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ABSTRACT

This article considers the potential contribution of care ethics in business education through the lens of a new perspective, called “educare.” The present paper first explains what educare is and what its goals are, all the while distinguishing it from possible erroneous interpretations. Based on two anthropological assumptions (embodiment and interdependency), educare encompasses four learning goals: “caring about,” “taking care of,” “care-giving,” and “care-receiving.” This perspective leads us to reject the idea that care is essentialist and that normative ethics can be taught directly, and thus we look at how service-learning could be a way to effectively develop the capability to care. Secondly, educare’s relevance for business education is discussed in detail, both at the “microethics” and “macroethics” levels. This article closes with an in-depth analysis of a mentoring program implemented by a French business school which shows educare at work.
Cet article examine la contribution potentielle de l'éthique du care dans la formation en gestion au travers d'une nouvelle perspective, appelée "Educare." Cet article définit d'abord ce qu’est l’educare, quel en sont ses buts et en quoi il faut le distinguer d'interprétations erronées. Sur la base de deux hypothèses anthropologiques (personnification et interdépendance), l’educare comprend quatre objectifs d'apprentissage: « se soucier de »,  « prendre en charge », « donner des soins » et « recevoir des soins». Cette perspective nous conduit à rejeter l'idée que le care est essentialiste, normatif et qu’il peut être enseigné directement. Nous verrons dans quelle mesure la modalité du service-learning peut être efficace pour développer la capacité de care. Dans une seconde partie, nous discuterons de la pertinence de l’educare pour la formation en gestion, tant d’un point de vue « microéthique » que « macroéhique ». Cet article finit par une analyse d'un programme de tutorat mis en œuvre par une école de management française, qui peut constituer une illustration de l’educare mis en pratique.
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WHY SHOULD BUSINESS EDUCATION CARE ABOUT CARE?

TOWARD AN EDUCARE PERSPECTIVE
INTRODUCTION

The “ethic of care” construct arose in the context of the controversy between Carol Gilligan and Lawrence Kohlberg in the field of moral development psychology (Donleavy, 2008; Reiter, 1996; Thompson, 1995). Kohlberg’s position
 states that the more we learn to forgo egocentric considerations (“Pre-Conventional Stage”) and social conventions (“Conventional Stage”) to instead reason using abstract and universal principles (“Post-Conventional Stage”), the more we become moral agents (Kohlberg, 1981). Gilligan notes, however, that Kohlberg’s empirical work was solely based on male subjects. When she interviewed young women in a similar experimental protocol, for instance using the Heinz Dilemma, she found that they did not respond in a “post-conventional” manner (Gilligan, 1982).Take, for example, Amy, who “does not see the dilemma as a mathematical problem but rather as a narrative of human relationships whose effects continue over time” (Gilligan, 2008: 53).  According to Gilligan, it is Heinz’s relationship with his wife which is at stake. Amy declares: “If he stole the drug, he may save the life of his wife, but then he could go to jail. If his wife fell ill afterwards, he would not be able to give her the medicine and the life of his wife is again in danger. They should thoroughly discuss the problem and find a way to raise money” (Ibid). Whereas Jake, a young male responder, says: “A human life is more valuable than money. If the pharmacist is making merely thousand dollars, he will still live, but if Heinz does not steal the drug, his wife will die” (Ibid, p.50). Drawing from this empirical observation, Gilligan assumes that “women tend to conceptualize moral questions as problems of care involving empathy and compassion, while men conceptualize them as problems of rights” (Ibid). This feminine moral orientation should not be considered inferior but simply different -- what she calls “a different voice.” This voice has since been called the “ethic of care
.”

As far as business ethics education is concerned, more research has been conducted on the ethic of justice than on the ethic of care. Cognitive moral development has been thoroughly researched and empirical studies can rely on tests that have been developed and validated, such as the DIT or the MJT (Ishida, 2006). A small share of articles in the literature (DeMoss & McCann, 1997; Furman, 1990; Rabouin, 1997; Reiter, 1996) deals with the potential contribution of care ethics to business ethics education. None of these four articles propose a caring education model applied to the field of business. This paper explores what business ethics education based on care ethics could be; a new perspective we call “educare” (Pesqueux, 2011).

To begin, we will evaluate what educare is and distinguish it from possible erroneous interpretations. This framework is based on two strong anthropological assumptions: embodiment and interdependency. Moreover, it aims at four learning goals, corresponding to the four stages of care as defined by Tronto (1993): “caring about,” “taking care of,” “care-giving,” and “care-receiving.” Educare, as we see it, opposes essentialist and normative conceptions of care. It cannot be transmitted through direct teaching. Based on those conclusions, we show that service-learning pedagogy can be effective in developing the capability to care. The second part of the paper shows how educare is relevant for business ethics education through its contribution at the “microethics” and “macroethics” levels. The example of a community mentoring program, “Pourquoi pas moi?” (“Why not me?”), implemented by the French business school ESSEC, is provided as an illustration of what educare applied in business education could be.

1. WHAT IS EDUCARE?

1.1 Anthropological Assumptions of Educare
1.1.1 Embodiment

Educare presupposes that human ethics is not solely embedded in reasoning ability. Indeed, the empirical link between moral reasoning and moral action is arguable. A study carried out with non-Jewish people that protected and saved Jewish people during the genocide of WWII found that only 10% indicated that they acted out of moral principles (Oliner & Oliner, 1992 –quoted in: Noddings, 2002). In the management field, the transferability of the cognitive moral development model to the business context is problematic, “since corporate executives address problems in radically different ways” (Furman, 1990). In addition, neurological discoveries corroborate the fact that morality is not merely cognitive. Antonio Damasio has shown, especially through the Phineas Gage case study, that emotions are essential for reasoning ability and for acting as a moral agent (Damasio, 2000). This could be worrisome if we see human emotion as nothing more than egoism and self-interest. But, here again, recent neurological discoveries have shown that human beings are far more altruistic by nature than has been assumed in the past. The existence of mirror neurons in human and animal brains shows that empathic mechanisms are a fundamental element of the way we function (Berthoz & Jorland, 2004; Rifkin, 2011).

In the field of moral philosophy, as Tronto demonstrated (1993), care ethics shed a new light on the Scottish theories of 18th century regarding moral sentiments (Hume, Smith, and Hutchinson). For instance, according to Adam Smith, morality is grounded in “sympathy:” “How selfish so ever man may be supposed, there are evidently some principles in his nature, which interest him in the fortunes of others” (Smith, 2002: 11). Indeed, moral reasoning alone is insufficient for apprehending ethics; non-rational and unconscious mechanisms must also be incorporated in order for this concept to be fully understood. Therefore, care theory assumes a necessary embodiment of ethics in human emotional abilities: “care denotes an approach to personal and social morality that shifts ethical considerations to context, relationships, and affective knowledge in a manner that can only be fully understood if care’s embodied dimension is recognized” (Hamington, 2006: 4).

Care theory is not unique in highlighting the non-rational dimension of morality. “Virtue-ethicists” and proponents of “character education” have emphasized this dimension and criticized the two main moral theories, consequentialism and deontology. Going back to Aristotle, these authors point out that morality cannot be separated from actions and passions (see L.II from Aristotle, 1990). According to Solomon (1998), one of the biggest threats of “moral psychology” is its subsequent “detachment.” Interestingly enough, in the very same article, he stresses the importance of care and compassion. We see here the conceptual proximity of care and virtue theories.

1.1.2 Interdependency

Some authors, such as Halwani (2009), consider that care ethics is actually part of virtue ethics, implying that care is a virtue among others. However, Noddings (2002) distinguishes care ethics from virtue ethics, in that the latter is based only on individuality whereas the former is relational. This emphasis on relationships as producers of ethics strongly contrasts with the current prevailing view of independence and autonomy as absolute values to be sought at all costs. With this mindset, dependency is seen as a human flaw, only associated with extreme situations (handicap, poverty…) or the temporal extremities of human life (early childhood and old age). This approach is blind to our routine dependency on each other and instead relegates it to private and informal life activities that consist of taking care of others. Modernity has not seen preserving and maintaining human relationships as a moral issue.

One cannot ignore, however, that I depend on others to meet my most basic needs: material (food, heating, water…), affective (being consoled, loved, supported…), and even genetic (everyone needs someone else – even if we prefer not to know him/her - to procreate). At the same time, others count on me. As a mother or father, I must contribute to my family’s wellbeing. As a manager, my hierarchy gives me objectives to meet and I have to support my employees to help them achieve their own goals; I cannot achieve mine without them. At a global level, I rely on an environment and a climate suitable enough for agriculture and the water supply. This “relational anthropology” (Renouard, 2011) is even more salient in the context of globalization, which regularly reminds us of our interdependency. The fall of Lehman Brothers led to chaos in Iceland. The nuclear disaster in Fukushima led to a political crisis surrounding nuclear energy in many countries and has undoubtedly accelerated the decision for putting an end to nuclear energy production in Germany.

This condition of interdependency forces us to come to terms with mankind’s limits and our ability to control our surroundings. The acceptance of our dependency has led to a dispute between the Moderns and the Ancients as regards our relationship to Nature. The Moderns aim at controlling Nature, whereas the Ancients invite us to listen to it (Bibard, 2007). For Descartes, mankind has to become “like a master and possessor of nature.” Machiavelli stressed that “fortune is a woman” who should be “beaten and ill-used” (in Bibard, 2010: 25)
. The care voice calls for moderation in this will for control and a balance with the acceptance of dependency. Giving up absolute independence is the responsibility of the “cared for” who depend on care providers. “Privileged irresponsibility” (Tronto, 1993) implies that those benefiting from care and not valuing it minimize those who provide them with it. Our interdependent condition calls for caring for others, especially those who take care of us.

1.2 Learning goals of educare

Joan Tronto has defined four phases for care (1993) that are seen herein to be the four learning goals for educare.

1.2.1 Caring about

First of all, care ethics imply concern and attention for other people’s lives. Therefore, educare should foster the ability to recognize others' difficulties or weaknesses. This empathic sensitivity is different from analytical ability, which merely applies concepts to various situations. Indeed, empathy emerges out of individual experience of vulnerability and one's ability to apprehend it, e.g. interacting with homeless people as opposed to a theory about poverty and exclusion. Embodied interactions need to be based on “emotional connections” (Palmer and Stoll, 2011, p.115). This ties in with a multidimensional conception of empathy, which requires not only a cognitive dimension, but also emotional involvement (Davis, 1980). Ultimately, this means making the shift from “the fear of others to fear for the other” (Mongin, 2003).

1.2.2 Taking care of

This phase takes empathic ability one step further, by combining it with a potential to act in order to meet others' needs. This “reactive/proactive” aspect aims to empower people to engage in care ethics and thus bolsters their responsibility for others' well-being. Tronto illustrates this argument with the case of hunger in developing countries (1993). One may feel that it is unfortunate that children in developing countries starve to death and also believe that relief aid policies are inefficient. One may also find that, despite rampant corruption, it should be possible to contribute to world hunger eradication. This is not a position based on reason alone, but rather a belief: we are responsible for this situation, not in a deterministic way, but in a much more ecological way given the interdependent situations we are embedded in. Of course, the goal of educare is not to instill a feeling of powerlessness based in a feeling of overall responsibility, but rather forge an acute understanding of situations and contexts where our actions can be fruitful.

1.2.3 Care-giving

The practical dimension is essential for care. While moral education is often criticized for remaining theoretical and not impacting real-world behaviors, educare intends to develop a person's ability to practice care precisely because care is a hybrid concept, as it is both "a disposition and a practice" (Tronto, 1993). The concept of “practice” is essential and should be opposed to the idea of the ​​"dilemma" at the heart of pedagogy based on Kohlberg's approach. The moral dilemma is rare. I had the opportunity to ask business students to spontaneously name moral dilemmas they had faced, and I found that they often struggled to give an answer. Rather than spontaneous, their replies often required significant memory effort. Conversely, many care practices are part of our day-to-day lives and can easily be brought to mind: helping the elderly cross the street, spending time working in community services, turning off the lights before leaving the office
, helping a younger brother/sister to do his/her homework, etc. Educare is an approach that draws from our day-to-day lives, leaving the principle-based approach for extraordinary circumstances only.

1.2.4 Care-receiving

Caring should not be seen in black and white terms and its value should be assessed, just like in any other interaction. Indeed, the best way of caring might sometimes consists in doing nothing. Humanitarian action has proven to sometimes backfire. Care-giving in itself is not enough; we must also understand how it is received. Therefore, educare should develop a reflexive capacity for assessing our impact on others. Was my action positive or negative? How do I know? What is the opinion of the person I helped regarding my intervention? For example, when I volunteer in favor of underprivileged young students, do they think that, thanks to my action, they are better off than before? What do the parents think about it? And the teachers? What could I do better so that my actions could be more helpful to them? This reciprocity is essential in order to maintain the relational characteristic of care, whereby both care-giver and care-receiver are affected by the relationship. This is a process of gift and “counter-gift” (“contre-don”) (Mauss, 1950). Both are giver and receiver. Otherwise, we end up back in the situation of charities where the donor is not necessarily transformed by the gift.

In short, the “learning goals” of educare are therefore learning to feel, believe, act, and reflect in order “to maintain, contain, and repair our ‘world’ so that we can live in it as well as possible” (Fischer & Tronto, 1991). These goals contribute to a “holistic” (Rabouin, 1997) education both because they address all the dimensions of human beings and because they consider the human being as part of a whole.

1.3 What Educare is Not

1.3.1 Are women more caring than men?

When scholars refer to care ethics, they often interpret it as a “feminist” theory (see for instance: Borgerson, 2007; Cavanagh, Moberg, & Velasquez, 1995; Derry, 1996; Liedtka, 1996; Machold, Ahmed, & Farquhar, 2008; Maier, 1997; Moberg, 1994; Rabouin, 1997; White, 1999; Wicks, Gilbert, & Freeman, 1994). This link between feminism and care ethics is relevant from a historical perspective, since care ethics has historically emerged as a feminist claim for the recognition of a feminine moral voice, but it is questionable from a theoretical perspective. Some authors say that women tend to be more “care-oriented” and men more “justice-oriented.” This position could be seen as an “essentialist” or “naturalist” vision of care. DeMoss & McCann found that a correlation between gender and care orientation or justice orientation does exist. According to them, integration of care approach in business ethics education will “help business schools to revise their curriculum in order to address the impact of demographic diversity on organizations” (1997: 436). Care orientation can address diversity not only based on gender but as well on culture (French & Weis, 2000) or race and class (Bass, 2009). Care, because of its “intersectionnality” (Bass, 2009: 620) of gender, race, class, and culture, could be used to create a “pedagogy of the oppressed” (Freire, 1996) -- a way to take into account perspectives of minorities applying for higher education.
However, this essentialist approach has its flaws. Firstly, studies done by E.E. Skoe, who designed a method to measure the Ethic of Care called the “Ethic of Care Interview” (ECI) (Skoe, 1993), demonstrate a lack of correlation between ECI and gender (Pratt, Skoe, & Arnold, 2004; Skoe, 2010; Skoe & Lippe, 2002; Skoe & Diessner, 1994; Skoe & Marcia, 1991; Skoe, Pratt, Matthews, & Curror, 1996). Moreover, a meta-analysis showed that women do indeed seem to demonstrate more ethical attitudes than men, but those attitudes include the ones that correspond to the ethic of justice (Borkowski & Ugras, 1998). Secondly, essentialism does indeed give a voice to people that were not previously heard, but it maintains them in a state of oppression, as the privileged do not feel concerned by this moral orientation. In that regard, it is still a “patriarchal” understanding of care (Gilligan, 1995).  Finally, essentialism does not allow for change, as each individual is tied to his or her condition. Perhaps care is considered essentialist rather than universal because as such it is easier to set aside (Maier, 1997: 948).

Thus, authors of the so-called “second wave” of care (Hankivsky, 2005) prefer to “de-genderize” care. Even some of the “first wave” authors have avoided a straightforward correlation between care and gender. For instance, Nel Noddings states: “I have no idea whether women are, by nature, more caring than men. I doubt it. But I do believe that much can be learned by studying the tradition of care that has been much a part of women’s history” (2002: 10). As Borgerson (2007) explains it, the difficulty to distinguish between “feminist ethics”, “feminine ethics” and “care ethics” could account for missed opportunities in applying care ethics to business. Gilligan (1995) draws a clear-cut line between feminist ethics and feminine ethics, care ethics being feminist and not feminine. Some authors, such as Sherwin (quoted in: Borgerson, 2007: 485), go further: “I do not believe it is appropriate to characterize the ethics of care as specifically feminist.” We propose to consider educare as neither feminist or feminine; given that business ethics education should invite all students to be more caring, regardless of their sex, race, class, or culture. Care is not only for the “oppressed,” it is also for the “privileged,” even if they are not always aware of the care they rely on and the care people need from them.

This universalism of care ethics should not to be understood as hegemony. Some authors have tried to show the superiority of care over justice, such as Kittay (2001) who criticized justice for not including people with severe disabilities (how to integrate people with intellectual disabilities in a theory which advocates autonomy?). The present article is not a plea for educare as the only viable business ethics education method – this would be a false and dangerous affirmation. Educare does, however, merit recognition as a useful approach, not because otherwise female students would be ignored, but rather because not taking it into consideration would mean radically altering our view of morality.

1.3.2 Is care an ethic?

As we have already said, there is a debate as to whether or not care is an ethic, but this depends on what we mean by ethics. Ethics is usually understood as distinguishing good and bad, which implies it is by definition normative. Deontologists consider our actions to be good when they adhere to universal laws. Consequentialists consider our actions to be good or bad depending on the consequences they have. In the famous controversy between Constant (1797) and Kant (1994) regarding “is there a right to lie?,” we can consider either that it is bad to lie because lying is bad in itself (Kant) or we can consider that lying can be good or bad, depending on the context (Constant). Both approaches are normative and determine on which grounds we can assert that actions are good or bad.

Herein, we consider that care is not normative, yet belongs to ethics -- falling into what Roman Catholic tradition has called “supererogation” (Puka, 2011: 176). Supererogative acts are the ones that are “good to do but not bad not to do” (Heyd, 2011)
. If a man does not stop to help the homeless man he meets in the street, if he does not pay attention to this person’s situation, can we say this is bad behavior? Furthermore, self-caring should also be taken into account, and care theories do not state that we should prefer others to self
; the only focus is on interdependency. Another argument is that care can be harmful and it is not always good to care. Care states that maintaining relationships is a moral issue: “maintaining relationships is a moral issue as important as the search for justice” (Garrau & Le Goff, 2010, p. 43). But it does not imply that it is normative and that students should be forced to care. We maintain only that care should be considered in the course of students’ personal and professional development. In practice, this implies that educare should exist but not be mandatory in the curriculum.

1.3.3 Direct teaching of the ethics of care is not possible

One issue that often surfaces in the field of moral education concerns the possibility of teaching ethics. Doubt surrounds the idea that any educational program would be able to make individuals better people. Moral education following Kohlberg’s theories is often criticized. We already saw that its transferability to real situations is problematic (Furman, 1990). Some virtue ethicists also indicate that knowing moral principles is not the issue. In contrast, recognizing and choosing the most appropriate ones in a real-life context is difficult (Hartman, 2006). “Character education” is also criticized for its lack of effectiveness regarding autonomous application. Some studies show that children receiving character education demonstrate virtuous behaviors when they are under supervision but not when they are unattended (Hartshorne et al., 1929 – quoted in: Noddings, 2002). Aside from the effectiveness issue, character education is also held to be closer to indoctrination than to education (Noddings, 2002). Education implies autonomous choice and cannot pursue the goal of a change of personal ethics by means of repetition and mimetic attitudes. Philosopher Sören Kierkegaard gave a definitive statement on these issues: ethics, unlike arithmetic or history, for instance, cannot be taught directly. Science is knowledge-based while ethics is power-based: “It is possible to force science into the head of a man, but whenever it is a question of power […], we have to draw it out” (Kierkegaard, 1960)
. Knowledge and power often get muddled when teaching ethics. Kierkegaard gives a clear example of this:

We often tell the story of a new recruit who was learning a drill. The NCO said to him: “You there! Stand up straight!” The recruit: “All right, I’m standing up straight.” The NCO: “You are forbidden to speak when you are in formation!” The recruit: “It’s forbidden?” The NCO: “Yes, it is forbidden to speak while in formation.” The recruit: “Fine, fine, as long as I’m aware of it!” (Ibid).

1.4 Developing the Freedom to Care through Service-Learning

1.4.1 Educare and the capability approach

As shown by Noddings (2002), caring education takes into account the fact that ethics can not be taught directly and will therefore create only the conditions for possible ethical development without guaranteeing it. This is consistent with the idea that caring is not normative and that it should not be imposed. From this perspective, care relates to the capability approach developed by Amartya Sen and Martha Nussbaum, wherein freedom is at the core of human development. Inequality is not based on resources held by individuals nor in the functionings they can achieve, but rather in the freedom they have to achieve the various lifestyles they value
. Caring education should not aim to make everyone caring, but rather to make everyone free to care. Since “to develop the capacity to care, one must engage in care-giving activities” (Noddings, 2002), the first way to develop the freedom to care is to develop opportunities to care. Some authors believe care is easy to learn because it would be sufficient to care in order to learn to care: “learning to care is not an exercise in sweat and tears, like dieting or working one’s way up the corporate ladder, rather it is relatively easy to accomplish” (Puka, 2011: 178). But again, this ignores the individual commitment to care. And if we disagree with a normative definition of care, the lack of commitment is not a personal shortcoming. It is, however, possibly a depravation of capability that can be explained by the lack of value given to caring attitudes in our society, especially in the business context. Caring education deals with the lack of opportunities which condemns students to careless attitudes.

1.4.2 Service-learning as an application of caring education

Skoe (2010) bolsters the perspective that service-learning
could be a potential application of caring education: 

The curriculum should include opportunities for students to choose from diverse community service activities (called ‘service learning’) to take part in and to reflect on. Such service experience combined with reflection may help students to discover their connections to others and to gain the insight that active care and compassion benefits the giver as well as the receiver.
Service-learning is consistent with educare for several reasons. First, as seen earlier, educare should be based on embodiment, and service-learning is based on experiential learning (Kolb, 1984). Secondly, we can assume that service-learning, in that it gives students the opportunity to provide a meaningful service to the community, is effective for attaining three of the learning goals: “caring about”, “taking care for” and “care-giving.” “Caring about” can be induced through community service. Indeed, even if the people involved are not straightforwardly empathetic, they will tend to gain in empathy. Indeed, social psychology has taught us that our mind and our brain struggle against inconsistency and tend toward “dissonance reduction” (Puka, 2011: 178). Regarding “taking care of,” if the community service provided is useful and meaningful, we can hope that students volunteering will find proof that they can act and be responsible for the well-being of others. For the third learning goal, “care-giving”, social psychology, through the theory of engagement, shows that when one is engaged in helping another person because one has been solicited to do so, it is very likely one will again engage in helping
. “Care-receiving,” the fourth learning goal, is addressed by the reflective part of service-learning, wherein volunteering is analyzed and can be criticized. Service-learning gives space for reflective work as well as community service, both of which are necessary for moral development (Leming, 2001). Community service alone would not be sufficient. A project without proper reflection is not a learning experience; it is only a project (Mintzberg, 2004: 48).

Numerous studies have shown the positive impacts of service-learning at various levels (Eyler, Giles Jr, Stenson, Gray, & At, 2001). Some of these researchers have demonstrated its impact on moral development. It should be noted, however, that they are all using DIT methodology (Bernacki & Jaeger, 2008; Boss, 1994); that is to say, they assume that moral development is cognitive. To our knowledge, no one has explored the empirical correlation between care ethics and service-learning. Research has also been conducted on how service-learning could benefit business education. There have been special issues in the Journal of Business Ethics (1996) and in the Academy of Management Learning and Education (2005). Some authors see in service-learning an opportunity for moral education to create “some breadth” (Godfrey, Illes, & Berry, 2005) and to train “global responsible managers” (Pless, Maak, & Stahl, 2011). Some prefer to see service-learning as a morally neutral pedagogical tool that aims for “effective management education” (Kenworthy-U’Ren, 1999). However, the idea of service-learning as a tool to develop non-normative care ethics in business education has not been analyzed (even if the acronym “WE CARE” has been used to “summarize the key practices specific to the application of service-learning in management education” (Kenworthy-U’Ren & Peterson, 2005: 272).).

2. APPLYING CARE ETHICS TO BUSINESS EDUCATION

2.1 The Ethical Challenges of Business Education

2.1.1 Questioning the model of Business Education

Despite the success of the American model of Business Education, some authors question its efficiency (Pfeffer & Fong, 2004). Business schools are undoubtedly an effective selection mechanism for recruiters, but some scholars speculate that their usefulness may be limited to this role and that perhaps we should fear that business education has become a mercantile tool, having lost all educational power. Such “for profit education” is very much criticized by philosophers like Martha Nussbaum (2010) and Pesqueux talks about the rise of “academic capitalism” (2003). Furthermore, these institutions often focus on research, knowledge production, and publication in peer-reviewed journals. This “scientific model” is severely criticized because it leads to the recruitment of teachers with little or no work experience, who may not be able to prepare students for a complex business environment often far removed from management theory (Bennis & O’Toole, 2005). More generally, MBAs are criticized for training students in an overly analytical style and for not drawing enough on experience (Mintzberg, 2004). The recent financial crisis and corporate scandals have broadened this criticism to ethical and societal issues. In their accusations aimed at corporations, especially in the financial world, many people wonder to what extent business schools have contributed to the misbehavior - or even have been “complicit” (Swanson & Frederick, 2001) - by training efficient yet irresponsible managers. “Business and Society,” which includes business ethics, has therefore become an important topic in business education.

2.1.2 Legitimacy of business ethics education

Ethics, CSR, and sustainability have become almost unavoidable, and the curricula of the majority of the best global MBAs cover one or more of these topics (Christensen, Peirce, Hartman, Hoffman, & Carrier, 2007), but the legitimacy of business ethics as a separate academic field remains problematic. In 2003, the AACSB refused to include a mandatory standalone course in business ethics as a condition for accreditation, and it has not since reversed this decision (Swanson & Fisher, 2011). Moreover, students in business seem not to care much about ethical issues. Undergraduate students in business seem to be particularly deficient in their ethical skills (Wood, Longenecker, McKinney, & Moore, 1988), especially compared to students from other disciplines (Lampe, 1997). They have a higher likelihood of cheating (McCabe & Trevino 1995), their main concern is to become better off, and they feel less concerned by justice or by the meaning of life (Ibid). This is reinforced by the fact that business education delivers to its “customers” (students and companies), often asking for “toolkits” and one-size-fits-all answers to operational issues (Godfrey et al., 2005). Lessons which cannot be used directly for future professional life are often ignored. This “transactional” vision (Ibid, p.313) does not leave much room for moral issues. Some authors argue instead that ethics is essential for business and conducting business without ethics is a dead-end: “The best and perhaps the only way to have a flourishing and enduring business enterprise is to maintain a reputation for integrity and fair dealing” (Solomon & Martin, 2003: 1). Yet this argument has often proved to be idealistic. First, as Solomon acknowledges himself immediately after, “There are some counterexamples, of course.” Many, actually... For instance, the US Securities and Exchange Commission has regularly allowed firms such as Citigroup, Bank of America, JPMorgan Chase, and UBS to settle cases by paying hundreds of millions of dollars without having to admit that they had done anything wrong. Wall Street firms seem to see SEC settlements as “a cost of doing business”
. Businesses can make sustainable profits while ignoring moral requirements. Moreover, when we consider ethics solely as a management technique, this leads us to weaken the ethical position and thus its instrumental value (Van Parijs, 1991). Besides, despite the extensive literature, there is no consensus on the effectiveness of business ethics education (Adkins & Radtke, 2004). Some programs demonstrate their impact (Gautschi & Jones, 1998), but it seems to be generally weak and short-lived (McCabe, Dukerich, & Dutton, 1994; Weber, 1990). Some studies highlight an impact on actual behavior, without, however, inducing “internalized ethical decisions” (Mayhew & Murphy, 2009).
In summary, despite increasing pressure from civil society on business schools to consider ethical issues, a strong suspicion remains about the effectiveness and usefulness of business ethics education. This is a problematic situation. First, it requires professors and scholars to constantly “reinvent the wheel:” to work in the field legitimacy rather than explore new practices (Swanson & Fisher, 2011). Secondly, it can lead to suspicion regarding the credibility of business education in these subjects, and this may suggest that ethics courses are there for “ethics-washing” without any real expectations regarding their impact.
2.2 Educare, a promising model for business education

Educare may provide an interesting perspective in this context. Integrating care in business education can contribute to change the way students consider business. If students are cheating, if “business educators struggle to put students to work”
, if they are targeting a better income rather than a better life, maybe it is because they believe business is all about self-interest. Perhaps it is not because of their character (cf. essentialism), but rather because they do not have the opportunity to think differently (cf. the freedom to care). As the Noble Prize winner Muhammad Yunus put it:

The biggest flaw in our existing theory of capitalism lies in its misrepresentation of human nature. In the present interpretation of capitalism, human beings engaged in business are portrayed as one-dimensional beings whose only mission is to maximize profit. […] No doubt humans are selfish beings, but they are selfless beings, too. Both these qualities coexist in all human beings” (Yunus, 2010: xv). 

This refutation of the one-dimensional vision of human beings in economics – which recalls Adam Smith’s conception of human nature (Skinner, 2011), which embraces both “sympathy” (Smith, 2002) and “self-interest” (Smith, 1999) – is at the heart of the educare strategy applied to management education.

This strategy spans two levels: “microethics” and “macroethics” (Solomon & Martin, 2003: 4). At a macroethics level, it can enable students to internalize, within their vision of business, the concept of interdependency in the world and therefore develop their capacity to take responsibility for it. At a microethics level, it can enable future managers to take care of other individuals within the organization in an embodied and solid way. At both levels, educare suggests what businessmen could do. It tends to give room to people to include different beliefs in the business environment, beliefs other than the commonly accepted ones. Care is not a duty. It is not bad not to care. But it is nor bad to care in business. Caring should no longer be experienced as “doing good and feeling bad” (Gilligan, 1995, p.159).
2.2.1 The contribution of educare for macroethics: integrating social and environmental issues in business education

Through service-learning projects, we can effectively meet the aspirations of students who wish to contribute to the common good beyond mere profitability. Net Impact studies conducted over several years by the Aspen Institute show that this is a growing concern among business students (McGaw, 2011). When they are asked: “What factors will be most important in your job selection?,”32% in 2008 said: “Potential to make a contribution to society.” Only 15% in 2002 answered accordingly. In 2008, 33% said that one of the primary responsibilities of a company is to “create value for the local community in which it operates” (as opposed to only 25% in 2002). Business education must therefore consider how to meet these aspirations: “How do schools of business help students who place a premium on being able to have a positive impact on society in their work realize that opportunities for the greatest impact may lie in what seem to be unlikely places?”(Ibid, p.69).

Educare applied to business education is also about questioning the interests of the 2/3 of students who do not show concern for these issues. This is similar to proposals from virtue ethicists to substitute the following question: “Why is it in my interest to be a good person rather than a stingy one?” with this one: “What do you want your interests to be?”(Hartman, 2006: 71). Business ethics courses would be the place for students to explore what they want to do and the range of organizations they want to join. If we train students to choose projects or organizations that are the most successful and most profitable without thinking any further, it may lead some students to an uncertain professional career since they were never allowed to express or to consider other aspects of their motivation. If students are to use their curriculum to contribute to alleviating society’s problems, they should be able to develop their belief in the fact that they can be helpful on these issues and that this is not contradictory to a business approach.

2.2.2 The contribution of educare for microethics: educating managers to believe it is possible to be both efficient and caring

Being only focused on macroethics is not enough. Even worse, if macroethics is not supported by microethics, there is a risk of inconsistency and hypocrisy. Organizations and even charities (Foote, 2001) can show concern for societal issues but still mistreat employees or customers. In order to promote “organizational care” (McAllister & Bigley, 2002), the idea of educare is not to directly train future managers to be more caring, but rather to invite them to see care not as a management flaw but as an asset. Indeed, showing empathy for the difficulties of others is usually considered bad for business (Hamington & Sander-Staudt, 2011). Being “tough” is more valued. Otherwise, we are victims of the so-called “slave morality” (Puka, 1990), in reference to Nietzsche's philosophy and his criticism of Christian morality that makes martyrs and those who are oppressed the real “heroes.” Business education seeks instead to create “winners,” by showcasing mythical figures of great entrepreneurs. It is assumed that the “winners” do not waste time feeling sorry for “losers.”
 Research does seem to reinforce this widely shared doxa. Many studies have shown that agreeableness is negatively correlated with earnings (Judge, Livingston, & Hurst, In press)
. Despite management books with titles such as “The Power of Nice” (Thaler, Koval, & Leno, 2006), “Kindness Revolution” (Horrell, 2006) or “Lead With Love” (Czarnecki, 2010), despite also the organization of a “World Kindness Day” in many countries such as France, Japan or Australia, it would seem that the less caring there is, the better off we are.

If we look closer, the studies mentioned above do not claim that “nice guys” are less successful than those who behave in a more brutal way. Being nice is not correlated with job performance in general (Wiggins, 1991). Trying to maintain the best possible relations is not incompatible with being competent and efficient. However, some studies suggest that being harsh in the professional context and less concerned for others is correlated with being perceived as competent: “while agreeable people might be well-liked, their warmth may undermine perceptions of their competence relative to their disagreeable peers who may, in fact, be no better equipped for the job” (Judge et al., In press: 8). Educare could restore balance to train managers who are both demanding regarding the organization’s objectives and also attentive to the needs of the people around them.

2.2.3 Example of the application of educare in business education: the PQPM Program at ESSEC Business School

$ESSEC Business School is one of the three leading management schools in France. ESSEC has been the most active business school regarding equal opportunity in higher education in the last ten years. In 2001, another prestigious institution, Sciences Po, created a specific recruitment avenue for students attending schools classified as “priority education zones” (ZEP). The program has been very controversial since it created a so-called “breach in equality” (“rupture d’égalité”). ESSEC is the first institution to have decided to launch an alternative in 2002 called “Why Not Me?” (“PourQuoi Pas Moi ?” -- PQPM), which has since been spun off and gave rise to public policy under the name of “ladders to success" (“Cordées de la réussite”). This scheme does not make any changes in the recruiting methods. It instead focuses its energy on the need to act “upstream.” The program is based on ESSEC students who volunteer as mentors for disadvantaged high school students, and the primary objective is not to improve their grades, but rather to fight against the problem of “self-censorship” (“autocensure”). The ESSEC method places the business students at the core of the process by setting up a non-mandatory mentoring program. This initiative also presupposes that the mentors' perception will evolve over the course of the program: “PQPM must also transform them in the direction of greater knowledge and understanding of diversity. This is to give them opportunities to discover, understand and appreciate young people they hardly ever rubbed shoulders with so far and who will be in their professional future as their customers, their employees, sometimes their managers” (Sibieude, Louveaux, & Dardelet, 2008: 23). We believe this program is an example of an educare service-learning project. 

First, an ESSEC Professor, Thierry Sibieude, is behind this initiative and is part of the professional experience requirement included in the curriculum at ESSEC. We must remark that the program has never been presented as a business ethics course. That said, the teaching of business ethics is not necessarily based only on standalone courses, but can also be based on experiences that are not declared as educational ethics programs (Hartog & Frame, 2004). Secondly, when we interviewed the student volunteers in PQPM, we noticed that they are placed in a caring position, because, on the one hand, they exhibit personal attention and responsiveness to the young peoples’ needs (which makes it difficult for mentors to define their role: neither “teacher” nor “buddy,” “brother/sister,” “confidant,”...), and on the other hand, they want their work to be decidedly useful for the beneficiaries (André & de Froment, 2011). We find again the hybrid characteristic of care: mentoring in PQPM is both a disposition and a practice. In addition, the quotation above includes the two levels of “microethics” and “macroethics” in mentoring. PQPM focuses on having an impact for the students both in terms of interpersonal relationships in the workplace and the integration of social issues (e.g. diversity) in the range of their interests.

Through this example, we see that educare can solidify and strengthen the principles of justice which are then discussed further by the students in the context of other courses, namely in the case of PQPM diversity and non-discrimination. In this regard, cognitive moral education and educare are complementary. Educare brings out principles that can be generalized through cognitive sessions. Care ethics should not replace the ethic of justice, and educare should not aim to replace moral reasoning education. These are two dimensions of the educational process and moral development. We do not advocate a victory of one over the other but rather a rebalancing, in a context where one has almost disappeared in favor of the other. We hope educare will help to educate managers who will then be better able to build sustainable businesses.

CONCLUSION

We have seen in this article how educare can potentially help business education to meet challenges for teaching ethics, with the pedagogy of service-learning being essential in this perspective. Educare is not normative nor essentialist, but rather an incentive for strengthening the freedom to care in a business context.

Further empirical research could support these statements. In particular, we should verify if there is indeed a correlation between volunteering in educare projects and the development of personal care ethics. For example, are students who have volunteered in PQPM more caring at the end of the program than at its start? Is this progression significant when compared to students who did not participate in the program? To our knowledge, only one empirical study has measured the impact of care ethics on business education programs (DeMoss & McCann, 1997).

This lack of empirical evidence can be explained by the fact that there is no multiple-choice questionnaire designed for assessing the ethic of care. To our knowledge, the ECI metrics built by the Norwegian psychologist E.E. Skoe (1993) is the only existing assessment tool. It is based on an interview consisting of four moral dilemmas, including a dilemma in a real context. Raters score the interview to assess the level of ECI (from 3 to 12). This scale does indeed seem to be statistically robust and has been used in many different areas in the field of the psychology of moral development. This assessment tool is however cumbersome to use (as the original tool MJI designed by Kohlberg was). Moreover, it considers care as a reasoning ability (Skoe speaks of “care reasoning” (Pratt et al., 2004)). It is consistent with Gilligan’s work and, from this point of view, Gilligan does not depart from Kohlberg's approach and does not include the hybridism of care we described earlier. Furthermore, we believe an assessment of care ethics should be more holistic and include all aspects of feeling, belief, responsibility, and reflection. Research to come should help create a range of easy-to-use assessments to confirm that educare is a valid method for promoting overall moral education for business students.
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�Generally referred to as the “ethic of justice” (Bauman, 2011; DeMoss & McCann, 1997; French & Weis, 2000; Kittay, 2001; Reynolds, 2003; Simola, 2011; Taylor, 1998), and occasionally as “Cognitive Moral Development” (Ishida, 2006; Rabouin, 1997; Thompson, 1995) or “principle-based ethics” (Brady, 1999; Furman, 1990).


� We could argue that care should not be considered as an ethic especially since some authors consider that “care was at first termed “relationality” or “relational caring” with the “ethical” left out.” (Puka, 2011: 179). The terms “ethic of care” or “morality of care” are used in Gilligan’s seminal book In A Different Voice but only in the third chapter “Concepts of Self and Morality”. We will discuss further this point in the paragraph “Is Care an Ethic ?”.


� This phrasing from Machiavelli is in strict opposition to care ethics which aim simultaneously to restore political power to women, accept ontological dependency toward the world, and make the preservation of our relationships a moral issue.


� We consider that care is broader than human relations and also encompasses our interdependence with the natural environment.


�This can be illustrated using, for instance, the parable of the Good Samaritan (Luke, 10:30-37). The priest and the Levite did not disobey the Law by avoiding the traveller who had been left to die by the roadside, since they did not have the right to touch a dead man. The Samaritan helped the injured man. He was not compelled to do so by divine law; this was only a manifestation of his goodness. In this story, there is a “good guy” but no “bad guys.” We can note that the Samaritan “was moved with compassion,” which is close to the empathic movement of “caring of.”


�Is it actually the other way around: moral development in care theory goes from “Level 1 (caring for self),” to “Level 2 (caring for others),” and finally to “Level 3 (full ethic of care for both self and others)” (Skoe & Lippe, 2002: 496).


�The Kierkegaard citations were all translated from the French by the author.


� “A person’s capability refers to the alternative combinations of functionings that are feasible for her to achieve. Capability is thus a kind of freedom: the substantive freedom to achieve alternative functioning combinations (or less formally put, the freedom to achieve various lifestyles).” (Sen, 1995: 75)


�The US National Service-Learning Clearinghouse defines service-learning as “a teaching and learning strategy that integrates meaningful community service with instruction and reflection to enrich the learning experience, teach civic responsibility, and strengthen communities” (National Service-Learning Clearinghouse. s. d. What is Service-Learning? http://www.servicelearning.org/what-service-learning, January 10, 2012).


�“Thus we have been able to verify that one was more inclined to alert an experimenter whose role was to pretend to lose a packet, when another experimenter had asked one earlier to monitor during a few moments his bag. The first behaviour of helping (solicited) prepared in a way the second (unsolicited)” (Joule & Beauvois, 1989: 85).


� Wyatt, E. 2011, Judge Blocks S.E.C. Settlement With Citigroup. The New York Times. http://www.nytimes.com/2011/11/29/business/judge-rejects-sec-accord-with-citi.html, November 29, 2011.


� Glenn, D. 2011, Business Educators Struggle to Put Students to Work. The Chronicle of Higher Education. http://chronicle.com/article/Business-Educators-Struggle-to/127108/, April 29, 2011.


�The mythology surrounding Steve Jobs - particularly after his famous speech at Stanford Business School - is indicative of this view. He is seen as a modern hero capable of starting from scratch, fired from his own company, then returning as a savior to make it one of the most successful firms in the history of business. This example is particularly evocative because legend says that he was also particularly unpleasant with his employees, in that he had no patience for incompetence and error.


�One should take note of a conceptual proximity between agreeableness and care, since in both cases there is a goal of maintaining the best possible relations. Agreeable individuals place greater value on their interpersonal relationships (Graziano & Tobin, 2002) and are more motivated to maintain these relationships (Digman 1997).
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