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Abstract

In order to reflect on some ethical improprieties which I had committed during the data collection phase of an educational research study, I conducted an heuristic and psychologically-oriented self-study. As part of this heuristic reflection, I engaged in a number of self dialogues in the form of a conversation between various characters. Reported in this paper is one of these dialogues, concerning broad issues of ethics and research and discussing the notion of wisdom, maturity, meaning, and virtue. Ethical considerations are always of primary importance, and I would assert that this is even more so when considering research investigating and using new media, such as the world wide web, in which acceptable ethical practices have yet to be established and consolidated.
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A QUESTION OF RESEARCH ETHICS IN EDUCATIONAL RESEARCH 

EXTENDED ABSTRACT

I carried out educational research for five years as a teacher and researcher investigating a teaching reform of the first-year Undergraduate Business Computing Course for the Bachelor of Business degree at the University at which I was employed from 1991 to 1995. I was progressively a tutor, then a lecturer, then the Course Coordinator facilitating the reform of the Course. My research began in late 1991 as a qualitative investigation with the implicit hypothesis that open discourse could balance technicism in the University Business Computing classes taught by myself and three colleagues. The basic idea of the reform was to encourage communication and discourse about the meaning and purpose and wider societal implications of business computing in addition to the narrowly technical aspects. I discontinued the research on realizing, through a reflective self-study, that I had acted unethically. To address this breach of ethics, I conducted an heuristic inquiry, from 1993 to 1996, to delve deeply, using heuristic reflection, into the nature, and possible healing, of the causes of my research short-comings both in theory and practice. The change in research approach and direction rested upon my growing awareness of the importance of ethics, reflective practice, art, symbolic interpretation of experience, and spirituality. 

In this paper, I present a conversation concerning the general issue of ethics in research, structured loosely around an idea of wisdom with some keywords of maturity, meaning and virtue. This discussion is presented in the form of a conversation between several persons with which I coordinated an exchange of comments concerning qualitative research. Overall, I considered that my responsibility, to myself, to the participants and to the research community, was to tell my story, with as much maturity, meaning and virtue as I could.
The central question was: "Does the teacher-learner-researcher-writer demonstrate wisdom?". The corollary questions become; "Does the teacher-learner-researcher-writer demonstrate maturity (i.e. balance and thoroughness and rigour) and meaning (a sense of purpose and direction and even, I would argue, a controlling and controlled passion - at least an interest - for the subject) and virtue (not only in not lying - honesty - but in 'coming clean' in self-disclosure (Moustakas & Douglas, 1985, p. 50), revealing one's consciously understood world-view belief systems and interests in the subject as well as what can be gleaned of one's unconscious drives, emotions and motivations; and in having the commitment to continue). At certain times and in certain areas of researching it would be wise to subsume certain areas of maturity (rigour) for the greater purposes of meaning and morality - rigour is only part of maturity which is, in turn, only a part of wisdom.

As in Socrate’s conversations, as recorded  by Plato, the deeper conclusions are mostly left to the reader.

A QUESTION OF RESEARCH ETHICS IN EDUCATIONAL RESEARCH
INTRODUCTION

I carried out educational research for five years as a teacher and researcher investigating a teaching reform of the first-year Undergraduate Business Computing Course for the Bachelor of Business degree at the University at which I was employed from 1991 to 1995. I was progressively a tutor, then a lecturer, then the Course Coordinator facilitating the reform of the Course. My research began in late 1991 as a qualitative investigation with the implicit hypothesis that open discourse could balance technicism in the University Business Computing classes taught by myself and three colleagues. The basic idea of the reform was to encourage communication and discourse about the meaning and purpose and wider societal implications of business computing in addition to the narrowly technical aspects. I discontinued the research on realizing, through a reflective self-study, that I had acted unethically. To address this breach of ethics, I conducted an heuristic inquiry, from 1993 to 1996, to delve deeply, using heuristic reflection, into the nature, and possible healing, of the causes of my research short-comings both in theory and practice. The change in research approach and direction rested upon my growing awareness of the importance of ethics, reflective practice, art, symbolic interpretation of experience, and spirituality. 

In this paper, I present a conversation concerning the general issue of ethics in research, structured loosely around an idea of wisdom with some keywords of maturity, meaning and virtue. This discussion is presented in the form of a conversation between several persons. I coordinated an exchange of comments, concerning qualitative research, between Mr Craig Standing, Dr Peter Taylor, Dr Peter Standen and myself. With their permission, I extensively edited, expanded, and added to the dialogue to change the themes and content to suit my own purposes. To protect my colleagues, and to clearly signal the fictive nature of the dialogue, I used the names Thales, Heraclitus, and Auguste Comte for the participants. Thales (around the early sixth century B.C.) was "one of the Seven Wise Men of ancient Greece" (Hammond, 1972, p. 179) and thus I use his name to present balanced moderation in the dialogue that follows this section. I use the name of Heraclitus (around 500 B.C.), a curious blend of systematic and also brilliantly intuitive thinker, named the Obscure (Gould, 1972), to present the more esoteric ideas in the dialogue. Because of Comte's (1798-1857) belief that objective scientific laws are the only basis for the social sciences, I have taken his name to present the positivist opinion that only explanations derived from objective examination of phenomena themselves should be considered worthwhile (Knapton, 1972). 

A CONVERSATION
Mark: Friends, let us begin our discussion of ethics when conducting educational research, especially when using web-based information systems.

Heraclitus: Why “especially when using web-based information systems”?

Mark: It seems to me that some folk, including those that are normally wise and ethical, act in an unusually ‘loose’ manner when using the web. I have experienced cases when researchers, not only students, act with gay abandon in copying and plagiarising material from the web. It is my opinion that ethical procedures and practices take considerable time to become established and consolidated in new media and new situations. Also, some researchers are so concerned about research rigour that, it seems to me, they sometimes neglect important qualitative or intuitive human concerns. Rather than using the word “ethics”, perhaps we should begin by considering the concept of wisdom
Thales: When using the word wisdom, I take it that you are talking from a value-laden framework that you think is preferable and can be used across multiple frameworks to guide the process of researching. I would like to hear more about this metaphor for I am thinking along the same line. Too many of us seem to be under a great burden, perhaps under the name of rigour, to achieve acceptability in academia.

Mark:  In your first insight you are correct, and I agree with your second comment. I follow what is known as a virtue theory especially as it has been expounded by Alasdair MacIntyre (1984) in his book Beyond Virtue: A Study in Moral Theory. As I understand him, MacIntyre asserted that wisdom can only be lived out in a virtuous life, informed by multiple ways of knowing and learning, in community. As Bowers commented, community is: "based on some conception of how a good person acts" (1993, p. 87). Wisdom can be passed on only through a kind of apprenticeship in a way analogous to a bird teaching its young to fly. Wisdom, itself, seems to be part of the warp and weave of life bound up with constitutive forms of knowledge - rational and non-rational, conscious and unconscious, cerebral and somatic, logical and intuitive, emotional and holistic - these and more. Linguistically, it is primarily in the form of moral, metaphorical narratives which represent the community's stored understanding and wisdom. C. A. Bowers is much taken by these ideas, quoting MacIntyre's comment: "The narrative of any one life is part of an interlocking set of narratives" (cited in Bowers, 1993, p. 87). Bowers (1993) compared this understanding with the limited understandings of some computing experts. He asserted that these forms of knowledge (what I term wisdom): "cannot be made explicit and re-encoded to fit the digital technology required for computer-mediated communication" (p. 86, 87). When I use the term wisdom, I am thinking of the virtue of wisdom in this broad sense. Allow me to present pictorially some key words which may stimulate our discussion (see Fig. 1).
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Figure 1. Metaphor of Wisdom  in Teaching, Learning, Researching and Writing 

Comte: I think rigour should have more promenance in the diagram. I would use rigour as a generic term (meaning strength) that applies to all aspects of educational research.
Mark: Welcome Auguste. Rigour is important, but I would still tend to agree with Thales' earlier insights that some researchers do seem to be working under an incredible, some would say unnatural, burden of rigour and that they may need to 'lighten their load'. Eisner (1992, p. 30) states that "in the context of investigation, scientific inquiry is an art. There are no algorithms to follow in either the conduct of research or the interpretation and writing of the results." In a similar vein, Calas and Smircich (1990), commenting on a book promoting reform in Management in higher education, asserted that the authors, while ostensibly lauding "difference and diversity", use a pervasive rhetoric of the words "rigour" and "quality" that actually exercise repression and impoverishment (1990, p. 704). However, in arguing for a lightening of the load of rigour, I am not suggesting carelessness. 

Heraclitus: Sometimes passion for a research area can lead to carelessness. Even so, I contend that anyone who has anything relevant and interesting (hopefully) to contribute should be able do so - whether or not it is done sloppily or rigorously judged from a certain cultural standpoint. Research writing in the social sciences in France, for example, is considered sloppy if it is not rhetorically persuasive. For example, consider the work of Jacques Ellul, erstwhile Professor of Law and Institutions at Bordeaux University and a well-respected authority, notoriously careless in citing and justifying assertions but powerfully rhetorical. As Ellul (1990) asserts: "Analyses which appear very rigorous, which are built on statistics, and which make no reference to these [deeper] problems are the most dangerous. For they, too, are ideological, but they pretend to be purely scientific and have an appearance of strictness that one does not find in more rhetorical but more honest studies" (p. 36). It seems to me that, from a general English-speaking cultural viewpoint, research writing is considered careless if it is rhetorically persuasive. I am reminded of Habermas' warning about the "unavoidably rhetorical character of every kind of language, including philosophical language" (Dews, 1986, p. 161). The word sloppy is value laden but generally I think it is fair to say that it presumably means that which is unwise, or immature (i.e., unbalanced, with a lack of thoroughness or with little sense of purpose or direction or passion) or immoral (i.e. dishonest or uncommitted). 

Mark: Well, I must confess that perhaps it was a form of passion that led me to become stressed, perhaps frenetic, during some qualitative research I conducted from 1991 to 1993. I became exhausted and thus careless, perhaps sloppy in the data collection phase, losing notes and audiotapes and not properly considering the effects on students of my introduction of innovative teaching-learning strategies. I decided eventually to discontinue the research. 

Comte: It sounds as if you should have used a postitivist research approach, with careful experimental design, a consistent hypthesis, and systematic data collection. Ethics would have be taken care of by an ethics committee.

Mark: It would have made things simpler, Auguste. I had been using an interpretivist research approach based on unstructured qualitative data, from interviews, and I had followed emergent research quetions. Due to an administrative mix-up, my research proposal was not presented to the ethics committee. 

Comte: The lesson is clear: make sure any research is accepted by an ethics committee.

Heraclitus: Be careful here Mark. Auguste would allow you to attribute responsibility for your behaviour to others. An ethics committee exists merely to ensure that you build a framework into your research so that your may be truthful, just and fair, and do no harm to others. In fact, you can behave ethically without an ethics committee, and vice versa. The choice is yours.

Mark: I agree. There is more to ethics in research than just the ethics committee. I have had research proposals accepted by research committees - it seems to me an easy thing to get through. My breach of ethics was not something that an ethics committee could have picked up. My ethical failure was that I had imposed some teaching-learning innovations on students without first discussing the situation fully and gaining the student's fully informed consent. An ethics committee would have accepted my assurance of gaining student's informed consent, but I realised, on reflection, that I had not acted with sufficient ethical propriety. 

Thales: Of course the researcher must always act with complete and utter honesty.

Mark: And to act with honesty, I would argue that researchers should become what Schon (1983) terms a reflective practitioner. I realised the importance of reflection only after two years of working on my research project. After much in-depth phenomenological reflection, I came to realise that I had been driven by a subtle, yet powerful, psychological urge to build up my ego by achieving a significant research result. During 1993, I realised that when conducting this research I had to endeavour, in good faith, to live out my concerns rather than merely follow the list of rules of the ethics committee. I had to take seriously the idea of including another way of knowing in listening to the voice of the unconscious. I had to be open and listen well to the voices of others in a communitarian sense. From 1993 to 1995, on becoming aware of the ethical deficiencies in the way I collected the data in 1992, I realised that I had to be very careful about how I used the material. Our previous discussion of MacIntyre's (1984) virtue theory forms a backdrop to what I think about ethical considerations. 

Comte: It is not for science to teach maturity, meaning and virtue. It goes without saying that researchers must have enough maturity and morality to never influence the outcome of research. I don't know what you mean when you talk about the unconscious". 

Mark: I refer to depth psychology when I mention the unconscious. In my own progress towards maturity and morality, I have been much helped by Jung's idea of individuation. 

Comte: One must strive for objectivity. It is difficult for the social sciences to achieve the miracles of the physical sciences, but researchers must strive to use the methods of the physical sciences.

Heraclitus: What about that research in the social sciences which is difficult to replicate and, due to inherent subjectivity, almost impossible not to subtly influence the outcome? I am no positivist. In fact, I speculate that the whole idea of academic positivism became a device to lead the researcher to maturity and morality. In other words, to promote a type of wisdom. In the physical sciences, quantitative research was sufficiently limited and narrow that other researchers could replicate the experiment to test its validity. However, in the social sciences very few interventions could be reproduced in a way that could attest to the validity of the original research. Perhaps the intellectual community evolved elaborate rules to restrict the issue and help researchers resist the temptation to use immature rhetoric (or to lie for recognition, or whatever). The hope may have been that, if students were trained in academic (sometimes esoteric) rules, then they would develop their intellect and thus grow in wisdom (outworked in maturity and morality). However, we are all aware of the history of academic and scientific fraud. I have some anecdotal evidence in that, of the eight or so academics with whom I have spoken informally regarding their theses, three openly said that they committed academic fraud (and this was in three of the most respected universities in the Western world).  There are other ways to lead people to wisdom - for example, the adoption of a moral framework which is often the outworking of a religious commitment. 

Mark: Whatever the case, the post-Enlightenment thinkers who formulated the academic rules developed a rigid system of experimental quantitative rigour (Bowers, 1992). This restricted approach has been seriously questioned originally by neo-Calvinist philosophy in the early twentieth century (Doowerweerd, 1979) and then by postmodernism, poststructuralism, feminism (Caraca & Carrilho, 1994) and neo-Marxism (Bowers, 1992). I like the viewpoint of Caraca and Carrilho (1994) when they commended us to "think of knowledge and particularly scientific knowledge not as the application of a previously established method aimed also at achieving previously determined ends, but as an invention of strategies for discovery, legitimation and communication, for which the rhetoric of science may perhaps come to provide a rather unexpected picture for many" (p. 786). In my researching, I endeavour to explore ways to be rigorous and yet to be passionate. As Eisner (1992) recommended: "When you have a conviction about what you believe is important to study or how you think it should be studied, my advice to you is to pursue that conviction."

Comte: You have conveniently ignored the history of the last 500 years here! Scientific method, because it is an open system of knowledge acquisition, became popular precisely because it liberated us from moral philosophy that enslaved. Remember Galileo at the Spanish Inquisition? What about the role of religious 'wisdom' in increasing the happiness of the human races - from the ritual sacrifices of the Aztecs through the Dark Ages to its peak in the Inquisition and the enslavery of the Third World in the 1500-1600s? Scientific method was one of the major ways we rid the world of these tyrannies, by enabling anyone to come up with openly debatable and verifiable answers to fundamental questions such as whether the earth is flat, or is the centre of the Universe. The realities espoused by wise folk such as witchdoctors, prophets and popes were found wrong. What other method could have achieved this?

Heraclitus: Auguste, I am surprised that you have not grasped the deeper currents of history. Critical theory, post-modernism and deep ecology have clearly revealed the deeply-embedded violence inherent in scientific consciousness. It is open only in so far as one treads a narrow epistemology. You should remember that it was the secular political inquisition which was the most barbaric (people often deliberately blasphemed at the crucial moment so that they would be tried by the more 'reasonable' religious inquisition). And both these pale before the terrible inquisitions of the Enlightenment French revolution terrors through to the Nazi holocausts and right up to Pol Pot. The Enlightenment project, with science as its talisman, was originally empowering, but the seeds of its enslaving agenda were within its original mandate to dominate nature. Ghastly destruction has been wrought by scientistic positivism - not only in its application for the weapons of war. In one way, scientific and technological instrumental rationality has proven to be more 'wrong' and more disastrous for planetary ecology than all the witchdoctors, prophets and popes put together! 

Mark: I think that there is something important in what you say, Heraclitus. Adorno and Horkheimer (1990), Ellul (1964), Marcuse (1969), and a host of other major social philosophers from Nietzsche (1968) onwards drew attention to the way in which Enlightenment thinking is now a debased and enslaving hegemony of modernity. But Auguste is surely true in pointing us to the social and personal benefits of free critical thinking, in freeing generations of people from the enslaving hegemonies of the debased authoritarian religious and monarchist institutions of the eighteenth century right up to the present. 

Thales: This may be true, but these historical and philosophical currents are rather beyond the scope of our discussion at the moment. I think that both Heraclitus and Auguste are arguing for a balance. Eisner (1992) reminds us that "scientific research writing, in the end, is a construction and the more artistic in character, the better." The debate is leading us to move from the narrow metaphor of rigour in research writing back to the fundamental questions of why we research at all. Of course, for a lot of academics and researchers, researching is a job and not much more - you do what you can get away with and what gives you promotion and acclaim. 

Heraclitus: I also have found instances of this lazy approach, but other persons have something more like a faith in the scientific or Enlightenment project (Goudzwaard, 1979). They believe that this rational scientific method will progressively solve our social, cultural and even personal problems - all we need is more progress in scientific knowledge and concomitant technological wizardry! This results in a type of positivism which is close to a religious faith (Adorno & Horkheimer, 1992). 

Mark: I prefer to place my faith elsewhere. 

Thales: Hmmm . . . Perhaps we should return to the wisdom diagram (Fig. 1). Using this wisdom in teaching-learning-researching and writing metaphor, we should ask some key questions. 

Mark: The central question becomes: "Does the teacher-learner-researcher-writer demonstrate wisdom?". The corollary questions become; "Does the teacher-learner-researcher-writer demonstrate maturity (i.e. balance and thoroughness and rigour) and meaning (a sense of purpose and direction and even, I would argue, a controlling and controlled passion - at least an interest - for the subject) and virtue (not only in not lying - honesty - but in 'coming clean' in self-disclosure (Moustakas & Douglas, 1985, p. 50), revealing one's consciously understood world-view belief systems and interests in the subject as well as what can be gleaned of one's unconscious drives, emotions and motivations; and in having the commitment to continue). At certain times and in certain areas of researching it would be wise to subsume certain areas of maturity (rigour) for the greater purposes of meaning and morality - rigour is only part of maturity which is, in turn, only a part of wisdom. However, as one reviewer commented, someone might say that I use the previous sentence for politically-oriented strategic action to authorise careless research. In the end, I have come to the conclusion that the wise choice is the one that is consistent with what Guba and Lincoln (1989) term quality, or goodness of the research, or, for heuristic research what Moustakas (1990) terms validity.

Thales: Mark, in your research wisdom metaphor, you mention truthfulness, honesty, and commitment as elements of virtue. I take it that you are thinking of the ethical dimension of research. I concur with Habermas, restating Socrates before him, that we must discard the notion of objective knowledge, because all knowing is inextricably bound up in the life-world interests of the knower (Held, 1980, p. 297). I thus consider that if a researcher were to disclose his or her life-world interests, the reader could take this into account. A form of generalisable knowledge may thus emerge from this intersubjectivity. Nobel prize winner in economics, Gunnar Myrdal, recommends that the solution to the value-impregnated nature of social science is to state value judgements at the beginning, rather than to suppress them (Mahoney, 1993, p. 177). And I would add, the more the better.

Thales: Guba and Lincoln (1989, Chap. 4) spend a whole chapter on what they term the "twin failures of positivistic science", and the risks and redeeming features of constructivist research ethics. 

Mark: I think that this is important. Guba and Lincoln (1989, chap. 4) point out that risks occur through: the intimacy of face-to-face contact; the difficulty of maintaining privacy and confidentiality; the possibilities of violation of trust; the need for open negotiations; and what to include/exclude in the framing of the case study. For example, in my study: I had to overcome a major personality clash with one of the other participant tutors; I had to be careful, prior to the exam, not to read any potentially critical material from student interviews conducted by the research assistant; I had to be careful to avoid violating trust by misinterpreting comments made by other tutors, or inadvertently passing on information to others in my University School; I had to engage in open discussions and be open to possibly negative feedback from participants; and I had to discern whether or not to include material from student learning journals, or from my own personal reflections and dreams.

Erickson (1986) notes that two basic principles are that participants in qualitative research need to be comprehensively briefed and informed about the research and carefully protected from risks. Pitman and Maxwell (1992) basically concur, stressing that ethical decisions are ongoing with one of the first decisions being whether the inquiry can actually be conducted. I have described how this question was crucial in the direction of my research, because I was ethically forced to the conclusion that I could not use most of my martialled research material to justify strong assertions about the influence or degree of technicism and open discourse in University Business Computing tutorials. 

Pitman and Maxwell (1992) comment that for all major theorists in qualitative research, ethical considerations were imperative and even, for Guba and Lincoln (1990), action-oriented partnership is the motivating raison d'etre. In this spirit, I did endeavour to change the teaching-learning process in an on-going manner with key participants during the course of the research. Pitman and Maxwell also stress the obligations of the researcher both to the community studied and to the profession.

Thus I considered that my responsibility, to myself, to the participants and to the research community, was to tell my story, with as much maturity, meaning and virtue as I could. My hope was to thus bring out some results from the research. However, I did not consider it my responsibility to disclose all my major understandings or perceptions relevant to those results. I saw that one of my ethical responsibilities was to be caring and nurturing to all involved in the research, including myself. Thus, even if the events, actions and thoughts were relevant to the results that I was discussing, I was selective in what I chose to reveal. In this way, I not only safeguarded participants in the research (by anonymity and by selecting what to include), but also myself (Clandinin, 1993). I need to respect the proper boundaries for privacy of my self as well as other participants. 

As knowing is inextricably bound up in the lifeworld interests, it is also inextricably bound up in the style of writing that one employs. Specifically, in autobiographical studies, ethics can be understood as nurture and care (Clandinin, 1993). Oakley (1992), in an autobiographical work, deliberately fictionalised certain areas to safeguard herself and those close to her. Clandinin (1993) states that this practice is of great importance in an interpretive style of research reporting. While I have not inserted fiction into research data findings, I chose to report only those events, actions and thoughts that I thought would not be too personally revealing. 

Thales: Mark, do you think it not too personally revealing to disclose your relevant interests, biases, agendas, and worldview values and beliefs relevant to your research? 

Mark: Not at all Thales, I welcome the question. Indeed, you may recall that I particularly mentioned this aspect in the truthfulness section of my research wisdom metaphor. Borrowing Tesch's (1990) phrase, my particular palette of research methodologies and methods sprung from my personal synthesis of what Husen (1994) asserts are the three major strands of the humanist paradigm, as distinct from the positivist paradigm, in education. The philosophical foundations for these three strands are, respectively, continental idealism, phenomenological philosophy, and critical philosophy (not least, the Frankfurt school, including Habermas). Continental idealism, influenced by German Idealism and Hegelianism, has a core concept that the humanities (including gestalt psychology) had their own logic of research oriented to understanding, whereas the natural sciences (including experimental psychology) has a logic of research orientated to explaining. Phenomenological philosophy, founded by Husserl, takes a holistic perspective to understand the entirety of a phenomenon, and to contextually and empathically understand human motives. I have previously described critical theory, at least its main variation of the Frankfurt School, in some depth - the emphasis is on understanding human beings in their socio-economic setting, at the same time having particular and unique motives.

During the whole of my research, continental idealism was a minor, but consistent and underlying influence on me, evident in my hints for the quest for a sacred science. In 1991 to 1993, during my initial qualitative research, I was influenced mostly by critical philosophy through my interest in Habermas' (1984, 1987) notions of technicism and discourse. From 1993 to 1996, on my discontinuing of the initial research, I resurrected the research data with an heuristic inquiry. I then used a form of psychological reflection based on Jungian dream interpretation to further explore an impression I gained from the heuristic inquiry. Using Walcot’s (1993) typology of "a comparison of ways of knowing and inquiring", I began the research mostly critical approaches, and then moved towards interpretive approaches, while never having used positivistic approaches. That said, I find it difficult to exactly categorise my various approaches in the research.

Heraclitus: Mark, what of your epistemology and ontology?

Mark: That would need another long discussion. Suffice to say for now, that, using Hitchcock and Hughes (1989, p. 15) definitions, I am neither a realist nor a relativist in ontology, and neither an objectivist nor a subjectivist in epistemology. I am basically a flexible type of Berkeleian idealist who resorts to pragmatism where it seems to work (if that is not a tautology). 

Comte: What use is knowing that when all we have to do is to be resolutely objective and impersonal, and to rigorously and systematically strive to discover the underlying laws of nature which, irrespective of personal opinion, are absolute?

Thales: It depends a lot on what is being investigated, and (which may be good for you to think about Auguste) on what are your motives. 

Mark: Thank you friends, for joining in this discussion. I have been helped better to understand my own ethical practice. Perhaps others can be encouraged to tread a similar journey, especially if exploring new media such as the world wide web.
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