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educational psychology akonga in Aotearoa
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Reflective practice is a core competency for psychologists in Aotearoa. Whilst the importance of
reflective practice is well documented, there is limited literature on the teaching and learning
necessary to grow reflective practitioners within Aotearoa, in particular culturally responsive
reflective practice cycles and how to apply them. This article outlines the introduction of systematic
teaching of reflective practice in a Masters programme for educational psychology. Three learning
reflections are presented, each using a different reflective practice cycle: one from a Western
perspective, and two from a te ao Maori perspective. These reflections demonstrate that the
teaching and learning of a range of reflective practice cycles has enabled student autonomy, and
for tauira Maori to enact tino rangatiratanga over their learning. We expect this to be helpful for
psychologists, to add to their kete of reflective practice tools, to better uphold and embed te Tiriti

o Waitangi obligations and improve practitioner competence.
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Educational psychology

Te Tiriti o Waitangi is an agreement which forms a
contract or covenant between the Crown and Maori hapt
through their Rangatira (Network Waitangi, 2018).
Contemporary understanding of Te Tiriti o Waitangi
(Burns et al., 2024; Waitangi Tribunal, 2023) highlights
the importance of the Preamble as an indication of the
Crown’s intent to respect existing Maori authority,
strengthen relationships, and contribute to peace and good
order (Came et al., 2023). Following the Preamble, four
articles are identified: Kawanatanga (good governance
and partnership); Tino Rangatiratanga and taonga (Maori
authority, autonomy, and self-determination, and active
protection and development); Nga tikanga katoa rite tahi
(access, participations, options, equity, and equal
outcomes); and Te ritenga Maori (honouring spiritual
customs) (Tawhai, 2023).

Te Tiriti-aligned psychology in Aotearoa New Zealand
requires a greater effort from everyone involved in the
employment, training and regulation of the discipline to
provide culturally safe environments, develop and value
matauranga Maori, and advance Maori participation
(Waitoki et al., 2023; Waitoki et al., 2024). These
obligations include recognition of tino rangatiratanga — a
term that encapsulates self-determination, autonomy and
independence, where Maori have control over Maori lives
and Maori knowledge (Te One & Clifford, 2021). That the
predominantly Western and European cultural influences
of psychology do not always fit Indigenous and other
cultural perspectives is a key consideration for institutions
as they seek to meet te Tiriti o Waitangi obligations,
increase Maori representation, and the visibility of Maori
psychology (Waitoki et al., 2023). To this end, all
universities in Aotearoa New Zealand make clear their
role in advancing equity for Maori as part of their strategic

plan (Hamley et al., 2023). For example, Massey
University aims to meet its learning and teaching te Tiriti
o Waitangi responsibilities “through the design and
content of our curricula, pedagogies and academic
understanding” (Massey University Strategy, n.d. p. 11).
Of particular note is the priority to increase provision of
Matauranga Maori- centred pathways for learning, and
align graduate attributes for qualifications with cultural
capability. In the psychology profession, Levy (2018)
states that Maori psychologists continue to be heavily
under-represented, with existing training programmes not
producing optimal outcomes for Maori, despite the New
Zealand Psychologists Board supporting te Tiriti
responsibilities through their cultural competency
expectations (Code of Ethics Review Group, 2002; New
Zealand Psychologists Board, 2018).

The authors - three of whom have successfully studied
the Masters in Educational and Developmental
Psychology, and one of whom teaches into it - suggest that
when students (both Tangata Whenua and Tangata Tiriti)
training to be educational psychologists are exposed to
key elements of critical reflection from Western and te ao
Maori worldviews, they are more likely to be able to
reflect critically on their learning context and to
reconstruct their thinking within their own cultural
philosophies, concepts and world views. Using a He Awa
Whiria braided stream approach (Macfarlane et al., 2015)
where knowledge streams from different worldviews flow
alongside one another interacting on occasion, allows us
to pick the most useful tools to meet our Tiriti 0 Waitangi
obligations. In other words “The tool of rigour may be a
chisel made of steel, or it may be a chisel made of
pounamu — they are handled differently, but they have,
properly handled, comparable results.” (O’Regan, 2014,
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p-64). As Pohatu (2013) writes, Maori knowledge and
meanings are “travellers in perpetuity,”, and using the
energy held within Maori language can create frameworks
that enable Maori to engage with integrity on any issue
(p-14).

This paper is presented in two parts: Part A discusses the
theoretical understandings the students are exposed to,
and Part B demonstrates the application of their learning
in three reflective vignettes from second year Masters
students. This is followed by a discussion and
implications for practice.

Part A: Elements of reflective practice
At the heart of good practice in all of the people
professions is the ability to continually learn from, reflect
on, and develop one’s work (Hawkins & McMahon,
2020). The importance of reflective practice is a defining
characteristic of professional practice for psychologists in
Aotearoa, where competence in ongoing critical and
constructive self reflection and reflective practice is
required (New Zealand Psychologists Board, 2018).
Critical reflection from a Western viewpoint can be
defined as:
the conscious examination of past experiences,
thoughts, and ways of doing things. Its goal is to surface
learning about oneself and the situation, and to bring
meaning to it in order to inform the present and the
future. It challenges the status quo of practice,
thoughts, and assumptions and may therefore inform
our decisions, actions, attitudes, beliefs, and
understanding about ourselves.
(Reflection Toolkit, n.d)

However, in the Aotearoa context, the New Zealand
Psychologists Board have adopted a definition of cultural
safety, which may be included in a definition of reflection
that is better suited to upholding our te Tiriti obligations:

The psychologist delivering the psychological service

will have undertaken a process of reflection on his or

her own cultural identity and will recognise the impact
that his or her personal culture has on his or her
professional practice. In addition the psychologist
delivering the psychological service will understand
and recognise the cultural origins, assumptions and
limitations of certain forms of psychological practice
within some cultural contexts. Unsafe cultural practice
comprises any action, which diminishes, demeans or
disempowers the cultural identity and wellbeing of an
individual, family or group (NZPB, 2009)

Reflection is thus likened to a mirror, where we are able
to see ourselves and our practice clearly, allowing us to
give serious thought to what we see there, and to do
something about it (Bassot, 2015; Carroll, 2007; Hawkins
& McMahon, 2020; Zachary, 2000).

Whilst many definitions from Western thought and
practice focus on the ‘what’ of reflection, a te a0 Maori
worldview gives greater focus to the ‘how’ of reflective
practice, ensuring the growth of relationships are central
to the reflection process (Pohatu, 2005; Lipsham, 2012,
Dargaville, 2023). Ata is a te a0 Maori applied principle
that relates to carefulness or thoroughness. Ata is often
placed before a verb to indicate a carefulness or
thoroughness in carrying out the activity (Webber, 2019).

For example, ata whakarongo means not just to listen, but
to listen with intent, describing what is needed when
listening through all the senses, so that heart, mind and
soul are engaged with patience and tolerance (Pohatu,
2013). Put another way, applying ata to reflective practice
involves asking people to examine their humanity and to
work through conflict towards wellness (Lipsham, 2012).
According to Pohatu (2013), focussing on ata is one way
in which Maori frameworks have claimed their position
alongside non-Maori frameworks. Whilst the philosophy
of ata comes from a Maori worldview, Forsyth (2017)
indicates that the transformative nature of ata is available
to all practitioners who can work with respectful
acknowledgement of its origins and its mauri, and thus ata
is central to any discussion on reflective practice in te
Tiriti-led tertiary institutions in Aotearoa, as part of our
obligations to te Tiriti o Waitangi.

Therefore, through both the ‘what’ and the ‘how’, the
consensus is that reflection can reach the level for
transformational learning to occur, meaning that the
learner becomes an active participant in improving their
own learning and professional practice (Ryan, 2011,
McLeod, 2019). When students are provided with
opportunities to reflect on their practice and deconstruct
prevailing ideologies and assumptions, they can better see
themselves as agents of change (Bassot, 2015; Sari¢ &
Steh, 2017), which is of key importance in the training of
educational psychologists.

Whilst critical reflection for transformational learning is
considered a ‘wicked problem’, in that it lacks empirical
evidence for its effectiveness (Taylor, 2020), it is widely
accepted that reflective practice is vital for professional
practice as a key means of applying theory to that practice
(Basso, 2015; Coulson & Homewood, 2016). Reflective
practice in the training of health professionals can
improve communication skills and critical thinking skills
(Donohoe et al., 2022; Franco et al., 2022; Woldt &
Nenad, 2021). In addition, a review of 15 nursing studies
found that self-reflective practices helped to decrease
anxiety by dispersing the emotional load created by the
work, and also improved competence and learning which
in turn reduced stress (Contreras et al., 2020). However, it
is a complex, intellectual and emotional exercise that
takes time to do competently, requiring explicit, authentic,
systematic teaching and learning opportunities (Ryan,
2011; Walker, 2013; Burke et al., 2024; Ida et al., 2024).
Therefore, as Coulson & Homewood (2016) contend,
reflective practice must be incorporated into the
psychology curriculum if psychological literacy is to be
developed, because it is not a given that psychology
students will innately possess the level of reflexivity
required otherwise.

Te Tiriti-aligned considerations of reflective
practice

The context of the reflection (including power-control
discourses, such as wanting to get a good grade) will
influence the types of reflections that students produce
(Sari¢ & Steh, 2017). Therefore, in order for reflections to
be transformative, it is important to weave prescribed
models and unique situations together, recognising the
multi-layered ways that practitioners can reflect (McLeod,
2019; Pendrey, 2023).
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In terms of models, reflective practice in the Western
tradition goes back to the work of Dewey (1933) who
conceptualised reflective practice as a rational process
that goes on between the identification of a problem and
its solution (Lilienfeld & Basterfield, 2020). This
reflection process tends to follow the experiential learning
cycle - the process through which reflection on past work
leads to new learning that is integrated into future practice
(Carroll, 2007). In other words, practitioners learn by
sitting at the feet of their own experience (Zachary, 2000).
This cognitive approach involving analysis or critical
thinking is predominant in much tertiary teaching and
learning (Boud, Keogh & Walker, 2013). However,
creative ways to reflect, such as through dance, music, art,
storytelling and dreams, can offer alternatives to cognitive
reflective practice that incorporate other ways of
experiencing and knowing in their aim to support
transformative learning (Harvey et al., 2012). Coulson &
Homewood (2016) suggest that the potential of creative
reflection may support the development of insight into,
and respect for the diversity of cultural beliefs and
practices that may be encountered in the field.

In Aotearoa, creative ways of reflection offer space for
culturally sustaining ways to reflect, integral to a Maori
worldview. A culturally sustaining reflective practice
curriculum will need to promote ways for students to
reflect using cultural processes that may be little
understood by Western psychology (Valentine at al.,
2017). Tauira Maori being able to express tino
rangatiratanga in their practice by restoring a Maori
worldview, and therefore affording protection under te
Tiriti is an obligation, not a ‘nice to have’.

Experiences of Teaching Reflective Practice

This section outlines the strategies/techniques employed
to introduce the explicit teaching of reflective practice in
a Masters programme for educational psychologists.
Given Massey University’s commitment to being a Tiriti-
led university (Massey University Strategy, n.d.) and
therefore to prioritising culturally sustaining practice, it
was important to ensure that the scaffolding provided to
support learning about reflective processes did not
overwrite the opportunity for culturally sustaining
reflection. As indicated earlier, the ‘what’ and the ‘how’
needed to be culturally congruent. It was also important to
make sure that the intended goal of the reflection was
spotlighted (i.e. transformational growth in practice),
reducing the risk of focussing solely on the technique
itself (Smith, 2011).

Reflective practice teaching strategies in the educational
psychology programme are evident and explicit from
undergraduate level to Masters level to post-Masterate
level. Student capability in reflective practice is thus built
and woven through the programme over time and across
papers. This includes curation of reflective practice
literature, offering assignments across courses with
significant reflection components (30% or more of the
assignment); rigorous feedback given to students on how
to improve reflective writing (for example linking
personal experience to Core Competencies or Code of
Ethics); acting on feedback received from students on
what was useful in the resources provided; worked
exemplars of reflective writing; Q&A sessions; stepped

presentations beginning in year one of the Masters
programme with ‘what is reflective practice’, moving on
to ‘critical reflection for transformational learning” in part
two of the Masters programme, to ‘being an effective
supervisee’ in the Internship programme. Reflective
practice cycles are taught, learned and shared within this
context.

Reflective Practice cycles

Reflective cycles can be helpful aids to assist in
understanding challenging situations from others’ points
of view (Markkanen et al., 2020), which is key for
ecological  practitioners such as  educational
psychologists. However, a review of the literature on
reflective practice for public health professionals by
Jayatilleke & Mackie (2013) found that no specific
reflective cycles or models were recommended or widely
used in practice. Closer to home, a literature review on
reflective practice in early childhood education in
Aotearoa concluded that many articles use European-
dominated theories to reflect (Afrin & Bishop, 2023).
Afrin & Bishop assert that reflection on practice cannot be
separated from the cultural components of practice, and if
cultural lenses are not purposefully explored there is a
possibility for domination by the existing hegemony. It is
therefore important to consider the way lecturers present
resources, assess and organise sessions for students
(Afrin, 2017). A te Tiriti-aligned approach would
therefore consider how the teaching of reflective practice
tools would uphold Te Tiriti obligations. Aware that
written literature emphasises reflective practice cycles
from the Western tradition, for example, Gibbs (1988),
Rolfe et al., (2021), and other familiar names, we looked
for literature and models of reflective cycles from
Kaupapa Maori bodies of knowledge to present to
students, providing access to and elevation of matauranga
Maori in the reflective practice cycle space.

Part B: An illustration of the application of
reflective practice cycles in educational
psychology

The three reflective vignettes below illustrate what
reflections using reflective cycles may look like in the
Tiriti based context of Aotearoa. The three co-authors
offering vignettes are past students on a Masters
educational psychology programme, who have reflected
on their own experiences when engaging in the
requirements of the course. In a later section, these co-
authors offer further reflection on how far the teaching
and learning of reflective practice cycles have enabled
them to exercise tino rangatiratanga, and whether they
have benefitted from increasing competence in ongoing
critical and constructive self reflection and reflective
practice (NZPB, 2018).

Ariana’s Reflection
Tihei-wa Mauri Ora

Reflective practice is a continuous process that involves
critical and constructive self-assessment reflecting on
one's own practice (NZPB, 2018). To reflect on my initial
experiences of practice, I have chosen to use the ‘Tihei-
Wa Mauri Ora’ framework to structure my reflection. This
framework is a narrative tool that is based on a te ao Maori
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TIHEI-WA MAURIT ORA

Te Kore Kore Te Po-te- Te Po Te Po Te Po
Kitea Tangotango Whawha Namunamu

( Void, Energy,
Potential of
Being)

Te Po
( THE NIGHT DEEP )

Vivienne Body & Teina Piripi

B - - el

TE RUNANGA O TE RARAWA

Ki te Whei-Ao

( GLIMMER OF LIGHT, ( BRIGHT LIGHT OF DAY )
COMING INTO BEING )

Ki te Ao Marama Tihei-wa Mauri Ora

( THERE IS LIFE )

©

Figure 1:Tihei-wa Mauri Ora (used with permission from Teina Piripi)

worldview (Te Rau Matatini, 2015). There are two main
reasons I was drawn to this framework. Firstly, I had
multiple layers of connection with this framework. Being
a Maori woman from Ngapuhi and Te Rarawa myself, |
instantly related to this framework developed by two
wahine Ngapuhi, Teina Piripi and Vivienne Body (Te Rau
Matatini, 2015). I was drawn to the beautiful imagery and
the framework’s use of he taonga tuku iho. As I
discovered more about Tihei-Wa Mauri Ora, I discovered
more about myself and was able to reflect deeper into my
practice. Secondly, the framework tells the narrative of the
beginning of new life (Piripi & Body, 2010). Likewise,
my initial experiences of practice were a new beginning
in my journey with educational psychology. I will weave
the narrative of ‘Tihei-Wa Mauri Ora’ through this section
as I reflect on my own journey.

Te Korekore

The beginning of the journey is ‘Te Korekore’. This is
the realm of potential being, the womb, where all life
flows from (Piripi & Body, 2010). Conception occurs and
life begins (Te Rau Matatini, 2015). The beginning of my
journey into practice was meeting the team of
professionals working with whanau for the first time for
the first time. I had come prepared to discuss the details
but felt completely unprepared. Being in ‘Te Korekore’, I
felt like I didn’t know anything about being an educational
psychologist. I have been studying about it for years and
now I was finally out in the field. Filled with nervousness,
I prayed for peace as I started this new journey, and God
delivered. I sat in the office and reflected on how far I"d
come over the years. My whanau are a big reason for that.
As I stepped into the darkness of a new journey, I knew I
had them all behind me cheering me on.

This space of darkness and unknowing was full of
potential (Te Rau Matatini, 2015). I entered my journey
into practice with an open mind and an eagerness to learn.
I recognised that I did not know everything, so created
space for myself to ask questions and be taught. As a
professional it is important to remain open to considering

other perspectives through the core competencies of
discipline, knowledge, scholarship and research (NZPB,
2018). With this mindset, I headed into the realm of ‘Te
Po’.

Te Po

‘Te Po’ are the realms of becoming. The p&p1 (baby) is
growing and developing inside its mother’s womb (Te
Rau Matatini, 2015). Within this place is the continuous
process of creation and recreation (Piripi & Body, 2010).
Likewise, shadowing  experienced  educational
psychologists was a time of growth for me in my
practice.

One thing I found uncomfortable was that there were
organisational processes that did not elevate the rights and
voice of the child. Every child has the right to freely
express their thoughts and feelings, and have their views
respected (UNCRC, 1989). However, the majority of the
data we gathered was from observations or meetings with
the adults in the child’s life. The core competency of
Diversity, Culture and Te Tiriti o Waitangi indicates the
need for active inclusion of others' understandings in
practice, including data collection, analysis and
intervention design (NZPB, 2018). The team explained
that educational psychology uses an ecological approach
focussing on a child’s environment and so much of our
work is with the adults in the child’s life, because the child
is never seen as the problem. During this stage, I
developed my thinking around ethical practice and the
ecological approach and to what extent it fits with my
cultural values.

Ki Te Whei-Ao

‘Ki Te Whei-Ao’; the place between the darkness and
the light. This is where the unborn pépi is starting to come
out, the process of birthing (Piripi & Body, 2010). This is
a time of transition and change, moving into the light (Te
Rau Matatini, 2015). One of my biggest learnings from
these experiences of practice was the importance of
collaboration and consultation. I observed my team use
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the Core Competency of Professional and Community
Relations, Consultation, Collaboration (NZPB, 2018) in
planning and decision-making with the whanau and
school at every stage of the process. There was open
sharing of information, demonstrating the team’s
willingness to share information and work collaboratively
with the school and whanau, supporting their priorities, so
that change can occur.

I also appreciated how willing the team was to work
together with me. I was able to ask them any question I
could think of and discuss information about the case with
them. I learn best through discussing with people, so I
found it very helpful to have a team who was willing to
share their knowledge. Their openness enabled me to
learn so much in the short time I was shadowing them.
Working alongside the team, made me excited to work
collaboratively with colleagues in my future practice
(NZPB, 2018).

Ki Te Ao Marama

This is the realm of light and being, ‘Ki te Ao Marama’
(Piripi & Body, 2010). The p&pi is born into the world,
into the light (Te Rau Matatini, 2015). I have now come
out at the end of my journey with these initial experiences
of practice. I have learnt many things on my journey that
are competencies of educational psychology - about the
importance of collaboration, how to write notes in an
observation, how different professionals work together,
how to write a report, and how to engage with whanau,
just to name a few. However, as this journey comes to an
end, another one begins. I look forward to the darkness
and time of growth in the next journey, as well as the light
of hope and possibilities. Tihei-wa mauri ora. The breath
of life.

Holly’s reflection

Feeling

Description

Action Plan

Figure 2:Gibbs Reflective Cycle, adapted from The
University of Edinburgh (2024)

Reflective practice is a key aspect of educational
psychology. The Core Competencies (NZPB, 2018), state
that psychologists must demonstrate an understanding of
their own strengths, limitations, views, and biases,
through a process of “critical and constructive self-
reflection” (p. 12). To engage in an effective process of
self-reflection for this writing, I have utilised Gibbs’
(1988) Reflective Cycle, a framework for critical
reflection. This model consists of six stages: description,
feelings, evaluation, analysis, conclusion, and action plan.
I selected this model for its structured approach, which
allowed me to systematically examine my experiences,
fostering  deeper self-awareness and thoughtful
consideration of my thoughts and emotions. Using this
process, I reflected on areas of professional practice that I
show strengths in, and those that require further
development, while also considering how these might
influence my future practice. development, while also
considering how these might influence my future practice.

Description: What happened? Providing a detailed
account of the situation.

This piece of writing was framed by the core
competencies of Discipline and Knowledge, Diversity,
Culture, and Te Tiriti o Waitangi, and Professional
Development (New Zealand Psychologists Board, 2018).
The requirements were to select and describe a Maori
cultural framework and a Western framework and analyse
how they might work with each other in the context of
education. We were also asked to compare these
frameworks to the practice framework He Pikorua
(Ministry of Education, n.d.), before proceeding with this
reflection. With some existing knowledge of Te Whare
Tapa Wha and Te Wheke, I chose a Maori cultural
framework that was less familiar to me to broaden my
knowledge. I had no knowledge of the Western
frameworks. This meant that I had four weeks to
thoroughly research, understand, and formulate the
writing, balancing this with full-time work and family
responsibilities.

Feelings: What feelings or thoughts did you have and
how did they impact the situation?

Over the four-week period, I experienced a gamut of
emotions, that I have come to think of as the ‘Stages of
Writing.” Initially, I felt overwhelmed by everything that
needed to be completed within a short timeframe,
convinced that it was an impossible task. As I progressed,
I started to enjoy the process of learning new information,
building competency, and adding to my kete of
knowledge. I questioned my decision to choose
frameworks I wasn’t familiar with, then remembered that
challenging myself is a key objective. Frustration set in as
I struggled to express my thoughts clearly despite having
the research and ideas well-formed in my mind. I felt
guilty about the time spent away from my family, but used
this as motivation to push through. Ultimately, I gained
confidence in possessing the knowledge required to
complete the writing satisfactorily (though not perfectly),
knowing I had successfully completed similar tasks
before.

47



NZJP, 55(2), 43-53 Culturally Responsive Reflective Competencies in Educational Psychology

Evaluation: What were the positives and negatives of
this situation?

The time I invested in researching these frameworks
allowed me to gain a comprehensive understanding of
their key components and relevance within an education
context. Additionally, it broadened my knowledge of
cultural competency, and its influence on professional
practice, assessment and intervention. Reflecting on my
writing process, I recognise that I sometimes allow
overwhelm to interfere with my decision making. Moving
forward, I need to develop strategies to manage this so that
it does not hinder my professional practice.

Analysis: Interpreting and making sense of the
experience.

My understanding of the frameworks and cultural
competencies explored herein was shaped by elements of
experiential learning (Kolb, 1984). Kolb defines
experiential learning as “the process whereby knowledge
is created through the transformation of experience,” (p.
38). In this case, I reinterpreted the learning experience by
considering how I might implement the frameworks and
cultural competencies within the context of my placement,
as well as within my current job.

The experience of allowing overwhelm to affect my
decision-making may best be understood as ‘analysis
paralysis,” a term commonly used to describe
overthinking that leads to an inability to move forward.
Clarke (2022) highlights rigid thinking, perfectionism,
people-pleasing, lack of confidence, and empathy, as
contributors to this state. My experiences of analysis
paralysis have primarily been related to writing, but I
recognise that this could easily extend to professional
practice, where the ability to make quick and informed
decisions is frequently required. This is an area where |
see potential for further growth.

Conclusion: What insights have you gained from this
experience?

I have come to realise that I am developing strengths in
a variety of competencies required for psychological
practice in Aotearoa. [ am able to articulate my knowledge
of practice frameworks and cultural competency and how
these can be applied in context. I have learnt the
importance of self-reflection and identifying the limits of
my own knowledge and experience, which is crucial for
shaping future practice.

Action Plan: What would I approach differently next
time?

I would not do anything differently next time. I believe
selecting unfamiliar frameworks was a necessary
decision, fostering both personal and professional growth
by broadening my knowledge and skills. Furthermore, I
think the ‘Stages of Writing’ process is necessary, as it
provides a structured approach to identify and manage my
thoughts and feelings. Ultimately, I see these experiences
as integral to my professional development.

Megan’s reflection
Te Korekoreka

Ko Megan Studholme toku ingoa
Ko Jan toku mama
Ko Darryl toku papa

Ko Hikaroroa te maunga

Ko Te Teo Araiteuru te moana

Ko Waikouaiti te awa

Ko Uruao, ko Araiteuru, ko Takitimu nga waka

Ko Kati Huirapa, ko Kati Hawea, ko Kai Te
Ruahikihiki nga hapt

Ko Kai Tahu te iwi

Ko Puketeraki te marae

Nga mihi nui

1
Reflecting

Unfl_efsta;\dinq

Figure 3: The Realms of Te Korekoreka. Used with
permission from Tokona te Raki.

This reflection process will be guided by the realms of
Te Korekoreka, a kawa designed from the creation story
of Kai Tahu through a historical karakia called kei a te po.
This karakia was created through the wisdom of Matiaha
Tiramorehu as a way to support collective and individual
transformation journeys. Te Korekoreka is a part of the
Kai Tahu futures collective which has been created to
support social innovations to achieve equity for Maori and
connect deeper with their culture (7Token Te Raki, n.d.).
The karakia describes four key realms of creation; Te Ao
Tiroa (the physical world), Te Kore (the nothingness), Te
P6 (the darkness) and Te Ao Marama (the light). The
realms are cyclical and continue to repeat. I have chosen
this kawa as I am Kai Tahu and I have previously
struggled to present my thoughts through Western
frameworks. This way of reflecting encapsulates my
whakapapa and uses cultural and spiritual guidance to find
new meanings in past situations and to look into ways to
move forward in future making through the mindset of my
ancestors. I have explored varying resources made by the
creators of the kawa to ensure I am doing justice to the
process. This kawa will also be guided by the
incorporation of the New Zealand Psychologist Board
core competencies (NZPB, 2018).

Te Ao Tiiroa

Te Ao Tiaroa describes the knowing, doing and
reviewing of the process. This reflection is taken from my
initial experiences in professional practice. Alongside my
fellow practitioners, I started meeting with families,
teachers, principals and other support staff. It felt quick to
start and I was quite nervous being involved in such
critical meetings and feeling conscious that I did not want
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my presence to jeopardise the data collection. I made it
clear to the families I was working with that if they wanted
me at any point to step out of meetings, they held that
right. I was aware of my place as a young university
student who looks pakeha, involved in meetings with
Maori families where I had not made connections through
our shared culture and worldviews. This is supported by
the NZPB core competencies which state the need to be
aware of how one’s own and the client’s cultural heritage,
gender, class, and ethnic-racial identity, shape judgement
(NZPB, 2018). The process was fast-paced, and I felt that
more time spent on introductions would allow for the full
process of introducing myself as Kai Tahu and creating
whanaungatanga. It felt like a quick learning process and
I was excited to be involved with something that I have
spent years of study to work up to, in particular watching
He Pikorua (the Ministry of Education practice
framework) come to life. However, I am using this
reflection to unpack the feeling that how ‘time is of the
essence’ might be contrary to my cultural beliefs and why
a feeling of unease started to form.

Te Kore

Te Kore is the process of seeking, reflecting and
understanding. Overall, reflecting on the process, I keep
imagining Chapter 11 of Te Manu Kai I Te Matauranga,
about the positive experience a Maori mother had with a
Maori Neuropsychologist (Waitoki et al., 2016). I
wondered if the whakawhanaungatanga processes that [
was involved with were similarly authentic to the whanau
worldview and the ultimate goal of supporting their
tamariki. I wondered to what extent the timing, location,
tikanga in meetings, the availability of kai, and the speed
of the process met the cultural needs of whanau and thus
built whanaungatanga. This is supported by the core
competencies which state that cultural competence
includes an informed appreciation of the cultural basis of
psychological theories, models and practices and a
commitment to modify practice accordingly (NZPB,
2018). Further, I remember being interested in how to
incorporate the child’s voice and how to incorporate
culturally guided assessments and I reflect that I did not
ask any questions about this at the time. Waitoki et al.
(2023) suggest that despite ongoing improvements for
Maori people operating in the field of psychology,
ongoing barriers impact meaningful responses to Te Tiriti
o Waitangi, including limited Maori students in
psychology professional programmes. Could the unease
be a result of subconsciously knowing that the space I was
entering was not fully designed with my culture and the
culture of many families in mind?

Te Po

Te PO is understood to be the way of imagining,
designing and making. In this part of Te Korekoreka, I
needed to sit with my thoughts, explore my discomfort
and then reimagine the future. In this future where I am a
Maori psychologist, hui location and timings will be
whanau-led, with pepeha, and a karakia offered with kai.
Data collection will ask cultural questions surrounding
language, marae and hapu involvement, the cultural
practices that are followed, religious beliefs, whakapapa,
iwi and self-identity. This is supported through the core
competencies which highlight the importance of

knowledge of family structures, iwi, hapu and other inter-
tribal relations (NZPB, 2018). Children will have space
and voice to be part of the community and process.
Communications will be similarly whanau led. It will take
the time it takes. Through imagining this alternate future
my unease is not felt as the cultural identity of the families
leads the practice to be more competently upholding Te
Tiriti o0 Waitangi.

Te Ao Marama

Te Ao Marama addresses implementing, achieving, and
completing. So what will I do differently to enact my
reimagined futures? 1 will purposefully explain to
practitioners my values, which include child's rights,
child's voice and cultural competency. Additionally, I
will spend intentional time building a strong relationship
with the professionals I work with so that my professional
relationships can be honest and equitable. I will work
towards clear roles and responsibilities so that I can bring
my informed cultural knowledge to matters when
appropriate, and in safety. This is supported by the core
competencies focus on collaboration with others in
planning and decision-making at the individual, group and
systems levels (NZPB, 2018). Overall, this experience has
identified for me what I view as important in my future
practice. This process has highlighted what my values are
and has empowered me to push for what I see as key to
supporting children. This was all a part of my learning
both professionally and personally and through this
reflective process, I have gained insight into where some
of my strengths and weaknesses are and how to grow as I
move forward.

Discussion

This section captures the reflections and discussion that
we - the four co-authors - have undertaken over the last
few months. Through our korero over this time there has
been convergence with established literature, in that all
three reflections align with Coulson & Homewood’s
(2016) view that incorporating reflective practice teaching
into the psychology curriculum enables students to learn
from, reflect on, and develop their work towards the
reflective practice competence, and other core
competencies required by the profession (Hawkins &
McMahon, 2020; NZPB, 2018). These reflections
support Markkanen et al.’s (2020) position that reflective
cycles assist in understanding challenging situations from
others’ points of view, a key competence for educational
psychologists. We are of the belief that all three
reflections demonstrate a commitment to the ‘how’ as
well as the ‘what’ — carefulness and thoughtfulness of ata
is evident throughout the reflections, working through
conflict to wellness, with carefulness and consideration in
the process (Pohatu, 2013; Lipsham, 2012).

There is also divergence from established literature, in
that these vignettes contend that reflection on practice is
inseparable from the cultural components of practice, and
from the cultural values of the practitioner. Indeed, both
te ao Maori reflective cycle reflections illustrated here
demonstrate the value and importance of specific,
contextual, place-based reflective practice tools that have
significance for particular iwi. For Ariana and Megan
their use of matauranga Maori reflective practice cycles
support Afrin & Bishop’s (2023) claim that the purposeful
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exploration of cultural lenses can reduce the hegemonic
domination of Western frameworks, increasing the
visibility that Western tradition models of supervision
reinforce mono-cultural values (Elkington, 2014). Using
Tihei-wa Mauri-ora and Te Korekoreka as reflective
practice cycles has surfaced in Ariana and Megan’s
reflections some of the tensions in psychology in Aotearoa
between Indigenous cultural perspectives, and prevailing
Western ideologies and practices (Waitoki et al., 2023).
Surfacing these assumptions and reimagining futures
through culturally situated reflective cycles has
demonstrated a flow on effect as these reflective
practitioners better see themselves as change agents
(Bassot, 2015; Sari¢ & Steh, 2017). Reflection models
from Aotearoa may therefore offer a unique contribution
to the international stage in elevating the importance of
place-based culturally sustaining reflective practice.
Further, during our korero, it became clear that the
valuing of matauranga Maori perspectives within these
reflective cycles can uphold Tiriti o Waitangi obligations
in the training of educational psychologists. When
applying a retrospective Critical Treaty Analysis (CTA)
to the teaching and learning of reflective practice, there is
evidence through these reflective practice cycle vignettes
of protection and preservation of Maori interests, evidence
of Maori presence in kawanatanga, evidence of Maori
authority, tino rangatirantanga and worldviews, and
recognition of wairuatanga and tikanga (Came et al.,
2023). Determining to what extent this reflective practice
teaching responds to these elements of Te Tiriti requires
further examination as a collective. However, on Came et
al.’s (2023) scale from Silent, Poor, Fair, Good, Excellent,
we are in agreement that we are somewhere between Fair
and Good, i.e. there is consideration of each element of Te
Tiriti and references to support (Came et al., 2023). In
order to journey towards an ‘excellent’ rating on the CTA,
some ‘preflection’ as well as reflection is required, using
a tool such as the Learning Design pre-Reflection
framework (O’Brien & O’Brien, 2025). In this framework
self-reflective questions for learning designers (O’Brien,
2023), are combined with the format and questions
adapted from IDIA’s Decolonised Research Framework,
into a pre/reflective framework. The questions, developed
to support reflection in each stage of the Learning Design
process in relation to each article of Te Tiriti, would assist
in ensuring te Tiriti-aligned teaching and Learning Design
is evident in reflective practice teaching, as we engage in
further iterations of this mahi. The ‘accidental learning
outcomes’ from the reflections offered here will become
part of transformative praxis as we build structurally on
the learning from this article and become more intentional
in our te Tiriti-led teaching of reflective practice.
Through our many korero, we authors are in agreement
that reflective practice is a core competency necessary and
valuable for practice. Although it may seem self-evident,
using a framework for self-reflection that aligns with
one’s worldview and one’s values will result in a deeper,
more authentic reflection. More in-depth reflections result
in transformational growth, which in turn will result in
better-informed and improved practice that promotes
more equitable outcomes for our tamariki. We reflect that
providing students with a range of self-reflective

frameworks, within a he awa whiria approach (Macfarlane
et al., 2015) allows choice of a reflective practice cycle
that resonates most with personal beliefs, culture and
experiences, thus upholding te Tiriti o Waitangi.

Implications for reflective supervision
practice

Clearly, there is scope within the Psychologist training
curriculum to teach, learn and promote use of a range of
reflective practice tools that are useful within the Aotearoa
context, that value both Western approaches and
matauranga Maori. There are also implications for
professional supervision and professional supervision
training for psychologists at all career stages. The New
Zealand Psychologists Board Professional Guidelines on
Supervision identifies the need for awareness of
unintentional domination or assimilation of individuals of
other cultures and backgrounds, including Maori, due to a
lack of awareness of “other ways of being” (NZPB, 2021,
p-11). These guidelines suggest that many reflective
models are based on Kolb’s learning cycle (Kolb, 1984),
and give examples of two Western reflective models, plus
a model for Kaupapa Maori supervision approaches
(Eruera, 2005). The two matauranga reflective practice
cycles offered here could be used alongside Eruera’s
work, to offer iwi-based or iwi-specific components to the
kete, given that supervisors should have “the ability to
conduct supervision in a culturally competent manner”
(NZPB, 2018, p. 18). It should be noted that not all
reflective practice cycles can or should be used by all
practitioners — it is incumbent on the practitioner (and
their supervisor) to determine whether the knowledge is
appropriate for them to use.

Implications for other professions

Implications may extend more widely to other
professions that intersect with educational psychology, for
example teaching. Comparative literature within teaching
indicates that reflection empowers teachers to make
changes in their own practice, which will enhance
learning and grow professional teachers (Coleman, 2022;
McLeod, 2019; ERO, 2017). Models of reflection that
offer a range of ways to reflect, seeing the reflector as a
unique individual, can positively support teacher
reflection (Pendrey, 2023, McLellan, 2024). Thus, the
inclusion of a range of culturally situated reflective
practice cycles such as those illustrated in this article may
be useful for ongoing teacher professional development.
Self-reflection cycles could also be incorporated into
workplace review processes, such as annual reviews and
promotions.

In conclusion, this paper has identified the role of
teaching and learning of reflective practice cycles from
both Western and te ao Maori perspectives to enhance
culturally affirming, Tiriti-led, authentic practice for our
psychology professionals in training, which we hope will
flow into developing more culturally affirming and
transformational self-reflective practice models in the
workplace.
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