
Article 

89 

 
 
Journal of International Students 
Volume 16, Issue 2 (2026), pp. 89-114 
ISSN: 2162-3104 (Print), 2166-3750 (Online) 
jistudents.org 
https://doi.org/10.32674/bevp8142 

Applying the Developmental Model of 
Intercultural Sensitivity to Measure Student 
Growth after an On-Campus Intervention in 

Japan 

Hui Ling Wang 
Morioka University, Japan 

ABSTRACT 

This study sought to determine whether the DMIS could be used to measure on-
campus intervention efforts among Japanese university EFL students regarding 
IS. The literature review explains IC measurement in overseas study programs 
and local educational interventions, summarizes the diagnosis of the six stages of 
the DMIS, and explores its use in IS measurement studies. A hybrid approach of 
content and thematic qualitative analysis of reflective writings was used to 
determine how students in two intercultural communication courses developed 
along the stages of the DMIS. The study revealed that participants demonstrated 
personal growth in intercultural awareness, that their self-reflections hinted at 
the stages of the DMIS, and that they were generally accurate in their self-
assessment. This preliminary analysis showed that the DMIS functioned as a basic 
measurement tool for IS among Japanese university EFL students, using 
qualitative data from on-campus intervention studies. 
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INTRODUCTION 
 
Intercultural competence (IC) is a popular and critical, higher-order skill that is 
valued and emphasized in education. The Ministry of Education, Culture, Sports, 
Science and Technology (MEXT) of Japan has “international education” in its 
elementary and secondary education syllabus (MEXT, n.d.). It actively promotes 
learning English for international communication, which in turn supports the 
policy of the growth of IC. The Ministry of Education (MOE) of Singapore took 
pride in that “Singapore’s 15-year-olds have demonstrated a high ability to 
understand and act on intercultural and global issues and show strong intercultural 
communication skills, according to the 2018 results from the Global Competence 
(GC) domain of the Programme for International Student Assessment (PISA)” 
and committed to “continue to nurture such competencies” (MOE, 2020, Oct 22). 
The Finnish National Agency for Education (2025) lists cultural competence as 
one of the transversal competences emphasized across all subjects of the core 
curriculum. The New Zealand Ministry of Education (2024) lists “Relating to 
others” as a key competency, which is “about interacting effectively with a diverse 
range of people in a variety of contexts”. International organizations such as 
UNESCO, the American Council on the Teaching of Foreign Languages 
(ACTFL) and the Council of Europe also have recommendations regarding the 
promotion of IC in education (UNESCO, 2013; ACTFL, 2025; Huber, 2012; 
Schauer, 2020). Cong-Lem (2025) observed that IC “has been widely adopted as 
an integral component of language education” (p. 2) and emphasized its 
significant role in second/foreign language education, as students must take on 
new cultural contexts and practices as they learn new languages. 

Researchers of intercultural studies have championed the benefits of IC and 
continue to do so. Lu et al. (2025) argued that intercultural communication 
competence facilitates effective communication in one’s educational context, 
promotes sociability, reduces isolation, and bolsters self-confidence and self-
esteem. Lin and Fu (2025) stated that “to work, learn and live effectively in 
another culture, individuals must be interested in other cultures, be aware of 
cultural differences and adapt their behavior” (p. 1015). Beltrán-Véliz et al. 
(2024) believed that teachers need IC to first communicate well with students 
from diverse cultures and then promote and develop IC in their students, and that 
teacher trainees also require IC training. Sims et al. (2025) opined that “learning 
to live well together requires engaging with differences – whether cultural, 
linguistic, racial, or differences stemming from national origin, disability, and 
other identity markers” (p.372) and that IC has “a greater peace-building purpose” 
(p.398) that underlies education. Ruiz-Bernardo et al. (2024) summarized the 
benefits of intercultural sensitivity (IS), stating that it is the “fundamental 
foundation in the construction of inclusive and equitable societies”, “involves 
understanding and appreciating the diverse cultural perspectives present in our 
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globalized society”, “fosters tolerance and mutual respect”, “promotes empathy 
and understanding of cultural differences”, helps “individuals become more aware 
of the richness that cultural diversity brings, thus contributing to the elimination 
of stereotypes and prejudices”, provides benefits not just at the individual level 
but also “strengthens social cohesion by creating more inclusive communities, 
where diversity is valued and celebrated”, “improves coexistence between 
cultures” and “contributes significantly to building fairer and more egalitarian 
societies” (p. 2). 

About measurements of IC, Bennett’s Development Model of Intercultural 
Sensitivity (DMIS) (1986, 1993) has been widely used and referenced in IC 
research and textbooks (Vincent, 2017: 90--91; Ruiz-Bernardo et al, 2024; Lin 
and Fu, 2025; Etri, 2022; Sims et al, 2025), as one of the most popular models 
one can use to measure the intercultural sensitivity (IS) of an individual. The 
author is fortunate to have attended the renowned sociologist’s seminar in 2024, 
in which it was implied that any layman who has interviewed a person or read 
about a person’s opinion on their cultural interaction would most likely be able to 
label this person into one of the six stages of the DMIS. 

Many intervention studies on IC have focused on study abroad programs and 
improvements in IC due to experiences abroad. However, the development of IC 
in Japan has also largely stemmed from school and university syllabuses, 
especially since many Japanese students often lack the opportunity to travel 
abroad. At the same time, feedback evaluation of such university courses related 
to the development of IC could be seen as a way to improve the effectiveness of 
IC interventions for students. 

Thus, the research questions in this paper evolved to analyze students’ growth 
in intercultural competence and/or sensitivity after taking two university courses 
in intercultural communication. This would consequently be used to evaluate the 
effectiveness of these two university courses. The author sought to answer these 
research questions using the DMIS as a basis for growth in IS to determine 
whether the DMIS stages are indeed easily identifiable in students' university 
course evaluations. 

In this paper, the definition of IC based on the widely referenced Pyramid 
Model of Intercultural Competence and the Process Model of Intercultural 
Competence developed by Deardorff (2006) where a combination of appropriate 
attitudes, skills, knowledge and comprehension would lead to desired internal and 
external outcomes of “communicating effectively and appropriately across 
different cultural contexts” (Hastowohadi & Widiantari, 2025:264). The 
definition of IS, which is the sensitivity to cultural differences and is essential for 
IC (Carrica-Ochoa & Brown, 2024), follows the fundamentals of the DMIS and 
is further explained in Section 2.2. Since IS is also widely regarded as the 
emotional (Rodríguez-Izquierdo; 2022) or affective (Carrica-Ochoa & Brown) 
component of IC and has even been proposed as the condition to achieving IC 
(Chen & Starosta, 2000; Hammer et al, 2003; Carrica-Ochoa & Brown), both IC 
and IS are used in this paper, depending on which model is referred to as the 
measurement tool. 
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The paper begins with a literature review that explains how IC is measured 
in both overseas study programs and local educational interventions. The DMIS 
is then described in depth with the methods of diagnosis of each of the six stages. 
Examples showing the relevance of the DMIS to Japanese society and culture are 
illustrated. The final part of the literature review examines studies that have used 
the DMIS to measure IC. Next, the study addressed three RQs and presented 
complete qualitative data from the reflective writings of the 10 participants, along 
with corresponding analyses and discussions of how the qualitative data are 
mapped against the DMIS. It is hoped that the study has provided insight into how 
the DMIS is used to measure participants' IS through their reflective writing, and 
that the two courses taught were effective in developing participants' IS. 

LITERATURE REVIEW 

Measuring Intercultural Competence (IC) in Overseas Study Programs and 
Local Educational Intervention 
 

Since IC is a commonly sought-after and valued skill, especially given the 
ever-changing globalized landscape of social media, cross-cultural exchanges and 
AI, much has been written about the measurement or judgment of IC. Manjarrés 
(2009) noted that “it seems that the assessment of culture will always be imbued 
with subjectivity” (p. 147). Some of the challenges listed by Manjarrés were that 
teachers have to be objective in assessments but “flexible in accepting students’ 
own interpretations,” and that many teachers in Colombia do not have “culturally 
challenged” or overseas experiences to assess IC. Manjarrés proposed that ideas 
related to IC and the representation of foreign cultures should be reevaluated, 
teaching materials and syllabi should be more properly developed, and more 
research and training should be conducted. Schauer (2020) argued that although 
there is consensus on the importance of IC, there is no consensus on its definition 
or on how it should be measured. Schauer summarized the key issues with 
measuring IC. First, there are too many models of IC available, and the concepts 
of IC in foreign language education are vague, with little or no reference to a 
particular model. Schauer suggested “a combination of different assessment 
methods that address a wide range of aspects” (p.7). Second, intercultural 
knowledge and skills can be assessed, but they may not equate to competence. 
Third, IC assessment is often about teaching techniques and learning growth, thus 
“dynamic assessment” might involve connecting the instruction and assessment. 
Fourth, the IC of the individuals who are assessing the learners is a concern for 
they may not always be experts of the target cultures. Schauer summarized three 
critical issues regarding IC assessment: a) the comprehensiveness of IC 
components; b) dynamic assessment formats and a range of techniques, such as 
group discussions, questionnaires, and role-play; and c) real-life transfer, which 
is ensuring that there is interaction with people of other cultures in both teaching 
and assessment. 

Regarding IC assessment models, many have been developed and tested. 
Ruiz-Bernardo et al. (2024) screened hundreds of research articles regarding 
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intercultural sensitivity and measurement instruments and analyzed 32 articles in 
depth. It was found that qualitative research, excluding mixed-methods studies, 
accounted for 6% of the articles, and this was mainly through content analysis, 
much like the study in this paper. It was found that Bennett’s DMIS was the 
second-most widely used instrument among the papers, accounting for 22%. The 
most widely used model which 66% of the papers based their studies on was the 
one proposed by Chen and Starosta (2000), which is a 24-item Intercultural 
Sensitivity Scale (ISS) containing five factors for measuring IS using a five-point 
Likert scale. The remaining 12% of the papers developed their own instruments 
for measuring IS. Cong-Lem (2025) summarized the concepts of five well-known 
theoretical models of IC, including the DMIS, and performed a bibliometric 
review on 67 years (1957-2024) and 2,429 publications of IC research worldwide 
to identify current trends and provide a comprehensive overview. One important 
finding was that IC is increasingly being recognized as a skill set and a core 
competency “central to effective language learning and cross-cultural 
interactions” (p.15). 

Among the various models and mechanisms used to measure IC, most were 
used in overseas study programs and different types of international experiences. 
Using the Miville-Guzman Universality-Diversity Scale–Short Form (M-GUDS-
S) (Fuertes et al, 2000; Miville et al, 1999) and the Intercultural Development 
Inventory (IDI) instrument (Hammer et al, 2003), Bailey and Tanoos (2025) 
concluded that their group of American undergraduate students on trips abroad 
showed more willingness to challenge intercultural environments post-pandemic. 
The IDI, together with a newly created International Experiences Inventory (IEI), 
was also used in Rodríguez-Izquierdo’s (2022) study using international 
experiences of university students. It was found that the development of IS in 
students was limited, and that more intervention in intercultural education was 
needed. Lu et al. (2025) used the Self-assessment Scale of Intercultural Contact 
(SSIC) and the Self-assessment Scale of Intercultural Communication 
Competence (SSICC) developed from other IC scales and models to study 
Chinese international students in the UK. It was discovered that Chinese students 
had more indirect cultural contact than direct interaction, highlighting the need 
for local cultural knowledge. Recommendations have been made to increase 
various types of integration activities between the Chinese and British students 
and provide reflective platforms. Hastowohadi and Widiantari (2025) used two 
linguistic frameworks, transitivity analysis and language appraisal, to analyze 
semi-structured interviews with an Indonesian Muslim doctoral student in 
Australia. The study concluded that emotional support systems, structured 
programs and conducive environments enhance intercultural competence. “
Proactive engagement and reflective thinking” were also found to be “crucial for 
successful cultural adaptation” (p. 276). Similarly, Carrica-Ochoa and Brown 
(2024) emphasized the importance of reflective practices and intercultural training 
programs in educational institutions so that Latin American university exchange 
students in the UK could practice emotional regulation. This was concluded after 
the ISS (Chen & Starosta, 2000) was used to explore the IS and intercultural 
experiences of the students. Gu and Fu (2025) utilized the Autobiography of 
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Intercultural Encounters (AIE) (Byram et al, 2009) to “identify the elements of 
intercultural competence displayed in three students’ real-life intercultural 
encounters in Thailand” (p.778). Using qualitative data from written forms of AIE 
and oral interviews, Gu and Fu identified four key components of IC in all the 
participants, namely, attitudes, knowledge, skills, and action orientation. They 
made recommendations for teachers, program coordinators, and AIE researchers 
for methods of improving students’ IC in these components. 

Even though many IC studies focusing on overseas intercultural experiences 
highlight the importance of reflection on and education related to IC, research that 
studies the impact of local intervention on IC appears to be limited. Carcausto-
Calla et al. (2025) conducted educational intervention studies on Peruvian high 
school students via mixed methods and concluded that the situated learning-based 
intervention program improved students’ knowledge, skills and attitudes, thus 
improving overall IC. Sierra-Huedo and Nevado (2022) had Spanish university 
students take two university courses on intercultural related studies before going 
on a semester-long study abroad program. Using mixed methods and the IDI, they 
proved that students demonstrated and reflected in-depth understanding of what 
they had learned in classes and that their IC had improved. They recommended 
that “intercultural learning interventions … be included as compulsory courses 
within the curriculum of all university degree programs” (2022:17). The study by 
Lei et al. (2023) involved an intervention in the form of a course project involving 
interactions with an intercultural partner. The DMIS was used in their mixed 
methods study. Their findings showed that their on-campus intercultural learning 
had both pros and cons. The participants did not show any changes in hostility 
toward cultural differences or overgeneralization of cultures pre and post 
intervention. It was interpreted that either the intervention had led to more 
hostility toward cultural differences, or that the tendency to reject cultural 
differences had been reduced in the first place due to the intervention, and that 
learning opportunities in the intervention may have suppressed the change in 
hostility. Regardless of data significance, the study reinforced the need for 
structured instruction and reflection in the intervention and concluded that “on-
campus intercultural experiences may be a more accessible alternative to study 
abroad programs” (2023:11). 

With regard to IS training, Ruiz-Bernardo et al. (2024) suggested that schools 
and teachers foster an inclusive culture by offering programs to “improve their 
understanding of diversity, equity and inclusion which will in turn reduce 
prejudice toward other cultures” (p. 16), and this could be done by making use of 
available research and putting them into direct practice, although it was not clear 
whether the programs suggested were meant to be for educators or students. 
Barrett et al. (2014) described how IC can be developed through informal 
learning, non-formal education and formal education. Lin and Fu (2025) used 
their research to find out “the students’ opinions on the school’s curriculum, 
teaching, and evaluation” (p. 1015). The secondary aim of this paper, which is to 
obtain feedback on the intercultural communication university courses conducted 
by the author, aligns with the idea of IC education and training. Cong-Lem’s 
(2025) extensive bibliometric review of keyword analysis revealed that 
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“pedagogical strategies aimed at fostering IC in language teaching” is one of the 
focuses of IC research because educators need “practical strategies to integrate 
intercultural competence into diverse and dynamic educational settings” to enable 
students to “navigate real-world intercultural interactions more effectively” 
(p.16). 

 
Diagnosis Using the Development Model of Intercultural Sensitivity (DMIS) 
(Bennett, 1986) in the Japanese Context 
 

Developed by Milton Bennett in 1986 and explained in depth thereafter 
(Bennett, 1993; 2004; 2011; 2017; Hammer et al, 2003), the DMIS is heavily 
referenced by scholars worldwide and is the foundation on which many studies 
were conducted and models and instruments of measurement of IC and/or IS were 
based upon. To provide a basis for understanding how the participants’ reflective 
writings were mapped onto the DMIS in the qualitative data analysis, this section 
summarizes, according to Bennett (1986), the methods of diagnosing how an 
individual might fall into each stage of the DMIS. Examples relevant to the 
Japanese context are also illustrated. 

The DMIS measures the personal growth of the individual in perceiving 
differences in how cultures “create and maintain world views” (Bennett, 1986). 
Figure 1 shows the DMIS in six stages of the perception, understanding and 
acceptance of such “differences”. 
 

 

Figure 1: The Developmental Model of Intercultural Sensitivity (DMIS) 
(Bennett, 1986) 

 
Denial 
One may exhibit a denial of “difference” when there is no contact with cultural 
differences or no interest in other cultures and avoidance of contact. Thus, no 
meaningful “difference” can be observed, and one’s perception resolves around 
one’s own culture, which is seen as the only reality. Parochialism, a narrow-
minded view of only being interested in small local issues rather than more 
important things (OUP, 2025), is a more common form of Denial. This can be 
associated with a superficial perception of difference, which results in extreme 
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prejudice and discrimination, such as believing that a certain ethnicity is superior 
to another. 

Individuals at this stage likely would not show any perception of difference 
at all or point out very superficial differences. One example of not showing any 
perception of difference would be a commonly heard comment in Japan, “I don’t 
know anything about other countries. I only know about Japan.” One example of 
very superficial differences would be an assumption that people in other countries 
do not use chopsticks, especially with a comment such as “You use chopsticks 
very well.” Another example is the assumption that “foreigners in Japan” refer 
mostly to Americans. Children or young adults who make fun of cultural 
differences, and adults who politely perceive cultural differences like a 
“handicap” (Bennett, 1986:187) would also be indicators of being at the Denial 
stage. 

 
Defense 
When a perception of “difference” is seen as a threat to one’s reality, it is an 
improvement from Denial. One counters this threat by showing Defense in a few 
ways. One way is to unfairly criticize the differences by creating negative 
stereotypes about other cultures. Individuals might express negative opinions 
toward any one culture. This might be exaggerated due to group pressure. One 
example in the Japanese context would be a statement like “Most criminal 
offenders in Japan are foreigners.” Another way of showing Defense is to perceive 
one’s culture as being superior to other cultures. Also called the “superiority 
phase”, there is strong emphasis on one’s pride in one’s own culture which is seen 
“as a standard or goal for the entire world” (p.188). Examples would be a 
comment like “Japanese food is the best in the world” or statements beginning 
with “We Japanese” such as “We Japanese do not do that.” The third way of 
showing Defense is to adopt the position termed “reversal”, where another culture 
is perceived as being superior to one’s own. Such a position may be seen to be 
more culturally sensitive than the other two ways of showing Defense, though all 
are still ethnocentric. Here, a Japanese person would try to denigrate his or her 
own culture, such as saying that “Japanese people are judgmental and critical, so 
I prefer talking to foreigners.” Because the speaker would have had an abundance 
of intercultural experience due to his or her natural inclinations, it might be 
difficult for the speaker to move out of this form of Defense. 

 
Minimization 
The Minimization stage is seen as a “last-ditch attempt to preserve the centrality 
of one’s own world view” (Bennett, 1986:183) by trying to minimize the 
differences that one recognizes. One tries to make cultural differences trivial by 
believing that everyone is human and has similar innate human characteristics, 
values and behavior and is also subject to similar forces of nature and societal 
laws. This is seen to be an improvement from Defense because “difference” is 
acknowledged, tolerated and not criticized. However, this sensitivity to 
“difference” is superficial and inadequate for cultural understanding and 
communication. 
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Individuals at this stage hold the belief that it is sufficient to be true to oneself 
and to use one’s best judgment when interacting with others. They believe that 
people are similar and that human beings exhibit a similar innate nature. An 
example would be a comment like “People are the same everywhere.” Another 
example would be a Japanese person speaking to a foreigner in Japanese without 
reducing the proficiency level of the Japanese language spoken. The difficulty of 
individuals moving out of this stage is that they do appear to be interculturally 
sensitive at this stage, although it is considered “enlightened ethnocentrism” and 
is likely a disguise of their inability to confront “cultural unknowns” (p.190). 

 
Acceptance 
Accepting and acknowledging “difference” is seen as the major “move from 
ethnocentrism to ethnorelativism” (p.184). Cultural differences are understood to 
be present and are respected. This stage shows “the acceptance of behavioral 
difference” and the “underlying cultural value difference” (p.184), signifying an 
acknowledgment of different realities and cultural systems. People are respected 
as individuals with their own values and behavior. 

Individuals at this stage show enjoyment to the “recognition and exploration 
of difference” (p.191). They are willing to learn about generalized information on 
culture and cultural differences and do not mind ambiguity. They may ask naïve 
questions but are genuine about learning. A Japanese person asking, “How often 
do you use chopsticks in your country?” while showing deep respect and 
politeness might be an example. 

 
Adaptation 
An improvement from Acceptance is the adaptation of one’s actions to what one 
has accepted as cultural differences. One is able to change one’s communication 
style or worldview to adapt to different cultural situations. “The most common 
form of Adaptation is empathy”, when one can process events from another’s 
point of view and act appropriately “to the “target” culture than to the native 
culture” (Bennett, 1986:185). Bicultural or multicultural individuals who are able 
to shift between two different cultural realities show Adaptation, such as a 
Singaporean living and working comfortably for over five years in a Japanese 
company in Japan. It should be noted that individuals who were naturally brought 
into pluralistic situations cannot be automatically assumed to be in the Adaptation 
stage. For example, children born into interracial marriages cannot be 
automatically assumed to be able to adapt to two different cultural systems 
without being taught and guided by parents. 

Individuals at this stage can demonstrate their ability to “empathize” with 
others from different cultures and can “intentionally shift (their) frame of 
reference” (p.192). They are also able to ask culturally appropriate questions. An 
example would be a Japanese student asking her foreign teacher how students in 
her home country behave in the classroom. Another example is a Japanese speaker 
who is tolerant of the audience asking questions in the middle of a lecture even 
though it is a Japanese habit to wait for the speaker to finish the lecture first. Many 
bicultural or multicultural people may enter this stage easily, but this should not 
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be automatically assumed. In fact, bicultural or multicultural people who appear 
ethnocentric are “difficult to contradict” because of their realistic cultural 
situations. People in Minimization might also easily be disguised as Adaptation 
as they proclaim their empathy for “every human being”. 

 
Integration 
In the last stage, one is seen to be ethnorelative about the sense of self and identity 
and can be a part of “a given cultural context” (Adler, 1977 in Bennett, 1986:186). 
One who has integrated “difference” has developed high IS, is able to move into 
and out of different cultures, change one’s mindset and viewpoints smoothly, and 
coordinate one’s actions and behavior in accordance with changes and 
adaptations. Judgments of positive and negative traits in a particular culture are 
not ethnocentric but are based within a “cultural frame of reference” (p. 186). 
Integration is an everyday occurrence and there is joy in that newfound reality, 
although there might be an occasional sense of identity crisis. Taking the example 
in Adaptation, the Singaporean, who has continued to live and work in Japan for 
more than ten years and has become sufficiently fluent in Japanese is now able to 
integrate two different cultural systems by moving into and out of each system 
smoothly and continuously. 

Individuals at this stage fall into two extremes. At one end, individuals are so 
at peace and comfortable with themselves that they do not have a “strong cultural 
identification” (p.193) but are able to adjust to different cultural contexts. These 
individuals create their own sense of self. “Third culture” individuals would be 
one example of these individuals, although this does not imply that all third-
culture people are at the Integration stage. At the other extreme, individuals have 
a “lack of cultural self-awareness” (p.193) and may experience problems of 
alienation and identity crisis. Individuals at both extremes seem to be at 
Integration stage, and whether they see Integration as a “blessing or a curse” 
(p.193) depends on how they choose to come to terms with their sense of self. 
Examples would be Japanese people of mixed parentage who embrace their 
unique selves and those who often feel frustrated standing out. 

 
The Use of the DMIS in Measuring IS in Students 

 
As “constructivist grounded theory”, the DMIS uses mostly qualitative rather 

than quantitative data analysis “to explain observed events within a coherent 
framework that allows for useful diagnosis” (Bennett, 2017). According to 
Bennett, IS can be measured most straightforwardly using “verbal interviews or 
open-ended textual questionnaires” that seek to diagnose participants into one of 
the six stages by checking the “experience of cultural difference” of the 
participants. Various quantitative measures of DMIS have also been derived. 
Most use the Likert scale to rate statements that reflect each of the stages of the 
DMIS. Using qualitative interviews with participants as a base, Hammer et al. 
constructed a 50-item IDI instrument to measure the orientations of participants 
toward each of the six stages of the DMIS. The process of constructing the IDI 
showed that rater participants were able to classify qualitative data into “DMIS 
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categories with a high degree of reliability” (Bennett, 2017). The final IDI 
instrument measures five dimensions of the DMIS (Hammer, 2009), namely 
Denial, Polarization/Defense/Reversal, Minimization, Acceptance and 
Adaptation, which is a revised version of the six stages of the DMIS. It is believed 
that the IDI is reliable for IC development, training and assessment at both the 
individual and group levels. The IDI is now a copyrighted instrument and is 
accessible only by certified administrators. 

The DMIS has been widely adopted as a theoretical framework and tool to 
measure IS in students in many studies (Ruiz-Bernardo et al, 2024) using 
qualitative data. One type of such studies by Lin and Fu (2025) used school 
documents and materials that reflected the academic curriculum and interviews 
with the student participants that reflected their social interaction in the 
universities. The DMIS was used as a basis to measure IS in students at two Sino-
foreign cooperative universities in China, with a focus on both the universities’ 
academic curriculum and the students’ interactions with other foreign students at 
the universities. Lin and Fu judged that participants were in the “Minimization” 
stage of the DMIS at enrollment into the universities on the basis of their 
willingness to choose Sino-foreign cooperative universities. They further judged 
that many participants transitioned to the “Adaption” stage after they expressed 
positive attitudes and a willingness to interact with foreign teachers and 
classmates but were unable to develop further because of the lack of cross-cultural 
interactive opportunities. However, some participants from certain majors were 
able to reach the “Integration” stage as they had more opportunities for 
experiences with multiculturalism in their course of study. 

Another type of qualitative study by Etri (2022) used qualitative data in the 
form of “focused group interviews, individual interviews, recorded classroom 
observations and diary entries from 19 expatriate teachers at an English medium 
university in Saudi Arabia” to identify the IS indicators of these teachers. Etri 
successfully matched the qualitative responses to the six stages of the DMIS and 
found that most of the teachers displayed stages of Defense and Minimization in 
the attempt of not offending the Saudi culture of the students. The behavior and 
teaching methods of the teachers also revealed that the higher the level of IS they 
possess, the better they imparted that competence onto students. 

A third type of qualitative study used reflective writings such as those used 
in the present study. Sims et al. (2025) developed a qualitative method to observe 
the IC development of 44 participants who were first-year university students in 
their first-year writing program from 2017 to 2018 using 219 pieces of reflective 
writings. They mapped the participants’ writing onto the stages of the DMIS and 
had three important findings of intercultural development which were 
“nonlinearity, nondiscreteness, and development within phases” (p.389). 
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RESEARCH METHOD 

Aims  

To combine the analysis of students’ growth in intercultural awareness and/or 
competence after taking two university courses in intercultural communication, 
the evaluation of these two university courses, and the practical use of the DMIS 
as a measurement of IS, the following research questions were formulated: 

RQ1: Have the participants shown any personal growth in intercultural 
awareness? What kind of personal growth could they articulate? 

RQ2: Do the participants’ self-reflection of personal growth show any hints 
of any of the stages of the DMIS? Are the stages of the DMIS easily identifiable 
from their self-reflections? 

RQ3: How well do the participants understand the DMIS and how well can 
they pin themselves onto the DMIS? 

 
Participants 

 
The study participants were 10 Japanese students in a private Japanese 

university who took one or both of the two elective university courses offered by 
the university and taught by the author every year. These two elective courses 
were offered as types of Content and Language Integrated Learning (CLIL) EFL 
courses by the English department under the humanities faculty. Participants were 
all in their third year and from two different departments. The first five 
participants completed both courses and all four pieces of reflective writings. 
Participants 6 and 7 took only the first course and completed both pieces of 
reflective writings for the first course. Participant 8 completed both courses but 
completed only two out of four pieces of reflective writings. Participant 9 dropped 
out of both courses midway and completed two out of four pieces of reflective 
writings. Participant 10 took only the second course and completed only one out 
of two pieces of reflective writings for the second course. As qualitative data, the 
author chose to analyze all 10 participants despite incomplete data received as 
every piece of reflective writing could still be used to analyze the IS of each 
individual participant. 

 
Methods and Data Collection 

 
The first university course (Course A) was conducted in the first university 

semester of 2024 and the second (Course B) was conducted in the second 
semester. Course B is a follow-up to Course A with some new topics and some 
similar ones discussed in greater depth. There were 15 lessons that occurred once 
a week for 90 minutes per lesson. These two courses were elective courses offered 
by the university and taught mostly in English, the foreign language of the 
participants. Japanese was used by both the lecturer and the participants only to 
aid in explanation and understanding. The courses were conducted at the 
university in classrooms during term time via a variety of teaching methods, such 
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as understanding reading passages, group discussions, presentations, and spelling, 
speaking and writing tests. Supplementary teaching materials and personal stories 
were used for topic expansion. The main course syllabi, including the textbooks 
and topics used, are found in the Appendices section. 

At the start of the first lesson for each course, the students completed a self-
introduction handout that had four questions requiring short paragraph answers. 
One of the four questions asked about the student participants’ general 
understanding of intercultural communication with the aim of analyzing the 
background knowledge and IS level of the participants before they took the 
courses via the participants’ own reflective writings. At the end of each course, 
after the 15th and last lesson, participants were asked to do reflective writing using 
some questions posed to them with the aim of checking their progress and their 
development of the IS, if any. These before-and-after reflective writing activities 
aimed to answer RQ1. By analyzing the qualitative data using a hybrid approach 
of content and thematic analysis, the author tried to map the reflective writing 
onto stages of the DMIS, answering RQ2. In the reflective writing after the second 
course, there was some research intervention different from the first course in that 
participants were asked to map their own IS before and after the second course 
onto the DMIS themselves because they were taught the DMIS in the last quarter 
of the course. This intervention served to answer RQ2 and RQ3. Questions for the 
reflective writings are presented in Section 4. The participants were informed that 
responses to these reflective writings would be used for research and that they 
could opt out of it by stating their intentions. 

 

DATA AND ANALYSIS 

In this section, the content of reflection and DMIS themes of the qualitative data, 
i.e. the reflective writing responses, of each participant are analyzed and discussed 
one by one with reference to the three RQs presented in Section 3.1. All the 
qualitative data are shown in the Appendices section. 

Before Course A, Participant 1 showed Acceptance because he/she wrote 
about the importance of respecting and being interested in other cultures. After 
Course A, the same importance was given to understanding culture. This was still 
Acceptance. Specific topics such as nonverbal communication were mentioned. 
Before Course B, there was no mention of any signs of IS. After Course B, he/she 
again showed Acceptance because of the mention of learning about differences 
and the importance of knowing “the other person”. The self-assessment of the 
current Acceptance stage seemed accurate although it was unclear why he/she 
claimed Defense before Course B. 

Before Course A, Participant 2 shared the fact that he/she had intercultural 
experience. This proved the existence of practical intercultural communicative 
experience. He/she also wanted “to learn how to overcome culture shock”. These 
showed a move into Adaptation. After Course A, the importance of understanding 
another person’s background is mentioned. He/she had good observations of the 
challenges of not being prejudiced. This still seemed to be between Acceptance 
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and Adaptation. Before Course B, there was no mention of any signs of IS. After 
Course B, he/she identified her own changes from Minimization to Adaptation. It 
seemed accurate since she wrote that she had the “skill to put oneself on other 
people’s position”. 

Before Course A, Participant 3 said that intercultural communication is 
important, that “we should talk a lot and understand”, “receive other cultures” and 
“don’t say “No” to other cultures. These showed characteristics of openness and 
willingness in Acceptance. After Course A, he/she showed the ability to make 
comparisons with other cultures, but this is not adequate to show any crossover 
into Adaptation. The reflection before Course B did not give clear indication of 
any DMIS stage, but after Course B, he/she indicated clearly that he/she was in 
Acceptance. He/she also clearly explained how he/she progressed into Adaptation 
because he/she provided proof of self-discovery of the way he/she acted toward 
others with regard to the concept of time. The self-assessment of the progress of 
the DMIS model was also the same as that analyzed and thus accurate, similar to 
the first two participants. 

Before Course A, Participant 4 showed eagerness to learn about culture and 
work with foreigners. This is indicative of being in Acceptance. After Course A, 
reflection still centered on studying and learning cultures and not having 
misunderstandings or discrimination. It is difficult to see signs of Adaptation. The 
reflection before Course B did not give any indication of the DMIS stages, but 
after Course B, there was acknowledgment that there was a lack of interest in 
foreign cultures before Course B and a gain in interest thereafter. An explanation 
on how to behave with foreigners showed some Adaptation, but interestingly the 
participant’s self-assessment claimed a growth from Defense to Minimization. 
Claiming Defense before the courses appeared rather accurate as there was an 
admittance in the final reflective writing of the lack of interest before the courses. 
Claiming Minimization even though there was an expression of interest showed 
caution on the participant’s part about the participant’s self-assessment and might 
be more accurate than a higher stage of IS that might have been judged after 
analysis. 

Before Course A, Participant 5, like Participant 2, shared the fact that he/she 
had intercultural experience. There is recognition of the term “culture shock” and 
the differences in culture between Canada and Japan. There is also an eagerness 
to learn. This showed Acceptance but there was not enough information to show 
Adaptation yet. After Course A, he/she listed many things learned and that he/she 
had to “be careful how I behave”. There is recognition of stereotypes and 
differences even among people within the same culture. At this point, it seemed 
to be still Acceptance. Before Course B, there is a realization that “differences of 
values about something influence the way of work and (societies)”. There is a hint 
of a move into Adaptation as Participant 5 shows an awareness of the effects that 
differences in values can have on society. After Course B, he/she indeed assessed 
himself/herself to have progressed from Acceptance to Adaptation, which is an 
accurate self-assessment as he/she stated the desire to “adapt (to) the world”. 

Participants 6 and 7 only took Course A but completed both pieces of 
reflective writings. 
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Before Course A, Participant 6 mentioned only about learning intercultural 
communication topics and improving English academic skills. This desire to learn 
puts him/her past Denial at Defense but there is not enough to consider further. 
After Course A, Participant 6 explained clearly the knowledge gained that put 
him/her at Acceptance, but more importantly he/she articulated the difficulty in 
“receiving other cultures”. This is evaluated as being in Acceptance with no 
development into Adaptation yet. 

Before Course A, Participant 7 expressed a desire to learn about various 
intercultural communication topics, implying the Acceptance stage. After Course 
A, he/she again expressed the desire to learn. This shows no change from before 
to after. Again, there is not enough to suggest any progress to Adaptation, but 
he/she also admitted to wanting to develop “an understanding about culture”, 
meaning that there is likely no progress to Adaptation yet. 

Participants 8, 9 and 10 had varying levels of completion of the four pieces 
of reflective writings. 

Before Course A, Participant 8 only wrote about wanting to learn academic 
skills. There was unfortunately no submission of the next two reflective writings, 
but the last reflection submitted after Course B was still a valid after-course 
evaluation. After Course B, he/she explained some stereotypes he/she had that 
were clarified. Having stereotypes showed being in Defense as there were 
negative opinions toward people from other cultures. After the stereotypes were 
clarified, it is likely that there was a movement out of Defense. He/she might not 
likely be in Minimization as there was a clear indication of differences between 
Japanese culture and other cultures. Acceptance is the next stage to proceed to, 
and, as the self-assessment indicated, he/she did think that he/she progressed from 
Denial to Acceptance. 

Before Course A, Participant 9 indicated having had intercultural experience. 
Like Participant 2 and Participant 5, this proved the existence of practical 
intercultural communicative experience. Since Participant 9 stated that he/she 
needed to try to understand foreign people, this shows being in Acceptance. 
Participant 9 did not complete Course A but started Course B and again did not 
complete Course B. Before Course B, he/she again stated the importance of 
knowing about foreigners “to make a good relationship”. This showed that he/she 
was still in the same Acceptance stage. 

Participant 10 only took Course B and not Course A. He/she did not submit 
a reflection before Course B. After Course B, he/she claimed to have developed 
from Minimization to Acceptance. There was clear explanation for this growth, 
such as from having “bias and a narrow view” to wanting to learn differences, “be 
flexible” and “reduce … prejudice”. 

 
LIMITATIONS AND IMPLICATIONS FOR FUTURE RESEARCH 

 
This study has several limitations and learning points. Firstly, it was clear that the 
sample size was small as there were only 10 participants in all and five who 
submitted all four reflective writings. Nevertheless, even the failure of submission 
of reflective writings provided insight into the IS development of the participants. 
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For instance, Participants 6 and 7 managed to be analyzed for a complete before-
and-after reflection of Course A, and Participant 9 showed a lack of growth due 
perhaps to the failure to have the determination to complete an intercultural 
communication course. 

Secondly, the time allocated to teach and explain the DMIS was condensed 
into a single 90-minute lesson. Students might not have fully understood the 
model and its concepts. 

Thirdly, as with a lot of reflective feedback writing on graded courses, the 
analysis was done with the awareness that students might have been overly 
inclined to show their desire to learn, prove their learning growth and too eager to 
please the course instructor. This might have caused them to over-emphasize their 
IS growth. Having said that, the qualitative data had to be taken at face value while 
the participants were trusted to write their honest reflections. 

Fourthly, the reflective writing data might have been too short and limited. 
The participants concentrated on writing about topics they learned or wanted to 
learn in the syllabus rather than showing how they had developed IS, since this 
was reflective feedback on the two courses with the research questions 
intentionally kept from the participants. As Sims et al. (2025) have observed, 
“struggles with writing or reflective skills limited the extent to which we could 
observe their IC” (p.387). Thus, there was a “need to increase the amount of 
explicit teaching on reflective writing” (p. 395) to support skill development in 
reflective writing. This study, however, was intended to test whether the stages of 
the DMIS could be easily identified from the compact written set of self-
reflections that did not require too much effort or time from the participants. 

Fifthly, as mentioned in Section 2.3, since the DMIS relies on qualitative data 
analysis for diagnosis, the data analysis was not as objective as it could have been 
and was based on the author’s perspective. The author also knew these 
participants as students and has experienced their different stages of IS on various 
occasions in and out of class. This might have been both beneficial to the analysis 
and overly subjective. More coders would have presented a less biased analysis. 

Finally, using reflective writing, it was difficult to decide that the participants 
were not yet in Adaptation or Integration. This was because even though 
participants did not describe or articulate their culturally sensitive actions, it might 
still be possible that their culturally communicative actions or behaviors in class 
would prove their IS to be in the Adaptation or Integration stage. 

Further studies on measuring IS or IC regardless of whether the DMIS is used 
would need to take these limitations into account. 

 
DISCUSSION AND CONCLUSION 

 
This paper presents a few important findings and learning points summarized as 
follows. 

Firstly, to answer the RQs, the participants in the study appeared to be able 
to articulate their personal growth in terms of intercultural awareness well after 
each of the two courses. Considering the reflective writing at face value, it can be 
proven that the two university courses were effective in developing IS in the 
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participants. It was shown to be possible to map their written self-reflections onto 
the stages of the DMIS. Using some diagnostic methods, especially those 
involving having had prior intercultural experience and being able to recognize 
stereotypical views that one had, stages of the DMIS were identifiable. The self-
assessments of the DMIS stages they thought they were in were rather accurate 
for those who did not explicitly mention their DMIS stages in their reflective 
writings. It was also observed that participants did not overestimate their IS. 
Rather than consider themselves to be high in IS or to have developed high 
growth, most were in fact cautious about their capabilities in intercultural 
understanding. 

Secondly, regarding the measurement of IC, literature review has shown that 
there are too many models available and that thorough analysis, reviews and 
comparisons need to be performed before one develops yet another new model. 
There is also a need to consider why IC should be measured in one’s own sphere 
of education and influence and the benefits of the measurement of IC for the 
students involved. 

Thirdly, because of the amount of judgment of participants’ IS in the 
qualitative data analysis, the author became much more aware of how negative IS 
tendencies might be unwittingly exhibited and felt much more pressure to be more 
conscious of one’s behavior, which might be easily judged for IS measurements. 
The author also unconsciously started to judge people’s IS when they make 
comments or statements that could be diagnosed into one of the six categories of 
the DMIS. Deeper consideration is needed to determine whether these 
unconsciously made comments are interculturally sensitive. 

The use of Bennett’s well-known IS model for the current Japanese society 
and young students proves that the model stands the test of time. It has provided 
renewed insights into a basic distinction in students’ IS levels and, once again, 
offered food for thought for future intercultural communication educational 
syllabuses. In the words of Schauer (2020), a combination of different IS or IC 
assessment methods might be most appropriate given the unique circumstances of 
educators and students. The author's goal is to continue testing various models to 
improve intercultural education methodologies for Japanese students through 
local educational interventions, and it is hoped that this paper offers a starting 
point based on the DMIS model. 
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APPENDICES 

Appendix A: Main Course Syllabi of Courses A and B 

 

Appendix B: Reflective Writing Responses of all 10 Participants 

The reflective writing responses of all 10 participants are presented in their raw 
form. Questions posed to them are presented in Table B1 only. The data is shown 
as they were received in length and language, i.e. the foreign language of Japanese 
participants (see Tables B1 to B4). 
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Table B1: Reflective Writings of Participants 1 and 2 

 
 
Table B2: Reflective Writings of Participants 3, 4 and 5 
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AA QRAS7UPA9A

W;(<AU=()PA
>;P?*?)@P)*U@A
?(##);>?UP>
(;AAU;BA<7UPA
9A<U;PAP(A
@?U*;A

QRAC(Aa()A*?#?#=?*A<7UPAa()A
<*(P?AU=()PA>;P?*?)@P)*U@A
?(##);>?UP>(;A>;AP7?AH?@Ob
>;P*(B)?P>(;A7U;B()PAUPAP7?AHPU*PA
(OAP7>HA?()*H?cA
d((WAUPA>PAUeU>;NAS7UPA7Uf?Aa()A
@?U*;?BA;(<AU=()PA>;P?*?)@P)*U@A
?(##);>?UP>(;cAS7UPAB(Aa()A
W;(<A;(<AU=()PA>;P?*?)@P)*U@A
?(##);>?UP>(;cAS7UPAU*?Aa()*A
B>OO>?)@P>?HA>;A@?U*;>;eAU=()PA
>;P?*?)@P)*U@A?(##);>?UP>(;cAA

QNAgaA
O??B=U?WAU=()PA
P7?A@UHPA
9;P?*?)@P)*U@A
h?*Hi??P>f?HA
?()*H?AAU;BA
<7UPA9A@?U*;?BA
MkAA
S7UPA9AW;(<A
U=()PA
>;P?*?)@P)*U@A
?(##);>?UP>(;
AAU;BA<7UPA9A
<U;PAP(A@?U*;A

QRAC(Aa()A*?#?#=?*A<7UPAa()A
<*(P?AU=()PA>;P?*?)@P)*U@A
?(##);>?UP>(;A>;AP7?AH?@Ob
>;P*(B)?P>(;A7U;B()PAUPAP7?AHPU*PA
(OAP7>HA?()*H?cA
d((WAUPA>PAUeU>;NAS7UPA7Uf?Aa()A
@?U*;?BA;(<AU=()PA>;P?*?)@P)*U@A
?(##);>?UP>(;cAS7UPAB(Aa()A
W;(<A;(<AU=()PA>;P?*?)@P)*U@A
?(##);>?UP>(;cAS7UPAU*?Aa()*A
B>OO>?)@P>?HA>;A@?U*;>;eAU=()PA
>;P?*?)@P)*U@A?(##);>?UP>(;cA
lH?AU@H(AP7?AC?f?@(i#?;PAg(B?@A
(OA9;P?*?)@P)*U@A!?;H>P>f>PaNA
S7>?7AHPUe?A<?*?Aa()AUPA=?O(*?A
P7?A?()*H?AU;BA<7>?7AHPUe?A<?*?A
a()AUPAUOP?*AP7?A?()*H?A;(<cAC>BA
>PA?7U;e?cAm(<A7Uf?Aa()Ae*(<;cA
!()*??RA
7PPiHRnn<<<N7>e7*(UB?*HN?(#n=@(
en=)Pb>#b*>e7PbU;Bb(P7?*b
#>H>;P?*i*?PUP>(;Hb(Ob?)@P)*U@b
>;P?@@>e?;??nA

C
g
9!
AP*
U;
HO
(*
#
UP
>(
;A
CH
?@
Ob
UH
H?
HH
#
?;
P-
A

A

"! #!ABC'E!CA!CF!
C*+IJA.'A!AI!
JLF+LMA!IABLJ!
MNOANJLF!.'P!AI!
4L!C'ALJLFALP!
C'!IABLJ!
+LI+OL5!

#!ABC'E!AB.A!N'PLJFA.'PC'S!.4INA!
C'ALJMNOANJ.O!MI**N'CM.ACI'!CF!
C*+IJA.'A!AI!OCTL!8CAB!+LI+OL!9JI*!
.OO!ITLJ!ABL!8IJOP5!#!OL.J'LP!.!OIA!I9!
MI'AL'AF!C'!ABCF!MO.FF5!:F+LMC.OO;!#!
8.F!C'ALJLFALP!C'!'I'TLJ4.O!
MI**N'CM.ACI'!I9!SLFANJLF!.'P!
4IP;!O.'SN.SL5!#!JL.OC<LP!AB.A!ABL!
F.*L!SLFANJL!M.'!*L.'!PC99LJL'A!
AC'SF!C'!PC99LJL'A!MIN'AJCLF5!#9!8L!
PCP!'IA!E'I8!ABCF=!8L!*CSBA!MJL.AL!
*CFN'PLJFA.'PC'SF!IJ!I99L'P5!>I!
N'PLJFA.'PC'S!.4INA!C'ALJMNOANJ.O!
MI**N'CM.ACI'!CF!C*+IJA.'A!AI!
4NCOP!SIIP!JLO.ACI'FBC+F5!

#A!8.F!TLJ;!
C'ALJLFAC'S5!
:F+LMC.OO;!
'I'TLJT.O!!
MI**N'CM.ACI'!
CF!9N'!AI+CM5!#!
MINOP!OL.J'!
T.JCINF!
E'I8OLPSL!
.4INA!
C'ALJMNOANJ.O!
MI**N'CM.ACI'5!

#!OL.J'LP!.4INA!PC99LJL'FCLF!I9!?.+.'!
.'P!IABLJ!MIN'AJCLF5!!
:F+LMC.OO;!@I'TLJ4.O!
MI**N'CM.ACI'!.'P!FALJLIA;+LF!
8LJL!C'ALJLFAC'S!AI+CM5!#!8.F!.4OL!AI!
E'I8!AB.A!*CFN'PLJFA.'PC'S!
'I'TLJ4.O!MNLF!M.'!M.NFL!NF!.!OIA!I9!
+JI4OL*F5!>I!#!OL.J'LP!.4INA!
PC99LJL'ML!I9!SLFANJLAF!*L.'5!BOFI!#!
E'L8!AB.A!FALJLIA;+L!.JL!I9AL'!NFLP!
AI!*L.'!'LS.ACTL!C*.SLF5!>I=!#!
OL.J'LP!AB.A!CA!CF!C*+IJA.'A!AI!E'I8!
ABL!IABLJ!+LJFI'!8CABINA!SLAAC'S!
M.NSBA!N+!C'!MI**I'!FALJLIA;+LF5!

C!!
AI!!
a!

C! #!E'I8!CAAF!
C*+IJA.'A!AI!
N'PLJFA.'P!
MNOANJL!!
PC99LJL'MLF5!#!
MI**N'CM.ALP!
8CAB!b.'.PC.'!
FANPL'A!O.FA!
;L.J5!#!9LOA!
ABLJL!.JL!
MNOANJL!
PC99LJL'MLF5!
>I!#!8.'A!AI!
OL.J'!BI8!AI!
ITLJMI*L!
MNOANJL!FBIME5!
c;!C*.SL!CF!
AB.A!8L!'LLP!
AI!A.OE!.!OIA!AI!
L.MB!IABLJ5!

#!M.'AA!JL*L*4LJ!8B.A!#!8JIAL!
.4INA!C'ALJMNOANJ.O!MI**N'CM.ACI'=!
4NA!#!ABC'E!#!8JIAL!AB.A!CA!CF!
C*+IJA.'A!AI!N'PLJFA.'P!ABL!IABLJ!
+LJFI'AF!4.MESJIN'P!C'!C'ALJMNOANJ.O!
MI**N'CM.ACI'5!
#!OL.J'LP!AB.A!SLFANJLF!PC99LJ!9JI*!
MIN'AJ;!AI!MIN'AJ;5!#!OL.J'LP!AB.A!
JLO;C'S!I'!'I'dTLJ4.O!
MI**N'CM.ACI'!FNMB!.F!SLFANJLF!
M.'!OL.P!AI!*CFN'PLJFA.'PC'SF!LTL'!
C9!#!PI'AA!N'PLJFA.'P!ABL!O.'SN.SL5!
eBJINSB!ABCF!MO.FF=!#!JL.OC<LP!AB.A!#!
B.TL!T.JCINF!+JLfNPCMLF5!g'L!
Lh.*+OL!CF!ABL!*.'!C'!ABL!ALhA4IIE!
8BI!8L.JF!*.ELN+5!#!9IN'P!*;FLO9!
+JLfNPCMLP!4LM.NFL!#!MINOP!'IA!
C**LPC.ALO;!.MML+A!*L'!8L.JC'S!
*.EL!N+5!#!MI'FCPLJ!4LC'S!
+JLfNPCMLP!AI!4L!.!PC99CMNOA!+.JA!I9!
OL.J'C'S!MJIFFdMNOANJ.O!
MI**N'CM.ACI'5!

#!OL.J'LP!MNOANJL!
O.FA!#'ALJMNOANJ.O!
iLJF+LMACTLF!
MO.FF5!eBL!AI+CM!
I9!FALJLIA;+LF!
8.F!PC99CMNOA!9IJ!
*L5!#!PI'AA!B.TL!
L'INSB!ABC'EC'S!
IJ!C*.SC'.ACI'5!
>I!ABCF!FL*LFALJ!
#!8.'A!AI!ABC'E!
B.JP5!j.FA!
FL*LFALJ=!*;!
F+L.EC'S!.'P!
8JCAC'S!FECOOF!
4LM.*L!4LAALJ5!
eBCF!FL*LFALJ!#!
8.'A!AI!SLA!
F+L.EC'S!.'P!
8JCAC'S!FECOO!
*IJL5!

kL9IJL!ABL!MINJFL=!#A*!FA.SL!
cC'C*C<.ACI'5!@I8=!#A*!FA.SL!
BP.+A.ACI'5!#!PCP'AA!B.TL!+JLfNPCML!
9IJ!9IJLCS'LJF!4NA!#!PCP'AA!
N'PLJFA.'P!8LOO!IABLJ!MNOANJL5!
eBJINSB!ABCF!MO.FF=!#!BL.JLP!IABLJ!
+LI+OLAF!F+L.EC'S=!JL.P!ABL!
ALhA4IIE!.'P!ABINSBA!.4INA!
BMACTCACLF5!lIJ!ABLFL!ABC'SF=!#!SLA!.!
OIA!I9!C'9IJ*.ACI'!.4INA!IABLJ!
MNOANJLF!.'P!SLA!8CPL!+LJF+LMACTL5!
B'P!.OFI=!4;!8IJEC'S!I'!ABL!
BMACTCACLF!C'!ABL!ALhA=!#!SLA!FECOO!AI!
+NA!I'LFLO9!I'!IABLJ!+LI+OLAF!
+IFCACI'5!!

m!!
AI!!
n!

!
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!! !"#ABAC'()*+"A,-A !"#A.AC'()*+"A/-A
0(NA /"2(*"AA ,23"*A /"2(*"AA ,23"*A !!
"! #!AB&'!EF!*H'B!BIFJK!

*EK'/MJNKJ/BN!
MFOOJE*MBK*FEP!45!
*OBS'!*T!/'M'*&'!FKA'/!
MJNKJ/'T!BEH!HFE8K!TB5!
9WF;!KF!FKA'/!MJNKJ/'TP!
<A'E!='!KBN>!?'F?N'!
=AF!AB&'!FKA'/!
MJNKJ/'T@!='!TAFJNH!KBN>!
B!NFK!BEH!JEH'/TKBEHP!#K!
*T!*O?F/KBEK!KF!HF!
*EK'/MJNKJ/BN!
MFOOJE*MBK*FEP!

#!KAFJSAK!*EK'/MJNKJ/BN!
MFOOJE*MBK*FE!*T!KF!BMM'?K!FKA'/!
MJNKJ/'T!BEH!EFK!KF!TB5!9WF;!KF!
FKA'/!MJNKJ/'TP!AF='&'/@!#!AB&'!
N'B/E'H!BIFJK!*KP!WF=@!#!KA*E>!
*EK'/MJNKJ/BN!MFOOJE*MBK*FE!*T!KF!
>EF=!BIFJK!O5!MJNKJ/'!BEH!FKA'/!
MJNKJ/'P!#E!KA*T!MNBTT@!#!N'B/E'H!
BB?BE'T'!MJNKJ/'@!MFET*H'/'H!*K!BEH!
MFO?B/'H!=*KA!FKA'/!MJNKJ/'P!
4F/'F&'/@!*EK'/MJNKJ/BN!
MFOOJE*MBK*FE!*T!JT'CJN!KF!
MFOOJE*MBK'!=*KA!EFK!FEN5!CF/*SE!
?'F?N'@!IJK!BNTF!BB?BE'T'!?'F?N'P!#!
N'B/E'H!CBO*N5@!TJIMJNKJ/'T@!KA'!
*EH*&*HJBN!BEH!KA'!S/FJ?!BEH!TF!FEP!
#!KA*E>!*E!BB?BE!KA'/'!B/'!H*&'/T'!
MJNKJ/'P!aA'/'CF/'@!#!I'N*'&'!
*EK'/MJNKJ/BN!MFOOJE*MBK*FE!*T!BE!
*O?F/KBEK!=B5!FC!KA*E>*ESP!

#E!NBTK!
#EK'/MJNKJ/BN!
b'/T?'MK*&'T@!#!
N'B/E'H!BIFJK!
MJNKJ/'P!aA*T!*T!
TF!H*CC*MJNK!
I'MBJT'!
9MJNKJ/';!*T!B!
I*S!KF?*MP!
AF='&'/@!#!MBE!
N'B/E!BIFJK!
K*O'@!
TK'/'FK5?'T@!
I*/*ESJBN*TOP!#!
/'O'OI'/!K*O'!
*T!*O?F/KBEK!KF!
MFOOJE*MBK'!
=*KA!FKA'/!
?'F?N'!I'MBJT'!
B!NFK!FC!?'F?N'!
HFE8K!N*>'!=BTK'!
FC!K*O'P!

c'CF/'!KB>'!KA*T!MFJ/T!#!
BO!*E!dMM'?KBEM'P!#!
N'B/E'H!?'F?N'!AB&'!
H*CC'/'EK!=B5T!FC!KA*E>*ES!
C/FO!O5T'NCP!eF/!'fBO?N'!
#!KA*E>!g!O*EJKT!NBK'!*T!
hiP!AF='&'/@!FKA'/!
?'F?N'!KA*E>!*K!*T!IBH!
I'MBJT'!B!KA'5!HFE8K!N*>'!
KA'!=BTK'!FC!K*O'P!#!
JEH'/TKBEH!*K@!IJK!O5!
BMK*FE!HF!EFK!MABES'P!
dCK'/!KA*T!MFJ/T'!#!BO!*E!
dHB?KBK*FEP!#!MBE!KA*E>!
9FKA'/!?'F?N'!KA*E>!K*O'!
*T!*O?F/KBEK@!TF!#!TAFJNH!
BMK!FE!K*O';P!#!MBE!KA*E>!
FKA'/!?'F?N'!BEH!BMK!CF/!
KA'OP!#K!*T!I'MBJT'!#!
N'B/E'H!'BMA!?'F?N'!AB&'!
H*CC'/'EK!KA*E>*ES@!TF!#!
TAFJNH!MABES'!O5!BMK*FE!
KF!HF!EFK!A'B/K!FKA'/!
?'F?N'P!

j!!
KF!!
g!

j! #!=BEK!KF!N'B/E!
MFOOJE*MBK*FE!T>*NNTP!
c'MBJT'!KABK!*T!'O?K5!KF!
O'P!#!=FJNH!N*>'!KF!
=F/>!=*KA!CF/'*SE!
?'F?N'!CF/!KA'!CJKJ/'P!

#!KA*E>!KA'!OFTK!*O?F/KBEK!KA*ES!*E!
M/FTTkMJNKJ/BN!MFOOJE*MBK*FE!*T!KF!
JEH'/TKBEH!'BMA!FKA'/8T!MJNKJ/'P!
aA'!/'BTFE!CF/!KA*T!*T!KABK!'BMA!
MJNKJ/'!/'T?'MKT!H*CC'/'EK!KA*EST!BEH!
ABT!H*CC'/'EK!?'/TFEBN*K*'TP!#C!='!HF!
EFK!TKJH5!FKA'/!MJNKJ/'T!MB/'CJNN5@!
='!=*NN!AB&'!O*TJEH'/TKBEH*ESTP!
eF/!'fBO?N'@!B!MJNKJ/'!KABK!*T!
MFOOFE?NBM'!KF!FE'!?'/TFE!OB5!I'!
?'MJN*B/!KF!BEFKA'/!?'/TFEP!#C!5FJ!
H*TM/*O*EBK'!BSB*ETK!TFO'FE'!'&'E!
*C!A'!F/!TA'!*T!TN*SAKN5!H*CC'/'EK!C/FO!
5FJ@!F/!*C!5FJ!/'l'MK!KABK!?'/TFE@!
5FJ!=*NN!/'l'MK!A*T!F/!A'/!MJNKJ/'P!
AF='&'/@!*C!5FJ!N'B/E!B!NFK!BIFJK!
KA'!MJNKJ/'!I'CF/'ABEH!BEH!AB&'!B!
>EF=N'HS'!FC!*K@!5FJ!=*NN!I'!BIN'!KF!
B&F*H!TJMA!B!T*KJBK*FE!BIFJK!'BMA!
MJNKJ/'P!
eF/!KA*T!/'BTFE@!#!FEM'!BSB*E!I'N*'&'!
KABK!M/FTTkMJNKJ/BN!SNJ'!*T!*O?F/KBEKP!

#!N'B/E!=/*K*ES!
T>*NNT!CF/!
mESN*TA!
T'EK'EM'!*E!NBTK!
#EK'/MJNKJ/BN!
b'/T?'MK*&'T!
MNBTTP!#E!
BHH*K*FE@!#!KA*E>!
BNTF!O5!KFKBN!
mESN*TA!T>*NNT!
B/'!S/BH'!J?P!
c'MBJT'!O5!
BMA*'&'O'EKT!
'fBO!TMF/'!J?!
noo!?F*EKT!C/FO!
NBTK!K*O'P!#8O!TF!
AB??5P!#!=FJNH!
N*>'!KF!MFEK*EJ'!
KF!HF!O5!I'TKP!

c'CF/'!N'B/E!*EK'/MJNKJ/'!
MFOOJE*MBK*FE!*E!KA*T!
MNBTT@!#8O!EFK!OJMA!
*EK'/'TK!CF/!BEFKA'/!
MFJEK/5!BEH!MJNKJ/'P!cJK!
EF=!#!AB&'!TF!*EK'/'TK!FC!
BEFKA'/!MFJEK/5!KA*ESTP!
aA'!KA*EST!KABK!#!N'B/E'H!
KA*T!MNBTT!*T!BB?BE'T'!
?'F?N'!KF!I'!
O*TJEH'/TKFFH!I5!CF/'*SE!
?'F?N'P!c'MBJT'@!BB?BE'T'!
B/'!&'/5!H*CC*MJNKP!aA'!
=F/HT!B/'!TBO'!
?/FEJEM*BK*FE!IJK!
H*CC'/'EK!O'BE*ESP!pF!#!
N'B/E!=A'E!KBN>!=*KA!
CF/'*SE!?'F?N'@!BB?BE'T'!
?'F?N'!AB&'!KF!OF/'!
'f?/'TT!BIFJK!FJ/!
C''N*ESTP!

T!!
KF!!
"!

!
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!? #?ABC'E?FCB*?HIBJE?
.CEL0NJOEJ0HO?
NBPPJC.NHE.BC?*LOO4?
5B*LSL0T?#?8BPLE.PL8?
9LH0?E9L?*B0A?:NJOEJ0L?
89BNF;?<BCO=?>H?HCL8L?
8H=@A?BH8E?8JPPL0T?#?
*LCE?EB?CHCHAH?HCA?
OLH0CLA?H?OBE?Ba?
CHCHA.HC?NJOEJ0L?E9L0L4?
ba?NBJ08L?.E?*H8?SL0=?
A.aaL0LCE?*.E9?>H?HCL8L?
NJOEJ0L4?#C?E9L?
NBCSL08HE.BC?*.E9?P=?
9B8E?aHP.O=T?*L?BaELC?
8H=?:#C?>H?HCc;?:#C?
CHCHAHc;?d9L?EB?.N?
<HIBJE?NJOEJ0L?LHN9?
BE9L0?9HSLA?*H8?8B?
.CEL0L8E.Ce?aB0?PL4?d9HE?
*H8?:.CEL0NJOEJ0HO?
NBPPJC.NHE.BC;@?#?
*HCE?EB?OLH0C?PB0L?
ALEH.O8?a0BP?SH0.BJ8?Ba?
EB?.N8?BC?E9L?ELfEIBBFT?
HCA?#?*HCE?EB?eLE?E9L?
FCB*OLAeL?HCA?8BPL?
8F.OO8?HIBJE?
:.CEL0NJOEJ0HO?
NBPPJC.NHE.BC;?aB0?P=?
aJEJ0L4?

gE?E9L?8EH0E?Ba?E9.8?NBJ08LT?#?A.A?CBE?
HIBJE?.CEL0NJOEJ0HO?NBPPJC.NHE.BC?
*LOO?HCA?#?*0BEL?E9HE4?hJE?#?OLH0CLA?
E*B?PH.C?.P?B0EHCE?E9.Ce8?.C?E9.8?
NBJ08L4?
i.08ET?#?OLH0CLA?E9HE?.CEL0NJOEJ0HO?
NBPPJC.NHE.BC?.8?CBE?BCO=?
8?LHF.CeT?.E?9H8?PHC=?F.CA84?iB0?
LfHP?OLT?E9L0L?H0L?8B?PHC=?E=?L8?Ba?
CBCSL0IHO?NBPPJC.NHE.BC?8JN9?H8?
eL8EJ0L8?HCA?NOBE9.Ce4?MLB?OL?H0L?
HO*H=8?NBPPJC.NHE.Ce?*.E9BJE?
8?LHF.Ce4?kBT?*9LC?#?PLLE??LB?OL?
a0BP?A.aaL0LCE?NJOEJ0L8T?#?9HSL?EB?IL?
NH0LaJO?9B*?#?IL9HSL4?
kLNBCAT?.E?.8?.P?B0EHCE?EB?H*H0L?*L?
9HSL?8EL0LBE=?L8?HIBJE??LB?OL?
L8?LN.HOO=?aB0L.eCL084?MLB?OL?BaELC?
NBC8.AL0?HOO??LB?OL?.C?E9L?8HPL?
NBJCE0=?9H8?8HPL??L08BCHO.E=4?
5B*LSL0T?.C?aHNET??LB?OL'8?SHOJL8?
H0L?A.aaL0LCE?LSLC??LB?OL?.C?E9L?
8HPL?NJOEJ0L4?iB0?LfHP?OLT?
>H?HCL8L?H0L?BaELC?E9BJe9E?H8?
NBOOLNE.S.8E8T?IJE?E9L0L?H0L?
.CA.S.AJHO.8E4?gO8BT??LB?OL?9HSL?
A.aaL0LCE?SHOJL8?Ba?E.PL84?
#C?NBCNOJ8.BCT?E9L0L?H0L?PHC=?
.P?B0EHCE?E9.Ce8?EB?IL?8LC8.E.SL?
*9LC?#?AB?.CEL0NJOEJ0HO?
NBPPJC.NHE.BC4?#?*HCE?EB?ALSLOB??
H??0B?0.HEL?.CEL0NJOEJ0HO?
NBPPJC.NHE.BC?8F.OO84?

#?EBBF?E9.8?NOH88?
.C?OH8E?8LPL8EL04?
#?E0.LA?PHC=?
8?LHF.Ce?B0?
*0.E.Ce?EL8E?HCA?
0L*0.E.Ce4?#?
OLH0CLA?HIBJE?
8LSL0HO?NJOEJ0HO?
EB?.N?.C?E9L?
NOH884?#C?E9B8L?
EB?.N8T?#?
0LPLPIL0?E9HE?
NJOEJ0HO?
A.aaL0LCNL8?Ba?
SHOJL8?HIBJE?
E.PL4?bCL?E9.Ce?
#?8J0?0.8LA?.8?
lCeO.89?9H8?
8.P.OH0??0BSL0I?
EB?>H?HCL8L?
HIBJE?E.PL4?hJET?
LHN9?NJOEJ0L?HCA?
LHN9??L08BC?9H8?
LHN9?SHOJL84?#?
E9.CF?E9HE?.E?.8?
.CEL0L8E.Ce?E9HE?
E9L?A.aaL0LCNL8?
Ba?SHOJL8?HIBJE?
8BPLE9.Ce?
.CaOJLCNL?E9L?
*H=?Ba?*B0F?
HCA?E9L?
NBJCE0.L8?
8BN.LE=4?

hLaB0L?E9.8?NBJ08LT?#?*H8?
.C?E9L?8EHeL?Ba?
:gNNL?EHCNL;4?#C?E9L?OH8E?
8LPL8EL0T?#?OLH0CLA?PHC=?
A.aaL0LCNL8?Ba?SHOJL84?iB0?
LfHP?OL?SHOJL8?HIBJE?
E.PLT?CLeBE.HE.BC4?#?NBJOA?
OLH0C?E9L0L?H0L?H?OBE?Ba?
NJOEJ0L?HCA?H?OBE?Ba?*H=8?
Ba?E9.CF.Ce4?
mB*T?#?E9.CF?#'P?.C?E9L?
8EHeL?Ba?:gAH?EHE.BC;4?#C?
E9.8?NBJ08LT?#?OLH0CLA?CBE?
BCO=?PHC=?NJOEJ0HO?
E9.CF.Ce?IJE?HO8B?:9B*?
HIBJE?PL@;?HCA?8BPL?
NJOEJ0HO?.88JL84?iB0?
LfHP?OLT?#?JCAL08EHCA?#?
HO8B?9H8?8EL0LBE=?L?
E9.CF.Ce?JCNBC8N.BJ8O=4?#?
NBJOA?OLH0C?HIBJE?.E?.8?
.P?B0EHCE?EB?0LNBeC.nL?
8BPL?NBPPBC?.88JL84?kB?
CB*T?#'P?E0=.Ce?EB?HAH?E?
E9L?*B0OA?.E?9H8?SH0.LE=?Ba?
NJOEJ0L8o?ILNBP.Ce?PB0L?
CHE.BCHO.8E.N4?

p??
EB??
!?

?
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Table B3: Reflective Writings of Participants 6 and 7 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

!! !"#ABAC'()*+"A,-A !"#A.AC'()*+"A/-A
0(NA /"2(*"AA ,23"*A /"2(*"AA ,23"*A !!
"! #!AB&'E!F&B*!HIBJE!

.&E/01JOEJ0HO!1B33J&.1HE.B&4!
IJE!#!*H&E!EB!O/H0&!RH0.BJS!
EB7.1S!O.F/!1JOEJ0/4!8/&A/0!
I/1HJS/!#!E9BJ89E!EB!F&B*!
H&A!J&A/0SEH&A!3H&W!E9.&8S!
HS!9/H0A!SB3/!F.&AS!B;!
S7//19/S!.&!E9/!S7//19!
1B&E/SE<!=OSB4!#!*H&E!EB!O/H0&!
9B*!SEJA/&ES!AB!S7//19/S4!
3HF/!S/&E/&1/S!H&A!A.S1JSS<!
>9HE!#!1H&!O/H0&!;0B3!BE9/0!
SEJA/&ES!.S!;B0!/&9H&1/!3W!
HI.O.E./S!SJ19!HS!
1B33J&.1HE.B&4!S7/HF.&8!H&A!
*0.E.&8<!?B4!#!E0W!9H0A/0!.&!E9.S!
1OHSS<!

#!9HR/!O/H0&/A!SB3/!E9.&8S!HIBJE!.&E/01JOEJ0HO!
1B33J&.1HE.B&<!!
@.0SE4!#!9HR/!O/H0&/A!HIBJE!RH0.BJS!EB7.1S4!SJ19!HS!8/&A/04!
8/SEJ0/<!#!F&/*!E9/!8/SEJ0/!S9B*.&8!3B&/W<!#E!.S!A.;;/0/&E!.&!
BE9/0!1BJ&E0./S<!#&!AH7H&4!7/B7O/!19H&8/!A.0/1E.B&!B;!BBFC!
8/SEJ0/4!*9.O/!.&!BE9/04!E9/!8/SEJ0/!.S!EB!0JI!E9/.0'S!;.&8/0E.7S!
EB8/E9/0<!#!SB3/E.3/S!JS/!.E<!!
?/1B&A4!#!9HR/!O/H0&/A!HAA.E.B&HO!F&B*O/A8/!;0B3!E/H19/0<!
?9/!B;E/&!E/OO!SEJA/&ES!9/0!F&B*O/A8/!O.F/!.&!BE9/0!1BJ&E0./S!
E9/W!;//O!70/1.BJS!;B0!E9/.0!1JOEJ0/<!#E!.S!.&E/0/SE.&8!;B0!3/!
I/1HJS/!#!;//O!O.F/!*B0OA!.&!3/!S70/HA!3B0/!H&A!3B0/<!!
#!E9BJ89E!F&B*.&8!BE9/0!1JOEJ0/S4!7/0S7/1E.R/S4!7/0SB&HO.E./S!
.S!.37B0EH&E!;B0!.&E/01JOEJ0HO!1B33J&.1HE.B&<!>/!3JSE!
0/1/.R/!BE9/0!1JOEJ0/S!H&A!0/S7/1E!E9/3<!aW!E9/!*HW4!3W!
A.;;.1JOEW!.&!O/H0&.&8!HIBJE!.&E/01JOEJ0HO!1B33J&.1HE.B&!.S!EB!
0/1/.R/!RH0W!1JOEJ0/!I/1HJS/!#!E9.&F!*9W!.E!.S!.37B0EH&E4!.&!
AH7H&!*/!9HR/!EB!AB<!b/1/.R.&8!.S!A.;;.1JOE!IJE!.E'S!R/0W!
.37B0EH&E4!SB!#!AB!0/1/.R/!E9HE'S!*9W!#!*H&E!EB!F&B*!
/R/0WE9.&8!.&!*B0OA<!

! ! !

c! #!AB&'E!F&B*!HIBJE!
.&E/01JOEJ0HO!1B33J&.1HE.B&!
A//7OW<!aJE4!#!*H&E!EB!O/H0&!
HIBJE!3H&W!A.;;/0/&1/S!
I/E*//&!AH7H&!H&A!BE9/0!
1BJ&E0./S!SJ19!HS!1JOEJ0/4!
1B33J&.1HE.B&!H&A!8/&A/0<!
#'3!.&E/0/SE/A!.&!1JOEJ0/!0JO/S!
;B0!3H&W!1BJ&E0./S4!SB!#!*H&E!
EB!O/H0&!.E!3B0/!/S7/1.HOOW<!#!
HOSB!*H&E!EB!E0W!EB!O/H0&!HIBJE!
IBAW!OH&8JH8/!H&A!8/SEJ0/S!
;B0!SB3/!1BJ&E0./S!EBB<!aBAW!
OH&8JH8/!H&A!8/SEJ0/S!.S!H!
F.&A!B;!3/E9BA4!SB!#!*BJOA!
O.F/!EB!F&B*!HIBJE!E9/3!H&A!
8/E!H!&/*!E9.&F.&8<!
#&E/01JOEJ0HO!1B33J&.1HE.B&!
9HS!RH0.BJS!7B.&ES!B;!R./*<!#!
*H&E!EB!SE0.R/!EB!F&B*!HIBJE!
.E!A//7OW<!

#!1BJOA!O/H0&!3H&W!E9.&8S!HIBJE!.&E/01JOEJ0HO!1B33J&.1HE.B&<!
#&!E9/!O/H0&.&8!B;!SE/0/BEW7.&84!#!1BJOA!O/H0&!H!OBE!B;!E9.&8S<!
dS7/1.HOOW4!.E!*HS!3/3B0HIO/!EB!O/H0&!E9HE!SE/0/BEW7/!1H&!
A.R.A/!.&EB!E90//!EW7/S4!7BS.E.R/4!&/8HE.R/4!H&A!&/JE0HO<!=&A!#!
J&A/0SEBBA!E9HE!.E!.S!&BE!8BBA!EB!A/7/&A!B&!SE/0/BEW7/!
I/1HJS/!.E!9HS!I//&!19H&8.&84!H&A!.E!1H&!3HF/!E0BJIO/!B&!E9/!
.&E/01JOEJ0HO!1B33J&.1HE.B&<!!
e&!E9/!BE9/0!9H&A4!.E!*HS!A.;;.1JOE!;B0!3/!EB!O/H0&!HIBJE!
&B&R/0IHO!1B33J&.1HE.B&<!a/;B0/!SEJAW.&8!HIBJE!.E4!#!*HS!
.&E/0/SE/A!.&!.E!/S7/1.HOO<!fB*/R/04!#!J&A/0SEBBA!E9HE!E9/0/!H0/!
3H&W!F.&AS!B;!8/SEJ0/!H0BJ&A!E9/!*B0OA4!H&A!/R/&!E9/!SH3/!
8/SEJ0/4!E9/!3/H&.&8!B;!E9/3!H0/!A.;;/0/&E!A/7/&A.&8!B&!E9/!
1BJ&E0W!B0!1JOEJ0/<!@J0E9/03B0/4!#!O/H0&/A!E9HE!1OBE9/S!H0/!
0/OHE/A!EB!1JOEJ0/4!H&A!E9/W!3HW!I/!1HJS/S!B;!E0BJIO/<!#!;/OE!
&B&R/0IHO!1B33J&.1HE.B&!.S!A//7<!
#&!E9.S!1OHSS4!#!1BJOA!8/E!RH0.BJS!O/H0&.&8!H&A!H*H0/&/SS!HIBJE!
.&E/01JOEJ0HO!1B33J&.1HE.B&<!#!*H&E!EB!O/H0&!E9/3!H&A!
A/R/OB7!H&!J&A/0SEH&A.&8!HIBJE!1JOEJ0/<!

! ! !

!
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Table B4: Reflective Writings of Participants 8, 9 and 10 
 

 
 
 

!! !"#ABAC'()*+"A,-A !"#A.AC'()*+"A/-A
0(NA /"2(*"AA ,23"*A /"2(*"AA ,23"*A !!
"! #!AB&'!'(!FB*+!FIJ.!

/+''+M!1M+2+&'B'3(&!'.B&!
#!JB&!4(!M35.'!&(AS!#!
'.3&*!3&'+MJIT'IMBT!
J(FFI&3JB'3(&!32!
+81M+223&5!(IM!34+B2!3&!
A(M42S!

! ! #&!'.32!J(IM2+V!#!T+BM&+4!2'+M+('W1+2!(;!;(M+35&!
JIT'IM+2!B&4!43;;3JIT'3+2!'(!2(T<+!
F32I&4+M2'B&43&5S!=+;(M+!#!.B<+!W(IM!JTB22V!#!
.B4!2(!FB&W!I&JT+BM!3&;(MFB'3(&!B&4!
2'+M+('W1+!B5B3&2'!;(M+35&+M2S!>(M!+8BF1T+V!#!
AB2!'.3&*3&5!'.B'!BJJ+1'3&5!3FF35MB&'2!32!B!
/B4!34+B!/+JBI2+!#!'.(I5.'!2(F+!(;!'.+F!
JB&?'!B4(1'!@B1B&+2+!JIT'IM+!B&4!'.+W!FB*+!
@B1B&+2+!1I/T3J!2B;+'W!A(M2+S!#&!;BJ'!2(J3BT!
F+43B!B&4!AB!.B<+!B!T('!(;!&+5B'3<+!&+A2!
B/(I'!;(M+35&+M2S!A.+W!FB4+!F+!.B<+!
2'+M+('W1+!B&4!/B4!F3&4S!A.32!JTB22!/+JBF+!B!
5((4!'3F+!'(!3F1M(<+!FW!F3&4S!#&!'.+!
BJ'3<3'WV!#!J(IT4!JTBM3;W!FW!34+B!B&4!A.W!#!
.B<+!'.+FS!

C!!
'(!!
a!

b! cJ'IBTTWV!#!'.3&*!#?F!&('!
2IM+!B/(I'!3&'+MJIT'IMBT!
J(FFI&3JB'3(&S!/I'V!
2(F+'3F+2!#!F++'!2(F+!
;(M+35&!1+(1T+!A.(!.B2!
43;;+M+&'!M+53(&!B&4!
/BJ*/(M&S!#!&++4!'(!'MW!
'(!I&4+M2'B&4!'.+FS!#&!
'.+!;I'IM+V!#!AB&'!'(!T3<+!
(<+M2+B2V!B&4!#!'.3&*!#!
&++4!'(!*&(A!B/(I'!
3&'+MJIT'IMBT!
J(FFI&3JB'3(&S!

! #!4(&?'!B/(I'!3&'+MJIT'IMBT!
J(FFI&3JB'3(&!B'!BTTS!
>3M2'!(;!BTTV!#!A(IT4!T3*+!'(!
*&(A!'.B'S!#!'.3&*!3'?2!
3F1(M'B&'!'(!J(FFI&3JB'+!
A3'.!1+(1T+!A.(!BM+!;M(F!
;(M+35&!J(I&'MW!23&J+!
'.+M+!BM+!FB&W!;(M+35&+M2!
3&!@B1B&!M+J+&'!W+BM2S!d+!
.B<+!'(!*&(A!B/(I'!'.+F!
F(M+!'(!FB*+!B!5((4!
M+TB'3(&2.31S!

! !

Ce! ! ! ! =+;(M+!'B*3&5!'.32!J(M2+V!#!AB2!F344T+!
/+'A++&!F3&3F3fB'3(&!B&4!BJJ+1'B&J+S!=I'!
&(AV!#!'.3&*!#?F!3&!BJJ+1'B&J+S!#!T+BM&+4!
43;;+M+&J+2+!+BJ.!JIT'IM+!B&4!1+(1T+S!c&4!
'.+&!#!M+BT3f+4!#!.B<+!/3B2!B&4!&BMM(A!<3+AS!
cT2(V!#!'.(I5.'!#!4(&?'!*&(A!FIJ.!B/(I'!
@B1B&S!g(!#!'.(I5.'!#!.B<+!'(!T+BM&!B/(I'!
@B1B&!;3M2'!'(!/+!;T+83/T+!<BM3+'W!(;!
43;;+M+&J+2S!h(M+(<+MV!#!AB&'!'(!*&(A!F(M+!
43;;+M+&'!JIT'IM+!B&4!'.3&*3&5S!#!T+BM&+4!A+!
.B<+!43;;+M+&'!(A&!'.3&*3&5!+<+&!2BF+!
J(I&'MWV!;M3+&42!B&4!;BF3TWV!*&(A3&5!'.+3M!
53<+!F+!&+A!'.3&*3&5S!#'!J(&&+J'2!'(!M+4IJ+!
FW!1M+iI43J+S!g(F+4BWV!#!AB&'!'(!2BW!#!
I&4+M2'B&4!W(IM!JIT'IM+!B&4!W(I!'.(I5.'S!#!
A3TT!4(!FW!/+2'!'(!/+!3&!3&'+5MB'3(&S!

j!!
'(!!
a!

!


