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Abstract

This qualitative single case study examined the phenomenon of cultural identity development 

from the perspective of young Indigenous children situated within the context of their southeast 

Alaskan community. Decades of assimilationist policies have eroded cultural identity among 

many Indigenous Alaskans, yet a strong cultural identity is known to be a protective factor for 

Indigenous peoples. Building on Indigenous identity development theory, the study sought to 

answer the research questions:(1) How do young children demonstrate their cultural identity 

through interactions on the Land? (2) How do community organizations support cultural identity 

development (CID) in young Indigenous children? (3) What role do peers play in nurturing 

cultural identity development (CID)? And (4) How do teachers and families nurture CID? The 

primary data source was video collected by children wearing forehead cameras as they engaged 

in semi-structured activities on the Land; video data were augmented by surveys, interviews, 

children's drawings, and careful observations. These methods allowed the researcher to examine 

the child's lived experiences to begin to untangle the rich interactions between children, the 

Land, parents, and educators, and to describe CID nurturing factors. Reflexive thematic analysis 

was employed to discover themes and patterns in the data. Findings reveal that children 

demonstrate their Indigenous identity by learning and exhibiting traditional ecological 

knowledge, which includes intricate knowledge of the Land, subsistence practices, and core 

cultural values. The process of cultural identity development was supported by the community 

through vision and funding for cultural initiatives. Peers, parents, and educators contributed to 

the cultural identity development of the young participants by enacting moves to increase 

confidence and competence on the Land. This study has implications for policymakers, 

educators, families, and others interested in nurturing healthy identity development among young 

Indigenous children.
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Glossary

Culture: The knowledge and skills enabling a group of people to meet their basic survival needs 
while allowing for complex social networks and relationships to develop and enhance the 
meaning of normal, daily activities. In addition to material culture, culture also 
encompasses the underlying attitudes, dispositions, and values that support social 
function.

Deculturation: The process of stripping away the culture and language of a colonized group of 
people and forcibly replacing them with the culture and language of the colonizer. In the 
history of global colonization, schools and churches are often found to be complicit in the 
process.

Ecological Knowledge: Knowledge of the animals, plants, and environment gained through 
firsthand experience. In this paper, EK is distinct from TEK in that it is not necessarily 
knowledge gained over generations, rather EK is knowledge children gain through their 
experiences on the Land.

Enculturation: The process by which individuals learn about their home culture, customs, 
values, spirituality, and ways of knowing and being. This process begins in early 
childhood, or even birth, and is ongoing throughout a person's life.

Ethnicity: A group of people descending from common ancestry who may share physical 
attributes.

Haa Aaní: Tlingit cultural value that speaks to honoring and utilizing our land. Resources are 
viewed as gifts from the Land to be harvested with reverence and respect thus ensuring 
bounty for future seasons and future generations. Haa Aaní emphasizes the importance of 
treading lightly on the Earth, only taking what you need, utilizing riches from the Land 
fully without waste, sharing what you harvest, and acting as stewards of the Land. 
Known as Naa Yuubm in the Tsimshian language.

Haida: One of the three Indigenous cultural groups which currently and traditionally occupied 
the southern islands of the Southeast Alaskan archipelago, primarily Prince of Wales 
Island. Also, the traditional language of this group of people.

Ku.éex: (Tlingit) Memorial potlatch marking the one-year anniversary of the death of a clan 
member; during this important ceremony, the clan-owned property (including names) 
held by the deceased are redistributed to clan successors. Known as yakow in Tsimshian.

Land: The proper form of the word land. From an Indigenous worldview Land includes land, 
fresh and saltwater, atmosphere, and all aspects of the environment, including the spirits 
of all living and nonliving (from the Western view) things such as glaciers, mountains, 
and streams.

Metlakatla: The home community of the Tsimshian people on Annette Island in Southeast 
Alaska. Metlakatla is the only reserve in Alaska which provides some levels of 
sovereignty for its 1500 residents.
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Naa Yuubm: Tsimshian cultural value that speaks to honoring and utilizing our land. Resources 
are viewed as gifts from the Land to be harvested with reverence and respect thus 
ensuring bounty for future seasons and future generations. Naa Yuubm emphasizes the 
importance of treading lightly on the Earth, only taking what you need, utilizing riches 
from the Land fully without waste, sharing what you harvest, and acting as stewards of 
the Land. Known as Haa Aaní in the Tlingit language.

Settler-colonization: A particular type of colonization in which the colonizers are not just 
temporarily imposing themselves on the lands of the Indigenous people to extract 
resources, but rather, the colonizers desire to establish themselves on the land, to settle 
there.

Sm'algyax: The language of the Tsimshian people.
Tlingít: One of the three Indigenous cultural groups which currently and traditionally occupied 

the island archipelago and mainland of Southeast Alaska and inland into what is now 
Canada, from Dixon Entrance in the south to Yakutat Bay in the north. Also, the 
traditional language of this group of people.

TraditionaI Ecological Knowledge: Traditional Ecological Knowledge is a combination of 
ecological knowledge gained through firsthand experiences on the Land and passed down 
from one generation to the next, knowledge of how to hunt, fish, gather, process, and 
store key subsistence resources, and beliefs and values related to sustainability and 
stewardship of the valuable resources of the Land.

Tsimshian: One of three Indigenous culture groups which currently and traditionally occupied 
the coastal and inland area of what is now northern British Columbia, Canada as well as 
Annette Island in southern Southeast Alaska.

Yaokw: (Tsimshian) Memorial potlatch marking the one-year anniversary of the death of a clan 
member; during this important ceremony, the clan-owned property (including names) 
held by the deceased are redistributed to clan successors. Known as ku.éex in Tlingit.
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Chapter One: Introduction

Identity development is one of the primary tasks of childhood and adolescence (Erikson, 

1968). From birth, children explore their environments and their relationships with family 

members, to discover how they fit into the world around them. As children grow and develop 

language, they try on different identities such as what it means to be a boy or a girl, or a member 

of an ethnic or cultural group. When there is a congruence between how children feel about their 

identities and the labels society applies to them, they can develop a healthy and strong sense of 

belonging and attachment to members of their groups. Cultural identity develops from 

exploration of what it means to associate with members of one's cultural group (Phinney, 1990). 

For Indigenous children prior to colonial contact, this cultural exploration occurred around 

activities related to living in a particular place because the cultures of Indigenous peoples 

developed through an intimate connection to Land. For example, the rich and varied cultures of 

Indigenous people along the northwest coast of North America are centered around the annual 

return of salmon (Colombi, 2012; Furlong, 2016); their beliefs and values evolved out of co

existence with salmon, their primary food source. Similarly, in the circumpolar Arctic, some 

Indigenous cultures evolved around whales, seals, or other marine mammals (Jensen, 2012).

Prior to Russian and European contact Alaska Natives were secure in their cultural 

identities; children were born into a cultural group, and they acquired the knowledge, skills, 

beliefs, and values to function effectively within that cultural group. However, with Western 

contact came a tremendous acculturative clash and an overwhelming pressure to assimilate 

exerted by churches, schools, and government (Darnell & Hoëm,1996; Jones, 2014; Sharp & 

Hirshberg, 2005). Confusion over cultural identity was the dominant experience of many Alaska 

Natives with reactions ranging from assimilation and loss of cultural continuity for those wishing 
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to maintain relationships with the dominant society to segregation and marginalization for those 

rebuffing the dominant society (Berry, 1999; Rudmin, 2003).

Weakening of cultural identity is well-documented as an aggravating factor in many of 

the social ills disproportionately impacting Alaska Natives including depression and lack of 

academic success, which are, in turn, implicated in poverty, drug/alcohol abuse, poor health, and 

suicide (DeCou et al., 2013; Friedel, 2010), while a strong cultural identity has been associated 

with resilience and well-being (Burnette et al.,2018; Rivkin et al.,2019; Wolsko et al.,2007). In 

the past few decades there has been a rising voice calling for cultural revitalization among 

Indigenous peoples from around the world (Battiste, 2011; Grande, 2015; Shea et al., 2019; 

Tuck, 2009; Villegas, 2016). The resurgence of Indigenous cultural identity requires an in-depth 

understanding of enculturation, the process of coming to identify with one's Indigenous group. 

Thus, the aim of this research project is to study and describe the cultural identity development 

(CID) in young Indigenous children in Metlakatla, Alaska using a case study methodology.

In this chapter I will discuss my positionality as an Indigenous researcher and the 

theoretical foundation on which the project rests. This chapter also frames the problem, 

introduces the conceptual framework, delineates the research questions, describes the research 

design, and lists the assumptions, limitations, and delimitations of the study.

1.1 Positionality

It is important to position myself in this study because, as a qualitative researcher, I am a 

key instrument in data collection (Creswell & Poth, 2018) and, as such, readers have a right to 

know how my background informs my approach to the study and my interpretation of the results 

(Wolcott, 2016).
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Many forces have shaped me in the course of my own cultural identity development, 

including:(1) my childhood spent at fish camp, living close to Nature, absorbing the lessons 

from my mother, siblings, and the Land; (2) my own experience in the Alaskan public school 

system, a system that did not support my cultural identity development; (3) my experience as a 

mother observing my children navigate the public school system in Alaska; and (4) my nearly 

forty years as an educator in Alaska. All these experiences have polished the lens through which 

I view the education system and position me as a semi-insider within my research site, a 

community striving to educate its children while preserving their identities as Indigenous 

Alaskans. Indeed, I knew I had achieved semi-insider status when I sat with Henry as he told me 

about his favorite Nature experiences. Sitting next to me in the school library; he paused in his 

descriptions and looked at me eye-to-eye and asked, “Whose grandma are you?” I told him I did 

not have grandchildren yet and he said, “You look like my grandma.”

My name is Koogak'aax (Angela Lunda); I am a life-long Alaskan of the Tlingít 

tribe, Ch'aak (Eagle) moiety, Kaagwaantaan (Wolf) clan, and the Sitka Déix X'awool'ja 

Hit (Two-Door House). I have spent more than three decades as a teacher and administrator in 

Alaskan schools. My professional experience includes teaching math and science at a Juneau 

middle school, serving as a Juneau elementary school principal, providing leadership for the 

Hoonah City School District in the capacity of superintendent of schools, and teaching aspiring 

teachers in the University of Alaska Southeast Secondary Master of Arts in Teaching program. 

Throughout my professional journey, one consistent thread is my passion for equity in 

education一ensuring that all students receive a quality education in a culturally safe and 

nurturing environment.
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During my teaching career I recognized that many Alaska Native students did not gain 

access to the upper-level mathematics classes at the secondary level; I made it my mission to find 

out the reasons for this disproportionality by joining the Juneau team participating in the Equity 

in Mathematics Leadership Institute. Our team was able to tackle the tracking practice that 

precluded many Alaska Native and other students of color from matriculating into the upper

level mathematics at the local high school. Additionally, as a Juneau School District teacher, I 

served on a strategic planning committee focused on school success for Alaska Native students. I 

was fortunate to be one of the few teachers to participate in the Teachers Teaching Tlingit (TTT) 

program taught by esteemed Elders Nora and Richard Dauenhauer. TTT allowed me to not only 

gain a basic understanding of Tlingít orthography, vocabulary, and phrasing, but I was able to 

gain a glimpse into the Tlingít worldview that is only visible through the language. Through TTT 

I was able to integrate Tlingít words and phrases into my middle school curriculum. I am 

particularly proud of the occasion in which Tlingít Elders Nora Dauenhauer and her sister, 

Florence Sheakley, came into my biology classes and taught the students to pronounce the 

Tlingít names of local plants. One of the other highlights of my teaching career was teaching at a 

middle school science/culture camp. The aim of Camp W.A.T.E.R. was to help students bridge 

the gap between Native ways of knowing and traditional science curriculum. As a Tlingít science 

teacher I was able to illustrate the compatibility, through my own example, of the Western 

scientific view of the world with the Native ways of knowing.

As a school principal I secured a three-year grant to bring Tlingít culture and language to 

all K-5 students at my school. Through the grant we were able to hire a full-time Tlingít 

language teacher so that all students received weekly language lessons. Additionally, we brought 

in many esteemed Elders to work alongside classroom teachers to help students, as well as 
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teachers, begin to see Native ways of knowing as legitimate knowledge systems. A highlight of 

my eight years as a principal was taking nearly half the teaching staff on a summer retreat to a 

Tlingit culture camp in the nearby village of Klukwan. As we processed fish, learned Tlingít 

songs and dances, and ate our meals together with the Elders and culture-bearers, teachers' hearts 

began to change. Many teachers reported that culture camp was one of the best trainings in 

which they had ever participated; their experiences at camp, they said, allowed them to see 

another side, the cultural side, of their Tlingít students. The culture camp for teachers was so 

successful that we were able to offer it again the following summer and to include teachers and 

the principal from a neighboring school.

During my three-year tenure as the Hoonah superintendent of schools, I was able to 

secure another Alaska Native Programs grant through the United States Department of 

Education. This grant allowed our district to bring Tlingít language and culture to the entire pre- 

K-12 system. Recognizing that language development begins at a young age, we were able to 

bring a culture and language-based preschool program into the district. I am particularly proud 

that the Hoonah school district continues to offer Tlingít language lessons to all students.

As a University of Alaska Southeast (UAS) education professor, I was responsible for 

teaching a multicultural education course to all incoming secondary Master of Arts in Teaching 

(MAT) students. I made it a priority to ensure that these students were grounded in culturally 

responsive teaching (CRT) practices by helping them develop the knowledge, skills, and 

dispositions necessary to teach students across Alaska, particularly Indigenous students. A 

highlight from my years teaching in the MAT program was seeing student teachers in 

classrooms—in rural Alaska as well as urban areas—successfully implementing CRT practices 

and seeing their students thrive. Whether through a student-teacher created unit documenting
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Elders' knowledge, or a place-based unit in which students investigate the issue of an invasive 

plant blocking the salmon spawning streams, UAS MAT students continually surprised and 

delighted me with their creativity and passion for making education relevant to the students in 

their care.

Throughout the course of my PhD journey, I circle back to my beginning, to my 

childhood in which I spent my summers at fish camp with my mother and siblings while my 

father fished commercially. I think about the many lessons I learned from my mother, as well as 

from the land itself. Respect for Land, conservation, using well whatever you harvest, sharing the 

bounty, showing gratitude for the resources Nature provides—these were some of the lessons I 

learned before I even started school.

A poster on my office wall reminds me that Place is intricately intertwined with identity 

development as it is reflected in the values of the diverse Indigenous groups in our 

state. Haa Anní is a Tlingit cultural value that speaks to honoring and utilizing our land; there is 

a spiritual aspect to place attachment that comes through the cultural values of our Indigenous 

Elders who teach us that everything has a spirit. The rocks, the trees, the animals—the very place 

where we live are all imbued with spirit. Respect for the land, water, animals, and people are 

evident in the cultural values expressed by the Indigenous people from Utqiaġvik to Klawock.

These cultural values were impressed upon me from my earliest years. My family spent 

two to three months every summer at a remote fish camp on the Taku River, a full day's travel 

by boat from our home in Juneau. My father was a commercial salmon fisherman so he, along 

with my older brothers, would spend several days each week out on the fishing ground leaving 

my mother, my sisters, younger brother, and myself at our two-room cabin. At our fish camp, we 

caught salmon to smoke and can for use in the winter. We picked berries and made jams to liven 
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up the PB&Js that would grace our lunchboxes most of the days during the school year back in 

Juneau. Without electricity or running water, and with wood as the only source of heat to prepare 

food, fuel the fire in the smokehouse, or warm our cabin, we spent a great deal of time working 

together to gather and cut firewood and collecting fresh water from the nearby waterfall. My 

mother taught us, by her example, the importance of respecting the resources that sustained us. 

She used every edible part of each fish, carefully smoking the backbones and tails of the salmon, 

as well as the fillets; she removed the rich salmon eggs and canned them to add to soups during 

the winter months. She expressed gratitude for the resources that made themselves available to 

her large family. She implored the black bears who came to investigate the fish in the 

smokehouse on occasion to “allow us to take a few fish; we will take only what we need and 

leave plenty for you” all spoken in Tlingít. We co-existed with the wildlife for all the years in 

which we spent the summer months at our Taku River fish camp.

My own cultural identity as a strong Tlingít woman is bound up in those early years spent 

at fish camp. Yet I know that many children, Indigenous as well as non-Indigenous, grow up far 

from the land. Virtual experiences through television, video games, and other media have largely 

replaced the immersive Nature experiences that Alaskan children once enjoyed. Children spend 

nearly six hours a day, nine months a year in schools. My wonderings swirl around this junction: 

might schools play some part in helping students reconnect with Land in a purposeful way? My 

literature review discloses that many other researchers, worldwide, are pondering this and similar 

questions. Yet there remain unanswered questions in the context of children in the specific place, 

of the specific age, and using the specific methods of my research. Thus, the purpose of my 

dissertation is to contribute to the growing body of literature on the connection between Land, 

cultural identity, and Indigenous well-being.
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1.2 Theoretical Foundation

Related to my positionality as an Indigenous parent, teacher, and researcher is the 

theoretical foundation upon which my research rests. I use the term “theoretical foundation” to 

mean the theories that have influenced my thinking and honed me as a researcher. Extensive 

reading on the topics indicated in Figure 1 have revealed areas of overlap, sharpened my 

thinking, and polished the lens through which I view my research.

Figure 1

Theories Guiding My Research

Note. My research is situated at the nexus of the theories of Indigenous knowledge systems, decolonizing education, pedagogy of place, and 

culturally revitalizing pedagogies.

1.2.1 Indigenous Knowledge Systems

Indigenous peoples across the state of Alaska have developed unique ways of viewing the 

world allowing them to survive and thrive in vastly different habitats from the Arctic tundra to 
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the towering rainforests of Southeast Alaska. Concepts of time, space, nuances of 

communication, values about how to interact with others and how to interact with the natural 

world are all encompassed in the concept of worldview (Barker et al., 2010; Cajete, 1994; 

Kawagley, 2006). The unique worldviews of Indigenous peoples were developed through careful 

observations of patterns and cycles in nature, for example, migration patterns of salmon, geese, 

moose, caribou, and other animals important for survival or the seasonal timing of the breakup of 

ice or the ripening patterns of berries or other edible or medicinal plants. Thus, Indigenous 

knowledge systems, which include knowledge and skills necessary for survival and living well 

(sustainably) are gleaned through the intimate connection to Land only possible through long 

inhabitation of a place (Barnhardt, 2007). Indigenous cosmology emphasizes the spiritual 

connection between humans and Land; maintaining balance between the human and more-than- 

human world (plants, animals, water, wind, and all other aspects of the environment), believed to 

be sentient and imbued with spirit, ensured the well-being of all (Barker et al., 2010; Dauenhauer 

& Dauenhauer, 1987; Thornton, 2012).

1.2.1.1 Indigenous Values.

Alaska Natives, while as diverse as the landscapes on which they settled, all share some 

core cultural values; the Alaska Native Knowledge Network (ANKN) lists several core cultural 

values shared across the state including: (a) respect for self, others, and the more-than-human 

world; (b) the importance of sharing, especially with those unable to provide for themselves; and 

(c) the importance of knowing who you are, your self-identity and how you relate to others 

within and outside of your tribal group (http://ankn.uaf.edu/ANCR/Values/index.html). Sealaska 

Heritage Institute (SHI) has further expanded upon these core values for the Tlingit people of 

Southeast Alaska (http://www.sealaskaheritagecenter.com/):
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• Haa Aaní is a Tlingít cultural value that speaks to honoring and utilizing our land.

Resources are viewed as gifts from the Land to be harvested with reverence and respect 

thus ensuring bounty for future seasons and future generations. Haa Aaní emphasizes the 

importance of treading lightly on the Earth, only taking what you need, utilizing riches 

from the Land fully without waste, sharing what you harvest, and acting as stewards of 

the Land.

• Haa Shuká speaks to the bonds we share with our ancestors and our responsibilities to 

future generations. This sense of responsibility is enacted as respect for the land, water, 

animals, and people so that balance is maintained for our children, grandchildren and all 

that follow. Sharing, especially with those who are unable to hunt, fish, or gather, is an 

important aspect of haa shuká.

1.2.1.2 SpirituaI Connection to Land and Collectivism.

The deep spiritual connection between Tlingíts and the Land is demonstrated by these 

core cultural values. Indeed, Tlingíts share with other Indigenous peoples the concept that 

humans are part of nature and cannot be separated from nature (Cajete, 2015; Kana'iaupuni & 

Malone, 2006; Kawagley, 2006). Getting out on the land and participating in the harvest of foods 

for sustenance and for sharing is a mutually reinforcing force in place attachment for Tlingít 

people (Breinig, 2001; Thornton, 2008). Haa kusteeyí (Tlingít for “way of life”) refers to the 

intricate and intimate subsistence and spiritual relationship members of the Tlingít nation share 

with specific geographic locales in their homelands in Southeast Alaska (Dauenhauer & 

Dauenhauer, 1994). This relationship with place is sometimes interpreted by social scientists as 

ownership because early ethnographers described how specific Tlingít clans “owned” important 

subsistence resources such as salmon streams or clam gardens (De Laguna, 1972; Emmons, 
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1991; Goldschmidt & Haas, 1998; Jackley et al., 2016; Stewart, 2008; Thornton, 2008). Central 

to the social structure of the Tlingít is the concept of at.oow, which translates as “owned things” 

which may include names, stories, songs, or material objects such as hats, robes, salmon streams, 

berry patches, or mountains (Dauenhauer & Dauenhauer, 1994; De Laguna, 1972; Thornton, 

2008). However, at.oow are owned collectively at the clan level rather than the individual level. 

“Owning” something in the collectivist Tlingít worldview is different than owning something 

from an individualist Western worldview. A clan-owned salmon stream, for example, could be 

thought of as being under the stewardship of the clan rather than any clan member holding legal 

title to the stream. The clan was regarded as the caretaker of the stream and others could use the 

stream if they sought permission from the clan leadership. The concept of clan ownership aligns 

with the “dilemma of the commons” as discussed by Carrus et al. (2014). Clan members are 

willing to act on behalf of their group driven by their social identification with their clan. For 

example, the clan might create rock walls on the tidal flats to ensure adequate tidal flow over the 

clam garden, or they might clear a salmon stream of debris to ensure the returning salmon have 

the correct environment for building a productive redd, or salmon “nest” (Stewart, 2008). The 

resulting clam and salmon resources are shared among the entire group and are not just for the 

individuals who did the work. These interrelated concepts of at.oow and haa kusteeyí inspired 

me to explore the relationship that exists between modern Indigenous inhabitants of Southeast 

Alaska and subsistence resources upon which they depend.

Spiritual connection to Land is not unique to Indigenous Alaskans but is a concept that 

has been explored by Indigenous scholars around the globe. Brave NoiseCat (2017), Tsq'escen 

activist and scholar working in Canada, argues that Indigenous values and practices provide a 

template for living well on the planet as, together, we face the growing climate crisis. Other
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Indigenous scholars suggest the need to highlight the similar cosmologies and ontologies 

between Indigenous peoples to stand in solidarity against the continued onslaught of greed and 

environmental degradation advancing across the globe (Arbon, 2008; Deloria, 2006). This is not 

to suggest that there is some universal pan-Indigeneity, rather, because each unique Indigenous 

culture derived from deep connections to Land, we share at least one worldview aspect with one 

another: a respect for the Land that sustains us and has sustained our ancestors for millennia.

1.2.1.3 Traditional Ecological Knowledge.

Traditional ecological knowledge (TEK) is a kind of Indigenous knowledge. McMillen et al. 

(2017), based on their research with Indigenous Hawaiians, define TEK as practice-based 

knowledge of Land (terrestrial, marine, and atmospheric systems) and the associated values, 

beliefs, and skills to live together within the systems. This definition reveals the systems- 

thinking inherent in Indigenous knowledge systems; humans are simply part of an interconnected 

network that links the human and the more-than-human worlds, not superior or dominating over 

the more-than-human world. This is in sharp contrast to the Western belief that humans are 

separate from Nature, which, in turn, supports the extractive value system shared by many 

Western cultures. Put simply, predominant Western cultures view Nature as a source of riches to 

be extracted to build wealth and power. This belief and value are nowhere more evident than the 

history of global colonization.

1.2.2 Decolonizing Education

Settler-colonization has occurred worldwide, wherever Indigenous people were pushed 

aside so that the land could be colonized by societies that deem themselves superior to the 

Indigenous inhabitants of a place. Settler-colonization is a particular type of colonization in that 

the colonizers are not just temporarily imposing themselves on the lands of the Indigenous 
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people to extract resources, but rather the colonizers desire to establish themselves on the land, to 

settle there. Settler-colonization, then, is an intensely powerful force eroding the cultural 

identities of the original inhabitants because of the permanent nature of the co-existence of both 

the Indigenous group and that settlers on the land (Wolfe, 2006). Veracini (2011) boldly states 

that the goal of settler-colonization is to have the Indigenous people “go away;” this could 

happen variously through genocide, displacement, having one's cultural practices erased, or 

being assimilated into the settler culture.

In Alaska, settler-colonization is an on-going process, but the way was paved for the 

waves of “pioneers” by the first colonizers who came in search of resources. Furs, fish, timber, 

gold, and most recently oil, have been the targets of extraction starting in the 18th century with 

the arrival of the first Russian explorers (Dauenhauer et al., 2008). Indigenous Alaskans were 

“sent away” through forced assimilation accomplished through various means but most 

powerfully through mission schools, Bureau of Indian Affairs schools, and the public K-12 

system. For nearly 200 years, schools have played a destructive role in the identity development 

of Indigenous people across the state. As recently as the 1960's children were forcibly removed 

from their families and their villages to attend boarding schools (Darnell & Hoëm, 

1996). Boarding schools, in both Canada and the United States, made direct assaults on the 

place-identities of Indigenous children by stripping them of languages, cultural beliefs and 

traditions and removing them from their families and the very Place that shaped their identities. 

Children as young as three were forcibly removed from their families and sent to live in 

institutions with the express purpose of “killing the Indian in the child” (Bombay et al., 2014). In 

many cases, the children were given new names, different clothes, haircuts, and asked to sit in 

desks and speak in a language different than their home language. It is important for educators in 
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Alaska to understand the depth of the grief that ensued from this forced separation from place 

and loss of identity (Darnell & Hoëm,1996; Grayshield et al.,2015; Sharp & Hirschberg, 2005). 

The resulting marginalization for so many children in our state suggests a need to surface this 

damage to cultural identity and to explore methods to mitigate the damage.

Decolonizing education seeks to undo the effects of colonization. This is a daunting 

challenge—to undo the effects of hundreds of years of oppression in a system devised to erase 

Indigenous identity. However, there are guidelines to reposition Indigenous knowledges at the 

center of the curriculum thus allowing students to connect their lives outside of school with what 

they learn in school. In 1995, the Alaska Rural Systemic Initiative (AKRSI) was formed to 

document Alaska Native indigenous knowledge systems and develop pedagogical practices to 

integrate that knowledge into formal education. In 1998, AKRSI, with funding from the National 

Science Foundation and the Annenberg Rural Challenge, and administrative support from the 

Alaska Federation of Natives in collaboration with the University of Alaska, published the 

Alaska Standards for Culturally Responsive Schools (Assembly of Alaska Native Educators, 

1998). These cultural standards were developed through a series of regional and statewide 

meetings of Alaska Native educators and were touted as a way for schools and communities to 

examine the extent to which they were providing for the cultural well-being of Native students. 

The cultural standards are based on the belief that a firm grounding in heritage language and 

culture indigenous to a place is an essential prerequisite for the development of culturally healthy 

students and communities. Thus, the Alaska Standards for Culturally Responsive Schools are 

aligned with tenets of place-based education and critical pedagogy of place.
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1.2.3 Critical Pedagogy of Place

Place-based education (PBE) is the process of using the local community and 

environment as the starting place for teaching and learning (Sobel, 2004) with obvious benefits 

of building on what children know and constructing bridges between home and school (Moll et 

al., 1992). Environmental education is a branch of PBE focused on issues of the environment in a 

local context, such as teaching and learning about pollution of a local stream or the effects of an 

invasive plant in a local meadow. The aim of environmental education in a local context is to 

teach students about sustainability issues, thus empowering them to take actions to conserve and 

sustain the environment (Stevenson, 2013).

In 2003, in response to growing ecological crises as well as societal crises related to 

racism, sexism, and other forms of human oppression, Gruenewald theorized a new educational 

paradigm: critical pedagogy of place. Critical pedagogy of place (CPP) brings social justice goals 

to merge with environmental goals of environmental place-based education in response to the 

twin crises of human oppression and the climate change crisis sweeping the globe. In 

Gruenewald's view, both crises are the result of colonization, therefore, decolonization is the 

stated aim of CPP (Gruenewald, 2003). Drawing from critical theory, which focuses on 

reflection, assessment, and critique of society to surface and challenge power structures (Cauwer, 

2018), Gruenewald urges educators to challenge the traditional American idea of success一that 

everyone is striving to climb a social ladder at the expense of all others. Instead, he proposes an 

alternative concept of success: restoring places to allow humans to thrive, to live sustainably 

(which he terms reinhabitation), and to live free of oppression (Gruenewald, 2003).

Critical pedagogy of place, while not without detractors (for example, see Bowers, 2002), 

has been taken up and expanded upon by Indigenous researchers and researchers working within 
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Indigenous communities. Trinidad (2009), in her work with Native Hawaiian youth, discovered 

that layering a critical stance over a Hawaiian epistemology was successful in preventing 

violence and other negative behaviors among participants in a Land-based, culture-based 

prevention program. Building on Gruenewald's critical pedagogy of place (2003), Trinidad 

incorporated an Indigenous perspective, and proposed a new theoretical framework: a critical 

Indigenous pedagogy of place (Trinidad, 2014). Centering Indigenous ways of knowing and 

being as one of the dual aims of critical Indigenous pedagogy of place, Trinidad (2014) 

advocates for the term Indigenization rather than Gruenewald's (2003) term, decolonization. 

Further building on Gruenewald's concept of reinhabitation, or reclaiming damaged places, 

Trinidad suggests that, in addition to living well and sustainably in such places, we must “speak 

against Western narratives of place that have been oppressive with Indigenous narratives that 

instill hope and healing” (2014, p. 5). Other scholars, both Indigenous and non-Indigenous, have 

expanded on Gruenewald's (2003) critical pedagogy of place as they have considered the 

complexities of the concepts of decolonization and reinhabitation (Lowan-Trudeau, 2017; Smith 

et al., 2019; Tuck & McKenzie, 2015; Tuck & Yang, 2012).

Speaking back to colonization with the goal of educational sovereignty is the bridge 

between critical Indigenous pedagogies of place and culturally sustaining/revitalizing 

pedagogies.

1.2.4 Culturally Sustaining/Revitalizing Pedagogies

Geneva Gay (2002) defined culturally responsive teaching as using the cultural 

characteristics, experiences, and perspectives of ethnically diverse students as conduits for 

teaching them more effectively. Culturally responsive teaching (CRT), according to Gay, 

assumes that when academic knowledge and skills are contextualized within experiences and 
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frames of reference of students, they are more personally meaningful, are more interesting, and 

are consequently learned more easily and thoroughly. The concept of CRT has undergone an 

evolution since 2002; Paris (2012) builds on the concept of CRT and suggests the term culturally 

sustaining pedagogy as a larger umbrella term that incorporates culturally responsive teaching 

(CRT) but goes beyond by recognizing that the layers of culture that students bring with them 

into the classroom must be nurtured and sustained. Vinlove (2012) suggests the term context - 

responsive teaching, again, as a broader CRT concept that highlights the context in which all 

learning takes place and honors the background knowledge that students bring into school—their 

context. McCarty and Lee (2014) offer the term culturally sustaining/revitalizing pedagogy 

(CSRP) as a more emphatic term, essential if the education system is to challenge colonization 

and lead toward Indigenous education sovereignty. For ease of use, I will use the term culturally 

sustaining/revitalizing (CSR) to encompass all the paradigms mentioned above.

Culturally sustaining/revitalizing teaching rests on three intertwined prongs: knowledge, 

skills, and dispositions of the teacher. CSR educators must have explicit knowledge of the 

cultural characteristics and contributions of various cultural groups. For example, a CSR 

educator must know about the values, traditions, communication, relational patterns, 

contributions, and learning styles of the ethnic groups represented by the students in her 

classroom (Banks & Banks, 1995). Is cooperative problem solving valued over competition? 

How might gender roles impact classroom practices? What are the protocols regarding adult

child interactions? How might the contributions of people from various ethnic backgrounds be 

highlighted in the curriculum? Is humility a strong cultural value? How might that impact 

classroom interactions? A highly effective CSR educator would be able to answer all these 

questions and, furthermore, would recognize the importance of knowing the answers.
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Additionally, CSR educators must know about the place in which they teach—the students, 

families, community, natural history, and cultural history that provide the rich and complex 

context in which learning takes place (Vinlove, 2012).

Culturally sustaining/revitalizing teaching requires mastery of specific pedagogical skills 

such as: (a) differentiated instruction; (b) place-based and project-based instruction; (c) teaching 

from a constructivist paradigm; (d) strategies designed to challenge stereotypes and mediate 

power imbalances; (e) student centered instruction in which the teacher's role is that of facilitator 

or guide; (f) rapport building skills; and (g) strategies focusing on collaboration or cooperation 

(Banks & Banks, 1995; Gay, 2010; Ladson-Billings, 1994).

In a seminal study conducted in Alaska, Kleinfeld (1975) found two fundamental 

characteristics shared by highly effective teachers of American Indian and Alaska Native 

students: these CSR educators had a high level of personal warmth, especially warmth 

communicated nonverbally through facial expression, body distance, and touch; and a high level 

of active demandingness in the classroom—demandingness expressed as an aspect of the 

teacher's personal concern for the student, rather than a concern for subject matter. Kleinfeld 

coined the term warm demanders to describe this teaching stance of highly effective teachers of 

American Indian and Alaska Native students. Delpit (2012) found similar results when working 

with African American students in Louisiana; these students responded to teachers who set high 

academic and behavioral expectations for all students and who also provided appropriate 

scaffolding so that all students could reach those high expectations.

Villegas and Lucas (2002) outline three dispositions of CSR teachers. Such teachers, the 

authors claim: (a) are socio-culturally conscious, (b) have affirming views of students from 

diverse backgrounds, and (c) see themselves as responsible for and capable of bringing about 
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changes to make schools more equitable. Socio-culturally conscious teachers understand that 

people's ways of thinking, behaving, and being are deeply influenced by factors such as race, 

social class, and language (Banks & Banks, 1995). When teachers understand how these factors 

impact education, they can cross the boundaries that separate them from their students. Teachers 

gain this understanding by first coming to understand their own socio-cultural identities and then 

coming to see that schools are sometimes a force in perpetuating social inequities (Villegas & 

Lucas, 2002). An affirming view of students from the non-dominant culture is a characteristic 

shared by culturally responsive teachers. When teachers see poor children, children of color, or 

speakers of languages other than English in an affirming light, they acknowledge and validate 

other ways of thinking, behaving, and learning. They recognize that schools often value White, 

middle-class ways over others while, at the same time, understanding that status derives from the 

power of the White, middle-class group and not inherently from the superiority of the group 

(Delpit, 1995). These affirming teachers recognize the brilliance of each student, building on 

their strengths and experiences to help them learn more (Delpit, 2012). Teachers' attitudes 

toward students and beliefs about what students can learn have an impact on what and how much 

students learn (Ladson-Billings, 1994).

Returning to Figure 1, I invite the reader to consider the overlap between Indigenous 

knowledge systems, decolonizing education, pedagogy of place, and culturally 

sustaining/revitalizing pedagogies which, when taken together with my positionality as an 

Indigenous researcher, have polished the lens through which I see and undertake this research. 

1・3 Statement of the Problem: The Impact of Western Education on Indigenous Culture 

With the first contact between Western explorers and colonizers and the Indigenous 

peoples of Alaska, great changes were put into motion that have lasting impacts today. Changes 
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in the areas of language, economy, health, centralization, governance, spiritual beliefs, family 

structure, and values rocked the world of Alaska's Indigenous people. The first documented 

explorers were the Russians arriving first in Aleut territory in the 18th century, and then traveling 

down the coast to the Southeast Alaskan panhandle into Tlingít territory. This period can be 

characterized as a time of assimilation; it was a time of cultural change, for certain, but the focus 

was not on complete destruction of Indigenous cultures. For example, Father Veniaminov, a 

Russian Orthodox official and teacher, is credited with developing the first Aleut and first Tlingít 

orthographies so that people could be taught to read and write in their Native languages. 

Although his intention may have been to indoctrinate, it was not at the expense of complete 

annihilation of the existing language and culture (Dauenhauer, 2010).

With the “sale” of Alaska to the United States in 1867 came an increasing influence on 

schools from the Presbyterian and other Protestant missionaries. This was a time of 

deculturation; Presbyterian schools were established with English as the language of instruction. 

The Reverend Sheldon Jackson, a Presbyterian minister charged with establishing missionary 

schools across the state of Alaska, worked from the frame of “kill the Indian and save the 

man”—the same stance taken as Richard Pratt when he opened the Carlisle boarding school for 

Native American youth. In the words of Reverend Sheldon Jackson, “teachers must try to 

educate (the Natives) out of and away from the training of their home life” (Darnell & Hoëm, 

1996, p. 62). In 1884, the federal government became involved in the education of Indigenous 

children in Alaska, first through the Bureau of Indian Education, which continued the 

paternalistic paradigm established by the missionaries, followed by the Bureau of Indian Affairs 

which had a slightly more egalitarian approach. By 1900, there were city schools established for 

White children and “children of mixed blood who led a civilized life” (Darnell & Hoëm, 1996, p.
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66). Thus, was born a dual system of education with the Bureau of Indian Affairs running 

schools for Native students while cities were in control of their own schools. This system 

continued throughout Alaska's territorial days, from 1912-1959.

Western contact brought many viruses for which the Indigenous people of Alaska had no 

immunities; for example, smallpox is believed to have reduced the population of Indigenous 

coastal Alaska by approximately one-third in the 1770s (Boyd, 1990). Additionally, bacteria and 

other pathogens were introduced that required Western remedies. Epidemics swept villages, 

destroying some, and decimating nearly the entire population in others. The traditional healers 

were helpless in the fight against these new illnesses causing the survivors to forsake beliefs in 

their shaman and turn to the Western healers. This set the stage for missionaries to easily convert 

survivors to Christian religions (Napoleon, 1996). For millennia, Indigenous peoples in Alaska 

embraced a “subsistence-based worldview, a complex way of life with specific cultural mandates 

regarding the ways in which the human being is to relate to other human relatives and the natural 

and spiritual worlds” (Kawagley, 2006, p. 8). With the missionaries came a shift toward a 

spirituality based upon a supreme being instructing proper behavior from outside the culture 

which had profound effects on villagers. Common values such as caring, social responsibility, 

sharing, respecting Elders, and respecting self and the environment have become diluted in some 

villages and are lost among some Indigenous people who have moved to the cities.

In just two centuries, Alaskan Indigenous cultures were nearly destroyed through 

relentless colonizing forces. Stolen land, children forcibly removed to boarding schools, and 

novel diseases sweeping across the land, took their toll on Indigenous cultures. The process of 

mitigating the damage to cultural identity experienced by Alaska's first people is the subject of 

this research.
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1.4 Conceptual Framework

The conceptual framework of this study rests on identity theory (Erikson, 1968), 

cultural/ethnic identity theory (Phinney, 1990; Umana-Taylor et al.,2004), social identity theory 

(Tajfel & Turner,1979) and Indigenous cultural identity development theory (Berry, 1999; 

Chandler, 2013; Corenblum, 2014; Markstrom, 2011).

Cultural identity has been shown to be a protective factor for health and well-being 

among Indigenous youth (Gray & Cote, 2019; LaFromboise et al, 2006). A strong sense of 

cultural identity is linked to resilience, the ability to overcome hardships such as poverty, 

unemployment, institutional racism, discrimination, and the historical trauma associated with 

colonization (Kelley & Small, 2016; Wexler, 2014). Participation in cultural activities such as 

traditional dancing/singing, attending ceremonies, and speaking their Indigenous language are 

positively correlated with enculturation, a measure of the degree to which one identifies with 

one's own cultural heritage (Kulis et al., 2013; Winderowd et al., 2008). Other important 

enculturation factors include socializing with other American Indian (AI) people, knowing and 

living by AI core values, knowing the stories/history of one's AI group, and eating/cooking 

traditional AI foods (Winderowd et al., 2008).

As an Indigenous child begins to explore their Indigeneity, they experience both 

deculturation and enculturation factors, as shown in Figure 2. The optimal CID outcome is a 

secure and positive cultural identity as represented at the upper right. If deculturation factors 

outweigh enculturation factors, the result is loss of self-esteem and dysfunction as shown at the 

lower right. The schematic shown in Figure 2 is meant as a brief introduction to the conceptual 

framework of this study and will be discussed more fully in Chapter 2.
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Figure 2

Indigenous Cultural Identity Development Conceptual Framework

Note. This figure shows the process of cultural identity development for Indigenous people. The concept map is a synthesis of the research on

cultural and ethnic identity development theories (Erikson, 1968; Phinney, 1990; Tajfel & Turner, 1979; Umana-Taylor et al.,2004), 

enculturation and deculturation factors associated with Indigenous cultural identity development (Berry, 1999; Chandler, 2013; Corenblum, 2014;

Markstrom, 2011) cultural identity as a protective factor against dysfunction (Gray & Cote, 2019; Kelley & Small, 2016; LaFromboise et al., 

2006) and positive outcomes of secure cultural identity development (Kulis et al., 2013; Wexler, 2014; Winderowd et al., 2008)

1.5 Purpose of the Study

The purpose of this study is to describe the process of cultural identity development in 

young Indigenous Alaskan children. This qualitative study utilized a case study design with the 

case comprised of the children in the kindergarten class in Metlakatla, Alaska. Metlakatla was 
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chosen as the study site due to its unique position as the only reservation in Alaska; most of the 

other villages in Alaska have some or many non-indigenous children whereas, according to the 

Annette Island School District website, 95% of the school-age children in Metlakatla are 

Indigenous (https://education.alaska.gov/compass/Report/2018-2019/6#accountability

indicators). The kindergarten class was chosen because the age range (5-7 years) is a time of 

significant identity development (Eaude, 2019; Erikson, 1968; Vygotsky, 1980). Further, while 

Metlakatla is primarily a Tsimshian community, many residents also claim Haida and Tlingít 

ethnicity; because I am Tlingít, I am positioned as a semi-insider sharing with the study 

population a very similar cosmology, ontology, epistemology, and axiology. However, because I 

am not from Metlakatla I am able to maintain an objective lens to a greater extent than if I was a 

full member of the community under study.

1.6 Significance of the Study

It is critically important to untangle the complex process of cultural identity development 

for Indigenous Alaskans considering the role cultural identity plays in well-being and positive 

life outcomes. Understanding the context in which cultural identity develops in young 

Indigenous children will inform educators and support them to nurture cultural identity 

development in students. Parents, health-care professionals, tribal organizations, and others 

concerned with nurturing healthy identity development in young Indigenous children may also 

benefit from findings of this study.

1.7 Research Questions

RQ1. How do young children demonstrate their cultural identity through interactions on 

the Land?
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RQ2. How do community organizations support cultural identity development in young 

Indigenous children?

RQ3. What role do peers play in nurturing cultural identity development (CID)?

RQ4. How do teachers and families nurture CID?

1.8 Research Design

The research project utilized a case study methodology including: (a) parent/caregiver 

surveys, (b) children's drawings and descriptions, (c) sensory Nature tours (Green, 2016), (d) 

family subsistence expeditions (Lunda & Green, 2020), (e) interviews with school personnel and 

community members, and (f) observations of child-teacher, parent-child, and child-child 

interactions to describe the process of cultural identity development in young Indigenous 

children. The parent/caregiver survey was created and piloted by Lunda and Green (2020); the 

survey collected basic demographic data including clan lineage as well as information about the 

frequency and types of subsistence activities the child and family engage in. The children's 

drawings data collection technique involved asking an individual child to draw something they 

enjoy doing in Nature while I videoed the child and took field notes describing the context 

(Dockett, 2009; Green, 2017b). Sensory tours have been used by Green (2016) in studies on 

children's environment identity development; during a sensory tour the children wear a small 

camera equipped with a forehead strap during an outdoor experience. The sensory tour video 

captured many important instances of self-talk, child-Nature, child-child, and child-teacher 

interactions; these data were supplemented by researcher-collected video segments focused on 

teacher- and parent-behaviors. During family subsistence excursions the child, together with one 

or more parents and other family members, embarked on a subsistence gathering expedition with 

me; in addition to the video data collected by the child during the subsistence expeditions, I 
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documented the outing with additional video, still shots, and field notes. The learning context 

was described using semi-structured interviews with educators, and administrators, and through 

observations of child-teacher interactions within the school environment. Additionally, I 

observed important parent-child interactions when parents/caregivers volunteered during school 

field trips as well as during family subsistence expeditions. The methodology will be further 

described in Chapter 3.

The use of child-collected video as the primary data collection method centers the child's 

lived experiences, rather than simply relying on the child's descriptions of her experiences as 

would be the case if an interview method were utilized (Cutter-MacKenzie et al., 2015; Green, 

2016). This is important because the research questions focus on the process of cultural identity 

development, therefore, I deemed the child videos as the primary data because it centers the 

child's behavior. The observations of CID-nurturing behaviors by teachers and parents were also 

deemed to be primary-level data. On the other hand, the child's descriptions and responses to my 

prompts were denoted as secondary data because they are once removed from the actual 

behaviors. Finally, the caregiver survey and interview data were denoted as tertiary data since 

these data were twice removed from the child's actual behavior. This is not to say that the child's 

verbal responses to prompts or the caregiver survey data is unimportant or inferior in any way. 

Rather, the secondary and tertiary data provided important triangulation points for the child- 

collected video data. Figure 3 illustrates the research design. The research design will be 

discussed more fully in Chapter 3, Methodology.

1・9 Assumptions, Limitations, Delimitations

Assumptions are self-evident truths about research that must be stated to support the 

relevance of the study (Simon & Goes, 2012). For this study, I assumed that:
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Figure 3

Research Design Schematic

Note. Primary, secondary, and tertiary data are shown on the left. These data were coded and triangulated in an iterative process to yield themes.

• During sensory tours children would engage with the environment and with each other in 

a natural manner and would not “act for the camera.” The sensory tour method has been 

validated by Green (2016); she found that children seem to forget they are wearing a 

camera after a few minutes.

• Parents and school staff would be honest and open in the completion of the survey and in 

responding to interview questions and their responses would be accurate, unbiased, 

complete, and answered to the best of their ability. To increase the likelihood of this 

assumption, I spent time with school staff and as many parents as possible to establish 

trust and assured them of the confidentiality of their responses.
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Limitations are potential weaknesses of a study that are largely beyond the researcher's 

control, but that could affect the results (Simon & Goes, 2012). Because this is a qualitative 

study there is a potential for unintentional bias in the interpretation of data. To minimize this 

bias, video and audio data were utilized to document participant behavior and 

interview/observation data. This allowed for checking and rechecking my interpretations. 

Trustworthiness is an inherent limitation of qualitative studies (Lincoln & Guba, 1985). To 

increase trustworthiness, I viewed and reviewed recorded data multiple times throughout the data 

analysis process (persistent observation), and shared pertinent sections of my analysis and 

conclusions with educators and parents to check for accuracy of my interpretations (peer

debriefing and member-checking), as suggested by Lincoln and Guba (1985).

Delimitations are the parameters of which the researcher has control, that limit the scope 

of a study and may include population, setting, timing, and instrumentation (Simon & Goes, 

2012). The following delimitations were present in this study:

• The population for this case study was restricted to a single kindergarten class in rural 

Southeast Alaska.

• The timing and duration of the field study were based on the school calendar and 

limited travel funding.

• The scope of the study was limited to the data collected through sensory tours, 

surveys, observations, children's drawings, and interviews from a small sample.

Notwithstanding the assumptions, limitations, and delimitations of this study, the findings 

have practical implications for educators, parents, and organizations concerned with children's 

healthy identity development.
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1.10 Summary and Organization of Remaining Chapters

This chapter provided a discussion of my positionality as an Indigenous researcher and 

the theoretical foundation on which the project rests. This chapter also framed the problem, 

introduced the conceptual framework, delineated the research questions, and described the 

research design, assumptions, limitations, and delimitations. The next chapter, Chapter 2, 

provides a review of the literature on cultural identity development and demonstrates how the 

study addresses the gap in the literature on cultural identity development in young Alaska Native 

children. Chapter 3 provides a description of the methodology and research design for this study. 

Chapter 4 provides a detailed description of the data analysis and the findings. Chapter 5 

concludes the study with interpretations of the findings, implications, limitations of the present 

study and potential for future related research.
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Chapter Two: Literature Review

Indigenous Alaskans face many obstacles as they attempt to navigate what it means to be 

a member of a tribal group. Pressures to assimilate into the global society, loss of access to lands, 

and dwindling subsistence resources due to climate change are aggravating factors in the cultural 

identity development (CID) of Indigenous Alaskans (Ford et al., 2020; Herman-Mercer et al., 

2020; Moerlein & Carothers, 2012; West & Ross, 2012; Wilson, 2014). Experiences on the land 

such as fishing, picking berries, and harvesting edible and medicinal plants with family members 

and other culture bearers are known to play an important role in the CID of Indigenous youth 

(Breinig, 2001; Burnette et al., 2018; Dombrowski, 2007; Lunda & Green, 2020; Shaw, 2013). In 

turn, a strong CID is positively linked with overall well-being (DeCou et al., 2013; Lardon et al., 

2016) and academic achievement (Blalock, 2013; Hill, 2004; Hunter, 2020; Pewewardy et al., 

2018; Sanchez & Blummartinez, 2019; Wood et al., 2020).

The link between Land, cultural identity development, and well-being has been well 

documented as noted in the previous paragraph. Land-based early childhood educational 

practices such as the forest kindergartens, bush kinders, and on-country preschools, in which 

young children spend a significant amount of time in unstructured outdoor settings, have been 

shown to have positive impacts on children's development (Alcock & Ritchie, 2017; Elliott & 

Chancellor, 2014; Jackson-Barrett & Lee-Hammond, 2018; Sobel et al., 2016). Yet only a few 

studies have begun to explore and describe the complex interplay between culture, land, and the 

educational context in Alaska among young Indigenous children (Green, 2017a; Lunda & Green, 

2020). This research study begins to untangle the experiences of young children as they engage 

in activities on the Land, both purposeful activities such as picking berries with family members, 

and unstructured activities such as exploring the beach on a class field trip. Using wearable 
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cameras, I captured video footage from the perspectives of five-to-seven-year-old children from 

Metlakatla, a small Alaska Native village in Southeast Alaska, as they learned lessons on and 

from the land, from adult culture-bearers, and peers and, in doing so, demonstrate their 

developing connection to the Land and cultural identities. The aim of this research project is to 

study and describe the cultural identity development (CID) in young Indigenous children in 

Metlakatla focusing on Land-based enculturation factors. The research questions are: (1) How 

does a secure cultural identity manifest in young Indigenous children as they engage in activities 

upon the Land? (2) How do community organizations support cultural identity development in 

young Indigenous children? (3) What role do peers play in nurturing cultural identity 

development (CID)? (4) How do teachers and families nurture CID?

This chapter will discuss the components of the research concept map outlined in Figure 

2, shown in Chapter 1. After defining the term culture, as used in this paper, I will deconstruct 

the concept map to discuss general cultural identity development theory; Indigenous cultural 

identity development theory, including the aspects of overall well-being associated with positive 

feelings about Indigeneity and the dysfunctional outcomes associated with negative feelings 

about Indigeneity; deculturation factors and enculturation factors associated with Indigenous 

peoples, highlighting the Land-based enculturation factors which are the focus of this research.

2.1 Culture and Ethnicity Defined

A precise and concise definition of culture has eluded anthropologists, psychologists, and 

sociologists since the eighteenth century (Jahoda, 2012). Indeed, in their classic monograph, 

Kroeber and Kluckhohn (1952) unpack over 160 definitions of culture, some of which construe 

culture as a structure, a process, or a product. In this paper, I define culture as the knowledge and 

skills enabling a group of people to meet their basic survival needs while allowing for complex 
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social networks and relationships to develop and enhance the meaning of normal, daily activities 

(after Matsumoto, 2007). Culture is learned or acquired from other members of one's social 

group, passed down from generation to generation. I use this definition because it encompasses 

more than the material culture, the tools for survival, which many people think of when they 

think of Indigenous culture, but also the underlying attitudes, dispositions, and values that 

support social function (Taylor & Usborne, 2010).

Ethnicity is sometimes conflated with culture because they both are related to being a 

member of a social group, however, there is an important distinction. Culture refers to shared 

knowledge and behaviors of a group of people, while ethnicity denotes a group of people 

descending from common ancestry (and may include shared physical attributes). For example, a 

person may be ethnically Tlingít because they are descended from Tlingít ancestors, but they 

may identify culturally as American if they have not grown up around other members of their 

ethnic group and, thus, have not had the opportunity to learn what it means to be Tlingít. This 

might be the case for a Tlingít child who is adopted at a young age and lives at a distance from 

other Tlingít people and thus does not have the opportunity to learn about Tlingít culture. 

However, in terms of cultural identity development theory, some authors use the term ethnic 

identity development theory because they are referring to groups of people who are members of 

an ethnic group who also share the same culture. In this paper, ethnic identity and cultural 

identity are used interchangeably, however, I will use cultural identity unless the author I am 

discussing uses the term ethnic.

2.2 Identity Development Theories

Erikson's theory of identity development (1968) suggests that one's identity develops 

through a process of exploration and commitment to aspects of identity such as gender, ethnicity, 
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religion, vocation, and other domains. As an individual “tries on” various aspects of identity, 

they seek to reconcile their conception of themselves with their community's conception of their 

identity. If the individual finds a good fit with an aspect of identity and it aligns with their 

community's conception, they commit to that aspect. Thus, Eriksonian theory emphasizes 

identity development as a two-phase process: exploration and commitment.

Social identity theory (SIT) (Tajfel & Turner, 1979) builds on Erikson's theory of 

identity development (Erikson, 1968). SIT posits that identity develops from an individual's 

sense of belonging to a social group and from the affective component associated with that group 

membership—how one feels about belonging to that group. If the group is held in high regard in 

society, the individual develops positive feelings about group membership and, thus, positive 

self-esteem; if the group with which one identifies is held in low regard by society, then the 

individual seeks to distance themself from the group or develops low self-esteem.

Phinney (1990) theorized a three-phase model of ethnic identity development. In the first 

phase, which Phinney labeled unexamined, the individual has not explored their ethnicity; they 

have either adopted the dominant culture's characterization of their ethnic group or they have not 

been exposed to any groups except their own. Moratorium is the second phase of Phinney's 

model, and it is the phase characterized by active exploration. In the final phase, labeled 

achieved by Phinney, the individual has resolved their feelings about ethnic identity and 

internalized the meaning of their ethnicity in their lives. In Phinney's model, an achieved ethnic 

identity applies to individuals who have explored what it means to belong to an ethnic group and 

have positive feelings toward their ethnic group (Phinney, 1990).

Umana-Taylor et al.(2004), building on Erikson's global theory of identity development 

(1968), Tajfel and Turner's social identity theory (1979), and Phinney's three phase model of 
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ethnic identity development (1990), critiqued the linear developmental model and, instead, 

proposed a model allowing both positive and negative outcomes for ethnic identity. In other 

words, an individual might explore what it means to belong to an ethnic group and embrace their 

ethnicity (a positive outcome). On the other hand, an individual might explore what it means to 

be a member of an ethnic group, develop a clear understanding of what it means to be a member 

of the ethnic group, and reject their ethnicity (a negative outcome).

2.2.1 Indigenous Cultural Identity Development Theory

Berry (1999) studied the concept of cultural identity among Aboriginals (his term for 

Indigenous people) in Canada from the standpoint of acculturation. He was interested in the 

impact of intercultural contact between Aboriginals and settler-colonizers motivated by his 

observation that Aboriginals experienced cultural disruption and decreased well-being during 

such cultural clashes. His methods included interviews and focus groups designed to uncover 

factors impacting cultural identity development (CID) among Aboriginal adolescents and adults. 

Knowledge and use of their Aboriginal language, having a loving and sharing family, and 

connection to the Land through traditional activities (hunting, trapping, fishing, and picking 

berries) were mentioned as positive impacts on CID. Participants mentioned several factors that 

had a negative impact on CID including living away from the Land, substance abuse, residential 

schools, media, and education. Residential schools were mentioned as a major traumatizing 

factor for participants, first because they were removed from their ancestral Land and thus lost 

their hunting and navigating skills, and secondly because of the abusive environment many 

experienced at residential schools. Participants recounted the horror and shame they felt when 

they arrived at the residential school and their long braids were cut off, thrown on the floor, and 

their shorn heads treated for lice. Participants described emotional, physical, and sexual abuses 
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they suffered at residential schools that left them confused about their identities. Substance abuse 

became a way for them to deny their Aboriginality or escape from the identity confusion they 

experienced. Further, media portrayals of Aboriginals as “savages,” “half-breeds,” or “drunken 

Indians,” and schooling that taught an inaccurate history of their people, or simply ignored them 

were mentioned by participants as negatively impacting cultural identity development (Berry, 

1999).

Based on the acculturation factors uncovered in his study, Berry (1999) developed a 

theory of Aboriginal identity development (AID). Elaborating on Tajfel and Turner's social 

identity theory (1979) which included a knowledge component (seeing oneself as Aboriginal) 

and an affective component (positive feelings about Aboriginality), Berry theorized three 

additional components: motivational, behavioral, and social factors involved in AID. According 

to Berry (1999), a strong Aboriginal cultural identity manifests as the perception of oneself as 

Aboriginal (knowledge), considering this to be important and having positive feelings about 

being Aboriginal (affective), wanting to remain an Aboriginal person (motivational), and 

expressing these in one's daily actions (behavioral). Berry (1999) defined the behavioral 

component of AID as the expression of beliefs and feelings about one's identity in daily life, 

including (a) speaking one's language, (b) practicing one's religion, (c) dressing in a manner 

consistent with one's Aboriginality, (d) eating traditional foods, and (e) engaging socially with 

other Aboriginal people (the social component of AID).

Berry's (1999) identity development theory included four possible outcomes for 

Aboriginals experiencing intercultural contact, or acculturation: biculturation, assimilation, 

separation/segregation, and marginalization. If an Aboriginal person places a high value on 

maintaining their Aboriginal identity and a high value on maintaining a relationship with the 
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larger society, the outcome is biculturation. This is the optimal outcome in terms of well-being 

according to Berry's finding; a person can “walk in both worlds.” If one values Aboriginal 

identity but places a low value on maintaining a relationship with the larger society, the outcome 

is separation (if the Aboriginal chooses not to associate with members of the larger society) or 

segregation (if the larger society forces separation). Assimilation occurs when one places a low 

value on maintaining one's Aboriginal identity and a high value on maintaining a relationship 

with the larger society. The worst outcome in terms of well-being is marginalization, which 

occurs when one loses cultural contact with both Aboriginal identity and the larger society. 

Marginalization has been associated with dysfunction which will be discussed under the heading 

deculturation later in this chapter.

Another researcher concerned with identity development among Indigenous people is 

Markstrom (2011) who worked with American Indian adolescents in the southwest United 

States. Like Berry (1999), Markstrom identified both internal factors associated with Indigenous 

identity, such as self-identification, kinship relationships, connection to Land, and connection to 

ancestors, as well as external factors such as knowing and speaking one's language, participating 

in ceremonies, and publicly stating one's tribal, clan, and family membership during such 

ceremonies, as being foundational to Indigenous identity. Distinguishing Markstrom's identity 

theory from Berry is her emphasis on cultural values as being significant markers of Indigenous 

identity. She mentions social responsibility toward kin and all creation and spiritual connection 

to Land and ancestors as important cultural values. She also emphasizes beliefs, history, 

knowledge of cultural stories, and worldview as being important aspects of Indigenous identity 

(Markstrom, 2011).
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In a more quantitative study of ethnic identity among Canadian Native (the author's term 

for Indigenous) children, Corenblum (2014) conducted a longitudinal study of 6-11-year-olds 

who were assessed each year for five years. Using appropriately normed scales, Corenblum 

tested over 400 children on their cognitive development level, ethnic identity level, attitudes 

toward in-group members, the importance of their ethnic identity, and their self-esteem. Contrary 

to Corenblum's hypothesis, an increase in ethnic identity was not predicted by age or increasing 

level of cognitive development. In other words, Corenblum found that participant's feelings of 

pride in and commitment to their group remained unchanged over time. However, what did 

increase with age were participants' expression of cultural behaviors, such as use of their 

ancestral language. Corenblum noted that elements of ethnic identity may be present among 

young children, but they await integration into ethnic identity until later in childhood. This 

concept is important for my study because of my focus on identifying elements of ethnic identity 

in early childhood; one might think of these elements as the seeds of cultural identity that can be 

nurtured in early childhood that will sprout in later childhood or adolescence.

In On being Indigenous, Chandler (2013) urges scholars to consider Indigenous identity 

development as a process rather than the expression of any behavior or the presence of an 

artifact. He argues that “cultural contents,” objects or customs associated with Indigenous 

people, may have lost their meaning and relevance due to colonizing forces and the resultant loss 

of lifeways to which those cultural contents were significant. By focusing on the processes rather 

than the contents of Indigenous culture, Chandler (2013) asserts one gains a clearer picture of the 

essence of a culture. Thus, it is Chandler's position that Indigenous identity is aligned with 

Indigenous values and ways of thinking more so than any behavior or artifact of Indigenous 
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culture. Accordingly, my research is directed toward describing the development of cultural 

values among the young Indigenous participants.

2.3 Cultural Identity as a Protective Factor

Cultural identity has been shown to be a protective factor for health and well-being 

among Indigenous youth (Gray & Cote, 2019; LaFromboise et al., 2006; Shaw, 2013). A strong 

sense of cultural identity is linked to resilience, the ability to overcome hardships such as 

poverty, unemployment, institutional racism, discrimination, and the historical trauma associated 

with colonization (DeCou et al., 2013; Kelley & Small, 2016; Wexler, 2014). Participation in 

activities such as cultural dancing, speaking one's Indigenous language, understanding the 

meaning of cultural stories, and harvesting cultural foods are positively correlated with 

enculturation, a measure of the degree to which one identifies with one's own cultural heritage 

(Kulis et al., 2013; Winderowd et al., 2008).

Much of the research on protective factors and resilience among Indigenous peoples has 

been focused on adults and adolescents utilizing surveys and interviews (Drayton, 2014; Sahota, 

2019; Schiefer & Krahe, 2014; Trout et al.,2018). Although early childhood is a significant time 

of psychosocial development when foundational aspects of a person's identity are formed 

(Erikson, 1993; Rogoff, 1991), only a few studies have examined Alaska Native children's 

identity formation during this critical period (Green, 2017a; Lunda & Green, 2020). Indeed, a 

child's emotional reactions and interactions with the natural world during this critical period, 

both positive and negative, influence their developing sense of self (Green et al., 2016).

2.4 Enculturation and Deculturation

Enculturation is the process, beginning in early childhood and continuing throughout a 

person's life, by which individuals learn about their home culture, customs, values, spirituality, 
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and ways of knowing and being (Little Soldier, 1985). In homogenous societies, where all 

members share a common ethnicity and culture, this process is seamless. Children learn the 

knowledge, skills, values, and ways of being of their social group and are thus equipped to thrive 

in the given society. In a multicultural society, where two or more cultural groups occupy the 

same space, the enculturation process is disrupted. This is especially true when one culture 

dominates others as in the case of colonization; the colonizing culture holds the power because 

their members have written the “rules of engagement.” The language of the colonizers is the 

language of the schools, the courts, the churches, the media, and the marketplace. The result is 

often one of deculturation, the process of striping away the culture and language of a colonized 

group of people and forcibly replacing them with the culture and language of the colonizer. For 

Indigenous children these competing forces of enculturation and deculturation act on the child 

throughout their exploration of what it means to be a member of their Indigenous group. This 

section will discuss deculturation factors and two types of enculturation factors: land

independent and land-based factors. Land-based enculturation is the primary focus of this 

research project, however, there is not a sharp line separating the two types of enculturation, so 

both will be addressed in this chapter.

2.4.1 Deculturation Factors

When contact with non-Indigenous people occurred, it was accompanied by devastating 

colonizing forces (Darnell & Hoëm, 1996; Grande, 2015; Jones, 2014; Kawagley, 2006; 

Kawagley & Barnhardt, 1999; Lipka & Mohatt, 1998; Little Soldier, 1985; Merculieff, 1990). 

The worldviews of the Indigenous peoples were discounted and deemed inferior by the 

colonizers. This clash of worldviews has led to dysfunctional relationships between Indigenous 

peoples and their colonizers. Nowhere was cultural destruction more evident than in the 
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missionary schools, and later in the boarding schools, that sprang up following the first contact 

between Russian explorers and Alaska Natives (Darnell & Hoëm, 1996; Sharp & Hirshberg, 

2005).

Colonization and over a century of acculturative forces have led to an erosion of cultural 

identity among peoples indigenous to North America (Berry, 1999; Rivkin et al., 2017). Berry 

(1999) used focus groups to explore the impact of acculturative forces on Aboriginal adults and 

teens in Canada; he found that residential schools and urbanization led to an increase in 

substance abuse, changes in diet and disease patterns, shifts away from subsistence to wage 

employment, loss of language and culture, and disruption of the family (pp. 28-29). Additionally, 

Berry reported that loss of connection to the Land caused participants to lose touch with their 

cultural identities. Many lost their skills when deprived of being able to hunt, fish, or pick 

berries. Similarly, in their work with Yup'ik people, aged 20-84 years old, Rivkin et al. (2017) 

found that historical trauma related to colonization was mitigated by connecting to Nature during 

subsistence activities.

Removing children from their families and their villages to attend boarding schools was 

common practice in Alaska as recently as the 1960s (Darnell & Hoëm, 1996). Not only were 

these young children no longer living and learning on the Land of their ancestors, in many cases, 

they were given new names, different clothes, fed unfamiliar foods, and forced to speak in a 

language different than their home language. Loss of cultural identity has been correlated with 

social dysfunction including substance abuse, depression, and suicide among Indigenous people 

(Bombay et al., 2014; Gone & Trimble, 2012).
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2.4.2 Lands-Independent Enculturation Factors

Although not the focus of this study, it is important to note that some enculturation 

factors are largely independent of Land. I will mention those factors briefly here. Research 

shows that knowing and using one's language, participating in cultural activities and ceremonies, 

and having strong relationships with Elders and extended family are enculturation factors for 

Indigenous people.

Language is one of the most important and observable aspects of culture and it plays a 

pivotal role in conveying values, beliefs, worldview, and in identity development. In their study 

linking well-being with cultural connectedness among Anishinaabe young adults, Gray and Cote 

(2019) found that learning and using the Anishinaabe language was one of the factors most 

frequently mentioned by participants as supporting cultural connectedness. In a case study of 

Cree Elders, Hansen (2018) found that knowledge and use of the Cree language was mentioned 

by participants as an important factor in promoting cultural identity and well-being. Hill (2004), 

in his work with Navajo high school students, linked the loss of language with the loss of 

traditional Navajo ways and thus the weakening of Navajo identity. Recognizing the connection 

of culture and language has led to an emphasis on language revitalization efforts among 

Indigenous groups in North America (McCarty et al., 2015; Reyhner, 2017). In Alaska, the 

Alaska Native Language Center at the University of Alaska Fairbanks was established by 

legislative decree in 1972 as a center for research and documentation of Alaska's unique 

Indigenous languages (https://www.uaf.edu/anlc/).

LaFramboise et al. (2006) facilitated focus groups with Elders from three reservations in 

the upper Midwest to develop a list of cultural activities pertinent to adolescents' enculturation. 

In addition to hunting, fishing, and trapping which are addressed under land-based factors,
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LaFramboise et al. (2006) found that Elders considered traditional dancing and participating in 

pow-wows, gatherings of tribes to share their songs, dances, and ancestral histories, as important 

enculturation factors. They also mentioned spiritual ceremonies such as smudging as being 

important. In their work with Anishinaabe youth (Gray & Cote, 2019), participants in the study 

of Indigenous enculturation factors mentioned similar factors as the Elders in the LaFramboise et 

al. (2006) study; they also included making meaningful art such as beadwork and regalia. In a 

related study with urban Southwest American Indian youth, parents, and Elders seeking to 

establish a list of factors associated with ethnic identity development. House et al. (2006) added 

ceremonies and rituals, such as coming out ceremonies, to the list found in the previously 

mentioned studies.

Having strong relationships with Elders and extended family was mentioned as an 

important enculturation factor for Indigenous people, perhaps because such a relationship 

facilitates intergenerational cultural teaching (Burnette et al., 2018; Gray & Cote, 2019; Hansen, 

2018; House et al., 2006; LaFramboise et al., 2006).

2.4.3 Land-based Enculturation Factors

A deep connection to Land, knowing and engaging in subsistence practices such as 

hunting, fishing, trapping, and foraging, living by cultural values related to Land, and knowing 

the history and stories of the Land are important enculturation factors for Indigenous people.

Place attachment, as described by Scannell and Gifford (2010), develops in the 

environments where groups practice and preserve their cultures. When describing the confluence 

of Land and culture, Thornton (2012) states “Place is culture and culture is place. Not only do 

the two animate each other but they are intricately intermeshed” (p. xvii). Indigenous stories 

demonstrate a deep understanding, not only of the resources on which the people depend for 
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survival, but on the geologic forces that shaped the Land. For example, stories of glaciers 

advancing and receding or of mountains wrestling to form a river valley, demonstrate a deep 

understanding gained over a long period of habitation (Dauenhauer & Dauenhauer, 1987; Nyman 

& Leer, 1993; Swanton, 1909).

Historically Indigenous peoples of Southeast Alaska migrated seasonally from permanent 

winter villages to subsistence camps. Many Elders develop a deep attachment to the fish camp, 

berry camp, or the winter village of their childhoods (Dauenhauer & Dauenhauer, 1987; Seguin, 

1984). This deep attachment develops over time, from the many years of returning to that place 

and coming to know the minute intricacies of the place. This "love of place" manifests as the 

affective—or emotional—connection to place. Another dimension of place attachment includes 

not just the physical place, the forest, the beach, the community house, but also the social level 

of place (Scannell & Gifford, 2010). Social ties with clan members, children, and Elders develop 

during joint productive pursuits when family units or clans join to harvest subsistence foods, 

thereby contributing to the social dimension of place attachment. This social facet of place 

attachment has been explored in other parts of the world that have faced colonizing forces.

2.4.3.1 Living by Cultural Values Related to Land.

In her study of young adult Native Hawaiians facing stressors, Trinidad (2009) describes 

the importance of malama ‘aina, a complex concept related to care for the Land; land (‘aina) is 

viewed as source of nourishment, both physical and spiritual that is enhanced when people work 

together to harvest and tend to the Land. Kana'iaupuni and Malone (2006) further explore the 

Native Hawaiian sociopolitical aspect of place attachment stating that the Land holds the 

“collective memory of a shared history” (p. 291) which serves as a tie to Place. The authors 

44



describe an important Native Hawaiian practice in which Elders chant the genealogy which helps 

those gathered at the ceremony to publicly remember the true history of a place.

Kana'iaupuni and Malone, describe Hawaii as “both the ancestral homeland and elder sibling of 

Hawaiian aboriginals in traditional belief systems” (2010, p. 281). Due to this familial 

relationship, Indigenous Hawaiians provide care (malama) and guardianship (kia'i) for their 

sibling, the Land (‘aina). A similar relationship with Land is found in Maori cosmology; humans, 

forest creatures, and forests themselves are believed to be descendants of the same parents, thus 

inspiring a deep sense of connection and respect between humans and Land (Alcock & Ritchie, 

2017).

Ceremonies may provide evidence of underlying beliefs and values. For example, the 

first salmon ceremony is important for many coastal tribes. Cultures of the Indigenous peoples of 

the Pacific Northwest coast of North America developed around the annual return of the salmon. 

One or more of the five species of Pacific salmon (genus Oncorhynchus) return (or did return 

prior to the building of dams, overfishing and habitat destruction) to spawn in most streams 

connected to the North Pacific Ocean. Because salmon only return during spawning season, the 

advent of the first salmon is revered and marked by ceremony in many of the tribes in this 

region. Gunther (1926) provides an ethnographic account of the first salmon ceremony of the 

Tsimshian people; the salmon is treated as a special guest and carried into the long house of the 

tribal leader on a new cedar mat and sprinkled with eagle down or some other sacred material. 

The salmon is then ritually cleaned, and the bones and entrails carefully returned to the stream 

based on the belief that the animating essence of the salmon would return, and the salmon would 

live to continue up the stream. Finally, the salmon is cooked, and a bite-sized piece shared with 

the entire community (Gunther, 1926). The ceremony honoring the first salmon of the season is 
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conducted by the shaman, or religious leaders of the village to ensure that the ritual adheres to 

strict protocols lest the salmon be offended and refuse to return the following year.

2.4.3.2 Subsistence.

While a seemingly simple concept, the definition of subsistence has been debated at 

length over the years as groups of people lobbied for access to subsistence resources. According 

to the Alaska National Interest Lands Conservation Act of 1980 (ANILCA):

The term ‘‘subsistence uses'' means the customary and traditional uses by rural Alaska 

residents of wild, renewable resources for direct personal or family consumption as food, 

shelter, fuel, clothing, tools, or transportation; for the making and selling of handicraft 

articles out of nonedible byproducts of fish and wildlife resources taken for personal or 

family consumption; for barter or sharing for personal or family consumptions; and for 

customary trade. (p. 590)

Many Indigenous Alaskans lobbied to have the word “rural” stricken from the first line of the 

definition and replaced with “Indigenous,” thus enabling them priority for harvesting subsistence 

resources in times of scarcity. During testimony at the senate subsistence hearing, Worl, a Tlingít 

scholar and President of the Sealaska Heritage Institute, stated that subsistence is more than the 

ANILCA definition implies (Legislative Hearing to Examine Wildlife Management, 2013). She 

argued that subsistence is a way of life and the very foundation of Alaska Native cultures. 

Indeed, subsistence values, beliefs, stories, and practices are deeply entwined with the Land and 

cultures of Indigenous people throughout Alaska.

The potlatch, known as ku.éex in Tlingit culture and yaokw in Tsimshian culture is one of 

the most powerful and important ceremonies, which reinforces Indigenous place identity 

(Dauenhauer & Dauenhauer, 1990; De Laguna, 1972; Kan, 2015; Seguin, 1984; Thornton,
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2008). In both Tlingit and Tsimshian cultures, a memorial potlatch is held to mark the one-year 

anniversary of the death of a clan member. During the ceremony, the clan property held by the 

deceased is redistributed to clan successors and a great feast is held. During the memorial 

potlatch, the hosting clan brings out food that has been harvested and preserved throughout the 

preceding year to share with the opposite clans (De Laguna, 1972; Kan, 2015; Thornton, 2008). 

Families may work together for a full year picking berries to make jam; digging, smoking, and 

canning cockles; harvesting and drying seaweed; catching and drying or smoking salmon; and 

putting up all manner of other subsistence foods to give as gifts during the fall potlatch. The 

social aspect of working together with extended family is an empowering experience—seeing the 

berry bucket fill repeatedly, knowing that the berries will be combined with berries from other 

members of the clan to be preserved to present as gifts during one of the most important 

ceremonies of the year—brings with it a sense of fulfillment, further deepening the connection to 

place (author's personal experience).

Successful subsistence gathering requires a tremendous depth of ecological knowledge, 

for example, one must know the type of habitat preferred by different plants or animals, what 

season to harvest, and the most efficient methods for harvesting. The Alaska Native Knowledge 

Network defines this type of knowledge as traditional ecological knowledge (TEK): knowledge 

gained over many generations about the fish, animals, plants, and other resources upon which 

Indigenous peoples depend for survival (http://ankn.uaf.edu/IKS/tek.html). TEK is accumulated 

over the lifetime of an individual, beginning at a very young age, and passed on generation to 

generation; TEK encompasses not just knowledge of how to hunt, fish, gather, process, and store 

key subsistence resources, but also knowledge of how to live sustainably by carefully stewarding 

the valuable resources of the Land. Because the depth of ecological knowledge may determine 
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the survival of a person, family, or clan, training begins when children are young—through 

“learning by observing and pitching in” (Rogoff et al., 2014) and through transformation stories. 

In their work with Mayan families in Guatemala, Rogoff et al. (2014) found that young children 

are included in all aspects of family life including subsistence harvesting; children are expected 

to “learn by observing and pitching in” (LOPI, p. 89). Children are not explicitly taught which 

plants to harvest but are expected to observe intently and to “pitch in” by helping to harvest 

plants as they gain knowledge and experience. A similar experiential pedagogy is described by 

Alcock and Ritchie (2017) amongst traditional Maori people in New Zealand. Maori Elders are 

often the teachers of traditional ecological knowledge, sharing the place wisdom gleaned over 

years of inhabitation, with young children but allowing and trusting the children to freely explore 

their environment (Alcock & Ritchie, 2017).

Flint et al. (2011) used surveys, focus groups, and key informant interviews to study how 

adults from rural Alaskan villages gain traditional ecological knowledge about berries, an 

important and healthy local food source. They found that participants draw upon multiple forms 

of environmental knowledge including scientific (from a Western standpoint) to highly 

contextualized knowledge transmitted among families. This reinforces the important role of 

intergenerational experiences on the Land in the transmission of TEK and is further supported by 

Dockery (2020) who found that parental transmission of Indigenous knowledge to their children, 

and connection to country, to be key factors supporting cultural identity development among 

Indigenous Australians. Similarly, in a study utilizing semi-structured interviews with adults in 

rural Mexico, Ramos de Robles et al. (2019) found a strong connection between the harvesting 

of wild edible plants and the cultural values of sharing and living in harmony with nature. 

Additionally, Ramos de Robles et al. (2019) noted the exceptional TEK exhibited by their 
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interviewees and acknowledged the intergenerational transmission for this ancestral Indigenous 

knowledge to have survived for thousands of years.

Dombrowski points out the importance of subsistence to Indigenous identity when he 

defines subsistence as “not simply the food getting practices of today's village residents but also 

(and indeed more importantly in almost every way) the relations entailed in and generated by 

these practices; the emotions and feelings these relations create; and the discourses they enable” 

(2007, p. 212). The Alaska Natives Commission (1994) identified subsistence activities as one of 

the key components of Alaska Native cultural survival, further stating that: “the subsistence 

practices of hunting, fishing, and gathering constitute a direct link between the old and the new” 

(p. 58). For Indigenous Alaskans, “subsistence is not just a nutritional or economic necessity; it 

is also cultural and spiritual sustenance on which survival of their cultures depend” (p. 59).

Subsistence harvesting requires a deep understanding of the complex ecosystems that 

support the rich resources as well as the cultural knowledge and skills to know when and how to 

harvest and preserve these important foods. Time spent on the Land for subsistence harvesting 

contributes to place attachment. From the field of environmental education, we know that 

childhood outdoor experiences extending over long periods of time, such as wilderness camps, 

are among the most significant life experiences that lead a person to develop stewardship 

dispositions toward the environment (Williams & Chawla, 2016). In a study involving seven to 

eighteen-year-olds engaged in short (1-day) and long (5-days) duration environmental education 

experiences on the land, Braun and Dierkes (2017) found the longer duration experiences 

resulted in stronger shifts toward nature connectedness, with the seven to nine-year-old children 

experiencing the strongest shifts. Since, by their very nature, subsistence harvesting activities 

occur in wild places and may extend over extended periods of time (salmon camps may occur 
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over several weeks or even months depending on the spawning cycles of the fish in each locale, 

for example), such activities are likely to play an important role in nurturing environmental 

stewardship dispositions and behaviors (haa aaní), thereby reinforcing the embodiment of core 

cultural values.

2.4.3.3 Knowing Stories and History of Land.

Stories highlighting the careful observation of animals, or stories of transformation, in 

which a human enters the world of animals and becomes a bear or a salmon, abound in 

Indigenous oral histories (Dauenhauer & Dauenhauer, 1987; De Laguna,1972; Swanton, 1909). 

Such stories illustrate the Indigenous worldview in which Nature teaches us essential lessons 

about living and being part of the Land (Cajete, 2004; Kawagley, 2010; Lowan, 2009). 

Transformation stories also highlight the depth of knowledge required to live in balance and 

harmony. Traditional stories related to the respectful harvest of important food items carry 

beliefs and values, for example, the belief in the sentience of all beings as well as the belief that 

some of these beings willing give themselves to people for food underlie the cultural value of 

respectful harvest. Stories often illustrate what happens if the harvest is not treated respectfully; 

one such story is recounted below.

Indigenous people throughout the Northwest coast tell a story, known as the “salmon 

boy” story, or “the moldy end,” (Swanton, 1909, pp. 301-310) that illustrates the connection 

between traditional ecological knowledge and cultural values related to stewardship and 

conservation. Various Northwest Coast tribes' own versions of this story; out of respect for the 

ownership rights, this brief synopsis does not include any names of people or place names, which 

would tie it to a particular clan. Please note: the omission of the names and place names 

diminishes the power of the story and thus does not do justice to the deep connection to place 
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evident in the full versions of the story. See Swanton (1909, pp. 301-310) or Thornton (2008, pp. 

73-80). Briefly, this story tells of a young man who, when offered a piece of dried salmon collar 

by his mother, scoffed at the piece of salmon, and tossed it away because it had mold on it. The 

boy was taken under the blanket of the ocean and carried away by the Salmon People to live with 

them for a year. While he was with them, he learned all about the ways of the Salmon People, 

including how they wished to be treated when they chose to give themselves to a person for 

sustenance. The boy became wise in the ways of the Salmon and returned to the beach where his 

mother was fishing. She caught the boy in the form of a salmon and knew it was the son she had 

been mourning for an entire year by the copper necklace he was wearing around his neck. After 

some ceremonies were performed, the boy returned to the form of a human and went on to 

become a powerful shaman. He taught his people the ways of the Salmon including the most 

important lesson of all: to be respectful of salmon from the moment they are pulled from the 

water, after giving themselves to the people, until they were consumed. This story is shared with 

young children, older children, and even adults and, because of the oral tradition of the 

Indigenous peoples of the Pacific Northwest, the story can be tailored in style and tone to adapt 

to the developmental level of the audience. Different aspects of the story can be emphasized 

depending on the lesson the teller wishes to impart. For younger children, the story might 

emphasize the disrespect the boy shows the salmon collar to teach children the importance of not 

wasting food; see for example the children's book, Shanyaak'utlaax: Salmon Boy (Marks et al., 

2017). For older children, the oral rendition might emphasize the specific lessons about the care 

and handling of salmon that the boy shared with the people upon his return to human form. The 

deepest interpretation of this story illustrates the intimate connection of people and place. The 

story acknowledges that the Salmon People have their own social structures that the boy 
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discovers when he lives with them for a year. The story also emphasizes the complexity of this 

Salmon society as it took the boy an entire year to learn the important lessons that the Salmon 

wished to teach him. Finally, the salmon boy story demonstrates the spiritual link between 

people and animals through the transformation of the boy into a salmon. The line separating 

people from salmon is permeable; the boy simply had to slip under the blanket of the ocean to 

enter the world of the Salmon. Play and productive pursuits in Nature, as well as stories such as 

“salmon boy,” help to move children to understand and embody haa aaní, honoring and utilizing 

the riches of the Land, and haa shuká, the bonds to our ancestors and accountability to our 

descendants extending out many generations into the future.

2.5 Significance

The loss of place connection/place attachment and the concomitant erosion of cultural 

identity is one of the most profound impacts of colonization in Alaska. Schools can, and must, 

play a role in restoring this connection to place and nurturing healthy cultural identity 

development in young Indigenous children. This study makes a valuable contribution to the 

literature by unraveling and describing the complex web linking place to local ecological 

knowledge, core cultural values, and cultural identity development. Understanding the context 

and process in which cultural identity develops will inform educators, parents, and others 

concerned about the well-being of Indigenous children, and support them to nurture children's 

CID.

2.6 Conclusion

This chapter examined general cultural identity development and Indigenous cultural 

identity development theories, including the aspects of overall well-being associated with 

positive feelings about Indigeneity and the dysfunctional outcomes associated with negative 
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feelings about Indigeneity. Deculturation and enculturation factors associated with Indigenous 

peoples were discussed, highlighting the Land-based enculturation factors which are the focus of 

this research.

Much of the cultural identity development research centers on middle childhood and 

adolescence because cognitive development and identity exploration increases significantly at 

these life stages. However, because cultural identity development begins at birth, with significant 

development occurring during early childhood, and because entering kindergarten may be the 

first significant exposure to lifeways and worldviews different than their own for Indigenous 

children, there is a need to explore and describe the phenomenon of cultural identity 

development during early childhood. The gap in the literature and the aim of this study is to 

explore how young Alaska Native children demonstrate a secure, positive cultural identity and 

how peers, community organizations, teachers, and parents nurture cultural identity 

development.

The next chapter discusses the methodology including a discussion of the rationale for 

the qualitative case study approach to the study design; the setting, Metlakatla, and participants, 

the kindergarten students and families; the data collection procedures including videos collected 

by the participants, draw-and-tell activities, and surveys; ethical considerations given that the 

study participants are young children as well as the Indigenous research stance of the author; the 

internal and external validity procedures including a discussion of the pilot testing of the survey 

instrument as well as how triangulation of the data was accomplished.
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Chapter Three: Methodology

It is critically important to untangle the complex process of cultural identity development 

for Indigenous Alaskans considering the role cultural identity plays in well-being and positive 

life outcomes. The purpose of this study is to describe the process of cultural identity 

development in young Indigenous Alaskan children. Utilizing a case study design as described 

by Yin (2018) and Creswell and Poth (2018), this study provides a rich description of the case 

comprised of the children in the kindergarten class in Metlakatla, Alaska bounded in time by a 

schoolwide celebration of Alaska Seas and Watersheds, a springtime event when the children 

spend every weekday on extended field trips at various outdoor locations around the island 

selected for its environmental and/or cultural significance. The research questions are: (1) How 

does a secure cultural identity manifest in young Indigenous children as they engage in activities 

upon the Land? (2) How do community organizations support cultural identity development in 

young Indigenous children? (3) What role do peers play in nurturing cultural identity 

development (CID)? (4) How do teachers and families nurture CID?

This chapter includes a rationale for the qualitative case study approach to the study 

design, as well as sections on sample selection, data collection, a discussion of the reliability and 

validity of the study, ethical considerations, and finally, a section on my positionality.

3.1 Study Design

The research design of this study was determined by the Indigenous cosmology shared by 

the participants and myself, namely, that all living things and non-living components of the 

natural environment are imbued with spirit connected by a complex web of interdependent 

relationships. The boundaries between the spiritual domain and the worldly domain are 

permeable allowing movement between domains. Continued existence—sustainability—is only 
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possible when balance is maintained in the system through respectful behaviors on the part of 

humans as they interact with other living things and the non-living environment. With this 

Indigenous cosmology at the foundation, the research paradigm emerged.

3.1.1 Research Paradigm

Qualitative research, as defined by Van Maanen is “an umbrella term covering an array 

of interpretive techniques which seek to describe, decode, translate, and otherwise come to terms 

with the meaning, not the frequency, of certain more or less naturally occurring phenomena in 

the social world” (1979, p. 520). Cultural identity development in young Indigenous children is 

the phenomenon under study in this project. While some researchers have attempted to objectify 

cultural identity development by measuring CID (Newman, 2005; Umana-Taylor et al., 2004; 

Winderowd et al., 2008), many other researchers (Ball, 2012; Gutierrez-Carmona et al., 2021; 

House et al., 2006; Lunda & Green, 2020) agree that the process of cultural identity development 

is nuanced and complex and thus best studied qualitatively. This study does not rest upon a 

positivist epistemology as the intent is not to test a theory, set up an experiment, or take objective 

measurements. Rather, this study emanates from a constructivist epistemological perspective by 

utilizing videos, drawings, observations, surveys, and interviews to understand the lived 

experiences, from the point of view of the young Indigenous study participants as they come to 

see themselves as cultural beings. An inductive process was used to analyze the data; video 

snippets, interview transcriptions, and other bits of data were layered over a cultural identity 

development framework (Berry, 1999; Tajfel & Turner, 1979) to derive themes and to build on 

CID theory. A flexible approach to the analysis was necessary as the initial coding and themes 

were categorized and new themes emerged.
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Recognizing the researcher as the primary instrument of data collection and analysis 

(Denzin & Lincoln, 2008), and aligning with an Indigenous approach to research (Wilson, 2008), 

I fully acknowledge my positionality as a Tlingít person and the core cultural values that shape 

and guide the way I see the world. This Indigenous lens influences the perspective from which I 

view the participants and the data, as well as the analysis of the data. Deriving from a 

decolonizing methodology (Kirkness & Barnhardt,1991; Smith, 2012), which seeks to surface 

the colonizing forces that have shaped the lived experiences of Indigenous children in Alaska as 

well as their relationship with Land, I assume a stance focused on reciprocity and the restoration 

of balance. My role as a researcher in this study was that of a participant observer; I worked 

alongside the teacher during the field study. In addition to acting as additional chaperone during 

the field trips, I read stories, acted out a puppet play, led discussions, and worked one-on-one 

with students during the draw-and-tell activities. Thus, my voice is that of a “passionate 

participant” rather than a “disinterested scientist” (Denzin & Lincoln, 2000).

One significant driver of this research is a view of children as more than adults-to-be, but 

fully functioning human beings with thoughts, feelings, and skills that provide the framework 

upon which all future learning must be built. Thus, the research methods employed center the 

child, highlighting the child's voice by allowing the child to guide my gaze through what the 

child chooses to video record, what the child chooses to draw, and what the child chooses to talk 

about (Dockett et al., 2011; Einarsdottir, 2005; Green, 2017b).

Modeled on the appreciative inquiry form of applied research (Cooperrider & Whitney, 

2005), in which the focus of the research is on positive and effective aspects of an organization 

to drive creative innovations, this study seeks to uncover positive and effective factors related to 

cultural identity development. Thus, the focus of this study is not on the problem of stunted or 
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arrested cultural identity development; rather, the focus is a rich and detailed description of 

factors that nurture and support cultural identity development among young Indigenous children.

3.1.2 Why Case Study?

Yin (2018) defines case study as an empirical method that investigates a contemporary 

phenomenon (the case) through direct observation of the events being studied and interviews of 

those involved in the events. Merriam and Tisdell (2016) add that the product of a case study is 

an in-depth description and analysis of a bounded system. Thus, a case study can be viewed as 

both a method, the investigation of a case, as well as a product, a description of that case. Stake 

contends that case study research is well-suited to projects aimed at “understanding one thing 

well” (2010, p. 27). That “one thing,” the bounded system comprising the case, is what 

delineates a case study from other types of qualitative research. In this study the case is the 

Richard Johnson Elementary School kindergarten class in Metlakatla, Alaska, during a one-week 

period. Accordingly, the case is clearly bounded in place, time, and limited only to those children 

in the kindergarten class. The product of this study is a richly detailed description of the case, the 

Richard Johnson Elementary School kindergarten class during the spring Alaska Seas and 

Watersheds event and viewed through a lens focused on the children's growing sense of identity 

as members of an Indigenous group. It is not the intent of this research to suggest this is how all 

children develop cultural identity, rather, it is intended that the description of the case, the 

methodology, and the emergent themes be as detailed as possible, so readers may assess whether 

their situation is similar and thus whether findings would be similar in their situation (Merriam & 

Tisdell, 2016).
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3.2 Sample Selection

This section specifies the rationale for selecting the Richard Johnson Elementary School 

kindergarten class during Alaska Seas and Watersheds Week for the study.

3.2.1 Why Metlakatla?

Metlakatla was purposefully selected as the site for this study following several trips to 

the community in the year prior to the field study based upon several criteria. In a study 

investigating the cultural identity development of young Indigenous children I sought a site with 

(1) accessibility from Juneau; (2) Indigenous majority student population; (3) Indigenous and/or 

culturally responsive kindergarten teachers and support staff; (4) at least one single-grade 

kindergarten classroom; and (5) community/school interest in the topic.

I supervised two student teachers in Metlakatla in the year prior to my study so I knew 

from experience I could easily travel to the community in one day by flying to Ketchikan and 

taking a small interisland ferry to Annette Island. Metlakatla clearly met criteria #1; it was easily 

accessible from Juneau.

Metlakatla is a community of about 1,500 people, with 81% reporting to be American 

Indian/Alaska Native (https://suburbanstats.org/population/alaska/how-many-people-live-in- 

metlakatla). Metlakatla is the only village on Annette Island in southern Southeast Alaska; it is 

located 20 miles south of Ketchikan, the tenth largest community in Alaska. Annette Island 

enjoys a cool, wet maritime climate and supports vast hemlock, spruce, and cedar forests on the 

largely roadless island. The riches of the ocean abound on and around Annette Island. There are 

commercial fisheries for salmon, halibut, and sea cucumbers, while the Land itself is rich in 

edible and medicinal plants, including many types of berries.
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Metlakatla is primarily a Tsimshian community, although there are Haida, Tlingit, other 

Indigenous, and non-Indigenous residents as well. Metlakatla has a unique history in that it was 

founded in the 1890s when a group of approximately 800 Tsimshian people fled religious and 

cultural persecution in Canada. Along with their Anglican priest, William Duncan, the group 

settled on Annette Island in what would later become Southeast Alaska. While Annette Island 

was used by Tlingit, Haida, and Tsimshian people prior to the settlement, there were no 

permanent communities on the island. Founded on strong Christian principles, Metlakatla 

became the first and only permanent community on Annette Island. This Christian foundation is 

still evident in Metlakatla; there are no fewer than seven churches serving the community and no 

bars or liquor stores, although alcohol can be brought into the community. While Father Duncan 

and the original settlers of Metlakatla desired religious freedom, they also sought to preserve the 

Tsimshian language and some cultural practices. Notably, shamanism and potlatches were 

banned from Metlakatla at the time of the founding (Beynon, 1941). Figure 4 shows where 

Metlakatla is in relation to the rest of Alaska.

As the only reservation in Alaska, Metlakatla enjoys sovereignty over the riches of the 

land and sea; the Metlakatla Indian Community (MIC) is exempt from the fishing and hunting 

regulations imposed on residents of other Alaskan communities allowing MIC to set their own 

seasons and bag limits. Additionally, MIC prohibits land ownership by non-Indigenous people 

so, while non-Indigenous people may live in Metlakatla, they may not purchase or own houses or 

land; this provides a level of insulation from Western influence 

(http://www.metlakatla.com/index.html). Because Metlakatla is governed by a tribal 

organization, it maintains a strong Tsimshian identity. The mission of the Metlakatla Indian 

Community (MIC) is:
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Figure 4

Map of Southeast Alaska

Note. The traditional homeland of the Tsimshian Nation is primarily in Canada. Annette Island, where Metlakatla is located is the only Tsimshian 

tribal territory in Alaska. Map from Johnson et al. (2021). Creative Commons license.

…to improve the lives of our members, and preserve our heritage and culture, through 

effective self-governance, a commitment to self-sufficiency, and the exercise and 

strengthening of our tribal sovereignty; we encourage progress while honoring our 

ancestors, and protecting our land and water for future generations; we promote 

sustainability by utilizing and respecting our natural resources, developing economic and 

social opportunities for our members, and implementing efficient and effective systems 
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of governance to enhance our members' safety, health, and welfare. The Council and 

tribal executives are dedicated to governing the affairs of the Annette Islands Reserve 

acting under the authority of our Constitution, ordinances, and policies to fulfill this 

mission. (http://www.metlakatla.com/)

While there are many villages in Alaska with nearly all residents reporting to be 

Indigenous, most of them are very small, with less than 500 residents (http://www.city- 

data.com/city/Alaska3.html). Metlakatla, at 1,500 residents, is a relatively large community with 

a high percentage of Indigenous residents. All these factors taken together make Metlakatla an 

ideal site for the study of cultural identity development in young Indigenous Alaskans.

Annette Island School District (AISD) is a single-site district comprised of three schools, 

Richard Johnson Elementary, Charles Leask Middle School, and Metlakatla High School. Due to 

its status as a reservation Metlakatla receives additional funding for its schools; this allows AISD 

to offer culture and Tsimshian language studies for all students. The AISD mission statement, 

beliefs, and strategies all include a focus on culture (https://www.aisdk12.org/).

AISD MISSION STATEMENT:

Sagayt k'üülm goot (All of One Heart). Pulling together to foster compassionate, 

resilient, culturally empowered, and mindful citizens while promoting high academic 

expectations to ensure success within a changing world.

FOUNDATIONAL BELIEF #4:

We believe in instilling pride through a positive cultural identity.

AISD STRATEGY #1:
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We will use resources within the school district and within the community to further 

integrate Tsimshian culture to perpetuate the learning of Sm'algyax (Tsimshian 

language.)

As assistant professor of education at University of Alaska Southeast, I have had the 

opportunity to visit communities across Alaska to supervise secondary education students in their 

teaching field placements. From Chignik Bay to Utqiaġvik, from Anchorage to Aniak, and from 

Sitka to Metlakatla, I have visited schools and observed in countless classrooms, always on the 

lookout for promising practices supportive of all students and particularly Indigenous students. 

When I first traveled to Metlakatla in the fall of 2018 I was struck by the climate and feeling tone 

of inclusivity. The school hallway walls were alive with student-created Tsimshian art worthy of 

a museum or a high-end art gallery. Alaska Native Arts is a popular high school elective taught 

by a master Tsimshian artist and teacher. Many of the teachers and staff appeared to be 

Indigenous and I overheard the local Indigenous language being used in classrooms as I walked 

through the hallways. I began to suspect that this might be the right place for a study of how 

children come to develop strong positive concepts of self-identity as Indigenous people. I visited 

the principal and the superintendent to see if they would be supportive of hosting a research 

project in the district. They responded positively, and the superintendent suggested I visit the 

classroom of Ms. M, a long-time primary teacher currently teaching the single kindergarten class 

at Richard Johnson Elementary School. Ms. M welcomed me into her classroom and 

immediately invited me to accompany the class on a spur-of-the-moment walking field trip to a 

nearby trail.
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Metlakatla clearly met the five criteria for my study site. During one of my early trips to 

Metlakatla I witnessed evidence of a child clearly grappling with her cultural identity; the 

following excerpt from my field notes led me to ultimately select Metlakatla as my study site:

I join Ms. M, her classroom assistant, Mattie, and 15 curious children as we leave the 

side-entrance of the school and file out onto the sidewalk. Some children join hands with 

walking partners, and we meander at a leisurely pace away from the center of town. 

While still on the road walking from the school to the trailhead, students spot a tall bush 

full of smooth, red orbs. Ms. M pauses the group and asks if students know what the 

bright red, quarter-sized berries are.

“Rosehips!” the children chime.

“I want one!” says Baxter.

“We're not going to pick them today.” says Ms. M. “We want to get to the trail.” 

Our group troops on, eventually veering off the road to enter a wild-looking place.

Ashley, a precocious kindergartner, scurries down the path through the towering cedar 

trees. She pauses and plucks a purple berry from a shrub and shows it to me. “Me and my 

Gram pick these” she states.

“What do you call them?” I ask. She shrugs her shoulders and skips ahead 

popping the juicy purple berry into her mouth. With my heart in my throat, I ask Ms. M if 

the berries are edible. She says yes and tells me they are called laughing berries or salal 

and she tells me the Sm'algyax name for them, dzawas (Sm'algyax is a dialect of the 

Tsimshian language spoken in British Columbia, Canada, and southern Southeast 

Alaska).
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Ms. M explains how she brought her class to this very trail to harvest laughing 

berries earlier in the fall when the berries were in their prime. Now only the late berries 

are left, survivors of the recent frost. I find another cluster of laughing berries and 

tentatively put one in my mouth. A burst of jammy freshness fills my mouth. Ms. M 

describes how she and her students pick berries every fall and take them back to the 

school where they make jam for the students to present to their families as gifts.

Students dart off the trail and fearlessly make their way under the thick brush to 

seek out the laughing berries spared by the ravens and other berry harvesters. 

Additionally, they find a few scraggly red huckleberries that won't make it through the 

next frost. The students become momentarily preoccupied with the picking and eating of 

luscious berries and must be coaxed on to continue down the trail.

We emerge from the forest canopy and enter a meadow. Ashley picks a sprig of 

low-growing plant, “tea” she explains. Ms. M again pauses the group and reminds them of 

the name of the fragrant plant: Hudson Bay Tea; again, she tells us the Sm'algyax name, 

k'wila'maxs, presumably for the benefit of her out-of-town guest as well as to reinforce the 

Sm'algyax language with her students. Ashley lets her friend, Rachael, smell the tea. 

Afterward, she carefully puts the sprig into her pocket so “me and Mom can make tea after 

school.” Rachael tells her she will need to pick more. “I know,” says Ashley, but she 

doesn't pick more. Instead, she pulls the sprig repeatedly from her pocket to smell 

throughout the long hike through the woods.

Ashley skips ahead grabbing the hand of another guest. Matter-of-factly, Ashley 

informs her new friend: “I can smell underwater. I can smell in the water. I can smell fish 
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in the water cuz I'm a killer whale.” Ashley repeats this as the group passes a pond and 

again when we pass a small stream.

These students exhibit spatial autonomy as they freely explore the familiar trail 

near their school. They dart to the edge of the pond, navigate over fallen logs, and crawl 

under and through the tall salal bushes, reaching up to pick the berries from the ground

up perspective to find the berries left by the hungry birds. They are approaching 

environmental competence (Green et al., 2016) as they harvest laughing berries and 

Hudson Bay Tea to preserve and share with their families. I wonder how these excursions 

into the woods contribute to the students' sense of self - to their identities as strong, 

capable Tsimshian youngsters.

Only five or six years old, these children are familiar with many wild edible 

plants and berries. I know they have all shared the experience of picking berries together 

with their culturally competent teacher and I wonder if they have also participated in 

previous harvesting excursions with their families?

Ashley and Rachael know that it takes more than one sprig of Hudson Bay Tea to 

make enough tea for a mom and a daughter to share. The students know they can pick 

and eat laughing berries and huckleberries, but they pause to ask Ms. M if they can eat 

another, similar red berry. After scrutinizing the berry clutched in the small hand, Ms. M 

says: “No, some red berries are poisonous.” The students noticed the slight differences in 

the berries, the leaves, the height of the bush, perhaps the smell of the berry 一 and they 

knew enough to ask their teacher if the berries were safe to eat.

Ashley knows she is a killer whale, one of the major clans in her village. Does she 

think of herself as a literal killer whale? This is indicated by her announcement that she 
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can “smell fish underwater.” This statement also indicates that she has considerable 

knowledge about killer whales 一 their habits, habitat, and food source. Or does Ashley 

sense the permeability between the human world and the world of nature? Does she view 

the world through the Tsimshian lens wherein humans are part of nature, not separate 

from it? I wonder if traditional transformation stories have helped Ashley develop her 

identity as a killer whale?

When we emerge from the forest trail and start back to the school Ashley hands 

me the sprig of Hudson Bay Tea. She knows she doesn't have enough tea to brew a pot 

with her mother; she could have just dropped the sprig on the ground. Instead, not 

wanting to waste it, or so I could continue smelling the fresh scent, or just to share the 

harvest with a guest, she gives it to me before we part ways. Is she beginning to 

internalize the Tsimshian value of respect for the land and resources? How does the 

complex web of experiences contribute to a child's environmental and cultural identity 

development?

My wonderings, denoted by italics in my field notes, show the progression of my thinking about 

Ashley's cultural identity development. A child as young as five years old is already identifying 

herself by her clan membership; the next section will expand on the selection of this age group 

for my study.

3.2.2 Why Kindergarten?

Much of the research on identity development focuses on adolescence, that important 

time when children transition from childhood to adulthood (Chandler, 2013; Corenblum, 2014; 

Newman, 2005; Trout et al., 2018). However, the seminal work from which most modern 

identity development theories spring is Erikson (1968) wherein he theorizes that identity 
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development begins at birth and progresses through several predictable stages. Rather than a 

linear trajectory, identity develops in bursts when a child resolves a tension, she/he may have 

been grappling with for an extended time. Ames (2012) suggests that a child's transition to 

primary school is a “critical moment” in a child's development that may set the stage for the 

child's relationship with school. For Indigenous children the transition to school may be 

particularly challenging due to the mismatch between the expectations and perceptions of non

Indigenous educators and early experiences in the family and community (Ball, 2012). Thus, the 

kindergarten year was selected for this study to coincide with the transition to school when 

children may, for the first time, encounter “others” outside the family and may experience 

associated identity tensions.

3.2.3 Why Alaska Seas and Watersheds Week?

The process of cultural identity development for Indigenous people is known to be 

influenced by many factors as shown in Figure 5. Participation in cultural activities such as 

traditional dancing/singing, attending ceremonies, and speaking their Indigenous language are 

positively correlated with enculturation, a measure of the degree to which one identifies with 

one's own cultural heritage (Kulis et al., 2013; Winderowd et al., 2008). Additionally, 

socializing with other Indigenous people and cooking and eating Indigenous foods (Berry, 1999; 

Rogoff et al., 2014) and living by core cultural values (Lunda & Green, 2020) are factors known 

to support cultural identity development.

Recognizing that a full treatment of all the factors impacting cultural development is 

beyond the scope of a single study, I bracketed off all except the land-based enculturation factors 

related to subsistence, experiences in Nature, and related cultural values such as respect for the 

Land. I was initially intrigued by the extensive body of research addressing the interface
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Figure 5

Factors Impacting Cultural Identity and Well-Being for Indigenous People

Note. Cultural identity development is an extremely complex process for all children as they grapple with what it means to be a member of a 

group, as they encounter others both within and outside of their group, and as they have experiences that positively or negatively impact their 

feelings about being a member of that group. Figure 5 is based on a synthesis of research of Berry (1999), Kulis et al. (2013), Lunda & Green 

(2020), Markstrom (2011), Rogoff et al (2014), and Winderowd et al. (2008).

between Land and identity for indigenous people (Campbell & Speldewinde, 2020; Kana'iaupuni

& Malone, 2006; Karavida et al., 2020; Maunakea, 2021). During preliminary conversations 
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with the school principal, I learned that the entire elementary school participated in a week-long 

series of field trips during the lowest tide cycle in May of each year. Teachers loosely followed 

the Alaska Seas and Watersheds environmental education curriculum developed in partnership 

with the University of Alaska Sea Grant office (http://aswc.seagrant.uaf.edu/). Furthermore, in 

discussions with the cultural specialist and classroom teacher, I learned that there would be a 

cultural aspect to the field trips, for example, one of the trips would be focused on harvesting 

Devil's Club, a medicinal plant, to be dried and made into tea and/or salve as gifts for families. 

Both the teacher and cultural specialist had stated their interest in helping children learn how to 

harvest and share resources from the Land. During my initial visit to the classroom, the teacher 

stated that she takes her students to pick berries every fall to make jam to share with families, 

while in the spring she takes her students to pick Hudson Bay tea to share with families as a 

special gift for Mother's Day. In response to an interview question about the importance of 

subsistence, the cultural specialist stated “Subsistence is a huge part of our culture, our identity. 

Everything we have comes from our land. Being able to understand our surroundings is 

important in understanding who we are.” (May 9, 2019, interview with Ms. Nancy).

The glacier-carved fjords and islands of Southeast Alaska have hundreds of miles of 

coastline, an area of great richness and species diversity. The intertidal zone, the space between 

high and low tides, teems with life including seaweed, shellfish, and small fish. Indigenous 

people from this coast are intimately familiar with the edible banquet that is provided twice each 

day during low tide. The intertidal zone is perfect for foraging because when tide is out, some 

animals grow still and attach tightly to rocks (abalone, gumboots, limpets) to avoid predation and 

dehydration while others, such as crabs, octopus, or blennies, hide under rocks or seaweed and 
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are therefore easily harvested by young children—as opposed to hunting for an animal that is 

mobile such as a rabbit or a deer.

Many Indigenous clans own stories about the origin of the tides, including this Tsimshian 

version that is engraved on a plaque in Metlakatla:

In the days when animals and humans could talk to one another and the barrier 

between the human world and the non-human world was permeable, there lived a magical 

being with great powers to help humans. He was also a trickster, capable of great 

mischief. When he wore the blanket of feathers given to him by his father, he was 

transformed into the being we know as Raven.

One day Raven was walking along the shore wishing he could dive under the 

water to get the juicy abalone and cockles he knew were just beyond his reach. He 

happened upon an Old Woman holding the tide line with her hands; she would only let it 

out when she tired, and that was not very often.

Now Raven knew that the people were hungry, and they would appreciate being 

able to go down the beach to gather delicacies every day. Raven thought of a way to fool 

the Old Woman. As he strolled along the beach, he said in a loud voice “That was 

delicious! I have eaten my fill of clams!” Now the Old Woman knew that she had been 

holding tight to the tideline for many days, so Raven's statement caught her by surprise; 

she threw her hands up and let go of the tide line. Raven quickly threw sand in her face so 

she could not see to grab the tide line again. Raven went down the beach eating mussels, 

clams, abalone, octopus, and all manner of delicious seafood as he went further down the 

beach.
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When Raven was full, he returned to the Old Woman and asked her to let the tide 

line go every day, twice a day so that he and the people could harvest food from the 

beach regularly. In return, Raven promised to help her clear the sand from her eyes. An 

agreement was made and that is how the tides came to be.

The intertidal zone is an area of considerable foraging importance and considerable 

cultural significance. For this reason, a week of field study during a time when children would 

spend hours each day in this incredibly rich space, was deemed to be the ideal time to collect 

data on children's cultural identity development related to subsistence and other experiences in 

Nature.

3.3 Participants

All kindergartners in the single K-class at Richard Johnson Elementary School enrolled 

during the spring of 2019 were invited to participate in this study. Parental permission was 

provided for 18 of the 19 children in the class, while all except one child indicated they wanted 

to participate in the study. Thus, a total of 17 children were enrolled in the study. It is important 

to note that all 19 children participated in the field trips and classroom activities during the data 

collection week because the study took place during the regular school day, however, data for the 

three excluded children was not included in any of the analysis.

Children were asked if they agreed to have photos, audio recordings, video recordings, or 

art created by them shared with others (see Appendix C for a copy of the child assent form). As 

indicated in Table 1, nine of the 17 children (Ashley, Arthur, Baxter, Deborah, Dylan, Erin, 

Elsie, Edward, and Sally) gave full assent while the other eight children gave partial assent. 

Dante, Harlan, Henry, John, Rico, Ron, Sarah, and Tony did not consent to sharing their photos 

with others so no photos showing their faces are included in this document or in any presentation
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Table 1

Parental Permission and Child Assent

Note. The participant list indicating parental permission and child assent to share photos, voice recordings, videos, or artwork. “Y” indicates 

permission is granted, “N” indicates permission is denied, and “N?” indicates no response was recorded so counted as permission denied.

Child's
Pseudonym

Share My
Photo

Share My
Voice

Share Video 
of Me

Share My Art Parental
Perm

Ashley Y Y Y Y Y
Arthur Y Y Y Y Y
Baxter Y Y Y Y Y
Dylan Y Y Y Y Y
Deborah Y Y Y Y Y
Erin Y Y Y Y Y
Elsie Y Y Y Y Y
Edward Y Y Y Y Y
Sally Y Y Y Y Y
Dante N Y Y Y Y
Harlan N Y Y N Y
Henry Y Y Y N Y
John Y Y N? Y Y
Rico N? N? Y N? Y
Ron N Y Y Y Y
Sarah N Y N Y Y
Tony N Y Y Y Y

or publications resulting from this study. Rico did not consent to share voice recordings, while 

John and Sarah declined assent to sharing videos, therefore none of their voice recordings or 

videos, respectively, will be included in any presentations. Harlan, Henry, and Rico did not 

consent to sharing their art with others, so no copies of their art will be included in this or any 

other subsequent documents resulting from this study.

3.3.1 Selected Participant Portraits

Based on field notes, repeated viewings of videos, and the family survey, this section 

contains brief portraits of some of the participants.
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3.3.1.1 Ashley.

Ashley is Tsimshian and a member of the killer whale clan; her family claims the blue

billed duck as their crest. She lives with her parents, both of whom are Tsimshian, along with her 

two little brothers, ages two years and seven months, respectively. The close-knit family is happy 

in Metlakatla; Ashley's mother strongly agreed with the statement “I feel Metlakatla is a part of 

me” on the family survey. On Ashley's frequent walks around Metlakatla, she is often 

accompanied by her mother and brothers, and her father when his work schedule allows. Indeed, 

Ashley's entire family accompanied the class on three of the field trips during the data collection 

week and her family volunteered for a subsistence expedition. Additionally, her family checked 

out a camera in the late winter following the site visit to record another subsistence expedition 

when Ashley and her mother went looking for octopus and gumboots and picked seaweed, some 

of their favorite foraging activities. They also enjoy picking berries as a family. Ashley's family 

values time spent outdoors recognizing the spiritual aspect of outdoor recreation and valuing it 

for their well-being.

Ashley's mother is very involved in learning more about her Tsimshian heritage; she 

takes language classes offered by the Metlakatla Indian Community and she has taken classes on 

food harvest and preparation, also offered through MIC. Ashley's mother is diligent about 

ensuring that her children learn about their Tsimshian heritage; two of the values she strongly 

agreed with on the survey were sharing their subsistence harvest with others, and teaching her 

children how to respect and care for subsistence resources. Ashley's mother seeks out additional 

opportunities for her children to learn about their Tsimshian heritage; Ashley participates in a 

dance group outside of school as well as culture camps offered by the school district and the 

museum. Indeed, Ashley's mother stated that Ashley has more cultural knowledge about some 
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things than she does. In fact, during a subsistence expedition she told me that Ashley could tell 

the difference between red cedar and yellow cedar and asked Ashley to explain the difference to 

me; she was able to do so without hesitation.

Ashley is a precocious child; she is talkative and confident both in the classroom and in 

Nature. She is a natural leader, often rallying other children to come look at something she 

spotted or telling them how to navigate a tricky section of trail.

3.3.1.2 Baxter.

Baxter is one of the tallest children in his class; he is athletic, often leading the way on 

trails through the forest or navigating through slippery seaweed on the beach. He instigates 

games with his friends, often gravitating to Harlan, but friendly and outgoing with most of his 

classmates. Baxter lives with his grandparents and seven-year-old brother. His mother is multi

ethnic, indicating Tsimshian, Haida, Tlingít and Caucasian ethnicities on the family survey. 

Baxter's father is Caucasian although Baxter is Tsimshian of the Raven clan due to the 

matriarchal lineage practices among his people. Baxter's grandmother indicated he knows the 

name of his clan, speaks/understands at least five Tsimshian words, attends cultural ceremonies, 

and knows some of traditional Tsimshian stories. He does not participate in a dance group.

Baxter's family is extremely happy living in Metlakatla, as indicated by a 10 on a scale of 

1 to 10, and stating they have no desire to live anywhere else. The family spends considerable 

time outdoors hiking, swimming, and camping. Their favorite subsistence activity is picking 

berries and their most important subsistence activity is catching and processing salmon. The 

family frequently spends time at fish camp where they spend more than one night away from 

home to catch and preserve fish. Baxter's grandmother strongly agrees that the family values 

outdoor recreation and that subsistence is important to their well-being. She further indicates that 
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knowing about subsistence harvesting is extremely important to their cultural survival and that it 

is extremely important that the children learn the cultural values associated with subsistence.

3.3.1.3 Elsie.

Elsie is a charming child who seeks adult attention in a positive way, such as asking to 

hold hands or asking adults to accompany her; this is not surprising as she is an only child so is 

comfortable with adult interaction. She lives with her mother and father, both of whom work for 

the Metlakatla Indian Community. Additionally, her father has a commercial fishing boat and 

Elsie frequently accompanies him on fishing trips. She is active and verbal although she is less 

bold than some of her classmates. She gravitates toward some of the girls in her class, asking 

them to pick up sea creatures when she wants to look at them but rarely volunteering to pick 

them up on her own. For example, when another child turned over a rock at the beach and saw 

tiny crabs scurrying about, Elsie asked her friend to pick one up and put it in her bucket. She 

knows crabs can pinch as she has gone to haul king crab pots with her family. Her mother 

admitted Elsie was intimidated and even frightened by the king crabs that can be over four feet 

from claw tip to claw tip, although she was also excited to see these large crabs. Elsie is curious 

and industrious. She enjoyed collecting spruce tips and scraping Devil's Club stalks during the 

class field trips, even making a game with her friends about who could get more.

Elsie is Tsimshian, Tlingít, Aleut, and Native Hawaiian, as is her mother; her father is 

Tsimshian, Tlingít, and Caucasian. Elsie's tribal affiliation is Tsimshian, and she is of the brown 

bear clan. Although Elsie does not participate in a traditional dance group or attend cultural 

ceremonies, her mother indicated that Elsie knows her tribe and clan, speaks/understands at least 

five Tsimshian words, and knows some traditional stories.
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Elsie's family enjoys going to the beach and they frequently go out on the family fishing 

boat to catch salmon and crab. They frequently pick berries and harvest clams, abalone, cockles, 

and octopus and sometimes pick seaweed. Elsie's mother places a high value on outdoor 

activities for well-being and as a major source of food and income for the family. The family 

embraces the cultural value of sharing the harvest with others and strongly agrees with the 

statement that knowing about subsistence harvest is important to cultural survival. Elsie is 

accompanied mostly by her dad during outdoor activities although her grandparents or other 

Elders frequently join them outdoors.

3.3.1.4 Sarah.

Ms. Nancy, Sarah's mother, is the cultural specialist for the elementary school, and she is 

the director for the Duncan Cottage Museum in Metlakatla. When I asked staff at the school who 

I should talk to about my research project, Ms. Nancy's name was the most frequently 

mentioned. One of the teachers told me that if there is a minus tide during daylight hours, “you 

will find Ms. Nancy out there with her children in tow” as they dig clams, harvest abalone, or 

otherwise forage. This is the environment in which Sarah has been raised and it shows in her 

confidence and competence in Nature; her experiences in Nature have contributed to her 

extensive ecological knowledge, as well as her cultural knowledge. Sarah spends considerable 

time outdoors and less than an hour per day on electronic devices, making her one of the lowest 

tech users in the class.

Sarah is Tsimshian of the Eagle clan. Sarah's grandparents live just outside of town and 

her great-grandmother lives just a few blocks from the school. The entire family frequently 

gathers for meals at “Grandma Ruby's,” Sarah's great-grandmother, as she is affectionately 

known throughout the town. Sarah knows her clan, participates in a traditional dance group, 
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attends cultural ceremonies, speaks/understands at least five Tsimshian words, and knows some 

traditional stories.

In terms of subsistence, Sarah's family frequently harvests most items listed on the 

survey including berries, beach asparagus, abalone, seaweed, and medicinal plants. Less often 

they fish from a boat or haul crab pots; the only items they never do is hunt or go to fish camp. 

The family's favorite subsistence activity is foraging at minus tides. Sarah's mother places a high 

value on being in Nature and she embraces the cultural values of sharing and respecting the 

environment and resources. She agrees that knowing about subsistence harvesting is important to 

cultural survival and she is committed to ensuring that her children know the traditional values 

associated with subsistence. One of the most important lessons she wants Sarah, and all her 

children, to know is that they are “not separate from Nature, or above it, but a part of it,” and that 

subsistence “is an important part of their education and identity as Ts'msyn people. Everything 

we have (songs, stories, clans, etc.) come from the land.”

3.3.2 Key Informants

Key informants are well-informed individuals with an insider's knowledge of the context 

and research topic (Creswell & Poth, 2018). These individuals may be interviewed early in a 

study to inform the research direction or to lead the researcher to other worthy interviewees. Two 

key informants provided rich contextual information about the school, community, and the 

participants in this study: the kindergarten teacher, Ms. M and the cultural specialist, Ms. Nancy, 

both of whom I interviewed several times over the course of the study. Additionally, I observed 

them as they interacted with the study participants on numerous occasions. Mr. W, the principal 

during the field study provided important background information on the district and school. 

This section introduces Ms. M, Ms. Nancy, and Mr. W.
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3.3.2.1 Kindergarten Teacher: Ms. M.

Ms. M is a master teacher; she has been teaching primary grades at Richard Johnson 

Elementary School in Metlakatla since 2003. She has taught pre-kindergarten, kindergarten, and 

first grade, as well as combination classes such as K-1 during some years as the classroom 

configuration shifts based on enrollment. Ms. M studied Montessori methods when the school 

adopted the teaching model a few years ago. Although the school has since moved away from 

the Montessori method, Ms. M reports she continues to use some of the materials and methods in 

her classes. During 2019, the year of this study, Ms. M was the kindergarten teacher and is 

currently employed as the pre-kindergarten teacher.

Ms. M is Tsimshian; she was born in Fairbanks when her parents were studying at the 

University of Alaska Fairbanks. Her mother was born in Metlakatla, and her father is from New 

York. Ms. M's family moved back to Metlakatla when she was 10 years old, and she has lived 

here for most of the ensuing years aside from when she went to college. Upon graduating from 

college, Ms. M and her husband moved to Metlakatla where she was employed as a teacher in 

the Annette Island School District. Ms. M and her husband have four children, three of whom 

graduated from Metlakatla High School and one who is a freshman. Ms. M has many extended 

family members living in Metlakatla including her parents and some siblings. She is related to 

some of the students in her class, for example, Ashley's dad is Ms. M's brother.

Ms. M studies the Sm'algyax language and participates in study groups with colleagues 

in Ketchikan via videoconferencing. She welcomes the cultural specialist into her class for 

culture and language lessons and works closely to reinforce those lessons. She routinely uses 

Sm'algyax words and phrases such as the phrase for “listen” and the phrase to call the students to 

line up. She leads the students in songs that have been translated into the Sm'algyax language 
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such as Head and Shoulders, Knees, and Toes. She is very knowledgeable about the local 

environment, subsistence resources, Tsimshian values and beliefs, and they are naturally 

integrated into her teaching. She develops much of her own place-based curriculum such as a 

recent unit on the local harvesting calendar; she included the families by asking them what and 

when they harvested during the year. She found that many families go out to harvest shrimp, 

halibut, salmon, deer, and many other resources. Her unit developed around this important 

connection to students' lives and to the local environment. The unit was to culminate in a shared 

feast in December, however, a COVID-19 outbreak in the community prevented the gathering. 

Instead, Ms. M brought in various food items to share with her students such as seaweed and 

laughing berry jam, and she has plans to bring in herring eggs within the coming month when the 

herring spawn.

Ms. M is the epitome of a culturally responsive teacher. She knows the positive impact of 

building relationships with families, building place-based and culture-based curriculum, and 

using teaching methods based on Tsimshian beliefs and values. The students and families are 

fortunate that Ms. M plans to continue her career at AISD for many years into the future.

3.3.2.2 Elementary School Cultural Specialist: Ms. Nancy.

Ms. Nancy was born in Metlakatla and has lived there most of her life except for a six- 

year period when she lived in Juneau to attend college and early in her life when her parents 

attended college. Her mother and father currently live just outside of Metlakatla near the fish 

hatchery, and her grandmother lives in a large house in town. Grandma Ruby, as she is known in 

Metlakatla, is a respected Elder and one of the primary culture bearers in the community. Ms. 

Nancy has two children living at home, a kindergarten-age daughter, Sarah (a study participant), 

and a three-year-old daughter.

80



It would be fair to say that Ms. Nancy has devoted her life to preserving the Tsimshian 

language and culture. After graduating from college, she felt drawn to return to Metlakatla where 

she joined forces with about five or six other young people who returned at the same time to 

work on revitalization of Tsimshian language and culture. She first worked as the director of the 

Duncan Cottage Museum and then was hired in various capacities at the Annette Island School 

District (AISD). Over the ensuing years she has worked as a school secretary, librarian, 

elementary cultural specialist, and social studies teacher—always lobbying to keep a focus on 

Tsimshian language and culture and assisting AISD to envision and enact a different sort of 

school system, one based on Tsimshian values and worldview.

A few years ago, Ms. Nancy began offering a Tsimshian culture camp during the summer 

months. Her position at the museum provided a small amount of money for the camp and Ms. 

Nancy volunteered her time to make it work. At the same time, the superintendent bought new 

materials and hired teachers to run an AISD summer school program but only a few students 

enrolled. The superintendent approached Ms. Nancy proposing a partnership between Duncan 

Cottage Museum and AISD; once the summer program was in Ms. Nancy's hands and focused 

on Tsimshian culture, it grew to 176 students two years ago. Ms. Nancy credits the culture camp 

success on the strong partnerships with the community and the place-based curriculum. For 

example, in a unit on salmon, a commercially and culturally important resource in Metlakatla, 

she included guest speakers from Fish and Wildlife to share the Western science aspects of 

salmon as well guests from the Metlakatla Indian Community to share the Indigenous aspects.

In her work at AISD, Ms. Nancy has provided Sm'algyax language and Tsimshian 

culture lessons to children, some years at the pre-kindergarten to grade five level and some years 

at grades six to twelve. In the year of this study, 2019, Ms. Nancy was the cultural specialist at 
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Richard Johnson Elementary School where she provided weekly Tsimshian language and culture 

lessons to all children in grades kindergarten to grade five. Through a grant that has since 

expired, she also created and implemented a Sm'algyax immersion preschool using many of her 

own materials or resources developed by the much larger Canadian Tsimshian Nation. She 

lobbied for and was granted access to an entire building which houses the preschool, a large 

kitchen where she teaches students how to process subsistence foods and materials, and another 

classroom that she uses to teach Tsimshian singing and dancing. Ms. Nancy has slowly been 

working with the school district to furnish her space with equipment such as a commercial 

dehydrator which she uses to dry Hudson Bay Tea and Devil's Club shavings. In addition to the 

dehydrator, the main classroom is equipped with a large sink, refrigerator, stove, washer, dryer, 

large counters for demonstrating, and tables and chairs for students to work on various cultural 

projects under Ms. Nancy's direction.

Ms. Nancy's space is filled with cultural materials; there are historical photos lining the 

walls, signs showing the Sm'algyax names for the months of the year, bundles of dried cedar 

bark that Ms. Nancy will use to teach cedar bark weaving, and all manner of art supplies. On the 

day I toured her space, Ms. Nancy had the octopus caught by Harlan's dad earlier that day in the 

refrigerator. Ms. Nancy's mother, Molly, stopped by with Sarah and Dante, her grandchildren, 

both of whom are study participants. Ms. Nancy had never cleaned an octopus, so Molly came 

by to demonstrate, and the children came to observe and learn. Ms. Nancy is truly a life-long 

learner when it comes to Tsimshian culture; she carefully observed her mother clean and skin the 

octopus and she will be ready to demonstrate the process the next time an octopus comes into her 

kitchen. We were all fascinated to watch the preparation of the octopus and to hear the 

conversations between the three generations as they discussed the importance of the subsistence 
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resources in their unique place in the world. Before she left Ms. Nancy and Molly invited the 

entire research team to Grandma Ruby's house for dinner the following night. We were excited 

to try all the foods including crab salad, salmon curry, and octopus stir-fry, and to continue to 

learn from Ms. Nancy, Molly, Grandma Ruby and from Sarah and her little sister—four 

generations of Tsimshian women under one roof to share a subsistence feast.

3.3.2.3 Elementary School Principal: Mr. W.

Mr. W started as a teacher and then became a principal during his 15 years working as an 

educator in Metlakatla. While not Indigenous himself, he married a local Tsimshian woman and 

together they raised their children in the community prior to moving on to become principal in a 

larger district in Alaska. During his time as Richard Johnson Elementary school principal, Mr. W 

worked with the community to create a school built on Tsimshian values and ways of being. He 

embraced the teaching of Sm'algyax, the language of the Tsimshian people; he created a class 

schedule allowing Ms. Nancy to teach language and culture lessons to all K-5 students on a 

weekly basis. He supported all elementary teachers to include a full week of place-based lessons 

during the fall “salmon week,” when students worked with the cultural specialist to learn 

Tsimshian beliefs, values, and skills related to salmon culminating in the preparation of smoked 

salmon for students to share with their families. Additionally, he supported all teachers in 

implementing the Alaska Seas and Watersheds curriculum each spring for a full week of field 

trips. Despite the pressures to “raise test scores,” Mr. W recognized the importance of teaching 

all children in a place-based, culturally revitalizing manner.3.4 Site Descriptions

This section provides the context of the study including descriptions of some of the key 

sites such as the kindergarten classroom, Sandbar Beach, Smuggler's Beach, Hemlock Island, 

and the Hudson Bay Tea meadow.
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3.4.1 Community of Metlakatla

Richard Johnson Elementary School is in a quiet residential area just a few blocks from 

the community's single grocery store, the fish processing plant, and the Duncan Museum. There 

are two boat harbors within walking distance of the school; there are many commercial fishing as 

well as recreational boats in the harbors. Near the harbor is a building housing the Metlakatla 

Indian Association Casino as well as a carving shed where world-renowned Tsimshian carvers 

practice their art carving large totems and canoes. There is an airplane float near the harbor 

where small airplanes equipped with pontoons can land on the water; a flight from Ketchikan 

takes less than fifteen minutes. The residential area near the school is laid out in conventional 

lots where many of the houses have picket fences and well-established shrubs such as lilacs and 

rhododendrons.

3.4.2 Annette Island School District

A covered breezeway connects Richard Johnson Elementary School with Charles Leask 

Middle School while the school district office building, the Metlakatla High School, the newly 

completed career/tech building housing the diving program, industrial arts shops, and Native arts 

programs, and the old career tech building which now houses the cultural arts program, are all 

within easy walking distance of the elementary school. The elementary school has a large, 

covered playground equipped with basketball hoops, an adjoining playground with slides and 

swings, as well as a large open field suitable for outdoor soccer or baseball.

3.4.3 Richard Johnson Elementary School

In addition to spacious, modern classrooms, Richard Johnson Elementary School houses 

a small gymnasium that doubles as the lunchroom as well as spacious, well-stocked library. The 

school has wide hallways displaying Indigenous artwork as well as bulletin boards resplendent 
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with student art and writing. The bulletin board near the school office indicates an emphasis on 

social-emotional learning as well as a focus on parental involvement. There is a large saltwater 

aquarium in the foyer outside the office that is stocked and maintained by students in the high 

school diving program. There is a music program, a physical education program, ten classrooms 

serving students in grades pre-K to 5, a special education program with dedicated spaces, and 

full-time staff including a principal, counselor, reading specialist, and cultural specialist. 

Although the classroom configuration varies year-to-year based on student enrollment, there was 

a single kindergarten class of 19 students during the study period.

3.4.4 Kindergarten Classroom

The kindergarten classroom is a large space with windows running the length on the 

outside wall and a door leading to a small, developmentally appropriate playground equipped 

with a rubberized ground cover, swings and climbing toys. There are two bathrooms near the 

back of the classroom separated by half-walls containing children's cubbies on the classroom 

side. There is a storage room on the back wall as well. The main door is located on the wall 

opposite the windows, which also contains children's coat hooks and cubbies; the teacher's desk 

is situated in the front corner of the classroom near the smartboard and teaching space. The 

classroom has tables and chairs arranged in the center of the classroom with workspace for 

students. Around the perimeter of the classroom separating the cubbies from the workspaces 

there are low shelves containing writing materials, math manipulatives and games, and art 

materials allowing children to choose activities for their “work time.” During the tenure of a 

previous principal the school had embraced the Montessori model of education and all the 

elementary teachers had received some Montessori training. While the school had moved on, 

some Montessori elements still exist in the kindergarten classroom such as the element of self
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directed “work.” The front of the classroom has a cozy place where students sit on the floor for 

lessons; nearby there is a calendar display, a classroom library stocked with colorful books, and a 

large smartboard which is in regular use for lessons by both the classroom teacher and the 

cultural specialist. This is a modern, well-equipped classroom with a highly capable, 

experienced, culturally responsive teacher.

3.4.5 Sandbar Beach

We visited Sandbar Beach on the first morning of our week at the field site. We arrived in 

the classroom early in the morning while the teacher was gathering first aid kits, Kleenex, class 

lists for all adults, and other items we might need for a half-day field trip with kindergartners. 

She welcomed us into the classroom, and we immediately got to work assisting with the 

organization of materials including extra boots, raincoats, and buckets for children to create their 

own temporary aquaria to observe the various sea creatures that might be found at this site. After 

all children were coaxed to gather in a line by the door, we were off walking single-file down the 

street from the school and along the shore. Sandbar beach is aptly named as a long, narrow sand 

bar projects straight out from the beach ending in a tidal island, a circle of land that is only an 

island during very high tides. Figure 6 shows the view from the beach out toward the tidal island.

3.4.6 Smuggler's Beach

We rode a school bus out to Smuggler's Beach shortly after the start of the school day so 

as not to miss the early morning low tide. As we turned off the main road on to the gravel road 

leading to Smuggler's Beach, we encountered a fallen tree blocking our path. The bus driver 

quickly solved the problem by cutting the branches from the tree allowing the bus full of excited 

children to get to the beach. Just a short walk from the parking lot we gathered at a picnic shelter
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Figure 6

Sandbar Beach as the Tide is Rising

Note. Sandbar beach as viewed at mid- tide. The rocky shore to the right of the sand bar was rich with sea life including small crabs and

nudibranchs. In the sandy flats to the left of the sand bar, the children found clams and cockles. The most diverse sea life was found on the far 

shore of the tidal island, there a parent volunteer caught an octopus which fascinated most of the children. Several children caught large moon 

snails and sea cucumbers which they observed in their temporary aquaria until it was time to put them back to head up the beach for lunch (photo 

courtesy A. Lunda).

where we left our lunches and backpacks and started off to see what we could find at low tide. 

Several parents and the elementary school literacy leader joined us for all or part of the day 

exploring at the beach. There was little in the way of explicit instruction or directions about what 

to look for. Instead, the children gathered their buckets and started walking down the beach. See 

Figure 7 for a view of Smuggler's Beach at low tide.
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The children found small shore crabs and small nudibranchs under rocks in the gravelly 

area of the beach and larger crabs of the genus Cancer at lower tide levels. Ashley's mother 

mentioned that they sometimes eat these crabs but the ones we saw were too small, less than five 

inches across the carapace. Nevertheless, the children were excited to find these larger crabs 

nestled under the seaweed fronds; the crabs rear up on their back legs with their pincers open as a 

way of protecting themselves from predators. Some of the children noted that you must pick 

them up from behind or else risk getting pinched. Some children found ravens eating a large crab 

that had not been successful at defending itself. Also, at lower tide levels children found large 

sea cucumbers of the species that is commercially harvested by divers in these same waters. 

Several children found moon snails that can be up to four inches across the base; when disturbed 

these snails open their operculum and the large, muscular foot extend out as the animal crawls 

away from danger; many students were fascinated to see this process in action. After the children 

had explored all the habitats from the gravelly higher tide areas, the seaweed and mud area at the 

mid-tidal range, and the rocky area at lower tide range, they enjoyed playing in the sand out on 

the tidal island before returning to the picnic shelter for lunch.

3.4.7 Hemlock Island

We rode in a school bus a few miles to reach this site; Hemlock Island is a large island 

covered in dense hemlock, alder, and Devil's Club. Hemlock Island is only accessible at low tide 

when it requires crossing a small tidal stream about six inches in depth. As the tide reached its 

lowest point in mid-morning, the children, with their teachers and family members, made their 

way through a now-shallow tidal creek that separated them from their destination, Hemlock 

Island, as shown in Figure 8. Children waded across the creek, some without assistance,
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Figure 7

Smuggler's Beach at Low Tide

Note. Smuggler's Beach at low tide. There is a long expanse of gravelly flats as seen in the foreground. The figures seen in the distance are

traversing a section of the beach dominated by seaweed and eelgrass; students found many sea cucumbers, large crabs, and various other sea

creatures hiding under the fronds of seaweed. An island with a few trees is visible in the distance; this tidal island is not accessible by foot at high 

tide (photo courtesy C. Green).

while others, more hesitant, required a piggyback ride from an adult to cross over. Once on the 

island, the children ran across the rocky beach to explore the dense hemlock and spruce stands 

just above the high-tide line. After some exploration, the children gathered in a sunny spot for a 

brief lesson on Devil's Club. Ms. Nancy, the cultural specialist, accompanied the class on this 

field trip specifically to teach the children about harvesting and preparing Devil's Club, a
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Figure 8

Hemlock Island at Low Tide

Note. The view from the parking lot where the bus dropped the children for their day at Hemlock Island. Grasses, 

dandelions, young alder, and other roadside plants appear in the foreground. The long tidal flat is visible mid-photo and 

Hemlock Island is visible to the far left (photo courtesy A. Lunda).

powerful and important medicinal plant common on Hemlock Island. Devil's Club (Echinopanax 

horridum, also known as Oplopanax horridum) is a plant common in the temperate rainforests of 

Southeast Alaska. Known as s'axt' to the Tlingit and wa'ums to the Tsimshian, it is widely 

regarded throughout the region as a plant with great medicinal and spiritual powers. Our study 

participants were harvesting Devil's Club to dry for tea to give to Elders. Additionally, the dried 

Devil's Club would be used to make an infusion to be used in preparing a wound salve to 

distribute to families and others in the community. In addition to teaching about Devil's Club, 

Ms. Nancy showed the children how to harvest salmonberry sprouts and deer heart.
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3.4.8 Hudson Bay Tea Meadow

Figure 9 shows an unnamed meadow within a 20-minute walk from the school. Just off 

the road and accessible by a dirt path, the meadow is known to Ms. M as a great spot to harvest 

Hudson Bay tea. The meadow is surrounded by large trees, cedars, spruce, and alders. In open 

sunny spots, the fragrant and medicinal Hudson Bay tea could be found in abundance. This low- 

growing plant is easily identified by the children and easy to pick; Ms. M brings her classes here 

to allow them to harvest this tea to dry and gift to their families in celebration of Mother's Day 

each May.

3.5 Data Collection

Data for this case study was collected through parent surveys, interviews with key 

informants, videos, video-prompted discussions, children's drawings, observations, and 

subsistence expeditions. Data was collected one week in May during the Richard Johnson 

Elementary School celebration of Alaska Seas and Watersheds. Plans to return during the 

summer salmon camp and again in the following fall were thwarted by the COVID-19 pandemic 

when all non-essential travel to Metlakatla was prohibited.

Prior to the week-long field study, I had visited Metlakatla four times with each visit 

lasting two days. During these visits I made connections with key informants and collected data 

to inform the design of the parent survey and the interview questions. On the 45-minute ferry 

ride to/from Metlakatla, I talked with passengers about the community and found out more about 

the types of resources harvested locally. For example, while I am familiar with the beach harvest 

of clams and gumboots in my home community, I learned that Metlakatla residents harvested 

octopus and abalone, as well as sea cucumbers; these items were added to the survey. Table 2 

shows the data collection schedule.
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Hudson Bay Tea Meadow Near the School

Figure 9

Note. The meadow where we picked Hudson Bay Tea. There is a cedar tree in the foreground and another on the left side and a shore pine on the 

right side. Ms. M is shown with a bag of tea as she stands amongst the tea growing in the meadow. The child in the foreground is walking to join 

Ms. M in the meadow (photo courtesy A. Lunda).

The following sections detail each technique including a description, the development 

process, the quantity of data resulted from each technique.

3.5.1 Family Survey

A family survey was developed and used in another Alaskan community in a study on 

environmental identity development (Green, 2017a). With Green's permission, I modified the 

original survey by expanding the demographic section to include information about ethnicity and 

tribal affiliation. I added questions about enculturation factors such as whether the child attends 

cultural ceremonies, and a section on the frequency and importance of subsistence activities.
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Schedule of Data Collection Activities

Table 2

When Activity Research
Question
Addressed

5/6, am Walking field trip to Sand Bar Beach. Children will rotate wearing the 
forehead cameras (approximately 10-15 minutes each).

1, 2, 3, 4

5/6, pm 1) Video-prompted discussion. 1, 3, 4
2) Children's drawings activity 1
3) Classroom observations (video recordings using iPads, and/or field 
notes)

1, 4

5/7, am Bus field trip to Smuggler's Beach. Children will rotate wearing the 
forehead cameras (approximately 10-15 minutes each).

1, 2, 3, 4

5/7, pm Video-prompted classroom discussion 1, 3, 4
Semi-structured interviews with administrators. 4

5/8, am & pm Bus field trip to Hemlock Island accompanied by the cultural specialist. 1, 2, 3, 4

5/8, Interview the cultural specialist. Tour the cultural arts building where 2, 4
Evening she conducts many of her lessons. 

Subsistence expedition (Sarah and family) 1, 2, 4

5/9, am Researchers read a cultural book to children (Frog Woman) and led a 
discussion.

1, 3, 4

Researchers performed a puppet play 4
Children's drawing activity 1
Walk to the nearby park for lunch and some free play; researchers 
observe (video recordings using iPads, and field notes)

1, 2, 3, 4

5/9, pm Walking field trip to a nearby meadow to pick Hudson Bay Tea 1, 2, 3, 4

5/9, evening Two family subsistence expeditions (Harlan and Ashley) 
Subsistence expedition (Sarah)

1, 2, 4

5/10, am Walking field trip to Front Beach. 1, 2, 3, 4
Book-making activity 1

Note. Data collection schedule showing the date, the activity, and the research question addressed by each activity.
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These modifications and additions were informed by my previous visits to Metlakatla and 

informal discussions with residents on the ferry, at local offices such as the Head Start office, 

and with teachers and other school staff. For example, I learned from the elementary school 

secretary that most of the children enrolled in the school were Tsimshian although many other 

Alaska Native tribes and other groups were represented, so I listed all those groups as choices in 

the ethnicity section. I learned from various people about the importance of abalone and octopus 

as subsistence resources, and about the importance of sea cucumbers as a commercial resource. 

From a high school teacher, I learned of the high school diving program where students become 

certified divers and can enter the commercial sea cucumber diving industry, capable of earning 

more than $10,000 during the short season. Thus, I added abalone, octopus, and sea cucumbers 

to the list of options in the subsistence section of the survey. The family survey is shown in 

Appendix D. I printed the survey and asked the kindergarten teacher to send it home with each 

child on the first data collection day. Because the survey is extensive, I offered a $10 certificate 

to the local grocery store as a thank-you for every parent completing the survey. A total of nine 

surveys were completed and returned.

3.5.2 Interviews

The kindergarten teacher, Ms. M, the cultural specialist, Ms. Nancy, the school principal, 

and superintendent were interviewed regarding school or district-level actions that may nurture 

students' CID. Table 3 shows the list of questions that were used to guide these semi-structured, 

informal interviews.

3.5.3 Video Data

The intensive data collection week was planned to coincide with Alaska Seas and 

Watersheds Week (ASWW), which occurs during the low tide cycle near the end of the school
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Table 3

Educator Semi-Structured Interview Questions

What is your name?

What is your role in the school?

How long have you lived in this community?

How long have you worked at this school/district?

Do you have any extended family members in this community?

Describe your ethnic or cultural connection to the community, if any.

Do you hunt, fish, or gather any food or other resources from the area? Describe.

How important is it to you that you can participate in subsistence activities?

How would you describe the ethnic make-up of your class/school/district (use appropriate term 

depending upon whether the interviewee is a teacher, principal, or superintendent)?

How would you describe the cultural make-up of your class/school/district?

Does the fact that your school/class/district is predominately Tlingít/Haida/Tsimshian influence any 

instructional decisions you make? Describe.

Does the fact that your school/class/district is predominately Tlingít/Haida/Tsimshian influence how you 

interact with parents and families? Describe.

How important is it to you that the curriculum in your school is place-based or culture based? Explain. 

Is there anything you would like to share with me concerning children's cultural identity development?

Note. This table lists questions used in semi-structured interviews with teachers and administrators.

year. During this week all students at Richard Johnson Elementary School participate in daily 

field trips to beach and riverine areas around the island. During ASWW, classes are sometimes 

accompanied by the cultural specialist who adds a Tsimshian facet to the full-day excursions on 

the land. On other days, the classroom teacher, aide, and many parent volunteers accompany the 

children as they participate in berry picking, beach harvesting, exploration and play in Nature.
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Parents, Elders, and community members often accompany the students as they engage in 

subsistence activities to model and teach students about cultural and traditional practices. During 

the field trips children were invited to wear small video cameras, equipped with forehead straps, 

to collect data from the child's perspective, “through the child's eyes” (Green, 2016).

The use of child-created videos as a primary data collection technique serves several 

purposes: it allows the child to exercise agency over what, when, and for how long he will record 

any given scene; and this technique allows the child to move about the environment independent 

of the researcher, as opposed to the researcher collecting the video by following the child about 

(Green, 2016). Further, child-created videos allow the researcher to collect data from several 

children simultaneously, depending upon the number of cameras available, thus multiplying the 

amount of data that can be collected in a relatively short amount of time in the field. Child- 

created videos allow the child's authentic voice to come through; self-talk is an important 

problem-solving technique for children at this 5-6-year-old age range (Bruner, 1977; Vygotsky, 

1980) so the videos allow the researcher a glimpse into the tensions the child might be navigating 

(Green, 2016). Finally, the use of video also preserves the behaviors of note allowing the 

researcher to view micro behaviors many times over to analyze the context and describe the 

behaviors in detail. Forehead cameras reduce “researcher-effect” when children might perform 

certain behaviors or say things for the benefit of the researcher (Green, 2016).

The research team, consisting of Carie, Dana, and myself, had a total of nine portable 

cameras equipped with child-sized forehead strap, and three iPads. Children were invited to wear 

the cameras; all children tried the cameras at least once and some wore them multiple times. 

When children tired of wearing the cameras, they found an adult to take it off and it was passed 

on to the next child who wanted a turn. The iPads were used during the field trips and 
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subsistence expeditions to collect video from different angles to supplement the child-collected 

videos. Additionally, the iPads were used extensively in the classroom to record lessons, 

discussions, transitions, the draw-and-tell activities, and children interacting in small groups.

In all, a total of 2,041 minutes of video were collected during the data collection week, 

and later organized, and coded. Video data proved to be very important in this study as it allowed 

careful analysis through repeated viewings.

3.5.4 Video-Prompted Discussions

Back in the classroom children were invited to review selected videos and their 

comments were recorded in field notes or on an iPad. We specifically selected videos that 

showed a behavior related to a cultural value or belief such as a video of a child returning a crab 

to the place where they had picked it up, thus demonstrating respect for living things. We simply 

showed the selected video and asked children what they noticed. The discussions were lively 

with children pointing out who was in the video and who was recording; most children seemed 

excited to see themselves and their friends on the screen. Discussions were recorded for later 

analysis.

3.5.5 Children's Drawings

Draw-and-tell is an effective early childhood research technique that honors and 

foregrounds the child's voice (Dockett, 2009; Green, 2016). Two sets of children's drawings 

were collected, one set on the first day of the study and one set on the last day of the study. In 

this study, each child was invited to “draw and tell” about some of their favorite outdoor 

activities. Each child was prompted to “Draw a picture of something you like to do in Nature.” 

The child was videoed while drawing so I could capture what the child told about her/his 
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drawing. If the child's “telling” did not include many details, I asked the child prompting 

questions as shown in Table 4.

Table 4

Draw-and-Tell Prompts

What are you going to draw? What will you be doing?

Who will you include in your drawing? Who do you (name of activity) with?

When do you (name of activity)?

How often do you do this?

Where does (name of activity) take place?

Why do you like to (name of activity)?

How do you feel when you (name of activity)?

Note. Questions asked of children during children's drawing activity.

While the child was drawing, I wrote field notes capturing the child's story about his/her 

drawing; this information was affixed to the back of each child's drawing. When the child 

finished drawing, I used sticky notes to label the drawing as dictated by the child. Finally, photos 

were taken of the front and back of each drawing, so the child could keep the original; if the 

child wrote his/her name on the paper it was obscured in the photo to preserve confidentiality.

3.5.6 Observations

Classroom observations were conducted to document teacher-child and child-child 

interactions supportive of positive cultural identity development. Classroom observations 

included morning meeting, calendar time, sing-along, small group instruction when the teacher 

worked with two or more students, and individual work time when students were engaged in 

projects of their choice, such as writing or playing math games, while the teacher monitored the 

groups. Some of these classroom observations were videoed while others were documented with 
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field notes. A rich source of observational data was also collected by video during the field trips. 

These semi-structured times allowed for frequent interactions between teachers and individual 

children or small groups of children.

3.5.7 Subsistence Expeditions

All families enrolled in the study were invited to participate in an optional family 

subsistence expedition. Families electing to participate in the subsistence expeditions were 

provided a $50 gift card to the local market as an honorarium. On the subsistence expedition, 

which occurred outside of school hours, the family selected a subsistence harvest area, such as a 

meadow to pick spruce tips or a beach to harvest seaweed. The child was invited to wear the 

camera to collect video of what s/he saw, heard, and experienced. I asked the family member(s) 

to describe the experience and the conversations were recorded with an iPad. Additionally, field 

notes were collected during, or shortly after, the subsistence expedition. This method has been 

successfully utilized to document the nuanced and authentic interactions between the child, her 

parent(s), other family members, and the Land (Lunda & Green, 2020). Additionally, these 

intergenerational interactions allowed me to observe a specific type of learning taking place, 

Learning by Observing and Pitching In (LOPI), that Rogoff et al. (2014) found to be particularly 

important in helping Indigenous children crystalize core cultural values. In their work with 

Mayan children in Guatemala, the authors developed the LOPI theory described as an approach 

to learning based on children observing and contributing to family or community subsistence 

enterprises. With little or no direct instruction, children learn through keen observation of adults 

and/or older children. In LOPI, children are treated as full members of the community and their 

voluntary contributions are welcomed and appreciated without pressure. This atmosphere of 
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expectation without pressure results in children being highly motivated to develop skills to 

become contributors.

3.6 Ethical Considerations

Because the study involves a protected class, children under the age of 18 years, extra 

precautions for the protection of human subjects were established. The research design was 

evaluated and approved by the University of Alaska Institutional Review Board prior to 

commencement of the project (Appendix A). All parents/caregivers were informed of the study 

and invited to participate by way of a note/permission slip sent home from school with the child; 

all those who returned a signed parental consent form were enrolled. The note/permission slip 

contained information about the purpose of the study, risks, potential benefits, compensation, and 

assurances of confidentiality (Appendix B). Child assent was sought from all children with 

positive parental consent (Appendix C). A trusted adult read the child assent form to each child 

individually ensuring that the child fully understood the voluntary nature of the study. Because 

most kindergartners are not yet readers, they were asked to circle a happy face to indicate assent 

or to circle a sad face if they do not give their assent to participate in any aspect of the study. 

Students were assured that all aspects of participation in the study were completely voluntary and 

nothing bad would happen if the student chose not to participate.

The study presents minimal risk to participants for exposure to physical or psychological 

harm. All data, including children's drawings, transcriptions of their descriptions/explanations of 

their drawings, video and audio-recordings collected by children in the field, field notes taken 

while observing children and their parents/caregivers partaking in subsistence activities, and 

interview notes and/or audio recordings collected while interviewing parents/caregivers 

describing their subsistence activities will be stored for the duration of the project in a password 
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protected computer and/or in a locked cabinet in my office. Pseudonyms were used when 

referring to all people to ensure confidentiality.

To ensure that all individuals were ethically and accurately portrayed in this study, 

participant portraits were sent to the parent or guardian who completed the family survey to 

allow the child and parent to check for accuracy and to suggest edits. Similarly, key informants 

were provided drafts of their portraits.

3.7 Trustworthiness

Trustworthiness in quantitative studies has to do with validity, both internal and external, 

and reliability. From the positivist epistemology associated with quantitative inquiries, the aim of 

research is to discover the truth and to generate generalizable results. Internal validity refers to 

how well a test measures what the researcher says it measures and to the objectivity of the 

results一that the results are not influenced by other variables. Reliability is a measure of how 

consistently the test will produce the same results, and external validity refers to the 

generalizability of the results from a study. These terms lack congruence with a research project 

arising from an ontology of constructivism wherein the truth is not “out there” waiting to be 

discovered, but reality is constructed by the knower. Therefore, this project will follow the 

example of Lincoln and Guba (1985) who state that trustworthiness in qualitative research 

should be measured not by validity and reliability but by credibility, dependability, 

confirmability, and transferability.

3.7.1 Credibility

Credibility addresses the issue of “fit” between participants' views or actions and the 

researcher's representations of them (Schwandt, 2007). In other words, do the findings reflect the 
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data? Lincoln and Guba (1985) suggest several ways to achieve credibility in a qualitative study 

including peer debriefing, member checks, prolonged engagement, and persistent observation.

In this study, peer debriefing was accomplished by recruiting a panel of experts to 

critique the survey instrument and to offer feedback on the coding of selected data such as video 

clips and children's drawings. All the experts are Indigenous Alaskans, two are cultural 

specialists and two are retired elementary teachers. Additionally, the panel offered feedback on 

the findings of this study.

A focus group was recruited from the Metlakatla area, including two key informants Ms. 

M. and Ms. Nancy, as well as another Indigenous elementary teacher from the Richard Johnson 

Elementary School and a Tsimshian cultural specialist from nearby Ketchikan, Alaska. The focus 

group was asked to critique the coding of selected videos and children's drawings and to provide 

feedback on the findings. This focus group served as a means of member checking the results.

Prolonged engagement was not possible in this study since the COVID-19 pandemic 

precluded planned additional field visits to the study site. Even though the entire data set was 

collected in a five-day period, that data set included input from three different researchers: 

colleague Carie Green, research assistant Dana Lindauer, and me. Not only did this yield data 

from multiple perspectives, but it also tripled the amount of field data that could have been 

collected by a single researcher. Additionally, the use of multiple portable cameras allowed the 

collection of video data from nine different children at a time on each of the five field days. The 

enduring quality of the videos essentially allowed for persistent observation as I was able to view 

and review the video data repeatedly to glean the minute interactions that led to the themes, 

patterns, and ultimately to the findings of this research.
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3.7.2 Dependability

Dependability refers to the degree to which similar results would be obtained if the 

research were conducted with the same participants and methods. In qualitative research, an 

audit trail is essential for establishing dependability (Lincoln & Guba,1985). An audit trail is a 

term that comes to qualitative research from the world of financial accounting where all financial 

data can be traced back to its source. In qualitative research, an audit trail is a detailed and clear 

description of all steps taken from the beginning of a research project to the development and 

reporting of the findings. In this study, the following records were maintained: (a) all raw data, 

including videos, photographs, children's drawings, and interview transcripts; (b) all field notes 

and summaries; (c) a comprehensive code book including codes, definitions, and examples; and 

(d) process notes relating to the analysis of the survey and children's drawings. The use of 

ATLAS.ti Mac (Version 9.1.3) facilitated the maintenance of an electronic audit trail for this 

project.

3.7.3 Confirmability

Confirmability refers to the neutrality of the findings of the research to ensure the 

findings spring from the data, and the bias of the researcher is minimized. To reduce researcher 

bias, the researcher must assume a reflexive stance meaning they must actively examine their 

own judgments, practices, and belief systems during the data collection process. This is not to 

say the researcher must dissociate herself from the process to become a robotic recorder of data, 

rather, the researcher must be willing to question her assumptions and surface any beliefs, 

values, or biases that have the potential to influence the study's outcome. Without reflexivity 

there is a danger of research slipping into “fictional journalism” rendering it worthless as a 

contribution to knowledge (Morse et al., 2002).
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In this study, confirmability was accomplished through meticulous coding, peer 

debriefing, writing reflexive memos, and maintaining an audit trail. By working from coded data, 

I was able to look for patterns and themes objectively, thereby reducing the biases I may have 

had about participants or imposing my own narrative on the findings. The peer debriefing 

described above validated my coding through independent examination of selected videos and 

children's drawings. As a passionate participant observer, I recognize and surface my positive 

biases about the child participants in this study. I came to know many of the students quite well; 

I enjoyed their company and delighted in their antics. I admit my heart skipped a beat when a 

child called me “Grandma—no一I mean Angie.” I had to fearlessly ask myself if I was seeing 

cultural values when the data did not support that interpretation. Again, the expert panel of peers 

was important in validating not only the coding, but also the findings of this study. I kept careful 

reflexive notes reminding myself of the importance of always looking back at the data before 

deciding about a pattern or theme. Finally, the audit trail described above adds to the 

confirmability of this study by maintaining a clear path from participants' words or actions to 

pattern to finding.

3.7.4 Transferability

Transferability refers to the generalizability of the qualitative inquiry, however, there is a 

substantive difference between the concept of transferability and that of external validity in a 

quantitative inquiry. Because there is no one true and correct interpretation in a naturalistic 

paradigm, it is important for qualitative researchers to place the concept of transferability firmly 

within the ontological position of idealism which maintains that reality can only be understood 

via the human mind and socially constructed meanings (Tobin & Begley, 2004). Donmoyer 

(1990) rejects the traditional use of the term transferability in qualitative research, instead 
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arguing that it is up to the reader to decide on the similarities of the case being read and the 

context in which the reader is situated; then the reader makes an informed decision about the 

transferability between the given case and their situation. Transferability is achieved through rich 

description of the case and the methodologies; only then can a reader decide whether the 

environment is like their own and whether the findings can justifiably be applied in the reader's 

setting (Shenton, 2004). Thus, this study provides a detailed description of the case and the 

methodologies within the text and the appendices.

3.8 Summary

Chapter 3 discussed the rationale for the qualitative case study approach to the study 

design, sample selection, data collection, ethical considerations, and trustworthiness of the study. 

The next chapter will report the findings of this study on how young children develop a strong 

positive cultural identity. Findings include how cultural identity manifests in young children 

through demonstration of ecological and cultural knowledge and demonstration of core cultural 

values, and the role of peers, community organizations, teachers, and parents, and in supporting 

cultural identity development.

105



106



Chapter Four: Data Analysis and Results

The false narrative of terra nullius has been perpetuated and acted upon by colonizers 

throughout history, resulting in cultural devastation for Indigenous people worldwide. 

Assimilationist policies employed by churches, governments, and schools resulted in the 

marginalization of many Indigenous people and high rates of social dysfunction (Berry,1999; 

Darnell & Hoëm, 1996; Ford & Clemons, 2019). In American Indian and Alaska Native 

populations, cultural marginalization manifests as substance abuse, suicide, poverty, poor 

academic achievement, and other social ills (LaFromboise et al., 2006; Lardon et al., 2016; 

Wexler, 2014; Wolsko et al., 2007). Research reveals the fallacy of “kill the Indian to save the 

man” policies; in fact, having a secure Indigenous cultural identity has been shown to be a 

protective factor against social dysfunctionality and is linked to well-being and positive life 

outcomes (DeCou et al., 2013; Gray & Cote, 2019; Hill, 2004; LaFromboise et al., 2006; Wexler, 

2009). For this reason, it is critically important to analyze the complex process of cultural 

identity development for Indigenous Alaskans. Understanding the process and context in which 

cultural identity develops in young Indigenous children will inform educators and support them 

to nurture cultural identity development in students.

It is well-established that identity development begins at a very young age (Bruner, 1977; 

Erikson, 1968; Vygotsky, 1980). Many enculturation factors are known to contribute to the 

development of cultural identity for Indigenous people, such as speaking one's traditional 

language and participating in culturally significant ceremonies. Moreover, Indigenous 

knowledge affirms the importance of Land as one of the most powerful enculturation factors, yet 

little research has been conducted to describe the Land-based enculturation process among 

Indigenous Alaskan children at this young age (Lunda & Green, 2020). The current study seeks 
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to fill the gap in the literature by studying the cultural identity development of 5-7-year-old 

Indigenous children as they engage in structured and unstructured activities upon the Land in the 

Southeast Alaska village of Metlakatla. The research questions are:(1) How do young children 

demonstrate their cultural identity through interactions on the Land? (2) How do community 

organizations support cultural identity development in young Indigenous children? (3) What role 

do peers play in nurturing cultural identity development (CID)? (4) How do teachers and families 

nurture CID?

The case in this qualitative case study was defined as the 17 participants enrolled in the 

kindergarten class at Richard Johnson Elementary School in Metlakatla, Alaska, during a week 

in May when the class participated in daily field trips to the beaches and forests of Annette 

Island. Because cultural identity is a construct and not directly observable, it was necessary to 

conduct extensive observations, informed by the literature, to discern the behaviors that could be 

considered markers of cultural identity. A careful analysis of parent/caregiver surveys, children's 

drawings and descriptions, sensory Nature tours (Green, 2016), family subsistence expeditions 

(Lunda & Green, 2020), interviews with school personnel and community members, and 

observations of child-teacher, parent-child, and child-child interactions yielded themes linked to 

the research questions. This chapter provides a summary of the data set, a description of the data 

analysis procedure, and the analyzed data.

4.1 Data Set Summary

The data set for this study includes more than 1,400 minutes of video collected by 

children in the field, by researchers in the field and in the classroom, and by children during 

subsistence expeditions. Surveys were completed by nine families. Thirty-four children's 

drawings were collected, 17 on the first day and 17 on the last day of the study. Finally, the data 
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set is supported by hundreds of pages of interview transcriptions and field notes. Table 5 

provides a summary of the data set.

Table 5

Data Set

Note. Multiple sources of data were analyzed to generate themes.

Data Type Quantity

Children's Favorite Beach Drawing (first day) 17

Children's Favorite Nature Drawing (last day) 17

Field Trip videos 69 clips; 880 minutes

Researcher Collected Videos 69 clips; 277 minutes

Subsistence Expedition Videos 29 clips; 305 minutes

Family Subsistence Surveys 9

Key Informant Interviews 4 interviews; ~60 min. each

Classroom Observations 5 days; 28 pages of notes

Video-Prompted Discussions 3

Field Notes 5 field trips; 37 pages of notes

Still Photographs 121

In total, 270 documents were uploaded in the qualitative data analysis package ATLAS.ti Mac 

(Version 9.1.3), including videos, transcripts, notes, still photos, and drawings.

4.2 Data Analysis Procedures

Data analysis followed the reflexive thematic analysis procedure as described by Braun 

and Clarke (2019). Simply put, thematic analysis (TA) is a method for identifying, analyzing, 

and reporting patterns or themes within data. Because of the simplicity of TA, multiple 

interpretations and guidelines are described in the literature (Boyatzis, 1998; Ho et al., 2017; 

Ritchie & Spencer, 1994). In 2006 Braun & Clarke described thematic analysis in general terms, 
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then, grappling with the ambiguity in the thematic analysis literature, they went on to formulate 

reflexive thematic analysis (TA), delineating it from other forms of TA based upon the organic 

nature of the coding process and the active and reflective role of the researcher in the analytic 

process; in their conceptualization of reflexive TA, coding is an inductive process and is tightly 

linked to the data, rather than the researcher attempting to “fit” the data to a pre-conceived 

codebook. Furthermore, Braun and Clarke (2019) recognize that each researcher brings a 

particular epistemology and ontology to the research process which the researcher must surface 

for the reader and fully embrace in the analysis. Thus, reflexive TA involves a lengthy, recursive, 

and reflective process between the researcher and the data. The six steps of reflexive thematic 

analysis are: (1) familiarizing oneself with the data; (2) generating initial codes; (3) generating 

themes; (4) reviewing and modifying themes outlined in step three; (5) final refinement of 

themes and alignment with research questions; and (6) writing the report to tell the complex 

story of your data (Braun & Clarke, 2006 & 2019). In the next section I will describe how I 

applied each step in the analysis of the data for this project.

4.2.1 Becoming Familiar with the Data

Step one of reflexive thematic analysis is getting familiar with your data (Braun & 

Clarke, 2019). The five data sources for this project included (1) videos/still photos, (2) family 

surveys, (3) children's drawings, (4) key informant interviews, and (5) observations. During this 

phase I reviewed and organized the data set and took notes about potential codes.

4.2.1.1 Becoming Familiar with Video and Still Photo Data.

During step one I watched all videos, including 880 minutes of video captured by 

children during the field trips, 305 minutes collected by children during subsistence expeditions, 

and 277 minutes captured by researchers, for a total of 1462 minutes. Most videos are 17 minutes
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in length due to the functionality of the cameras, although some were as short as one minute. 

First, I watched the video segments from start to finish as I took analytic memos aligned with 

specific sections of video; I repeated this process multiple times to gain a holistic view of the 

data. Next, I applied attribute codes to all files; I created a spreadsheet with the video file's 

original name, a descriptive name designating the date, place, child's pseudonym, and brief notes 

about the content of each file. Next, I uploaded each video file into the qualitative research 

software package, ATLAS.ti Mac (Version 9.1.3) and began the transcription process; transcripts 

were time-stamped and linked to the video data for ease of analysis. A research assistant typed 

some of the transcripts after signing a confidentiality form and completing the human subjects 

research training required by the institutional review board; we discussed the highlights from 

each transcription.

I reviewed the nearly 200 still photos and selected 121 photos to catalog; I chose not to 

include multiple photos of the same scene or event or photos that were blurry. For the photos 

included in the data set, I entered a descriptive title, date, and location for each photo into a 

spreadsheet and uploaded photos into ATLAS.ti Mac (Version 9.1.3).

4.2.1.2 Becoming Familiar with Survey Data.

I read all family surveys, entered the survey data into a spreadsheet, and generated tables 

and graphs describing the participants. Nine surveys were completed for a response rate of 56%. 

See Appendix D for the complete survey. The survey was divided into eight sections to collect 

data pertaining to (1) basic demographics; (2) tribal affiliation and cultural activities; (3) feelings 

about place, Metlakatla; (4) child's use of technology; (5) frequency of different types of outdoor 

family recreation; (6) frequency of family engagement in different types of subsistence activities; 

(7) beliefs and values related to being outdoors and participating in subsistence activities; and (8) 

111



frequency of the child's participation in various outdoor activities and the child's feelings about 

being outdoors. The small number of surveys did not warrant complex comparative statistical 

analysis (Creswell, 2012); however, the surveys were analyzed using descriptive statistics and 

yielded some important information about individual participants and their families.

Table 6 shows basic demographic data from section A of the survey. All the children 

were of kindergarten age, as appropriate, and all were reported to be Tsimshian. One third of the 

children lived in a single parent household; 22% were the only child living in the household 

while 33% had one sibling living at home, and 45% had two or more siblings living at home. 

Table 6

Basic Demographics, Survey Section A

Note. Basic demographics as reported by the adult completing the family survey. “Parents” column shows whether the child lives in a 2-parent 

(or 2-grandparent) home or a 1-parent /grandparent home. The “siblings” column lists the number of siblings living at home as reported on the 

survey during the second week of May 2019.

Child's
Pseudonym

Age, as of 5/2019 Ethnicity Parents, 2 or 1 
(grandparents)

# Siblings at home

Ashley 5 Tsimshian 2 2
Baxter 5 Tsimshian 2 1
Dante 5 Tsimshian 2 1
Elsie 6 Tsimshian 2 0
Harlan 5 Tsimshian 2 2
Rico 5 Tsimshian 1 1
Ron 6 Tsimshian 2 0
Sarah 6 Tsimshian 1 3

Sally 5 Tsimshian 1 5

Section B of the survey conveys information on each child's tribal/clan affiliation and 

participation in activities known to be enculturation factors as shown in Table 7. All children
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Tribal/Clan Affiliation and Participation in Cultural Activities, Survey Section B

Table 7

Child's
Pseudonym

Tribe Clan Name of
Clan

Dance
Group

Speaks
Language

Ashley MIC Killer Whale Yes Yes Yes
Baxter Tsimshian Raven Yes No Yes
Dante MIC/Tsimshian Eagle Yes Yes Yes
Elsie Tsimshian Brown Bear Yes No Yes
Harlan MIC Eagle Yes No Yes
Rico MIC Wolf Yes Yes Yes
Ron Tsimshian Killer Whale Yes No Yes
Sarah MIC Eagle Yes Yes Yes
Sally Tsimshian Killer Whale Yes No Yes
Note. All data is listed as reported by the adult completing the family survey. “Tribe” is an open-response item “Please state your child's 

tribe;” The response MIC refers to the name of the federally recognized tribe: Metlakatla Indian Community, while Tsimshian is the 

Indigenous name of the tribe. “Clan” is the name of the child's clan; “name of clan” reports whether the child knows the name of his/her clan. 

“Dance group” refers to whether the child participates in a traditional dance group outside of school. “Speaks language” responds to the 

question “My child speaks or understands at least five words in our traditional heritage language.”

were reported to know the name of their clan and to speak/understand at least five words in their 

traditional heritage language, Sm'algyax in this case since all are Tsimshian. Only 45% of the 

children participate in the Tsimshian dance group offered after school.

Table 8 shows section F of the survey. The Likert-type options for section F are Never = 

1, Seldom = 2, Sometimes = 3, Frequently = 4, and Almost Always = 5. These numbers express 

a “greater than” relationship, for example that “seldom” is greater than “never,” and “frequently” 

is greater than “sometimes,” and so on, however, how much greater is not implied. For this 

reason, section F responses fall into an ordinal measurement scale.
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Table 8

Family Subsistence Activities

Note. Section F from the Family Survey lists 14 subsistence activities in which families might engage and asks them to mark how frequently 

they engage in each. The range of frequencies is from “never” to “almost always.”

34) Circle one number to indicate how often your family participates in each of the following
subsistence activities.

Never Seldom Sometimes Frequently Almost
Always

Pick berries 1 2 3 4 5
Fish from the shore 1 2 3 4 5
Fish from a boat 1 2 3 4 5
Set and haul crab or shrimp pots 1 2 3 4 5
Go hunting 1 2 3 4 5
Pick beach asparagus or goose 

tongue
1 2 3 4 5

Harvest abalone, gumboots, clams, 

cockles, octopus
1 2 3 4 5

Pick seaweed 1 2 3 4 5
Harvest tea or medicinal plants 

(Hudson Bay tea, yarrow, Devil's 
Club, etc.)

1 2 3 4 5

Harvest spruce roots or cedar bark 

for weaving
1 2 3 4 5

Cut trees for firewood 1 2 3 4 5
Go to fish camp (spending one or 

more nights away from home) to 

harvest and smoke fish

1 2 3 4 5

Go to hunting camp (spending one 

or more nights away from home) to 

hunt/process deer or moose

1 2 3 4 5

Go to hunting camp (spending one 

or more nights away from home) to 

hunt/process seals

1 2 3 4 5
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Table 9 derives from sections E and F of the family survey and shows whether the child 

participates at a low or high level in outdoor recreational activities and whether the child 

participates in a low or high level in subsistence activities. Because all questions in section F 

relate to subsistence, I collapsed the responses into a single composite score by calculating the 

mean for section F for each respondent. This composite score provides a measure of a single 

construct (Boone & Boone, 2012), in this case “subsistence.” Because the composite score is 

derived from ordinal data, Boone and Boone (2012) recommend using the median as the

Table 9

Outdoor and Subsistence Activities, Survey Sections E and F

Note. Children are listed by pseudonym. All data is listed as reported by the adult completing the family survey. A single score was 

derived from the frequency sections by calculating a mean score (treating the numbers as ordinal data) for each child. Then the median 

frequency score was calculated for each section; those scores at or above the median are reported as “high” while those below the median 

are reported as “low.” Favorite subsistence activity and most important subsistence foods were open-response questions.

Child's
Pseudonym

Frequency of Outdoor 
Family Recreation, 
Survey Section E 
Median=0.51

Frequency of
Subsistence 
Activities, 
Survey Section F 
Median=0.41

Favorite Subsistence
Activity,
Survey Question #35

Most Important
Subsistence Food,
Survey Question
#36

Ashley Low, 0.40 High, 0.44 Picking Seaweed Fish
Baxter Low, 0.43 High, 0.41 Picking Berries Fish
Dante High, 0.56 Low, 0.39 Fishing & Getting

Seaweed
Seaweed

Elsie High, 0.53 High, 0.56 Picking Berries Fish
Harlan High, 0.51 High, 0.73 Fishing Fish
Rico Low, 0.36 Low, 0.24 Picking Berries No response
Ron Low, 0.40 Low, 0.27 Fishing & Picking

Berries
No response

Sarah High, 0.48 High, 0.59 Picking Seaweed &
Gumboots

seaweed,
abalone, salmon, 
berries, beach 
asparagus

Sally Low, 0.35 Low, 0.33 Picking Berries No response

appropriate measure of central tendency. Thus, I calculated the median for all respondents and

coded the scores at the median or higher as “high” and those below the median as “low.” A 
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similar process was used to calculate the outdoor family recreation score from section E of the 

survey.

Additionally, Table 9 lists the family's favorite subsistence activity and most important 

subsistence activity. These might be the same, as in the case of Harlan whose favorite activity is 

fishing, and fish is listed as the most important subsistence food for the family. By contrast, 

Ashley and Baxter report foraging activities (picking seaweed and picking berries, respectively) 

as their favorite subsistence activity and both survey respondents list fish as the most important 

subsistence food. The reason for this apparent disparity might be that foraging activities can be 

enjoyed by families with young children while fishing may be more labor intensive and/or 

require greater manual dexterity, thus rendering it less accessible for families with young 

children.

4.2.1.3 Becoming Familiar with Children's Drawings.

I studied all children's drawings and made notes on what each child chose to include in 

their favorite beach activity and favorite Nature drawings. Children's drawings were coded for 

where the activity took place, the type of activity depicted, other people included in the drawing, 

the feeling expressed by the child about the activity, and the degree of ecological and cultural 

knowledge depicted. Table 10 shows the rubric used to code the drawings.

Figure 10 is an example of a child's drawing and the codes for each of the criteria. 

Children were invited to draw-and-tell about their favorite beach activity as a researcher sat with 

each child taking notes on what the child talked about as she was drawing. Draw-and-tell 

methods are used in research with young children because the child maintains control over what 

she draws about and what information she shares about the drawing (Dockett, 2009; Dockett et 

al., 2011). Additionally, a video recording of each drawing session was made to capture the 
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child's facial expressions and body language as she was drawing and talking. The researcher 

labeled the child's drawings under the direction of the child and a photo was taken of the final 

drawing and field-notes. The drawing and accompanying field notes were uploaded in ATLAS.ti 

Mac (Version 9.1.3) and coded by the child's pseudonym and the codes from the rubric.

Table 10

Rubric to Evaluate Drawings

Criteria Codes

WHERE = 1, 2, or 3 1
Human-Built

2
Nature

3
Human/Nature

WHAT= 1 or 2 1
Activity
Requires 
Human-Built 
Structures

2
Activity does not 
require human 
built structures

WITH= 1, 2, 3, or 4 1
Adults

2
Children

3
Alone

4
Adults &
Children

FEELING = 1, 2, 3, or 4 1
Happy

2
Neutral

3
Sad

4
No Response

ECOLOGICAL KNOWLEDGE

1 if 1 of 3

2 if 2 of 3
3 if 3 of 3

Name of 
animal/plant

Accurate 
depiction

Appropriate
habitat

CULTURAL KNOWLEDGE

1 if 1 of 3

2 if 2 of 3
3 if 3 of 3

Name of 
harvested 
resource

States or shows 
how to harvest 
or prepare

States or shows 
cultural belief and 
/or value

Note. Lists the five criteria used to evaluate children's Favorite Nature Activity drawings: WHERE the activity took place; WHAT the child is

doing; WITH whom the child is depicted; FEELING when the child engages in the activity (either stated or shown by facial expression);

ECOLOGICAL KNOWLEDGE; and CULTURAL KNOWLEDGE. Codes for each of the five criteria are shown in the table.
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Figure 10

Child's Drawing and Codes Generated by Rubric

Field notes: The child and extended family camping at Smuggler's Beach. 
She recounted a story of when her mother caught a fish at the beach, and 
they ate it with seaweed. The child stated "My mom is my clan - bear clan. 
We eat fish, not raw fish, roasted fish."

Codes:

WHERE: 3, Human 
Built (picnic shelter) 
and Nature (at 
Smuggler's Beach)

WHAT: 2, Activity 
(camping) does not 
require human-built 
structure

WITH: 4, Adults 
(parents and uncle) & 
children (cousins)

FEELING: 1, Happy 

ECOLOGICAL 
KNOWLEDGE: 3 
(name of starfish, 
accurate depiction, 
appropriate habitat - 
on sand at beach)

CULTURAL 
KNOWLEDGE: 3 (fish, 
caught at beach, ate 
with seaweed, states 
her clan and her 
mother's 一 same)

Note. The left side of this figure shows a child's labeled drawing and the field notes from the back of the drawing. Codes applied to the drawing 

are shown on the right.

4.2.1.4 Becoming Familiar with Key Informant Interview Data.

I listened to audio of key informant interviews and transcribed them. I reread notes from 

each interview and uploaded interview transcripts and notes into ATLAS.ti Mac (Version 9.1.3). 

The transcription process afforded me the opportunity to think carefully about the meaning 

conveyed by each key informant and to begin formulating initial codes.
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4.2.1.5 Becoming Familiar with Observational Data.

I observed the setting, the participants, and the people interacting with the participants 

during the data collection phase of this qualitative case study. I took notes on these observations, 

both in-the-moment, and following the observations, and I added to my notes extensively while 

reviewing the video data. For example, my notes on the video-prompted discussions were 

initially very thin because I was participating in the discussion with the children, however, since 

all the discussions were video-recorded, I was able to view and review the videos to add to my 

notes. To familiarize myself with the observational data I transcribed my hand-written notes into 

Word documents, added details from review of the video data, and uploaded the typed notes into 

ATLAS.ti Mac (Version 9.1.3).

4.2.2 Generating Initial Codes

Coding was informed by Saldana (2016). After organizing the data set according to basic 

attributes, I applied semantic codes to capture words spoken by the child, names of plants or 

animals, for example, or behaviors of the child such as sharing, foraging, or warning of dangers. 

During this phase of analysis, I coded broadly, including many codes to avoid overlooking 

something that might later point to a theme, and including sufficient context with each data 

extract to produce rich descriptions. I coded some extracts with multiple codes, as warranted. 

The first round of semantic coding generated 91 codes.

4.2.3 Generating Themes

As noted by Braun & Clarke (2019), themes do not “emerge” from the data; the 

researcher subjectively engages with the data and initial coding to reflexively generate themes. I 

drew on my lived experience as an Indigenous woman, a parent, an experienced educator, and a 

biologist with intimate place knowledge of the intertidal zone as I engaged in the messy process 
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of generating themes. This was a lengthy process as I studied the emerging code list and 

reviewed the data over and over; I drew mind maps, made tables, and utilized the power of 

ATLAS.ti Mac (Version 9.1.3) to create group codes by sorting codes and creating relationships 

between codes. For example, the code for “sharing” was linked with “respect for environment” 

and “harvesting carefully” to generate a theme of “Indigenous values.”

Table 11 is an example of a transcript from a child's “draw and tell.” In this example, 

research assistant Dana sat with Dylan on the first afternoon in the classroom following a 

morning field trip to the beach. Dana started the session by asking Dylan to first think about 

something he likes to do at the beach; she told him it could be something he did this morning or 

another day. I include this example to show how the initial codes were subsumed under broader 

concept codes.

Because the purpose of coding is to reduce your raw data into chunks of meaning (Braun 

& Clarke, 2006), I continually studied the developing codebook and played with the relationship 

feature in ATLAS.ti Mac (Version 9.1.3) to condense the codes in a systematic and meaningful 

way. For example, if a child mentioned the name of an animal, plant, or alga, I initially coded 

these semantically under separate codes; during the generating themes phase, I combined the 

three separate codes under the code, ecological knowledge. Similarly, if a child demonstrated a 

behavior such as picking spruce tips, I coded it under foraging and under a broader code of 

cultural knowledge.

4.2.4 Reviewing and Refining Themes

During this phase of the analysis, I reviewed the themes generated in step three to 

determine if they made sense; if not, I modified the themes. As an example, one of the themes
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Table 11

Example of Initial and Concept Coding of a Child's Drawing Transcript

Note. Example of the transcript of a video of child, Dylan, as he “draws and tells” about his favorite beach activity. The initial coding focused 

on the teacher, Dana's, supportive behaviors, and Dylan's demonstration of ecological and cultural knowledge. The concept codes were 

developed by comparing this transcript with other data points and noting similar exchanges. For example, the code “naming animal” was 

combined with “naming plant,” “noticing incoming tide,” and other items showing traditional ecological knowledge.

Who Description Quotes Initial Code Concept Code
Dylan Sits silently looking at the 

paper. Very hesitant. 
Obviously has ideas but he 
appears to not know how to 
start.

Dana Prompts him What do you want to draw? Questioning Teacher 
Supportive 
Questioning

Dylan A gumboot Child: Naming animal Child TEK
Dana What shape is it? Questioning Teacher 

Supportive
Questioning

Dylan Shrugs
Dana Draws an oval shape on a 

sticky note.
I've seen gumboots before 
and they kind of look like 
this.

Teacher: sharing 
ecological knowledge

Teacher TEK

Dylan Like an oval?
Dana Where do gumboots live? Probing Teacher 

Supportive 
Questioning

Dylan Gumboots live on rocks. Child: Naming animal Child TEK
Dana Have you ever gone to the 

beach with your family?
Probing

Dylan Demonstrates the size of 
the crab he ate 一 a big 
crab.

I ate crabs before. My mom 
caught the crabs on the 
beach.

Child: Naming 
animal. Describing 
harvesting 
experience.

Child TEK.
Child Cultural
Knowledge (CK)

Dylan Tries to describe another 
critter he saw on the beach.

Dana What did it feel like? Supportive
Questioning

Teacher 
Supportive 
Questioning

Dylan Shows about how big it was 
with his hands about 8 
inches apart.

Soft. It looked like a snake, 
but I know it wasn't.

Child: Describing 
animal without 
naming

Child TEK

Dana It could have been a sea 
cucumber. Or maybe an 
eel?

Teacher: Sharing
TEK

Teacher TEK. 
Teacher 
Supportive 
Questioning
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generated from the data was demonstrating cultural values with sub themes of care for the 

environment, sharing, and respectful harvest. However, I noticed instances when a child 

demonstrated behavior in opposition to the cultural value, such as willfully stomping on living 

barnacles as she walked along the beach; I coded this behavior as values: environment: negative 

and set it as contradictory to values: environment: positive. Additionally, I noted instances when 

a child appeared to experience a tension related to a cultural value; I coded these instances as 

developing, to indicate the child was familiar with the value but had not yet internalized the 

value. For example, there were many instances when a child wanted to take home a beach critter 

such as crab or a snail knowing it would die needlessly because it needed sea water and the 

unique intertidal environment to live. Children in these instances seemed to experience a tension 

between wanting to be respectful to the living creature and wanting to keep it as a pet; this 

tension was evidenced by negotiating language such as “I'll add salt to the bucket.” I coded these 

instances as values: environment: developing. Thus, my conceptualization of the sub theme 

demonstrating care for the environment, expanded to a continuum from demonstrating disregard 

for the environment to developing the value of caring for the environment to demonstrating care 

for the environment. Through the process of refining the themes I was able to attend to what at 

first seemed to be inconsistencies in the data by assigning them positive, negative, or not yet 

designations.

Another refinement I made during step four of the analysis process was to combine 

ecological knowledge, such as knowing the names of plants or animals, with subsistence 

knowledge, such as knowing which salmonberry sprouts to pick, because both knowledges are 

part of traditional ecological knowledge. Thus, demonstrating traditional ecological knowledge 

became a theme, and ecological knowledge and subsistence knowledge became sub themes.
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4.2.5 Defining and Aligning Themes

During step five the researcher clearly defines each theme and sub theme, determines 

how the themes are related to each other, and how the themes are related to the research 

questions (Braun & Clarke, 2006, 2019). Table 12 shows how the themes and sub themes from 

the data align with the research questions.

Table 12

Alignment of Themes and Sub Themes with Research Questions

RQ 1: How do young children demonstrate their cultural identity through interactions on the Land?
• Alignment with clan

o Self-identifies as a member of a clan
o Claims characteristics of a crest animal

• Traditional ecological knowledge
o Demonstrates ecological knowledge
o Demonstrates subsistence knowledge
o Demonstrate enactment of core cultural values

RQ2: How do community organizations support cultural identity development in young Indigenous 
children?
• Tribe/community, district, or school funding
• Tribe/community, district, or school other support

RQ 3: What role do peers play in nurturing cultural identity development?
• Confidence on the Land

o Moves to promote safety
o Moves to promote comfort
o Moves to promote fun

• Competence on the Land, TEK
o Teaching peers ecological knowledge
o Teaching peers subsistence knowledge
o Teaching peers cultural values

RQ 4: How do teachers and families nurture cultural identity development?
• Confidence on the Land

o Offering encouragement and physical support
o Supporting child's sense of agency
o Sharing enthusiasm for being on the Land

• Competence on the Land
o Teaching traditional ecological knowledge
o Validating child's traditional ecological knowledge
o Engaging children in authentic subsistence activities

Note. Research questions are designated by “RQ,” themes by solid bullets, and sub themes by open bullets.
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After aligning the themes to the research questions, I created a thematic map to show the 

relationships between themes and sub themes. Figure 11 shows how a child manifests a secure 

cultural identity through self-identification and by demonstrating traditional ecological 

knowledge and core cultural values. Primary supports for cultural identity development are 

provided by peers, educators, parents, and extended family in the form of moves resulting in a 

child's growing sense of confidence and competence upon the Land. Community and tribal 

organizations, the school district, and the school provide secondary supports for children's 

cultural identity development by providing funding for cultural specialists, curriculum and other 

materials, buses for field trips, professional development related to cultural responsiveness for 

school staff, as well as prioritizing cultural identity through vision statements, and school 

scheduling.

4.2.6 Writing the Report

The final step in reflexive thematic analysis is writing up the report to tell the story of 

your data (Braun & Clarke, 2019). The next section is organized around the themes generated 

from the data. After defining the scope and content of each theme, I provide data extracts 

supporting each theme, followed by a summary. For clarity, data extracts are indented to 

differentiate from the definition and summary.

4.3 Results

Children demonstrated their cultural identities by aligning themselves with their tribe or 

clan and by demonstrating traditional ecological knowledge, which includes ecological 

knowledge, subsistence knowledge and skills, and demonstration of core cultural values. The 

process of cultural identity development was supported by the community through vision and
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Figure 11

Thematic Map

Note. Community and tribal organizations, the school district, and the school provide Important support for educators, parents, and peers to 

nurture children's cultural identity development.

funding for cultural initiatives. Peers, parents, and educators contributed to the cultural identity 

development of the young participants by enacting moves to increase confidence and 

competence on the Land. Children who are confident on the Land feel safe, comfortable, and 
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enjoy being on the Land. Children who are competent on the Land can determine what is edible 

or useful in the environment, can harvest/forage effectively, can prepare resources for use, and 

can be respectful of the environment and the resources.

4.3.1 Alignment with Clan

Aligning with their clan was the first theme generated in response to the research question 

“How do young children demonstrate their cultural identity through interactions on the Land?” 

Children in this study demonstrated alignment with their clan in two ways, (1) by self

identification, such as “I am (name of clan), or (2) by claiming the characteristics of their crest 

animal, such as “I am tricky like a raven.” The two sub themes, self-identification and claiming 

characteristics of crest will be discussed in sections 4.3.1.1 and 4.3.1.2.

Markstrom's (2011) model of Indigenous cultural identity describes aligning oneself with 

and perceiving oneself as a member of a tribe or clan as a foundational aspect of overall identity 

development. Asking participants if they align with and perceive themselves to be members of 

an ethnic group appears to be the most straightforward way to determine if a participant 

identifies with a tribe or clan, however, Kulis et al. (2013) found the process to be complicated 

by the multiethnic backgrounds of the urban American Indian participants in their study. 

Similarly, in this study many participants were identified as multiethnic by their 

parents/guardians. For this reason, and because of the young age of the children in this study, I 

did not ask participants whether they were members of a tribe or clan. I did, however, make note 

if a child spontaneously stated their alignment or membership in a tribe or clan. While the 

spontaneous statements of tribal or clan membership were few—only three data extracts were 

coded as self-identifies as a member of a tribe or clan—I deemed self-identification as a 

significant theme in relation to the research question: How does secure cultural identity manifest 
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in young children as they engage in activities upon the Land? Braun and Clarke (2006) support 

the idea that the importance of a theme is not necessarily determined by the frequency of 

occurrence in the data set, rather, the importance is determined by the researcher's interaction 

with the data set and subjective determination of whether the theme captures something 

important in relation to the research question.

Another way children self-identified as members of a tribe or clan was by claiming 

characteristics of the crest animal associated with their clan, such as claiming to be “tricky like a 

Raven.” A total of three data extracts were coded as claiming characteristics of their crest 

animal. Although infrequent in the data set, alignment with their clan was generated as a theme 

because it directly answers the research question “How do young children demonstrate their 

cultural identity through interactions on the Land?”

4.3.1.1 Self-Identifies as a Member of a Tribe or Clan.

The code self-identification as a member of a tribe or clan is defined as an instance when 

a child states, “I'm a (name of tribe or clan).” All the participants in this study are members of 

the Tsimshian tribe, although none of them stated as such. On three occasions participants stated 

their clan membership. As background, the principal clans in Metlakatla are Eagle, Wolf, Killer 

Whale, and Raven (Seguin, 1984); other clans mentioned on the parent survey included the Blue

Billed Duck, and the Brown Bear. Ashley self-identified as a Killer Whale during a pre-study 

visit to Metlakatla. Two other self-identification data extracts are described below.

Our visit to Hemlock Island occurred on day three of the field study; the children

and researchers had spent two full days together and were beginning to get comfortable 

with one another. I was walking back from Hemlock Island with Elsie after a long 

morning of walking in the woods, climbing over fallen hemlock trees, investigating the 
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remains of smokehouses which lined the beach at one time, practicing scraping Devil's 

Club stalks to harvest the medicinal layer just under the bark, picking spruce tips, tasting 

the low-growing plant called deer heart, and enjoying the warmth and sunshine the day 

offered. The children, teachers, parent volunteers, and researchers were purposefully 

making their way down the mudflats to cross the tidal creek before the incoming tide 

made passage impossible. Elsie took my hand to steady herself on the slippery mud and 

stated, “I'm a Bear一a Brown Bear.” I was surprised by this utterance because I had not 

asked her about her clan, nor had we been talking about clans.

I took a step and replied, “I'm an Eagle and a Wolf.” In my tribe, the Tlingít, 

everyone is either an Eagle or a Raven, the two moieties, and there are many clans within 

each moiety. My moiety is Eagle, and my clan is Kaagwaantaan, which uses the Wolf as 

a crest. I did not use the clan name Kaagwaantaan because I wanted to keep the language 

familiar to Elsie. We continued walking across the mudflats, hand-in-hand. My mind was 

busy considering the importance of this instance of self-identification. I wondered what 

factors influenced Elsie to tell me she was Bear and I wondered if my response was 

appropriate; I mentioned my clan in an effort to make sharing one's clan membership a 

normal exchange. I knew this was a significant moment in the field study and I made a 

note to myself to monitor Elsie's interactions for future behaviors that might indicate she 

was developing her sense of self as a Tsimshian.

On another occasion, the children, teachers, and researchers were walking back to the 

school after a short field trip to pick Hudson Bay Tea in a meadow near the school. The weather 

was warm, and the children were in good spirits after a morning of games and lunch at the park. 

Most children had picked a sandwich bag of Hudson Bay Tea to combine with tea picked by 
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teachers, researchers, and other children, to be given as gifts to families in honor of Mother's

Day.

As we were walking in pairs along the sidewalk, I overheard Deborah say to 

Sarah, “He's a Wolf,” as they walked together along the hot, dusty trail back to the 

school.

Sarah apparently did not hear clearly, and asked, “Huh?”

Deborah restated, “He's a Wolf.” It was not clear from the video whom the girls 

were referring to.

Sarah asked, “He's wolf?”

Deborah replied, “Yeah.”

Wanting to know who the girls were talking about I asked, “Who's Wolf?”

Instead of answering, Deborah was distracted by a large bird flying overhead. She 

said “Oh! There's an eagle!”

Sarah returned to the conversation about clans with Deborah, “Oh, so you're a 

Wolf?”

Deborah replied, “No.”

Sarah inquired, “Or you're an Eagle?”

Another child (off camera) was walking nearby, and she joined the conversation, 

“Yeah, Harlan's an Eagle too.”

I was intrigued by the conversation because the girls seemed to have a good 

understanding about the clan membership of other children in the class, so I asked, “How 

do you know?”
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Deborah stated, “Because, he said he is. I asked him what clan he is in school, and

he said an Eagle.”

I assumed there would be equal numbers of Ravens and Eagles in the class as is 

the case in Tlingit lineage. I was curious since only one child was identified as Raven on 

the parent survey, so I asked, “Who is a raven?”

Deborah replied, “Baxter.”

Probing further, I asked, “Only Baxter?”

Deborah nodded, “Yeah. He's trying to throw stuff at me because he's lying. In 

school he says he's not, but he is.” Baxter was, indeed, walking nearby and tossing small 

pebbles in the direction of Deborah.

Elsie's spontaneous revelation that she is a Bear and the conversation between the three 

girls about the clan affiliation of their classmates were significant for several reasons. First, these 

data extracts show that some of the kindergarteners identify and claim their own clan 

membership and are aware of the clan membership of other children in their class. Secondly, the 

two extracts imply that the children are curious about their clan affiliations; this is indicated by 

Deborah's statement that “I asked him what clan he is in school, and he said an Eagle.” And 

finally, the statement by Deborah that “In school he says he's not, but he is,” indicates that 

Baxter might be experiencing a tension around his tribal identity. Berry's (1999) Aboriginal 

Identity Development (AID) model suggests that Aboriginal/Indigenous people explore what it 

means to be Indigenous while they grapple with deculturation factors exerted by society and 

enculturation factors exerted from within their cultural group. Baxter may be wrestling with 

tensions from these competing sources. At the moment, he might feel negatively about his 

Indigeneity as expressed by his behavior of throwing pebbles at Deborah as she reveals his clan 
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membership to an outsider. Another interpretation of his behavior may be that he is embarrassed 

to be talked about by his classmate, although Deborah's phrasing “In school he says he's not,” 

(Raven) implies that this is not the first time that Baxter has exhibited negative behavior about 

his clan membership.

4.3.1.2 Claims Characteristics of Crest Animals.

Clans in Tsimshian and Tlingít cultures are represented by crest animals. As stated 

previously, the major clan crests in Metlakatla are Eagle, Raven, Killer Whale, and Wolf. The 

data generated three extracts coded as “self-identifies with characteristics of crest animals.” For 

example, a participant might be “sharp-eyed like an Eagle” or “tricky like a Raven.”

Ashley stated she could “smell fish underwater” prior to claiming Killer Whale as her 

clan. Another instance in which a child identified with the characteristics of his crest animal took 

place mid-morning at Smuggler's beach. A parent volunteer was nearby but did not appear to be 

paying attention to the boys; this was an unobserved interaction, revealed only through the video 

collected by Axel.

A child (off camera) spied a vee-shaped flock of ducks flying off in the distance,

“Look it! Something is flying in the air! Look it!! Awesome right?”

Axel looked up and saw the flock of ducks barely visible in the frame. Axel, in a 

teasing voice, said, “Look, there's Dawson. There's your mom. There's your dad, and 

there's your brothers. Look it. Flying away from you! And your cousins are flying away 

from you. Look it! They are flying away from you. Goodbye! You can't fly anymore; 

you are human now. And you will never be with your family again!”

The boy (off camera) cried, “Oh no, I've got to get back up,” apparently going 

along with Axel's teasing comments.
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While it cannot be ascertained that the child Axel is teasing is a member of the Duck 

clan, that would be a reasonable inference as the Duck clan is one of the clans in Metlakatla. I 

include this extract as an example “self-identifies with characteristics of crest animal,” because it 

demonstrates both cultural knowledge and ecological knowledge. Axel's cultural knowledge 

includes knowledge that the boy would share clan membership with his relatives, and it reveals 

the permeability between humans and animals. This is evident in Axel's statement, “You can't 

fly anymore; you are human now,” as well as by the boy's statement, “Oh no, I've got to get 

back up.” Although Axel was teasing the boy in this exchange, it calls to mind the transformation 

stories that abound in Tsimshian and Tlingít oral history, such as the salmon boy story (Swanton, 

1909, pp. 301-310), or the woman taken away by the Frog people (Swanton, 1909, pp. 53-54). In 

these transformation stories the person who is spirited away to live among an important animal 

species often pines for his human relations; Axel's statement that “You will never be with your 

family again!” implies that such would be the case if the boy's entire clan flew away without 

him.

Another data extract coded “self-identifies with characteristics of crest animal,” occurred 

when Elsie was drawing her favorite Nature activity. I sat beside her and took notes as she 

described what she planned to draw.

Elsie recounted a story of when she and her extended family including an uncle 

and cousins went camping at Smuggler's Beach. The family stayed in the picnic shelter 

to stay dry, and Elsie stated that she was happy and not scared at all, even when it got 

dark, indicating that she felt comfortable and safe on this overnight adventure. Elsie 

stated that her mother caught a fish at the beach, and the family ate it with seaweed. Then 

Elsie stated "My mom is my clan—bear clan. We eat fish. Not raw fish, roasted fish."
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Once again, Elsie stated her membership in the Bear clan, which I confirmed from her 

parent survey. This time she added an important characteristic about bears—they eat fish, which 

they catch from the numerous salmon streams in the area. Elsie knows, presumably from 

firsthand observation, that bears eat raw fish, but she is careful to specify that she and her 

mother, though both Bears, eat their fish “roasted.”

Claiming the characteristics of one's crest animal may be even more powerful than 

simply stating “I'm a (clan name),” because it reveals a deep connection to the animal and thus 

the Land. Claiming the animals' characteristics also implies a depth of ecological knowledge, for 

example that ducks fly together in “clans,” bears are skilled at catching salmon, and that killer 

whales can “smell fish under water.” Additionally, claiming the animal's characteristics hints at 

a developing Indigenous worldview—that humans are a part of Nature, and that we can step into 

the world of the salmon, the killer whales, the ducks, or the bears by simply opening the door 

between worlds.

4.3.2 Traditional Ecological Knowledge

The land-based aspect of cultural identity rising to the level of a theme in the data was 

demonstrating traditional ecological knowledge with sub themes of (1) demonstrating ecological 

knowledge, (2) demonstrating subsistence knowledge, and (3) knowing and living by core 

cultural values related to the Land; each of these sub themes are discussed in the following 

sections.

Traditional Ecological Knowledge is a combination of ecological knowledge gained 

through firsthand experiences on the Land and passed down from one generation to the next, 

knowledge of how to hunt, fish, gather, process, and store key subsistence resources, and beliefs 

and values related to sustainability and stewardship of the valuable resources of the Land. One 
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might think of ecological knowledge as a precursor to subsistence knowledge, and subsistence 

knowledge and practice as a precursor to internalizing cultural values. Deep ecological/place 

knowledge and appreciation for the resources that provide sustenance leads to place attachment, 

and from there, stewardship values evolve (Ritchie, 2015).

4.3.2.1 Demonstrates Ecological Knowledge.

In all, 199 data extracts were coded as demonstrating ecological knowledge; this included 

children naming animals such as gumboots, octopus, moon snails, clams, cockles, sea stars, 

nudibranchs, sea cucumbers, periwinkles, crabs, sea anemones, eels, blennies, salamanders, 

water skippers, ravens, mink, and crows; plants such as deer heart, salmon berries, Devil's Club, 

Hudson Bay tea, cedar, hemlock, and ferns; algae such as seaweed and bull kelp; and fungi, such 

as bear bread, a type of shelf fungus that grows on dying spruce and hemlock trees.

Other data extracts coded for demonstrating ecological knowledge included instances 

when students described details about the animals or plants. Three extracts in this category are 

discussed here; in the first one, the children determine the sex of a crab, in the second one Baxter 

and Harlan make inferences about how crab shells ended up in the woods, and in the third, 

Ashley notes the “itchy” property of a plant.

Baxter, Harlan, and Axel demonstrated detailed ecological knowledge when they 

determined that a crab they caught was “a mommy.”

Tony, Baxter, and Harlan were walking through the tidal flats at Sand Bar Beach 

in an area with abundant green seaweed. Harlan turned over rocks and quickly scooped 

up the small crabs hiding there. Tony stood back and videoed the boys scrambling to 

catch the fast little crabs and put them in the bucket. Suddenly, they found a larger crab 

of a different species. Harlan held the crab, belly side up as Axel approached the group.

134



Looking at the cluster of eggs under the crab's tail, Axel said, “It's about to lay eggs!”

Harlan asked Tony to put the crab in his bucket to carry it down to the water.

“Why?” asked Tony, as he refused to let Harlan put the crab in the bucket.

Harlan replied, “For the crab. Because it's a mommy! Don't you like moms?” 

and, seeing that Tony would not comply because his bucket was purportedly too heavy, 

Harlan carefully carried the “mommy crab” down to the water's edge and let it go. 

In this exchange, both Axel and Harlan exhibited knowledge of crab biology; they 

determined the sex of a crab by observing the wider tail with eggs just visible along the edge. 

This is not surprising in Harlan's case because he has fished commercially with his father where 

he likely learned to discern males from females since only male crab may be retained. It is 

uncertain where Axel learned to determine the sex of a crab because his family did not complete 

a survey, however, he stated with certainty “it's about to lay eggs!” indicating he is confident in 

his knowledge.

Baxter and Harlan again demonstrated ecological knowledge beyond knowing the names 

of animals or plants when they found crab shells in the woods on Hemlock Island and inferred 

that an animal must have eaten the crabs and left the shells in the woods.

Baxter and Harlan made a game of collecting large crab shells from the forest 

floor. They found leg and claw shells and some carapace shells which were larger than 

the boys' hands. Seeing Ashley, Sarah, and Deborah gathered around a large slug, Baxter 

shouted to them, “Hey guys! Guys! Guys! Mink has did something to crabs! Do you 

know what they did? Bom bom bom,” singing and pausing for effect, “They ate them!”

Getting no response from the girls, Baxter and Harlan paused to look at the slug, 

then returned to their quest to find more crab shells in the woods.
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Harlan, “We need the bucket!”

Baxter, “Why?”

Harlan, pointing to a crab shell he saw Baxter pick up, said, “Put them in the 

bucket.” The boys continued gathering crab shells until they heard Mrs. M call everyone 

back to the beach.

Baxter shouted to Harlan, “I'm taking a short cut! Over here!”

The children and parent volunteers began to emerge from the woods to gather on 

the beach facing the water. As Harlan and Baxter approached the seated children Baxter 

said, “Hey Har! Let's go show Ms. M!” They walked toward the teacher but were not 

able to get her attention as she was occupied trying to gather the class on the beach.

Baxter said, “There's thirteen hundred minks! Cuz look how much shells we 

found!” as he again attempted to show Ms. M the blue bucket nearly full of large crab 

shells.

Harlan sat down on the beach and dumped the bucket on the sand. “We're going 

to count them.” Harlan and Baxter counted each shell as they put it back in the bucket. 

When they finished counting, Baxter exclaimed, “We found twenty-four shells! There's 

twenty-four minks in there. Ms. Nancy, look! Twenty-four minks cuz we have twenty- 

four, uhm, crab shells.”

In this data extract, Baxter and Harlan demonstrate ecological knowledge about crabs and 

mink. They know that crabs live on the beach and not the woods, so when they found the crab 

shells in the woods, they knew something must have carried them there to eat them. They also 

knew that mink were the likely diners since mink eat crabs, and mink live in the woods near the 
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beach. While their logic about “twenty-four minks because they found twenty-four shells” may 

be faulty, still, they demonstrated a surprising level of ecological knowledge.

Children demonstrated knowledge about which plants you can eat, and which plants 

should be avoided.

Ms. Nancy was showing the children how to find salmonberry sprouts, peel them, 

and eat them. After a quick demonstration, the children scattered into the brush along the 

side of the road to search for the biggest, juiciest sprouts to snack on. The sun was warm, 

and some children were lying down in the moss eating sprouts. Ashley, wearing a 

camera, came upon Edward and Henry sitting near a clump of bushes just as Henry 

reached for a branch to pull himself up. Henry pondered, to no one in particular, “What 

type of a leaf is this?”

Ashley shouted, “No! Oh, I thought that was … Don't touch that big ones! Don't 

touch those big ones!”

Edward, looking quizzically at the leaves, asked, “Do they make you itchy?”

To which Ashley replied, “Yeah. Don't … oh … I thought that was a baby one - a 

big one.”

In this fleeting instance, all three children demonstrated some level of ecological knowledge 

about plants. Henry paused before grabbing a leaf and wondered, “What type of leaf is this?” He 

recognized that the leaf was different from the smaller leaves of the salmonberry plant from 

which they were harvesting sprouts, and he knew he should not touch it until he determined what 

it was. Ashley knew that the “bigger ones,” the leaves of the cow parsnip plant, make you itchy, 

and warned Henry not to touch them. Edward also exhibited ecological knowledge when he 
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surmised the plant must make you itchy based on the volume and tone of voice Ashley used 

when she saw Henry reaching for the plant.

An additional 42 data extracts were coded as developing ecological knowledge. In these 

instances, children asked questions about animals, plants, or the environment, indicating they are 

exploring and learning, which is appropriate for kindergarten children. Most of the questions 

children asked were about the names of animals; some animals in the intertidal are unfamiliar, 

such as the nudibranch, an often-colorful sea slug. Children also asked about animals' features or 

behaviors, such as “where are the eyes?” when looking at a lemon nudibranch, or “does it stick 

to you?” when observing a banana slug.

The children in this study asked many questions, of each other, and of the numerous 

adults accompanying the class to add to their growing ecological knowledge. They also exhibited 

a surprising level of ecological knowledge by being able to name many of the creatures they 

encountered during the field study, and they noticed details about the plants, animals, and 

environment. Ecological knowledge is a precursor for subsistence knowledge, the second sub 

theme under the theme of traditional ecological knowledge.

4.3.2.2 Demonstrates Subsistence Knowledge.

In this study, the code for demonstrating subsistence knowledge was defined as “the child 

states or shows how to forage, catch, prepare, or eat subsistence food,” or “the child recalls a 

subsistence experience.” There were 29 data extracts coded as demonstrating subsistence 

knowledge. Three data extracts are described here demonstrating children's knowledge of 

harvesting practices; in the first Elsie describes how to pick up crabs without getting pinched, 

and in the second, Harlan demonstrates knowledge of gillnetting for salmon.
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Elsie demonstrated subsistence knowledge when she showed Erin how to pick up a crab 

without getting pinched.

Elsie and Erin were in high spirits as they walked out toward the water at Sand

Bar Beach together. They paused several times to turn over rocks to capture the shore 

crabs hiding there.

Carie, one of the researchers with little experience in the intertidal zone, 

approached the girls and stopped to look in Erin's bucket, “Oh look at all the crabs you 

have!” she exclaimed.

Elsie chimed in, “Yeah, you're the crab queen! Wait, there's one right by you! Put 

it in mine because I need to have a second one.”

Carie asked, “Do they like to be together? The crabs?”

“No. Sometimes they get awfully fighty!” replied Elsie.

“They do?” asked Carie.

“Yep. Really fighting. Oh, there's a crab! Just grab it behind its back,” instructed

Elsie, demonstrating with her hands how to place your fingers under the crab's belly and 

your thumb on its back.

This data extract illustrates Elsie's subsistence knowledge about crabs. She knows that 

crabs pinch, and that even small crabs can hurt if they pinch your skin. She also knows that crabs 

can get “awfully fighty” when they are in the same tank, and that the best way to pick them up is 

from behind. If a person tries to pick up a crab from the front, they rear up on their back legs 

when they see your hand and open their pincers in the classic fighting crab pose. Elsie may have 

learned this technique from experience crabbing on her father's boat; although the shore crabs 
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the children were catching are miniature in comparison to a king crab that Elsie's family catches 

to eat, the strategy to avoid getting pinched is the same.

Harlan demonstrated considerable knowledge of subsistence practices, which is not 

surprising given his family's active hunting and fishing lifestyle. His mother described Harlan's 

first hunting trip that occurred when he was only two years old and went wolf-hunting in a pack 

on his father's back. Harlan's oldest brother is 12, and he stated that, in addition to wolves, they 

hunt deer, squirrels, ptarmigan, and beaver. Harlan and his two older brothers go fishing on their 

family salmon gillnetter every summer; during their family subsistence expedition, we visited the 

boat harbor to see their boat. All three boys were proud to share their tremendous knowledge of 

the area, of fishing techniques, and to recount “fish stories.” Harlan reported that “I have a 

wooden boat! And I can drive it myself!” This is a child with a great deal of experience playing 

and working on the Land. The following data extract reveals some of the subsistence knowledge 

Harlan has already taken up.

Harlan and a small group of children were gathered near a stream after crossing 

back over from Hemlock Island. The class had taken a lunch break and now the children 

had free-choice play. Harlan took advantage of the free time to orchestrate an elaborate 

game involving “setting nets” in the stream and gearing up for a storm. Five or six 

children joined in at various times during the game, but Harlan, the director and primary 

actor, stayed with the game for over 15 minutes. Harlan found an old rope that was 

frayed; it looked like a net on the end. Holding the end, Harlan threw the frayed end of 

the rope far out into the stream. The net was “set!”
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Suddenly Harlan shouted, “Yeah, it's a storm! A storm's coming! Get in a circle! 

Wow you guys, look! There's a storm! Watch out! Watch out! You can't go this far when 

there's a storm!”

Harlan wanted to take his “fleet of boats,” the other children, across the stream to 

safety, so he asked Dana, “Can we go over there? Right there? Can we just go over there 

for two seconds?”

“No,” replied Dana.

“Okay zero seconds.” Harlan conceded defeat and decided they would fish from 

the shore.

Harlan asked, “Oh, do you want to try on this side?” as he took the rope from 

Dylan. “Here do it like this. Watch! Watch Dylan! Watch, you throw it like this!”

Ashley had been watching the activity from the side, but she wanted to get in on 

the action, so she yelled, “A storm's coming!”

Harlan, the self-ascribed director replied, “We're not playing that game 

anymore!”

Ashley, used to being the play director, stated confidently, “Well, now we're 

playing!”

John and Baxter wanted a turn casting the net out on the water, but Harlan 

commanded, “Don't touch it, John! No Baxter!”

Baxter, being a bit taller than Harlan, stated nonchalantly, “I'm going to throw it 

out further!”

“No, it stays right there! It's in the perfect spot right now,” replied Harlan. Then 

he asked Baxter, “Should we do it again? Make it go much more farther?”
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John, still wanting to be involved, interjected, “Look, it's a fish!”

Harlan said, “No, it's not a fish, John. It's seaweed.”

John continued trying to pull in the “net.” 

Dylan piped in, “Noo! Leave it!” 

Harlan added, “Leave it - let it soak!” Then he asked Dylan, “Is it good? Are the 

fish coming to it? When that sinks, that means there's a fish!”

Several statements by Harlan indicate his familiarity with harvesting fish in this place. He 

knows, for example, that when a storm is coming, it is best to stay close to shore as indicated by 

“You can't go this far when there's a storm!” When gillnetting for salmon, the fisherman set 

their nets where they think the salmon might be swimming by; it is a balance between getting 

close enough to shore to intercept fish swimming in the currents that run parallel to the beach 

and getting too close and risk snagging your net on the bottom. Harlan's statement that the “net” 

was “in the perfect spot” indicates he is familiar with the art of setting in right place and “letting 

it soak,” that is not getting impatient and pulling in your net until you have given the salmon a 

chance to get caught in your net. Finally, his statement, “When that sinks, that means there's a 

fish!” is something that only a person with direct experience gillnetting for salmon would know. 

Fishermen watch their nets carefully for sinking cork line, an indication that a salmon has hit the 

net; the weight of the salmon causes the corks to sink. Only when many sections of cork line are 

underwater do commercial gillnetters pull in their nets, remove the salmon, and reset their nets. 

Even though Harlan was not actually salmon fishing, he shared his harvesting knowledge with 

his peers through “pretend play,” an important way that children learn about daily life (Rogoff et 

al., 2014).
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Elsie telling Erin how to pick up a crab without getting pinched and Harlan sharing his 

vast knowledge of gillnetting with her playmates are examples of, “The child states or shows 

how to forage, catch, prepare, or eat subsistence food.” There were many examples of “the child 

recalls a subsistence experience” in the data set, which were also coded under the sub theme of 

demonstrating subsistence knowledge. For example, when Elsie described how her mother 

caught a salmon while the family was camping and they “ate it with seaweed” at the beach; or 

when Dylan recalled a time when “I ate crabs before. My mom caught the crabs on the beach,” 

and he demonstrated the size of the crab she caught by spreading his hands out about eight 

inches from each other. Other children recalled eating seaweed, octopus, cockles, gumboots, and 

sea cucumbers. Additionally, Harlan and his older brothers recalled hunting wolves, deer, bears, 

beavers, grouse, and squirrels. A few children dominated the data extracts coded in the sub 

theme related to subsistence, notably, Harlan, Sarah, and Elsie. The families of these three 

children also scored the highest in frequency of subsistence activities, with scores of 0.73, 0.59, 

and 0.56 respectively, indicating their participation in subsistence is well above the median 

subsistence frequency score of 0.41. It appears that the children who most frequently engage in 

subsistence activities may serve as role models, thus, allowing their peers to benefit from their 

superior knowledge and skills related to subsistence. Additionally, all children had the 

opportunity to learn about and participate in subsistence activities during the field study 

including harvesting Hudson Bay Tea, deer heart, salmonberry sprouts, spruce tips, and 

processed Devil's Club.

4.3.2.3 Demonstrates Enactment of Core Cultural Values.

Evidence of the internalization of cultural values represents a theme in the data. Two 

land-based cultural values evident in the children's actions were (1) honoring and utilizing our 
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land and (2) honoring our ancestors and future generations. Sealaska Heritage Institute (SHI) 

labels the first value as Haa Aaní (Tlingit) or Na Yuubm (Tsimshian) and describes behaviors 

associated with this value as only taking what you need, utilizing riches from the Land fully 

without waste, and acting as stewards of the Land. SHI labels the second value as Haa Shuka 

(Tlingít) and Na Latigigyetgm (Tsimshian); while this value is primarily concerned with 

maintaining balance by honoring ancestors and future generations, a behavior associated with 

this cultural value is sharing, especially with those who are unable to hunt, fish, or gather 

(http://www.sealaskaheritagecenter.com/). Two sub themes were generated related to Haa 

Aaní/Na Yuubm:(1) demonstrating care for the Land, and (2) respectful harvest, and one sub 

theme related to Haa Shuka/ Na Latigigyetgm: (1) collective harvest (sharing).

4.3.2.3.1 Demonstrates Care for Land.

Twenty-one data extracts were coded as positive for demonstrating care for the Land, two 

of which are discussed in this section; 24 data extracts were coded as developing, indicating the 

child was experiencing tensions and had not yet internalized the value, one of which is discussed 

in this section; and two data extracts were coded as negative indicating the child demonstrated 

disregard for the environment, both of which are discussed in this section.

The data extracts coded as positive for demonstrating care for the Land tended to be 

instances when the children took action to minimize damage to the living creatures in the tide 

pools. When the tide is out many intertidal creatures, such as crabs, nudibranchs, or blennies, 

hide under rocks or seaweed but can be caught by a kindergartner with relative ease. In most 

cases the children observed the animals and put them back soon after, or the children carried the 

creatures around in their buckets for a few minutes before returning them to the appropriate part 

of the beach. It is important to put intertidal creatures back where you found them because if a 
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clam, for example, was returned to a rocky part of the beach instead of a sandy area, it would 

soon die because it could not dig to escape predation. Similarly, if a gumboot was returned to a 

sandy area instead of a rocky area, it would die because it lives by scraping diatoms from the 

rocks, and sand does not support the layer of diatoms found in the rocky intertidal.

Two occurrences coded as positive for demonstrating care for the land occurred at 

midday during the field trip to Hemlock Island. After the morning excursion into the woods to 

look at the remains of the smokehouses and learning about Devil's Club, the children had free- 

play time. Some children chose to work on scraping the Devil's Club stalks to gather the 

medicinal layer for tea, while others gathered spruce tips to make spruce tip honey. Still others 

played near the shoreline, building trenches to channel the water, skipping stones in the water, or 

just sitting in the sun. Baxter occupied himself bringing buckets of water from the channel 

separating Hemlock Island from Annette Island up to a tide pool he had filled with small fish and 

seaweed.

“What are you doing?” asked Ashley, noticing Baxter repeatedly scooping up 

buckets of saltwater and pouring it into the tide pool.

“I'm getting water to put on our fish so it can breathe,” explained Baxter.

Nearby, Harlan and John turned over stones to see the small sea critters awaiting 

the return of the tide. “Don't pick up crabs,” Harlan commanded. However, curiosity 

about the small living creatures intrigued Elsie and her friend; together, they built a small 

corral out of stones into which they placed several crabs.

“We're building them a home,” said Elsie. “Keep them in there. They like their 

homes. I'm not going to hurt you,” Elsie cooed as she gently picked up the thumbnail

sized crab. After observing the crabs scurrying about in the corral for a few minutes,
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Elsie and her friend carefully returned the crabs to the spot on the beach where they 

caught them.

These interactions revealed how some of the children were developing dispositions of 

care and stewardship. Baxter provided water for the fish he sequestered in a tide pool so they 

could breathe, Harlan encouraged others not to disturb the crabs, and Elsie and her friend 

carefully placed them back where they belonged after a few moments of observation.

The data extracts coded as developing for the sub theme of demonstrating care for the 

environment revealed the children grappling with a tension of wanting to be respectful to the 

creatures they caught in the tide pools and simultaneously wanting to take them home as pets. 

This was especially evident when the children discovered an unusual creature such as a lemon 

nudibranch, a beautiful yellow sea slug, or a bat star, a type of sea star with a unique shape. 

Choruses of “Can we keep this one?” or “Can I keep it?” erupted whenever a new creature was 

discovered. The adults were careful to remind children that the beach creatures would die if they 

were taken home, and that we could only take creatures that we could eat. A parent volunteer had 

the following exchange with Axel.

“Oh, you found a sea cucumber! Have you ever eaten those?” asked the parent.

Axel was intrigued, perhaps surmising that if he was going to eat it, he could take 

it home. “Can we keep this one?” he asked.

“Yeah, you can keep that in there,” indicating the bucket that Axel was carrying.

“Take it home, scrape it out, and cook it in butter,” replied the parent.

Axel asked, “We could eat it with butter? What does it taste like? Like fish?” 

To which the parent replied, “Yeah, like seafood. It's really good!”
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Axel was very curious about the taste of these brown creatures shaped like large 

cucumbers. “You mean like the ocean?” he probed.

A boy (off camera) exclaimed, “Oh it's so yummy! I love them!”

Axel, still not convinced he would like the taste of sea cucumbers, said, “Not me,” 

and asked, “But what does it taste like? What kind of animal does it taste like?”

Sea cucumbers have a delicious flavor reminiscent of a mild clam; in fact, there is 

a sizable commercial dive fishery for sea cucumbers in Metlakatla. In the end, however, 

Axel remained dubious about the flavor of sea cucumbers and returned it to the tide pool. 

The tension of wanting to be respectful to living beings while at the same time being 

enticed toward disrespect is not new to this generation. There is an ancient story told along the 

Northwest Coast about how a volcano erupted, destroying a village, when two boys were cruel to 

frogs (Beck, 1989). I read a children's version of this story to the children in the study; in the 

children's version (Lewis, 1997), the village is saved by a young girl who releases the frogs 

captured by the disrespectful boys.

While most of the codes in this theme were positive indicating children were 

demonstrating care for the environment, or developing, indicating children were beginning to 

develop dispositions of care for the environment, there were some instances when children 

showed disregard for the environment and were thus coded as negative. One such instance 

occurred at Smuggler's Beach when Erin, Elsie, Sarah, and Baxter were walking down the 

beach.

It had been cooler early in the day but was warming as the children wandered 

down the beach. There were no adults in the area and the children were talking about a 
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board game they play in the classroom. Each child was dressed in a warm coat and Sarah 

complained, “My mom made me wear two pairs of pants.”

Erin, too, was beginning to feel uncomfortable. She stated, “I'm hungry,” and 

began stomping on barnacles. Elsie joined her in stomping on barnacles.

Sarah scolded them saying, “You're going to get bad luck!”

Misunderstanding, Erin responded, “Back lock?”

Sarah clarified “Luck! That means you'll end up in some Sm'algyax story.”

Erin and Elsie were getting tired, hot, and hungry; perhaps they were taking out their 

frustrations by stomping on the barnacles thus indicating they had not yet internalized the core 

cultural value of Haa Aaní/Na Yuubm, honoring and utilizing the Land. In contrast, Sarah 

appears to have internalized Haa Aaní/Na Yuubm to the extent that she warned them to stop lest 

they end up in a Sm'algyax story. Many of the Sm'algyax stories feature a person who offends 

another creature and is then taken to live in the world of the offended creature until she learns 

how to treat all creatures with respect. See, for example, the salmon boy story as retold in chapter 

two.

Another extract coded as negative for care for the environment occurred when a child 

killed a butterfly.

Near the end of the day at Smugglers Beach a group of about six children spied a 

butterfly and began chasing it. Ashley (wearing the camera) filmed Baxter as he captured 

the butterfly in his hand and several children gathered around to see it.

“You killed it!” exclaimed Ashley as she saw the butterfly was unable to fly out 

of Baxter's cupped hands. Baxter appeared remorseful as he gazed down at the dying 
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butterfly in his hands. A few minutes later Ashley implored her friends, “Don't chase the 

butterflies or you'll kill them like Baxter did.”

In this case, it cannot be ascertained that Baxter willfully disregarded the life of the 

butterfly or if he had simply not yet mastered regulating his behavior. He may have been caught 

up in the moment of chasing a creature without realizing he would kill it just by touching it. The 

fact that he cupped his hands when he caught the butterfly, and the remorseful look on his face 

when he realized he killed it, would indicate that he did not intend to kill it. Regardless of his 

intent, this was a learning moment for Baxter and the group of children gathered around to see 

the elusive butterfly, made more memorable perhaps by Ashley admonishing Baxter and urging 

others not to repeat the mistake.

In both the case of Elsie and Erin stomping on barnacles and the case of Baxter killing a 

butterfly, it is important to note that other children attempted to correct their behavior. Sarah 

warned Elsie and Erin that they would “get bad luck” and “end up in a Sm'algyax story,” if they 

were disrespectful to the barnacles. Similarly, Ashley implored the other children not to repeat 

Baxter's disregard for the butterfly's life by chasing and catching them. Noticing when peers act 

in opposition to cultural values and advising them to correct their behavior is an important sub 

theme of peer's moves increasing competence on the Land and will be discussed further in 

section 4.3.4 below.

4.3.2.3.2 Demonstrates Respectful Harvest.

Harvesting respectfully means taking care not to deplete an area of the resource, such as 

taking only one or two sprouts from each salmonberry bush, only harvesting what you can use, 

using what you harvest with as little waste as possible, and showing gratitude for the resources 

harvested. Three children's videos, three parent surveys, and one subsistence expedition were 
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coded as demonstrating or discussing respectful harvest; all these data extracts are discussed in 

this section. It is important to note that harvesting was not the primary goal during the field trips, 

except the harvesting of Hudson Bay Tea on day four of the field study, so it is not surprising 

that this sub theme was infrequent in the children's videos.

One video extract coded as demonstrating respectful harvest occurred near the end of the 

day on the field trip to Hemlock Island. Ms. Nancy had just taught the children how to select the 

salmonberry sprouts to peel and eat.

She described the flavor to the children as a cross between watermelon and 

salmonberries and instructed them to look for soft young sprouts because they get woody 

and lose their flavor as they mature. The children scattered in search of sweet sprouts to 

snack on.

Baxter walked toward a salmonberry bush and grabbed a sprout, yanking it from 

the plant.

Sarah, demonstrating the value of respectful harvest, reminded Baxter, “Not like 

that. You get the ones on the ground. See these soft ones?” She pointed to the 

salmonberry runners growing near the base of the plant.

The sprouts higher up on the plant are more likely to be woody because they mature 

faster, thus would lead to more waste if harvested. Additionally, the new runners at the base of 

the plant will not produce berries in the first season so taking them will not diminish the coming 

berry harvest. Sarah may not have known these facts, but she had internalized the lessons taught 

by her mother, Ms. Nancy, the cultural specialist, to the extent that she taught the lesson to 

Baxter. Baxter may have learned through trial and error that the lower sprouts would be sweeter 
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and juicier, but Sarah's intervention likely saved some waste that would have accompanied the 

experimentation.

In another video extract related to the sub theme of respectful harvest, Sarah taught Dante 

not to make disrespectful comments about subsistence resources. In her six-year-old 

interpretation of treating resources with respect and gratitude, she told Dante he would “get bad 

luck” if he spoke disrespectfully about octopus, a subsistence delicacy.

Cousins Sarah and Dante were walking carefully down the long sand bar at Sand 

Bar Beach; they had to be especially careful since Sarah forgot to change into her boots 

before embarking down the beach. Sarah was carefully stepping from rock to rock 

through the ever-deepening tide pools because there were reports that Harlan's dad 

caught an octopus; the children were hurrying excitedly to see.

Sarah told Dante, “I want to see the octopus! I don't even have boots on. I have 

to go around it,” indicating a large tide pool with no rocks protruding above the water. 

Sarah began working her way around until she found herself without a rock to jump to. 

“I'm trapped! I'm stuck! I don't have shoes. I can't move! I'm stuck on this tiny rock. 

Excuse me? I want to look! I didn't even get a chance to look at it. My shoes are all wet.”

Dante offered to hold Sarah's hand to help her navigate through the barnacle- 

encrusted rocks and slippery seaweed. Determined to see the octopus, Sarah declared, “I 

don't care if my shoes are getting wet. I want to go look at the octopus. One time I ate an 

octopus! Yum!”

Dante, with a disgusted look on his face, said, “Yuck!”

“Why did you say yuck? You're going to get bad luck! You're not saying yuck at 

it. Yeah, I like octopus!” replied Sarah.
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Sarah is the daughter of the cultural specialist who spends a considerable amount of time 

foraging at the beach with her mother and has likely had many opportunities to internalize the 

value of respectful harvesting, including the delicate balance between honoring and utilizing the 

Land. Showing respect for the environment, especially resources used for food, is an important 

aspect of Haa Aaní/Na Yuubm as illustrated by the Moldy End story in which a boy refuses to 

eat the moldy end of the salmon collar, tossing it away in disgust; the Salmon people take the 

disrespectful boy to live with them until he learns how to treat salmon with respect (Swanton, 

1909, pp. 301-310). Sarah instantly recognized that “saying yuck” about octopus, a food that she 

likes, was disrespectful and likely to bring “bad luck.”

Parent surveys revealed the importance of teaching their children to be respectful when 

subsisting; this may be thought of as sowing the seeds of respectful harvest to be manifested at a 

future date. In section G of the parent survey, item “x” asks parents to rate their response to the 

statement “It is important to teach my child how to respect and care for our subsistence 

resources” from 1=strongly disagree to 5=strongly agree. The mean response for this item was 

4.44, with five of the respondents rating this item as 5, three rating it as 4, and one rating it as 3. 

In an open response item on the survey, item #46 asks “what do you want your children, 

grandchildren, or other young people to know about subsistence?” Dante's mother responded, 

“only harvest what you can eat.” Sarah's mother responded “That it's an important part of their 

education and identity as Ts'msyen people. Everything that we have (songs, stories, clans, etc.) 

comes from the land.”

During a subsistence expedition with Ashley, her mother, father, and two little brothers, 

Ashley's mother explained how important it was for her children to know about subsistence and 

to be respectful of resources. She recounted a story of when she was in high school in
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Metlakatla, she participated in an outdoor survival activity. The students and their teacher 

camped out and had to make shelter and find food on the beach where they camped. When some 

of the students wanted to trap a squirrel, she distinctly recalled her teacher saying, “remember, if 

you kill it, you have to eat it.” Even though her children are still young, this is a lesson she stated 

she wants them to learn about being respectful when harvesting, that what you harvest should be 

eaten and not wasted.

4.3.2.3.3 Demonstrates Collective Harvest (Sharing).

In this study, the collectivist nature of subsistence harvesting was evidenced primarily 

through discussions with the teacher, Ms. M, as well as through observation of children foraging 

and pooling their harvest for processing. In an interview, Ms. M. described how she takes her 

students out to a berry patch near the school every fall to harvest Laughing Berries; the students 

combine all the berries picked and make jam to share with families. Ms. M is careful to make 

sure that every student takes home a jar of jam, regardless of how many berries they picked; 

some students are more dexterous, some are more persistent, but all share in the harvest and the 

pride of making something significant for their families. The interview with Ms. M provided 

another glimpse into her own collectivist worldview.

In response to the interview question “does the fact that your school/class/district is 

predominantly Tlingít/Haida/Tsimshian influence how you interact with parents and families? 

Describe,” Ms. M responded:

I get a lot of support from families. I participated in the seminar called Thru a Cultural 

Lens presented by Sealaska Heritage Institute last fall; participants had to create a 

culturally responsive curriculum unit as their culminating project. For my project, I 

created a unit on foods that we eat and what we gather. I wrote a letter to families to see 
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if they hunt or gather. A few of the families of children in my class have boats. Some 

families harvest shrimp, halibut, salmon, and deer. I was excited to hear this and planned 

to have a family feast in December, but a covid outbreak prevented it. Many families 

stated, “If we have a feast, this is what I can bring.” Families I didn't think go out to 

harvest 一 actually do go out gathering. Instead of a feast with families, this year I brought 

in various local foods to let students taste—seaweed, laughing berry jam, and herring 

eggs. I try to get families involved and this unit on foods seemed to get families 

interested.

Subsistence is clearly a part of Ms. M's life, and she recognizes the importance of 

including subsistence in her curriculum and teaching. Sharing what she harvests with her 

students and their families is important to her and she sees subsistence as a way to build bridges 

between school and home. In return, families stand ready to share with the class.

During the field study, the children had three opportunities to participate in collective 

harvesting, including Devil's Club, Hudson Bay Tea, and spruce tips.

Ms. Nancy, the cultural specialist, accompanied the class on this field trip specifically to 

teach the children about harvesting and preparing Devil's Club, a powerful and important 

medicinal plant common on Hemlock Island. Devil's Club (Echinopanax horridum, also known 

as Oplopanax horridum) is a plant common in the temperate rainforests of Southeast Alaska. 

Known as s'axt' to the Tlingit and wa'ums to the Tsimshian, it is widely regarded throughout the 

region as a plant with great medicinal and spiritual powers.

After some exploration, the children gathered in a sunny spot for a brief lesson on 

Devil's Club. Ms. Nancy described how to harvest and prepare Devil's Club for tea or a 

wound salve to distribute to families and others in the community. The medicinal layer is 
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under the papery outer layer, which is covered with large thorns; Ms. Nancy briefly told 

the students how to scrape just the outermost layer off while wearing leather gloves to 

avoid getting poked. She showed the students how to peel the green medicinal layer off in 

ribbons to be dehydrated, and prepared use in tea or salve. Nine of the children elected to 

try scraping off the outer layer to reveal the “good medicine,” although some students 

tired of the chore after a few minutes, four of the students persisted for more than an 

hour. Admittedly, the chance to use a “real knife” was the draw for some students; Sarah 

and Erin seemed to enjoy the meditative activity and made a game of peeling the longest 

ribbon of green from the Devil's Club stalks. The children filled several paper bags with 

the medicinal part of the plant, which Ms. Nancy took back to the commercial dehydrator 

in her classroom to prepare the ribbons for tea or salve. Every child would get some, even 

the ones who had not participated in the preparation. While the game to get the longest 

ribbon might indicate a competitive aspect to the processing of Devil's Club, still, the 

children seemed to have no ownership of the product, happily surrendering it to Ms. 

Nancy for further processing and sharing.

Similarly, on day four of the field study the children walked to a meadow near the school 

to harvest Hudson Bay Tea (HBT). Ms. M said this is an annual activity for students in her class 

because HBT is easy to identify and harvest for young children. A relative of rosemary, HBT is a 

low-growing plant found in meadows generally free of other thorny plants. HBT makes a 

pleasant-tasting tea with some medicinal properties; some people dry it and store to treat winter 

colds (Scofield, 1989). Ms. M helps her students pick and prepare it to give to families in honor 

of Mother's Day each year.

During the class outing to harvest HBT, each child was given a small bag to collect tea.
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After a brief lesson on identifying the plant, the children stepped off the trail to pick tea. Some 

students were very intent on filling their bags, while others picked for a few minutes and then 

explored the surrounding area. The afternoon was very warm, and some students took shelter 

under the hemlock and cedar trees surrounding the meadow. Figure 12 shows a child who is 

proud to have filled his bag in just a few minutes. Not all children participated in harvesting tea, 

for example, the following extract was coded as Values: Sharing: Developing indicating the 

child had not yet internalized the cultural value of sharing the harvest.

Figure 12

Collective Harvest of Hudson Bay Tea

Note. This child proudly shows his full bag of Hudson Bay Tea (photo courtesy A. Lunda).
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After the children were told they had 15 minutes to pick tea, most began intently 

trying to harvest as much tea as possible. Some students showed others how to collect 

multiple leaves at one time rather than picking each leaf individually. Axel was not 

interested in picking tea; instead, he wandered down to the shore of a nearby pond where 

he found a piece of a broken fishing pole and pretended to fish. The teaching assistant 

urged him to join the class to pick some tea.

Looking hot and tired, Axel asked me, “Can we go back?”

I responded, “Pretty soon. Did you get some tea?”

Axel replied, “I don't want tea.”

Noticing his low energy, I asked, “Are you tired? You can get it for your mom!”

To which Axel asked, “Why do we have to do it for our moms?”

Trying to inspire him with my own enthusiasm, I replied, “Because its Mother's 

Day!”

Axel caught me with a technicality, “Not yet. It's supposed to be on the 12th.”

“Today's the 9th. 10th, 11th, 12th. Three days!” I said, counting the days on my 

fingers. “It takes time to dry and get ready to give to mom.” I explained.

Axel continued to grumble about picking tea and then sat near a large rock and 

examined an alder catkin, asking “what are you?” as the pollen puffed out like a cloud of 

smoke when he touched it. Then he picked a dandelion and pretended it was a person, 

moving it around on the rock. He seemed to be enjoying a few minutes of rest, 

exploration, and pretend play.

I returned to try to get him to pick a few leaves, “Axel do you have a bag?”

Persisting in his lethargy he responded, “No. I don't want to do that.”
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I showed him a few leaves I had picked. “Did you see how cool they look?”

“Mmhmm. The tea?”

Trying to spark his interest I asked, “Yeah, isn't it pretty on the bottom?” I turned 

over the leaf and showed him the rusty colored underside.

With a note of recognition Axel responded,” Mmhmm, my grandma picked 

them!”

Now I had something to work with, “Did she? You know it's really good for you. 

It makes you stronger.”

Axel, not to be pulled into picking tea said, “She can make coffee!”

Remembering how Axel had pretended to be a dog while we were at the beach, I 

asked him, “Did you feel how soft it is? It's like petting a little dog, isn't it?” I said as I 

stroked the underside of the leaf. “I'll give them to you,” I told Axel as I placed the 

leaves on the rock where he was sitting.

Now Axel was interested. “Can I give it to grandma?” he asked

I replied, “Yeah, you can give it to grandma. Here I'll get you some more. Come

on.”

“I can't go in there. It's too spikey. I'm going to sit.” Axel responded.

Axel did not pick any tea, but I gave him a few leaves so he could contribute to the pool 

of tea collected by his classmates. Although he was not ready to join his classmates in the harvest 

of Hudson Bay Tea today, perhaps the next time he would actively participate in the collective 

harvest.

Another data extract coded as developing for the value of sharing involved a child who 

wanted to keep the bag of tea for herself.
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The children were lining up to walk back to the school after a few minutes of 

harvesting Hudson Bay Tea. Ms. M was gently herding them into line, counting heads as 

she touched each child's shoulder.

Ashley, obviously proud of her accomplishment, tried to get her teacher's

attention, saying, “Ms. M., Ms. M!” as she attempted to show Ms. M her full bag of tea. 

Ms. M, not hearing her, asked the assembled students, “Did you guys like that?” 

The students responded in unison, “Yeah!”

Ms. M urged the children to close their bags to not lose their tea. She continued 

counting, still missing a few students. “Come on! Buses are coming!” she called to the 

students dawdling toward the line. She held up two full bags of tea and said, “look, I got 

two of ‘em.”

“I want one,” said Ashley.

Recognizing Ashley's desire to take the tea home, Ms. M replied, “We'll take 

some home. We've got to dry them all out tonight,” indicating the class would combine 

their harvest to dry in the classroom before anyone could take it home.

Ashley persisted, “Can I take this home? I have towels at my house. Can I take 

this home? Can I take this home today? Ms. M, can I take this home today? I want my 

HBT.”

Ashley is clearly experiencing a tension around the cultural value of sharing the harvest. 

She had picked a full bag and wanted to take it home, driven perhaps by the desire for immediate 

gratification. She had stated earlier that she likes to make tea with her “Gram.” Ashley attempted 

to negotiate with Ms. M by stating “I have towels at my house,” to clarify that she could easily 

dry the tea at her house. In the end, all the tea was combined in an impressive pile on the tables 
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in the classroom to dry overnight and presented to families the next day. Most of the children did 

not object to pooling their harvest with their classmates' although at least two students, Axel, and 

Ashley, have not quite crystalised the core value of sharing the harvest.

4.3.3 Role of Community in Supporting Cultural Identity Development

Several foundational supports for cultural identity development were provided by the 

community of Metlakatla, including the Metlakatla Indian Community, the Duncan Cottage 

Museum, the Annette Island School District, and the Richard Johnson Elementary School. These 

organizations provided funding, guidance, and vision for cultural initiatives.

4.3.3.1 Funding.

Interviews with the superintendent, principal, and teachers revealed financial supports for 

nurturing the cultural identity development of children in the study. One key financial support 

described by the superintendent and principal was funding for a full-time cultural specialist at the 

elementary school. Funding for Ms. Nancy's position was included in the general Annette Island 

School District (AISD) budget rather than through soft funding, thus, providing stability for 

cultural programing at the school. All classes at the Richard Johnson Elementary School received 

weekly Sm'algyax language and Tsimshian culture lessons. The elementary cultural specialist 

was provided a large space, a three-classroom building, with one classroom dedicated to the new 

culture-based preschool program, one large, open classroom for Native Youth Olympics and 

other cultural programming for students, and one classroom furnished with equipment for 

processing subsistence foods and other resources. The equipment in the processing room 

included a refrigerator, stove, freezer, sink, commercial dehydrator, washer, dryer, and ample 

counter space and tables for the children to participate in the processing activities.
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Additional funding support provided by AISD included money to purchase or create 

Sm'algyax language, Tsimshian cultural resources, and to purchase art supplies, and materials 

for processing or preserving subsistence resources, such as jars for the jams and salves. AISD 

also partnered with the Duncan Cottage Museum, a non-school district community organization, 

to support a place-based summer school program designed to improve students' academic skills 

through hands-on cultural programming. At the school level, funding for cultural initiatives 

included buses for all elementary classes to participate in a series of Alaska Seas and Watersheds 

field trips in the spring.

4.3.3.2 Other Support.

The Annette Island School District prioritizes cultural initiatives in accordance with its 

mission statement, foundational beliefs, and strategic plan (https://www.aisdk12.org/). Without 

the vision set forth in these guiding documents, the emphasis on Tsimshian culture would be 

subject to the whims of a new superintendent or principal whenever the district or school 

leadership changed. As an example of the transitory nature of leadership in Alaskan school 

districts, both the principal and superintendent resigned the year following this study and new 

leaders were hired. Fortunately, the AISD school board has enshrined Tsimshian culture in its 

mission statement and strategic plan. The AISD mission statement is:

Sagayt k'üülm goot (All of One Heart). Pulling together to foster compassionate, 

resilient, culturally empowered, and mindful citizens while promoting high academic 

expectations to ensure success within a changing world. (Emphasis added) Two of the 

foundational beliefs listed in the AISD strategic plan (https://www.aisdk12.org/) speak directly 

to cultural identity—beliefs 4 and 6:
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1. We believe that every individual matters
2. We believe that the future matters
3. We believe that education is a partnership that involves the student, family, 

school, and community
4. We believe in instilling pride through a positive cultural identity
5. We believe that education is a vital and necessary tool for future growth
6. We believe in the freedom to explore cultural identity
7. We believe that kids can be taught self-advocacy
8. We believe in creating safe spaces for free and open expression
9. We believe that respectful discourse leads to conflict resolution
10. We believe in respect, honesty, integrity, and grit
11. We believe in emulating kindness, empathy, and compassion
12. We believe in preparing every student to pursue a life of their choice
13. We believe in providing an excellent, well-rounded education
14. We believe in transparent and concise communication
15. We believe in addressing historical and generational trauma
16. We believe in developing a child's mind, body, and spirit
17. We believe in promoting a healthy diet and active lifestyle
18. We believe in using reputable data to make decisions
19. We believe that every individual can be a life-long learner
20. We believe in welcoming parental/family (Emphasis added)

Strategy #1 of the AISD strategic plan (https://www.aisdk12.org/) further details the 

district's emphasis on the Sm'algyax and Tsimshian culture:

We will use resources within the school district and within the community to further 
integrate Tsimshian culture to perpetuate the learning of Sm'algyax (Tsimshian 
language.)

With AISD Board Strategy #1, the school district commits funding and resources to the 

integration of Tsimshian culture and perpetuation of Sm'algyax. Leaders have taken this 

guidance and put it into action at Richard Johnson Elementary School. For example, in an 

interview with the principal, Mr. W, he stated that he supported all elementary teachers to 

include a full week of place-based lessons during the fall “salmon week,” when students worked 

with the cultural specialist to learn Tsimshian beliefs, values, and skills related to salmon, 
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culminating in the preparation of smoked salmon for students to share with their families. 

Additionally, he supported all teachers in implementing the Alaska Seas and Watersheds 

curriculum each spring for a full week of field trips. Despite the pressures to “raise test scores,” 

Mr. W recognized the importance of teaching all children in a place-based, culturally revitalizing 

manner.

Another example of Annette Island School District (AISD) Strategy #1 enacted was 

revealed in an interview with the teacher. Ms. M, already a culturally competent master teacher, 

participated in the Sealaska Heritage Institute (SHI) professional development seminar for 

elementary teachers. Thru the Cultural Lens (TCL) is a highly acclaimed cultural orientation 

program, which aims to incorporate Native world views into schools and promote cross-cultural 

understanding. Sealaska Heritage Institute, whose mission is to perpetuate and enhance Tlingit, 

Haida, and Tsimshian cultures of Southeast Alaska 

(https://www.sealaskaheritage.org/sites/default/files/AnnualReport2019_web_sml.pdf), has 

sponsored TCL in northern Southeast Alaskan communities for several years and just recently 

expanded to include Ketchikan and surrounding communities, including Metlakatla. Ms. M 

volunteered to participate in the seminar series, she said, because the new superintendent, a 

longtime resident of Metlakatla, was “making a big push to have all staff participate in Thru the 

Cultural Lens.” Several other AISD teachers and staff members also participated in TCL with 

Ms. M, further expanding the culturally responsive education community of practice in AISD.

The interview data illustrated how district leadership, in this case the superintendent, 

supported cultural initiatives by setting expectations for staff to participate. The superintendent 

made it known to staff that he expected them to participate in the cultural seminar series. His 
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expectations and encouragement resulted in several teachers choosing to enroll in the intensive 

program.

The community of Metlakatla and the Annette Island School District provide funding for 

cultural initiatives and a vision for culturally responsive education, the foundation upon which 

families, teachers, and the children themselves supported the cultural identity development of 

children in this study.

4.3.4 Role of Peers in Nurturing Cultural Identity Development

Peers play a significant role in nurturing the cultural identity development of other 

children as they engage in subsistence and other activities upon the Land. Two themes were 

generated by the data in response to the research question “What role do peers play in nurturing 

cultural identity development?” The first theme is children enact moves to increase peer's 

confidence on the Land and the second theme is children enact moves to increase peer's 

competence on the Land.

4.3.4.1 Peer's Moves Increasing Confidence Upon the Land.

As children engage in activities on the Land together with their peers, they enact moves 

related to safety, comfort, and fun, which together promote confidence. When children are 

confident on the Land, they feel safe, comfortable, and happy and, thus, can move about freely 

and without fear while enjoying the experience of being on the Land (Alcock & Ritchie, 2017; 

Green, 2018a; Karavida et al., 2020). The sub themes related to the confidence on the Land are 

(1) peer's moves promoting safety; (2) peer's moves promoting comfort; and (3) peer's moves 

promoting fun. These sub themes related to confidence on the Land are discussed in the next 

three sections; first a claim is presented regarding the scope and content of the data, then data 

extracts supporting the claim are presented, followed by a discussion of the sub theme.
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4.3.4.2 Peer's Moves Promoting Safety.

Moves enacted by peers to promote safety included instances when a child warned 

another child about a perceived danger; sixteen data extracts were coded in this category. For 

example, Ashley warned Henry not to touch the cow parsnip plant because it makes you itchy 

(described in section 4.3.2.1.1). Another example of peers promoting safety occurred during 

Harlan's subsistence expedition.

Harlan and his older brothers were at the top of the mountain we summited, scrambling 

around on the boulders while his mother, Carie, and I enjoyed the evening sunshine and 

360-degree vista. Brian, Harlan's seven-year-old brother was looking in the crevasses 

between boulders when he suddenly shouted, “Guess what I found?! It looks like a 

scorpion!” Brian looked down at the half-inch insect with a curved tail; it did look like a 

scorpion but must be some other insect as there are no scorpions in Metlakatla. Harlan 

scrambled deftly over the boulders to see the intriguing discovery. Brian cautioned his 

younger brother, “I wouldn't touch it! Don't touch ‘em. I wouldn't touch ‘em, Harlan.” 

The insect Brian found could have been dangerous; I had never seen an insect like the 

one Brian discovered so I could not say if it was poisonous, but we agreed it would be better just 

to look and not touch. Brian warned his brother of potential danger in this instance, thus ensuring 

Harlan's safety.

Another instance where a child warned a peer about perceived danger occurred when Ms. 

M, Baxter, Dylan, Dante, Edward, and I took a short walk up a slew after our excursion to 

Hemlock Island. The slew was fed by a freshwater stream but was a mix of fresh and saltwater 

since the tide filled the mouth of the stream at high tide. As this was mid-tide, there were 
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seaweed covered boulders protruding from the slew; barnacles adapted to the brackish 

environment covered the boulders.

The children had eaten lunch and had some time before the bus was scheduled to 

return to take us back to the school. Some children played in the sand while others 

occupied themselves climbing in the tangled roots of some large trees that had fallen over 

due to shore erosion. Ms. M invited some children and me to accompany her on a quick 

walk to investigate the slew. We sampled sprigs of deer heart as we made our way 

through the woods and emerged on the bank of a beautiful stream riffling toward the 

ocean. After assessing that everyone was wearing boots, Ms. M decided it was safe to 

walk up the stream to look around.

“Can I go over by the big rock?” asked Dylan.

After looking where Dylan was pointing Ms. M replied, “Go ahead but be careful; 

its slippery. “

Recognizing the habitat 一 clear water flowing over gravel with boulders and fallen 

logs 一 I inquired of Ms. M, “It seems like there should be Dolly Varden or something in 

here, huh?” Dolly Varden is a type of Arctic Char for which I have spent many hours 

casting a fishing pole in streams such as this.

Ms. M replied that this stream does support Dolly Varden; she said, “We should 

have brought our fishing poles,” imitating the motion of casting a line into the water.

Just then Baxter shouted, “Oh shoot! Everyone, watch out!” 

Ms. M responded to Baxter's warning, “Yeah, be careful.” 

Baxter said something, but the sound of the water flowing obscured his words.
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Ms. M, wanting more information about the danger, inquired of Baxter, “There's

what?”

Seeing Baxter start to lose his balance in the flowing water, I asked, “Slippery?” 

As the water neared the tops of Baxter's boots he said, “There's a lot of water!” 

Dylan wobbled as he crossed the stream nearly losing his balance, “Wow, wow!” 

he stated as he made it safely to the far shore without getting water in his boots.

“Oh shoot!” exclaimed Baxter as he nearly fell on the sharp barnacles before 

joining Dylan on the shore.

Dante, balancing on a rock midstream said, “See, I'm not in a very deep part.” 

Ms. M cautioned Dante, “Be careful, it's pretty deep right there.”

In this data extract Baxter warned his peers and teachers of danger from the flowing 

water, slippery seaweed, and sharp barnacles; when taken together, the danger of cutting a hand 

on the barnacles is very real. Heeding Baxter's warning, our group was able to make it safely to 

the shore of the stream without injury. When peers warn each other about potentially poisonous 

plants, stinging insects, or the danger of slipping on sharp barnacles, they help one another learn 

to be safe while navigating on the Land. Peers also help each other build confidence on the Land 

by enacting moves to promote comfort.

4.3.4.3 Peer's Moves Promoting Comfort.

While the children were generally happy and excited to be out on the Land during the 

five days of field trips, there were occasions when they expressed frustration, such as when they 

were tired, cold, hungry, or were having trouble walking in a particularly difficult stretch of 

beach. In most of these instances the children expressed their frustration to an adult and the adult 

helped them by providing advice or support, however, in other cases, children expressed their 
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frustration to a peer. Eleven data extracts were coded as moves by peers promoting comfort on 

the Land. Moves promoting comfort included children offering peers moral support or 

encouragement, or offering physical support, such as offering to hold hands to steady a friend on 

the slippery mud.

Erin, Elsie, Sarah, and Axel were walking together out toward the rocky section 

of Sand Bar Beach where they were told they might find moon snails. Sarah scanned the 

horizon, but no one was in sight; if there were people out there, they were obscured by 

the rise in the rocky section of beach at the end of the sand bar. Sarah stated, “No one is 

there. Up there. Nobody. I don't know why we're heading back because I'm really 

starving!” Sarah had forgotten to change into her rubber boots, having left them on the 

now-distant beach with her backpack. She had previously complained that her feet were 

wet and now she was hungry.

Axel, wanting to offer support, said, “Are you hungry? I have snacks in my 

backpack.”

This data extract reveals a brief, yet significant interaction in which children offer moral 

or physical support to a peer experiencing frustration. Sarah shared her vulnerability with her 

walking partners by stating, “No one is there. Up there. Nobody.” She may have been feeling 

trepidation about continuing to walk out on the long sand bar when no one was in sight at their 

destination. Just the fact that the children were in a group may have lent them some comfort in 

knowing that, if there were no people “up there,” they would at least have each other. Sarah also 

shared her discomfort at being “really starving,” to which Axel offered to share his snacks which 

he had in his backpack.
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In this case Axel offered physical support to Sarah by offering her a snack to stave off her 

hunger, as well as, perhaps, moral support simply by continuing to walk beside her.

Another instance when a child offered a peer comfort occurred when Axel, Harlan, and 

Baxter were near a deep tide pool; the teaching assistant was nearby watching the boys 

investigating the creatures in the tide pool.

Axel, wearing the camera, saw Harlan try to grab something from the tide pool, 

“It's an eel?” inquired Axel. “Wow, I'm trying to grab it.” The elusive eel darted into a 

crevasse in the rocks. Turning to the teaching assistant, Axel asked, “Why does he want 

to go inside? Guess what! Ashley got me wet on my back leg,” momentarily distracted by 

the presence of a potentially sympathetic adult.

“Here, let me see. Turnaround,” the teaching assistant stated as she attempted to 

determine the seriousness of Axel's problem.

“Ashley got me wet!” said Axel.

“It's okay; it will dry off,” replied the teaching assistant.

“It will dry?” Axel seemed doubtful. “I have an eel, but I want to put it in my 

bucket. I don't have a bucket. I have no bucket,” he continued as he tried to get the 

teaching assistant to help with his multiple problems.

“Where's your bucket?” asked the teaching assistant, trying to help Axel with the 

problem of no bucket to use as his mini aquarium.

“I don't have one,” responded Axel.

The teaching assistant tried another tack to help Axel, “Maybe you can be 

partners with someone who does,” she suggested.

Axel stated, “I'm Harlan's (partner).”
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The teaching assistant pointed toward Harlan and Baxter, still busily engaged in 

eel-hunting near the edge of the tide pool. “He's over there,” she said.

“What is that?” Axel asked Harlan as he appeared to capture something where he 

stood, ankle-deep in the tide pool.

Harlan, noticing Axel's camera, asked, “Can I use that Go-Pro?”

“No,” replied Axel. Then, suddenly intrigued by something he spied near his foot, 

he shouted, “I found a starfish! I found a starfish! Wait partners!”

Harlan, still working with Baxter, commanded, “Get the crab, Baxter. And I'll get 

the eels.”

Baxter stated adamantly, “I will not get a crab ever again!”

“Why?” asked Axel quizzically.

“Because - this!” replied Baxter pointing to an eel swimming in a few inches of 

water in his bucket, perhaps concerned that a crab might hurt or kill his hard-won eel.

Axel cried, “I want to look for an eel in here!” as he stepped gingerly into the tide 

pool.

Harlan, engrossed in his pursuit of eels, inadvertently splashed water in Axel's 

direction.

“Hey!!! Now you got me all wet,” complained Axel indignantly.

Harlan, looking up from his single-minded focus on the eels, saw Axel's wet leg. 

“Sorry, Axel. Sorry!” said Harlan with genuine remorse.

Axel said, “Now my mom will get mad at me.”

Baxter jumped in to help by trying to wipe the water from Axel's leg, “Only if we 

can have a fire!”
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Harlan's attention was diverted back to the tide pool. “Wow!” he shouted 

excitedly.

“What? What?” asked Axel, temporarily distracted from his wet pants.

Harlan simply pointed at a large whelk near his foot in the tide pool as Baxter 

declared, “A sea snail.”

Axel, his wet legs forgotten, called to his partners, “Follow my footsteps! Follow 

me!” as he walked deeper into the tide pool.

In this data extract Baxter enacted moves to increase Axel's comfort on the Land. Being 

wet is uncomfortable, as is the prospect of making one's mom mad. When Harlan accidently 

splashed Axel, he tried to make amends by apologizing, while Baxter tried to help by wiping the 

water from Axel's pants. Baxter also suggested a fire would help to dry Axel's clothing. In the 

end, both Baxter and Harlan succeeded in distracting Axel from the discomfort and worry about 

his wet pants, allowing him to re-engage with the activities on the Land.

In another data extract, coded peer moves to increase comfort occurred when Dante and 

Sarah were carefully walking through the maze of tide pools, slippery seaweed, and sharp 

barnacles to get out to look at the octopus Harlan's father caught on Sand Bar Beach.

Sarah had forgotten her boots on the beach and both children were treading very 

slowly and carefully as Sarah tried not to get her feet wet and Dante tried to keep himself 

steady on the uncertain footing. Dante was walking in front of Sarah and both children 

were looking down at their feet to determine the next best step. Dante paused and Sarah 

bumped into him, nearly making him lose his balance. Dante said something inaudible on 

the video, to which Sarah replied, “Dante look. I didn't push you!” Switching from 

defense to offense, Sarah said, “Pusher! You're a pusher!” Finally, she clarified, “Dante, 
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I didn't push you! This is so slippery that I accidentally bumped you! I didn't bump you 

on purpose.”

Mollified, Dante replied, “Here you can hold my hand because I don't want you 

to slip.”

In this instance Sarah is trying to avoid the discomfort of wet feet. Dante is 

initially upset with Sarah for bumping him and nearly knocking him over in the water. 

After Sarah clarifies that she did not intend to push him, Dante offers to hold her hand to 

help her cross the tricky stretch of beach.

Axel offered snacks to Sarah when she proclaimed she was “starving,” Baxter 

tried to wipe the water from Axel's pants, and Dante offered to hold Sarah's hand to 

steady her as she crossed the slippery seaweed.

In each of these three extracts and the eight others coded similarly, children offer moral 

and/or physical support to peers resulting in increased comfort and thus, increased confidence on 

the Land.

4.3.4.4 Peer's Moves Promoting Fun.

A total of 156 data extracts were coded under the subt heme of peers promoting fun 

resulting from initial codes of making up games, anthropomorphizing, and sharing excitement.

The children in this study seemed to enjoy their time on the beach and in the woods. They 

appeared happy and excited except when they grew frustrated, as mentioned previously. 

Generally, any frustration was short-lived, as children recovered from their frustration and 

resumed the joys of being out of the classroom, freely exploring the environment with friends. 

Children made up games, such as pretending they were fishing in a boat, or pretending they were 

climbing a mountain when they scrambled up a small hill. Some children started spontaneous 
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games of tag, pulling others into the fun by tapping them on the shoulder and shouting, “You're 

it!” In one game of tag at Smuggler's Beach, a child could not resist the gentle incline of a dry, 

sandy hill; he tucked in his arms and rolled down the hill, effectively avoiding getting tagged. 

Soon other children joined in the fun of running to the top of the hill and rolling down; the game 

changed from tag to hill rolling without any words being exchanged.

Another way children in this study brought an element of fun into their explorations was 

through attributing human characteristics to animals, or anthropomorphizing. Sixteen data 

extracts were coded as peer: fun: anthropomorphizing. One such extract occurred when Sarah 

and Elsie were contemplating the life of the crab they carried in their bucket.

“I was almost going to get her this. A starfish!” Elsie said to the teaching assistant 

as she looked down at the tiny crab crawling in the bucket.

The teaching assistant investigated the girls' bucket and said, “A cute little one!”

“Yeah, I was almost going to take it back home,” replied Elsie, indicating the 

irresistible cuteness of the tiny crab was causing a tension between respecting the life of 

the crab and wanting to keep it as a pet.

Sarah found a round piece of kelp, about the size of her palm. “Put it on here. Put 

it on here,” she suggested as she attempted to put the brown kelp in the bucket with the 

crab.

“No, that would be gross!” responded Elsie.

Anthropomorphizing, Sarah stated, “What? He lives on a beach! This is his little, 

tiny blanket,” as she gently placed the kelp on top of the crab.

Elsie, noticing she could see the crab through the semi-opaque kelp said, “You 

can see him, his x-ray!”
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Elsie and Sarah interjected some fun into their exploration of beach creatures by 

assigning them human characteristics. Other children talked about getting pets for the creatures 

in their buckets or finding a friend for a starfish. Children seemed to enjoy making up elaborate 

lives for the creatures in their mini aquaria. By anthropomorphizing the children brought a sense 

of fun to their exploration of the Land.

Another way children promote fun is by sharing their enthusiasm and excitement. “Look 

it!” “Wow!” “I found a big one!” children shared their excitement about their discoveries on the 

Land. In one data extract coded for sharing excitement, Harlan, Dylan, and Baxter were 

accompanied by a parent volunteer.

Harlan held up a foot-long sea cucumber and shouted, “Look it's a sea otter!” 

using the word “otter” instead of “cucumber” in his excitement.

Apparently understanding that Harlan meant sea cucumber, not sea otter, the 

parent volunteer said, “Yeah!”

Dylan, looking at Harlan's catch said, “It's a huge one!”

To which Harlan replied, “It's a grandpa!”

The parent volunteer, who also happens to dive commercially for sea cucumbers 

said, “Yeah, you can actually eat those.”

Suddenly Dylan uncovered a large crab, about four inches across, “Hey, I found a 

crab!! I found a big crab! Rawr!!” he roared. “Here you go!” he said as he picked up the 

crab and held it out to his friends in a playfully menacing manner. “It's a huge one! Some 

can grow huge and huge and huger and huger!! And huger!!!!”

Impressed, Baxter stated, “Wow, check it out!”
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When Harlan found the large sea cucumber, he shared his excitement by shouting, “Look 

it!” Similarly, when Dylan found the large crab, he called out to his friends, “Hey, I found a 

crab!” as he held it up toward his friends pretending the crab was menacing. The lighthearted 

way these three boys interacted and shared their excitement about their discoveries seemed to 

increase the fun and enjoyment they experienced while exploring their environment.

Learning is a social endeavor and fun is an important aspect of the social element of 

learning (Vygotsky, 1980), especially for young children such as the kindergartners in this case 

study. When the children drew peers into fun activities such as playing games, 

anthropomorphizing, or sharing excitement with one another, they contributed to their own and 

their peers' confidence on the Land by promoting prolonged engagement.

As children engage in activities on the Land together with their peers, they enact moves 

related to safety (warning of potential dangers), comfort (offering encouragement or physical 

support), and fun (playing games, anthropomorphizing, sharing excitement). Taken together 

these moves promote engagement and confidence, thus, allowing the child to answer 

affirmatively to the “I can” statements related to confidence: “I can be safe,” “I can be 

comfortable,” and “I can have fun” on the Land. Children also contribute to peers' cultural 

identity development through moves which increase competence on the Land.

4.3.4.5 Peer's Moves Increasing Competence Upon the Land.

As children engage in activities on the Land together with their peers, they enact moves 

related to traditional ecological knowledge which promotes competence which means they can 

determine what is edible or useful; they can harvest/forage efficiently; they can prepare resources 

for use; and they can be respectful of the environment and the resources. Sub themes related to 
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the second theme (competence) are (1) peers teaching ecological knowledge; (2) peers teaching 

subsistence knowledge, and (3) peers teaching cultural values.

4.3.4.6 Peers Teaching Ecological Knowledge.

Thirty-seven data extracts were coded as peers teaching ecological knowledge, most of 

which involved children teaching peers general ecological knowledge such as the names or 

characteristics of animals or plants.

Edward captured video of Dylan teaching his peers how to identify a common 

intertidal organism, a sea anemone. Dylan, Harlan, Axel, and Edward were walking on 

the rocks with Harlan's father who had already captured one octopus and was probing the 

rock crevasses for more. Suddenly Axel called out, “A sea anemone! Look everyone,” 

waving his arms in a gesture calling them over.

Dylan hurried to see what Axel had found. “Look, you see that? You see that 

circle? It's a sea anemone,” said Dylan. Edward, wearing the camera, looked down into 

the tide pool where Dylan was pointing; Rico rushed over to observe the sea anemone. 

In this instance, Axel, who spied and named the sea anemone, and Dylan, who described 

how to identify the flower-shaped animal as a sea anemone, may have had slightly more 

ecological knowledge than their peers, Edward, and Rico, who came over to observe and learn.

In another data extract coded as peers teaching ecological knowledge, Sarah helped Erin 

differentiate between crows and ravens; to the untrained eye these two bird species appear 

identical, but ravens are bigger, and their call is distinct from that of a crow.

Erin, Elsie, and Sarah were walking out along the long sand bar at Sand Bar 

Beach. Erin was wearing the camera that kept slipping down her nose. She paused several 

times to adjust the camera strap while Elsie and Sarah walked purposefully out toward 
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the rocky outcropping hoping to find more interesting creatures to put in their bucket. 

Erin, falling behind her friends, stated in a sing-song voice, “There's whales, and fish, 

and little fish, and jelly fish - big fish.” Noticing Elsie and Sarah getting smaller and 

smaller as they gained distance from her, Erin began calling, “Guys wait for me! Wait for 

me! Wait for me, guys! Wait for me! Wait for me. Wait for meeee!” Erin began running 

to catch up to her friends. She looked at a bird standing at a short distance on the beach, 

and said, “Hey, look at that fish! I mean that bird.”

Sarah glanced at where Erin was pointing and corrected her, “It's a crow.”

Erin replied, “It's a bird.” Then, dubious about Sarah's identification, Erin said, 

“It's a raven.” Then, looking carefully at the shiny black bird standing on the beach, she 

said in a questioning tone, “A raven?”

In this data extract Erin invites Sarah to look carefully at a bird on the beach. Drawing on 

her expertise from her many excursions to the beach with her mother, Ms. Nancy, Sarah instantly 

notices the bird in question is a crow. Erin again observes the bird carefully and questions 

whether the bird is a raven and not a crow; Erin's questioning tone when she says, “A raven?” 

seems to indicate that Erin is doubting her first identification and beginning to agree with Sarah.

4.3.4.7 Peers Teaching Subsistence Knowledge.

Subsistence knowledge consists of knowledge about what resources are useful for food or 

other purposes, knowledge of harvesting or foraging methods, and knowledge of preparation 

methods. Five data extracts were coded as peers teaching subsistence knowledge, two of which 

are discussed in this section. The first involves Sarah teaching Elsie and Edward how to prepare 

Devil's Club for medicinal use and the second involves Ashley teaching Dylan about berries.
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Ms. Nancy gave a very brief demonstration about how to scrape the thorny bark 

from Devil's Club to reveal the green layer containing the medicinal properties before 

letting the children begin. Sarah was first in line to use the knife and she worked intently 

to perfect her technique, using the dull side of the knife to quickly remove the thorny 

bark without cutting into the green layer. Two peers joined her, and she wanted to share 

the technique she had perfected, using a gloved hand to avoid the sharp thorns and the 

other hand to scrape the bark from the stalk.

“No, use this for that.” Sarah said to her peer, Elsie, who was picking needles off 

the Devil's Club with her bare hand while wearing the glove on the same hand she used 

to hold her trowel. Sarah explained that Elsie should wear the glove on her other hand so 

that she could hold the stalk of the Devil's Club steady while she scraped.

“Hey Elsie, look it! You use this hand with glove on it to hold this (pointing to the 

stalk). And you use the one with no glove...” Sarah motioned to her knife, noticing that 

Elsie did not have a knife, as she did, but was using the edge of a gardening trowel to 

scrape the thorny stalk. Elsie paused, listening to Sarah's instruction, and observing her 

modeling. Elsie adjusted her hands, so she held the Devil's Club stalk in her gloved hand 

and used the trowel more effectively to scrape the thorny layer from the stalk. Although 

still not as fast as Sarah, Elsie seemed gratified to see the green layer start to appear from 

her efforts.

Soon after Sarah observed Edward struggling, so she intervened, “You do this,” 

she said while demonstrating her technique. “You don't do this,” she stated as she 

modeled holding the stalk with two hands. “You do this,” she repeated as she showed 

Edward how to hold the stalk correctly. “When you see this part (pointing to the green 
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medicinal layer), move to the next side.” Sarah modeled a technique that was working for 

her; as she came to a joint in the Devil's Club stalk where a branch would have been, she 

carefully skipped over that section and moved to the next straight section.

Edward paused, observing Sarah's modeling. He skipped the joint and moved to 

the straight section, exclaiming, “Whoa! I scraped some wood off!”

“That's exactly what you're supposed to do,” encouraged Ms. Nancy, who was 

standing nearby.

When Edward got too aggressive in his scraping Sarah cautioned him, “You can't 

do that, or it will get all the good medicine off 一 the green parts. The white parts aren't 

medicine,” she reiterated Ms. Nancy's instructions as she pointed to the white layer 

directly under the green layer.

Edward's technique was slow and laborious and, after about three minutes, he 

tired of the task. When Sarah heard him say he was done, she tried to encourage him 

“keep doing it.” Edward, however, had decided he was finished. Yet he stayed near to 

observe.

In this exchange Sarah teaches both Elsie and Edward subsistence knowledge that she 

learned from listening carefully to Ms. Nancy's brief instructions and through her direct 

experience scraping the stalk of the Devil's Club. This interaction between Sarah, Elsie, and 

Edward is significant because it illustrates how the teacher's lesson may be amplified by the 

words and actions of a child.

In another example, Ashley teaches Dylan about harvesting berries. The children were in 

the company of Ms. Nancy as she walked along a gravel road near Hemlock Island; she taught 

the children on how to find salmonberry sprouts.
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“Look near the ground,” she instructed. “You have to reach way back in there,” 

she stated as she demonstrated how to reach low to the ground to avoid the thorny 

salmonberry bushes. Her hand emerged from the bushes with a sprout. She added, “See, 

they should be about this big,” she demonstrated about the thickness of her fifth finger. 

The children near Ms. Nancy, including Ashley who was wearing the camera, clamored 

to get the sprout she had just picked. Ms. Nancy awarded the choice sprout to Ashley 

who carefully peeled and ate it. Ms. Nancy tried to help each student find a salmonberry 

sprout to eat; she held the three-part leaf of the salmonberry plant in her hand and said, 

“There's some salmon berry bushes with blossoms on them. Let's go over. Walk this 

way. We might start seeing some (runners) because, see, there's big salmon berry bushes. 

So, look on the ground. Do you see any little salmon berry shoots coming out?” 

Continuing down the road, Ms. Nancy pointed out a low bush that spread out like a vine. 

She said, “These ones are going to grow currants on them after the flowers fall off.”

Just then Sarah turned to Dylan as he picked a still-unripe currant from the bush 

Ms. Nancy had just pointed out. Ashley cautioned Dylan, “You can't eat them,” just as he 

tentatively bit into the hard, green berry. Dylan tasted the sour berry and spat it on the 

ground.

Ashley had intently observed and listened to Ms. Nancy when she explained that 

the currants would be ready when the flowers had dropped off. She relayed this lesson to 

Dylan, who was not in the vicinity during Ms. Nancy's brief lesson on currants, 

cautioning him not to eat the unripe berries.

Subsistence knowledge is complex. Knowing which sprout to pick, when berries are ripe 

enough to each, which berries might be poisonous, how to harvest the “good medicine” from a 
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Devil's Club plant without getting poked, and where different resources are likely to be found— 

this is knowledge that can take a lifetime to accumulate. The children in this study are just 

beginning to accumulate the subsistence knowledge they will need to thrive on their Land. One 

child with a little more subsistence knowledge, gained through intent listening and observation of 

an expert such as a teacher or parent, or through experience, can teach a peer, thus, increasing the 

subsistence knowledge acquisition trajectory of the peer.

4.3.4.8 Peers Teaching Cultural Values Related to Stewardship.

An important core cultural value related to stewardship is Haa Aaní (Tlingít) or Na 

Yuubm (Tsimshian) which Sealaska Heritage Institute defines as honoring and utilizing our land 

(http://www.sealaskaheritagecenter.com/); behaviors associated with this value include taking 

only what you need, utilizing riches from the Land fully and without waste, and acting as 

stewards of the Land. Haa Aaní/Na Yuubm is an aspirational value; it would not be expected that 

a five or six-year-old child would have complete internalization of this value, yet some children 

in this study were beginning to develop an understanding of this cultural value and to share their 

interpretations of the value with peers.

Twenty-five data extracts were coded in this category including when Sarah warned Elsie 

and Erin not to stomp on barnacles or they might end up in a Sm'algyax story, previously 

discussed in section 4.3.2.3.1, demonstrating care for Land. Erin and Elsie were frustrated, tired, 

and hungry, and they commenced stomping on barnacles. Sarah scolded them saying, “You're 

going to get bad luck! That means you'll end up in some Sm'algyax story.”

Killing animals for no reason is in direct opposition to Haa Aaní/Na Yuubm; the only 

reason to kill an animal is if you are going to utilize it fully and without waste. In this data 

extract Sarah seems to understand this value and shares her understanding with her friends; she 
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warns Erin and Elsie they are “going to get bad luck” and “end up in some Sm'algyax story,” if 

they continue to go against this value.

Another example of children teaching peers cultural values occurred when Erin caught a 

small fish and Elsie urged her to put it back in the water so it could breathe.

Shortly after arriving at Sand Bar Beach the children were walking down toward 

the water, stopping to investigate the tide pools. Suddenly Dante shouted, “Guys! We 

found, uhm, we found a baby fish! Its super-duper small in there.”

Elsie rushed to look in the tide pool where Dante was pointing excitedly. She saw 

it too, “It's a fast... It's a fast one! It's a minnow!” Then, remembering she had a camera, 

she said, “I'll get it on camera. I'll get it on camera.”

Erin, holding a pink trowel, said, “It's a minnow - a baby!”

“No, it's not,” replied Dante.

Crouched by the tide pool, Erin chased the small silver fish with her trowel, trying 

to catch it, but the fish was too fast, darting one way and then another. Suddenly Erin 

managed to scoop the fish into her trowel and toss it up onto a rock. It lay there, gills 

flapping.

“Oh gosh, get it in the water so it can breathe!” cried Elsie.

Erin quickly used her trowel to gently push the fish back into the tide pool. “I did 

it,” she said with relief in her voice.

“I hope it's filming. The minnow was so cool!” said Dante.

The children in this example almost killed a small fish in their excitement to catch it.

Elsie's dismay at seeing the fish gasping for oxygen caused her to tell Erin to “get it in the water 

so it can breathe,” which Erin was able to do before the fish died. In this instance it is likely that 
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excitement overcame the children's desire to abide by their cultural values; no ill intent was 

evident, as implied by Erin's look of relief when she was able to return the fish to the tide pool 

before it died, and Dante's statement that “The minnow was so cool!” Elsie's empathy for the 

dying fish and her leadership in urging her peers to “get it in the water so it can breathe!” implies 

that she is beginning to develop Haa Aaní/Na Yuubm, the cultural value of respect for living 

things. It is interesting to note that Elsie was the teacher of a values lesson in this case but was 

the recipient of a values lesson taught by Sarah in the previous data extract. This indicates that 

the crystallization of core cultural values takes time and multiple interactions with the Land, with 

cultural experts, such as teachers and parents, and with slightly more knowledgeable peers. Elsie 

was also the values teacher in several other extracts, such as when she let Henry take a crab from 

her bucket and implored him to “just pet it nicely,” or when Erin nearly stepped on a large crab 

buried in the seaweed and Elsie exclaimed, “Oh wait, you're stepping on a crab shell!” Erin 

jumped back to avoid the crab and Else picked it up gently stating, “I'm going to find a home for 

it,” carrying the crab to a rocky area off the trail and letting it go.

As children engage in activities on the Land together with their peers, they enact moves 

related to traditional ecological knowledge which promotes competence. Children in this study 

taught their peers ecological knowledge such as the names and characteristics of intertidal 

animals. Children with slightly more subsistence knowledge taught peers how harvest and 

prepare resources for use as food or medicine, and peers further along the trajectory of 

crystallizing core cultural values helped peers advance along their own internalization of cultural 

values.
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4.3.5 Role of Teachers and Parents in Nurturing Cultural Identity Development

Teachers and parents play a significant role in nurturing the cultural identity development 

of other children as they engage in subsistence and other activities upon the Land. Two themes 

were generated by the data in response to the research question “What role do teachers and 

parents play in nurturing cultural identity development?” The first theme is teachers and parents 

enact moves to increase peer's confidence on the Land and the second theme is teachers and 

parents enact moves to increase peer's competence on the Land.

4.3.5.1 Teacher and Parent Moves to Increase Confidence on Land.

Teacher and parental moves promoting safety and comfort on the Land include offering 

encouragement, physical support, and supporting the child's sense of agency. Moves promoting 

fun and enjoyment occur when parents and teachers share their enthusiasm for being on the 

Land.

4.3.5.2 Teacher and Parents Offer Encouragement and Physical Support.

Support and encouragement by adults are important in helping children feel safe and 

comfortable during outings on the Land. Feeling warm and dry, having a sense of belonging, and 

not being hungry, thirsty, or tired all contribute to a child's comfort and safety; adults play a 

critical role in ensuring these basic needs are met. In this study, adults offered encouragement 

and support to children in 63 coded extracts. For example, if a child was slipping in the mud, a 

parent or teacher might offer a supportive hand to the child.

Henry and research assistant Dana were walking to catch up to the rest of the 

class at Sand Bar Beach. Henry appeared to be tired and perhaps his coat was making 

him uncomfortably warm. He said to Dana, “There is big tides here at the beach, right?” 

Not understanding, Dana asked for clarification, “There's big tides?”
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Apparently, Henry meant the distance they had to walk to catch up to his friends 

was big when he said, “big tides.” He replied to Dana, “No. Behind here. I hate this 

path!” expressing his growing frustration at the long walk still ahead.

Two boys were behind Dana and Henry; she turned to look toward them and 

called, “Can you guys keep up?” They did not respond, and, not knowing their names, 

she asked Henry, “What are their names? Can you help me?”

“Dante and Ron,” Henry replied. Then, looking down the beach at the children in 

the distance, he said, “Wow, they are really far away.”

“We are going to be able to catch up though,” encouraged Dana.

Dubious, Henry asked, “But how?”

“Well, we are strong walkers. We're just going to keep walking,” explained Dana. 

“How are we going to get there?” the weary Henry asked. Dana kept walking, 

slowing her pace to match Henry's and to allow Dante and Rico to catch up.

In this extract Dana offers encouragement by asserting, “We are going to be able to catch 

up though.” By using the pronoun “we” she subtly informs Henry that she will stay with him for 

the long walk out to the rock. When Henry asked how they would catch up, she offered an 

affirmation “we are strong walkers,” and a concrete answer to Henry's question by stating, 

“we're just going to keep walking.”

Crossing the numerous creeks encountered during the field study posed a threat to the 

children's comfort. Wet feet can be uncomfortable and walking around in wet boots all day can 

cause painful blisters. Ms. M helped when she noticed a child hesitantly approaching a creek.

Ms. M, holding hands with a child, had just crossed the shallow tidal creek before 

reaching the safety of Hemlock. She turned around and noticed Dante hesitantly 
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approaching the creek. She called back to him, “You got it? Or do you want me to hold 

your hand?”

Dante took one tentative step into the gently flowing water and replied, “Yeah,” 

indicating he wanted Ms. M's assistance crossing.

Holding Dante's hand and modeling the correct pace Ms. M advised, “If you walk 

slow, you'll be good.” When they reached the shore Ms. M asked Dante, “Do you know 

why this place is called Hemlock Island?”

“Because of the trees?” asked Dante with hesitation in his voice.

“Yeah!” responded Ms. M.

Ms. M supported and encouraged Dante in several ways. She started by noticing his 

hesitancy when approaching the water, then, rather than assuming he wanted help, she asked 

him, “You got it?” indicating she had confidence in him if he chose to try to cross without her 

help. She followed the question with an offer of specific assistance, “do you want me to hold 

your hand?” When he responded affirmatively, she immediately returned and offered him her 

hand. She modeled the correct pace, walking slowly and gently lifting each foot to avoid 

splashing the flowing water, and she offered advice to “walk slow.” She assured him of a 

positive outcome by stating, “you'll be good,” indicating he would reach the shore without 

getting water in his boots if he followed her advice. Finally, perhaps sensing that Dante was 

feeling embarrassed about needing assistance, she asked him an easy question to build his 

confidence, “do you know why this is called Hemlock Island?” When he answered correctly, Ms. 

M said, “yeah,” with a smile, further encouraging him. She continued holding his hand as they 

proceeded up the beach.
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Parents supported the children in numerous ways such as finding a lost bucket, putting 

extra hats into backpacks, offering water when a child was thirsty, or offering words of 

encouragement. Both Ashley's parents volunteered on three field trips and several subsistence 

expeditions.

At Hemlock Island Ashley, her mother, father, and two little brothers were 

gathered on the beach talking. Ms. Nancy led a small group of children toward the 

Devil's Club to work on extracting the medicinal layer. Ashley asked, “Can I help?”

Ms. Nancy already had more children than she had tools to work on the Devil's 

Club; pointing the opposite direction, she told Ashley, “You guys are going to go check 

out this little creek bed. Did you guys know when the tide is high, you can take a big 

canoe all the way back there? If you guys go to culture camp, we will do that.”

Ashley, realizing she would have to wait her turn to work on Devil's Club, 

walked back to where her father was turning over seaweed to uncover tiny shore crabs. 

“What crab are they?” asked Ashley as she looked intently at the dime-sized crab in her 

father's palm.

“Baby ones,” he replied.

Ashley held out her hand and asked, “Can I hold one?” As her father tried to put 

the crab into her hand, she pulled her hand back, perhaps afraid of getting pinched.

“Don't get scared of them,” her father urged.

Even though Ashley's father's words were few, he provided important support and 

encouragement for Ashley. His mere presence at a school event was a form of support, as was 

the presence of Ashley's mother and brothers, because their presence demonstrates family 

involvement (Boonk et al., 2018). Additionally, Ashley's father demonstrated his familiarity 
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with the environment by finding a shore crab in an area where no one else was looking for crabs, 

a skill which may be a source of pride for Ashley, as indicated by her proximity to her father and 

her question, “can I hold one?” Finally, Ashley's father offered direct encouragement when 

Ashley demonstrated fear of the crabs by stating, “don't get scared of them.”

Parents and teachers in this study provided encouragement and support when children 

demonstrated they were tired, afraid, hungry, thirsty, cold, or lonely. The moves enacted by the 

adults to notice and alleviate their discomfort or empower the children to overcome their 

discomfort are important factors in helping children develop confidence on the Land.

4.3.5.3 Teachers and Parents Support Child's Developing Sense of Agency.

Agency is commonly understood to mean being able to make choices and decisions to 

influence events and to have an impact on one's world. Two codes associated with agency were 

generated: parent/teacher: agency: positive, which was defined as “parents or teachers support 

children's sense of agency by allowing children to make choices or decisions,” and 

parent/teacher: agency: negative, defined as “parents or teachers limit a child's sense of agency 

by giving directives without explaining.”

The field trips to Sand Bar Beach, Smuggler's Beach, and Hemlock Island were 

structured to optimize support for children's agency. After a brief introduction at each site, 

children were allowed to freely explore each of the field sites, choosing where to go, whom to 

walk with, when to stop, and how long to investigate a tide pool or other area of interest before 

moving on. The videos revealed children making up songs, playing games, climbing, running, 

sitting, and being in control of their time for much of each day. The exceptions to this structure 

occurred when children chose to do something the adults thought dangerous, such as climbing 
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trees, throwing rocks, or swinging sticks, then an adult, usually the teaching assistant or the 

teacher, issued directives.

On the first field trip to Sand Bar Beach, Ms. M gave a very brief introduction to 

the day, lasting only 3.5 minutes before letting the children begin exploring. She gathered 

all the children in a group on the beach shortly after we arrived and gave a short overview 

of the environment. “It's high tide and none of that is above the ground, above the water, 

I mean,” she stated as she pointed toward the left side of the sand bar. “So, this is the time 

to look at what is underneath the water—when the tide is out. So, we are going to go out 

that way and some people are going to go to the right and some people can go to the left. 

You can look in the sand and what's on the rocks. See if you can find gumboots, see if 

we can find...”

“Octopus!” shouted a child, finishing her sentence.

Growing impatient to begin hunting for octopus, a child threw a rock, causing Ms. 

M to adopt a more authoritarian tone, “No. Let's stop with the rocks right now! We aren't 

playing in the sand right now.” She returned to her overview of Sand Bar Beach, “See if 

you can find some sea cucumbers. Sea cucumbers are not green like the cucumbers in the 

store; they are kind of orange and red, and they are squishy. See if you can find some sea 

anemones; sea anemones are green, sometimes other colors and green. You can touch the 

tentacles with your fingers, and they stick to your finger. It's really cool! You should try 

it! And then after you touch it, it kind of shrivels up. So cool! Oh—over here on the right; 

do you see where the rocks are, and there's a trail in the middle. Do you guys see that?”

“Yeah!” the children responded in unison.
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Ms. M resumed her introduction, “That's a sand bar. If you go down to the right, 

you can find moon snails!”

The children let out a collective gasp, absorbing her enthusiasm.

Ms. M continued, “I want to go look for moon snails; if you want to see how to 

find a moon snail you can follow me. It's really cool because the sand is kind of in a pile 

of rocks. It's cool; you can't see it unless you uncover it.”

Inspired by her description and her enthusiasm, the children stood up and began 

collecting their buckets to begin the long trek down to the water's edge where Ms. M 

suggested they might find moon snails. Ms. M reminded students about being respectful, 

“Okay, so watch where you're stepping. We don't want to crush things on purpose. We 

don't want to stomp on them just to stomp on them. So be mindful, be respectful of all 

things. What's our phrase? Łoomsk (Sm'algyax phrase) We have to respect all things. 

Łoomsk (Sm'algyax phrase). Respect all things.”

Having completed her introduction to Sand Bar Beach, Ms. M transitioned to 

logistics, “Listen, if you have your boots, you can leave your backpacks. You don't need 

to bring your backpacks. Carry your buckets. If you carry a bucket, you make sure you 

bring it back. If you have creatures in your bucket, it is okay to put some water in there 

and put them in your bucket to watch for a while. But before you come up to the beach 

you have put them back on the rocks. Okay? Okay? If you have food, you need to make 

sure you leave it in your backpacks! Because those pesky little ravens and crows will try 

to eat it! So, you don't want to leave your lunches out. You have to leave them in your 

backpacks on the beach.”

A child said sadly, “I don't have a lunch.”
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Ms. M assured him, “The school is going to bring us a lunch. Okay? Alright, 

remember, if you have to use the restroom, you have to go over that way and in the 

woods. I have T.P. (toilet paper) with me. Girls, you will have to go find a rock or a log 

to sit on. Boys you can just go up in the woods. No climbing trees, please. We don't want 

anybody up there in the bushes because last year what happened when kids were 

climbing things? Remember?”

“They fell!” shouted the children in unison, obviously having heard the story 

before.

Ms. M repeated, “They fell!” She elaborated on safety concerns stating, “And 

they broke their arm, and I don't want that to happen, so no climbing trees or up in these 

areas. Especially not way up here on that stump, okay? You guys be careful and be safe. 

Be with a group with an adult that's close by, and when you hear me whistle (she 

demonstrates a loud whistle), it's time to come back. Okay? Alright.” 

With that 3.5-minute introduction, the children formed small groups of their own 

choosing. Some groups went to the right, some to the left side of the sand bar, and some 

followed Ms. M in search of moon snails. Many parent volunteers were already out on the beach, 

including Harlan's father who had come early in the morning and had reportedly caught an 

octopus. A parent volunteer relayed that information to some of the children, and soon everyone 

had heard and excitedly hurried down to see.

Ms. M supported children's developing sense of agency by allowing them to make 

choices based on information she provided. For example, she told children where different 

animals might be found on the beach but left the decision to the children about where they would 

like to explore. She encouraged the children to spread out on the beach but helped them 
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minimize risk by advising them to “be careful and be safe,” and she offered specific way to be 

safe, such as “be with a group with an adult that's close by,” and “no climbing trees.” Children 

were advised they could bring a bucket, or not. They could leave their backpacks on the beach, 

or not, but if they left their lunches, they were advised to stow them in their backpacks, or the 

“pesky little ravens and crows” would try to eat them. By explaining the rationale for putting 

their food into their backpacks, she empowered the students to make the decision to put their 

food away, even though they were anxious to get started on the day's activities.

The only statement Ms. M made that was in opposition to supporting children's 

developing sense of agency was when she told a child to stop throwing rocks. This was 

understandable as it was a matter of safety; someone could have been hurt so she issued the 

command to stop throwing rocks in a firm tone.

During the subsistence expeditions, parents supported their children's developing sense 

of agency in many ways, including letting the child set the direction and the pace for the family. 

During Ashley's subsistence expedition, she was the leader.

Ashley, her mother, father, and two little brothers hosted Carie and me on a 

subsistence expedition to look for spruce tips. The evening was sunny and warm as we 

arrived at a short trail leading to a popular beach just outside of town. We walked down a 

trail surrounded by towering cedar trees and a variety of shrubs; the trail was well- 

maintained and included a wooden viewing platform jutting out over the beach. The 

beach was sandy with a gentle slope to the water; there was a rope swing for people to 

use as they jumped from the bank out over the water. After unloading the children from 

the car, Ashley's mother, Farrah, put her youngest son, a seven-month-old, and not yet 

walking, into a front pack, facing out so he could see where they were walking. Ashely's 
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father walked ahead to look for spruce trees from which the family intended to harvest 

tips, the young growth that can be used to make tea or cooked with sugar to make a 

spruce-flavored syrup for baking. Ashley and Kenny, her two-year-old brother, ran ahead 

of Farrah, Carie, and me; Ashely found a piece of wood shaped like a gun and pretended 

she was shooting things with it. Kenny toddled behind her trying to make the “bam, bam, 

bam” sounds that Ashley was making. Ashley ran to the edge of the trail where the bank 

ended in a two-foot drop to the beach; Kenny ran after her and I was concerned for their 

safety but did not say anything, taking my cue from Farrah, who continued down the trail, 

seemingly unconcerned.

Ashley turned toward us with her piece of wood in one hand and a strand of 

lichen called “old man's beard” in the other. She said playfully, “Maybe an old man left 

his beard.”

While Ashley had retreated from the steep drop off, Kenny continued to the edge. 

“Careful Kenny!” cautioned Farrah and Kenny stepped back from the edge and continued 

after Ashley.

Ashley continued running ahead and then back to us as we talked about how to 

prepare fiddlehead ferns and deer heart sprouts. Farrah received a text from her husband, 

who had walked far down the trail, stating that there were no spruce trees on this beach. 

Not concerned, we continued talking about berry picking and other subsistence activities 

the family enjoys.

Ashley climbed to the top of a large cedar stump and pretended she was shooting 

her “gun.” Kenny, always several steps behind her, tried to climb up where she stood at 

least three feet above the forest floor. Ashley cautioned, “Kenny, you can't climb that 
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way,” as she hopped down, turned around and lifted her brother down from the stump. 

She sat him on a large moss-covered tree root and turned to us saying, “Look, Kenny is 

riding a pony.” Then she skipped ahead, leaving her brother to climb down and scamper 

after her.

Carie caught up with Ashley as she stood above the trail on a low stump, a 

remnant of a large cedar tree that had been cut when the trail was constructed; Kenny 

stood behind Ashley on the stump but was protected from falling by the surrounding 

wood. Carie asked Ashely, “What's your favorite thing to do when you go for hikes?”

Ashley replied, “I just run around and play pistols, no machine guns, and I always 

let go of leaves that want to float away,” as she absent-mindedly picked up some moss 

and let the wind carry it away. She jumped down from the stump, then, perhaps sensing 

that Kenny would try to jump to follow her, she turned around and caught Kenny just as 

he jumped; had she not caught him, he would surely have fallen.

Carie praised Ashley, “You are a good big sister. You're helping your brother.”

Ashley set Kenny on the ground and took a short cut down to the sandy beach by 

climbing over several large fallen logs. Kenny toddled after her. Not being able to refrain 

I exclaimed, “Oh my goodness! Wait for brother!”

Ashley turned around and lifted Kenny over the logs and onto the sand by her side 

while Farrah continued talking and followed the children onto the beach. Even though we 

did not find any spruce tips or other subsistence foods, the sun was so pleasant and the 

beach so beautiful, I asked Farrah, “Do you want to walk on the beach?”

Farrah responded, “Do YOU want to walk on the beach?” making sure that Carie 

and I were interested in walking further.
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“Yeah, that looks like where they are going,” I said, pointing to Ashley and

Kenny, as we emerged on the sunny beach. The children plopped down and began 

making a pile of sand, Kenny pushing the sand with both hands in perfect imitation of his 

sister's motions. Ashely ran down to the water's edge with both hands full of sand and 

threw the sand into the water, then ran back to grab another handful of sand. Kenny, now 

understanding Ashley's new game, grabbed a handful of sand and ran to toss it into the 

water. Next Ashley ran back up the beach, climbed on a large log, grabbed a slender 

cedar branch, and attempted to use it to swing out over the sand.

Both parents looked up and said in unison, “Be careful, Ashley,” perhaps noticing 

that the branch might not hold Ashley's weight. Ashley let the branch go and ran down 

the beach, picked up a two-foot-long piece of driftwood, and pushed it out into the water. 

Then, walking back toward the adults, she picked up a stick and used it to dig in the sand. 

She then busily gathered twigs, broke them into small pieces, and put them in the 

depression she dug in the sand.

Intrigued by her actions, Carie asked, “What are you doing?”

Ashley replied, “Making a potion,” as she ran around gathering loose bits from 

the tide line to add to her potion.

Soon Ben lifted Kenny onto his shoulders, indicating it was time to return to the 

car. Ashley ran ahead to the rope swing left by previous beachgoers and began swinging 

on it. She grabbed the knotted rope with both hands and repeatedly swung out over the 

sand, letting go when she landed on the sand, full of joy and confident in her actions. 

Wanting her mother to see, Ashley called “Mom! Mom!” as she jumped from the boulder 

and swung out over the beach, hanging by both hands. Confident that her mother had 
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seen her impressive feat, Ashley ran ahead and climbing through the railings onto the 

wooden viewing platform. Recognizing that the platform abutted on the trail leading to 

the car, Ashley called, “Guys, look! I know a shortcut.”

Ben replied, “Okay,” as we all followed, letting Ashley take the lead.

The data extract from Ashley's subsistence expedition illustrates how her parents support 

her sense of agency. First, they allowed Ashley to lead the way, choosing the route and setting 

the pace. They did not attempt to direct her actions in any way, instead allowing her to climb 

stumps, swing, build sandcastles, throw things in the water, and make potions. Ashley was 

obviously used to looking out for brother as evidenced by her lifting him down to safety when he 

climbed on stumps and logs, however, neither parent directed Ashley to look after her brother; 

she chose to do so. When Kenny approached the bank above the beach, Farrah cautioned him by 

stating, “careful Kenny,” but she did not ask Ashley to help him. Ashley initiated helping her 

brother without being asked. When Ashley found a shortcut through the railing on the platform 

and asked us to follow her, Ben agreed, and we all climbed through the railing and back to the 

car. These seemingly insignificant parenting moves of letting Ashley make decisions about 

where to go, what to do, and following her lead, are each important in supporting her developing 

sense of agency.

Harlan's family subsistence expedition was similar to Ashley's in that Harlan's mother 

supported her children's sense of agency by allowing them to lead the way up the mountain trail 

and direct the group's activities. The parent/teacher: agency: positive coded data extracts were 

more prevalent than those coded negative for agency which occurred when “parents or teachers 

limit a child's sense of agency by giving directives without explaining;” there were six data 

extracts coded parent/teacher: agency: negative, primarily occurring when the teaching assistant 
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gave directives to the children such as “I thought I told you stay in line. Stay on the trail!” when 

we were walking back to the school from picking Hudson Bay Tea. The teaching assistant's use 

of a more authoritarian style might be explained by the fact that she is young and does not have 

the child development training that the teacher and cultural specialist have.

4.3.5.4 Teachers and Parents Share Enthusiasm and Awe at Being on the 

Land.

While peers promoted fun by making up games and acting silly, parents and teachers 

promoted children's enjoyment by sharing enthusiasm and awe at being on the Land. Parents and 

teachers used their words such as, “did you see that fish?” or “isn't that beautiful?” to convey 

their interest and enthusiasm, but it was the tone of voice that inspired children and increased 

their enjoyment. “Did you see that fish?!!” stated in an excited voice can nudge even a tired or 

recalcitrant child to look enthusiastically for an elusive fish. There were 32 data extracts coded in 

this sub theme, teachers and parents share enthusiasm and awe at being on the Land.

In some cases, parents or teachers share their enthusiasm in a fleeting moment such as 

when Ms. Nancy exclaimed, “There's some deer tracks, too! Right behind that big log. In the 

sand,” directing the attention of the children in the vicinity to begin looking for deer tracks, 

perhaps in hopes of glimpsing a deer.

When Ms. M was telling the children about moon snails, her enthusiasm was so palpable 

the children gasped in excitement at the prospect of finding one. It was not what she said that 

inspired the children; she said only, “you can find moon snails,” but her voice and facial 

expression conveyed her excitement. Then she invited the children to join her by stating, “I want 

to go look for moon snails; if you want to see how to find a moon snail, you can follow me.” 

And she added some details about why she wanted to find a moon snail, “It's really cool because 
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the sand is kind of in a pile of rocks. It's cool; you can't see it unless you uncover it.” Later that 

morning Erin found a large moon snail, about five inches across; even though it was heavy, 

requiring Erin to use both hands to carry the bucket, she carried it around for more than 30 

minutes showing it to adults and children with great pride before releasing it back on the beach.

On another occasion, Ms. Nancy was talking with Deborah and Elsie while they waited 

their turn to scrape the Devil's Club stalk, when she noticed some spruce trees nearby.

She said, “Oh look! There's spruce tips! If you guys want to pick some spruce 

tips...”

Already excited, Deborah exclaimed, “Spruce tips!”

Ms. Nancy continued, “Yeah. If you're waiting, you can pick spruce tips! You 

can pick spruce tips while you're waiting! Guess what? I can make some spruce tip 

honey or spruce tip jelly!”

Deborah and Elsie had nothing to put their harvest of spruce tips in, so they 

improvised by using a snack bag one of them had in a pocket; they happily picked a 

bagful of spruce tips while they waited their turn to use the knives and leather gloves to 

scrape Devil's Club stalks.

In these extracts adults share their enthusiasm through words, tone of voice, and facial 

expressions, to inspire children to engage further with the Land—to look for deer tracks and 

maybe to see a deer, to hunt for a moon snail, or to pick spruce tips—thus, increasing their 

enjoyment at being on the Land.

4.3.5.5 Teacher and Parent Moves to Increase Competence on Land.

When parents and teachers engage in activities on the Land with children, they enact 

moves related to traditional ecological knowledge (TEK) which promotes competence. Other 
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ways parents and teachers promote competence on the Land is by enacting moves to validate 

children's ecological knowledge, and structuring activities in which children can authentically 

engage in subsistence by harvesting resources for their families and community members.

4.3.5.6 Teachers and Parents Teaching Traditional Ecological Knowledge.

Traditional ecological knowledge has three components: general ecological knowledge, 

subsistence knowledge, and beliefs and values related to conservation and stewardship. A total of 

174 data extracts were coded as parents/teachers TEK; 88 data extracts were coded as 

parents/teachers teaching ecological knowledge, 55 were coded parents/teachers teaching 

subsistence knowledge, and 31 were coded parents/teachers teaching cultural values.

Many of the extracts coded for teaching ecological knowledge involved parents or 

teachers simply telling a child or group of children the names of intertidal organisms they 

encountered. For example, I was walking on Sand Bar Beach with Sally when I saw the tubes of 

feather duster worms.

Assuming this might be a creature unfamiliar to Sally, I asked her, “Do you see 

these little worms?” She responded that she saw them, so I explained, “When the tides 

up, they stick out and they eat,” imitating the sweeping motion of a feather duster worm 

eating with my fingers. The worm tubes are made of a thin layer of fine sand which the 

worm gets from its environment, cemented together with mucus which the worm 

secretes. I did not share this bit of information with Sally because she had already moved 

on, apparently unimpressed by the colony of tube worms. Had she seen them at high tide 

when their bright red cilia were rhythmically waving in the water collecting plankton, she 

might have paused to look, but the tubes themselves did not interest her.
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On another occasion, research assistant Dana and I were talking with Henry and some 

other children on Sand Bar Beach.

Henry lifted a sea star out of his bucket and asked me, “What's this one's name?” 

I gave him one common name for the unusual sea star, “That's a bat star! Like 

Batman!”

“Bat!” exclaimed Henry.

I clarified, “It's a bat star.”

Dana approached and looked in Henry's bucket, “Oh, that's a leather star, isn't 

it?” she asked Henry.

“A leather star or a bat star,” I responded, giving her the other common name that 

I had shared with Henry earlier.

Henry seemed to like the analogy I made earlier when I said, “like Batman,” 

because he said again, “A bat star! Bat star! Bat star!” as he held the sea star aloft, 

pretending it was flying.

Dana asked him, “Here, can I look at its feet?” reaching out her hand to Henry. 

“It's dead,” responded Henry.

“It's not dead!” exclaimed Dana. “Do you see all these? Look at how it moves!” 

Dana said as she ran her finger over the tube feet on the underside of the sea star.

“What does that mean?” asked Henry as he saw the movement of the tube feet.

Dana explained, “These are their feet. These are all their tiny little feet! And they 

are so, so strong! Do you want to feel a foot?”

Henry, seeming disturbed that the sea star was alive and moving, replied, “No.”
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In this extract Dana helps Henry learn about sea stars by showing him the feet still 

moving on the bat star he thought was dead. Dana and I also taught him two of the common 

names for the unusual sea star.

Parents also shared ecological knowledge with the children. One such instance occurred 

when Baxter, Dylan, and a parent volunteer named Matt saw a large crab walking across some 

seaweed on the beach.

“Oh my gosh!!! Oh my gosh!” exclaimed Baxter as he spied the crab walking out 

of a tide pool.

Dylan shouted, “Oh my gosh! That's a boy one! Yup, that's a boy one!” The crab 

stopped moving and instantly blended into the seaweed. “It's just laying down going to 

sleep. We found a crab!” said Dylan.

Matt held his foot over the crab to see if it would rear up on its hind legs in a 

defensive posture. “Watch this. Let's see if it will do it again.”

Dylan, mistaking Matt's intent, shouted, “Don't step on it, Matt!” 

Matt responded, “No, I don't want to step on it. I just want to see if it will hold 

on.”

Harlan ran over to see the crab, saying, “That is big!”

“That is huge!” exclaimed Dylan

Matt said, “That is a big one. John has a pretty big one in his bucket, too.”

“He does? I'm going to check!” exclaimed Dylan, running toward John a few tide 

pools away.

In this data extract, we see Matt, a parent volunteer teaching the children about crab 

behavior. Taking advantage of the intense interest the boys expressed when they saw the crab, 
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Matt showed them how a crab will rear up with their pinchers open when approached from the 

front. He also taught them that a crab that big could “hold on” to an adult's boot, perhaps 

inspiring the boys to approach crabs with the extreme caution they deserve.

In addition to ecological knowledge, another aspect of traditional ecological knowledge is 

subsistence knowledge. Parents and teachers taught children about subsistence both directly, 

such as when Ms. Nancy, the cultural specialist provided a subsistence lesson, and indirectly, 

such as when an adult talked about subsistence resources to another adult, but children were 

potentially listening in and learning. Rogoff et al. (2014) describe this type of learning as LOPI, 

learning by observing and pitching in, where the Indigenous Guatemalan children learned 

subsistence knowledge and skills in this indirect manner.

Ms. Nancy, the cultural specialist provided most of the subsistence lessons such as when 

she began her lesson on Devil's Club.

The children were gathered on the beach near Hemlock Island for a brief lesson 

on Devil's Club that the children would be harvesting and preparing later in the day. Ms. 

Nancy started by saying, “Do you guys see this island? This whole space over there 

where those trees are? Across the creek or the river, that's where all the smoke houses 

used to be. There used to be a line of smoke houses all along that shore over there; and if 

we walked into the woods, we could still see some pieces of wood from the old smoke 

houses where they used to be at. They would come over here in the summertime and they 

would smoke up all their fish. A whole bunch of fish so they could eat it all winter long.”

Dante, noticing a bush with bright pink flowers, asked Ms. Nancy, “Hey what are 

those?”
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Looking where Dante pointed, Ms. Nancey asked, “These? We're going to look, 

maybe after, after the tide starts coming up a little bit. Who can tell me? Any guesses 

what these are? Elsie, thank you for raising your hand.”

Elsie said excitedly, “You eat them!”

Ms. Nancy responded, “You eat them; you do! Do you remember what they are? 

Sarah?”

Sarah replied in a hesitant voice, “Weeds?”

Ms. Nancy explained, “They are the salmon berry shoots. Do you see the little, 

tiny thorns? When they are this size those thorns are really soft, they don't even hurt at 

all. And you can eat them. I showed Elsie how to pick them and eat them about a week 

ago. You just take all the outside stuff off and you can eat this whole part!”

Elsie chimed in, “That's what I ate!”

“And it tastes a little bit like salmon berries. Maybe a cucumber and salmon 

berries mixed together. You guys are going to have to pick your own snacks. One other 

thing that we're going to get, we're probably going to have to hike over there to get the 

devils club. Do you - does anyone know what the devils club was used for?” Ms. Nancy 

probed.

Ashley, surmising perhaps that the small thorns might make the branches a good 

weapon, said, “It's something that you hit with.”

Ms. Nancy, unphased by Ashley's unconventional response, prompted the 

children about a previous lesson, “Yes, but do you remember?”

“Wood?” an unidentified child guessed.

Ms. Nancy offered a hint, “Not wood, it's like a shrub. It's like a tiny little tree.”
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“Houses?” another child shouted out.

Turning to the only child with her hand raised, Ms. Nancy called on Sarah,

“Sarah, thank you for raising your hand.”

Sarah, now remembering the previous lesson, said, “You can make beads?”

“Yeah, you can make beads out of it. We will try to make beads, maybe. It's 

medicine and you can also make something that looks a little bit like lotion. Devil's Club 

salve. Do you guys want to try some?” asked Ms. Nancy as she pulled a small jar of 

Devil's Club salve from her pouch.

The children cried “Yes!” in a loud chorus.

Ms. Nancy instructed them as she passed the jar around, “Just a tiny, tiny bit like 

that,” she demonstrated a small dab she dipped out of the jar, “and just rub your hands 

together really. really good. You don't need a lot. It's good for sore muscles. If you, like, 

lift weights, or play basketball, or carve for a long time, and your muscles get sore, you 

can put this on your muscles and feel better!”

With that three-minute introduction to Devil's Club, the children and teachers began 

gathering up to cross the creek to look at the smokehouses and search for Devil's Club. Over the 

course of the day Ms. Nancy gave several more mini lessons to the whole group and to small 

groups, often with hands-on demonstrations and references to Tsimshian stories or prior lessons, 

on how to select the straight stalks of Devil's Club to make scraping easier, how to peel and eat 

salmonberry sprouts, how to identify the best deer heart plants for snacking, and other 

subsistence lessons.

During Ashley's subsistence expedition, her mother, Farrah, talked about the importance 

of subsistence to her family. Farrah described her family's interest in picking fiddlehead ferns 
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and spruce tips, resources she was just learning about through her attendance at family 

subsistence camp sponsored by the Metlakatla Indian Community. She stated that she and her 

husband take their three young children out berry picking at least three times per week during 

berry season. As we were walking, she mentioned a subsistence practice she teaches to her 

children, “Yeah. We try to teach them ‘five for the bucket, one for you,'” she said, laughingly, as 

she described the challenges of trying to get her children to resist eating all the berries while 

harvesting.

Sometimes subsistence lessons were not directed toward children, but toward other 

adults, and children may have been listening. On one such occasion Ms. M was telling Carie 

about how her father makes and uses Devil's Club tea. Several children were in the area, 

including Ashley, who tried unsuccessfully to get Carie's attention; these children may have 

heard and heeded Ms. M's enthusiastic endorsement of Devil's Club tea, even though they were 

not being addressed directly.

Ms. M explained to Carie, “In the fall time we dry a whole bunch of it because 

both he (her father) and my mom get sick a lot, so they drink it constantly, all winter. It 

helps them get better faster. My Dad believes in it. Anybody that gets sick, he's like 

‘Drink Devil's Club tea. Devil's Club tea,” she adds with a laugh. Ms. M continued by 

explaining the best seasons for harvesting Devil's Club, depending upon the intended use, 

“My Dad bumped into Grandma Ruby (a Tsimshian Elder and tradition-bearer), and she 

said she prefers in the fall because it is not as bitter. Right now (early spring) the sap is 

running and that gives it a bitter taste. But in the fall, it's not so bad.”

“Is there a better time to make the salve?” Carie inquired.
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“I prefer to make the salve in the spring because it is so strong,” replied Ms. M 

indicating that the running sap would make the salve stronger, and the associated 

bitterness would not matter since a salve is meant to be used externally.

On this occasion, Ms. M spoke very enthusiastically about Devil's Club while children 

were nearby preparing Devil's Club to make into tea for their families. It is possible that Ms. M's 

ringing endorsement of the tea, and the fact that Grandma Ruby enjoys the benefits to Devil's 

Club tea, spurred the children to persist in their work on the laborious task of scraping the thorns 

from the stalks and peeling the long ribbons of the green medicinal layer. Afterall, Grandma 

Ruby is the biological great-grandmother of several children in this study, as well as claimed as 

Grandma Ruby by all.

Another opportunity for children to learn by listening in as adults talked about 

subsistence occurred when Harlan's mother and Ms. M were explaining to Carie how to harvest 

licorice root, the root of a fern that is useful to soothe sore throats.

Harlan's mother saw the fern growing on a fallen tree and she described its use, 

then Ms. M picked a fern frond, including the root to show to Carie. She carefully wiped 

the soil from the root exposing a plump, woody section of the root. “And then you just 

take the root,” she said as she broke a small piece and put it in her mouth, chewing. When 

all the sweet licorice-flavored juice had been extracted she spat it out. She offered a piece 

to Carie, “Do you want to taste it?”

During this exchange, children were running by, hiding under the root wad of a large tree 

that had fallen due to beach erosion. While the conversation was not meant to be instructive to 

the children, it is possible that some children were “listening in” and storing the information 

away for future reference.
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The children learned about subsistence through brief lessons provided to the whole group 

or to small groups by the cultural specialist, Ms. Nancy, or by their teacher, Ms. M. Additionally, 

children may have learned about subsistence indirectly when parents and teachers talked about 

subsistence harvesting, preparation, and use while children “listened in.”

The third type of knowledge included in traditional ecological knowledge is knowledge 

of core cultural values related to conservation and stewardship. Ms. Nancy taught the children 

many values lessons interwoven with her lessons on subsistence. For example, she told the 

children to be respectful of the environment and of each other while preparing Devil's Club. The 

sharp thorns of the Devil's Club plant can grow up to an inch long and can pose serious harm 

should an animal, including humans, step on a loose thorn carelessly strewn across the beach. 

While Ms. Nancy did not go into detail when demonstrating the proper way to scrape the thorns 

from the Devil's Club plant, she did caution the children by stating, “We sit in one spot to try to 

keep our needles in one area. We don't want to spread them all over the place. We want to try to 

keep our needles all in one area.”

Ms. M taught a cultural values lesson during her introduction to Sand Bar Beach when 

she reminded students about being respectful,

“Okay, so watch where you're stepping. We don't want to crush things on 

purpose. We don't want to stomp on them just to stomp on them. So be mindful, be 

respectful of all things. What's our phrase? Łoomsk (Sm'algyax phrase). We have to 

respect all things. Łoomsk (Sm'algyax phrase). Respect all things.” Later during her 

introduction, Ms. M expanded on what it means to be respectful, to enact Haa Aaní/Na 

Yuubm by stating, “If you have creatures in your bucket, it is okay to put some water in 
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there and put them in your bucket to watch for a while. But before you come up to the 

beach you have put them back on the rocks.”

Haa Aaní/Na Yuubm, respect for all things, was a difficult lesson for the children. Many 

children wanted to keep the creatures they found on the beach, so I read them a children's story 

about two boys who captured a basketful of frogs and took them home in a basket. In the story, 

Frog Woman, grandmother of the frogs captured by the boys, is upset and in her grief causes a 

volcano to erupt, nearly destroying the boys' village (Lewis, 1997). After the story, I led the 

children in a discussion.

“What's the lesson this story is trying to teach us? Everyone, close your eyes and 

think really hard. What's the message this story is trying to teach us?” I asked to start the 

discussion.

While many children had their hands in the air, I wanted to provide wait time, so I 

probed, “I'm thinking about all of those frogs those boys captured and put in the basket.”

An unidentified child, unable to wait, called out, “Their mother don't know where 

the boys were at.”

I responded, “The mother didn't know where her children were. How did it make 

her feel?”

Many children called out in unison, “Sad!”

“How do you know she was sad?” I probed.

“Cuz she was crying!” several children responded.

“She was crying because all her children were taken away.” I restated their

response and added further details from the story.

“They were her babies!” said a child.
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“Yes. They were her babies. What else did you notice, Dante?” I called on Dante 

who had his hand raised patiently.

“They were Tsimshian,” said Dante, perhaps recognizing the themes and artwork 

of the Haida story as similar to the Tsimshian stories he has heard.

Although not entirely accurate, I replied, “Tsimshian,” nodding. The version I 

read was Haida, but there are similar versions of the Frog Woman story told in Tlingít 

and Tsimshian territory, and throughout the Northwest Coast.

“What else did you notice? Anything you want to share about the story?” After a 

long pause, I prompted, “I remember Grandma was really sad, and crying.”

A child responded, “Cuz they were all gone.”

“The frogs were all gone. What did the boys do with the frogs?” I asked

Several children in unison replied, “Put them in a basket. Box.”

Trying to nudge children to raise their hands before speaking I said, “I'm going to 

ask....Elsie, what did the boys do with the frogs?”

“They put them inside THEIR home.” Elsie responded.

“Maybe they just wanted to keep them for pets!” repeating what many children 

had said while we were out on the beach. “But can frogs live in a box?” I asked.

“No. They need water,” said a child.

“They need water to live. And they needed their mom—they needed their 

grandma, didn't they?” I asked, prompting the children to think about more than the 

biological needs of the Frogs in the story.

“Cuz if they don't, they'll die,” said a child.
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“That's right.” Now, wanting to help the children make a connection between the 

story and our experience on the beach, I asked, “That's why when we collected crabs 

yesterday, and the day before, what did we do with those crabs?”

The children called out in unison, “Let them go!”

Another child added, “Let them go back in their homes!”

“And was it okay to carry them all the way up into the woods and put them 

back?” I asked.

Erin responded, “You got to put ‘em right by the rocks so no one can't eat em.”

“That's right.” I replied. “Sometimes we even put a rock over them, so Raven 

doesn't come and eat them! Or something else.”

Sally wondered, “But what if you put them under a rock and you can't see them, 

so you step on them?”

I replied, “You know what? If you put them under a rock, they're really good at 

kind of wiggling into a crack so that even if someone steps on a rock, it won't hurt them. 

Because that's their home. They're used to living there, so they know how to do it.”

A child added, “They have a shell.”

“And they have a shell to protect them.” I said, validating the child's response.

Ashley, always the negotiator, asked, “If you get water in the box and their 

grandma's in the box and their humans, then you could just keep them in there—if there's 

water.”

I replied, “You could maybe leave them for a very short time, but you know 

what? Frogs need a lot of things. They need things to eat. They eat bugs and little, tiny 

fish. And they need a very special place. So, they know where they live, and that's where 
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they want to live. So, it's really important to put them back where you found them. It's 

okay to put them in a bucket and look at them, and be respectful, and then put them right 

back where they go, because they're somebody's brother and sister! And they have a 

grandma! And they're part of our world so we need to put them back respectfully.” I said, 

prompting the children, again, to think about the spiritual aspect of the living creatures.

“And even you can't kill them,” said a child.

“You can't kill them.” I responded. “We can kill things if we're going to eat them 

but not if we're just looking at them. So, if we go and catch fish...You know when I 

catch a fish, do you know what I do? I say ‘Thank you. Thank you fish for giving your 

life so I can eat.' I always thank whatever I pick. If I pick a little piece of deer heart, I say 

thank you because I want to thank the Earth for giving me something to eat.” 

Reading an Indigenous picture book related to the core cultural value of Haa Aaní/Na 

Yuubm, honoring and utilizing our Land, and leading children to connect the story to their 

experience on the Land, perhaps allowed children to further internalize this important value. 

Evidence of children thinking about Haa Aaní/Na Yuubm included their statements, “Let them 

go! Let them go back in their homes!” and “You got to put ‘em right by the rocks so no one can't 

eat em,” when I asked what the children did with the crabs they caught during the field trips to 

the beach. Authentic learning encounters on the Land play an important role in instilling cultural 

values. In this interaction, we see that children's interests are piqued as they participate in a 

discussion to develop understanding. Additionally, relating to another's experience through a 

traditional story (Lewis, 1997) teaches children Haa Aaní/Na Yuubm, important ways of relating 

to their environment.
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4.3.5.7 Teachers and Parents Validating Traditional Ecological Knowledge.

Validating a child's traditional ecological knowledge (TEK) can take the form of adults 

deferring to a child's superior ecological, subsistence, or cultural knowledge or positioning the 

child as a teacher. Twenty-one data extracts generated a code of validating a child's TEK.

One instance in which I was corrected by a child occurred when we were walking across 

the mudflats on the way to Hemlock Island.

I was walking unaccompanied with my iPad recording audio. In the distance I 

heard a child say, “I got a cockle shell!”

Not hearing her clearly, I responded, “You got a clam shell?”

“A cockle shell,” she corrected me.

I looked carefully at the shell she held in her hand and said, “That's a cockle shell. 

You're right! Can you show me? That's a cockle shell you're absolutely right.”

To which the child responded, “We eat them all the time.”

Cockles have pronounced ridges radiating out from the hinge toward the edge of 

the shell while clams have less pronounced growth rings that form curves parallel to the 

edge of the shell. I validated her ecological knowledge by saying, “you're right...you're 

absolutely right.”

Another way teachers and parents validate a children's traditional ecological knowledge 

is by positioning the child as a teacher. The following data extract illustrates an instance when I 

positioned Elsie as a teacher to share her new ecological knowledge with her classmates.

Elsie, Dylan, Erin, and I found ourselves in a patch of thick seaweed; with the tide 

out, the seaweed formed dense mats covering the rocky shore. I moved a large frond of 

brown kelp and Elsie exclaimed, “I can see him! He's camouflaged,” as she noticed a 
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crab that seemed to blend in with the surroundings until it moved. “Let's keep you safe, 

little guy,” Elsie said as she carefully placed the seaweed back on top of the crab.

Nearby Dylan moved some kelp and shouted, “Holy Moly!” as he uncovered a 

large crab, about four inches across the back. Erin and Dylan poked the crab with their 

trowels causing it to stand up on its hind claws with its pinchers open in a menacing pose.

Elsie stated playfully, “That crab needs a vacation! He needs to get away from 

us.” Elsie turned to look in the seaweed near her feet and she lifted a three-inch clam 

shell with a perfectly round quarter-inch hole near the hinge. She picked up the clam shell 

and showed it to me exclaiming, “Look. It's what we were talking about!”

Earlier in the day I found a similar shell and told the small group of children in 

my vicinity about a type of worm that eats clams by drilling a hole in the shell, crawling 

inside, and digesting the clam. Elsie apparently had been interested in the tale of the 

clam-eating worm, and now she found another clam that had been eaten by the strange 

worm. I asked her, “Do you want to take it back and you can tell everyone about it?”

“Yeah,” replied Elsie with a proud smile on her face.

In this data extract Elsie's newfound ecological knowledge was validated when I invited 

her to take the shell back to class to share with others. The fact that she found the shell herself 

and made the connection to “what we were talking about,” indicated that she had secured the 

knowledge and she was pleased and proud at the prospect of telling her classmates about the 

clam-eating worm that left clues on the beach.

Another data extract coded for validating children's TEK occurred during Ashley's 

subsistence expedition.
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Ashley's mother, Farrah, mentioned she thought it was “awesome” that we stayed 

with the kindergarten class all day; she and Ashley's father had left before lunch to get 

their younger children home for lunch and a nap.

I responded, “We're learning a lot from them,” referring to the children.

Farrah stated, “I was telling my coworker I need to learn more from Ashley. She 

can point our red cedars from yellow cedars. Ashley, do you know what these ones are?”

Ashley, who was busy running ahead with her little brother, asked, “What?”

“What type of cedar trees are we walking past? Are they red or yellow?” asked 

Farrah.

Ashley responded confidently, “They're red.” Then she looked carefully at the 

drooping branches and stated, “Actually, they're yellow, cause the leaves come down.” 

Impressed, I grasped a cedar branch hanging over the trail and asked Ashley, 

“These leaves right here? I'm going to take a picture of that,” I said as I snapped a photo 

with my iPad.

Farrah asked Ashley, “What other trees do we have down here?” further 

validating Ashley's ecological knowledge.

“Let me look,” said Ashley as she walked down the trail ahead of us. “There's 

just cedars here,” she concluded after looking on both sides of the trail. Ashley's father 

had walked ahead of us scouring the beach trail for spruce trees in hopes of harvesting 

spruce tips, but he had texted Farrah that there were no spruce trees on the trail, 

confirming Ashley's assessment.

Farrah validated Ashley's TEK first by stating “I need to learn more from 

Ashley,” thus elevating Ashley for her superior ecological knowledge. Farrah admitted
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she was just beginning to learn about subsistence in the Metlakatla area having recently 

returned after living in the city for several years. She further validated Ashley's TEK by 

asking her to determine if the trees we were passing were red or yellow cedars. Ashley 

confidently stated her answer, then adjusted after she looked more closely, and gave the 

rationale for her response that the trees were yellow cedar “cause the leaves come down.” 

Validating children's traditional ecological knowledge increases their competence on the 

Land by building up their self-esteem and reinforcing their knowledge. Validation may occur 

when an adult shows humility by deferring to a child's traditional ecological knowledge, as was 

the case for the child who correctly identified a cockle shell when the adult, in this case, me, 

misidentified it as a clam. Validation also occurs when teachers and parents position children as 

teacher, such as when I invited Elsie to teach her classmates about clam-eating worms, or when 

Ashley's mother asked her to demonstrate how to discern a yellow cedar from a red cedar tree.

4.3.5.8 Teachers and Parents Engaging Children in Authentic Subsistence 

Activities.

Parents and teachers who engage children in authentic subsistence activities contribute to 

their competence on the Land by positioning the children to demonstrate ecological knowledge, 

subsistence knowledge, and core cultural values related to stewardship. An authentic subsistence 

activity for young children is one in which they can successfully participate. For young children, 

such as the kindergartners in this study, authentic subsistence activities typically involve 

foraging, such as picking berries, picking Hudson Bay Tea, harvesting Devil's Club, collecting 

gum boots, a type of edible chiton that lives sedentarily in the rocky intertidal zone, digging 

clams, cockles, or harvesting other resources accessible to young children. Additionally, to be 

considered authentic, the children must collect the resource; learning about harvesting but not 
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actually harvesting is not the same as authentic subsistence. Finally, there must be a real 

recipient for the proceeds of the harvest, such as harvesting for parents, grandparents, or other 

family, or community members.

An interview with Ms. M revealed that she engages her kindergarten students in two 

authentic subsistence activities each year. In the fall, she takes her students to pick salal, or 

laughing berries, which she and her students make into jam to gift to families. In the spring, she 

takes her students to pick Hudson Bay Tea to dry and gift to mothers or other family members in 

honor of Mother's Day.

During the field study, Ms. Nancy engaged the children in the study in authentic 

harvesting of Devil's Club to gift to community members as medicinal tea or as a salve for sore 

muscles. Some students also participated in an impromptu harvest of spruce tips for Ms. Nancy 

and children to make into syrup for community gifts.

Family surveys revealed that parents engage their children in subsistence activities. 

Open-ended question #35 asked, “What is your family's favorite subsistence activity (the one 

you enjoy doing together as a family the most)?” Some respondents listed more than one 

“favorite” subsistence activity; nine respondents listed foraging activities (picking seaweed,3; 

harvesting gumboots, 1; picking berries, 5) and three respondents listed fishing as their favorite 

family activity. Foraging activities are more conducive to young family's participation because 

they do not require extensive skills, dexterity, or perseverance, thus, young children can be 

incorporated into the activity authentically. For example, a child as young as five years old might 

pick two cups of berries to contribute to the family's harvest.
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During Ashley's subsistence expedition, Farrah, Ashley's mother stated, “In the 

summertime we do beach trips and at least three to four times a week. We try to get out as much 

as possible. We try to get out berry picking as much as possible.”

Children in this study participated in authentic subsistence activities by collecting 

resources, preparing them for use, and distributing the processed resources to family or 

community members. Through their participation in authentic subsistence, children were 

provided the opportunity to hone their traditional ecological knowledge and skills through direct 

experiences on the Land.

4.4 Chapter Four Conclusions

Chapter 4 provided a description of the data set, a discussion of the data analysis

procedures, and the analyzed data. The data set included 270 documents including video data 

collected by children as they engaged in activities upon the Land, video collected by researchers 

of the children in the field and in the classroom, still photos, children's drawings, interviews with 

educators, and observational data. The data was analyzed using reflexive thematic analysis, a 

method for identifying, analyzing, and reporting patterns or themes within data utilizing an 

organic approach to the coding process and facilitated by the active and reflective role of the 

researcher in the analytic process (Braun & Clarke, 2019).

Key results from this study were: (1) participants of this study demonstrate cultural 

identity by aligning with their tribe or clan, and demonstration of traditional ecological 

knowledge; (2) the process of cultural identity development was supported by the community 

through vision and funding for cultural initiatives; and (3) peers, parents, and educators 

contributed to the cultural identity development of the young participants by enacting moves to 

increase confidence and competence on the Land. Children who are confident on the Land feel 
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safe, comfortable, and enjoy being on the Land. Children who are competent on the Land can 

determine what is edible or useful in the environment, can harvest/forage effectively, can prepare 

resources for use, and can be respectful of the environment and the resources.

Chapter 5 will discuss the significance of the findings, implications of the study, 

strengths and weaknesses of the study, suggestions for further research, and conclusions.
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Chapter Five: Conclusions, Implications, Recommendations

5.1 Summary of Study

Identity development is one of the primary tasks of childhood and adolescence (Erikson, 

1968). This time of rapid growth and development can be an exciting time as children explore 

their worlds to find out who they are in relation to their environment and in relation to others; it 

can also be a time fraught with confusion, especially for Indigenous children whose cultures 

have been marginalized by decades, and in some cases centuries, of colonization (Berry, 1999; 

Chandler, 2013; Corenblum, 2014; Markstrom, 2011). Assimilationist policies employed by 

churches, governments, and schools resulted in the marginalization of many Indigenous people 

and high rates of social dysfunction (Berry,1999; Darnell & Hoëm, 1996; Ford & Clemons, 

2019). In American Indian and Alaska Native populations, cultural marginalization manifests as 

substance abuse, suicide, poverty, poor academic achievement, and other social ills 

(LaFromboise et al., 2006; Lardon et al., 2016; Wexler, 2014; Wolsko et al.,2007). Conversely, 

a secure Indigenous cultural identity has been shown to be a protective factor against social 

dysfunctionality and is linked to well-being and positive life outcomes (DeCou et al., 2013; Gray 

& Cote, 2019; Hill, 2004; LaFromboise et al., 2006; Wexler, 2009); for this reason, a scholarly 

examination of cultural identity development is particularly important. Understanding and 

describing the process of cultural identity development from the perspectives of young 

Indigenous children contributes to the scholarship around cultural identity development with 

implications for tribal and other community organizations, schools, educators, and families.

It is well-established that identity development begins at a very young age (Bruner, 1977; 

Erikson, 1968; Vygotsky, 1980). Many enculturation factors are known to contribute to the 

development of cultural identity for Indigenous people, such as speaking one's traditional 
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language and participating in culturally significant ceremonies (Berry, 1999; Chandler, 2013; 

Corenblum, 2014; Markstrom, 2011). Moreover, Indigenous knowledge affirms the importance 

of Land as one of the most powerful enculturation factors (Kana‘iaupuni & Malone, 2006; 

Ramos de Robles et al., 2019) yet little research has been conducted to describe the Land-based 

enculturation process among Indigenous Alaskan children at this young age (Lunda & Green, 

2020). The purpose of this qualitative single case study sought to fill the gap in the literature by 

studying the cultural identity development of 5-7-year-old Indigenous children as they engage in 

structured and unstructured activities upon the Land in the Southeast Alaska village of 

Metlakatla.

The research questions that guided the qualitative study were geared toward addressing 

the problem statement that Alaskan Indigenous cultures were nearly destroyed through relentless 

colonizing forces. The approach to address this problem was to examine the phenomenon of 

cultural identity development from the perspective of young Indigenous children, together with 

their parents and educators, situated within the context of their school and community. This 

qualitative case study included the following research questions:

RQ1: How do young children demonstrate their cultural identity through interactions on 

the Land?

RQ2: How do community organizations support cultural identity development in young 

Indigenous children?

RQ3: What role do peers play in nurturing cultural identity development (CID)?

RQ4: How do teachers and families nurture CID?

The qualitative methodology and case study design allowed me to identify behaviors of 

young Indigenous children demonstrating their developing cultural identities during the critical 
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kindergarten year when many children first experience prolonged contact with others outside 

their families. Corresponding supports for cultural identity development were identified within 

the community and in the behaviors of peers, parents, and teachers.

The participants in this study included 17 students in the kindergarten class at Richard 

Johnson Elementary School in Metlakatla, Alaska, all of whom are Indigenous, primarily 

Tsimshian. The small sample size allowed me to engage in a deep, case-oriented analysis 

conducive to successful qualitative inquiry (Creswell & Poth, 2018). The case was bounded in 

time by the week-long Alaska Seas and Watersheds event which occurred during the spring neap 

tides when the students and teachers at Richard Johnson Elementary School spent the week 

exploring the seas and forests near their Annette Island community.

Multiple sources of data were collected from the child participants, parents, teachers, and 

administrators. Data were collected using two methods frequently employed in research with 

children: sensory tour videos collected by children while engaged in activities on the Land using 

portable cameras equipped with forehead straps (Green, 2016; Green 2017b), and draw-and-tell, 

a method in which children are asked to draw something in response to a prompt and to describe 

their drawing (Dockett et al.,2011; Einarsdottir, 2005; Green, 2016). Data collected from parents 

included responses to a family subsistence survey and subsistence expeditions, in which the 

family and researcher participated in a subsistence or other outdoor experience chosen by the 

family; children's sensory tour data were collected during these outings. Data from educators 

included interviews and observational data collected during classroom and field trips.

Analysis of the data was accomplished following Braun and Clarke's (2019) six-step 

reflexive thematic analysis (TA) approach. Reflexive TA is utilized to generate patterns of 

meaning from data and is distinguished from other TA methods by an organic approach to 
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coding and by the active role of the researcher in the analysis (Braun & Clark, 2019). Step one 

involved getting familiar with the data; this was accomplished by watching all videos in their 

entirety, studying, and cataloging still photos, transcribing videos, interviews, and field notes, 

creating and applying a rubric to the children's drawings, and analysis of the family survey using 

descriptive statistics. All data were uploaded to ATLAS.ti Mac (Version 9.1.3), a qualitative data 

analysis software package, to facilitate coding and analysis, and to serve as a research journal.

The next step involved generating initial codes; at this stage I coded broadly, including 

many codes to avoid overlooking something that might later point to a theme. In the third step I 

began to search the codes for themes in the data by finding relationships among codes; I 

organized the data in a systematic way into smaller chunks of meaning. In the fourth step I 

reviewed and modified the themes, sometimes adding new codes to account for nuances in the 

data. In this way, my codebook started out very long, then grew shorter in step three, and 

expanded slightly in step four. In the fifth step I organized the themes in relation to each other 

and in relation to the research questions and wrote a definition for each theme. In step six, I 

wrote the “story of the data” organized around themes; I started each section with a description 

of the theme, followed by data extracts, and concluding with comments on how the data extracts 

related to the theme.

Information provided in Chapter 1 of this study comprised the background including my 

positionality as an Indigenous educator and the theories that have influenced my thinking around 

education of Indigenous children. Chapter 1 also included the problem statement, conceptual 

framework, purpose and significance of the study, research questions, research design, and a 

section on assumptions, limitations, and delimitations of the study. Chapter 2 presented a 

thorough analysis of the literature on cultural identity development among Indigenous people, 
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including the role of cultural identity in well-being. Chapter 2 also presented details of the 

conceptual framework that supported this study, as shown in Figure 2—Berry's Aboriginal 

identity development (AID) theory (1999), as modified by Markstrom (2011) and Corenblum 

(2014). Chapter 3 detailed the methodology of the study including the study design, a rationale 

for the sample selection, a description of the participants and the site. Chapter 3 also offered 

detailed information on the five data sources and how they were collected, ethical considerations 

and a description of how they were addressed, and a discussion of the trustworthiness of the 

study.

Chapter 4 detailed the data analysis procedures and presented a comprehensive and 

detailed explanation of the results of the qualitative case study. Chapter 5 includes a summary 

and discussion of the significance of the findings, and conclusions drawn from the findings, a 

section on the theoretical as well as practical implications for policymakers, educators, and 

parents, and a discussion of strengths and weaknesses of the study. Chapter 5 concludes with 

recommendations for future research.

5.2 Summary and Significance of the Findings

This study focused on cultural identity development of young Indigenous children as they 

engaged in activities upon the Land. Culture is defined as the knowledge and skills enabling a 

group of people to meet their basic survival needs while allowing for complex social networks 

and relationships to develop and enhance the meaning of normal, daily activities (Matsumoto, 

2007). Further, culture is learned or acquired from other members of one's social group, passed 

down from generation to generation, encompassing both the material culture and the underlying 

attitudes, dispositions, and values that support social function (Taylor & Usborne, 2010).
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Identity is a concept that has been studied for centuries as humans have sought to answer the 

question, “Who am I?” The seminal work from which most modern identity development 

theories derive is Erikson (1968) wherein he theorizes that identity development begins at birth 

and progresses through several predictable stages; rather than a linear trajectory, identity 

develops in bursts when a child resolves a tension, she/he may have been grappling with for an 

extended time.

For Indigenous people, cultural identity development is the process of coming to identify 

oneself as Indigenous, as a member of a tribe or clan, and as connected to ancestral Lands; this 

process involves recognizing and embracing the beliefs, values, norms, and practices related to 

one's cultural heritage (Wexler, 2009). Building upon the work of other identity theorists 

(Erikson,1968; Phinney,1990; Tajfel & Turner,1979; Umana-Taylor et al.,2004), Berry (1999) 

developed the Aboriginal Identity Development (AID) theory which states that the process of 

cultural identity development involves a period of exploration during which a person grapples 

with both positive, or enculturation factors, and negative, or acculturation factors, while engaged 

in the lifelong process of accepting or rejecting one's Indigenous identity. Further, Berry (1999) 

asserts that a strong Aboriginal cultural identity has five components: (1) the perception of 

oneself as Aboriginal; (2) considering this to be important; (3) having positive feelings about 

being Aboriginal; (4) wanting to remain an Aboriginal person; and (5) expressing these in one's 

daily actions.

Following careful examination and analysis of the data, eight themes and seventeen sub 

themes were generated in response to the four research questions. Section 5.2 presents the 

contribution to the scholarly understanding of cultural identity development in young Indigenous 

children as they engage in activities on the Land. This section is organized according to the 
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themes generated from the data; for each theme, a summary of the findings related to the theme 

is provided, followed by a discussion of the significance of the findings as situated to the 

literature on cultural identity development.

5.2.1 Research Question One

The study's first research question was: How do young children demonstrate their 

cultural identity through interactions on the Land? The themes that answered this research 

question were that children in the study demonstrated their cultural identity by: (1) aligning 

themselves with a tribe or clan and (2) by demonstrating traditional ecological knowledge.

5.2.1.1 Summary of Research Findings: Children Demonstrate Cultural 

Identity.

After analyzing all codes related to RQ1 including children mentioning membership in a 

clan, children mentioning the clan membership of peers, claiming characteristics of their crest 

animal, stating the names of plants or animals, noticing aspects of the environment, stating 

specific details about plants, animals, or the environment, or demonstrating enactment of core 

cultural values, the codes were organized under the two themes; children demonstrate their 

cultural identity by: (1) aligning themselves with a tribe or clan and, (2) demonstrating 

traditional ecological knowledge. Five sub themes were generated from the codes. The two sub 

themes under alignment with their clan were: (a) identification as a member of a clan, and (b) 

claiming characteristics of their crest animal. Three sub themes were generated under the theme 

of demonstrating traditional ecological knowledge: (a) demonstrating ecological knowledge; (b) 

demonstrating subsistence knowledge; and (c) demonstrating enactment of core cultural values 

related to stewardship.
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The frequency of children aligning themselves with their clan was low, occurring in only 

six of the 270 data extracts. Two children mentioned their clan membership in a casual 

conversation, three children claimed the characteristics of their clan crest, and several children 

discussed the clan membership of their peers. Asking children about their clan membership was 

not part of the research protocol, therefore, it is not surprising that aligning with their clan 

occurred so rarely in the data. However, because aligning oneself with a clan answers the 

research question, “How do young children demonstrate their cultural identity through 

interactions on the Land?” I determined it is important to include it as a theme.

The children demonstrated a surprising level of ecological knowledge about the intertidal 

area of their island home including knowing the names of at least 28 plants, animals, fungi, or 

algae, as well as specific details about those organisms. They demonstrated subsistence 

knowledge and skills such as how to process Devil's Club safely and efficiently and how to 

harvest Hudson Bay Tea. They demonstrated cultural values such as care for the Land or sharing 

the harvest.

5.2.1.2 Significance of Findings: Children Demonstrate Cultural Identity.

Theme one, alignment with tribe or clan, is associated with Berry's Aboriginal Identity 

Development theory (1999) as well as Markstrom's (2011) model of Indigenous cultural identity, 

which described aligning with and perceiving oneself as a member of a tribe or clan as one of the 

most important and foundational aspect of overall identity development. When children claim 

their clan membership through statements such as, “I'm a Bear'' or “I can smell fish underwater 

(in the way a killer whale does),” it demonstrates they are aware of their clan lineage and are 

progressing along the continuum from exploration of their cultural identity and approaching 

commitment (Berry, 1999). Figure 2 illustrates the continuum Indigenous children traverse from 
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not yet exploring to exploring to committing to their cultural identity, while encountering 

enculturation and deculturation factors from society and from within their cultural group (Berry, 

1999; Chandler, 2013; Corenblum, 2014; Markstrom, 2011).

If a child demonstrates signs of embarrassment when his clan membership is revealed, it 

could indicate the child is grappling with tensions around his Indigeneity and, at the moment, the 

deculturation factors outweigh the enculturation factors causing him to reject his clan 

membership (Berry, 1999; Chandler, 2013; Corenblum, 2014; Markstrom, 2011).

Knowing who you are is foundational to the Tlingít worldview; a proper Tlingít 

introduction requires providing your Indigenous name, your clan, your mother's name, the name 

of your maternal village, the name of your maternal house, followed by the same information for 

your father (https://www.sealaskaheritage.org/sites/default/files/TlingitIntroductionFormat.pdf). 

A similar protocol is used in Tsimshian introductions. In this way, those listening can situate you 

within your tribe, clan, and Place. The children in this study may be beginning the process of 

crystallizing this important information about their tribal and clan membership by naming their 

own clans and questioning each other about their clans.

Theme two, demonstrating traditional ecological knowledge (TEK), is situated within a 

broad range of studies which sought to identify observable measures of cultural identity 

including connection to the Land through traditional activities, such as hunting, trapping, fishing, 

and picking berries (Berry, 1999; Kulis et al., 2013; McMillen et al., 2017; Winderowd et al., 

2008). TEK can be thought of as having three components: general ecological knowledge, 

subsistence knowledge, and internalization of core cultural values related to conservation and 

stewardship. Ecological knowledge is knowledge of the types of animals, plants, and other 

resources that inhabit your place and the type of habitats they prefer (Breinig, 2001;
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Dombrowski, 2007; McMillen et al., 2017; West & Ross, 2012). Subsistence knowledge 

encompasses expertise in hunting, fishing, gathering, processing, and storing key subsistence 

resources (Dockery, 2020; Thornton, 2008).

The third component of TEK comprises knowledge of, and commitment to living 

sustainably by carefully stewarding the valuable resources of the Land (Dockery, 2020; 

Dombrowski, 2007; Ramos de Robles et al., 2019). Knowing and living by core cultural values 

is an indicator of a secure cultural identity for Indigenous people (Berry, 1999; Chandler, 2013; 

Lunda & Green, 2020; Markstrom, 2011; Petite, 2007). In fact, Chandler (2013) asserts that 

Indigenous identity is aligned with cultural values and ways of thinking more so than any 

behavior or artifact of Indigenous culture.

This study showed that children demonstrated traditional ecological knowledge, 

including ecological knowledge, subsistence knowledge, and adherence to core cultural value, 

which indicates their developing connection to the Land, and thus to their Tsimshian culture. The 

dominance of certain children in the traditional ecological data extracts suggest that some 

children may be further along the cultural identity developmental continuum (Berry, 1999), 

while other children are just beginning to explore their Place and to discover the role of 

ecological knowledge, subsistence, and traditional values in their cultural identity development.

5.2.2 Research Question Two

The second research question was: How do community organizations support cultural 

identity development in young Indigenous children? Themes responding to this question were 

that organizations support Indigenous children's cultural identity development through (a) 

funding for cultural initiatives and, (b) establishing secure cultural identity as a goal for children 

through vision mission statements.
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5.2.2.1 Summary of Research Findings: Community Support for Cultural 

Initiatives.

Interviews with teachers, administrators, and parents revealed two key supports for 

cultural identity development that enabled teachers and parents to directly nurture children's 

cultural identity development: funding and vision for cultural initiatives.

The local tribal organization, Metlakatla Indian Community (MIC), provided funding for 

cultural initiatives such as workshops on the harvest of traditional foods and medicines which 

promoted the traditional ecological knowledge of parents. The non-profit arm of the regional 

Alaska Native Claims Settlement Act (ANCSA) corporation, Sealaska Heritage Institute (SHI), 

provided support by funding professional development for educators to improve their 

knowledge, skills, and dispositions for the effective education of Indigenous children, and to 

support teachers to develop culturally responsive, place-based curriculum. The Duncan Cottage 

Museum partnered with the school district on a culture-based, place-based summer program for 

children in Metlakatla. The Annette Island School District (AISD) provided financial support for 

cultural initiative within the Richard Johnson Elementary School by funding a full-time cultural 

specialist for the elementary school; the cultural specialist provided weekly Tsimshian culture 

and Sm'algyax language lessons for all pre-K to grade five children in the school. Additionally, 

AISD provided funding for Tsimshian culture and language resources and the Richard Johnson 

Elementary School tapped into its building budget to fund field trip buses to transport children 

and teachers to important cultural sites.

Vision for cultural initiatives was provided through the AISD mission statement, 

foundational beliefs, and strategic plan, all of which identify positive cultural identity as a 

desired outcome for the district's children. Administrators and teachers take steps to enact this 
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vision through cultural programming such as afterschool Tsimshian dance group, dedicated time 

in the weekly schedule for Tsimshian culture and language lessons, and dedicated time in the 

annual calendar for a week-long salmon camp each fall and a week-long beach camp, the Alaska 

Seas and Watersheds program, each spring.

5.2.2.2 Significance of Research Findings: Community Support for Cultural 

Initiatives.

Funding and vision for cultural initiatives are key to developing an environment within 

the community and the school conducive to cultural identity development. Both funding and 

vision are required, one without the other would not be enough to develop and sustain the 

cultural initiatives that provide opportunities for teachers and parents to nurture cultural identity 

development in the children of Metlakatla. The vision of the community is expressed through 

school board documents such as the mission statement, foundational beliefs, and strategic plan; 

this vision includes not just academic success, a goal commonly found in school board 

documents, but also the goal for students matriculating out of Annette Island School District to 

be secure in their cultural identity. Vision and funding for cultural initiatives might be emulated 

by communities, school districts, and others interested in supporting healthy cultural identity 

development.

5.2.3 Research Question Three

The third research question was: What role do peers play in nurturing cultural identity 

development? Two themes were generated from the data responding to RQ3, children nurture 

cultural identity development in peers: (1) by enacting moves to promote confidence on the 

Land; and (2) by enacting moves to promote competence on the Land through teaching 

traditional ecological knowledge (TEK).

230



5.2.3.1 Summary of Research Findings: Peer Support for CID.

As children engage in activities on the Land together with their peers, they enact moves 

to promote confidence in their own and peers' ability to move about on the Land in safety and 

comfort, and competence, or their knowledge and skills to gain sustenance from the Land. Three 

sub themes related to the theme of confidence on the Land were: (a) peer's moves promoting 

safety; (b) peer's moves promoting comfort; and (c) peer's moves promoting fun. Children 

promoted safety by warning peers about a perceived danger, such as the danger of falling on a 

sharp barnacle or touching a poisonous plant. Children promoted comfort by offering peers 

moral support or encouragement, or offering physical support, such as offering to hold hands to 

steady a friend on the slippery mud. Children promoted fun by engaging peers in pretend play, 

especially by attributing human characteristics to animals, or instigating games of tag or other 

outdoor games.

Three sub themes related to competence on the Land were: (a) peers teaching ecological 

knowledge; (b) peers teaching subsistence knowledge; and (c) peers teaching cultural values. 

Thirty-seven data extracts were coded as peers teaching ecological knowledge, most of which 

involved children teaching peers general ecological knowledge such as the names or 

characteristics of animals or plants. Examples of data extracts coded as peers teaching 

subsistence knowledge included a child teaching peers how to prepare Devil's Club for medicinal 

use and another in which a child taught a peer about berry harvesting. Twenty-five data extracts 

were coded as peers teaching core values such as when a child encouraged her peers to respect 

the Land by warning them not to stomp on barnacles.
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5.2.3.2 Significance of Research Findings: Peer Support for CID.

Children can be a tremendous resource for helping peers explore their cultural identities, 

to begin conceptualizing what it means to be a member of a cultural group. Children help one 

another feel safe, comfortable, and happy while engaged in activities upon the Land which 

promotes a sense of confidence; this sense of confidence allows children to move about freely 

and without fear while enjoying the experience of being on the Land (Alcock & Ritchie, 2017; 

Green, 2018a; Karavida et al., 2020). The importance of promoting fun while engaging in 

activities on the Land was a surprising result; the prevalence in the data of children exhibiting 

joy and pulling peers into games caused me to wonder about the role of fun in promoting 

confidence on the Land. When children enact moves to promote fun while engaging in activities 

upon the Land, they may nurture a growing sense of confidence and endurance to remain 

engaged for themselves as well as for peers; this concept is supported in the literature (Lunga et 

al., 2022; Sproule et al., 2019).

When children are competent on the Land, they honor and utilize the Land by 

demonstrating traditional ecological knowledge (Cambpell & Speldewinde, 2020; Kana‘iaupuni 

& Malone, 2006; Karavida et al., 2020; Maunakea, 2021) meaning they can determine what is 

edible or useful; they can harvest/forage efficiently; they can prepare resources for use; and they 

can be respectful of the environment and the resources (Dombrowski, 2007; Ramos de Robles et 

al., 2019).

Competence on the Land and the connection with cultural identity is commonly studied 

in older children and young adults (Burnette et al., 2018; DeCou et al., 2013; McMillen et al., 

2017; Shaw, 2013), although researchers have touched on this phenomenon in young children 

(Corenblum, 2014; Green, 2017a; Jimenez-Balam et al., 2019), as well as children in middle 

232



childhood (Setalaphruk & Price, 2022). This study makes an important contribution to the 

literature by examining the connection between cultural identity and competence on the Land in 

young children in a rural Alaskan setting.

5.2.4 Research Question Four

The fourth research question was: How do teachers and families nurture CID? Teachers 

and parents nurture cultural identity development in the same ways as peers, by enacting moves 

promote confidence in children's ability to move about on the Land in safety and comfort, and 

competence, or the knowledge and skills to gain sustenance from the Land. However, the sub 

themes for adults are different than those of peers. The two themes responding to RQ4 are: (1) 

teachers and parents enact moves to promote confidence is children as they engage in activities 

on the Land; and (2) teachers and parents enact moves to promote competence in children as they 

engage in activities on the Land.

5.2.4.1 Summary of Research Findings: Teacher and Parent Support for 

CID.

Sub themes related to promoting confidence on the Land are: (a) Offering encouragement 

and physical support; (b) Supporting children's sense of agency; and (c) Sharing enthusiasm for 

being on the Land. Sub themes related to promoting competence on the Land are: (a) Teaching 

traditional ecological knowledge; (b) Validating child's traditional ecological knowledge; and (c) 

Engaging children in authentic subsistence activities.

Parents and teachers offered encouragement and physical support by moves such as 

holding hands with an anxious child when crossing a slippery stream or offering water to a 

thirsty child. Agency in early childhood education means, functioning within safety boundaries 

set by caring adults, being able to make choices and decisions to influence events and to have an 
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impact on one's world. The field trips in this study were structured by the educators to optimize 

support for children's agency. After a brief introduction at each site, children were allowed to 

freely explore each of the field sites, choosing where to go, whom to walk with, when to stop, 

and how long to investigate a tide pool or other area of interest before moving on. The videos 

revealed children making up songs, playing games, climbing, running, sitting, and being in 

control of their time for much of each day. The exceptions to this structure occurred when 

children chose to do something the adults thought dangerous, such as climbing trees, throwing 

rocks, or swinging sticks, then an adult, usually the teaching assistant or the teacher, issued 

directives.

Teachers and parents in this study introduced an element of fun into the field excursions 

by sharing their enthusiasm through words, tone of voice, and facial expressions, to inspire 

children to engage further with the Land—to look for deer tracks and maybe to see a deer, to 

hunt for a moon snail, or to pick spruce tips—thus, increasing children's enjoyment at being on 

the Land.

Many of the extracts coded for teaching ecological knowledge involved parents or 

teachers simply telling a child or group of children the names of intertidal organisms they 

encountered. In addition to ecological knowledge, another aspect of traditional ecological 

knowledge is subsistence knowledge. Parents and teachers taught children about subsistence both 

directly, such as when Ms. Nancy, the cultural specialist provided a subsistence lesson, and 

indirectly, such as when an adult talked about subsistence resources to another adult, but children 

were potentially listening in and learning. The third type of knowledge included in traditional 

ecological knowledge is knowledge of core cultural values related to conservation and 

stewardship. The cultural specialist taught the children many values lessons interwoven with her 
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lessons on subsistence, such as when she taught children how to pick salmonberry sprouts while 

minimizing the impact on the berry harvest. The teacher wove values lessons into her 

introduction to the field trip sites by reminding students to respect all things; she reiterated the 

caution by stating it in English and Sm'algyax, “We have to respect all things. Łoomsk.'” Another 

way educators taught core cultural values was by reading an Indigenous picture book related to 

the core cultural value of Haa Aaní/Na Yuubm, honoring and utilizing our Land; leading 

children to connect the story to their experience on the Land, perhaps allowing children to further 

internalize this important value.

Validating a child's traditional ecological knowledge (TEK) can take the form of adults 

deferring to a child's superior ecological, subsistence, or cultural knowledge or positioning the 

child as a teacher. Validating children's traditional ecological knowledge increases their 

competence on the Land by building up their self-esteem and reinforcing their knowledge. 

Validation may occur when an adult shows humility by deferring to a child's traditional 

ecological knowledge, as was the case for the child who correctly identified a cockle shell when 

the adult, in this case, me, misidentified it as a clam. Validation also occurs when teachers and 

parents position children as teachers.

Parents and teachers who engage children in authentic subsistence activities contribute to 

their competence on the Land by positioning the children to demonstrate ecological knowledge, 

subsistence knowledge, and core cultural values related to stewardship. In this study authentic 

harvest occurred when children were able to participate comfortably and successfully, when they 

accumulated their harvest rather than consuming it on the spot, and when they could envision a 

recipient for their harvest. The teacher in this study regularly took her young students berry 

picking and foraging for Hudson Bay Tea. These foraging activities presented few physical 
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challenges for children of kindergarten age, they allowed children to experience success by 

accumulating a sufficient harvest to present as a gift to family members, the authentic recipients 

of the harvest. Further, the teacher emphasized the tribal worldview of collectivism by ensuring 

that every child received enough of the harvest to gift to family, regardless of how much each 

child picked. By engaging in authentic harvest activities children were able to practice behaviors 

related to core values such as demonstrating care for the environment and harvesting 

respectfully.

5.2.4.2 Significance of Research Findings: Teacher and Parent Support for 

CID.

The first theme responding to RQ4 is that teachers and parents support cultural identity 

development by enacting moves to promote confidence and competence on the Land. Teachers 

and parents in this study promoted confidence in the children by offering encouragement and 

physical support, nurturing children's sense of agency, and by sharing enthusiasm for being on 

the Land.

One of the ways teachers and parents in this study promoted children's confidence was 

by offering encouragement and physical support, thus, supporting children to feel safe, 

comfortable, and happy on the Land so they develop confidence (Alcock & Ritchie, 2017; 

Green, 2018a; Karavida et al., 2020). Adults can play a significant role in helping young children 

overcome fear or other emotional tensions that children may encounter in Nature (Green, 2017a); 

such support may be as simple as reassurance to a fearful child that, “it's okay,” or offering a 

hand when a child is slipping.

The second way that adults in this study promoted children's confidence on the Land was 

by supporting children's sense of agency. Agency, an important aspect of her overall identity, is 
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commonly understood as being able to make choices and decisions to influence events and to 

have an impact on one's world (Jerome & Starkey, 2022). Children's agency during play is 

supported when children are allowed to make choices and decisions about where they want to 

play, who they want to play with, what activities to engage in, and how long to remain engaged; 

loosely structured or unstructured exploration on the Land is conducive to nurturing children's 

sense of agency (Alcock & Ritchie, 2017; Nijnatten, 2010). In this study, children were allowed 

to exercise agency during field trips and family subsistence expeditions. During the field trips the 

teachers provided less than five minutes of introduction at each site before letting children freely 

explore the environment. Teachers demonstrated trust that the children would behave 

responsibly; this is in keeping with Indigenous child-rearing practices (Alcock & Ritchie, 2017). 

Similarly, parents in this study allowed children to set the pace and select the path during 

subsistence expeditions, thus supporting children's sense of agency.

The third way teachers and parents in this study promoted confidence was by bringing a 

sense of joy and wonder to children's outdoor exploration by sharing enthusiasm for the Land. 

Enjoyment is known to be a motivating factor in children's willingness to engage and persist in 

activities (Baker et al., 2021; Morcom, 2017; Takano et al., 2009). This study contributes to the 

literature by describing specific teacher and parent behaviors that promote children's enjoyment 

in activities on the Land.

The second theme responding to RQ4 was that teachers and parents in this study 

promoted competence on the Land by teaching traditional ecological knowledge (TEK), 

validating children's TEK, and by engaging children in authentic subsistence activities.

Findings from this study suggest that teachers and parents play a significant role in the 

transmission of traditional ecological knowledge (TEK) through direct methods such as teaching 
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children how to locate edible plants, and through indirect methods such as discussing the 

medicinal use of plants while children “listen in.” The literature suggests that parents, Elders, 

and other culture-bearers are key players in the transmission of traditional ecological knowledge 

especially when the TEK teaching and learning takes place on the Land while engaging in 

authentic subsistence activities (Alcock & Ritchie, 2017; Burnette et al., 2018; Dockery, 2020; 

Jimenez-Balam et al.,2019). Rogoff et al.(2014) documented the importance of indirect 

teaching methods in the transmission of traditional ecological knowledge, describing how 

children “listen in” while adults talk about subsistence resources; the children then put the 

learning into practice while working alongside the adults. Both direct and indirect methods for 

teaching traditional ecological knowledge were evident in the current study; this is significant 

because TEK represents a bond between Land, ancestors, and children and, thus, is an important 

enculturation factor supporting children's cultural identity development.

Another way teachers and parents in this study promoted competence was by validating 

children's traditional ecological knowledge. Validation conveys that a person's experiences 

make sense, are understood, and has the potential to strengthen dispositions and actions (Benitez 

et al., 2022). Validation of children's traditional ecological knowledge is a form of cultural 

validation and, as such, has the potential to be a powerful force in cultural identity development 

among Indigenous children and youth (Petit, 2007).

The third way teachers and parents in this study promoted competence was by engaging 

children in authentic subsistence activities. Authentic subsistence was defined in this study as 

successful harvesting to share collected resources with family members. Engaging in subsistence 

promotes feeling of self-sufficiency and confidence (Burnette et al., 2018). In this study, children 

engaged in subsistence with their families, or for the benefit of their families, thus strengthening
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kinship bonds (Dombrowski, 2007) and promoting transmission of cultural values (DeCou et al.,

2013) . Connection to Land is necessarily an aspect to subsistence; the Land and the intimate 

connection Indigenous children develop for the Land through subsistence provides a cultural 

grounding while promoting taking care of others and giving back to the community (Wexler,

2014) . This complex interplay between the Land, adults, and children while engaged in authentic 

subsistence activities might be one of the most powerful enculturation factors supporting 

children's cultural identity and sense of belonging in a Place inhabited by ancestors for 

thousands of years.

5.3 Conclusions

Knowing who you are and how you fit into your social network is critical to healthy 

development and well-being. This study is significant because it offers a close, detailed view of 

Indigenous children engaged in the process of cultural identity development, as they explore and 

begin to commit to their identities. This study names and describes factors that nurture children 

in this process, thus enabling discourse among those concerned with healthy identity 

development which is a protective factor linked to resilience among Indigenous peoples. 

There are three key findings from this study. (1) Children demonstrated their cultural identities 

by displaying traditional ecological knowledge (TEK) which includes ecological and subsistence 

knowledge, as well as the internalization of cultural values. Subsistence practices, which 

represent a bond between Land, ancestors, and children, are the application of traditional 

ecological knowledge. (2) Communities promoted cultural identity development through vision 

and funding to support cultural initiatives, both of which are critical in creating an environment 

conducive to nurturing cultural identity development. (3) Peers, teachers, and parents nurtured 

children's cultural identity development through specific behaviors designed to promote 
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children's confidence and competence on the Land. The Land plays a crucial role in the CID 

process as shown in Figure 13.

Factors Supporting Cultural Identity Development

Figure 13

Note. The “secure cultural identity” photo shows a child with a large moon snail collected during a beach field trip. The other photos show, top to 

bottom, children gathered to listen to a subsistence lesson by the cultural specialist, a child showing his harvest of Hudson Bay Tea, and a photo 

of one of the beach sites visited during the field study (photos courtesy A. Lunda).

Cultural identity development is nurtured through time spent outdoors, engaged in 

authentic subsistence harvesting, and in the company of culturally competent others including 

peers, siblings, parents, teachers, or cultural specialists. Knowing and understanding who you are 

in relation to your place is dependent upon being active on the Land. For Indigenous children 

this involves harvesting in “...a recurring sacred context on the same lands and along the same 

paths as those of one's ancestors, whose spirits still dwell there” (Thornton, 2008, p. 170).

5.4 Implications of the Findings

The findings from this qualitative case study advanced knowledge and understanding of 

the process of cultural identity development in young Indigenous children and the factors 
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supporting and nurturing that development. The findings have theoretical implications for 

advancing and expanding Indigenous identity development theory into the early childhood realm 

as well as practical implications for policymakers, educators, parents, and others concerned with 

nurturing the cultural identity development of young Indigenous children.

5.4.1 Theoretical Implications

The model of Aboriginal/Indigenous identity development (Berry, 1999; Corenblum, 

2014; Markstom, 2011) provided the theoretical foundation of this study. Research on identity 

development in Indigenous populations has received a great deal of attention in the literature due 

to the link between cultural identity and well-being (Gray & Cote, 2019; LaFromboise et al., 

2006; Shaw, 2013). While much of the research on cultural identity development (CID) in 

Indigenous people has focused on adolescents and young adults, when identity crises may 

emerge, this study demonstrates that children just entering formal education may already be 

grappling with tensions associated with cultural identity. Further, this study expands our 

understanding of the process of Indigenous children's cultural identity development by 

describing specific behaviors by teachers, parents, and peers that contribute to CID.

5.4.2 Practical Implications

The results of this study confirmed that the process of cultural identity development is 

well underway when children embark on their formal education in the kindergarten year. Further, 

this study described specific behaviors by peers, teachers, and parents, supported by community 

initiatives, that nurture cultural identity development in young Indigenous children. Thus, 

practical implications are evident at many levels; policymakers at the tribal, state, school district, 

and school levels may find endorsement for cultural initiatives from this study. Teacher 

preparation programs may find validation for including cultural identity development in 
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coursework for initial and graduate certification programs. Teachers and parents may be 

motivated to self-reflect on behaviors that promote healthy cultural identity development among 

children.

Findings from this study could assist policymakers at the state level to enact policies 

effecting the amount of time students spend on the Land engaged in authentic subsistence 

activities. Approving school calendars to accommodate hunting and fishing seasons would allow 

school children to meaningfully engage in subsistence activities with their families. Tribal 

organizations and school districts sometimes sponsor culture camps for students during school 

breaks; policies to ensure that camps occur on traditional subsistence grounds rather than in 

classrooms would increase the authenticity and, thus, the effectiveness of such camps in 

nurturing cultural identity development of participants. Findings from this study could assist 

school districts to enact field trip policies allowing more teaching to occur outdoors in truly 

place-based fashion.

Findings from this study could be used by teacher preparation programs to include 

instruction and expectations that new teachers are aware of the trajectory of cultural identity 

development and the strategies to nurture Indigenous children's CID. Teachers and parents may 

benefit from this study by increasing their awareness of the trajectory of cultural identity 

development and the vulnerabilities inherent in the process (Berry, 1999). Children are subject to 

deculturation factors from an early age that may push them toward rejection of their cultural 

identities; parents and teachers have the power to mitigate cultural identity tensions by enacting 

moves to support healthy cultural identity development.
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5.5 Strengths and Weaknesses of the Study

Section 5.5 discusses the strengths and weaknesses of this study. The strengths include 

detailed analysis of the case, the use of multiple data sources to strengthen the results, the 

methods centering the child's experience of cultural identity development, and my depth of 

knowledge about the culture of the participants and about the Place where the study was situated. 

Weaknesses included the truncated nature of the field study, the low rate of return for the family 

survey, and the limited number of subsistence expeditions accomplished during the field study. 

Section 5.5.1 will discuss the strengths of the study in greater detail and section 5.5.2 will 

provide a detailed description of the weaknesses of the study, as well as suggestions for how the 

weaknesses might be mitigated in future studies.

5.5.1 Strengths

The single case-study methodology employed in this study allowed for an in-depth, 

detailed examination of the process of cultural identity development in young Indigenous 

children. A strength of single case study in qualitative research is that it allows an in-depth 

understanding of a single case set within a real-world context, thus providing an understanding 

of both the internal and external nuances of the case and its context (Yin, 2018).

Another strength of the study was my ability to draw on multiple sources of data to 

develop a rich description of the case including sensory tour videos, children's drawings, parent 

surveys, interviews, and observations. Conclusions drawn from multiple data sources contribute 

to the trustworthiness of the study (Lincoln & Guba, 1985; Yin, 2018).

A third strength of the study was the use of methods centering the child's cultural identity 

development experience. Using sensory tour which allows the child to “direct the gaze” of the 

researcher (Green, 2016; Green, 2017b; Green, 2018b) and draw-and-tell methods which allow 
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the child to exert agency over what she chooses to draw and how she chooses to describe it 

(Dockett et al., 2011; Einarsdottir, 2005; Green, 2017b), this study centered on the lived 

experiences of children as they engaged on structured and unstructured activities on the Land.

Another strength of the study related to my positionality as an Indigenous educator with 

three decades of experience working at multiple levels of public education in Alaska. According 

to Creswell and Poth (2018) qualitative researchers are key instruments in the data collection 

process. Rather than devaluing the study, the expertise of the researcher, in fact, enhances the 

study (Wolcott, 2016). My experiences as a product of public education in Alaska and as an 

Alaskan educator provided me with first-hand knowledge and understanding of the education 

system and the experiences of Indigenous children as they move through the system. Further, my 

education and experience as a biology teacher in Southeast Alaska contributed to my 

understanding of the ecology of the study site; my life experiences as a participant in harvesting 

activities at sites very similar to the study site contributed to my subsistence knowledge. My 

worldview and cultural values are similar to those of study participants and key informants. This 

level of understanding allowed me to craft research questions, design the methodology, conduct 

the qualitative case study, and analyze the data from a frame of a knowledgeable semi-insider. 

My positionality as an Indigenous person and my experience as an educator also established an 

appreciation for the unique qualities inherent in the field site and the nuances of the, sometimes 

fleeting, interactions between children and teachers, children and peers, children and parents, and 

children with the Land.

5.5.2 Weaknesses

One weakness of this study was the limited time in the field. Although I visited 

Metlakatla three times prior to the field study, all data were collected during a one-week period.
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My research plan included a second visit scheduled for the fall to coincide with the salmon 

culture camp. My intention was to continue collecting data with the same participants as first- 

graders, which might have shed light on how the cultural identity process changes as children 

grow and develop between the kindergarten and first grade year. Unfortunately, the COVID-19 

pandemic precluded a fall visit; Metlakatla, an island community, closed their borders 

completely at the beginning of the pandemic to protect Elders and other vulnerable individuals. I 

modified by IRB to include a local teacher, Ian, to act as a research assistant; I sent my cameras 

to him and invited parents to complete another subsistence expedition by checking out a camera 

to film a subsistence expedition. This was not successful, however, resulting in only three 

subsistence expeditions by a single family. Had I been able to return to the site to talk with 

children and families again, I could have collected more data during the salmon season which 

could have added an interesting layer of detail to the results.

While the survey return rate was 56%, this comprised a very small number of surveys 

since there were only 17 participants. The survey provided interesting data for the nine children 

for whom a survey was completed, however, some comparative analysis could have been 

completed if I had a survey for every participant. There are three ways of improving the survey 

return. The survey was very long at seven single-spaced pages; the survey could be shortened to 

include five or six items per construct which would do little to detract from the validity while 

improving ease of completion. The survey was paper which meant, for most families, that the 

paper had to be carried home by the child, delivered to the parent, and returned to school by the 

child. A digital version of the survey could be delivered directly to parents' phones where it 

could easily be completed and returned without relying on a five-year-old courier. Finally, the 

survey rate might be improved by offering a desirable completion incentive. I offered a ten- 

245



dollar gift card to the local store but perhaps a raffle for a larger amount would result in higher 

survey return.

While I had planned on at least ten subsistence expeditions, one per afternoon and one 

per evening of the study; this was not realized—only three families participated. The subsistence 

expeditions were voluntary and involved families inviting me to accompany them out to a berry 

patch, or some other subsistence site, to collect data about how the family interacted while 

engaged in subsistence harvesting; this may have seemed intrusive to families. Subsistence 

expedition participation might be improved by scheduling an informal meeting with families 

prior to the first day of data collection to build trust with families; an ice-cream social after 

school might draw families and children together to learn more about the study and allow time to 

get to know each other. Another way to improve subsistence participation would be to conduct 

data collection during a more active subsistence season such as during summer salmon season or 

fall hunting season. I was there during the spring neap tides, a prime time for harvesting 

seaweed, octopus, abalone, and gum boots, however, the lowest tides were in the mornings while 

the children were in school; the evening tides were not low enough for efficient beach foraging.

5.6 Recommendations for Future Research

This study provided a tantalizing glimpse of children's cultural identity development; 

however, it offers many additional questions and lines of inquiry for investigation. Four 

recommendations for future research are offered in this section.

The first recommendation is to expand the geographical range of the study to include 

other regions and other cultural groups in Alaska. The unique characteristics of the Land across 

the state have supported the development of diverse cultural groups, the Inupiat in the arctic, 

Yup'ik in western Alaska, Athabascan in the interior, Alutiiq in the southwest, and Tsimshian, 
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Haida, and Tlingit in the southeast, each with unique beliefs, values, and worldviews. A cross- 

regional, cross-cultural examination of cultural identity development would support a more 

nuanced understanding of the cultural identity development process among the Indigenous 

peoples of Alaska. Comparative studies with other Indigenous groups in other states or countries 

would provide more detail about the intricacies in the role of Land and cultural values among 

diverse groups which would lead to a deeper understanding of the phenomenon of cultural 

identity development among Indigenous children.

A second recommendation for future research is a longitudinal examination of cultural 

identity development; such a study would contribute to the understanding of important 

milestones or stages in the CID process. Of particular interest would be a study following the 

same children from their entrance into formal schooling at kindergarten through graduation from 

high school. Something the cultural specialist said in her interview piqued my interest in this 

area; Ms. Nancy said that the youngest children are very interested in learning about Tsimshian 

culture, “they all want to be my helpers in kindergarten,” but students' interest seems to wane 

once they enter high school. A systematic inquiry into cultural identity development over the 

course of Indigenous children's K-12 education is warranted.

A third line of inquiry suggested by the finding of this study is research into the 

development of a cultural identity scale for five to six-year-old Indigenous children; such an 

instrument would be valuable in helping to pinpoint where a child is at on the continuum of 

identity exploration and commitment and could be utilized to determine if different strategies for 

nurturing cultural identity development are warranted for children at different places on the CID 

continuum.
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As a final recommendation, a long-term immersive study, conducted over the course of a 

full year, would be informative in determining the relative importance of individual enculturation 

factors. A study including an examination of the full constellation of enculturation factors, 

knowing and using one's Indigenous language, participating in cultural ceremonies, cooking and 

eating traditional foods, knowing the stories that document cultural history, socializing with 

other Indigenous people, knowing and living by core cultural values, and participating in 

culturally meaningful activities upon the Land (Berry, 1999; Kulis et al., 2013; Lunda & Green, 

2020; Rogoff et al., 2014; Winderowd et al., 2008) would be powerful in advancing the 

understanding the full process of cultural identity development among Indigenous children.
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Appendix B: Parental Informed Consent Form

Informed Consent Form - Parents 
Children's Cultural Identity Development

IRB #1407771-1

Date Approved: May 3, 2019

Who is doing this project?
This project is being conducted by Angela Lunda, a student in the UAF Indigenous Studies PhD. 
program under the direction of Carie Green, PhD.
What is this project about?
You are being asked to take part in a research project about how children begin to think of themselves as 
members of a tribe or a community. I believe that a sense of belonging is linked with well-being. 
The goal of this project is to describe how family activities like berry picking help young children 
develop a sense of self. Another goal is to describe how schools can help in this process. You are being 
asked to take part in this project because you are the parent of a kindergartner at Richard Johnson 
Elementary School.

Please read this form carefully. We encourage you to ask questions and take the opportunity to discuss 
the project before making a decision on whether or not to participate.

What am I being asked to do?
If you decide to take part, you will be asked to complete a survey about subsistence activities you and 
your child enjoy doing. The survey will take about 30 minutes to complete. I would like your permission 
to talk with your child about things s/he likes to do in nature. I will observe in the classroom and on field 
trips with your child's class. I would like permission to allow your child to wear a Go-Pro camera during 
a field trip so that I can “see the world” through your child's eyes. Your child's participation in this 
research project is entirely voluntary. I will not ask her/him to participate unless you give me your 
permission by signing this form. If you give your permission for your child to participate, I will ask your 
child to sign an assent form after I read it to her/him. I will make sure s/he understands that participation 
is voluntary.

If you decide to take part, you will also be invited to allow me to go with you and your kindergarten child 
on a “family subsistence expedition” to pick seaweed or berries. Your child will again be invited to wear 
the Go-Pro camera. I want to collect video of what he sees, says, and hears. During the family subsistence 
expedition, I will ask you questions about the activity you choose you share. I will take pictures and/or 
videos of you and your child. The subsistence expedition will be scheduled outside of school hours. It 
should be somewhere you typically go with your child for subsistence harvesting. The location you 
choose should be close enough to the school that we can get there and back to the school within three 
hours or less. Because I will only be in your community for one week, I will not be able to schedule a 
subsistence expedition with every child's family. I will try to include as many families as possible from 
those that choose to participate at this level.

Are there risks for me?
There are no risks to you if you take part in this project.
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Are there benefits for me?
There will be no direct benefit to you other than, perhaps, a deeper understanding of how your child 
thinks about the world and about her/himself.

Will I get anything for being in the project?
We will give you a $10 gift card when you turn in the survey to your child's teacher. For those families 
choosing to participate in the family subsistence tours, we will give you a $50 gift card at the end of the 
tour.

Will people know that I was in the project?
• Any information obtained about you from the research will be kept confidential.
• Any information with your name attached will not be shared with anyone outside the research 

team.
• We will properly dispose of paperwork and securely store all research records.
• Your name will not be used in reports, presentations, and publications.

Do I have to be in this project?
Your decision to take part in the project is voluntary. You are free to choose whether or not to take part 
in the project. If you decide to take part in the project, you can stop at any time or change your mind and 
ask to be removed from the project. Whether or not you choose to participate, will not affect you or your 
child's education or experience in school in any way.

Who can I call if I have questions about the project?
If you have questions now, feel free to ask me now. If you have questions later, you may contact:

Angela Lunda
Assistant Professor, College of Education
University of Alaska Southeast
11160 Auke Lake Way
Juneau, AK, 99801
aalunda@alaska.edu
(907) 796-6053

or

Carie Green, Ph.D.
Associate Professor, School of Education
University of Alaska Fairbanks
P.O. Box 756480
Fairbanks, AK, 99775
cjgreen2@alaska.edu
(907) 474-5516

The UAF Institutional Review Board (IRB) is a group that examines research projects involving people. 
This review is done to protect the rights and welfare of people involved the research. If you have 
questions or concerns about your rights as a research participant, you can contact the UAF Office of 
Research Integrity at 474-7800 (Fairbanks area) or 1-866-876-7800 (toll-free outside the Fairbanks area) 
or uaf-irb@alaska.edu.
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PLEASE RETURN THE SIGNATURE PAGE (NEXT PAGE) TO YOUR CHILD'S TEACHER

Informed Consent Form
Children's Cultural Identity Development

IRB #1407771-1

PLEASE RETURN THIS PAGE TO YOUR CHILD'S TEACHER

Statement of Consent:

I understand the procedures described above. My questions have been answered to my satisfaction. I give 
permission to allow my child to participate in this project if s/he wants to. I agree to participate in this 
project. I am 18 years old or older. I have been provided a copy of this form.

Your Child's Name

Parent or Guardian's Name - Printed

Parent/Guardian Signature Date

PLEASE COMPLETE THE FAMILY SUBSISTENCE SURVEY (ATTACHED) AND RETURN 
IT TO YOUR CHILD'S TEACHER

You will receive a $10 gift card when you return the survey.
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Appendix C: Child Assent Form

Child Assent Form

IRB 1407771-2
Date Approved: May 3, 2019

My name is Angie Lunda. I am a teacher. I work at the University of Alaska Southeast. I have 
been working with your teachers. I am doing a study about children and nature. I am interested 
in what you think about nature. I am asking you to be part of the study. Your parent or guardian 
has said that if you want to be part of the study it is ok. Do you have any questions?

In this study we will do lots of fun activities. You will create art about nature. You will make a 
book, paint, draw, and write about nature. Your class will have a field day at the beach. You will 
see many critters like gumboots. You will explore nature with your family and friends. You will 
use iPads to take pictures. You will wear a small camera and make a video. You will watch some 
of the videos and talk about them with your friends. You will share what you do with your 
family and friends. You get to choose which activities that you want to do.

This study does not have anything meant to make you feel bad. If something we do makes you 
feel bad, you can stop. You can talk to your teacher.

I will share this study with other people. I will not use your name. I will share pictures 
of you only if you say it is okay. I will share videos of you only if you say it is okay. I 
will share your art only if you say it's okay.

You get to choose whether or not you want to be in the study. You don't have to be part of the 
study. You can still change your mind later. If you want to stop being in the study, just tell your 
teacher.

Do you have any questions? You have a paper with a smiley face and a sad face. Please write 
you name on the paper. If you want to be in this study, please circle your smiley face. If you do 
not want to be in this study, please circle the sad face.
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Name: _____________________________

Grade:______________________________

Circle the happy face if you want to be in the study. Circle the sad face if 
you do not want to be in the study.
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Name:

It is ok to take my picture.

I do not want you to take my picture.

It is okay to show pictures of me to other
people.

I do not want you to show pictures of me to
other people.

It is okay to record what I say.

I do not want you to record what I say

It is okay to share what I say with other
people.

I do not want you to share what I say with
other people.

It is ok to record a video of me.

I do not want you to record a video of me.

It is ok to share videos of me with other
people.

I do not want you to share videos of me with
other people.

I want to make art for this study.

I do not want to make art for this study.

It is okay to share my art with other people.

I do not want you to share my art with other people.
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Appendix D: Family Subsistence Survey

Family Subsistence Survey

The significance of subsistence harvesting experiences in nature on
Indigenous children's Cultural Identity Development (CID) 

IRB 1407771-1

April 15, 2019

Dear Kindergarten Families,

I am delighted to be able to spend time with your child in the kindergarten classroom at Richard Johnson 
Elementary School. I have been working with the students talking about beach critters in preparation for 
the Sea Week field trips during the first week of May.

Attached is a survey about your family's outdoor and subsistence experiences. The survey should take 
approximately 30 minutes to complete. Please ensure all items are answered completely prior to turning it 
in to your child's teacher by May 1,2019. Upon completing the survey, you will receive a $10 gift card 
fin appreciation of your time.

Thank you for taking the time to complete the survey and for allowing your child to participate in the 
study. It has been an absolute pleasure to get to work with you and your child.

Gunalchéesh • Háw'aa • Nt'oyaxsn

Sincerely,

Angie Lunda

Contacts and Questions:
If you have questions, please feel free to contact the researcher:

Angie Lunda
Assistant Professor, School of Education
11160 Auke Lake Way
Juneau, AK, 99801 
aalunda@alaska.edu 
(907) 796-6053

The UAF Institutional Review Board (IRB) is a group that examines research projects involving people. 
This review is done to protect the rights and welfare of people involved in research. If you have 
questions or concerns about your rights as a research participant, you can contact the UAF Office of 
Research Integrity at 474-7800 (Fairbanks area) or 1-866-876-7800 (toll-free outside the Fairbanks area) 
or uaf-irb@alaska.edu
Image Source:
https://upload.wikimedia.org/wikipedia/commons/thumb/b/b6/Salmo_salar_Linnaeus_1758_Kopf_Fig_123a_%28Matschie_et_al._19 
09%29.svg/800px-Salmo_sala_Linnaeus_1758_Kopi_Fig_123a_%28Matschie_et_al._1909%29.svg.png
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Family Survey
Thank you for participating in this survey about how your child is included in family subsistence activities, such as 
berry picking or getting seaweed, and other outdoor activities. Your responses to the questions will help me 
determine how these activities are related to your child's developing sense of self and relationship to the natural 
world.

If you have more than one child, please complete this survey as it applies to your kindergarten child.

Name of child: _____________________________ Child's Month and Year of Birth:_______________________
Name of person completing this survey: _____________________Contact email: ________________________
Your relation to the child:____________________________________________________________________

Section A. Basic Demographics
1) Please indicate your child's birthplace (city, state, nation)______________________________________
2) Child's Gender (circle): Male Female
3) Child's Ethnicity (check all that apply):

__ Alaska Native (check below):
__ Tsimshian
—Tlingit
__ Haida
__ Athabascan
__ Inupiat
__ Yup'ik
__ Aleut

American Indian:___________________
Hispanic or Latino
Black or African American
Asian
White or Caucasian
Native Hawaiian or Pacific Islander

4) Considering the child for whom you are completing this survey, please indicate the mother's ethnicity (check all 
that apply):

__ Alaska Native (check below):
__ Tsimshian
—Tlingit
__ Haida
__ Athabascan
__ Inupiat
__ Yup'ik
__ Aleut

American Indian:___________________
Hispanic or Latino
Black or African American
Asian
White or Caucasian
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__ Native Hawaiian or Pacific Islander

5) Considering the child for whom you are completing this survey, please indicate the father's ethnicity (check all that 
apply):

__ Alaska Native (check below):
__ Tsimshian
—Tlingit
__ Haida
__ Athabascan
__ Inupiat
__ Yup'ik
__ Aleut

American Indian:_____________
Hispanic or Latino
Black or African American
Asian
White or Caucasian
Native Hawaiian or Pacific Islander

6) How many siblings does your child have? ___

7) List your child's siblings, gender, and age, and grade level:
Name Male Female Age Grade Level

1.
2.
3.
4.
5.

8) Who lives in your child's household? (Include number of each member):
__Mother(s) __ Sister(s)
__Father(s) __ Brother(s)
__Grandmother(s) __ Male cousin(s)
__Grandfather(s) __ Female cousin(s)
__Aunt(s) __ Uncle(s)
__Others (relation to child): ________________________________________________________

9) List parent(s)/guardian(s) and occupation(s):
Name of Parent/Guardian Occupation:

10) Indicate range of your annual household income:
__less than $20,000 __ $60,000-$79,999
__$20,000-$39,999 __ $80,000-$99,999
__$40,000-$59,999 __ over $100,000
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Prefer not to say

Section B. Tribal Affiliation/Cultural Activities (complete this section only if your child identifies with an Alaska Native 
or American Indian tribe)
11) Please state your child's tribe: ______________________________________________
12) Please state your child's clan: _____________________________________________
13) Please state your child's tribal/clan crest: ___________________________________
14) My child knows her/his tribe: __ Yes __ No
15) My child knows her/his clan: __ Yes __ No
16) My child knows her/his crest: __ Yes __ No
17) My child participates in a traditional dance group in or out of school: __ Yes __No
18) My child speaks or understands at least five words in our traditional heritage language: __ Yes __ No
19) My child knows some of our traditional stories: __ Yes __No
20) My child attends cultural ceremonies: __ Yes __ No

Section C. Place and Location
21) Where does your family currently reside? (town/city/village): ______________________________
22) How many years has your family lived in your current location? __
23) If applicable, where did your family previously reside (indicate town/city/village and duration): 

Town/city/village: Duration (years):
1._____________________________________________________________________________
2.  
3._____________________________________________________________________________

24) How many years have you lived in Alaska? 
25) Name “X” (the place you live):

Rate your level of agreement: 1-strongly disagree; 2 disagree; 3 neutral; 4 agree ree; 5- strongly agree
a) I feel like “X” is a part of me. 1 2 3 4 5
b) “X” is very special to me. 1 2 3 4 5
c) I identify strongly with “X”. 1 2 3 4 5
d) I am very attached to “X”. 1 2 3 4 5

26) On a scale from 1-10 (1- extremely unhappy, 10- extremely happy), how would you rate your feeling about the
place you live: 1 2 3 4 5 6 7 8 9 10

27) Answer the following questions, considering the place that you currently live (X = the place you live).

28) Would you desire to live somewhere else? __ Yes __ No

29) If yes, name the place that you would rather live? __________________________________________________

30) List three places away from your home where your family spends a significant amount of time:
1.

2.
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3.

Section D. Questions about Technology
31) At home, does your child use the following electronic devices and, if so, how many average hours per day 
does your child use the technology?

No Yes Average Hours per Day
a) iPad or Tablet <1 1-2 3-4 5-6 7-8 9+
b) Desktop Computer or laptop <1 1-2 3-4 5-6 7-8 9+
c) iPhone or Android <1 1-2 3-4 5-6 7-8 9+
d) Playstation, Wii, or other gaming system <1 1-2 3-4 5-6 7-8 9+
e) Television <1 1-2 3-4 5-6 7-8 9+
f) DVD or movies <1 1-2 3-4 5-6 7-8 9+
g) Other (please specify): <1 1-2 3-4 5-6 7-7 9+

Section E. Family Outdoor Recreational Activities
32) Circle one number to indicate how often your family participates in each of the following outdoor 
recreational activities.

Never Seldom Sometime 
s

Frequentl 
y

Almost 
Always

a) Go to playground or park (in city/town/village) 1 2 3 4 5
b) Go to sportsfield (soccer, baseball, etc…) 1 2 3 4 5
c) Go on walks (in city/town/village) 1 2 3 4 5
d) Picnic or outdoor barbeque 1 2 3 4 5
e) Family bike rides (in city/town/village) 1 2 3 4 5
f) Canoe, kayak, or paddleboat 1 2 3 4 5
g) Hike in natural setting 1 2 3 4 5
h) Swim in natural setting 1 2 3 4 5
i) Camping (tent or RV) 1 2 3 4 5
j) Cabin away from home 1 2 3 4 5
k) Ski (cross-country or downhill) 1 2 3 4 5
l) Motorboat or jet ski (for recreation) 1 2 3 4 5
m) Motorbike or 4-wheel (for recreation) 1 2 3 4 5
n) Garden or greenhouse (specify): 1 2 3 4 5
o) Tend animals or livestock (specify): 1 2 3 4 5

33) What is your family's favorite outdoor recreational activity? ___________________________________________

Section F: Family Subsistence Activities

34) Circle one number to indicate how often your family participates in each of the following subsistence 
activities.

Never Seldom Sometime 
s

Frequentl 
y

Almost
Always

a) Pick berries 1 2 3 4 5
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35) What is your family's favorite subsistence activity (the one you enjoy doing together as a family the most)?

b) Fish from the shore 1 2 3 4 5
c) Fish from a boat 1 2 3 4 5
d) Set and haul crab or shrimp pots 1 2 3 4 5
e) Go hunting 1 2 3 4 5
f) Pick beach asparagus or goose tongue 1 2 3 4 5
g) Harvest abalone, gumboots, clams, cockles, 

octopus
1 2 3 4 5

h) Pick seaweed 1 2 3 4 5
i) Harvest tea or medicinal plants (Hudson Bay 

tea, yarrow, Devil's Club, etc.)
1 2 3 4 5

j) Harvest spruce roots or cedar bark for weaving 1 2 3 4 5
k) Cut trees for firewood 1 2 3 4 5
l) Go to fish camp (spending one or more nights 

away from home) to harvest and smoke fish
1 2 3 4 5

m) Go to hunting camp (spending one or more 
nights away from home) to hunt/process deer or 
moose

1 2 3 4 5

n) Go to hunting camp (spending one or more 
nights away from home) to hunt/process seals

1 2 3 4 5

36) What is your family's most important subsistence activity (the one that provides the greatest quantity of food or 
resources for your family's sustenance)?

Section G: Feelings/Perceptions

37) Circle one number for each statement based on how much you agree or disagree with the sentence.

Strongly 
Disagree

Slightly 
Disagree

Neither Slightly 
Agree

Strongly 
Agree

a) My family values outdoor recreation. 1 2 3 4 5
b) Growing food is important to my family. 1 2 3 4 5
c) Mosquitos or other insects deter my family 

from being outdoors.
1 2 3 4 5

d) The natural environment of my place says a lot 
about who I am.

1 2 3 4 5

e) There is a spiritual aspect to subsistence 
harvesting.

1 2 3 4 5

f) It is important to teach my child how to hunt 
and/or fish.

1 2 3 4 5

g) It is important for my family to have access to 
outdoor recreational sites, trails, and other 
facilities.

1 2 3 4 5

h) My family is intimately familiar with the 
subsistence-harvesting calendar in my region.

1 2 3 4 5

i) My family has a special place for salmon 
fishing.

1 2 3 4 5
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j) The cold or rainy weather discourages my 
family from going outside.

1 2 3 4 5

k) My family hunts and/or gathers a significant 
amount of our food.

1 2 3 4 5

l) Outdoor recreation is important to my family's 
well-being.

1 2 3 4 5

m) I think of myself as a part of nature, not 
separate from it.

1 2 3 4 5

n) It is important for my family to live near 
subsistence harvesting places.

1 2 3 4 5

o) I feel comfortable being in the wilderness 
alone.

1 2 3 4 5

p) Being a part of nature is an important part of 
who I am.

1 2 3 4 5

q) Fear of wild animals prohibits my family from 
visiting the forest.

1 2 3 4 5

r) Subsistence is important to my family's well
being.

1 2 3 4 5

s) The value of a natural environment is based on 
what humans can make from it.

1 2 3 4 5

t) It is important to share subsistence harvest 
with others who cannot go out to 
fish/hunt/gather.

1 2 3 4 5

u) My family has a special place for picking 
berries.

1 2 3 4 5

v) Nature's primary value is to provide products 
useful to people.

1 2 3 4 5

w) My family has skills to survive in the 
wilderness.

1 2 3 4 5

x) It is important to teach my child how to respect 
and care for our subsistence resources.

1 2 3 4 5

y) Knowing about subsistence harvesting is 
important to our cultural survival.

1 2 3 4 5

z) It is important for my children to know the 
cultural values associated with subsistence.

1 2 3 4 5

Section H. Your Child's Outdoor Activities
38) During the summer season, about how many average hours per day does your child typically spend 
outdoors?

Weekday? <1 1-2 3-4 5-6 7-8 9+
Weekend day? <1 1-2 3-4 5-6 7-8 9+

39) During the winter season, about how many average hours per day does your child typically spend 
outdoors?

Weekday? <1 1-2 3-4 5-6 7-8 9+
Weekend day? <1 1-2 3-4 5-6 7-8 9+
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40) During the appropriate season (summer or winter), circle one number to indicate how often your child 
engages in each of the following outdoor activities.

Never Seldom Sometimes Frequentl 
y

Almost
Always

a) Bike, scooter, or skate 1 2 3 4 5
b) Make-believe/free play (outdoors 

summer)
1 2 3 4 5

c) Play ball 1 2 3 4 5
d) Build forts 1 2 3 4 5
e) Pick flowers 1 2 3 4 5
f) Harvest medicinal plants such as 

Hudson Bay Tea or Devil's Club
1 2 3 4 5

g) Pick berries 1 2 3 4 5
h) Go fishing 1 2 3 4 5
i) Go clam digging or other beach 

harvesting
1 2 3 4 5

j) Look for bugs 1 2 3 4 5
k) Go camping
l) Hide and seek 1 2 3 4 5
m) Play with dog 1 2 3 4 5
n) Jump on trampoline 1 2 3 4 5
o) Climb trees 1 2 3 4 5
p) Swim or water play 1 2 3 4 5
q) Collect/Find things (specify): 1 2 3 4 5

r) Build snowman, snow forts, snowballs 1 2 3 4 5
s) Free play outside (winter) 1 2 3 4 5
t) Sled 1 2 3 4 5
u) Ice skate 1 2 3 4 5
v) Cross-country ski 1 2 3 4 5
w) Other (specify): 1 2 3 4 5

41) What would you say is your child's favorite summer season outdoor activity? _____________________________
42) What would you say is your child's favorite winter season outdoor activity? ______________________________
43) Who does your child spend the most time with outdoors? ____________________________________________
44) How often do your child's grandparents or other Elders accompany your child
outdoors?_______________________
45) What is the most important lesson that you aspire to teach your child about being outdoors?

46) What do you want your children, grandchildren, or other young people to know about subsistence?

47) Describe a recent outdoor experience when your child was afraid or scared.

48) Describe a recent outdoor experience when your child was excited or happy.
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49) Please feel free to share additional comments about your child's subsistence experiences.

50) Please feel free to share additional comments about your child's other outdoor experiences.

Thank you for completing the survey

Gunalchéesh • Haw'aa • Nt'oyaxsn
Please ensure all items are answered completely before turning it in to your child's teacher for a 

$10 gift card
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Appendix E: Codebook
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Research
Question

Addressed
Theme Sub Theme Code Description Example

1 一 Child 
demonstrates

Child aligns with tribe or 
clan

Alignment: Self
identifies

Child self-identifies as a member of a 
tribe or clan.

“I'm a Bear—a Brown Bear.”

cultural
identity

Alignment: Claims 
Characteristics

Child claims characteristics of crest 
animal.

Child states she can “smell fish 
underwater” prior to claiming Killer 
Whale as her clan.

Child demonstrates 
traditional ecological 
knowledge (TEK)

TEK: Ecological: POS

Codes subsumed:

Child states names and/or 
characteristics of plants, animals, 
algae.

“I got a moon snail.” “Harlan's dad 
caught an octopus!”
“The crab needs water to breathe!”

(TEK includes 
ecological knowledge, 
subsistence knowledge, 
and cultural values 
knowledge)

• Child: Names of 
Organisms,

• Child: Detail- 
Nature,

• Child: Noticing 
environment

Child notices aspects of the 
environment.

“Tide's coming in.”

TEK: Ecological:
Developing

Codes subsumed:
• Child: Asking - 

Names of 
organisms

• Child: Asking 
characteristics of 
organisms

• Child: Asking 
about 
environment

Child asks the names and/or 
characteristics of plants, animals, 
algae.

Child asks about the environment.

“It was soft and squishy. I don't know 
what it is called.” “What is the name 
of that one?” “What stuff does it eat?” 
“Do sea stars have eyes?”

“What is making that squirt?” 
“Why is it dirty?”

TEK: Subsistence

Codes subsumed:

Child draws or uses a harvest tool.

Child states or shows how to forage, 
catch, prepare, eat subsistence food.

Child's picture of octopus spear or 
fishing gear.
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Research
Question

Addressed
Theme Sub Theme Code Description Example

• Child: Harvest 
tools

• Child sharing 
subsistence 
knowledge

• Child: 
Subsistence 
experience

• Child: Pretend 
harvest

Child recalls a subsistence 
experience.

Child engages in pretend play 
involving subsistence.

“Pick the ones (salmon berry sprouts) 
on the ground, not the ones on the 
branches.”

“My mom caught a crab at the 
beach. We ate it.”

Child pretends the tiny shore crabs 
are the kind they catch with family 一 
filling the “crab pot.”

TEK: Values:
Environment: POS

Codes subsumed:
• Child 

demonstrates 
care for animals

• Child shows 
respect for 
environment

Child demonstrates care for the 
environment.

Child carefully returns crab to the 
same place where she picked it up.
Child puts water in bucket “so the 
crabs can breathe.” Child says, 
“don't step on it!” referring to small 
crab.

TEK: Values: 
Environment: 
Developing

Codes subsumed:
• Child: Tension - 

Environment

Child appears to struggle with the 
value of caring for the environment.

Child wants to keep a beach critter to 
take home. There is a tension 
between knowing it needs to live in 
saltwater but wanting it for a “pet.” 
“This little blue starfish is awesome, 
but I can't keep it.”

TEK: Values: 
Environment: NEG

Child demonstrates disregard for 
environment.

Child willfully stomps on barnacles 
breaking their shells.

TEK: Values: Sharing:
POS

Child participates in collective 
harvesting.

Picking Hudson Bay tea or preparing 
Devil's Club so each student may gift 
a bag of tea to their family.
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Research
Question

Addressed
Theme Sub Theme Code Description Example

TEK: Values: Shari ng:
NEG

Child does not participate in 
harvesting.
Child does not want to contribute to 
collective harvest.

“I don't want to pick Hudson Bay
Tea.”
“Can I take this home today? I want 
my Hudson Bay Tea.”

TEK: Values: Harvest Child demonstrates respectful 
harvest.

Not picking all the spruce tips from a 
single tree 一 just a few from each 
tree.

2 一 Role of 
organizations 
in supporting 
cultural 
identity 
development

Community: Funding for
Cultural Initiatives

Codes subsumed:
• Community: 

Funding
• Community: 

Professional 
Development

• District: Funding
• School: Funding
• School: Scheduling

Organizations outside of the school 
district provide funding to support 
cultural initiatives for K-12 students.

Duncan Cottage Museum provides 
funding culture camps for all 
students in the school district.

Organizations outside of the school 
district provide professional 
development for district teachers on 
culturally responsive teaching.

The Annette Island School District 
(AISD) provides funding to support 
cultural initiatives as approved by the 
school board.

The school dedicates building funds 
to promote cultural activities.

The school prioritizes cultural 
education through the master 
schedule.

Through the Cultural Lens, a 
culturally responsive teaching 
program is sponsored by Sealaska 
Heritage Institute; open to all K-5 
educators in Metlakatla and 
surrounding communities.

AISD uses general fund money to 
hire a culture/language teacher and 
to provide cultural lessons for 
elementary students.

The school provides buses for 
student field trips during Alaska Seas 
and Watersheds Week.
The school adjusts the master 
schedule to include weekly 
Tsimshian culture/language lessons 
for all students.
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Research
Question

Addressed
Theme Sub Theme Code Description Example

Community: Vision

Codes subsumed: 
• District: Vision

Mission, beliefs, and strategies 
related to cultural identity

AISD STRATEGY #1:
We will use resources within the 
school district and within the 
community to further integrate 
Tsimshian culture to perpetuate the 
learning of Sm'algyax (Tsimshian 
language.)

3 一 Role of
Peers in 
nurturing
cultural 
identity 
development

Peer's Moves 
Increasing Confidence 
on the Land

Codes subsumed:
• Peers: Warning
• Peers:

Encouragement
• Peers: Interesting
• Peers: Inviting
• Peers: Games
• Child: 

Happiness/Joy
• Child:

Anthropomorphizing
• Child: Free play

Peers: Safety Peers promote safety on the Land by 
warning of potential danger.

A child says, “Don't touch those big 
ones!” to warn a child not to touch a 
plant that makes you itchy.

Peers: Comfort Peers promote comfort on the Land 
by offering encouragement or 
physical support.

“Don't give up.”(When peer said he 
was done scraping the Devil's Club 
stalk after just a few minutes).
“Don't step there 一 wet.” (Warning 
peer not to step in a tide pool) 
Offering to hold hands when crossing 
a slippery spot on the beach.

Peers: Fun Peers promote fun and active 
engagement on the Land by pointing 
out items of interest, inviting others 
to join in an activity, or engaging in 
spontaneous games.

“Come over here! Look! An eagle!” 
“Look at that king salmon jumping!” 
“Do you want to try?”
Children chase each other in a game 
of tag; children roll down a sandy hill.

Peer's Moves
Increasing Competence 
on the Land

Peers: Ecological
Knowledge

Children teach peers ecological 
knowledge such as the names or 
characteristics of animals or plants.

“You see that circle? It's a sea 
anemone!”

Peers: Subsistence
Knowledge

Children teach peers subsistence 
knowledge such as what resources 
are useful for food or other purposes, 
knowledge of harvesting or foraging 
methods, and knowledge of 
preparation methods.

“You can't do that, or it will get all the 
good medicine off 一 the green parts. 
The white parts aren't medicine.” 
(child teaching peer to scrape Devil's 
Club stalk)
“You can't eat them.”(unripe berries)
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Research
Question

Addressed
Theme Sub Theme Code Description Example

Child engages in friendly competition 
when harvesting.

“I have more than you!” (Showing 
bag full of tea leaves to peer)

Peers: Cultural
Values

Children teach peers cultural values 
related to stewardship such as not 
killing animals for no reason or not 
wasting harvested resources.

“You're going to get bad luck. That 
means you'll end up in some 
Sm'algyax story.”(child scolded 
peers for stomping on barnacles)

4 一 Role of 
teachers and 
parents in 
nurturing 
cultural 
identity 
development

Teachers and parents 
enact moves to 
increase children's 
confidence on the Land

T/P: Encouragement/
Support

Codes subsumed:
• T/P 

acknowledging 
tension

• T/P helping child 
navigate

• T/P noticing 
frustration

• T/P offering 
advice

Teachers and parents notice 
children's emotional state 
(frustration, fear, etc.) and offer 
advice, encouragement, or support

Child was distressed that he could n't 
keep up with the group. The teacher 
offered her hand to help him cross 
the slippery mudflats.
Parents or teachers provide for a 
child's comfort by offering snacks, 
water, rest, or extra clothing.

T/P: Agency: Positive

Codes subsumed:
• T/P offering

choices

Teachers and parents support 
children's sense of agency by 
allowing children to make choices or 
decisions to influence events in their 
world.

Ashley's mom lets her 2-year-old son 
run after his sister on the trail. The 
mother does not intervene until the 
toddler climbs near the edge of a 
platform built over the rocky beach 
several feet below. The mother 
remains calm and asks Ashley to get 
her brother away from the edge.

T/P: Agency: 
Negative

Codes subsumed:

Teachers and parents limit a child's 
sense of agency by giving directives 
without explaining.

A teacher's assistant scolds the 
children for not walking in line.
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Research
Question

Addressed
Theme Sub Theme Code Description Example

• T/P scolding
T/P: Enthusiasm Teachers and parents share their 

own enthusiasm and sense of awe 
about being out on the Land.

A teacher tells a small group of 
students how starfish eat by pushing 
their stomachs out of their mouths, 
digesting the clam, then pulling their 
stomachs back inside their bodies. 
She finishes with, “Isn't that cool?!”

Teachers and parents 
enact moves to 
increase children's 
competence on the 
Land

T/P: Teachi ng TEK Teachers or parents offer traditional 
ecological knowledge (TEK) mini 
lessons
Ecological: T/P teach children the 
names or characteristics of animals, 
other organisms.

A teacher states, “It's a leather star.”

Subsistence: T/P teach children how 
to catch or prepare subsistence 
resources.

A parent tells students how to catch 
an octopus with as spear. He also 
tells the students, “Octopus are good 
to eat.”

Cultural Values: T/P teach children 
cultural values.

Prior to walking through an area with 
barnacles and mussels, the teacher 
says, “We don't want to stomp on 
them just to stomp on them. So be 
mindful, be respectful of all things. 
Łoomsk (Sm'algyax phrase).
Respect all things.”

T/P: Validating

Codes subsumed:
• T/P positioning 

child as teacher

Teachers or parents validate a 
child's traditional ecological 
knowledge by deferring to a child's 
superior ecological, subsistence, or 
cultural knowledge or positioning the 
child as a teacher.

A parent says, "Sometimes she 
knows more than I do,” referring to 
her child's ecological knowledge.

T/P: Authentic
Subsistence

Teachers or parents take children 
out on the Land to engage in 
authentic harvest activities, thereby, 
positioning the children to

A child and her mother go out to the 
beach at low tide to hunt for an 
octopus to eat. When they can't find 
one, they harvest gumboots instead.



Research
Question

Addressed
Theme Sub Theme Code Description Example

demonstrate TEK. A subsistence 
activity is authentic if it is one in 
which children are (1) able to 
participate comfortably and 
successfully, (2) the harvest is 
accumulated rather than consumed 
on the spot, and (3) the children 
envision a recipie nt for their harvest.

Mrs. M. takes her students out to 
pick berries to make jam as gifts for 
students' families.
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