally, the DIT was designed to concentratetbe adoption of post-conventional
level reasoning so is less sensitive to changé&siar levels of moral reasoning than other
measures such as the SRM-SF. The decision to centising the DIT and reject the
SRM-SF after piloting both measures (Chapter 2) wapart because of the ease of
marking the DIT compared to the SRM-SF. As welbasg time-consuming to assess, to
ensure the reliability of the SRM-SF results tha rotocols should be marked by at least
two raters. However, they were only marked by oees@n as appeals for a second were
not successful. Thus, the inter-rater reliabilifytioe results could not be confirmed and
these results should be considered with caution.
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7.3.2 Student motivation

Relying on students as subjects has its riskshexe is no control over their participation
in the tasks. The irrelevance of the DIT socialéssto veterinary work likely affected
students’ motivation to take the test. Howeveminfing students of the purpose of the test
could have created a bias known as the Hawthorfecte{Adair, 1984) whereby
respondents alter their behaviour because they kheware being tested and may try to
answer in what they think is the ‘correct’ way matthan providing their true thoughts.
The issue of students being ‘over-questionnaireds &lso raised by faculty during this
project and if this is the case then that couldlléa resistancdgowards surveys or
participating in scientific research. In hindsigasking for a smaller number of interested
volunteers to complete the post-DIT, who were mwiléng to complete the task, could
have given a more accurate representation of tiaests’ abilities. Although the DIT is
designed to purge respondents that select the nemstatements (Rest, 1993) it cannot
differentiate between students who purposely pisipBstic reasons because they think it
is amusing (something intimated to the researchdellow students) and those that picked

them because they think they are important reasons.

Moreover, many other results reported in this these based on students’ perceptions
(welfare issues, veterinarians’ professionalisradfeack on ability) and although they lend
important information to the results, they were abte to be substantiated by outcome
measures. Feedback is commonly used to assesdiedataterventions (Tysinger et al.,

1997; Dyson, 2003; Adams & Ladner, 2004; Brandt &d8nan, 2006) because it is the
most accessible way of attaining results on comscémt would be complex to evaluate
empirically (e.g. whether ability to respect otpeople’s viewpoints had improved) and its

limitations are well recognised.

7.3.3 Sample sizes and statistical limitations

Aside from the limits of the measures used to assewal reasoning, the small sample of
fifth year students that completed the DIT-2, andrefewer who completed it both in
fourth and fifth year, limit the inferences thatnche drawn from these results. The

feedback surveys were also completed by small nisndifestudents which may not have
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been representative of the group as a whole. Athouappears that veterinary education
at the University of Glasgow does not improve maedsoning scores, this result may
have been different with a larger, more represamtatample. A further limiting factor is
that the cross-sectional comparison does not atdounohort differences and therefore to
fully investigate the impact of veterinary educatan moral reasoning the same students
that were tested in first year (cohort 2) shouldtdsted at the end of their fifth year (in
2015).

It must be noted that the results in Chapters @&)@84 of this thesis are based on students
at one Scottish University. In a paper on moramghoduring medical training, Andre
(1992) states that institutions shape perceptind,there may be particular characteristics
of students at this University that would not bersen students elsewhere. The diversity of
the cohorts within the veterinary student populatad the University of Glasgow was
much greater than was anticipated at the outseheais is a relatively high proportion of
North American graduates and others blending wiitidB school leavers. This resulted in
students with a wide range of experience, both ltacademia and within, and this likely
contributed to variation in engagement and moralsoeaing scores. Such diversity in
ethical development may not have been seen in erinaty population with a more
traditional intake (such as the cohort from thevdnsity of Bristol described in Chapter
5).

A large number of independent variables could Hasen tested in students with such a
variety of experiences and backgrounds; those dedosuch as gender, degree, upbringing
and nationality were chosen as the most likelydiacto impact engagement with an
educational tool and the level of ethical developm®ue to the gender bias inherent in
veterinary courses, a much lower number of male® @gailable for study than females.
After data collection, it became apparent that saraggories were unbalanced (e.g.

students raised on a farm) and impeded meaningftistical comparisons.

Had an improvement in scores of moral developmestistbeen seen, due to the quasi-
experimental design (this is where the experimectan control who is part of the
experiment but cannot control exposure (Goldie lgt 2001)), the conclusions drawn
would have been limited. This is because although goal was to test whether the
AWARE had any impact on moral reasoning scoreseiperimenter had no control over
what other factors students were exposed to owecdlirse of the experiment that could

have influenced scores.
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7.3.4 Qualitative analysis

The qualitative analysis leant weight to the resbl directly analysing the content of the
reflections. However, the content validation insthstudy was based mainly on the
interpretation of one researcher. Nodes and thefiniions were checked and discussed
with two other researchers but the coding itsel$ warried out by the primary researcher.
To strengthen the robustness of the findings, dratar reliability could be calculated by
asking another researcher to code a sample of dfiections using the nodes and

definitions provided. This was not done due to latktaff time.

Focus groups were organised to give students aartyppty to discuss their experiences
on PC-EMS. Discussing their own experiences andnisg to others expands students’
awareness of others’ moral reactions (Ohman & Ostr2808). The focus groups were
poorly attended and the students were hesitanpeaksup resulting in little free-flowing
discussion between students. The inexperience eoffatilitator in the second round of
focus groups (2011) also contributed to the lackdifitional information gained from this
source. Success of courses based around grousises are very much dependent on the
ability of the facilitator (Clarkeburn, 2000). Piding experienced facilitators and making
a post PC-EMS discussion compulsory across the gi@ap may result in greater gains

being made in relation to ethical development.

The material collected in Chapter 5 was not avélaintil late in the project and therefore
there was no time to qualitatively analyse the temitcontent. The results therefore were
based on students’ perceptions of veterinarian®reE and a critique of the frameworks
used. If more time had been available, qualitaawalysis of the ROPEs and further
analysis of the AWAREs would have been carriedtowdscertain the levels of reflection
and the ethical content present within them. Evalnaof the RCVS’s guiding principles
(RCVS, 2010a) also depended on the student saje&tievant principles to discuss, i.e. in
the majority of cases they did not include an asialpf each principle but a selection of
them. Therefore, principles that appeared to haen breached most often may have been

easier for students to evaluate than others.
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7.4  Conclusions and recommendations for improving

ethical development in veterinary medicine

The AWARE, the ROPE and WEAVE provide much needéudice learning tools
specifically designed for veterinary medicine. Madidation carried out within this study
shows that these tools have value in improvingcathawareness but further educational
interventions focusing on ethics may be requiredsé® sizeable improvements in
veterinary students’ ethical development. The ohiiiion of one guided reflective
exercise focusing on the ethics of animal welfaseies was not sufficient to impact ethical
development at the post-conventional level. Itasgible that had more students engaged
in the focus groups that improvements in moral oeasy would have been seen.
Therefore, more time-consuming approaches suchraag gliscussions with experienced
facilitators may be required in order to achievepiavement in this aspect of moral
development. Nevertheless, the AWARE improved tki@cal content of post EMS
reports, raised students’ awareness of ethicsneghrds to animal welfare issues and was

viewed positively by students.

As a result of the research carried out in thishgtspecific suggestions for improvements

in ethics education in veterinary medicine are:

= Introduction of reflective tools along with additi@l interventions to improve
ethical abilities

» Introduction of ethics teaching at an early stafgdn@® course and continuation of it
throughout the curriculum using a variety of teagh@pproaches

= Development of ethics Continuing Professional Depaient (CPD) for practising
veterinarians

= Development of veterinary specific measures forattarising moral development

7.4.1 Introducing ethics teaching at an early stage

The majority of UK veterinary students enter theevieary course directly from high

school and unlike students from North America thdeynot have to do an undergraduate
degree prior. Consequently, on average, UK studargsyounger and enter veterinary
education at an earlier stage of moral developmiéns means that they are likely to have

to undergo more extensive development over the samee period to achieve advanced
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levels of ethical reasoning. By introducing ethteaching early in the curriculum this
gives students the best possible chance of attpthin desired competencies by the end of

their fifth year.

Another advantage of improving students’ awarewnégshical issues early in the course is
that they may be less influenced by unethical prestduring EMS and by enculturation of
professional training. Several studies found thatall ethics intervention in first year had
benefits that stayed with students for the remairdeheir course (Hebert et al., 1992;
Self & Olivarez, 1996; Goldie et al., 2002). It @lsaises the profile of ethics as an
important part of their professional developmerdcuising on personal experiences, for
example animal welfare incidents withessed on PCSENEIps to convey to students the
relevance of ethics to their own situation rathemt a topic external to them or that they
have to deal with only in later years. Discussiagheother’s experiences in small groups
and then asking students to report back on somelseé& experience is likely to heighten

awareness of ethical perspectives that they haveamsidered previously.

7.4.2 Development of Continuing Professional Develo  pment in
veterinary ethics

The levels of engagement in pre-clinical and cahstudents were similar indicating that
the AWARE would be suitable for qualified veterii@as with varying levels of reflective
ability as well. Competencies relating to reflentimow form part of the RCVS’s
Professional Code of Conduct (RCVS, 2012) and laeectore, a required skill set for all
members of the profession. In particular, they expected to reflect upon performance,
any unexpected critical events and upon commupoicatiwith colleagues and clients
(matters on which, reflection is encouraged by BR@PE), with a view to making
appropriate changes to practice (Section 6.2, RQM®?2). The AWARE provides a
simple, structured reflective tool that centrestie ethical basis of cases, which could
easily be adopted into Professional DevelopmennsPland Continuing Professional

Development (CPD) portfolios of practising veteriaas.

Although reflection is becoming more frequently disen veterinary curricula, little
research has gone into investigating the learnieigefits of engaging students in such
activity. There are a plethora of papers describihg use of reflection in various

professions for a variety of reasons but therefaner papers that have investigated the
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impacts of reflection on the competency of pramtiéirs (Crenshaw, 2012; Mamede et al.,
2012). More work needs to be done to investigate ¢fffect of reflection on the
competence of veterinarians as practitioners. Aghdri moral reasoning scores should
correlate with enhanced competence in decisionimgakmeasuring the impact of
reflection on practising veterinarians’ moral rea@sg levels would be one way to examine
this.

Aside from including reflection in professional @apment, the finding that practising
veterinarians score no higher than the public ststef moral reasoning supports the need
for training in ethical decision making given thehieal demands of their role. This is
particularly important for those veterinarians wieel that they regularly face stressful
ethical dilemmas and those without formal trainingethics (Batchelor & McKeegan,
2012). Veterinarians should also be given the dppdres within practices to explore
difficult situations they have faced with colleagues this may increase their confidence in
decision making (Morgan & McDonald, 2007).

7.4.3 Development of veterinary measures of moral
development

To accurately measure ethical development of vedeans and veterinary students in
practice-specific dilemmas, it is imperative thaterinary specific tools are developed.
Tools to measure all four components of Rest’s 8)98orality model have been created
for dentistry (Bebeau, 1993). Similar research dedelopment would greatly benefit the

veterinary field.

The incidents described in the AWARESs provide daathe types of ethical incidents
students face on PC-EMS. This data could be us#griothe basis of scenarios for ethical
development tests specific to veterinarians. Tloedents identified by students could be
used in the formation of vignettes for an ethicahstivity test, and additionally, they
could be used as the basis of scenarios in a matgrspecific moral reasoning measure
similar to the DIT. In a recognition measure, stitdearguments for and against actions
could be used to contribute to the generationaiestents that respondents are required to
choose from. To attain a full range of argumenwif&rent moral reasoning levels, people
of different levels of expertise would need to beaged (Wiseman-Orr et al., 2009).

Further scenarios could be sourced from practisieggrinarians in different types of
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practice. Scenarios would involve animals of ddéfer species and utility, and would
include many different ethical conflicts faced ieterinary practice. Reasoned statements
would take into account impacts on different partissues concerning rights and duties
towards different parties, legal obligations andf@ssional norms as well as including
arguments from the perspective of the patientctlent and the veterinarian. Arguments
and scenarios would be validated by a number oergpand once the tool had been
validated a score that indicates a ‘Day 1 compsgtecould be decided upon. The tool
could then be used to assess the effectivenesst@inary teaching as well as an indicator

of abilities within the profession.
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Appendices

Appendix Al: 3-story Defining Issues Test - 1

The stories presented to students completing tbet-&brm of the DIT are given below

(for the full DIT instruction and answer sheets Appendix A3).

Here is the first story for your consideration. Read the story and then turn to the separate
answer sheet to mark your responses. After filling in the four most important items for the story,
return to this booklet to read the next story. Please remember to fill in the circle completely, make
dark marks, and completely erase all corrections.

HEINZ AND THE DRUG

In Europe a woman was near death from a special kind of cancer. There was one drug
that doctors thought might save her. It was a form of radium that a druggist in the same town had
recently discovered. The drug was expensive to make, but the druggist was charging ten times
what the drug cost to make. He paid $200 for the radium and charged $2,000 for a small dose of
the drug. The sick woman’s husband, Heinz, went to everyone he knew to borrow the money, but
he could only get together about $1,000, which is half of what it cost. He told the druggist that his
wife was dying, and asked him to sell it cheaper or let him pay later. But the druggist said, “No, I
discovered the drug and I’m going to make money from it.” So Heinz got desperate and began to
think about breaking into the man’s store to steal the drug for his wife. Should Heinz steal the
drug?

ESCAPED PRISONER

A man had been sentenced to prison for 10 years. After one year, however, he escaped
from prison, moved to a new area of the country, and took on the name of Thompson. For eight
years he worked hard, and gradually he saved enough money to buy his own business. He was
fair to his customers, gave his employees top wages, and gave most of his own profits to charity.
Then one day, Mrs. Jones, an old neighbor, recognized him as the man who had escaped from
prison eight years before, and whom the police had been looking for. Should Mrs. Jones report
Mr. Thompson to the police and have him sent back to prison?

NEWSPAPER

Fred, a senior in high school, wanted to publish a mimeographed newspaper for students
so that he could express many of his opinions. He wanted to speak out against the use of the
military in international disputes and to speak out against some of the school’s rules, like the rule
forbidding boys to wear long hair.

When Fred started his newspaper, he asked his principal for permission. The principal
said it would be all right if before every publication Fred would turn in all his articles for the
principal’s approval. Fred agreed and turned in several articles for approval. The principal
approved all of them and Fred published two issues of the paper in the next two weeks.

But the principal had not expected that Fred’s newspaper would receive so much
attention. Students were so excited by the paper that they began to organize protests against the
hair regulation and other school rules. Angry parents objected to Fred’s opinions. They phoned
the principal telling him that the newspaper was unpatriotic and should not be published. As a
result of the rising excitement, the principal ordered Fred to stop publishing. He gave as a reason
that Fred’s activities were disruptive to the operation of the school. Should the principal stop the
newspaper?
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Appendix A2: Sociomoral Reflection Measure — Short
Form

1. Think about when you've made a promise to anftief yours. How important is it for
people to keep promises, if they can, to friends?
Circle one:  very important important not impottan

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?

2. What about keeping a promise to anyone? How iitapbis it for people to keep

promises, if they can, even to someone they hammatbyv?

Circle one:  very important important not impaoitta

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?

3. How about keeping a promise to a child? How irtgod is it for parents to keep
promises, if they can, to their children?
Circle one:  very important important not impaoitta

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?




4. How important is it to tell the truth?

272

Circle one:  very important important not impaoitta

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?

5. How important is it to help one’s parents?

Circle one:  very important important not impaoitta

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?

6. How important is it to save a friend’s life?

Circle one:  very important important not impaoita

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT

(WHICHEVER ONE YOU CIRCLED)?
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7. What about saving the life of anyone? How imgatrts it for a person (without losing
his or her own life) to save the life of a strariyer
Circle one:  very important important not impaoitta

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?

8. How important is it for a person to live evethét person doesn’t want to?

Circle one:  very important important not impaoitta

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?

9. How important is it for people not to take trsrtpat belong to other people?

Circle one:  very important important not impaoitta

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?
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10. How important is it for people to obey the law?

Circle one:  very important important not impaoita

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?

11. How important is it for judges to send peoplewereak the law to jail?

Circle one:  very important important not impaoitta

WHY IS THAT VERY IMPORTANT/IMPORTANT/NOT IMPORTANT
(WHICHEVER ONE YOU CIRCLED)?

THANK YOU FOR COMPLETING THE QUESTIONNAIRE
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Appendix A3: Defining Issues Test - 2

DIT-2 -
Defining Issues Test

Version 3.1
University of Minnesota Copyright, James Rest & Darcia Narvaez
University of Alabama All Rights Reserved, 1998

Center for the Study of Ethical Development

Instructions

This questionnaire is concerned with how you define the issues in a social
problem. Several stories about social problems will be described. After each story, there
will be a list of questions. The questions that follow each story represent different issues
that might be raised by the problem. In other words, the questions / issues raise different
ways of judging what is important in making a decision about the social problem. You
will be asked to rate and rank the questions in terms of how important each one seems to
you.

This questionnaire is in two parts: one part contains the INSTRUCTIONS (this
part) and the stories presenting the social problems; the other part contains the questions
(issues) and the ANSWER SHEET on which to write your responses.

Here is an example of the task:

Presidential Election

Imagine that you are about to vote for a candidate for the Presidency of the United
States. Imagine that before you vote, you are given several questions, and asked which
issue is the most important to you in making up your mind about which candidate to vote
for. In this example, 5 items are given. On a rating scale of 1 to 5 (1=Great, 2=Much,
3=Some, 4=Little, 5=No) please rate the importance of the item (issue) by filling in with
a pencil one of the bubbles on the answer sheet by each item.
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Assume that you thought that item #1 (below) was of great importance, item #2
had some importance, item #3 had no importance, item #4 had much importance, and
item #5 had much importance. Then you would fill in the bubbles on the answer sheet as
shown below.

©@ © © © @ GREAT

5 w 9

=) § E O Rate the following 12 issues in terms of importance (1-5)

= % 4 Z

®0® ® 6 LF inancially are you personally better off now than you were four years ago?

@ @ @ ® 2. Does one candidate have a superior moral character?

® ® @ @ 3. Which candidate stands the tallest?

® ® @ ® 4 Which candidate would make the best world leader?

® ® @ (@ 5 Whichcandidate has the best ideas for our country’s internal problems, like crime

and health care?

Further, the questionnaire will ask you to rank the questions in terms of importance. In
the space below, the numbers 1 through 12, represent the item number. From top to bottom, you
are asked to fill in the bubble that represents the item in first importance (of those given you to
choose from), then second most important, third most important, and fourth most important.
Please indicate your top four choices. You might fill out this part, as follows:

Rank which issue is the most important (item number).
Most important item Q0OOO®OO®O@®®®@ Third most important OREOGGOODEO®D®

Second most important ®@QP@@EODE®@®®® Fourth most important O @O®GEODEOODH®D

Note that some of the items may seem irrelevant to you (as in item #3) or not make sense
to you—in that case, rate the item as “No” importance and do not rank the item. Note that in the
stories that follow, there will be 12 items for each story, not five. Please make sure to consider all
12 items (questions) that are printed after each story.

In addition you will be asked to state your preference for what action to take in the story.
After the story, you will be asked to indicate the action you favor on a three-point scale (1 =
strongly favor some action, 2 = can’t decide, 3 = strongly oppose that action).

In short, read the story from this booklet, and then fill out your answers on the answer
sheet. Please use a #2 pencil. If you change your mind about a response, erase the pencil mark
cleanly and enter your new response.

[Notice the second part of this questionnaire, the Answer Sheet. The Identification
Number at the top of the answer sheet may already be filled in when you receive your materials.
If not, you will receive instructions about how to fill in the number. If you have questions about
the procedure, please ask now.

Please turn now to the Answer Sheet.]

2
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Famine— (Story #1)

The small village in northern India has experienced shortages of food before, but
this year’s famine is worse than ever. Some families are even trying to feed themselves
by making soup from tree bark. Mustaq Singh’s family is near starvation. He has heard
that a rich man in his village has supplies of food stored away and is hoarding food while
its price goes higher so that he can sell the food later at a huge profit. Mustaq is desperate
and thinks about stealing some food from the rich man’s warehouse. The small amount of
food that he needs for his family probably wouldn’t even be missed.

[If at any time you would like to reread a story or the instructions, feel free to do so. Now
turn to the Answer Sheet, go to the 12 issues and rate and rank them in terms of how
important each issue seems to you.|

Reporter— (Story #2)

Molly Dayton has been a news reporter for the Gazette newspaper for over a
decade. Almost by accident, she learned that one of the candidates for Lieutenant
Governor for her state, Grover Thompson, had been arrested for shop-lifting 20 years
earlier. Reporter Dayton found out that early in his life, Candidate Thompson had
undergone a confused period and done things he later regretted, actions which would be
very out-of-character now. His shop-lifting had been a minor offense and charges had
been dropped by the department store. Thompson has not only straightened himself out
since then, but built a distinguished record in helping many people and in leading
constructive community projects. Now, Reporter Dayton regards Thompson as the best
candidate in the field and likely to go on to important leadership positions in the state.
Reporter Dayton wonders whether or not she should write the story about Thompson’s
earlier troubles because in the upcoming close and heated election, she fears that such a
news story could wreck Thompson’s chance to win.

[Now turn to the Answer Sheet, go to the 12 issues for this story, rate and rank them in
terms of how important each issue seems to you.]



School Board— (Story #3)

Mr. Grant has been elected to the School Board District 190 and was chosen to be
Chairman. The district is bitterly divided over the closing of one of the high schools. One of the
high schools has to be closed for financial reasons, but there is no agreement over which school to
close. During his election to the school board, Mr. Grant had proposed a series of “Open
Meetings” in which members of the community could voice their opinions. He hoped that
dialogue would make the community realize the necessity of closing one high school. Also he
hoped that through open discussion, the difficulty of the decision would be appreciated, and that
the community would ultimately support the school board decision. The first Open Meeting was a
disaster. Passionate speeches dominated the microphones and threatened violence. The meeting
barely closed without fist-fights. Later in the week, school board members received threatening
phone calls. Mr. Grant wonders if he ought to call off the next Open Meeting.

[Now turn to the Answer Sheet, go to the 12 issues for this story, rate and rank them in terms of
how important each issue seems to you.]

Cancer— (Story #4)

Mrs. Bennett is 62 years old, and in the last phases of colon cancer. She is in terrible pain
and asks the doctor to give her more pain-killer medicine. The doctor has given her the maximum
safe dose already and is reluctant to increase the dosage because it would probably hasten her
death. In a clear and rational mental state, Mrs. Bennett says that she realizes this; but she wants
to end her suffering even if it means ending her life. Should the doctor give her an increased
dosage?

[Now turn to the Answer Sheet, go to the 12 issues for this story, rate and rank them in terms of
how important each issue seems to you.]

Demonstration — (Story #5)

Political and economic instability in a South American country prompted the President of
the United States to send troops to “police” the area. Students at many campuses in the U.S.A.
have protested that the United States is using its military might for economic advantage. There is
widespread suspicion that big oil multinational companies are pressuring the President to
safeguard a cheap oil supply even if it means loss of life. Students at one campus took to the
streets, in demonstrations, tying up traffic and stopping regular business in the town. The
president of the university demanded that the students stop their illegal demonstrations. Students
then took over the college’s administration building, completely paralyzing the college. Are the
students right to demonstrate in these ways?

[Now turn to the Answer Sheet, go to the 12 issues for this story, rate and rank them in terms of
how important each issue seems to you.]

278
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DIT-2 Answer Sheet e UnaER E
University of Minnesota OJOlOIOIOIOIOIOIONO
Copyright, James Rest and Darcia Narvaez % 8 % % 8 % % % %
All Rights Reserved, 1998 (0]0]0l610]616161010)

Please read story #1 in the INSTRUCTIONS booklet.

Famine -- (Story #1)

What should Mustaq Singh do? Do you favor the action of taking the food? (Mark one.)
(@ Should take the food (@ Can'tdecide (@ Should not take the food

& &

TSR
ESES S Rate the following 12 issues in terms of importance (1-5)
O@E@®®G 1. Is Mustaq Singh courageous enough to risk getting caught for stealing?
O@®@®E 2. Isn'titonly natural for a loving father to care so much for his family that he would steal?
D@ @G 3. Shouldn't the community's laws be upheld?
O@®@®E 4. Does Mustaq Singh know a good recipe for preparing soup from tree bark?
D@ @®®G 5. Does the rich man have any legal right to store food when other people are starving?
O@E@E®E 6. Isthe motive of Mustaq Singh to steal for himself or to steal for his family?
O@®@®E® 7. What values are going to be the basis for social cooperation?
O@E @G 8. Isthe epitome of eating reconcilable with the culpability of stealing?
O@RE@®®G 9. Does the rich man deserve to be robbed for being so greedy?

O@E@ @@ 10. Isn't private property an institution to enable the rich to exploit the poor?

O @G 11. Would stealing bring about more total good for everybody concerned or wouldn't it?

D@ @G 12. Are laws getting in the way of the most basic claim of any member of a society?

Rank which issue is the most important (item number).

Most important item 0]0]0]10I0I0IvICIoITIOIC) Third mostimportant W@ OEOE®OEE@®® @
Second most important Q@@ OEEOE® ® MG Fourth most important Q@@ OEEOE® M@

Now please return to the Instructions booklet for the next story.

Reporter -- (Story #2)
Do you favor the action of reporting the story? (Mark one.)
(@ Should report the story (2 Can'tdecide (@ Should not report the story

A &

SR
ELLSE Rate the following 12 issues in terms of importance (1-5)
Q@@ @E®E 1. Doesn't the public have a right to know all the facts about all the candidates for office?
O@@®@®E 2. Would publishing the story help Reporter Dayton's reputation for investigative reporting?
O@E®®G 3. If Dayton doesn't publish the story wouldn't another reporter get the story anyway and get the credit for

investigative reporting?

O@E®E® 4. Since voting is such a joke anyway, does it make any difference what reporter Dayton does?
@O@®@E® 5. Hasn't Thompson shown in the past 20 years that he is a better person than his earlier days as a shop-lifter?
O@E®® 6. What would best serve society?
D@ @®E 7. Itthe story is true, how can it be wrong to report it?
O@E®® 8. How could reporter Dayton be so cruel and heartless as to report the damaging story about candidate

Thompson?

O@E @G 9. Does the right of "habeas corpus" apply in this case?

O@E®® 10. Would the election process be more fair with or without reporting the story?

O@E®® 11. Should reporter Dayton treat all candidates for office in the same way by reporting everything she learns
about them, good and bad?

O@@@®® 12. Isn'titareporter's duty to report all the news regardless of the circumstances?

Rank which issue is the most important (item number).

Most important item ORROEEEOEEP®H® Third most important Q@@ @EEODEE® O ®

Second most important Q@A OEOE®®E® @M ® Fourth most important O@QPO®EEOE®O®H @

Now please return to the Instructions booklet for the next story.

PLEASE DO NOT WRITE IN THIS AREA

@ I I [efel [ [ofel [ [of [o] I [ | | [ele]0l6@) 1027278
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School Board -- (Story #3)

Do you favor calling off the next Open Meeting?
(@ Should call off the next open meeting (@ Can'tdecide (@ Should have the next open meeting

FS§E
LSS  Rate the following 12 issues in terms of importance (1-5)
O@®®®G 1. Is Mr. Grant required by law to have Open Meetings on major school board decisions?

OE@®@®E®G 2. Would Mr. Grant be breaking his election campaign promises to the community by discontinuing the Open
Meetings?

O@®®® 3. Would the community be even angrier with Mr. Grant if he stopped the Open Meetings?

O@®@®EG 4. Would the change in plans prevent scientific assessment?

O@®@®E® 5. If the school board is threatened, does the chairman have the legal authority to protect the Board by making
decisions in closed meetings?

O@®®® 6. Would the community regard Mr. Grant as a coward if he stopped the open meetings?

O@®®@E® 7. Does Mr. Grant have another procedure in mind for ensuring that divergent views are heard?

O@®@E® 8. Does Mr. Grant have the authority to expel troublemakers from the meetings or prevent them from making
long speeches?

O@®@®E® 9. Are some people deliberately undermining the school board process by playing some sort of power game?

O@® @G 10. What effect would stopping the discussion have on the community's ability to handle controversial issues
in the future?

O@®@® 11. Is the trouble coming from only a few hotheads, and is the community in general really fair-minded and
democratic?

O@E@®® 12. Whatis the likelihood that a good decision could be made without open discussion from the community?

Rank which issue is the most important (item number).

Most important item OROOEEOE®E®H® Third mostimportant O@EPEO®EAEOE O ®®@®

Second mostimportant W@ @®EEOE®E®H @ Fourth most important Q@@ OO E®E@®H @

Now please veturn to the Instructions booklet for the next story.

Cancer -- (Story #4)
Do you favor the action of giving more medicine?
@ Should give Mrs. Bennett an increased dosage to make her die (2 Can't decide () Should not give her an increased dosage

L3 &

TSR
LS E Rate the following 12 issues in terms of importance (1-5)
O@®@®G 1. Isn't the doctor obligated by the same laws as everybody else if giving an overdose would be the same as

killing her?

O@®@®E 2. Wouldn't society be better off without so many laws about what doctors can and cannot do?
O@®®®G 3. If Mrs. Bennett dies, would the doctor be legally responsible for malpractice?
OE@®@®E® 4. Does the family of Mrs. Bennett agree that she should get more painkiller medicine?
O@E @G 5. Is the painkiller medicine an active heliotropic drug?
O@@@E 6. Does the state have the right to force continued existence on those who don't want to live?
O@@®@®E 7. Is helping to end another's life ever a responsible act of cooperation?
O@®®® 8. Would the doctor show more sympathy for Mrs. Bennett by giving the medicine or not?
O@E®®E 9. Wouldn't the doctor feel guilty from giving Mrs. Bennett so much drug that she died?

O@@ @G 10. Should only God decide when a person's life should end?
Q@ ®@® 11. Shouldn't society protect everyone against being killed?
O @E®@E® 12. Where should society draw the line between protecting life and allowing someone to die if the person

wants to?
Rank which issue is the most important (item number).
Most important item OOOOEEOEE®H® Third mostimportant O @EP@EEO®OE®® ® M @
Second most important W@ E@@EE O ®® O ® ® Fourth most important Q@@ OO E®® H®

Now please return to the Instructions booklet for the next story.

PLEASE DO NOT WRITE IN THIS AREA




Demonstration -- (Story #5)

Do you favor the action of demonstrating in this way?
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(® Should continue demonstrating in these ways (@ Can'tdecide ~ (® Should not continue demonstrating in these ways

Ly &

TSR . . .
ESEOSE Rate the following 12 issues in terms of importance (1-5)
@OE@® @G 1. Do the students have any right to take over property that doesn't belong to them?
O@@®@®G 2. Do the students realize that they might be arrested and fined, and even expelled from schooi?
O@@®@E 3. Are the students serious about their cause or are they doing it just for fun?
O@E®G 4. If the university president is soft on students this time, will it lead to more disorder?
O@E@®E 5. Will the public blame all students for the actions of a few student demonstrators?
O@®@E®G 6. Are the authorities to blame by giving in to the greed of the multinational oil companies?
O@E@@E 7. Why should a few people like Presidents and business leaders have more power than ordinary people?
MO@E®®E®E 8. Does this student demonstration bring about more or less good in the long run to all people?
OE@E®@E 9. Can the students justify their civil disobedience?

OE@E®@® 10. Shouldn't the authorities be respected by students?

O G @® 11. Is taking over a building consistent with principles of justice?
O@ @G 12. Isn'tit everyone's duty to obey the law, whether one likes it or not?
Rank which issue is the most important (item number).

Most important item [0]0]60]1016I0I0I0IOILIPIE) Third mostimportant Q@ PO EOE® ®M @
Second most important Q@@ @®EEOE@®@H ® Fourth most important Q@@ @O ®H ®

Please provide the following information about yourself:

1. Agein 2. Sex (markone): O Male (O Female
years:

3. Level of Education (mark highest level of formal education attained, if you are currently working at
that level [e.g., Freshman in college] or if you have completed that level [e.g., if you finished your
Freshman year but have gone on no further].)

O Grade 1106

QO Grade 7, 8,9

QO Grade 10, 11,12

(O Vocational/technical school (without a bachelor's degree) {e.g., Auto mechanic, beauty school, real estate,
secretary, 2-year nursing program).

QO Junior college (e.g., 2-year college, community college, Associate Arts degree)

QO Freshman in college in bachelor degree program.

(O Sophomore in college in bachelor degree program.

QO Junior in college in bachelor degree program.

QO Senior in college in bachelor degree program.

EEQPOEEEOO |
EERACOOOERE

QO Professional degree (Practitioner degree beyond bachelor's degree) (e.g., M.D., M.B.A., Bachelor of Divinity,

D.D.S. in Dentistry, J.D. in law, Masters of Arts in teaching, Masters of Education [in teaching], Doctor of
Psychology, Nursing degree along with 4-year Bachelor's degree)

(O Masters degree (in academic graduate schoot)

QO Doctoral degree (in academic graduate school, e.g., Ph.D. or Ed.D.)

O Other Formal Education. (Please describe:

4. In terms of your political views, how would 5. Are you a citizen of the U.S.A.?
you characterize yourself (mark one)? QO Yes O No
QO Very Liberal
O Somewhat Liberal 6. Is English your primary language?
O Neither Liberal nor Conservative O Yes O No

(O Somewnhat Conservative
QO Very Conservative

Thank You.

PLEASE DO NOT WRITE IN THIS AREA




Appendix A4: Example of a scored SRM-SF test protoc

SRM-SF Rating Form

Code #: @AOVLSSE SRMS: 3 (4
Rater: (/D Global Stage: 3(‘#\
Date: lo[ T Moral Type B: Fundamental Valuing ©
Balancing {
Conscience O
Number of Moral Type B Components {
Question Highest Aspect Comments (e.g. Moral Type B
Developmental | Citations components, marginal score, rules
Level applied)
1. Contract: G4 \o Raonciny
Friends L\’ AN VESERCY 0/ LAlerr g o neRACE ~
2.Contract: - 3/6.%> ' '
Anyone 3 5 21l
3. Contract: 3/6. 8¢
Children 35
4, Truth } 3/6-1d
3.5
5. Affiliation: 2y
Parents L o, U
6. Affiliation: - AN o, ad\ly rovie 5o 2 5
Friends 25 e Bl 2
7. Life:
Stranger u
8. Life: 3762
Self 3 §
9. Property L? L\
3.1 69\ana/\3
10. Law i Lo
('k 3;42 b
11. Legal Justice 3 /AN SeUenhy o Ores
: Yy

. W
N \o-“s.u

S - 3(©

Space for calculations
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Appendix B1: Prototype of the AWARE

This exercise is for use following EMS on cattle, s  heep and horse units. It aims to provide you
with an enhanced learning experience from your EMS placement through encouraging you to
reflect on your own experience in a structured way. The exercise should be completed within 2
weeks of finishing your EMS placement. Please compl  ete all sections.

Reminder of Ethical Theories
There are 3 main ethical theories that are reletmtttis exercise — Contractarianism, Utilitarian
and Animal Rights.

TheContractarian view is that morality is based on mutual agreesméetween people and that this

mutual cooperation is in all our interests. As aalBncannot make agreements, they have no 1
status. Their view is that animals’ moral statusyamatters when there is an effect on hum
Possible statements of a Contractarian viewpointidvbe:

“Zoos allow us to enjoy the experience of seeinigl @nimals close up.”

“Animal testing is necessary to protect human healt

The Utilitarian view is that morality is about balancing harms aedefits. They aim to act in org
to achieve ‘the greatest good for the greatest mumctivities which have an adverse impact on
well-being of animals may be justified if they letida net increase in welfare (for humans or g
animals). This viewpoint considers welfare conseges for animals as well as potential benefits
humans. Typical statements of a Ultilitarian viewpaevould be:

“As long as zoos provide enriched enclosures ferahimals, they have great educational value.”
“Animal testing for vital medicine is acceptablelasg as animal suffering is kept to a minimum.”

The Animal Rights view is that animals have moral rights and thatehare fixed ethical rules th
place limits on the treatment of animals. This nsetlrere are certain things we should not do f
animal whatever the circumstances. For examplg;, doenot believe it is right to kill animals f
meat. Their view is that we have a duty to proiadividual animals. Example statements of
animal rights view would be:

“Zoos are comparable to keeping animals in prison.”

“Animal testing should be banned.”

noral
ans.

er
the
ther
5 for

at

0 an
or
the

Please note completion of this exercise signifies your consent to the data being used in a research project within Glasgow
University. All data will be anonymised and only the content of the exercise will be used in analysis.

If you require any assistance with this exer cise please contact: Carole Batchelor
Email: c.batchelor.1@research.gla.ac.uk  Phone: 0141 330 7045 or 07854 336483

Helpful Resources

Farm Animal Welfare Websites

Farm Animal Welfare Council - gives information on the Five Freedoms http://www.fawc.org.uk/freedoms.htm.
Compassion in World Farming - gives an overview of main farming practices and associated welfare issues
http://www.ciwf.org.uk/farm_animals/default.aspx

National Equine Welfare Council provides up to date information on equine welfare issues
http://www.newc.co.uk/home/

Animal Ethics Websites:

Animal ethics dilemma - interactive website giving you the chance to work through ethical dilemmas using
different ethical theories http://ae.imcode.com/

The BBC provides a good overview of animal ethics and common viewpoints http://www.bbc.co.uk/ethics/animals/



284

1. Background information

Gender: Male O Female O Age: Nationality:

Previous degree held: YesO No O Upbringing: Rural (farm) O Rural (non-farm) O  Urban O

Duration of this EMS placement:

Of 12 weeks pre-clinical EMS required by the University, how many weeks had you already undertaken before this
placement: None 0 1-2 weeks [0 3-4 weeks O 4-5weeks O >5 weeks OO0
and with which species: Sheep 0 Cattle 0 Horses O Pigs O Poultry O Other O

No. of weeks previous work experience with this species (include all experience even if before vet school):
None O 1-2weeks O 3-4weeks O 4-5weeks O >5weeks O

Details of establishment where undertaking current EMS placement (type of establishment and number of

animals):

2. Animal Welfare Related Event

From your own experience of this placement, please choose either

1) a particular event involving human action that you feel impacted animal welfare (positively or negatively) and
had ethical implications

or

2) a more general animal welfare issue that through human action impacted a group of animals positively or
negatively (this could be the entire herd/flock) and had ethical implications.

Note: Human actions towards animals often have ethical implications. When an action has ethical implications it means that
different valid courses of action can benefit different parties more or less favourably depending on the action taken.

Please give an account of your chosen event/issue (this should include when it happened, who was involved, a
description of the event/issue itself, the consequences of the event/issue):

Give your reasons for choosing this particular event/issue:
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3. Personal reflection

What was your initial reaction/feeling having experienced this event/issue:

Why do you think you felt this way?

Why do you think this action was taken?

4. Ethical viewpoints

Ethical decisions involve different parties with different viewpoints. These affected parties can be benefitted or
harmed by a particular decision or action.

Name the affected parties associated with your event/issue:

For each of your named affected parties, list their principle interest/s in this situation:

Provide an argument that supports the human actions contributing to your event/issue:

Provide a counter argument that challenges the human actions involved in your event/issue:
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Now you have reflected on this event/issue, which ethical theory do you think your view most closely resembles
and give reason/s (use notes on front page to help):

5. Round up

Was this the first time you had seen such an event/issue?  Yes O No O

Did you discuss this event/issue at the time? Yes O No O If yes, with whom?

Did this placement or this exercise in particular, change your perspective in any way of how you or other people
view animals?

Could you have been better prepared for this experience? Yes 00 No O

Please provide details:

Please use this page if you require extra space for any of your responses, adding the number of the
section to which the response relates.

THANK YOU FOR TAKING THE TIME TO COMPLETE THIS
EXERCISE
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Appendix B2: Worked examples of the AWARE

Example of an event involving pigs:

This was the most shocking
thing | saw during my time

Would you have tal
“No | would have tal
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rinciple interests of ea

~ —  benefit to piglet would be to remove pain '
— cost of vet treatment to farmer more than piglet worth financially
—  humane killing likely the best option

)

Deontology (believes in individual
— individual rights of piglet vi

rights
olated
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Example of an issue involving poultry:

Why this issue
Lamene

‘Why do you t
A single chicken
them individual
the flock as a whole in order mer needs. ng to the
farmer, many of the bir  lameness will not meet the growth rate
needed and will fall behind the rest of the flock and will not be able to
reach the feeders and so will suffer so it makes business sense to cull
them early.
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Broilers —to have good quality Iife free from pain
Farmer —to run economical business, to meet consumer

Improved management could reduce lameness
Selecting less fast growing birds could prevent lameness
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Appendix B3: AWARE online feedback survey (2010)

1. Gender:

Male Female
2. Age:
3. Nationality:

4. Species worked with on EMS placement:

Sheep Dairy Cattle Beef Cattle Horses

5. Before starting vet school, how much time had yo u spent doing work experience on farms
and stables?

None 1-2 weeks 3-6 weeks 7-12 weeks > 12 weeks
6. Taking into account your previous farm experienc e, how much do you feel you will learn from
pre-clinical EMS?

Nothing A little A moderate amount Quite a lot A great deal

7. How important are these five learning objectives of pre-clinical EMS to you?

Not at all ) Neither important Very
) Unimportant ) Important
important or unimportant important
To gain practical experience in animal
gamnp P O O O O O
handling and husbandry
To gain insights into the workings of
gain Insign's fifo The working O O O O O
farms and other animal industries
To link theory with practice O O O [l [l
To develop interpersonal skills O O O [l [l
To encourage you to reflect on your
i y O O O O O

experiences and record them concisely
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8. Which of the following reasons best describes yo ur reason/s for volunteering in the trial of
AWARE?

Would be a good learning opportunity O
Keen interest in animal welfare O
Would improve my EMS experience ]
Like to help others O
Competitive edge on other students ]
Incentives (free food/print credits) O
Would help me with future assignments O
Thought it would make reflective commentary easier ]
Wanted to have influence on its design O
Other (please specify) O
9. | thought the AWARE exercise was
Strongly Neither agree ) Strongly
Agree ) Disagree )
agree or disagree disagree
easy to understand O O O O O
well laid out [ [ [ [ [
relevant to my studies O O O 0 0
10. The notes on the front page were
Strongly Neither agree ] Strongly
Agree ] Disagree ]
agree or disagree disagree
helpful u O u O O
too detailed O O O O O
not detailed enough u O u O O

11. | would prefer to complete AWARE electronically than on paper

Agree Disagree



12. The pre-EMS introductory session

Strongly Agree
agree

explained the exercise clearly O

taught me new knowledge

provided all the information needed
to complete AWARE

was not necessary as could have
completed AWARE without it

o o o O
o o o o o

gave worked examples which were
especially useful

13. The introduction to ethical theory (in the intr oductory session) was

Strongly Agree
agree

too basic O O
too complex 0 O
boring 0 O
useful for helping to write my ] N
reflection
relevant to veterinary medicine 0 O

[ L]

relevant for farm placements

14. On the completion of the exercise itself,

Strongly Agree

agree
| liked that there was a free choice n n
of the event/issue to write about

| thought completing AWARE was n n
beneficial to me

| found AWARE difficult to complete L] ]
| found it difficult to identify an n n
issue/event to reflect on

| was apprehensive of writing

negative comments about other [l O
people's actions

| felt uncomfortable including my 0 0

personal feelings

Neither agree
or disagree

O

o o o O

Neither agree

or disagree

O

O O o o d

Neither agree
or disagree

O

O
O
O

O

Disagree

o o o o

Disagree

O

O o o od

Disagree

O o o O

O
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Strongly
disagree

OJ

o o o o

Strongly
disagree

O

O o o od

Strongly
disagree

OJ

0
0
0

O
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15. Reflecting on my particular event/issue got me to think more about

Strongly Agree Neither agree  Disagree  Strongly

agree or disagree disagree
animal welfare issues on farms ] ] [ [ [
the pressures on farmers O ] L] ] ]
my feelings about the event/issue O ] L] ] ]

16. How much of a change do you feel this exercise made to your ability

None atall Alittle A moderate Quitea  Agreat
amount lot deal
to recognise animal welfare issues [l [l O O [l
to recognise ethical issues O L] ] ] ]
to reflect on your experiences O L] ] ] ]
to respect others viewpoints O L] ] ] ]
to meet your learning objectives for 0 0 0 0 0

pre-clinical EMS
17. | consulted the resource section to help me

Yes No

18. | did further research to help my understanding of the issue | wrote about

Yes No

19. Any other comments you would like to add about AWARE not covered by the questions

above



Appendix B4: Categorisation of sheep welfare issues

Category

Sub-category

Financial

General

Stockmanship

General
Five freedoms
Inspection
Handling, discipline & restraint
Transport

Accommodation

General
Buildings
Unsanitary conditions
Poor bedding
Pasture Management
Ventilation
Space allowances

Feed & Water

Feed & water
Unsuitable diet
Overfed
Lack of food
Poor quality

Husbandry Practices

Artificial rearing
Marking
Castration
Disbudding and dehorning
Tail docking
Shearing/dipping

Health

General
Prompt recognition of ill health
Routine health care (Dosing & vac'tion equip)

Condition scoring

Lack of foot care
Parasites

Euthanasia dilemmas or inappropriate methods
Lameness
Sick & injured animals
Particular conditions
Lack of treatment
Dental issues

Management

General
Environment
Confinement

Breeding

Breeding & breeding techniques
Management
Pregnancy & birthing
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Appendix B5: Categorisation of cattle welfare issue

S

Category

Sub-category

Financial

General

Stockmanship

General
Five freedoms
Inspection
Handling, discipline & restraint
Transport

Accommodation

General
Buildings
Unsanitary conditions
Poor bedding
Pasture Management
Ventilation
Space allowances

Social grouping

General

Feed & Water

Feed & water
Unsuitable diet
Overfed
Lack of food
Poor quality

Husbandry Practices

Atrtificial rearing
Marking
Castration
Disbudding and dehorning
Enrichment

Health

General
Prompt recognition of ill health

Routine health care (Dosing & vaccination equipment)

Condition scoring
Lack of foot care
Parasites

Euthanasia dilemmas or inappropriate methods

Lameness
Sick & injured animals
Particular conditions
Lack of treatment
Downer animals

Management

General
Environment
Confinement
Stereotypies

Breeding

Breeding & breeding techniques

Management
Pregnancy & birthing

Use of animals

Over milking
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Appendix B6:

Categorisation of equine welfare issues

Category

Sub-category

Financial

General

Stockmanship

General
Five freedoms
Inspection
Handling, discipline & restraint
Transport

Accommodation

General
Buildings
Unsanitary conditions
Poor bedding
Pasture Management

Ventilation
Space allowances
Social grouping General
Feed & Water

Feed & water
Unsuitable diet
Overfed
Lack of food
Poor quality

Husbandry Practices

Marking
Enrichment
Saddlery (ill fitting)
Rugs
Grooming

Health

General
Prompt recognition of ill health
Routine health care (Dosing & vaccination equipment)

Condition scoring

Lack of foot care
Parasites

Euthanasia dilemmas or inappropriate methods
Lameness
Sick & injured animals
Particular conditions
Lack of treatment
Dental issues

Management

General
Environment
Confinement
Stereotypies

Breeding

Breeding & breeding techniques
Management

Pregnancy & birthing

Use of animals

Riding injured horse
Rushed recovery
Bad Riding
Overworked/ Under exercised

Use of horses for sport
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Appendix B7: Example of an AWARE where the student
engaged well

1. Background information

Gender: Female Age: 20 Nationality: Singaporean

Previous degree held: No Upbringing: Urban

Duration of this EMS placement: 2 weeks

Of 12 weeks pre-clinical EMS required by the University, how many weeks had you already undertaken
before this placement: 1-2 weeks
and with which species: Horses

No. of weeks previous work experience with this species (include all experience even if before vet school):

None

Details of establishment where undertaking current EMS placement (type of establishment and number of
animals): Commercial, teaching and research farm (Cochno Farm), 550 ewes and their lambs.

2. Animal Welfare Related Event

From your own experience of this placement, please choose either

1) a particular event involving human action that you feel impacted animal welfare (positively or negatively)
and had ethical implications

or

2) a more general animal welfare issue that through human action impacted a group of animals positively or

negatively (this could be the entire herd/flock) and had ethical implications.
Note: Human actions towards animals often have ethical implications. When an action has ethical implications it means
that different valid courses of action can benefit different parties more or less favourably depending on the action taken.

Please give an account of your chosen event/issue (this should include when it happened, who was involved, a
description of the event/issue itself, the consequences of the event/issue):

Tail-docking (both sexes) and castration (ram [gnatbshe little lambs. (a more genetral
animal welfare issue)

When: it was part of our daily lambing routine.

Who was involved: The Head Stockman taught me and my friend (whodeasy EMS at
the farm too) on our first day. After that, my fickand | were responsible for this task
but there was always someone we could ask if weahgideservations/difficulty.

Description of issue: we used rubber rings and an applicator. The rukibgs are placed
around the tail/scrotum of the lamb and they woylkcbtting of the blood supply to the
area below the ring. Really learnt a lot aboutwiele procedure through my time at the
farm: 1) the Head Stockman told us from the staat tpplying the ring at the corrgct
position is very important
— leave enough tail to cover the anus for ram laamasanus and vulva for female lambs.
- make sure you go right to the top of the scrowimen castrating as it is more painful if
you catch the lambs testicles halfway. Make suté besticles are descended and make
sure that the lamb’s teats are not caught in tigg ri
2) we only tailed and castrated after the lambsevdr hours old. But if one didn’t logk
very strong, we would leave him. Also we would leate lambs (& their mother) in
their individual pen for 1 more day after the lanhiasl been tailed and castrated.
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Consequences: | think tailing and castration is painful for thanibs. Sometimes they
would just lie down after it had been done (espictae ram lambs). We had trouble

getting the rings of the applicators sometimesldett so bad because the lambs bleated

SO much.

Give your reasons for choosing this particular event/issue:
It is an issue on all sheep farms. It helped menterstand about how there are a lot @
factors involved in this sheep management praeinckis not a simple “right/wrong”
issue.

—h

3. Personal reflection

What was your initial reaction/feeling having experienced this event/issue:

| felt a little shaky when | had to do it.
But gradually | got more confident and certain.ri@equick helps make it a less terriblé
experience for the lamb.

D

Why do you think you felt this way?

| was afraid of hurting the lamb by doing it incectly. (I was glad the Head Stockman
was there to guide me though. He was very pat@mpuraging and when | got the
length wrong, he checked and re-did it.)

Why do you think this action was taken?

| found out that tailing makes shearing easiembote importantly, helps prevent fecal
and urinary contamination of the hindquarters wiueotld lead to blowfly strike.
Castration is done for ease of management so théarabs will not mate with their
mothers and the ewe lambs when they go out todbtige.

4. Ethical viewpoints

Ethical decisions involve different parties with different viewpoints. These affected parties can be benefitted
or harmed by a particular decision or action.

Name the affected parties associated with your event/issue:
The lambs, my friend and [, the stockpersons.

For each of your named affected parties, list their principle interest/s in this situation:

The lambs: freedom from pain, injury and disease

My friend and I: to follow instructions and to duoettask well so the lamb would suffer
as little as possible.

The stockpersons: Ease of management. Health chiep.

Provide an argument that supports the human actions contributing to your event/issue:

Tailing and castration aid management greatly.id@ilin particular, has benefits for the
lam’s future welfare state as it reduces fecal enattaking up which could cause
discomfort or worse blowfly strike. A lot of meassrare taken to try to reduce the
suffering the lamb has to go through. The legalimegnent is that tailing and castratipn
by the rubber ring method should only be done witthe lambs’ first week of life. |
wonder how they came up with this time period thotg
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Provide a counter argument that challenges the human actions involved in your event/issue:

The sheep’s tail has a purpose — it protects teeph anus, vulva and udder; sheep
their tails when they defecate and use them tdypseatter their faeces; lambs wag th
tails when suckling and this is an important sigiwathe ewe — and therefore should

be cut or amputated.

Tailing and castration are forms of mutilation. Yheso cause the lambs fear and p
The ram lambs could be kept separate from theirharstand female pasture-ma
instead of castration.

ift
eir
not

Ain.
tes

Now you have reflected on this event/issue, which ethical theory do you think your view most closely
resembles and give reason/s (use notes on front page to help):

My view most closely resembles the utilitarian view
Tailing Castration
Beneficial to the stockmen (who work really Beneficial to the female sheep
hard) in terms of management of the animaldMay reduce fighting between the others.
Reduces fecal cake-up and blowfly strike

Because there are valid reasons for tailing antlatem that do bring about a net increase in
welfare overall, they are acceptable provided #reydone properly in a way that seeks to
minimise the lamb’s suffering.

5. Round up

Was this the first time you had seen such an event/issue? Yes

Did you discuss this event/issue at the time? Y@S  If yes, with whom? My friend (whom | was
working with). One of the stockpersons.

Did this placement or this exercise in particular, change your perspective in any way of how you
or other people view animals?

Yes. Sometimes it is necessary to take a steptbaabnsider the big picture (especiall
with farm/production animals like sheep which aeptkin large numbers). It is not
always possible to feel for each individual animal.

<

Could you have been better prepared for this experience? NO

Please provide details:

| did know that tailing and castration is carriad but experiencing it for myself really
made me reflect on the issue and do research thitigginternet to find out more. The
experience has made this matter truly to me.
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Appendix B8: Example of an AWARE where the
student did not engage well

1. Background information

Gender: Female Age: 19 Nationality: Scottish

Previous degree held: No Upbringing: Rural (farm)

Duration of this EMS placement: 3

Of 12 weeks pre-clinical EMS required by the University, how many weeks had you already undertaken
before this placement: 1-2 weeks

and with which species: Cattle

No. of weeks previous work experience with this species (include all experience even if before vet school):

None

Details of establishment where undertaking current EMS placement (type of establishment and number of

animals): Sheep farm - lambing

2. Animal Welfare Related Event

From your own experience of this placement, please choose either

1) a particular event involving human action that you feel impacted animal welfare (positively or
negatively) and had ethical implications

or

2) a more general animal welfare issue that through human action impacted a group of animals
positively or negatively (this could be the entire herd/flock) and had ethical implications.

Note: Human actions towards animals often have ethical implications. When an action has ethical
implications it means that different valid courses of action can benefit different parties more or less
favourably depending on the action taken.

Please give an account of your chosen event/issue (this should include when it happened, who was
involved, a description of the event/issue itself, the consequences of the event/issue):

While lambing we had a lamb born which was badlpdeed — there was no way in
which it could live a normal life, also no way @esng if it was suffering so the farmer
put it down.

Give your reasons for choosing this particular event/issue:

Its shows that the farmer felt compassion etc... Adld do his best to prevent the
lamb from suffering.

3. Personal reflection

What was your initial reaction/feeling having experienced this event/issue:
| think the farmer acted in the best way possiloldar the circumstances.

Why do you think you felt this way?
Because | would have done the same thing.
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Why do you think this action was taken?
Because it was the kindest thing to do at that.time

4. Ethical viewpoints

Ethical decisions involve different parties with different viewpoints. These affected parties can be benefitted
or harmed by a particular decision or action.

Name the affected parties associated with your event/issue:
The farmer, another student and me

For each of your named affected parties, list their principle interest/s in this situation:

The farmer — his lamb and he was the one to midvin.

The student — helped lamb it and was involveddkiog after the lambs

Me as | helped lambed it and was the one to astathger to put the lamb down.

Provide an argument that supports the human actions contributing to your event/issue:

It is never an easy decision to make but when wgriiith animals it often has to be
made. The lamb would not have survived on its omshiawas probably in pain.

Provide a counter argument that challenges the human actions involved in your event/issue:
The lamb was alive and ‘healthy’ it could walk n@lfg we even managed to tube it.

Now you have reflected on this event/issue, which ethical theory do you think your view most
closely resembles and give reason/s (use notes on front page to help):

Utilitarianism because the animal was put downdulsin’t be animal rights but it was.
Put down to prevent any suffering etc.

5. Round up

Was this the first time you had seen such an event/issue? Yes

Did you discuss this event/issue at the time? YesS  If yes, with whom? Farmer and other
student

Did this placement or this exercise in particular, change your perspective in any way of how you
or other people view animals?

No

Could you have been better prepared for this experience? NO
Please provide details:

| have worked with animals enough to know this kiridhing happens and some times

the kindest thing to do is put it down even thoggimebody else could argue that it wa
healthy and could have coped with its’ mutations.

D

AS
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Appendix B9: Final version of the AWARE

Reminder of Ethical Frameworks

There are three ethical frameworks relevant toriretey and animal ethics and that are helpful to
consider in this exercise — Contractarianism, tatiianism and Deontology. One is human centric,
one balances costs and benefits, and the othales-Ibased.

The human centric (o€ontractarian) view is that morality is based on mutual agreemen
between people and that this mutual cooperatidn @l our interests. As animals cannot make
agreements, they have no moral status. Under i#nwg, \animals’ moral status only matters when
there is an effect on humans. Possible stateméat€ontractarian viewpoint would be:

“Zoos allow us to enjoy the experience of seeing wild animals close up.”

“Animal testing is necessary to protect human health.”

The cost-benefit (otJtilitarian) view is that morality is about balancing harmsi drenefits.
People with this view act in order to achieve ‘greatest good for the greatest number’. Activities
which have an adverse impact on the well-beingnohals may be justified if they lead to a net
increase in welfare (for humans or other animdlk)s viewpoint considers welfare consequences
for animals as well as potential benefits for humarypical statements of a Utilitarian viewpoint
would be:

“As long as zoos provide enriched enclosures for the animals, they have great educational value.”

“Animal testing for vital medicine is acceptable as long as animal suffering is kept to a minimum.”

The rules-based (or Deontological/Animal Right®wiis that animals have moral rights and that
there are fixed ethical rules that place limitstba treatment of animals. This means there are
certain things we should not do to an animal whatélve consequences. For example, they do not
believe it is right to kill animals for meat. Theilew is that we have a duty to protect individual
animals. Example statements of the deontologieal/wirould be:

“Zoos are comparable to keeping animals in prison.”

“Animal testing should be banned.”

Most people’s views do not follow one frameworkgisely but are a mixture of parts of different
frameworks. This is known as a Hybrid view.

Helpful Resources

Farm Animal Welfare
Government websites: Scotland  http://www.scotland.gov.uk/Topics/farmingrural/Agriculture/animal-welfare
England http://ww2.defra.gov.uk/food-farm/animals/

Farmed animal welfare codes for Scotland

Cattle welfare code Scotland - http://www.scotland.gov.uk/Resource/Doc/55971/0015787.pdf
Sheep welfare code Scotland — http://www.scotland.gov.uk/Resource/Doc/55971/0015791.pdf
Horse welfare code Scotland - http://www.scotland.gov.uk/Resource/Doc/271583/0080953.pdf

Farm Animal Welfare Council:  gives information on the Five Freedoms http://www.fawc.org.uk/freedoms.htm
Compassion in World Farming - gives an overview of main farming practices and associated welfare issues
http://www.ciwf.org.uk/farm_animals/default.aspx

National Equine Welfare Council provides up to date information on equine welfare issues http://www.newc.co.uk/home/

Animal Ethics

Animal ethics dilemma - interactive website that allows you to work through ethical dilemmas using different ethical
frameworks http://ae.imcode.com/

The BBC provides a good overview of animal ethics and common viewpoints http://www.bbc.co.uk/ethics/animals/

Please note completion of this exercise signifies your consent to the data being used in a research project within Glasgow
University. All data will be anonymised and only the content of the exercise will be used in analysis.

For assistance, please contact: Carole BatcheloEmail: c.batchelor.1@research.gla.ac.BRone: 0141
330 7345
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1. Background information  (delete options as appropriate)

Matriculation number: Gender: Male/Female Nationality:

Age: Previous degree held: Yes/No Upbringing: Rural (farm)/ Rural (non-farm)/ Urban

Details of establishment where undertaking this EMS placement (include type of establishment, and the number

and breed of animals):

Number of weeks previous work experience with this species (include | Duration of this EMS placement:
all experience even if before vet school):

None / 1-2 weeks / 3-4 weeks / 5-6 weeks / > 6 weeks

Of 12 weeks pre-clinical EMS required by the University, how many weeks had you already undertaken
before this placement: None / 1-2 weeks / 3-4 weeks / 5-6 weeks / > 6 weeks
and with which species: Sheep / Cattle / Horses / Pigs / Poultry / Other Farm / Small animals / Other

2. Animal Welfare Related Event

From your own experience of this placement, please choose either

1) a particular event involving human action that you feel impacted animal welfare (positively or negatively)
and had ethical implications

or

2) a more general animal welfare issue that through human action impacted a group of animals (positively
or negatively) and had ethical implications

Note: Human actions towards animals often have ethical implications. When an action has ethical implications it means
that different valid courses of action can benefit different parties more or less favourably depending on the action taken.

Please give an account of your chosen event/issue below:
Do you think the welfare impact on the animal/s was positive or negative?*

Who was involved?

Describe the event/issue itself:

What were the consequences of the event/issue?

Give your reasons for choosing this particular event/issue:
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3. Personal reflection

Please choose up to three of the words below to describe your initial reaction/feelings having experienced
this event/issue (underline as appropriate). Consider how you felt towards both the animal/s and the people involved.*

ANGRY UNKNOWLEDGEABLE REASSURED FRUSTRATED HELPLESS
EMPATHY SHOCKED INCOMPETENT HELPFUL UNINTERESTED  GUILT
CONCERNED NERVOUS UNCOMFORTABLE HAPPY UNSURPRISED
SORROW SURPRISED PITY CONFUSED  INDIFFERENT CONTENTED
REGRET UNHAPPY UPSET PLEASED

If none of these words appropriately describe your feelings, please add your own here:

1) 2) 3)

If you would like to expand on your feelings please write them below:

What do you think it was about this situation that made you feel this way/have that reaction? *

Why do you think this action was taken (include any explicit justifications given by the people/person
involved and why YOU thought the action was taken)? *

Thinking about the action taken, did you agree with the action? (delete/underline as appropriate) *

Yes, | would have done the same thing No, | would have taken a different action
Yes | took the action and felt comfortable doing so No | took the action and did not feel
comfortable doing so

I'm not sure

4. Ethical Reflection

Ethical decisions involve different parties with different interests. These affected parties can be benefited or harmed by a
particular decision or action.

Identify the affected parties associated with your event/issue:

For each of the affected parties you identified, list their principle interest/s in this situation

Provide an argument that supports the human actions contributing to your event/issue:

Provide an argument that challenges the human actions involved in your event/issue:
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Thinking about the event/issue you chose to write about, describe what you think a supporter of the
following ethical frameworks would have thought about this situation and why? What action do you think
they might have taken? *

1) a supporter of the Utilitarian view (balancing costs and benefits)

2) an Animal Rights’ supporter (deontologist) (believes in individual rights)

3) a supporter of the Contractarian view (human centric)

Which of these ethical frameworks does your own personal view most closely resemble? (delete as
appropriate)

Contractarian Utilitarian Deontologist Hybrid *

Please give reasons for your choice:

5. Round up

Was this the first time you had seen such an event/issue?  Yes/ No

Did you share your feelings about this event/issue at the time? Yes/ No *

If yes, with whom?

Please sum up how this placement affected you. For example, did it have any impact on your views or
attitude toward farming practices, animal welfare or accepted practice? How would it affect your
actions/behaviour in the future? *

Did you consider how in the future you might deal with a similar situation? Yes/No *
If yes, describe what you might do:

THANK YOU FOR TAKING THE TIME TO COMPLETE THIS
EXERCISE

* indicates where changes were made to wording and prompts following the pilot study
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Appendix C1: Online feedback survey (2011)

Introductory guestions
1. Gender:

Male Female

2. Age:
3. Nationality:
4. Do you already hold a degree?

Yes No

5. How many times have you completed the Animal Wel  fare Associated Reflective Exercise?
1 2 3 >3

6. Which species did you write about when you compl eted the AWARE/s?
Sheep Dairy Cattle Beef Cattle Horses

7. Which type of practice would you like to work in once you graduate?

Small Animal Farm Animal Equine Mixed Other Undecided

Learning experience

8. Before starting vet school, how much time had yo u spent doing work experience on
farms and stables?

None 1-2 weeks 3-6 weeks 7-12 weeks >12 weeks

9. Taking into account your previous farm experienc e, how much do you expect to learn
from pre-clinical EMS?

Nothing A little A moderate amount Quite a lot A great deal

10. Listed in the table are five learning objective s for pre-clinical EMS. Please rate how

much you feel completing the AWARE helped you towar  ds meeting these learning
objectives:

Not at all A little A moderate Quitea Agreat

amount lot deal
To gain practical experience in animal [l [l ] ] [l
handling and husbandry
To gain insights into the workings of [l [l ] ] [l
farms and other animal industries
To link theory with practice O O o o O
To develop interpersonal skills O O O O O
To encourage you to reflect on your [l [l ] ] [l

experiences and record them concisely
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Pre-EMS teaching

11. Thinking back to the EMS preparatory session, | feel:
Strongly Agree Nelth.er agree Disagree Strongly
agree or disagree disagree
it taught me new knowledge [ [ [ [ [
the Moodle course was easy to follow
the session provided all the information ] ] ] ] ]
needed to complete the AWARE
it gave worked examples which were ] ] ] ] ]
especially useful
| would rather be given this introductory ] ] ] ] ]
session in a traditional lecture based format
12. | thought the introductory lecture on ethics an d ethical frameworks (in the EMS
preparatory session) was:
Strongly Agree Nelth.er agree Disagree Strongly
agree or disagree disagree
too complex [ [ [ [ [
of no interest to me 0 0 0 0 0
useful for helping to write my reflection [ [ [ [ [
relevant to veterinary medicine [ [ [ [ [
0 [ [ [ [

relevant for farm placements

13. In the preparatory teaching session, we asked y  ou to read a research scenario and then
list questions you thought should be considered bef ore deciding whether to progress with
the research or not. We now want to know if, and ho  w, your thinking has changed. Please
read the scenario below.

A research group is looking for funding to breed a new strain of transgenic “mini-pig" that could be used
to provide kidney transplants “to order” and help thousands of people in need. The pigs will be
genetically modified so that their organs are accepted by the human body instead of being immediately
rejected. This will be done by breeding genes into the pigs to reduce rejection by the human immune
system. However, genetically modifying large animals is a difficult and invasive process.

Please list up to five questions you believe should be considered in order to make a decision on
whether the research should go ahead or not?

14. After having considered the scenario above, do you think the research should go
ahead?

Yes No Not sure



Completion of the AWARE

15. On the completion of the AWARE itself,

Strongly Agree Neith.er agree
agree or disagree
| liked that there was a free choice of the ] ] ]
event/issue to write about
| found AWARE difficult to complete O o o
| found it difficult to identify an issue/ [l ] ]
event to reflect on
| was apprehensive of writing negative [l ] ]
comments about other people's actions
| felt uncomfortable including my [l ] ]
personal feelings
It was helpful that | could refer back to [l ] ]
the resources on Moodle when needed
16. Having reflected on my particular event/issue, | felt more aware of:
Strongly Agree Neith.er agree
agree or disagree
animal welfare issues on farms [ [ [
the pressures on farmers O O O
L] L] (]

my feelings about the event/issue

17. Having completed the AWARE, | felt better able  to:

Strongly Agree Nelth_er agree or
agree disagree
recognise animal welfare issues O O O
recognise ethical issues o o O
reflect on your experiences o o O
[ [ 0

respect others viewpoints

Disagree

O

o o o o o

Disagree
(]
]

Disagree

O]

L]
L]
O]
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Strongly
disagree

O

o o o o o

Strongly
disagree

L]
O]
L]

Strongly
disagree

O]

L]
L]
O]

18. | used the welfare codes in the resource sectio  n to help me identify a suitable issue

Yes No

19. Any other comments you would like to add about AWARE not covered by the questions

above
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Appendix C2: Vignette used in pre-TESS

Read the following scenario and then list udite questions YOU believe should be
considered when making the decision whether td gtaresearch or not. A research group
is planning a project to create a cow that woulddpce milk containing a protein that
could be used to treat patients with cystic fibsoSDther pharmaceutical methods to
produce this protein have not been successfuley llave been very expensive. The plan
is to introduce a new gene from another animal ihnéogenetic sequence of the cow which
directs the production of the mammary gland to geahfrom producing normal milk into
producing a pharmaceutical milk containing the wkekiproteins. The new gene will be
introduced by nuclear transfer, a technique alsedus cloning. The group hopes to

develop its research findings into a commerciatpoo.
After having considered the scenario above, dotliok the research should go ahead?

Yes No Not sure
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Appendix C3: Categorisation for TESS

Category Sub-category Definition
Scientific Scientific Purely scientific questions e.g. numbers of animals needed,
how often cows will be milked, what will they be fed.
Economical Reference to the economics of the situation or profits/
expenditure.
Previous research | Reference to what previous research has been done.
Commercial gain Reference to commercial gains for pharmaceutical company
Cost Any reference to costs of study
Heritability Questions around the heritability of the gene
Chance of Reference to the likelihood of success
success
Safety of product Questions around the safety of the product for human use
Complications Quest_lons asto Wh_ether there could be complications
following this technique
Ethical basis Philosophical questions about whether things are ethically

Philosophical

right or whether we have the right to do certain things

Balancing benefits

Reference to the balancing of costs (harms) and benefits for
either humans or animals

Social acceptance

Questions about how the public would react to this
procedure

Questions as to whether there are alternatives that could be

Alternatives used instead of the animals (but general statements not
relating to lesser species/other species)
. Specific reference to the use of other species as an
Species alternative (usually a species considered to be of lower

moral status)

Animal Welfare

Animal costs

Reference to costs to the animal such as negative effects

Animal health

Specific references to the animal’s health, or increased
susceptibility to disease

Animal side effects

Exact words ‘side effects’ used in relation to animal

Animal welfare

Reference to the animal’s welfare or wellbeing, change from
norm in husbandry/treatment, including references to the
five freedoms and stress. Excludes mention of health or side
effects

Animal benefits

Benefits for animals from treatment

Outcome for cows

Questions on what will happen to the animals in the long
term or after the research

Suffering

Any reference to ‘suffering’ or ‘harm’ to the animal

Effects on Human benefits Reference to whether the treatment will benefit humans
humans Size of benefit Specific reference to the size of the benefit for humans
Human costs Questions_ as to whether there could be any negative effects
on the patients
Human side Unexpected effects on humans, not explicitly stated as
effects negative
_LOHQ term Reference to long term effects on humans (both positive
implications and negative)
Not . Questions that do not make sense or statements that are
categorised not questions




312

Appendix C4: Classification of incidents impacting
animal welfare (2011)

The table below shows the classification of incidampacting animal welfare chosen by

students completing an AWARE following a PC-EMSgalaent on a sheep farm in 2011.

Welfare
Incident  |Frequency impact Frequency [Theme Frequency
Issue 37 Negative 22 Accommodation 3
Feed and Water 1
Health 10
Husbandry Practices 6
Management 3
Positive 4 Breeding 2
Feed and water 1
Management 1
Both 9 Husbandry Practices 10
Event 44 Negative 30 Breeding 4
Health 19
Management 3
Stockmanship 4
Positive 12 Health 8
Husbandry Practices 3
Stockmanship 1
Both 2 Health 1
Husbandry Practices
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Appendix D1: WEAVE and AWARE logos

@) \WEAVE

BVA ANIMAL
WELFARE | Welfare and Ethics Awareness via Experience
FOUNDATION

WEAVE logo

_AWARE_

Animal Welfare Associated
Reflective Exercise

™ ™ ™

AWARE logo
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Appendix D2: WEAVE welcome screen

urse: Welfare and Ethics Awareness - Mozilla Firefox

Fle Edt Yiew Hitory Bookmarks Tools

iumut\u-_nk({)-camléhpat'zhalég@mtmailg" * Inbos - Sublook Web Arcess Light x [ Course: Welfare and Ethics Awareness % | & |

€ | @ vet.moode gla.ac.ukfeourss view, php7id=347 ¢ || 8- couke L ¥ B
‘?]R;store &3, Participants 2
T Import INTRODUCTION TO WEAVE =
% Reset
s (WELFARE AND ETHICS AWARENESS VIA
o EXPERIENCE)
Jp Questions
_|Files Welcome to the WEAVE Computer Aided Learning package
[#] Unenrel me from
IEI‘F"\:E):‘I,: Welfare and Ethics Awareness via Experience (WEAVE] is a computer aided learning (CAL)

package that aims to maximise your learning experience on pre-clinical Extra Mural Study
(EMS) by improving your ability to assess welfare using behaviour and improving your ethical
awareness on farm.

WEAVE comprises of two elements: Partnerships in EMS and the AWARE. The Partnerships
in EMS CAL focuses on animal ohservation in order to assess welfare and the AWARE CAL
focuses on the ethical component of animal welfare issues. It is estimated that working
through both elements should take 90 minutes

To access either the AWARE or Partnerships in EMS please click
on the links on the right hand side.
WEAVE CAL PACKAGE

o Introduction to pre-clinical EMS and life-long learning

o On-line welfare and ethics lectures (with quizzes)

o Farm preparation involving a series of animal observations
and "how to' examples

o Farm visit pack containing documents to take on farm

University l’é University of
of Glasgow i BRISTOL

FARM VISIT PACK =]
AWARE — Animal Welfare Associated Reflective Exercise

The SABBE shold ba comnletad after sach fares gr eoiine B EME mlacament (f o)

Erermre

-
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Appendix D3: WEAVE online feedback survey (2012)

Introductory questions
1. Gender:

Male Female

2. Do you already hold a degree?
Yes No

3. How many times have you completed the Animal Wel  fare Associated Reflective Exercise?
1 2 3 >3

4. Which species did you write about when you compl eted the AWARE/s?
Sheep Dairy Cattle Beef Cattle Horses

5. Did you complete the Five Freedoms Farm Report?
Yes No

Learning experience

6. Taking into account your previous farm experienc e, how much do you expect to learn
from pre-clinical EMS?

Nothing A little A moderate amount Quite a lot A great deal
7. Listed in the table are five learning objectives for pre-clinical EMS. Please rate how much

you feel completing the WEAVE package (both Partner  ships in EMS and AWARE) helped
you towards meeting these learning objectives:

Notatall A little A moderate Quite a A great

. . . . . amount lot deal
kit it = I = N = B B
farme and other animalindusties o O 0 0 O
To link theory with practice ] ] ] ] ]
To develop interpersonal skills [l [l [l ] [l
To encourage Yyou to reflect on your ] ] ] ] ]

experiences and record them concisely

Pre-EMS teaching

8. Thinking back to the EMS preparatory session (in the computer cluster), | feel:

Strongly Neither . Strongly
Agree agree or Disagree .
agree ; disagree
disagree

the AWARE taught me new ] ] ] ] ]
knowledge
Partnerships in EMS taught me new 0 0 0 0 0
knowledge
the Moodle courses were easy to 0 0 0 0 0
follow
I  would rather be given this
introductory session in a traditional O O O O O

lecture based format



Completion of the AWARE
9. On the completion of the AWARE itself,

Strongly
agree

| liked that there was a free choice of
the event/issue to write about

O

| found the AWARE easy to complete

| found it difficult to identify an
issue/event to reflect on

]
]
| didn't understand the concept of ]
reflection
| was apprehensive of writing negative
comments about other people's
actions

O

| felt uncomfortable including my
personal feelings

It was helpful that | could refer back to
the resources on Moodle when ]
needed

10. Having reflected on my particular event/issue,

Strongly
agree
animal welfare issues on farms [l
the pressures on farmers O
my feelings about the event/issue O

Neither

Agree agree or

disagree
L] L]
[ [
[ [
[ [
L] L]
L] L]
[ [

Agree

11. Having completed the AWARE, | felt better able

Strongly Agree Ne|th_er agree
agree or disagree
recognise animal welfare issues ] ] ]
recognise ethical issues ] O O
reflect on my experiences ] ] ]
respect others viewpoints ] ] O

12. 1 used the welfare codes in the resource sectio
Yes No

| felt more aware of:

or disagree
0 0
U U
0 0

to:

Neither agree

Disagree

o o o

O

Disagree
[
[
[

Disagree

O

O]
O
O]
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Strongly
disagree

O

O]
O]
O]

O

Strongly
disagree

O]
O
O]

Strongly
disagree

O

O]
O
O]

n to help me identify a suitable issue
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Completion of Partnerships in EMS

13. | thought the Partnerships in EMS computer prog  ramme was:

Strongly Agree Ne|th_er agree Disagree S_trongly
agree or disagree disagree
easy to follow ] ] ] ] ]
engaging O O O O H
relevant to my studies ] ] ] ] ]
14. In the animal observation section,
| fully understood the objective measures of behaviour (e.g. lying, walking): Yes No

| fully understood the subjective measures of behaviour (slider and adjectives): Yes No

15. Do you feel that the Partnerships in EMS comput  er programme improved your:

Strongly Agree Ne|th_er agree Disagree S_trongly
agree or disagree disagree
knowledge of animal welfare? ] ] ] ] ]
knowledge of welfare
management strategies? O O O O O
ability to assess welfare needs
through the appearance of the ] ] ] ] ]
animal?
ability to assess welfare needs
through the behaviour of the ] ] ] ] ]

animal?

16. Any other comments you would like to add about WEAVE not covered by the questions
above
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Appendix D4: Reflection on Professional Ethics (ROP  E)

This exercise is for use following clinical EMS placements. It aims to encourage you to reflect on
your own experience in a structured way, taking account of the ethical issues involved. The
exercise should be completed within two weeks of finishing your placement. Please complete all
sections.

Useful information

The ten guiding principles of professional conduct

1. Your clients are entitled to expect that you will:

a) make animal welfare your first consideration in seeking to provide the most appropriate attention for
animals committed to your care

b) ensure that all animals under your care are treated humanely and with respect

¢) maintain and continue to develop your professional knowledge and skills

d) foster and maintain a good relationship with your clients, earning their trust, respecting their views and
protecting client confidentiality

e) uphold the good reputation of the veterinary profession

f) ensure the integrity of veterinary certification

g) foster and endeavour to maintain good relationships with your professional colleagues

h) understand and comply with your legal obligations in relation to the prescription, safe-keeping and
supply of veterinary medicinal products

i) familiarise yourself with and observe the relevant legislation in relation to veterinary surgeons as
individual members of the profession, employers, employees and business owners

j) respond promptly, fully and courteously to complaints and criticism

The Four Principles _ (Beauchamp and Childress, 2009)

The four principles are widely used in medical ethics and can be similarly applied in veterinary ethics.

The four principles are Respect for autonomy, Beneficence, Non-maleficence and Justice.

Respect for autonomy : Respecting the decision-making capabilities of autonomous persons. In
veterinary ethics, this would be concerned with the client's autonomy as the patient is not able to make
reasoned informed choices.

Beneficence : To do good; involves balancing the benefits of treatment against the risks and costs.
Non-maleficence : To do no harm; if the treatment involves some harm, the harm should not be
disproportionate to the benefits of the treatment.

Justice: Be fair; distribute benefits and costs fairly and treat patients in similar positions in a similar way.

Virtue ethics
To be virtuous means to conform to moral and ethical principles. Virtue ethics is concerned with your
moral character and a person of good moral character is someone who has admirable personal qualities,

e.g. honesty, integrity, compassion, respect, toleration, and courage, and uses these qualities in ethical

decisions.

Helpful Resources -RCVS website : http://www.rcvs.org.uk/advice-and-guidance/guidgstofessional-conducts-for-veterinary-
surgeons/1b-the-ten-guiding-principles/

The BBC website has overviews of both virtue ethics http://www.bbc.co.uk/ethics/introduction/virtue.stit and the Four
Principle approach http://www.bbc.co.uk/ethics/lying/lying_1.shtml#h6
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Data from this exercise may be used to assist in a research project within the University of Glasgow. The
data used will be anonymous. If you do not wish your data to be used in this project please tick this box. ]

Matriculation Number:

1. Ethically Relevant Event

From your own experience of this placement, please choose either

1) a specific event involving a vet's action that you feel had ethical implications for another person or other
people

or

2) a more general issue witnessed in the practice that you felt had ethical implications for another person or

other people.
Note: Professional actions often have ethical implications. When an action has ethical implications it means that different
valid courses of action can benefit different parties more or less favourably depending on the action taken.

Please give an account of your chosen event/issue below using the prompts as a guide:
Who was involved?

Describe the event/issue itself:

What were the consequences of the event/issue?

Give your reasons for choosing this particular event/issue:

3. Personal reflection

Please choose up to three of the words below to describe your initial reaction/feelings having experienced
this event/issue (underline as appropriate).

ANGRY UNKNOWLEDGEABLE REASSURED FRUSTRATED
HELPLESS EMPATHY SHOCKED INCOMPETENT
HELPFUL UNINTERESTED GUILT CONCERNED
NERVOUS UNCOMFORTABLE HAPPY UNSURPRISED
SORROW SURPRISED PITY CONFUSED
INDIFFERENT  CONTENTED REGRET UNHAPPY
UPSET PLEASED

If none of these words appropriately describe your feelings, please add your own here:
1) 2) 3)
If you would like to expand on your feelings please write them below:

What do you think it was about this situation that made you feel this way/have that reaction?
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Why do you think this action was taken (include any explicit justifications given by the people/person involved
and why YOU thought the action was taken)?

Thinking about the action taken, did you agree with the action? (delete as appropriate)

Yes, | would have done the same thing No, | would have taken a different action

Yes | took the action and felt comfortable doing so  No | took the action and did not feel comfortable doing
S0

I'm not sure

4. Ethical Reflection

Ethical decisions involve different parties with different interests. These affected parties can be benefited or harmed by a
particular decision or action.

Identify the affected parties associated with your event/issue:

For each of the affected parties you identified, list their principle interest/s in this situation

Provide an argument that supports the human actions contributing to your event/issue:

Provide an argument that challenges the human actions involved in your event/issue:

Thinking about the event/issue you chose to write about, describe if and how the action goes against the 10
guiding principles provided by the RCVS?

Describe how the person/people involved in your situation acted with regards to:
Beneficence:

Non-maleficence:

Respect for autonomy:

Justice:
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What virtues do you think the vet/s involved adhered to and/or went against?

5. Round up

Was this the first time you had seen such an event/issue?  Yes/ No

Did you share your feelings about this event/issue at the time? Yes/ No
If yes, with whom?

Please sum up how this placement affected you. For example, did it have any impact on your views or attitude
toward veterinarians in practice, professional conduct or accepted practice? How would it affect your
actions/behaviour in the future?

Did you consider how in the future once you are a practicing vet, you might deal with a similar situation?
Yes/No

If yes, describe what you might do:

Please use the space below if you would like to add any other comments, for example, on other
ethical issues experienced during your placement.



