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ABSTRACT 

The Association to Advance Collegiate Schools of Business Schools (AACSB) requires 

the attainment of ethics education accreditation standards by its member institutions 

(AACSB International, 2018). The AACSB does not specify any courses or program 

template for assessing and meeting these requirements. While ample research has been 

conducted on the higher educational impact on the students’ ethical development, the 

issue that this study addressed was to examine  the moral education effects of a 

minimally studied segment. To deal with this problem, the purpose of this study was to 

examine whether classes of first year MBA/MS students and undergraduate seniors in 

core and capstone marketing courses, respectively, measurably exhibited positive 

changes in moral judgment from having participated in an individual marketing ethics 

simulation game as compared to classes not assigned any ethics instruction. This research 

used a quantitative, quasi-experimental, nonequivalent control group design with 

marketing students at a large, private, urban university in the U.S. Northeast as subjects. 

The Defining Issues Test-2 (DIT-2), measuring a subject’s moral judgment, was used for 

the pre-test and the post-test. Analysis of the change in the DIT-2 scores showed a 

significant improvement in the treatment groups as compared to the control groups. The 

potential implications from this study included suggesting approaches by which business 

schools can start to develop embedded ethics modules that may prepare students to 

become more ethical business professionals. 

Keywords: Moral judgment, schema, ethics, dilemmas, assessment, accreditation, DIT-2, 

stakeholders, Kohlberg, moral cognitive development theory, AACSB, business scandals, 

business education, marketing, simulation games, experiential learning, mixed ANOVA 
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CHAPTER 1 

INTRODUCTION 

The Dalai Lama warns the world of its urgent need for “secular ethics” and 

“global responsibility” (Dalai Lama, 2012, pp. 84-85). He cited the all too familiar and 

frequent ethical transgressions among influential individuals and organizations. Pope 

Francis mirrored the Dalai Lama’s important message with visiting business leaders and 

entrepreneurs stating that “the economy and business need ethics for their proper 

functioning” (Pope Francis, Vatican, 2015, p.1).. The pronouncements from two of the 

world’s foremost religious leaders support the views from many researchers that society 

possesses a greater concern over the need for sound ethics and corporate responsibility 

(AACSB International, 2018; Barron & Stacey, 2020; Fletcher-Brown et al., 2012; 

Gundersen et al., 2008; O’Flaherty & Doyle, 2014).  

        In fact, over the past fifteen years, there have been a slew of scandals involving the 

unethical behavior of a considerable number of well-known corporations, including 

Enron, Arthur Andersen, BP, AIG, Goldman Sachs, and VW. The press has covered 

these scandals widely, resulting in severe damage to the corporations’ reputations and 

costing investors and taxpayers billions of dollars (Carson, 2003; Fletcher-Brown et al., 

2012; Miller & Turner, 2015; Sorensen et al., 2017; Weber & Elm, 2018). Vogel (1992) 

and Surdam (2020) both observed that historians have cited the moral shortcomings of 

banks, businesses, and investors throughout American history. This recurrence points to 

much deeper issues involving our basic approaches to business and business education, 

giving rise to increased concerns about its basic orientation and approach. Most notably, 

in more recent history, business school graduates have committed many of these ethical 
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lapses (Buono et al., 2012; Giacalone & Wargo, 2009; Kaplan & Kowitt, 2009; Podolny, 

2009; Steele & Martin, 2011; Weber & Elm, 2018).  

  As a consequence, prominent researchers and the public at large has continued to 

pressure business schools to provide more effective and efficient ethics education for 

their students (Buono et al., 2012; Marques, 2019). Most American business schools have 

long embraced a mission that includes moral development as a desired student-learning 

objective. Nonetheless, a more competitive educational environment and strong influence 

from external stakeholders have compelled business schools to more actively help 

develop the skills and tools students need for better ethical decision-making (EDM; 

(AACSB, 2018; Gilbreath et al., 2016; Koehn, 2005; Lawrence et al., 2011). Also, 

business school educators need to assess more rigorously progress in a student’s EDM 

and moral judgment abilities (Gilbreath et al, 2016; Lawrence et al., 2011). While moral 

judgment skills alone gained through higher education or professional training do not 

ensure high standards of moral behavior (e.g., Dimitriou & DuCette, 2018; Sorensen et 

al., 2017), researchers have also affirmed that these skills can be both taught and 

evaluated (Han et al., 2019; Jagger & Strain, 2007; Rest, 1986). Rest (1986) and others 

also assert that moral behavior necessitates individuals to show proper moral judgment 

(Blasi, 1980; Ferrell et al., 1989; Han et al., 2019; Jones, 1991; Valentine & Bateman, 

2011).  

  Accordingly, the Association to Advance Collegiate Schools of Business 

(AACSB), the world’s leading business school accreditor, requires all AACSB-accredited 

schools to meet its more intensive ethics education expectations. “Learning and Teaching 

Standards 8 and 9: Curricula Management and Assurance of Learning” and “Curriculum 
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Content” (AACSB International, 2018) detail the recently revised rules. Notwithstanding 

these requirements, AACSB does not specify any courses or a program template for 

delivering ethics education to business students. On the one hand, through these 

standards, the AACSB requires business schools to show that students are meeting 

standards or learning goals through continual improvement as reflected in the schools’ 

mission (AACSB International, 2018; Lawrence et al., 2011). However, the rules also 

allow for ample implementation flexibility for schools in making curricula and course 

design decisions. As the guidelines remain broad, business school administrators and 

educators need to think of ways to more rigorously test the utility of ethics interventions 

in the marketing and business curriculum (Gilbreath et al., 2016; Gosenpud & Werner, 

2015; Lawrence et al., 2011). 

  The search continues for the most productive means of ethics instruction and 

assessment for undergraduate and MBA/MS marketing students. To be sure, a 

considerable amount of research has focused on the overall impact of higher education on 

the moral development of students (Antes et al., 2009; King & Mayhew, 2002; Medeiros 

et al., 2017; Rest, 1986; Rest et al., 1999; Waples et al., 2009). In a similar vein and more 

specifically, this study addressed a gap in the literature and explored the impact of a 

marketing ethics simulation exercise on the moral judgment scores of undergraduate 

senior and MBA students taking capstone and core marketing courses, respectively. 

Problem Statement 

  High-profile business ethics failings have damaged corporate reputations, reduced 

confidence in the business community, and have cost investors billions of dollars. These 

wrongdoings have prompted researchers to study a number of questions including: (1) Is 
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ethics educable to undergraduate business and MBA students (Bok, 1976; Gunderson et 

al., 2008; Lawrence et al., 2011; Rest, 1988; Sorensen et al., 2017)? (2) What are the 

most effective types of business ethics interventions (e.g., Bebeau & Thoma, 1994; 

Christensen et al., 2014; King & Mayhew, 2002; Medeiros et al., 2017; Rest, 1986; Rest 

& Narvaez, 1994; Rest et al., 1997)? and (3) Can business ethics simulations provide an 

effective alternative for business ethics interventions (Burns & Gentry, 1992; Hofstede et 

al., 2011; Tiwari et al., 2014; van Esch et al., 2020; Voss & Brennan, 2010)? This study 

addressed the second and third questions. 

While a variety of interventions in college and business school curricula have 

produced significant, modest gains in moral judgment at a minimum, Jones (2009), Rest 

(1986) and Massey and Van Hise (2009) all identified three pedagogies as most 

impactful: case studies with dilemmas, active learning and self-reflection exercises, and 

collaborative learning. Notwithstanding its emphasis on active, experiential, and 

collaborative learning, scant moral judgment research has been conducted using ethics or 

marketing ethics simulation games (e.g., Huang & Ho, 2018). Also, despite the 

considerable intervention research on college and professional students, particularly with 

accounting students, there has been minimal research focused on marketing students 

(Cano & Sams, 2011; Herington & Weaven, 2007; Lawrence et al., 2011).  

In order to provide a deeper understanding into the question of what the 

educational intervention choice has on the ethics education effectiveness for marketing 

students, this research tested whether the intervention based on a marketing ethics 

simulation can significantly improve marketing students’ moral judgment.  
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Purpose of the Study 

The purpose of this study was to examine the extent to which classes of first-year 

MBA/MS students and undergraduate seniors in core and capstone marketing courses, 

respectively, exhibited significant gains in moral judgment from having participated in a 

marketing ethics simulation game as compared to classes who did not participate, at a 

Northeast US urban, private university’s business school from Spring 2015 to Summer 

2016.  

Significance of the Study 

A large number of high-profile corporate scandals amid a sharp transition to an 

increasingly information-intensive, fast-paced, service-based global economy have 

drastically impacted business ethics behavior (Carson, 2003; Fletcher-Brown et al., 2012; 

Turner, 2006; Weber & Elm, 2018). These events and economic trends have prompted 

concerns about business ethics and signal the critical importance of ethics education for 

business students and professionals (LeClair & Ferrell, 2000; Medeiros et al., 2017). A 

renewed emphasis on ethics has been observed in both the academic and practitioner 

fields (Giacalone & Thompson, 2006; LeClair & Ferrell, 2000; Weaver et al., 1999; 

Weber & Elm, 2018).  

The foundation laid by Kohlberg in developing his theory of Cognitive Moral 

Development allows the researcher to measure an individual’s comprehension and 

analysis of moral issues when assessing an action in a moral situation (Kohlberg, 1969; 

Rest, 1979; Thoma, 2014). The movement of individuals advancing one moral 

development stage is, according to Kohlberg, primarily a cognitive function and as a 

result, cognitive changes in a person allow for changes and development in moral 
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reasoning (Kohlberg, 1969; Rest, 1979, 1986). One of the primary drivers in cognitive 

development in individuals is education, and the research supports the correlation 

between education and moral development (Rest, 1986; Rest et al., 1999; Thoma, 2006; 

Thoma, 2014). However, as previously stated, education has taken on a different form 

from the past few decades. With the advent of highly interactive, student-led, online 

education, there is an opportunity to determine if these new educational formats and 

interventions produce the cognitive changes necessary for improving moral reasoning 

(Apostolou et al., 2013; Montiel et al., 2020; Waples et al., 2009). Filling important gaps 

in the literature, this study’s significance stemmed from an understanding of the 

relationship between the use of a highly interactive, online marketing ethics simulation 

game in a marketing class and moral reasoning. It also suggested approaches for business 

educators and administrators to re-engineer the ethics curriculum to prepare students to 

become more ethical business professionals.  

Definition of Key Terms 

Cognitive Moral Development (CMD): The development of thought processes 

including problem solving and decision-making from childhood to adulthood (Kohlberg, 

1984). CMD also refers to the progress of a person’s ability to use progressively higher 

levels of moral reasoning. Kohlberg (1969, 1984) have identified six moral reasoning 

levels.  

Defining Issues Test (DIT, DIT-2): An instrument that measures moral 

reasoning and judgment using a scale similar to the Likert scale (Rest, 1979, 1986; 

Thoma, 2014). The DIT-2 test refers to the updated version of the original DIT; this 

version has updated dilemmas, including streamlined instructions, five dilemmas versus 
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Resix, a less-stringent method of purging unreliable subjects, and a higher level of 

validity (Rest et al., 1999).       

Ethics: The use of this term in this research describes moral reasoning without 

the implication of prescribing a particular set of values that is either "good" or "bad.” 

Moral Judgment: The capability to reason what should properly be done in a 

particular set of circumstances and the related reasoning process (Haidt, 2001; Rest, 

1986).  

Moral Reasoning: A type of deliberate thinking that is reflected in Kohlbergian 

concepts of morality, composed of the taking in of pertinent information to reach an 

interpretation about right or wrong, and to reach a moral judgment (Haidt, 2001; Rest et 

al., 1997). 

           Moral schemata: Schemata refer to the general connections that an individual 

makes between bits of knowledge, which can also be termed patterns of thinking. When 

the individual begins to notice the similarities and recurrences of experience, he or she 

begins to interpret new information according to the structures. Rest et al. (2000) used 

three general categories of moral schemata to determine the level of an individual’s moral 

reasoning: personal interest, maintaining norms, and post-conventional schema, the 

theoretically-derived bases underlying the DIT-2 test. 

Theoretical Base 

Conceptual models regarding the moral development of undergraduate senior and 

graduate business students are derived from the cognitive development theories (Bebeau, 

2002; Gautschi & Jones, 1998; Jones, 1991; Kohlberg, 1984; Rest, 1986; Rest & 
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Narvaez, 1994; Rest et al., 1999). These frameworks operate on the assumption that 

moral development is primarily cognitive and centers on moral reasoning and judgment.  

Cognitive moral development (CMD) refers to the progress over time of an individual’s 

ability and tendency to use progressively higher levels of moral reasoning. Kohlberg has 

been highly influential in the development of the theory of CMD. Kohlberg (1969, 1981) 

postulated that as people progress from childhood to adulthood, they also progress 

through development stages of their moral reasoning ability. He identified six CMD 

stages. Some individuals progress more quickly through the stages than others.  

Dellaportas et al. (2006) observe that people reason at a single stage, and that 

progression to a more advanced stage requires a positive stimulus that encourages a 

higher level of moral reasoning. Rest and Narvaez (1994), Rest et al. (1999), and Thoma 

(2014) affirm that moral judgment ability progresses with education and age, although 

education shows a stronger impact. Rest, a disciple of Kohlberg, built on Kohlberg’s 

theory to develop the DIT, a test of an individual’s moral judgment level. The DIT and its 

successor, the DIT-2 have been extensively used in ethical education intervention 

research for more than four decades (Rest, 1979; Rest et al., 1997; Rest et al., 1999; 

Thoma, 2014). 

Research Questions 

Based on the theoretical frameworks linked to cognitive moral development, the 

following research questions were explored.  

RQ1: Will an ethics education intervention significantly increase the 

MBA/MS/BSBA (undergraduate senior) marketing students post-
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conventional scores (N2, P) on the DIT-2 test? The ethics intervention I 

will analyze is a marketing ethics simulation game. 

RQ2: Do any statistically significant differences exist in the students’ moral 

judgment by academic program (MBA/MS, BSBA), age, gender, English 

as a first language, education level, US citizen/non-citizen, and course 

delivery method? 

RQ3: Do any statistically significant differences exist in the ethics intervention 

effectiveness by the above demographics? 
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CHAPTER 2 

LITERATURE REVIEW 

Introduction 

This chapter reviews the published literature that relates to theoretical frameworks 

used in this research. Cognitive moral development theory provided the main theoretical 

basis for this research. This study investigated the concurrent relationship between ethics 

instruction interventions and moral judgment changes of undergraduate, MBA, and other 

master’s in marketing students. It also examined the effect of select demographic 

variables (age, gender, education level, and others) on cognitive moral development 

(CMD). This review includes five areas: (a) a review of literature related to CMD, (b) a 

summary of the major CMD instruments used in assessing moral judgment and a 

rationalization of the instrument chosen for this study, (c) an overview of research studies 

of ethical educational interventions of business students using the Defining Issue Test 

(DIT) and the revised second version, the DIT-2 test, (d) an overview of research related 

to online business education group simulation interventions, and (e) a summary section. 

Cognitive Moral Development  

Ethical failings in the business world have led to a public outcry calling for a 

greater role for ethics in business education (Desplaces et al., 2007; Lopez et al., 2005; 

Miller, 2009; Pettijohn et al., 2007). Most ethics education research has focused on moral 

cognitive theories developed by Kohlberg and enhanced later on by Rest (Bebeau, 2002; 

Kohlberg, 1984; Rest, 1986; Rest & Narvaez, 1994; Rest et al., 1999; Sorensen et al., 

2017). Rest (1986) extended Kohlberg’s theory through the formulation and refinement 

of a Four-Component Model (FCM) of moral reasoning and development, incorporating 
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ideas, criticisms, and new research from others. A large number of pscychology 

researchers have supported Rest’s (1986) model  (e.g., Gautschi & Jones, 1998; Jones,  

1991). Each of the four components together contributes important aspects of moral 

functioning. The four components of moral psychological processes as Rest et al. (1999) 

stated are: 

1. Moral Sensitivity. Interpreting the situation, role taking how various actions 

would affect the parties concerned, imagining cause-effect chains of events and 

being aware that there is a moral problem when it exists 

2. Moral Judgment. Judging which action would be most justifiable in a moral 

sense.  

3. Moral Motivation. The degree of commitment to taking the moral course of 

action, valuing moral values above other values, and taking personal 

responsibility for moral outcomes.   

4. Moral character: possession of perseverance, strength of ego, and 

organizational skills to follow through on his or her intention to behave 

morally even under the most difficult of situations (p. 101).  

 

The FCM provides a framework by which moral psychological research can be 

organized and theoretical questions analyzed. It can also be used as a “basis for 

formulating objectives for moral education programs (Rest, 1986, p. 4).” The FCM does 

not separate the psychological rudiments of thinking, feeling, and behaving. Rather, the 

model highlights the relationships between them. As such, it supports the notion that 

moral behavior is more complex and not the “result of a single, unitary process (Rest, 

1986, p.4).”  
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This complexity between the four components in Rest’s FCM reflects  

interconnectedness and interdependence. The components are the “major units of analysis 

in tracing out how a particular course of action was produced in a context of a particular 

situation (Rest, 1986, p. 5).”  Each of the components can influence other components, 

eventually culminating in the decision of the individual. 

This study focused on the second component, moral judgment. Moral judgment 

deals with dilemmas and involves how individuals judge, decide on courses of action and 

reflect on those decisions. Rest (1986) and others assert that moral behavior necessitates 

individuals to show proper moral judgment (Blasi, 1980; Ferrell et al., 1989; Jones, 

1991). Thus, the development of a student’s moral judgment constitutes an important 

learning outcome in business school curricula.   

Criticisms and Limitations of Kohlberg’s Theory 

Kohlberg’s theory has been criticized on some issues. His stage theory and related 

theoretical elements have been criticized over the years as too rational and objective. 

Some of these criticisms have necessitated adjustments to the theory, and others are 

worthy of an acknowledgment of the limitations of the method (Rest et al., 1999). For 

example, Kohlberg’s theory only focuses on one component of moral behavior, moral 

judgment, while it does not take into account moral sensitivity or moral motivation 

(Warnell, 2011). While this is a recognized limitation of the theory, and the resulting DIT 

and DIT-2 test, it does not invalidate the theory (Kohlberg, 1984). Moral sensitivity and 

motivation are part of the psychological processes surrounding ethical behavior, but those 

aspects are outside the scope of the theory (Mayhew & King, 2008). 
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The FMC Component II, moral judgment, provides the main focus on CMD 

theory for education. Kohlberg originated an innovative CMD theory about how 

individuals advance to higher moral judgment levels. He identified three CMD levels 

with two stages at each level: pre-conventional, conventional and post-conventional 

levels (Kohlberg, 1984; Sorensen et al., 2017). In the first pre-conventional stage, called 

the punishment and obedience orientation stage, an action’s physical consequences 

determine its degree of goodness. In the second pre-conventional stage of personal 

satisfaction, an individual’s needs drive his or her actions. For the conventional level, the 

first stage, the interpersonal reciprocity orientation stage, the individuals take actions that 

please and help others and would also be approved by them. As for the convention 

second stage, the “law and order” orientation stage, one looks at the world from the 

perspective of a member of society. At this stage, the individual also views the social 

system as a set of impartial and rigid rules.        

Progressing to the highest level, the post-conventional level also contains two 

stages. In the social-contract legalistic orientation stage, the first stage at this level, what 

is right is defined regarding individual rights and of agreed societal standards. Laws can 

be changed and approved based on notions of social utility. In the universal ethical 

principle orientation stage, the second and highest stage, the individual determines what 

is right based on their chosen ethical principles that promote comprehensiveness, 

universality and consistency. As a person matures and his or her moral reasoning 

develops, he or she moves sequentially through the six stages. Higher ethical levels of 

reasoning are represented by higher stages on Kohlberg’s scale. This theory presumes 

that most people reason at a single dominant stage and for them to have the potential to 
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progress to the next level requires exposure to a situation that stimulates their moral 

reasoning. Kolbergian theoretical research also suggests that the majority of adults would 

not advance further than the conventional stages without a significant intervention 

(Dellaportas et al., 2006; Rest, 1986). 

Another criticism of Kohlberg’s theory centered on when Kohlberg, among 

others, tested the theory, a surprisingly low percentage of respondents scored in stage 5 or 

6 (Colby et al., 1983; Gibbs, 2013; Kohlberg et al., 1983; Murphy & Gilligan, 1980; 

Snarey, 1985). Most contributors to the book “Lawrence Kohlberg: Consensus and 

controversy” (1986) opined that this finding for the low percentage of stage 5 or stage 6 

scores in his research as a major shortcoming. Moreover, Snarey found little cross-

cultural evidence for scoring at these highest levels in his international research (Snarey, 

1985). The creators of the DIT-2 test (Rest, 1999) believed that Kohlberg adhered too 

strictly to Piaget when he described and defined the stages of moral development. By 

loosening the stages and providing more broadly defined schema of development, the 

creators of the DIT-2 conceived a new “neo-Kohlbergian” approach to measuring and 

understanding moral judgment (Rest et al., 1999). This new approach kept the 

fundamental theory of stage and stage progression via cognitive changes but allowed for 

more flexibility in assessing the stages. This theoretical bending led to the inclusion of 

schema theory into Kohlberg’s theory. Additionally, Emler, Renwick, and Malone (1983) 

criticized the DIT as being less of an indicator of moral reasoning and more an indicator 

of political ideology or beliefs (Brown-Liburd & Porco, 2011).  

Emler, Palmer-Canton and St. James (1998) found that an individual who 

reasoned at maintaining social order, stage 4, could do so without necessarily 
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comprehending and using more sophisticated moral reasoning. However, subsequent 

research by Bailey et al. (2005) reported that the effect of political bias is small and that 

DIT and DIT2 scores are not significantly threatened by this bias. 

Rest (1979) developed the Defining Issues Test (DIT) instrument to measure an 

individual’s moral reasoning ability. The DIT was built on Kohlberg’s CMD theory. The 

DIT presents a series of ethical dilemmas for subjects to rank “a person’s preference for 

alternatives, known as "items for consideration" as factors” to remedy the problems 

(Sorensen et al., 2017, p. 177). The items are structured to correlate with Kohlberg’s 

moral development stages. The "P" (principled) score is a key result of the DIT test. The 

higher the levels of displayed reasoning, also reflected in Kohlberg’s developmental 

stages, the higher will be the P scores (Dellaportas et al., 2006; Sorensen, et al., 2017). 

The DIT has been widely used to measure moral judgment. For example, Bebeau (2002) 

described the use of the DIT in measuring the impact of education on the moral 

development of students in medicine, veterinary medicine, dentistry, nursing and the law. 

The DIT-2 test, a revision of the DIT test, also developed by Rest in 1999, was 

created as an improved cognitive development instrument that better assesses stage 

movemens in the upper half of Kohlberg’s six-stage CMD scheme. It also incorporated a 

number of suggestions for improvement of the original DIT test, including the changing 

nature of the moral environment, feminist theory, and the limitations of stage 

development theory (Rest et al., 1999). 

A factor analysis on a massive sample covering 20 years of DIT-related ethics 

studies (N=45,856) resulted in the identification of three factors that formed the core of a 

“neo-Kolbergian approach.” The factors are “personal interest (PI)” (associated with 
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stages 2 and 3 of Kohlberg’s CMD), “maintaining norms (MN)” (stage 4) and the “post-

conventional (P)” (stages 5 and 6). The revised DIT-2 test uses these factors, also referred 

to as schemas (Rest et al., 1999). Narvaez and Bock (2002) define moral schemas as an 

individual’s patterns of thinking used for cognitive processing about moral dilemmas. 

Thus, as individuals grow in their moral judgment abilities, they advance from the lowest 

PI schema to the middle-level  MN schema and then, to the highest-level P schema, under 

the neo-Kohlbergian scale. An improvement in moral judgment would result from the 

move from a lower schema to a higher or more advanced schema. Hence, if students 

moved to higher levels of the neo-Kohlbergian scale as the result of an ethics education 

intervention, it would be considered successful.  

As well as the three schemas (PI, MN, and P) described above, Rest et al. (1997) 

derived the score from observations of education intervention data. They found two 

effects of an intervention: “one effect was the acquisition of new thinking” (increase in P 

Score) and the other effect was the “systematic rejection of simplistic thinking” (decrease 

in PI score; Rest et al., p. 500). For an ethics intervention measure, both effects reflect 

higher moral thinking. Consequently, the N2 score, a mathematical combination of the 

two effects, shows good fit with measuring the effectiveness of an educational 

intervention. 

Gilligan (1982) challenged Kohlberg’s CMD theory in her book, “In a Different 

Voice.” As part of her research, Gilligan conducted interviews with young male and 

female subjects; she postulated that women possess a fundamentally different moral 

orientation and development pattern than men. Gilligan, Murphy, and Noddings also 

reasoned that Kohlberg’s stages of moral development are based on the male CMD 
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pattern and a “justice” orientation (Bay & Greenberg, 2001; Gilligan, 1982; Murphy & 

Gilligan, 1980; Noddings, 2002). In contrast, women’s CMD patterns tend to proceed 

through an ethic of “care” (Gilligan, 1982, p. 30). Gilligan argued that women stress the 

importance of personal connections in their decision-making. She observed that men and 

women depict their moral judgment and behavior in two possible “voices” (Gilligan, 

1982). Gilligan depicts one voice as typically male, with more of a “justice” orientation, 

emphasizing fairness, autonomy, rights, and obligations. Its primary domain is interaction 

with the broader society. Gilligan describes the other voice, from a usual female 

perspective, as emphasizing care and compassion in their ethical judgment. The primary 

domain associated with “care” is close relationships with others. Gilligan and Attanucci 

(1988) conducted interviews with 46 male and 34 female adolescents and young adults 

with questions about their real-life moral dilemmas. Based on a content analysis of the 

subjects’ responses, Gilligan and Attanucci (1988) found that individuals use both justice 

and care reasoning, but that males tend to rely more heavily on the ethic of justice and 

females on the ethic of care.  

Gilligan (1982) explained the differences in the gender groups from a moral 

psychology perspective. She suggested that the ethic of care fell within the definition of 

Kohlberg’s CMD theory stage three, “interpersonal reciprocity orientation.” Gilligan also 

observed disparities between women’s experiences as they relate to their representation 

in the human development field and the psychological literature. In her view, since 

women tend to be oriented toward care in their ethical reasoning, testing of women’s 

cognitive moral development using instruments built on the Kohlberg scale could 

produce lower scores for women than for men. However, the empirical evidence does not 
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support Gilligan’s hypothesis. Kohlberg et al. (1984) observed “considerations of care 

and considerations of justice are interwoven in working out resolutions to moral 

dilemmas” (p. 343). Shapiro and Stefkovich (2016) extend these observations to the 

ethics of the community, critique, and the profession in moral dilemmas involving 

educational leaders. Concerning empirical evidence, Rest (1986) observed that 56 DIT 

test studies involving over 6000 subjects, which compared gender differences in justice-

oriented moral reasoning, reported either no significant difference or differences that are 

attributable to differing levels of education and work experience. In fact, when there were 

differences between males and females, females possessed higher averages.  

 Since 1986, there has been little evidence to challenge these findings that gender 

differences do not contribute significantly to DIT test score variance. For instance, Maeda 

et al. (2009) examined the results of studies using the DIT-2 test. They analyzed data 

from 7,462 individuals from 65 higher education institutions. They found that female 

subjects tend to score higher than males on the DIT-2 P-score by an average of 4 points. 

This is a relatively small difference, but the direction of the difference is contrary to what 

Gilligan had surmised. This more recent evidence also appears to indicate that females 

are at least equally capable of using justice-oriented moral thinking.  

Comparison of Principal Cognitive Moral Development Instruments 

The following principal instruments will be compared with the DIT (Rest, 1979, 

1986) and the DIT-2 (Rest, 1979; Rest et al., 1997; Thoma, 2014) for measuring CMD: 

Moral Judgment Interview (Colby & Kohlberg, 1987; Elm & Weber, 1994; Kohlberg, 

1969; Weber, 2018), and Multidimensional Ethics Scale (Reidenbach & Robin, 1990). 

Notwithstanding the innovative development of such CMD instruments, the field remains 
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beset by significant methodological challenges as compared to the DIT-2 test (Elm & 

Weber, 1994; Rest et al., 1997; Sutton, 1992; Westbrook & Bane, 1992). 

Moral Judgment Interview (MJI) 

The MJI assesses a participant’s level of cognitive moral development by using an 

open interview protocol that involves scoring of responses to multiple questions 

involving three ethical dilemmas. Interviewee responses’ scores are computed for the 

stage level by assessing how their thinking led to their conclusions (Kohlberg, 1969). 

Multiple raters classify the responses to moral judgment stage levels and inter-rater 

reliability is established through agreement between the scorers. The MJI gives 

researchers broad perspective on the rationale behind a subject’s moral judgment, which 

is acknowledged as the instrument’s notable strength (Camden-Robinson et al., 2014). 

 Notwithstanding its strong foundation based on Kohlberg’s CMD theory, the 

researchers administering the MJI require specialized training in Kohlberg’s theory and 

proper interviewing methods and the open-ended questions add to the complexity and 

time commitments for subjects to respond (Camden-Robinson et al., 2014; Elm & Weber, 

2014). Given the MJI’s qualitatively complicated aspects, the administrators also require 

a major time commitment, particularly for a large number of respondents (Izzo, 2000; 

Rest, 1979). While a number of researchers have employed the MJI or adapted versions 

of it in their studies (e.g., Weber, 1991), it has not been not extensively used (Camden-

Robinson et al., 2014). 

Multidimensional Ethics Scale (MES) 

  The Multidimensional Ethics Scale (MES) comprises eight items in a self-

administered questionnaire created by Reidenbach and Robin (1990). The MES measures 
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five constructs based on the traditional philosophies most relevant to an individual’s 

ethical decisions (Nguyen & Biderman, 2008):  

1. Justice: Based on the Aristotelian principle that equals should be treated 

equally. 

2. Relativism: The belief that no universal ethical rules exist. 

3. Utilitarianism: Behaving in a manner that will provide the greatest good for the 

greatest number.  

4. Egoism: behaving in a manner promoting one’s long-term self-interests. 

5. Deontology: one’s duty to follow universal moral rules. (p. 628) 

The MES poses subjects questions to indicate the extent to which they believe a 

given scenario is ethical, based on the different moral criteria. The MES has been applied 

to several empirical studies of business ethics (Cohen et al., 2005; Jung, 2009; Shawver 

& Sennetti 2009). Some researchers have failed to replicate previously published MES 

results while others have supported the measure’s use in measuring moral judgment due 

to its flexibility and ease of use with multi-factor models (Hansen, 1992; Hyman, 1996; 

Jones & Ponemon, 1993; Loo, 2004; McMahon & Harvey, 2007; Skipper & Hyman, 

1993).  

However, the MES measure faces some shortcomings. The MES does not draw 

from Kohlberg’s theory, particularly in terms of issues or norms (Kohlberg, 1969; 

Skipper & Hyman, 1993). Moreover, unlike the other aforementioned CMD instruments, 

the MES is not linked to any other ethical theory (Hanson, 1992). Another concern of 

researchers focuses on the lack of detail in some of the MES scenarios (Skipper & 

Hyman, 1993). 
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Defining Issues Test and Defining Issues Test (DIT, DIT-2) 

As a way to streamline Kohlberg’s cumbersome approach used in the MJI, Rest 

(1979) created the DIT and helped create the DIT-2, a revision of the DIT (Rest et al., 

1997). The DIT-2 offers five ethical dilemmas, similar to but updated from those used in 

the interviews (Kohlberg, 1969; Rest et al., 1997). The instrument uses twelve Likert 

scale moral issues and priority selection method to determine levels that relate to one of 

the schemas. For each dilemma, respondents rate each issue according to its perceived 

importance to them, whether of great, much, some, little, or no importance. A P score, 

derived from the priority rankings and based on Kohlberg’s theory and Rest’s 

modifications is then computed. A higher P score reflects more advanced moral 

development (Bebeau & Thoma, 2003; Rest, 1986). 

The DIT and MJI differ considerably in the task procedures underlying their 

methodology. The MJI uses a production task method through an intensive interview and 

expert judgment process (Colby & Kohlberg, 1987). This method requires verbal 

responses that match those in the scoring guide, and the process is often complicated and 

laborious (Elm & Weber, 1994). Achieving high MJI scores required subjects to be 

persuasively articulate and possessing expert knowledge (Gibbs, 2013; Narvaez & 

Gleason, 2007; Schweder et al., 1987). As previously mentioned, critics, including 

Kohlberg himself, noted that few individuals without extensive moral philosophy 

education demonstrated that they reasoned post-conventionally through the MJI 

(Kohlberg, 1984; Kohlberg et al., 1983; Uleman & Bargh, 1989).  

Conversely, the DIT-2 uses a recognition task method, presenting subjects with 

ethical dilemmas and a list of issues and requires subjects to recognize which issue and 
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action they perceive as most important and desired (Elm &Weber, 1994; Fraedrich et al., 

1994). Narvaez and Gleason (2007) observe that moral understanding is first achieved 

with tacit measures of implicit knowledge and not through an interview approach 

involving detailed questions about an individual’s moral thought processes. As the DIT-2 

more constructively draws in tacit knowledge, more respondents show a preference for 

post-conventional moral reasoning responses. These improved results reflect consistency 

with CMD theory that the highest stage moral judgment scores can more realistically be 

achieved (Rest et al., 1999). For these reasons, researchers prefer recognition to 

production task methods when measuring moral reasoning. Moreover, recognition task 

methods provide a straightforward methodology that offers educators and administrators 

a more user and administrative-friendly test environment. The use of discrete test items 

clarifies the tasks and makes available a unit of analysis for each item (Rest et al., 1997). 

In addition, the DIT and DIT-2 multiple-choice question structure allows for much easier 

marking and measurement than the MJI (Rest, 1986; Rest et al., 1999).  

This study used DIT-2. This choice was made due to the DIT-2’s widespread use 

in education, high validity and reliability, and user-friendliness in terms of low cost and 

administration. Both the DIT and DIT-2 involve a tight focus on CMD theory and are 

deeply rooted in moral philosophies (Colby & Kohlberg, 1987; Gibbs et al., 1982; 

Goolsby & Hunt, 1992; Kohlberg, 1969; Rest, 1979, 1986). The DIT-2 is considered a 

“gold standard” relative to several criteria and over 400 published articles (Bailey et al., 

2010; Bebeau, 2002; Thoma, 2006; Thoma, 2014). 
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Overview of Ethics Education Interventions Research  

The DIT and DIT-2 instruments have been employed in a large number of moral 

education intervention studies for the measurement of moral judgment gains (e.g., Antes 

et al., 2009; Bebeau & Thoma, 1994; Christensen, et al., 2014; King & Mayhew, 2002; 

Rest, 1986; Rest & Narvaez, 1994; Rest et al., 1997). Rest (1986) provides a meta-

analysis of 55 intervention studies, consisting primarily of ethical, psychological 

development programs with an experiential element. He concluded that “the overall 

power of moral education programs, taken together without regard to the type of program 

is statistically significant, but is, according to Cohen, in the small range” (Rest, 1986, p. 

79). Three subsequent meta-analyses support Rest’s findings of significant improvement 

in the low to moderate range with ethics instruction for junior high and adult students, 

and also with business students (Christensen et al., 2014; Medeiros et al., 2017; Waples et 

al., 2009). For the vast majority of cases, ethics education interventions yielded, at least, 

small gains in moral judgment.  

As part of their meta-analysis, Christensen et al. (2014) discovered certain types 

of ethics education interventions promote greater moral development than others. 

Students taking separate ethics courses fail to achieve higher levels of moral development 

than students not taking such courses (Christiansen et al., 2014; May & Luth, 2013). 

Conversely, Christensen et al. (2014) and Waples et al. (2009) both found that embedded 

ethics instruction in business courses supported significantly higher moral reasoning 

levels. Waples et al. (2009) researched ethics education in the college student domain. 

Ethics education reaped greater improvement in moral reasoning among older students as 

compared with younger ones (Waples et al., 2009). In fact, one study expressed this 



 24 

finding as one can “teach old dogs new tricks” (Oja & Sprinthall, 1978). While 

Christensen et al.’s (2014) studies did not show an age effect, their respondent population 

was college students, a group that possessed a tight age differential. Maeda et al. (2009) 

uncovered an additional demographic variable in gauging ethics education effectiveness. 

The researchers learned that non-native English speakers posted significantly lower DIT-

2 scores than those of native English speakers.  

Researchers also focused on the duration of the interventions. Many studies 

advocate interventions between three and twelve weeks to achieve significant gains (Rest, 

1986; Rest et al., 1999; Ritter, 2006; Roche & Thoma, 2017; Schlaefli et al., 1985). 

Interventions lasting more than twelve weeks provided no additional upside in 

effectiveness. However, Jones (2009) attributed the insignificant results of the shorter-

duration interventions cited above to some combination of faulty methodology, sub-

optimal educational approaches, and the lack of a well-validated moral reasoning 

measure. In crafting a more effective study, Jones (2009) incorporated pedagogical 

elements including a mix of moral, philosophical approaches, numerous examples of 

business ethics dilemmas, and experiential learning group exercises. Notwithstanding the 

short duration nature of his study, with in-class ethics instruction comprising only five 

75-minute classes, the treatment group students achieved significantly higher moral 

judgment scores than the control group students (Jones, 2009). Jones also used a quasi-

experimental, control and treatment group design, with pre- and post-treatment measures, 

unlike some of the other cited studies.  

In summary, many education studies have used the DIT and DIT-2 measures to 

examine the impact of different intervention strategies in fostering moral judgment 
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growth among higher education students, mostly generalists and those seeking careers in 

the professions. While a variety of interventions in college and business school curricula 

have produced modest gains in CMD at a minimum, several researchers identified three 

pedagogies as most impactful: case studies with dilemmas, active learning and self-

reflection exercises, and collaborative learning (Apostolou et al., 2013; Augur & Gee, 

2016; Huang & Ho, 2018; Jones, 2009; Massey & Van Hise, 2009; Rest, 1986). Yet, 

notwithstanding its emphasis on active, experiential, and collaborative learning, scant 

moral judgment research has been conducted using ethics or marketing ethics group 

simulation games. In addition, despite the considerable intervention research on college 

and professional students, little research has expressly focused on marketing or marketing 

students (Cano & Sams, 2011; Herington & Weaven, 2007; Lawrence et al., 2011). The 

next section explores online business group simulations and their role in business ethics 

education. 

Online Business Education Group Simulation Interventions 

Business school educators in a wide array of subjects, including marketing, have 

increased and widened the use of simulations (Brooks et al., 2006; Meyer et al., 2011; 

Mottner, 2009). Business simulations provide interactive and experiential learning 

opportunities, engaging students while in a safe and technologically flashy classroom 

environment (Bolton et al., 2019; Burns & Gentry, 1992; Cadotte & MacGuire, 2013; 

Hofstede et al., 2011; Tiwari et al., 2014; Voss & Brennan, 2010). Besides providing the 

opportunity to tie classroom learning to real-world complexity and challenges, 

simulations also promote integrative and collaborative learning. Their practical use as 

part of the business curricula counters the argument from many managers that business 
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schools cannot sufficiently equip students to face up to the challenges of ethically 

working and leading in an increasingly complex global marketplace (Bennis & O’Toole, 

2005; Lohmann et al., 2019; McCabe et al., 2006; Tiwari et al., 2014).  

Simulations designed to confront students with ethical challenges in business may 

offer superior learning opportunities (Jagger et al., 2015; van Esch et al., 2020; Wolfe & 

Fritzsche, 1989). Business ethics simulations allow for real-world, cross-functional 

factors and constraints, collaborative decision-making, critical thinking, and immediate 

feedback and an opportunity to test different strategies (Voss & Brennan, 2010). 

Moreover, the real-time simulation game experience will likely build student awareness 

about the pressures on managers confronting ethical dilemmas and having to make 

morally complicated decisions (Schumann et al., 2006.). The “Virtual Values” (VV) 

business simulation game, previously named, “Marketing Mayhem,” provides such an 

experience for marketing and business students (Jagger et al., 2015). In this study, the VV 

simulation game was used as the ethical education intervention for the treatment group . 

Summary 

In the face of renewed ethical failings and business scandals in the world 

economy, ethics education in business schools plays a vital role in restoring public 

confidence in the business community. While a number of different ethical theories have 

been introduced, many researchers favor the Kohlbergian CMD theoretical framework as 

the basis for business ethics education. Based on Kohlberg’s theory, Rest, a student of 

Kohlberg’s, developed the DIT and DIT-2 tests, collaborating with other colleagues in 

revising and refining the tests (Rest, 1986; Rest et al., 1999). In a comparison with the 

other major CMD measures, the DIT and DIT-2 tests provide a user-friendly, widely used 
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and regarded, and easy to score measure. These tools have been used in a large number of 

studies to examine the moral judgment level of business professionals and students. The 

tests have also helped determine whether business ethics education interventions are 

effective with mixed results. However, scant research has focused on the effectiveness of 

marketing ethics interventions that use marketing ethics simulation games. This study 

explored the moral effects of a marketing ethics simulation game on the moral judgment 

of undergraduate senior and MBA students taking capstone and core marketing courses, 

respectively. The next chapter discusses the methodology that was used and develops the 

questions to examine this research problem.  
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CHAPTER THREE 

METHODOLOGY 

The purpose of this research was to examine the degree to which classes of first- 

year MBA/MS students and undergraduate seniors in core and capstone marketing 

courses, respectively, exhibited positive moral judgment gains from having taken part in 

an individual marketing ethics simulation game as compared to classes who did not take 

part. This research employed a quantitative, quasi-experimental, nonequivalent control-

group design and was conducted from Spring 2015 to Summer 2016. The relative 

efficacy of the ethical education intervention was assessed by contrasting the subjects’ 

change in scores across the different groups. In this analysis, the dependent variable is a 

change over time in a particular index (N2 score and P score). A mixed design, repeated 

measures ANOVA was used to measure growth.  

This research was a contribution to the ongoing search for the most effective type 

of ethics education intervention for marketing students at business schools. This study 

examined the question of whether a marketing ethics simulation game will be effective in 

significantly improving marketing students’ moral judgment and reasoning. The three 

research questions were:      

1. Will a marketing ethics simulation game intervention significantly increase the 

MBA/MS/BSBA marketing students post-conventional scores (N2, P) on the 

DIT-2 test? 

2. Do any statistically significant differences exist in the students’ moral judgment 

by academic program (MBA/BSBA, major), age, gender, English as a first 

language, US citizen/non-citizen, and course delivery method? 
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3. Do any statistically significant differences exist in the ethics intervention 

effectiveness by the above demographics? 

The DIT-2 measures the general moral judgment levels of the marketing students. 

The three research questions were addressed by comparing the pre-test and post-test N2 

and P scores from the DIT-2 between the treatment and the control groups. The details of 

the calculation of the N2 and P scores are discussed later in this chapter, in the 

“Instrument” section. If the ethics education intervention is effective, it may increase the 

tendency of marketing students to rely on post-conventional factors in making ethical 

decisions in a general context and a marketing context. This change would be represented 

by higher N2 and P (post-conventional) scores on the post-test than on the pre-test on the 

DIT-2. 

Sample Selection 

The population of interest for this research is marketing students at a large, 

private, urban university in the U.S. Northeast. The experimental group consisted of 

marketing students who participated in a marketing ethics simulation game as part of a 

capstone marketing strategy course for undergraduate seniors or a core MBA marketing 

course. The students enrolled in order to fulfill their degree requirement for a capstone 

senior or MBA core marketing course. In this research, the control group consisted of 

marketing students who enrolled in either of the two courses but did not participate in the 

marketing ethics simulation game. Prior to subject selection, the target sample of the 

study was a total of 80 or higher number of students. This number was chosen to have 

statistical power of .95 assuming an effect size of .25 at a probability level of .05. 
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        Enrolled students volunteered to participated in this study. Study completion 

consisted in completing the DIT-2 test twice. To be included in this study, participants 

had to be enrolled in either the capstone or the core MBA marketing course. Subjects 

self-selected to a section of either of the two courses either using the regular marketing 

simulation, without the VV marketing ethics simulation game as the control group or 

were assigned the standard marketing simulation that included the VV marketing ethics 

simulation game, the treatment group. They possessed no advanced knowledge of which 

section used the game and which did not. The marketing simulations are required parts of 

both courses and subjects are not informed of which type of simulation is assigned to a 

given section until they are enrolled in that particular section of the course. Participants 

were full-time and part-time undergraduate and graduate students between the ages of 18 

to 65. Students not wishing to volunteer had the option to submit a marketing ethics case 

two-page analysis to the course instructor in lieu of taking the DIT-2 test twice. By 

submitting an acceptable case analysis, non-volunteers received the one point extra credit 

on the final course grade as volunteers did. This extra credit incentive structure ensures 

that non-volunteers not wishing to participate in the study are not penalized. Enrolled 

students volunteered to participate in this study. Study completion consisted of 

completing the DIT-2 test twice. After the marketing ethics simulation game was 

completed by the subjects in the experimental group, the subjects from the experimental 

and control groups took a post-test using the same instrument.        

        The VV marketing ethics game, assigned to the experimental groups, uses virtual 

reality technology to show a three-dimensional visualization of a marketing ethics case. 

The VV case’s story involves a marketing manager challenged with ambitious business 
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targets. The online game progresses as the manager faces a series of ethical dilemmas 

involving various business situations. The manager’s ethical decisions may affect the 

storyline’s trajectory. The game participant needs to make a number of managerial 

decisions acting in the marketing manager’s role. Game completion necessitates 

progressing through five or six levels of decisions. Each level requires the participant to 

submit a completed business ethics quiz, based on information, clues, and hints given at 

each level, earning points before advancing to the next level. Participants strive to 

achieve their business targets and maximize their points as they work to complete the 

game. On average, the game takes between 120 to 150 minutes for a participant to 

complete (Jagger et al., 2015).  

        The Marketing Strategy group simulation, assigned to both the control and 

experimental groups, uses web-based software to portray a global business-to-business 

marketing environment.  Each simulation team, composed of three-to-five students, 

represents a large, international electronics firm that is newly entering the micro-

computer market.  They are tasked with introducing their micro-computers into up to 12 

international locations in competition with four to seven other teams. The team’s 

responsibilities include setting up their micro-computer division and becoming 

autonomous and sufficiently profitable in eight weekly rounds (quarters). The simulation 

requires each team to initiate and execute a marketing strategy. The team’s strategic 

implementation includes brand establishment and support, pricing, advertisement design 

and media placement, channel management, and sales team management. Assessment 

involves a balanced scorecard approach, consisting of a team’s relative marketing 
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performance, marketing effectiveness, financial performance, investment in the future, 

and accrued wealth (Cadotte & MacGuire, 2013).                              

            

Quasi-Experimental Design 

The research questions were investigated using a quantitative research approach. 

Ideally, this research would use an experimental design, in which subjects are randomly 

assigned to the treatment and control groups (Campbell & Stanley, 1963; Creswell, 

2014). However, the use of random assignment to treatment and control groups can be 

disruptive to the routines and processes of an educational institution. This experiment 

was conducted in the context of a functioning institution of higher education, where 

students are allowed to enroll in the classes that they desire to complete their degrees. For 

this reason, the subjects were not randomly assigned to the groups. Campbell and Stanley 

(1963) recommend a quasi-experimental design where a random assignment of subjects 

is impractical. They indicate that the use of a control group, “even an unmatched or non-

equivalent control group reduce” the equivocality of interpretation substantially over a 

one group pre-test-post-test design (p. 47).  

Instrument 

The instrument that was used in the pre-test and post-test of subjects was the 

Defining Issues Test 2 (DIT-2; Rest et al., 1999). The DIT-2 is a test, available in an 

online format, which measures moral judgment and reasoning ability. It is derived from 

Kohlberg’s theory of cognitive moral development (CMD; Bebeau &Thoma, 2003). The 

DIT-2 presents five short ethical dilemmas to the subject and asks the subject to make a 

decision about the proper course of action. The instrument also asks the subject to rate 
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and rank a set of 12 issues regarding which are more important in making a decision 

(Rest et al., 1999). The full text of the DIT-2 instrument is found in Appendix A.  

The DIT-2, introduced in 1999, is a successor to the DIT, which has been used in 

thousands of studies since its introduction in 1979. Approximately 500 researchers have 

used the DIT and DIT-2 instruments every year for the past 15 years (Bailey et al., 2010). 

Bebeau and Thoma (2003) note the DIT-2 is more up-to-date, shorter, more streamlined 

instructions and purges fewer subjects for unreliability than the DIT. The DIT-2 includes 

procedures to purge unreliable subject responses to control for random responding, 

missing data, non-discriminant answers and selection of certain meaningless answers 

(Rest et al., 1999). The DIT-2 is based on a neo-Kohlbergian theory which emphasizes 

cognitive processes and portrays cognitive moral development as a progressive 

improvement over time through a series of schemata, specifically, the personal interest, 

maintaining norms and post-conventional schemas (Rest et al., 1999). Reliability tests for 

the DIT-2 produced Cronbach’s alpha measurements ranging from .74 to .81 (Rest et al., 

1999). The indices are scored by the University of Alabama’s Center for the Study of 

Ethical Development (CSED). 

Cronbach’s alpha is based on associations among all possibilities of paired test 

items to reflect how closely they relate together (Tavakol & Dennick, 2011). Tavakol and 

Dennick explain that all of the test items that are constructed to measure a single 

construct should be answered in a similar way. The maximum possible value for 

Cronbach’s alpha is 1.0. Tavakol and Dennick (2011) opine that a Cronbach’s alpha 

within a range of .70 or higher is considered acceptably reliable. 
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Scoring the Instrument 

The respondent’s ranking data on the 60 items from five dilemmas are the basis to 

derive a DIT-2 score. The P Score is calculated as “the simple sum of scores from Stages 

5A and 6, converted to a percent,” a participant’s total post-conventional response, “the P 

score can range from 0 to 95. It is interpreted as the extent to which a person prefers 

Postconventional moral thinking “ (Bebeau & Thoma, 2003, p. 19).  

The P score has been a consistently reliable and easily computable index (Rest et 

al., 1997), The measure has been critiqued due to its dependence on the rankings of 12 

items and not factoring in those items that are essentially discarded by the select use of 

only the post-conventional items. By this construct, the P score fails to directly take into 

account the discarded and simplistic thinking items (Thoma, 2006). Conversely, the N2 

score, computed on the same scale as the P score, takes into account both the “acquisition 

of new thinking (statistically significant increases in P scores- the familiar effect) and the 

“systematic rejection of simplistic thinking (significant decreases in preference for 

personal interest items)” (Bebeau & Thoma, 2003, p. 19). 

The N2 score “generally outperforms the P Score on construct validity (see Rest, 

Thoma, Narvaez, & Bebeau, 1997)” (Bebeau & Thoma, 2003, p. 19). It also surpassed 

the P score as the preferred score, particularly in dealing with educational interventions 

(Jagger & Strain, 2007; King & Mayhew, 2004, Mudrack, 2003; Sorensen et al., 2017; 

Walker, 2004; Wilhelm, 2010). Relying on the P-score alone may overemphasize the 

DIT/DIT-2’s post-conventional items, and thus overlook the gradations of moral 

reasoning of the subjects on the lower-level schemas, the personal interest and 

maintaining-norms schemas. The N2 score addresses these concerns.     
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Description of the Experimental Treatment 

The treatment group received the educational intervention in the form of a 

marketing ethics simulation game intervention. The Virtual Values (VV) marketing 

ethics simulation game provides such an experience for marketing students. In the 

context of ethical decision-making, the VV simulation game does confront students with 

explicit ethical dilemmas in a virtual reality environment (Jagger et al., 2015). 

The duration of the VV marketing ethics simulation game and associated exercises is less 

than three weeks. This duration is below the four-week minimum course duration 

typically associated with effective ethics interventions (Rest, 1986; Sorensen et al., 

2017). However, Jones (2009) disputes this minimum duration benchmark and posits that 

active learning approaches used with other effective pedagogies can be effective with 

lower durations. The VV ethics intervention is delivered in an online format through 

web-based software.  

Consistent with most research on effective ethics education interventions, the 

course includes an analysis and discussion of a graded marketing ethics-related case and 

an end-of-course reflection paper (Dellaportas, 2006; Huff & Frey, 2005; Massey & Van 

Hise, 2010; Mintz, 1995; Pullen-Sansfacon, 2010; Rest, 1986; Walker et al., 2019). For 

the online classes, the instructor placed questions relating to the ethical topics of the 

course on a threaded discussion page of the course Blackboard website.  

Data Collection and Management 

Participants were able to access the online DIT-2 through a Qualtrics web link 

and had flexibility to take the pre- and post-test within an established one-week time 
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period. The pre-test was scheduled during Week 3 of the term and the post-test was held 

in the final week of the term. Since this research required data collection pre and post 

manipulation, it was necessary to obtain identifying information from the respondents. So 

as to keep this information from the researcher to ensure the participants' anonymity, the 

data were collected by an honest broker as per the instructions that were provided by the 

researcher. The honest broker first used the identifying information to combine the pre 

and post-test results for all the participants and then removed all such information before 

sending it to the researcher. This ensured that the data received by the researcher are 

completely anonymized. A final list of enrolled students in each of the sections was 

provided to the honest broker to link responses of the participants to the intervention 

condition. As required by the IRB data will be retained indefinitely in a digital format on 

a secure, encrypted and password protected network. There will be no identifiers in the 

data.  

A senior marketing faculty member was appointed as the honest broker, and was 

independently responsible for the collection of online data for this project from the 

Qualtrics web link and to manage the process of turning identified data to de-identified 

data. However, this professor was not a member of the research team. The specific data 

collected were answers to the DIT-2 questions. I only had access to the de-identified 

DIT-2 data from the honest broker that contained the condition, the T1 and T2 survey 

answers, and other non-identifying demographic information. Data were not traceable to 

specific participants.  
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Data Analysis 

The CSED scored the test responses and sent an electronic copy of the results and 

original test responses to me via email correspondence. The CSED also filtered and 

checked the responses in order to remove bogus and unreliable data (Bebeau & Thoma, 

2003). The filtered data were exported to an SPSS file, combined with demographic data, 

and analyzed for results. Only those subjects who completed both the DIT-2 pre-test and 

post-test were included in the study.  

Summary 

Data were collected from undergraduate seniors and MBA students taking the 

capstone and core MBA marketing courses, respectively. Responses of the students in 

two groups, a treatment group and a control group, to the DIT-2 (pre- and post-test) were  

used to compare the effects of the treatment group receiving the ethics education 

intervention with the control group on the ethical judgment of marketing students in the 

two groups. The results and changes over time were analyzed using descriptive statistics, 

dependent t-tests, repeated measures, and mixed design ANOVA. 
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CHAPTER 4 

RESULTS 

This quasi-experimental study was conducted from Spring 2015 to the Summer 

2016. It assessed moral judgment changes over time among graduate and undergraduate 

business students taking marketing courses. A quantitative, pre-test, quasi-experimental, 

nonequivalent control-group design was used. The purpose of this study was to examine 

whether classes of first year MBA/MS students and undergraduate BSBA seniors in core 

and capstone marketing courses, respectively, exhibited positive moral judgment gains 

from having taken part in an individual marketing ethics simulation game as compared to 

classes that did not take part. A discussion of the findings is presented in Chapter 5.  

Sample 

 There were a total of 323 possible subjects for the study: 215 in the treatment 

group and 108 in the control group. The numbers of actual participants at both the pre-

test and post-test are presented in Table 4.1. The table is separated into participant totals 

by overall class, treatment group designation, and control group designation. Totals are 

then given for the number of students who participated in taking the pre-test and those 

who participated by taking the post-test. As can be seen from the table the totals from the 

pre-test to the post-test vary. This means that not all of the students took both the pre-test 

and the post test. This led to a discarding of students who did not take both tests. After 

the removal of those cases, the number of students used in the analysis were finalized and 

can be seen in the column labeled # Used for Study. The overall participation rates for the 

study, calculated by dividing the #Used for Study by # of Possible Participants, is 

displayed in the final column. 
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Table 4.1  

 

Total Marketing Students (Undergraduate and MBA/MS Students) 

 

 # of Possible 

Participants 

Pre-test 

Participants 

Post-Test 

Participants 

# Used for 

Study 

Participation 

% 

Overall 

Class 
323 196 170 170 52.63% 

Treatment 

Group 
215 108 96 96 44.65% 

Control 

Group 
108 88 74 74 68.52% 

 

Descriptive data on the subjects that participated in the study are presented in Table 4.2. 

 

Table 4.2 

 

Descriptive Data on the Subjects 
 

Variable Control Treatment Total 

Marketing Course: 

Undergraduate 

MBA/MS 

 

26 

48 

 

30 

66 

 

56 

114 

Delivery Method: 

Online 

Face-to-Face/Hybrid 

 

28 

46 

 

52 

44 

 

90 

80 

Age: 

20 – 29 

30 – 39 

40+ 

Mean 

 

51 

17 

6 

28.97 

 

59 

21 

16 

30.25 

 

110 

38 

22 

29.69 

Gender: 

Male 

Female 

 

43 

31 

 

44 

52 

 

87 

83 

Education: 

Junior 

Senior 

Masters 

Doctorate 

 

1 

25 

46 

2 

 

9 

21 

61 

5 

 

10 

46 

107 

7 

US Citizen: 

Yes 

No 

 

58 

15 

 

82 

14 

 

141 

29 

English First Language: 

Yes 

No 

 

62 

12 

 

83 

13 

 

145 

25 
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Analyses for the Major Research Questions 

 RQ1: Will an ethics education intervention significantly increase the 

MBA/MS/BSBA marketing students post-conventional scores (N2, P) on the DIT-2 test?  

The means and standard deviations for N2 (New Overall Index) are presented in 

Table 4.3. 

Table 4.3  

 

Pre-Test and Post-Test Means for N2 

 

 Pre-test Mean and 

(Standard Deviation) 

Post-test Mean and 

(Standard Deviation) 

Control Group (n = 74) 31.11 

(13.91) 

29.82 

(13.86) 

Treatment Group (n = 96) 30.73 

(14.04) 

35.28 

(14.39) 

 
 

To determine whether parametric statistical analysis could be performed, the 

normality and variance homogeneity were first assessed. PretestN2 normality was tested 

through a Shapiro-Wilk test (Razali & Wah, 2011). The Shapiro-Wilk test results for 

PretestN2 were significant, W = 0.98, p = .026. The results point to PretestN2 as unlikely 

to have resulted from a normal distribution; thus normality cannot be assumed. The 

Central Limit Theorem (CLT) acts as a strong mitigant to non-normality in random 

variable distributions as sample size increases. As such, with sufficiently large sample 

sizes (n > 50), variations from normality will have little effect on the results (Hair et al., 
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2018; Intellectus Statistics, 2019). Homogeneity of variance was checked by the Levene 

Test (Levene, 1960) and was found to be non-significant. Given these results it was 

decided that the data were analyzable by parametric statistics. 

 There are two possible analyses for a pre-test/post-test design: repeated measures 

analysis of variance and analysis of covariance. If there is no difference between the 

groups at the pre-test, the repeated measures is possible. If there is a difference, then the 

analysis of covariance must be employed. To check whether the two groups were 

significantly different at the pre-test, a separate samples t-test was computed which was 

non-significant (t = .18, p = .861). As such, the repeated measures ANOVA was used to 

analyze the data. The results are presented in Table 4.4. 

Table 4.4 

Repeated Measures Table for N2 

Source 
Mean 

Squares 
F Significance 

Partial Eta 

Squared 

Between Subjects 

Treatment/Control 539.922 1.750 .188 .010 

Error 308.535    

Within Subjects 

Pre-test/Post-test 223.361 2.549 .112 .015 

Interaction 713.625 8.144 .005 .046 

Error 87.621    

 

A graph of the significant interaction is presented in Figure 4.1. 
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Figure 4.1. Interaction for N2. 

A simple effects analysis was conducted on the interaction. These results are presented in 

Table 4.5.  

Table 4.5 

 

Simple Effects Analysis of the Interaction with N2. 
 

Comparison t Significance 

Control/Treatment at Pretest .18 .861 

Control/Treatment at Posttest 2.49 .014 

Control: Pre to Post .719 .474 

Treatment: Pre to Post 3.949 .000 
 

As shown in Table 4.5, the subjects in the treatment group significantly increased moral 

judgement from the pre-test to the post-test, while the subjects in the control group did 

not significantly change.  

 An identical analysis was conducted for P (Postconventional Schema Score). The 

means and standard deviations are presented in Table 4.6. 
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Table 4.6 

 

Pre-Test and Post-Test Means for P 

 

 

 

 

Pre-test Mean and 

(Standard 

Deviation) 

Post-test Mean and 

(Standard 

Deviation) 

Control Group (n = 74) 32.20 

(15.66) 

30.70 

(14.76) 

Treatment Group (n = 96) 33.22 

(15.59) 

32.87 

(15.21) 
 

The same analyses were conducted on the data for P to check for normality and 

homogeneity of variance. As before, the pre-test and post-test scores were not normally 

distributed but the homogeneity of variance assumption was met. The difference between 

the control and treatment groups at the pre-test was not significant. As stated above, these 

conditions allow for the utilization of a repeated measures ANVOA. These results are 

presented in Table 4.7  

Table 4.7 

Repeated Measures Table for P 

Source 
Mean 

Squares 
F Significance 

Partial Eta 

Squared 

Between Subjects 

Treatment/Control 211.43 .617 .433 .004 

Error 342.72    

Within Subjects 

Pre-Test/Post-Test 71.67 .565 .453 .003 

Interaction 27.70 .218 .641 .001 

Error 126.81    

 

As shown in Table 4.7, none of the effects are significant.  

 



 44 

RQ2: Do any statistically significant differences exist in the students’ moral 

judgment by academic program (MBA/MS, BSBA), age, gender, English as a first 

language, US citizen/non-citizen, and course delivery method? 

To answer the second research question, all of the relevant variables listed in 

Table 2 were analyzed. The dependent variables used were the pre-test scores for N2 and 

P. Age, education, delivery method and language did not affect the scores. The data for 

gender are presented in Table 4.8. 

Table 4.8 

Pre-Test Mean and Standard Deviations for N2 and P by Gender 

 
Means and Standard 

Deviations for Males 

(n = 87) 

Means and Standard 

Deviations for Females 

(n = 83) 

N2 28.57 

(14.26) 

33.33 

(13.26) 

P 29.33 

(16.16) 

36.39 

(14.17) 
 

For the data presented in Table 4.8, t = N2 = 2.25, p = .026, partial eta squared = .029; t =  

= 3.03, p = .003, partial eta squared = .056. As shown in the table, females have 

significantly higher scores on both N2 and P with a small effect size for N2 and a 

medium effect for P.  

RQ 3: Do any statistically significant differences exist in the ethics intervention 

effectiveness by the above demographics? 

 To answer question # 3 all of the variables listed in Table 2 were added as 

between subjects factors to the repeated measures ANOVAs. Course, delivery method, 
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age, education, and English First language did not affect the results. However, both 

gender and US Citizen produced significant results. The effects for gender were analyzed 

by including this variable as an additional between subjects variable to the repeated 

measures ANOVA for N2. The means are presented in Table 4.9 and the ANOVA results 

in Table 4.10. 

Table 4.9 

Means for N2 by Group and Gender 

 Males Females 

 Pre-Test Post-Test Pre-Test Post-Test 

Control 28.37 30.08 34.91 29.46 

Treatment 28.77 36.12 32.38 34.58 
 
 

Table 4.10 

Repeated Measures Table for N2 by Group and Gender 

Source 
Mean 

Squares 
F Significance 

Partial Eta 

Squared 

Between Subjects 

Treatment/Control (Group) 418.787 1.35 .247 .008 

Male/Female (Gender) 327.06 1.05 .306 .006 

Error 310.048    

Within Subjects 

Pre-Test/Post-Test (PrePost) 172.95 2.059 .153 .012 

PrePost by Group 904.60 10.77 .001 .061 

PrePost by Gender 778.15 9.265 .003 .053 

PrePost by Group by Gender 20.81 .248 .619 .001 

Error 83.986    

 

As shown in Table 4.10, there is a significant interaction with gender. This is depicted in  

Figure 4.2 
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Figure 4.2. Interaction with gender for N2. 

 

As shown in Figure 4.2, the interaction is caused by females in the control group 

significantly decreasing between the pre-test and the post-test. For US Citizen/non-US 

citizens, the results showed that subjects who were not US citizens significantly 

decreased between the pre-test and the post-test. The effect, however, was negligible.  

Summary  

The study found significant differences in the pre-test and post-test N2 scores for 

all students between the control and treatment groups. In addition, significant differences 

in the pre-test N2 and P scores and pre-test and post-test N2 scores by gender were found. 
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However, an examination of the N2 and P scores between the pre-test and post-test scores 

found no significance among the other demographic variables. 
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CHAPTER 5 

DISCUSSION 

The purpose of this study was to examine whether classes of first year MBA/MS 

students and undergraduate BSBA seniors in core and capstone marketing courses, 

respectively, exhibited positive moral judgment gains from having taken part in an 

individual marketing ethics simulation game as compared to classes that did not take part. 

This quasi-experimental study was conducted from Spring 2015 to the Summer 2016. It 

measured changes in moral judgment among graduate and undergraduate business 

students taking marketing courses. A quantitative, quasi-experimental, non-equivalent 

control group design was used. The study sought to answer three research questions. 

These questions are listed below with a brief discussion for each.              

RQ1: Will an ethics education intervention significantly increase the 

MBA/MS/BSBA marketing students post-conventional scores (N2, P) on the DIT-2 

test?  

This is the first to examine the impact of a marketing ethics simulation game on 

MBA/MS and senior undergraduate marketing students’ moral judgment, as assessed by 

the DIT-2 test. This study resulted in a positive finding as a result of this educational 

intervention; principally that there was a significant increase in the N2 score (moral 

judgment score) with a small-to-medium effect size. It is not unusual for the P-scores to 

exhibit non-significance alongside the positive N2 score results (Augur & Gee, 2016; 

King & Mayhew, 2004, Mudrack, 2003; Walker, 2004; Wilhelm, 2010). Moreover, the 

positive results for N2 as a result with the intervention reinforce its use as a primary score 

for moral educational interventions (King & Matthew, 2004; Smart, 2004; Thoma, 2006; 
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Wilhelm, 2010). These findings support leading meta-analytical studies related to 

profession-specific educational interventions and that embedded ethics instruction in 

business courses as in this study supported significantly higher moral reasoning levels 

(Christensen et al., 2014; Medeiros et al., 2017; Waples et al., 2009). What is more the 

intervention’s short duration suggests that the four-to-twelve week guideline could be 

shortened (Huang & Ho, 2018; Jones, 2009; Wilhelm, 2010).  

Other unique attributes of this study that offered positive results include the 

following: the short duration of the simulation game educational intervention (less than 

three weeks), the employment of the DIT-2 test (the most widely used moral judgement 

instrument), the subjects studied were senior undergraduate and graduate marketing 

students, the use of a quantitative, quasi-experimental with non-equivalent control group 

design, a large enough sample size, and quantitative analysis. These attributes in 

combination contributed to addressing the gap in the literature. The few other published 

intervention studies involving marketing students had one or more of these unique 

attributes missing. Lawrence et al. (2011) uses “The Ethics Game,” a simulation game as 

the intervention (EthicsGame, 2020), with the assessment measure embedded in the 

game. The measure involved the AACSB’s Assessment of Learning (AOL) approach for 

EDM, which, in my opinion, does not provide a clear view of whether the simulation has 

significantly improved the moral judgment of EDM of the simulation participants. 

Additionally, the study did not incorporate any of the tested, theory-based instruments. 

No control group was employed in the study. Undergraduate business students were the 

population under consideration which also included marketing students.  
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A second study, Cano and Sams (2011), offers a field observation approach 

through a “cheating exercise” to assess whether a series of weekly lectures on the 

importance of ethical behavior, embedded in their institution’s Principles of Marketing 

courses, impacted cheating behavior “significantly” compared to classes that did not 

receive the weekly lectures. The results of the study reflected only slight differences 

between the treatment and control groups. This study incorporated a basic quantitative 

methodology and the assessment was linked to moral behavior only. To me, this study 

demonstrated the challenges of moral judgment education interventions linking directly 

with improved ethical behavior.  

The third study involved 232 first-year business students (including 67 marketing 

students). Herington and Weaven (2007) investigated the normative differences in the 

DIT’s post-conventional P scores between marketing students and other business majors, 

and found no significant differences. There was also no significance reported for age 

differences between the students. Interestingly, though, female students achieved 

significantly higher P scores than males, supporting the results of my study for the second 

research question. This study, however, did not involve any educational intervention.  

 RQ2: Do any statistically significant differences exist in the students’ moral 

judgment of students by academic program (MBA/MS, BSBA), age, gender, and 

English as a first language, education level, US citizen/non-citizen, and course delivery 

method? 

In this study, females achieved significantly higher pre-test scores on both N2 and 

P with a small effect size for N2 and a medium effect size for P. Herington and Weaven 

(2007), Maeda et al. (2009), Roche and Thoma (2017), and Rest (1986) showed either 
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modestly or significantly higher moral judgement scores for females as compared to 

males. While some studies support similar positive results for higher education levels, 

English-language ability, and age, the smaller sample sizes in this study in terms of 

demographics may have impacted the non-significance (Maeda et al., 2009; Rest et al., 

1999).  

            Gilligan (1982) suggested that females may score lower than males on an 

instrument like the DIT, a CMD-based instrument, due to the differences in the female 

experience and their emphasis on the ethic of care, rather than the emphasis on the justice 

ethic. In fact, differences in the post-conventional scores, when they occur, tend to favor 

females. However, in considering Gilligan’s and Kohlberg’s research, it is also important 

to consider the context of their studies in this results discussion. Starting in 1956, 

Kohlberg studied and interviewed 72 Chicago boys aged 10 to 16 years old, 58 of whom 

were followed longitudinally for twenty years in three year increments (Colby et al., 

1983; Kohlberg, 1984). Gilligan’s three separate studies with a total 198 subjects, also 

conducted through interviews, possessed a broader subject base that included girls and 

boys, college students, and males and females ranging in age from nine to 60 (Gilligan, 

1982). As pointed out in Chapter two of this study, Kohlberg’s research focused on a 

justice orientation, while Gilligan’s studies concentrated on the ethic of care. The US 

moral environment and societal expectations have changed a great deal since the time 

that Kohlberg and Gilligan conducted their research. 

Over the past six decades, women have progressed remarkably in narrowing the 

gender gap in many disciplines of higher education and in business and closing the gaps 

in some, including the social sciences and in college graduation rates as a whole. More 
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specifically, with respect to graduate business education, in 2016, females graduated from 

business schools with 47 percent of the US graduate business degrees, up significantly 

from 25 percent in 1980 and below five percent in 1970 (Snyder et al., 2019). Women 

have also made strides in assuming the Fortune 100 corporations’ top leadership 

positions, from none in 1980 to eight in 2019, and more significant increases in middle 

and senior management positions in large companies during that time. In my opinion, 

with women having assumed an increasing leadership role in business and other areas of 

society, they would also have a greater predisposition to the ethic of justice in their 

decision-making processes. As the DIT-2 test presupposes a justice orientation, the 

significant positive results for women from this study may at least partially be explained 

by these historical changes in the role of women. In my view, the revisions included in 

the DIT-2 test that brought in more current and broader aspects (see Rest et al., 1999), 

could potentially highlight these gender differences to a greater extent as more studies are 

performed. 

 RQ3: Do any statistically significant differences exist in the ethics intervention 

effectiveness by the above demographics? 

Females have significantly higher post-test than pre-test N2 scores as a result of 

the intervention, with a small-to-medium effect size. Drilling further down into the 

results, as shown in Figure 4.2, the interaction is caused primarily by females in the 

control group significantly decreasing between the pre-test and the post-test. In my 

opinion, I would ordinarily expect little change between the pre-test and post-test for the 

control group. One explanation for this pattern is that there is a drop-off in motivation for 

the control group and as a consequence, they aren’t as engaged with the measure. If 
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participants do not see a reason for taking the test once again, they might slack off. 

Conversely, the treatment group typically doesn’t suffer from this effect since the 

intervention and post-test are seen as connected and sensible (Thoma, personal 

communication, 2019). 

Behar-Holenstein and Tolentino (2019), Maeda et al. (2009), Roche and Thoma 

(2017), and Rest (1986) all showed either modest or significant gains for females in 

educational interventions relative to males. While some studies support similar positive 

results for higher education levels, English-language ability, and age, the smaller sample 

sizes in this study in terms of demographics may have impacted the non-significance 

(Maeda et al., 2009; Rest et al., 1999).  

Limitations 

This study is limited to eight sections of a core MBA marketing course and four 

sections of a capstone undergraduate marketing course taught at a large, private, urban 

university in the U.S. Northeast between Spring 2015 to Summer 2016. The students’ 

attributes and academic approaches can limit the generalizability of this research when 

looking to replicate findings to other institutions. As such, the domain of this study does 

not present a full reflection of all MBA or undergraduate business students. Moreover, 

this study is only focused on moral judgment interventions and does not address the 

particpants’ moral behavior.  

The research sample size is relatively small so it does pose a limitation to what 

extent the data can be generalized to other groups of students or other postsecondary 

institutions. The study is also limited by its duration. It measures changes over just a few 

weeks. The intervention’s impact might have been different if the duration had been 

longer.  
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One concern with using the the DIT-2 instrument in both pre-test and post-test 

measures is that the subjects may become too familiar with the instrument and could 

potentially lead to post-test score increases. While using the same five dilemmas, the 

DIT-2 test has not been shown to be sensitive to pre-testing in the literature (Mayhew et 

al., 2015; Thoma, personal communication, 2015). However, Mayhew et al. (2015) 

suggest that using the DIT-2 instrument a third time with the same subjects may 

materially increase familiarity risks. 

 Enrollment management factors prevented the random assignment of students to 

the treatment and control groups as is customary in a true experimental design. Therefore, 

a quasi-experimental design was used. While this approach may somewhat weaken the 

internal validity of the study, the external validity might have been enhanced. 

Implications for Theory and Practice 

Based on what I found the ability to use a short-duration marketing ethics 

simulation and achieve a significant increase in moral judgment scores in a number of 

MBA/MS and undergraduate senior classes points to ways marketing ethics may be 

embedded more effectively and assessed in marketing courses (Huang & Ho, 2018; 

Jones, 2009). Secondly, simulations and simulation games can play an important part of 

the interactive and experiential learning approach to improve ethics education and foster 

greater student engagement. They also possess the potential to provide assessment of 

more complicated learning objectives that relate more to relevant, real-world situations. 

Simulations also offer a more cost-effective capability to standardization for cross-

comparisons between different teaching, curricular approaches, and different institutions, 

automatic scoring, and lesser required administrative time. On top of that, the marketing 
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ethics simulation game, in particular, does not necessitate instructor expertise in moral 

philosophy and allows for embedded ethics instruction in existing marketing courses, 

rather than the need for standalone ethics courses.   

I believe the combination of the marketing ethics simulation and the DIT-2 test 

offer a moral judgment assessment option that meets the AACSB ethics standard in a 

number of ways (AACSB, 2018). Their ease of use, either in online or face-to-face 

settings, and relatively shorter time commitment, also allows participants a deeper 

connection with the intervention and the post-test. Beyond that, the DIT-2 benefits higher 

education administrators and instructors with more flexibility in instruction, program 

management, and the ability to build on research that assesses new intervention 

approaches in ethics education.  

The desires of the AACSB and many higher education institutions to make 

effective ethical instruction a priority is highly laudable. In fact, the implications of 

higher moral standards is not just about doing what is right. It is also about doing 

business right. This broader consequence of doing right and also doing business right is 

reflected in the potential for the most ethically-focused companies to outperform the 

overall market (Ethisphere, 2020). In fact, for the 132 world’s-most-ethical companies 

(WME) selected in 2020, “the five-year ethics premium was 13.5% for the period 

January 2015 to January 2020” as compared with a well-regarded large-cap equity index 

(MSCI-ACWI index) and there has been a consistent WME outperformance over the 

years (Ethisphere, 2020). What is more, given the positive moral judgment results on 

females relative to males shown in this study, it is interesting that increased diversity of 

women on corporate boards has led to increased risk-adjusted corporate returns relative to 
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less diverse boards (Larkin et al., 2020). These increased risk-adjusted returns resulted 

from significantly lower downside risks in the more diverse boards (Larkin et al., 2020).  

Recommendations for Research 

        Building on these results, I would suggest larger sample sizes and 

longitudinal research to help determine if the significant gains can be maintained or 

improved upon. Another consideration would be to replicate the study with a different 

population and domains and test different interventions. In addition, the ability to 

determine deeper insights through qualitative research, mixed methods, and neuroscience 

have the potential to reap dividends in ethics instruction and moral behavior. 

Neuroscience research can also be applied to generate different approaches to moral 

judgment and behavioral research (Han, 2017; Prehn et al., 2008). For example, 

actionable insights for educators can result from brain region activity comparisons 

between moral cognition tasks and non-moral tasks. Bayesian statistics could also be 

exploited to better analyze moral judgment research questions through new quantitative 

lenses (Bostyn et al., 2020; Han et al., 2018). In addition to more marketing studies, I 

would also suggest additional research covering different domains in academic 

disciplines and the professions. Finally, given the rapid advantages of technology, ethics 

research needs to extend to cyberethics and how technology can be leveraged to make 

assessment more relevant and accountable (Halbert & Ingulli, 2005; Montiel et al., 2020).  

 

Conclusion 

This study is the first to examine the positive impact of a marketing ethics 

simulation game on MBA/MS and undergraduate marketing students’ moral judgment. 
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Other unique attributes of the study included the short duration of the simulation game 

educational intervention (less than three weeks), the employment of the DIT-2 test (the 

most widely used moral judgement instrument), and the use of a quantitative, quasi-

experimental with non-equivalent control group design, a large enough sample size, and 

quantitative analysis that used a mixed ANOVA, repeated measures quantitative 

approach. In addition to the positive results for N2 scores, with a small-to-medium effect 

size, for all participants in the treatment groups as compared with the control groups, 

there were also significant differences evident between females and males on the moral 

judgment score increases with females gaining more than males. Also, positive 

differences in female pretest scores relative to males were evident, consistent with some 

of the prevailing literature.  

The implications for higher education are significant. The use of an interactive, 

experiential approach like the marketing ethics simulation game, in combination with the 

use of a DIT-2 can potentially lead to improved approaches for ethics education 

interventions to be used in embedded courses and to improved business school program 

management in terms of assessment, without significantly increasing the administrative 

burden. There are also possibilities of business school graduates contributing to 

corporations with the ability to make better moral judgments that could lead to improved 

moral behavior. The positive implications may not just be improved corporate 

reputations, but also the possibility of increased risk-adjusted financial returns for 

companies, fewer business scandals, and inducements for greater diversity on corporate 

boards.  
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