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Abstract

How can educators equip business students to adopt an ethics of care perspective? An ethics of care perspective requires
moral imagination of the self, the other, the self-other relationship, and displacement of motivation towards others. It stands
in contrast to the deeply embedded firm-centric managerial perspective in business schools. Without a structured approach,
students may struggle to adopt a care perspective. I propose three specifically designed narrativizing exercises that can act as
vehicles for moral imagination for care by increasing student awareness of tensions between the self and others and motivat-
ing a harmonizing of these tensions. Autobiographical narrativizing surfaces discordance between a student’s managerial
and non-managerial selves and invites an imaginative recomposition of these selves. Vicarious narrativizing occurs through
stories of others, creating pathways between students' self-perspectives and that of others. Embodied narrativizing is a whole
body and mind exercise in narrativizing the mental, visceral, and behavioural experiences during preparation for an upcoming
interaction with another, along with narrativizing the actual interaction embedded in the other’s context. These three forms
of narrativizing present complementary risks and benefits and cumulatively enable moral imagination for a care perspective.
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Introduction

Scholars have called for a greater humanistic perspective
in business education, and to prepare business students, the
managers and market actors of tomorrow, to use empathy
and care for ethical management (Pirson, 2020). Ethics
of care, considered a moral imperative (Noddings, 2013),
involves attentiveness, responsibility, competence, and
responsiveness to others (Tronto, 2020). It is motivated by
an abiding investment in the wellbeing of the other (Law-
rence & Maitlis, 2012). To practice care, business students
require the ability to understand the experiences of oth-
ers, and imagine and engage with their perspectives prior
to enacting other-centered ways of being (Colombo, 2023;
Sadler-Smith & Cojuharenco, 2021).

Understanding and engaging with others’ perspectives
collides with the predominant pedagogical and substantive
focus of business education. Business education focuses on
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imparting functional skills and disciplinary expertise (Wor-
line & Dutton, 2022) and assumes that advancing organi-
zational interests are in the interest of societal wellbeing
(Colombo, 2023; Sadler-Smith & Cojuharenco, 2021). This
can inculcate opportunistic self-centric motivations and out-
comes, ignoring motives to engage with the other for the
sake of the other (Ghoshal, 2005). While business education
is increasingly incorporating values of care, and these efforts
can result in effectively socializing students in caring, ethical
behaviors (e.g., Haski-Leventhal et al., 2020; Slager et al.,
2020), more needs to be done, leading scholars to call for a
radical rethinking of business education (Colombo, 2023;
Dyck & Caza, 2022).

How can educators equip business students to adopt a care
perspective? Perspective-taking requires moving away from
the perspective one is anchored in by imagining another’s
perspective and engaging with it (Ku, Wang, & Galinksy,
2015). Although perspective-taking is necessary for care,
it is not sufficient (Moberg & Seabright, 2000). Rather,
care will occur if perspective-taking is fuelled by moral
imagination of the other, as discussed by philosophers (e.g.,
Alexander, 1993; Fesmire, 2003), cognitive linguists (e.g.,
Lakoft, 2016), psychologists (e.g., Moberg & Seabright,
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2000), and management scholars (Werhane, 1998). Based
on John Dewey’s pragmatist philosophy, moral imagination
is the capacity to critically reflect on the actual, envision
multiple alternative possibilities, and evaluate the actual
and generated possibilities for the impact on the self and
the other (Alexander, 1993; Fesmire, 2003; Johnson, 1993).
This paper focuses on how to activate moral imagination for
a care perspective in business students. I propose three com-
plementary forms of narrativizing that can, through multi-
ple psychological mechanisms, enable moral imagining of
the other and cumulatively enable a movement away from
a profit/managerial perspective toward a care perspective.

My work answers calls to embed notions of relationality
and self-consciousness in business education to inculcate a
post-managerial perspective (Colombo, 2023). Recent schol-
arship has documented innovative methodologies to enable
perspective-taking beyond the profit motive (Dyck & Caza,
2022), to engage with care (Heath et al., 2019), and moral-
ity (Berti et al., 2021; Brokerhof et al., 2023). Researchers
have discussed the role of course content, experiential learn-
ing, service learning, and reflective exercises in inculcating
ethical, moral (Berti et al., 2021; Sahatjian et al., 2022), and
responsible management capabilities (Dyck & Caza, 2022).
I develop a model of instruction based on an integration
of literature from ethics (Noddings, 2013; Werhane, 1998),
moral philosophy (Johnson, 1993), psychology (Ku et al.,
2015), and narrative pedagogy (Michaelson, 2016). I extend
our understanding of narrative pedagogy for business ethics
from its focus on types of narratives such as short stories,
novels, and films (e.g., Brokerhof et al., 2023; Michaelson,
2016) to types of narrativizing and the psychological pro-
cesses of generating narratives that may enable students’
moral imagination and a care perspective. In sum, I present
a pedagogical model that can create conditions to encourage
ethical caring. In the absence of a structured approach to
adopting a practice of care, mere awareness of the imperative
to care may be insufficient to counter the deeply embedded
profit focus that can impair a care agenda.

I first discuss why and how extant business education may
disable care perspectives in business students and then dis-
cuss the role of moral imagination in perspective-taking and
the aptness of narrativizing as a pedagogical tool. I present a
conceptual model describing three complementary narrativ-
izing experiences—vicarious, autobiographical, and embod-
ied—that enable moral imagination and cumulatively move
students anchored in their self-as-manager narrative toward
caring about others. I draw on my classroom experiences
with these three forms of narrativizing to illustrate each type.

Care Ethics and Business Education

Care ethics speaks to a relational ethic immersed in and
motivated by the other’s contextual needs (Noddings,
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2013). It provides a framework for interpersonal experi-
ences of caring and for how approaches informed by care
can impact collective and individual wellbeing (Hawk
& Lyons, 2008). Care need not be in response to suffer-
ing and pain, nor does it imply dependence (Nicolson &
Kurucz, 2019). One can show care toward a colleague in
an everyday office context just as one can show care to a
colleague in distress. Care requires a visceral experience
of and engrossment in the other, a complex weaving of
imaginative processes with embodied practices residing
in the capacity to feel for another, a displacement of moti-
vation toward the other, that leads to imaginative actions
on the other’s behalf (Noddings, 2013; Phillips & Willat,
2020).

Currently business education emphasizes the maximiza-
tion of self-interest, an organization-centered worldview and
the use of instrumental rationality as the predominant logic
of decision-making at the expense of contextual, care-driven,
collaborative decisions (Colombo, 2023). Business students
are therefore typically “locked in” to a singular, taken-for-
granted narrative that may vitiate against other-focused care.
Perhaps for these reasons, while undergraduate students may
understand the need for businesses to be socially respon-
sible, they simultaneously value individual advancement
(theirs and their firm’s) over the collective (Haski-Leventhal
et al., 2017), and CEOs with MBAs behave in a more self-
serving, short-sighted manner than CEOs without MBAs
(Miller & Xu, 2019). In fact, business education may have
become conflated with values of individualism and self-
enhancement and have generated a self-selection bias with
business programs attracting students with pre-existing high
levels of self-enhancement and low prosocial values (Arieli
et al., 2016).

The pedagogical tools of business education focus pri-
marily on developing students in the image of stereotypi-
cal managers, who are in turn expected to be masculinized
and invulnerable (Corlett et al., 2019), characteristics that
run counter to a care perspective defined as a feminist (as
opposed to feminine) perspective of concern and empathy
(Borgerson, 2007). The predominance of case-based teach-
ing, which represents a neatly packaged extract of reality,
over tools such as learning in social contexts, may minimize
opportunities to engage with the contextual “messiness” and
uncertainties of other lives (Fotaki & Prasad, 2015). Only
29% of North American and European signatories to the
Principles of Responsible Management Education (PRME)
integrated learning in a social context into their education
and 67% of students enrolled in PRME signatory schools
have not participated in any community work (Prandi et al.,
2016). This despite PRME signatory schools having pub-
licly indicated an institutional emphasis on engagement and
responsibility beyond the corporate sector. Thus, the values,
content, and environment in business schools may anchor
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students to a unidimensional managerial perspective that is
counter to a care perspective.

There are exceptions, of course. Service learning is
increasingly adopted in business curricula to inculcate extra-
corporate perspectives in students (Sahatjian et al., 2022).
The benefits can range from improvements in academic
performance to greater empathy for others. Service learn-
ing frequently involves engaging with a real-world situation
and practicing reflection and reciprocity in information and
knowledge sharing with community partners. Thus, while it
has elements in common with exercising care, as Noddings
(2013) notes, service can be delivered without care. Indeed,
evidence shows that while service learning expanded busi-
ness students’ abilities to engage with ethical dilemmas, it
did not improve the quality of their engagement with critical
causes, their reflection, and decision ethicality (Sahatjian
et al., 2022). Other efforts to increase the porosity of busi-
ness student perspectives and enable greater care include
teaching the same topic (e.g., organizational change) through
three different lenses—the financial bottom line, the triple
bottom line, and a prioritizing of social and ecological goals
(Dyck & Caza, 2022); immersing students in a care-receiv-
ing and care-giving classroom experience to engage with
concrete emotional experiences and destigmatize empathy
in a business context (Heath et al., 2019); and experiential
exercises to engage with emotions and tacit knowledge (as
opposed to a detached cerebral approach) to enable moral
imagination when making ethical decisions (Berti et al.,
2021).

In sum, there has been increasing awareness of the need
to enable business students to adopt a care perspective. A
necessary condition for care is the ability for students to
engage with others’ perspectives, even if these perspectives
present a challenge to the received way of business. How-
ever, while perspective-taking is necessary, it is not sufficient
for care. Rather, care requires perspective-taking fuelled by
moral imagination.

Perspective-Taking and Moral Imagination

Perspective-taking is the process of mentalizing the other
(i.e., imagining the other) and making a series of changes
to one’s perspective to arrive at the other’s thoughts, moti-
vations, intentions, and emotions (Ku, Wang &, Galinksy,
2015). It decreases the psychological distance between
the perspective-taker and the other and may be seen as
“expanding the self” (Galinsky et al., 2005). Because the
self is generally viewed favorably, decreasing the psycho-
logical distance between the self and others could lead to
others too being viewed with greater understanding and
more favorably. It could lead to a personalization of oth-
ers’ needs, decrease prejudice, stereotyping, and egocen-
tric biases, and increase caring for and acting on behalf of

others (Ku et al., 2015). For instance, perspective-taking
of the homeless increased the likelihood of taking actions
to address homelessness (Herrera et al., 2018).

However, there is also evidence that perspective-tak-
ing may have negative effects. Neuroimaging showed that
Machiavellian managers had high affective understanding
of the other (Bagozzi et al., 2013). Mentalizing less pow-
erful others can increase one’s sense of power over them
(Sassenrath et al., 2022). If the other is seen as a member
of an out-group that is different in fundamental ways, stu-
dents may move away from them rather than toward them
(Denning & Hodges, 2022). If the other poses a threat to
oneself, to one’s self-evaluation or goals, perspective-tak-
ing can lead to negative interpersonal outcomes (Sassen-
rath et al., 2016). These scholars point out that “...some
gaps are just too big and some people are just too differ-
ent...” (pp.407), and this stalls positive perspective-taking.

This is relevant in a business school context where the
received approach is to focus on the managerial perspec-
tive and this focus is linked to success in one’s profes-
sional life. Thus, it is possible that students may resist
perspectives that are not instrumental to a profit and mana-
gerial agenda. As a defensive move, they may curtail the
movement away from an anchored managerial self toward
the other, rationalizing that they have a sufficient under-
standing of the other (Epley et al., 2004). Thus, while
perspective-taking can be positively correlated with moral
reasoning (Hui et al., 2022), a meta-analysis revealed that
imagining the other does not necessarily increase empathic
concern, indicating the need for perspective-taking to be
fuelled by moral imagination (McAuliffe et al., 2020).

Based on Deweyan pragmatism, philosophers have elab-
orated on moral imagination as a force for creative, norma-
tive actions (Alexander, 1993; Fesmire, 2003; Johnson,
1993). Humans are instinctively imaginative creatures, and
while imagination can be reproductive and productive—
i.e., imagination as the facility to reproduce and classify
sensations and perceptions—moral imagination identifies
multiple theoretically actualizable possibilities for a situ-
ation, constrained only by the potential costs and benefits
of each possibility for all involved (also Werhane, 1998).
Moral imagination is not mired in moral absolutes that
constrain possibilities nor does it devolve into extreme
moral relativism that may cause agentic paralysis (Alex-
ander, 1993; Fesmire, 2003; Johnson, 1993). Rather,
moral absolutes and embedded perspectives are seen as
frames that have bounded our thinking and actions in the
past (Johnson, 1993). They provide a reference for how
one perspective may have come to dominate, and moral
imagination explores the history and multiple impacts of
such domination, the tensions inherent in such embedded
frames, and imagines transformations from such frames
to alternatives that reflect new, integrative values focused
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on resolving tensions and creating harmonies (Alexander,
1993; Moberg & Seabright, 2000; Roca, 2010).

Consider an example of such moral imagination. Fam-
ily structures are at the very core of social units, and his-
torically, the family unit is frequently controlled by a father
figure. This experience of a “strict father,” through repro-
ductive and productive imagination, is applied to other
contexts such as government—citizen relationships and
business—stakeholder relationships (Lakoff, 2016; Menon,
2022). The exercise of moral imagination, however, would
instead critically evaluate the “strict father” experience and
its applicability and multidimensional impact in contexts
such as government, business, and indeed family structures.
Moral imagination goes beyond “imaging” to understand the
actual in light of the possible (Alexander, 1993) to discern
other normative possibilities (Werhane, 1998). For instance,
the exercise of moral imagination may generate ‘“‘nurturant
parenting” as an alternative to the “strict father” structure
to engage with and harmonize the tensions that occur when
a strict father structure is applied to business (Lakoff, 2016;
Menon, 2022).

The self-reflection, critical review of assumptions and
the thought experiments with alternatives and their pros
and cons that form the core of moral imagination can be
effortful, challenging, and risky. In the absence of explicit
motivations and resources, the default position may be to
operate from one’s own perspective (Epley et al., 2004). This
points to the need for purpose-designed pedagogical tools
that can enable the exercise of moral imagination for a care
perspective. Narrativizing is an important tool for such an
exercise of moral imagination. “Narrative is our most com-
prehensive form of synthetic understanding. only within a
narrative form can we fully understand moral personality
(the self) and its actions (Johnson, 1993, pp. 164).” Narrativ-
izing is an instinctive practice that humans use to make sense
of their lives and is integral to themes of personal growth
(McAdams & McLean, 2013).

Narrativizing, Moral Imagination, and a Care
Perspective

Narrative pedagogy is increasingly used in business and
other professional education (e.g., medical education) to
improve critical self-reflection, empathy, perspective-taking,
and ethical and moral reasoning (Brendel, 2009; Brokerhof
et al., 2023; Michaelson, 2016). Narratives are stories and
narrativizing is a process by which people recall and organ-
ize the elements of an experience in story form. Stories draw
on and enhance our imaginations, they enable a temporal
understanding of how we came to be the way we are, who
we want to become, and how we might do so. Accessing,
authoring, and co-authoring stories, and inhabiting socially
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embedded, contextually driven characters is key to develop-
ing our moral selves (Coles, 1989; Johnson, 1993).

Emplotment, the dynamic development of a story, knits
together the various elements of an experience—the actors,
their circumstances and interactions, their motivations, and
outcomes of the actions—to make sense of it all (Sparrowe,
2005). Seemingly disconnected or inconsequential events
are situated in contexts and against intentions that imbue the
experiences with meaning and make meaningful sense of
people (the self and others), their doings, and their interac-
tions (McLean et al., 2007). This process of making connec-
tions engages the imagination and creates pathways between
experiences, and between the self and others (Hoggan &
Cranton, 2015). By “..creating shared realities and increas-
ing relational responsiveness, narrative practice thus has the
potential to provide a powerful way of constructing caring
relationships...” (Lawrence & Maitlis, 2012, p. 648). Shared
vulnerabilities, in particular, can dismantle boundaries and
emphasize commonalities (Tronto, 2020).

Narratives are essentially provisional in nature because
they are frequently revised and subject to further emplotment
as circumstances change and previous stories are revised to
reflect these changes (Sparrowe, 2005). This enables ongo-
ing dialog between ways of being, imaginative distancing
from established perspectives and consideration of alterna-
tive perspectives as needs and circumstances change (Bren-
del, 2009; Clark & Rossiter, 2008; McLean et al., 2007).
Narratives are therefore apt vessels for the enactment of
“intellectual disrobing,” empathy, and dramatic rehearsal
that Dewey calls for (McVea & Dew, 2022). Thus, equipping
business students with a care perspective requires engaging
their moral imagination via narrativizing.

Conceptual Model

Drawing on an understanding of criteria for appropriate
forms of narrativizing to engage moral imagination for
care, I develop a conceptual model presenting three forms of
narrativizing. These forms enable students to confront their
habits of thought and practice, consciously see the world
from another’s perspective, and engage with a different set
of values (Von Wright, 2002).

Using Coles (1989) imagery, to enable personal growth,
exercises in narrativizing should act like small hammers,
continually jarring students “awake” by exposing them to
the unfamiliar and uncomfortable, juxtaposing with the
familiar and comfortable, highlighting the costs and bene-
fits of cleaving to one and disregarding the other. The core
of narrativizing exercises revolves around addressing this
juxtaposition and engaging with the contradictions and
tensions that emerge. Narrativizing insists on answers to
continuously asked questions—who am I, who should I be,
how should I be knowing what I now know, what different
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paths traverse the distance between these contradictions,
how might these paths be traversed, and what help or harm
may result? By requiring students to generate as many
alternatives as possible, and to reflect deeply on each, we
can attempt to prevent default ways of thinking.

Successful narrativizing is typically the outcome of
multiple co-dependent forms of the exercise. Multiple
experiences with narrativizing and the incremental telling
of situated stories in multiple contexts enable a rehearsal
of alternative perspectives, thereby potentially increasing
a sense of comfort and acceptance of these alternatives
(McLean et al., 2007; Taylor, 2005). Using multiple forms
of narrativizing with different levels and types of risk can
also enable managing risk perceptions that may otherwise
stall movement toward care (Sassenrath et al., 2016). Fur-
thermore, successful narrativizing requires the use of mul-
tiple complementary psychological mechanisms (Down &
Reveley, 2009; Phillips, 2013). For example, complement-
ing narrativizing that emphasizes memory retrieval with
narrativizing that emphasizes projections into the future.
Or complementing narrativizing that emphasizes intra-
psychic cognitive and affective processes with narrativ-
izing that emphasizes behavioral processes. I propose a
conceptual model comprising three types of narrativizing
that may increasingly draw attention away from the famil-
iar to the unfamiliar, focusing on key aspects of moral
imagination for care while engaging multiple, complemen-
tary psychological mechanisms (Fig. 1).

Autobiographical Narrativizing

Managerial self

Autobiographical narrativizing asks students to focus on
the juxtaposition of the dominant and less dominant ver-
sions of their selves and to critically reflect on these multiple
selves. In a business classroom, students are usually asked
to think like managers and achieve a level of familiarity and
comfort in a managerial role. While the self-as-manager is
an active stance in business classes, these same students also
possess other versions of their selves. They are employees,
consumers, and members of a community that are served/not
served/poorly served by business. Activating moral imagi-
nation in business students requires an awareness of these
multiple versions of the self, as managers and as recipients
of managerial decisions that might compromise their wellbe-
ing as consumers/employees/community members. Autobio-
graphical narrativizing asks students to consider such selves,
to situate their managerial narratives alongside their non-
managerial narratives, and to become aware of the potential
discordance between these narratives. Grappling with these
tensions enables self-reflection and critical awareness of
one’s actions and reactions, an understanding of the version
of the self in which one is anchored (Nicholson & Kurucz,
2019), and this self-awareness is key for moral imagination
for care (Johansson & Edwards, 2021; Werhane, 2008).
While autobiographical narrativizing can enable the activa-
tion of normative versions of the self, it is limited to retelling
one’s own story and does not explicitly enable movement
away from the anchored managerial self toward others’ per-
spectives. Self-awareness primes one for other-care (Lanaj

imagination

Representation of other

Fig.1 Conceptual model

Recomposition 1
> via moral 1
imagination 1 1
|
Embodied Narrativizing v
Non-managerial self
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) | Toward a care
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|
|
Vicarious Narrativizing |
|
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— Narrative transportation/ I
identification via moral 1
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et al., 2022), but there is need for complementary narrativ-
izing to enable engagement with others’ perspectives.

In vicarious narrativizing, students engage with the sto-
ries of others as depicted through audio-visual and/or textual
form. It enables relative disengagement from the specifics of
one’s own experience and context and greater engagement
with another’s experience and context. As students extend
their awareness of others via vicarious narrativizing, they
build cognitive and affective pathways with another (Wim-
mer et al., 2021), thereby enabling an understanding of oth-
ers’ needs, values, and circumstances and is a key step in
exercising moral imagination (Coles, 1998). Autobiographi-
cal and vicarious narrativizing serve to increase awareness
of multiple versions of the self and engagement with other
personae (as represented in different media), respectively.
However, moral imagination for care also requires engage-
ment with actual others and their perspectives as precursor
to enacting care (Werhane, 1998).

I therefore propose embodied narrativizing as a whole
body and mind exercise of one’s moral imagination when
engaging in-person with an actual other. I define it as an
exercise in narrativizing the mental, visceral, and behavioral
experiences during preparation for an upcoming interaction
with another, along with narrativizing the actual interaction
embedded in the other’s context. Narrativizing the prepara-
tion for the interaction draws on past and present stories and
extends these into the future. Narrativizing such prepara-
tion and enactment motivates physiological (Palumbo et al.,
2017), behavioral (Chartrand & Lakin, 2013), and cognitive
and affective (Schacter et al., 2008) pathways with the other.
This embodiment, the visceral bodily reaction to another, is
integral to care (Phillips & Willat, 2020).

In my model, I present embodied narrativizing as the
most proximal to a care perspective. Empirical evidence

Table 1 Features of types of narrativizing for care

(Phillips & Willatt, 2022) and theoretical arguments (Nod-
dings, 2013) indicate that physical proximity has profound
impacts on individuals because the physical experience of
another enables connections that transcend the rational, and
instead, the other is experienced in our bodies and minds.
Physical proximity can be perceived as risky. Therefore,
while autobiographical and vicarious narrativizing may
involve such visceral experiences, they pose lower risk per-
ceptions due to the absence of an actual other and might be
necessary precursors to embodied narrativizing. As shown in
Fig. 1, I propose that autobiographical and vicarious narra-
tivizing precede embodied narrativizing, and while all three
forms of narrativizing cumulatively enable care, embodied
narrativizing may be the most proximal to a sustained and
forceful movement toward care (as shown by the solid line
versus the broken lines leading to a care perspective). As
the bidirectional arrows in Fig. 1 show, I also propose non-
recursive relationships among the forms of narrativizing.

I next elaborate on the psychological mechanisms under-
pinning each type of narrativizing and then present a deeper
understanding of the relationships among them. To illus-
trate these types of narrativizing, I use examples gathered
in an elective, fourth-year undergraduate business class on
marketing ethics and social responsibility that I taught for
several years. I draw from my teaching experience merely
to illustrate my ideas and not as empirical support for them.
The specifics of the narrativizing exercises varied year-to-
year, but the intent of the exercises—to enable narrativizing
to ignite moral imagination for care—remained consistent.
Students recorded their narratives in journals and followed
multiple prompts designed to activate elements of moral
imagination. Appendix A provides examples of class exer-
cises in narrativizing. Table 1 summarizes the key features
of each type of narrativizing.

Features Types of narrativizing

Autobiographical narrativizing

Vicarious narrativizing

Embodied narrativizing

Primary focus of narrativizing Engaging with autobiographical
narratives of managerial and non-

managerial selves

Primary role of imagination Retrospective imagination

Mechanism Imaginative recomposition

Risk perceptions Low social risk High self-identity
risk

Exemplar exercises Identify contradictory roles held
within the self (multiple selves)
and narrativize the tensions

between the roles

Engaging with representational
characters’ narratives

Concurrent imagination

Narrative transportation and iden-
tification

Low social risk Moderate self-
identity risk

Narrativize engagement with char-
acters in books and films; Create
a character distinct from the self
and narrativize the process and
experience of developing that
character

Engaging with actual others’ nar-
ratives

Retrospective, concurrent, and
prospective imagination

Physiological, cognitive, behavioral
synchrony

High social risk High self-identity
risk

Immerse the self in the lives of
distinct others and narrativize the
tensions that surface
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Psychology of Forms of Narrativizing
Psychology of Autobiographical Narrativizing

Care is inherently relational (Nicholson & Kurucz, 2019),
and because perhaps the most important relationship is that
between versions of the self, autobiographical narrativizing
initiates movement toward care for the other by focusing on
the relationship between the managerial and non-managerial
self. Self-awareness and awareness of a possible compromise
in one’s self-interest by managerial actions can loosen the
dominance of the managerial perspective and reduce toler-
ance for concomitant managerial behaviors. Autobiographi-
cal narrativizing occurs when autobiographical memories
are retrieved and linked to the current self through autobio-
graphical reasoning (e.g., making thematic links, extract-
ing meaning, and insight). Autobiographical narratives are
structured around change, the motivations for change and
emotions around change (Mclean et al., 2020). These auto-
biographical narratives are precursors for who or what we
want to be and have a redemptive arc moving toward proso-
ciality (McAdams & Guo, 2015).

The process of autobiographical narrativizing is fre-
quently governed by a need for coherence in the narrative—
for the structure, content, overall story, and the past and the
present—to make sense (McAdams, 2013). Therefore, the
retrieval of discordant autobiographical memories, that is,
memories that contradict current narratives, can make sali-
ent an undesirable lack of coherence in the autobiographical
narrative (Waters & Fivush, 2015). A lack of coherence can
activate imaginative recomposition of the retrieved memo-
ries and of the current narrative through emplotment, i.e.,
drawing meaningful links between the discordant compo-
nents of a narrative and revising narratives to regain some
level of narrative coherence (Sparrowe, 2005; Tedder &
Biesta, 2009). This act of narrativizing surfaces submerged
thoughts and feelings and makes biases explicit—all nec-
essary steps for moral imagination for a care perspective
(Clark & Rossiter, 2008; Fesmire, 2003).

Examples: My students faced rising telecommunications
prices in a highly uncompetitive industry that imposed
high switching costs. They relied on telecommunications
for study and work and had no option but to pay exorbi-
tant fees for frequently unreliable service. Such an auto-
biographical memory disrupted their narrative coherence
of being a profit-maximizing, market-driving manager and
turned their attention to the consumer-level outcomes of
such business decisions. Another example is a student’s
autobiographical memory of health struggles exacerbated
by consuming supersized packs of junk food purchased to
save money when living on a student budget. The exercise in
autobiographical narrativizing created incoherence because
the student’s managerial perspective would recommend

promoting value-sized packs of junk food to make it attrac-
tive to financially constrained consumers. Yet another exam-
ple, a student recalled a summer job at a fast-fashion retailer
enacting managerial direction to feign personal satisfaction
with the clothes being sold when responding to customer
queries about fit and quality. Autobiographical narrativizing
surfaced moral conflicts that the student had attempted to
avoid. In addition to surfacing these conflicts, narrativizing
exercises would push the student to consider alternative pos-
sibilities for how the self-as-manager relates to the self-as-
other and the pros and cons of each possibility, as required
for moral imagination (Werhane, 1998).

While autobiographical narrativizing increases awareness
of, and care for, multiple versions of the self, this self-focus
without engaging with another can lead to the imposition of
one’s values on the other. For instance, a CEO committed to
a healthy lifestyle might enforce behaviors aligned with such
a lifestyle on their subordinates without regard to the subor-
dinates’ own values (Johansson & Edwards, 2021). There-
fore, self-awareness must be coupled with other-awareness.

Psychology of Vicarious Narrativizing

Vicarious narrativizing is the weaving together of others’
stories with one’s own stories. Exposure to, and engagement
with, others’ stories can provide a point of entry into their
lives. and by potentially informing one’s own story, albeit in
an ‘experimental’ or provisional way, decreases psychologi-
cal distance from the characters, the persona, in the narra-
tive (Bal & Veltkamp, 2013; Mar & Oatley, 2008). This is
an important stage in exercising moral imagination (Coles,
1998; Werhane, 1998). Immersion in others’ narratives ena-
bles empathy, growth, a sense of self in relation to others,
and perspective-taking of others (Bal & Veltkamp, 2013;
Mar & Oatley, 2008). It is an exercise in identifying shared
vulnerabilities and has been used to communicate concepts
of ethics and responsible management to business students
(Brokerhof et al., 2023; Michaelson, 2016).

Vicarious narrativizing occurs through narrative trans-
portation into others’ stories and identification with the
characters (Wimmer et al., 2021). Narrative transportation
is a mental process that integrates attention, imagery and
feelings and essentially getting lost in another’s story (Green
& Brock, 2000). It is frequently a multisensorial experience
that can “startle” us into recognizing new patterns, suspend-
ing prior assumptions, distancing from the immediate self,
and attaching to the story as it unfolds (Green & Brock,
2002). Being transported into another’s story therefore
concurrently activates one’s imagination of the other and
engenders identification with the characters, dissolving bar-
riers between the self and the other, and may enable taking
the character’s perspective (Brown, 2015; Tal-Or & Cohen,
2015). For instance, narratives about immigrants, senior

@ Springer



K. Menon

citizens, and prisoners told through an individual charac-
ter’s experience with healthcare increased narrative trans-
portation and created greater compassion and more positive
attitudes toward the other than did non-narrative versions
focused on health care policy with expert quotes (Oliver
et al., 2012). When exposed to documentary films on global
poverty, the process of narrative transportation explained
greater awareness of global poverty and intended action to
address it among U.S. audiences (Borum & Feldman, 2017).
Thus, exposure to others’ stories enables important elements
of moral imagination and a consequent care perspective—a
decrease in the distance from the other, an immersion in the
other, and a willingness to engage with others’ needs.

Vicariously experiencing another through identifica-
tion and narrative transportation can have strong and stable
effects (rather than confined to an episode) because of the
human affinity for narratives and the integration of affect
and cognition that occurs in narrative transportation (Appel
& Richter, 2007). There is evidence that this process of
transportation and identification occurs at the neural level.
Others’ narratives activate neural webs that are similar to
the neural structures of one’s own experience. These mirror
neurons—cells in the brain that fire both when an action
is observed and when that same action is enacted by the
observer—indicate the creation of connections with another
(Bal & Veltkamp, 2013; Mar, 2011; Mar & Oatley, 2008).
Such engrossment in another is key to moral imagination
and a care perspective (Noddings, 2013).

Examples: As previously mentioned, narrativizing that
achieves a balance between the familiar to provide a point of
access to the narrative, and the unfamiliar which then jolts
the audience into moral awareness and sensitivities, is fre-
quently a hallmark of successful narrativizing (Coles, 1998).
Consider the example of students watching documentary
films depicting characters to whom business students may
not instinctively relate. When watching the documentary film
Food, Inc., which depicts the adverse impact of agribusiness
on individual lives, a student closely identified with the story
of the California-based Gonzalez family. The parents in the
Gonzalez family juggled multiple jobs to earn just enough
to cover the healthcare costs of the father’s chronic health
conditions. Their severe financial and time constraints led to
a dependence on processed, fast foods rather than fresh food,
setting them up for further health complications. Despite
having no socio-demographic similarities with the Gonzalez
family, the student identified with them given his struggles
with maintaining a healthy lifestyle and feeling caught in a
vicious cycle of eating junk food, feeling awful, and eating
more junk food because of the resulting lack of motivation.
Viewing the lavish lifestyle of an ultrarich family depicted
in the film Queen of Versailles caused another student to see
similarities with her family, who, despite their more mod-
est means, exhibited the same materialistic behaviors as the
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ultrarich, inculcating ingratitude and weakening of family
bonds in the younger family members.

Psychology of Embodied Narrativizing

Physical proximity to another is key to breaking down
boundaries as well as transitioning from understanding the
other to acting for the other. Embodiment, i.e., physical and
visceral actions and reactions during interactions and rela-
tionships with another, is an important step in understanding
one’s similarities with and differences from the other (Phil-
lips & Willatt, 2020). This alignment of minds and bodies
is key to moral care and has been discussed in contexts such
as managing diversity in the workplace (Johansson & Wick-
strom, 2023) and feminist leadership (Pullen & Vachhani,
2021). Such embodiment disrupts preconceived notions and
“forces” engagement with that which may be uncomfortable
but necessary to care about.

Embodiment may begin during preparation for the inter-
action. People engage in prospective imagination, creating
a plan for a future event and mentally simulating the time,
context, actions and reactions, and setting goals for the event
(Kvavilashvili & Rummel, 2020). People are motivated to
enable “successful” engagement with others and conse-
quently engage in this preparatory exercise in anticipation of
an upcoming interaction (Schacter et al., 2017). To imagine
a future event, one draws on memories (existing knowledge
of similar events) to project into the future. This integra-
tion of retrospection and prospection—what do I know, and
based on what I know how should I dress, how should I be,
how might the other respond—decreases the psychological
distance with the other. A large meta-analysis revealed that
retrospection, prospection, and perspective-taking all occur
within the same structural networks within the brain (Spreng
et al., 2009). This neural network allows the brain to draw
on previous experiences, project the self into the future, and
perspective-take (Schacter et al., 2008). Cognitive tests also
revealed that the same cognitive mechanism was involved
in recollections of the past, judgments about the future, and
perspective-taking (Westerman et al., 2017). This active
imagination of others and consideration of different ways of
engaging with them reflects empathic responding and dra-
matic rehearsal that are key to moral imagination and care
(Fesmire, 2003; Noddings, 2013; Werhane, 1998).

In addition to the pathways created during the prepara-
tory phase, the actual interaction creates pathways between
the self and others through multiple mechanisms—physi-
ological, behavioral, psychological. A systematic literature
review revealed evidence for physiological synchrony, which
is the interdependence of physiological activity (captured
through measures of the autonomic nervous system) during
interpersonal interactions across multiple social conditions,
and its connection to empathy (Palumbo et al., 2017). In
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addition, interpersonal interaction can also cause behavio-
ral overlap or mimicryand create synchrony of experience
(Chartrand & Lakin, 2013). A literature review (Chartrand
& Van Baaren, 2009) and a meta-analysis (Mogen, Fischer,
& Bulbulia, 2017) show that mimicry increases prosociality,
empathy and understanding of others.

Such synchronicity occurs intuitively and may have deep
evolutionary roots (Chartrand & Lakin, 2013). Across cul-
tures, people adopt dress and mannerisms to show oneness
with others and their experiences. Our dress and behavior
at a funeral differ from our dress and behavior at a wed-
ding, and these differences reflect an understanding of the
other’s experience and a desire to communicate that we are
engaging in their experience. This increases interdepend-
ent self-construal (Redeker et al., 2011), thereby decreas-
ing psychological distance from others. Imagining the other
and their needs, adopting signs and props aligned with these
needs not only communicates with the other but may also
lead to a feedback mechanism in which the external props
initiate internal processes that they are meant to represent.
For instance, enclothed cognition occurs when the symbolic
meaning of clothes worn impacts psychological processes
and enables perspective-taking of the other (Adam & Gal-
insky, 2012). Wearing a lab coat associated with a doctor
(symbolic of scientific precision) increased attention to tasks
compared to when subjects were not wearing a coat and
when not wearing a coat with symbolism (Adam & Galin-
sky, 2012). Experimental participants who wore business
attire (versus casual attire) for a management negotiation
exercise obtained higher profits, made fewer concessions,
and had higher levels of testosterone during the negotia-
tion (Kraus & Mendes, 2014), showing that participants
adopted and enacted a stereotypically managerial perspec-
tive because of the symbolism of the clothes they wore. The
narrativizing of the self by entwining one’s narrative with
that of an actual other enables seeing oneself as others see
us, and as another (Sparrowe, 2005). Successful self-pres-
entation bolsters confidence in one’s ability to understand
and engage with others (Down & Reveley, 2009), creating
pathways between a sense of self and a sense of the other.

Examples: Consider the following example of students
engaging with senior citizens about their health and medical
needs. Students drew on their memories, experiences, and
relationships with their grandparents and anticipated similar
interactions with the seniors they had yet to meet. Thus,
they created links between their personal experiences and
future interactions with unknown others integrating the past
and the present to project into the future, and to prepare for
their interactions. During the actual interaction, the students
reported altering their behaviors by, for example, speaking
louder and slower. Consider another example of non-Muslim
students assigned to interview recent Muslim immigrants to
the West about their banking needs. Students unfamiliar with

Islamic culture described how they drew on media reports to
anticipate their interactions and to begin prospective imag-
ining. Embodiment occurred during the actual interaction
when, for example, a student reported covering his body
tattoos before meeting new Muslim immigrants because he
was concerned that tattooing may contravene Islamic tenets.
Therefore, prospective imagination about observant Muslims
led to a specific enactment of the self, an enactment aligned
with the other’s perceived perspectives. Other students
eschewed business attire, jewelry, and other accessories
and downplayed their business education when interview-
ing financially and socially constrained single teen mothers.

Interrelationships Among Types of Narrativizing

While each of these forms of narrativizing may individually
enable movement toward a care perspective, cumulatively,
they meet the previously discussed criteria for successful
narrativizing to evoke moral imagination and meaningful
movement toward a care perspective. Each type of narrativ-
izing complements the others. Autobiographical narrativiz-
ing is self-focused and retrospective, vicarious narrativizing
is self-other (a persona or character) focused, and embodied
narrativizing is interpersonal with a concrete other. Auto-
biographical and vicarious narrativizing primarily engage
cognitive and affective processes, while embodied narrativ-
izing engages behavioral processes in addition to cognitive
and affective processes.

Not only do the three forms of narrativizing activate dif-
ferent mechanisms, but they also each contain different lev-
els and types of risks, therefore using them cumulatively
can offset the risks and amplify the benefits in individual
forms (Sassenrath et al., 2016). Autobiographical narrativ-
izing presents risks to self-identity via the juxtaposition of
managerial and non-managerial versions of the self, while
embodied narrativizing can present self-identity and social
risks and therefore perhaps is the riskiest.

Each form of narrativizing is also likely to have non-
recursive relationships with the others. Autobiographical
narrativizing, where specific key events or aspects of one’s
life are evoked from a retrospective stance, generates an
extended timeline where the past is connected to the present.
When these internal perceptions are articulated through lan-
guage, they connect to external perspectives and the perspec-
tives of others (Nelson & Fivush, 2020). Awareness of the
self as being vulnerable to managerial actions, as can hap-
pen during autobiographical narrativizing, can potentially
increase the ability to empathize and engage with others’
vulnerabilities to managerial actions (Johansson & Wick-
strom, 2023). Thus, autobiographical narrativizing can feed
into vicarious and embodied narrativizing. Vicarious narra-
tivizing, in turn, can activate memories and therefore initiate
autobiographical narrativizing. Cues such as watching films
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or reading a novel can involuntarily evoke autobiographical
details and individuals may relive their past in the context of
the cue that evoked it (Coles, 1993). Furthermore, vicarious
narrativizing can, through the process of narrative transpor-
tation, enable autobiographical and embodied narrativizing
by lowering cognitive vigilance against risks to self-identity
(Appel & Richter, 2007). Others’ stories can provide license
to get lost in the story, stepping away from an egocentric
anchor and adopting the images, perceptions, and frame of
reference of others. Finally, embodied narrativizing requires
integrating the past, present, and future and therefore con-
tains elements of autobiographical and vicarious narrativ-
izing. The physiological and behavioral aspects of embodied
narrativizing can, in turn, evoke autobiographical memories
and an attempt to link them via language to current experi-
ences (Glenberg et al., 2013). Thus, the three forms of narra-
tivizing occur in non-recursive relationships and together
can enable moral imagination for care.

Discussion

I propose that infusing the process of perspective change
with moral imagination through three specific forms of
narrativizing can enable the transition to a care perspective
for business students. Adopting a care perspective can be
challenging given the dominance of the managerial perspec-
tive in business education. However, given the enormity of
moral challenges faced by the business community, educa-
tors have a clear responsibility to go beyond exhorting stu-
dents to care. We must adopt tools to help students transition
to a care perspective, without providing them with the tools
to adopt care I argue that autobiographical, vicarious, and
embodied narrativizing can enable necessary components
of a care perspective—greater self-reflection, other-engage-
ment, and critical analysis of generated alternatives to the
self and other through a moral lens.

The framework of narrativizing tools I have presented is
distinguished by purpose and process while cumulatively
enabling a sustained adoption of care. This framework con-
tributes an extension to the literature on narrative pedagogy
for business ethics that has thus far focused on sources of
narratives such as novels, comics, and short stories (see Bro-
kerhoff et al. 2023), rather than types of narrativizing. While
vicarious narrativizing described in this paper relies on such
sources of narratives, as I have attempted to show, it is only
one way to activate moral imagination. Moral imagination
requires the generation of and engagement with multiple
perspectives, and therefore, should be engaged in multiple
ways. The conceptual model presented here suggests sev-
eral avenues for further research as well as implications for
practice.

@ Springer

Research Implications

While I have argued for autobiographical and vicarious
narrativizing to precede embodied narrativizing, the order
in which autobiographical and vicarious narrativizing should
occur needs greater thought. There might be an argument
for concurrent autobiographical and vicarious narrativizing.
This may not increase overall risk perceptions, while the
decreased cognitive vigilance of vicarious narrativizing may
enhance autobiographical narrativizing, and autobiographi-
cal narrativizing may increase the possibility of narrative
transportation into another’s story and therefore vicarious
narrativizing. However, an argument can also be made for
a sequential approach with autobiographical narrativizing
occurring first because it mirrors the early stages of moral
imagination and presents lower levels of social risk than
other forms of narrativizing. It might also be argued that
vicarious narrativizing can increase the self-awareness
required for moral imagination while buffering against
social and self-identity risk, and therefore should initiate
the sequence.

Related to the above questions, further research is needed
on understanding the incremental contribution of each form
of narrativizing and the threshold of narrativizing required
for a meaningful, sustained transition to a care perspective.
While my model proposes all three forms of narrativizing,
research is needed to identify boundary conditions. For
instance, the extent to which students are anchored in their
managerial selves may determine whether a stand-alone
exercise in any one type of narrativizing might suffice or
whether multiple iterations of each form of narrativizing
is required to move toward a care perspective. Or personal
characteristics such as high levels of moral self-awareness
cause greater distance from unethical behaviors (Xie et al.,
2022) and therefore autobiographical narrativizing with its
focus on self-awareness might not make a significant incre-
mental contribution to a student’s transition to a care per-
spective. Other traits such as creativity and moral identity
can drive or constrain moral imagination (Keem et al., 2018;
Whitaker & Godwin, 2013). Moreover, individual traits such
as moral identity can interact with institutional character-
istics such as ethical climate to impact moral outcomes
(Moberg & Caldwell, 2007), and in fact, active community
dialog may be key for moral agency (Espedal et al., 2024).
Further theoretical consideration is required for us to under-
stand how these institutional and individual considerations
might impact the model proposed here.

Researchers have a range of tools to empirically test
the conceptual model as well as the questions raised
above. One possible empirical study could involve stu-
dent cohorts assigned to control and treatment groups
(with narrativizing for a care perspective embedded in
curriculum) and the use of pre — and — post or control
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and treatment measures. Narratives could be coded for
the degree to which they reveal a change from the base-
line narratives of students-as-managers (e.g., Weeks &
Pasupathi, 2011). Skoe’s (2014) ethics of care interview
approach could be adapted where the student-generated
narratives are scored for levels of other and self-concern.
Because narrativizing is a dynamic process, the coding
should capture key turning points within and between nar-
ratives (Dunlop, Lind, & Hopwood, 2023). Other empiri-
cal measures (see Ku et al., 2015) could be used on their
own or to triangulate the coding of the narratives. Empiri-
cal tests in laboratory settings can measure neural activity
immediately after a narrativizing exercise or at different
stages of it to measure changes in perspective (Matsen
et al., 2020). For instance, Kanske et al. (2015) propose
EmpaToM, an experimental paradigm that studies neural
and behavioral outcomes involved in affective and cog-
nitive understanding of others. Such methods, though
resource intensive, may provide a nuanced understanding
of the progression of student movement from a manage-
rial to a care perspective.

Narrativizing is imbued with emotion (Habermas,
2019; Hermans, 2003). For instance, autobiographical
narrativizing can activate emotions of fear and anger if
one’s self-identity is threatened, sadness and shame if
one version of the self is seen as contradicting another,
or happiness and pride if multiple selves appear well
aligned. Similarly, vicarious narrativizing can evoke a
range of emotions in response to the represented other’s
story. Distinct emotions have distinct effects under dif-
ferent circumstances. For instance, anger and fear can
activate prosocial actions or can activate fight and flight,
respectively (Lebel, 2017), while sadness can lead to
withdrawal, social connectedness, or goal reappraisal
(Gray et al., 2011). Embodied narrativizing and the asso-
ciated emotional, behavioral, and physiological synchrony
can activate emotional contagion where students feel like
the other as opposed to feeling for the other (Clark et al.,
2019). Feeling for the other refers to empathic concern
and compassion for the other, while emotional contagion
can lead to feelings of distress and a focus on the self
rather than on the other, and may be counterproductive to
acting for the other (Coutinho et al., 2014). The concep-
tual model presented in this paper can be further enriched
by an understanding of the trajectory of emotions through
the narrativizing process and how to structure narrativiz-
ing to harness the developmental and minimize the detri-
mental powers of emotions as students transition toward a
care perspective. A related question would be how educa-
tors can equip students to self-regulate emotions so that
narrativizing does not result in inhibitory processes.

Practical Implications

While the model presented here is not discipline-specific, its
applicability may vary across disciplines. Narrativizing may
be easier in disciplines such as management and market-
ing where the content focuses directly on people—buyers,
sellers, employers, employees, and so on—and more chal-
lenging in disciplines such as finance and accounting where
the content is a few degrees removed from social interac-
tions and affective experiences (Ferguson et al., 2009). The
challenge in such disciplines might be to draw attention to
the downstream effects on individuals and society, such as
studying global supply chains from the perspective of those
impacted by these structures rather than through the lens of
neoclassical economic theory (Kaufmann, 2022).

Students may find it daunting to adopt a critical stance
toward an established, dominant ideology and may resist it
(Berti et al., 2021). The ability and willingness to engage
in narrativizing varies and there is a risk of inertia or being
“caught” in a story (Tedder & Biesta, 2009). Written nar-
ratives can help individuals manage perceptions of risks to
self-identity and enable effective narrativizing for perspec-
tive-taking (Clark & Rossiter, 2008; Shaffer et al., 2019).
Written narratives provide a “safe space” to track the evolu-
tion of one’s stories and can encourage greater openness
to examining closely held perspectives (Brendel, 2009),
triggering associative processes and further elaboration of
the stories, and are a tool for transformative learning (Gray,
2007). Furthermore, integrating narrativizing with structural
motivators such as incentives and accountability, which are
known to encourage perspective-taking (Ku et al., 2015)
may increase the willingness to engage in narrativizing.

To ensure that journal writing addresses risk percep-
tions and enables openness to different perspectives, the
writing process requires careful scaffolding. Careful scaf-
folding combines free and expressive writing with cog-
nitive and metacognitive prompts to address doubts and
threats that emerge during the process (Niickles et al.,
2020). Cognitive prompts are organization and elaboration
prompts—the what, when, who, why of experiences, and
finding links between aspects of experiences. Metacogni-
tive prompts focus on monitoring and regulation—how
one reacts to narratives, what might underlie the reactions,
challenges, and gaps in narratives, what those gaps mean,
and the personal relevance of the narratives. Metacognitive
prompts focus on the primary goal of the exercise—imagin-
ing and understanding others. It focuses on how the stu-
dent thinks about others, can surface perceived threats and
can enable reflection on how to manage perceived threats
given the overarching goal of perspective-taking. These
cognitive and metacognitive processes can assist when stu-
dents are “stuck” in a managerial narrative. Furthermore,
metacognitive prompts that guide students to attend to,
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critically evaluate, monitor, challenge, and address their
reactions can help self-regulation, counter emotional con-
tagion, and instead focus on compassion and concern for
the other (Coutinho et al., 2014).

While this paper has focused on how to engage with a
care perspective, this is only a first step toward enacting
care. Caring about the other is a requirement for enact-
ing care for the other (Nicholson & Kurucz, 2019). It
is worth considering how to extend these narrativizing
exercises to involve narrativizing actual behaviors of care
by the students. Finally, student motivation to adopt and
enact moral imagination and care will depend on the ethi-
cal environment in schools (Moberg & Caldwell, 2007).
Educators might attempt to counter adverse environmental
effects by creating a stronger sense of community among
the students involved in these exercises (e.g., Roca, 2010)
and/or by co-opting ethical headwinds in the narrativizing
exercises.

Embedding a sustained care perspective generally
requires repeated exercises in perspective-taking and moral
imagination over time and in different contexts. This requires
a school-wide embrace rather than confining it to a course
or an instructor. An additional challenge is that business
schoolteachers, as products of an education system that dep-
rioritized care, may not have the requisite skills to guide
students through a perspective-taking process toward a
care perspective. There may be a case for narrativizing by
instructors where they engage in perspective-taking guided
by moral imagination to adopt a care perspective toward
their students. Mirroring the process that students are expe-
riencing, that is, engaging in narrativizing the self toward the
students as the students narrativize themselves toward oth-
ers, can be a shared experience, a sharing of vulnerabilities,
that can dissolve boundaries (Lawrence & Maitlis, 2012;
Tronto, 2020) and model the process for students (Heath
et al., 2019).

Conclusion

This paper began by asking how educators can equip busi-
ness students to adopt a care perspective. I have attempted
to “imagine” the use of three forms of narrativizing—auto-
biographical, vicarious, embodied—that are characterized
by complementary psychological mechanisms and risk pro-
files. Because these forms of narrativizing require imagin-
ing and articulating pathways between versions of the self
and between self and others through a moral lens, they can
enable student access to and engagement with care perspec-
tives. I hope that my “imaginings” serve as a springboard for
more ideas to prepare our students to take their rightful place
as caring individuals in every role they occupy.
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Appendix A

I developed and experimented with these narrativizing
exercises in an attempt to bridge the gap between students’
desire to act in an ethical and moral manner and their chal-
lenge imagining another way for business. These exercises
are drawn from a fourth-year undergraduate business elec-
tive on marketing ethics and social responsibility. I taught
this course over several years, and the class sizes ranged
from 25 to 45 students. The order in which the exercises
occurred depended on practical class requirements and
do not reflect any test of my model. None of the student
narratives were analyzed from a theoretical perspective. I
present some example instructions for each exercise. All
exercises were graded.

Autobiographical Narrativizing

These exercises were embedded in topics such as impact of
agribusiness on individual health, and impact of planned
obsolescence on consumer satisfaction. Students read
cases, articles and chapters and watched documentary
films on the subject. Prior to the class on the topic, stu-
dents submitted a written consumption journal identify-
ing a market behavior that compromised their wellbeing,
and then responded to cognitive prompts (e.g., describe
the experience, when did it happen) and metacognitive
prompts (e.g., how do you understand your reaction) to
activate moral imagination of themselves as a consumer.
Then using their knowledge as business students, they had
to describe and reflect on why the particular business at
the focus of their report behaved in a manner that com-
promised their wellbeing. Students then imagined how
they would like to bridge the gap between their mana-
gerial and consumer selves. They responded to questions
such as “what would you as the consumer have wanted the
manager/the company to do differently,” “as a manager
what would have motivated you,” “how do you understand
your motivation as a manager”? Students were not asked
to share their reports with their classmates or discuss it in
class (albeit students frequently voluntarily did so).

Vicarious Narrativizing

Students watched specific films on specific topics, and
then submitted a report responding to cognitive prompts
asking them to describe their reaction to the film, which
character(s) they related to and which they didn’t, and
alternative “plots” they could imagine for the characters.
They also responded to metacognitive prompts such as



Teaching Business Students to Care: Perspective-Taking and the Narrative Enabling of Moral...

asking how they understood their reaction, and how they
felt about their reaction, what other reactions they could
imagine.

Embodied Narrativizing

Students conducted interviews with members of specific
demographic groups (seniors, recent immigrants, residents
of inner cities who belonged to various community organi-
zations) to better understand how business organizations
addressed their needs. Before the first meeting, each student
submitted a written report using prospective imagination
and responding to cognitive prompts such as how they were
preparing for the interaction, their prior notions about the
group they’d meet, and what they expected from the meet-
ing. They also responded to metacognitive prompts such as
asking them to respond to their prior notions, why they had
such expectations, and how they feel about their expecta-
tions. After a few interactions with their assigned commu-
nity group, students described how the interaction unfolded,
how they reconciled the interaction with their expectations,
what their post-interaction reaction was, how they imagined
they were perceived by others, and alternative trajectories
they could imagine for the interaction. In addition to written
reports, students debriefed in a class setting.
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