
	 26

THE NACI WAY: CONNECTING NATIVE GROUPS AND TEACHERS 
THROUGH CULTURALLY RESPONSIVE INSTRUCTIONAL DESIGN
Stephanie West, Heather Francis, Cally Flox, Brenda Beyal, Emily Soderborg & Jason McDonald 
Brigham Young University

In 2018, the BYU ARTS Partnership Native American 
Curriculum Initiative (NACI) was developed in response to 
teacher questions regarding the teaching of Native topics. 
Despite increased movements towards reconciliation, 
Native groups continue to be marginalized in Westernized 
educational settings. Additionally, teachers lack clear 
guidelines regarding the respectful teaching of Native topics. 
Describing the challenges we, the NACI team members, 
faced in our six-year journey partnering with Native groups 
in Utah, we outline key instructional design decisions we 
made and identify the culturally responsive principles that 
guided those decisions. We also advocate for the application 
of culturally responsive principles and practices in education 
including the amplification of Native voices in the classroom. 

Stephanie West, Heather Francis, Cally Flox, Brenda Beyal, & 
Emily Soderborg are instructional designers, educators, artists, or 
subject matter experts in the Native American Curriculum Initiative, 
which is part of the BYU ARTS Partnership. 

Jason McDonald is a Professor of Instructional Psychology & 
Technology at Brigham Young University and instructional design 
consultant for the NACI teacher professional development course. 

INTRODUCTION
Traditionally the history, language, and knowledge systems 
of Indigenous peoples have been limited or excluded in 
Western-centric teaching practices (Garcia & Shirley, 2012). 
Attempts at reconciliation, within education and other areas, 
have continued to “marginalize Indigenous peoples even 
in a process that is meant to emancipate them” (Morcom 
& Freeman, 2018, p. 810). Embedded Western ideas and 
systems in education create an inhospitable environment for 
Indigenous culture and knowledge. To address the margin-
alization of Native American groups in education requires 
the application of culturally responsive principles and 
practices throughout all levels of education. In this design 
case, we will share how we, the Native American Curriculum 
Initiative (NACI) of the Brigham Young University (BYU) ARTS 
Partnership (BAP), followed and modeled for K-12 teachers 
culturally responsive principles as we created tribe-approved 
lesson plans and designed an asynchronous online profes-
sional development course titled “Amplify Native Voices in 
the Classroom.” 

In the following sections of this design case, we explain 
the teacher needs that prompted the creation of this 
course. We then describe two related foci of the initiative: 
(a) tribe-approved, arts-integrated lesson plans and (b) an 
asynchronous, online professional development (PD) course 
for K-12 teachers. In the final sections of this article, we 
report on how we developed and applied the NACI mission, 
vision, and guiding principles to make design decisions in 
the PD course. This content is organized by categories of the 
Wehipeihana (2019) Model of Indigenous decision-making. 

The authors of this article include members of the BYU 
ARTS Partnership (BAP) team and an instructional design 
consultant. Going forward, we will refer to this team as BAP. 
When the term “we” or the “NACI team” is used, readers can 
assume it includes the authors as well as approximately 12 
BAP employees and student employees working on NACI, 
not included in the author list.
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When referring to Indigenous groups in this article, we 
will use a variety of terms including “Indigenous”, “Native”, 
“Native American”, “nation”, “tribe”, “band”, or “community”. We 
capitalize these terms when they are used as a proper noun 
or in place of a proper noun—for example, when we use 
“Native” to refer to Native Americans. Readers can assume 
that we are referring specifically to Native Americans when 
the term “Native” or “Native American” is used and to broader 
Indigenous populations when the word “Indigenous” is used. 
More specific terms like nation, tribe, and band are used 
when referring to a specific group. When the term “tribe-ap-
proved” is used, we are referring to receiving tribal govern-
ment approval from one of the eight federally recognized 
sovereign nations or tribes in Utah. We strive to always use 
the term preferred by the group to whom we are referring 
and to be as specific as possible in our terminology. 

BACKGROUND: THE FORMATION OF THE 
NATIVE AMERICAN CURRICULUM INITIATIVE
Since 2005, BAP has facilitated professional development for 
K-12 teachers in arts education and arts integration. In 2017, 
the BYU ARTS Partnership Program Director hired a profes-
sional educator with 35 years of experience, to oversee the 
development of arts-integrated lesson plans to be published 
online for teachers. Being of Diné (Navajo) heritage, she 
noticed bias and inaccuracies regarding Native groups in 
existing BAP lesson plans and approached BAP’s program 
director about changing them. Additionally, they had both 
seen a critical need for improved conversations about cultur-
al appropriation, as teachers struggled to be informed about 
Indigenous perspectives from across the globe. For years, in 
the BAP professional development programs, teachers have 
expressed concerns and questions about how to respectfully 
present cultural arts in their classrooms. Desiring to meet 
this need, BAP’s program director and the BAP employee 
overseeing the development of new lesson plans committed 
to working together to navigate these challenges. Together 
with the Arts Education Program Manager of the Utah 
Division of Arts and Museums (UA&M), who is a strong advo-
cate for cultural artists, BAP and UA&M committed time and 
resources to amplify Native voices in accurate and authentic 
ways and the Native American Curriculum Initiative was 
officially formed. 

First Steps: Native-Guided and Native-Approved Arts-
Integrated Lesson Plans

The priority from the onset of the initiative was to develop 
accurate and authentic arts-integrated Native lesson plans. 
To best meet the needs of teachers, students, and Native 
groups in Utah, BAP felt these Native lesson plans should 
have three specific elements: (a) be guided by Native groups, 
(b) have an official seal of approval, and (c) be arts-focused. 
Before NACI was formed, BAP learned the importance of 
working with Native groups to verify that the content was 

accurate and appropriate when they sought tribal guidance 
regarding the teaching of the Ute Bear Dance. Building 
from this experience, they knew they wanted these lesson 
plans to be guided by Native groups, including prominently 
displaying a tribal “seal of approval.” The tribal seal would help 
teachers to feel confident that the content was accurate and 
authentic.  

For a lesson plan to receive an official tribal seal, the content 
would be guided by Native American educational and 
cultural specialists and then would go through a final review 
with the Native co-designers and their official elected tribal 
council before it was published. Additionally, the educational 
resources would be co-owned by both the tribe and BAP per 
an official Memorandum of Understanding (MOU). Changes 
in the presentation or dissemination of co-created materials 
would be subject to the continuance of the MOU. While 
sharing ownership may mean that future tribal leadership 
may choose to dissolve the MOU, which would affect the 
resources we co-created, we felt it was essential for the 
creation of authentic Native educational resources. Knowing 
that Indigenous knowledge, language, and art have been 
misappropriated by non-Native groups for centuries, we feel 
it necessary to model a better path. 

Since NACI was developed and funded within the BYU ARTS 
Partnership, it was also essential that NACI lesson plans 
be arts-integrated. NACI team members saw significant 
alignment between the arts and Indigenous pedagogies. 
Storytelling, side-by-side coaching, cooperative learning, 
and learning by doing are replete in both the arts and 
Indigenous teaching practices.  Indigenous arts like music, 
dance, beading, weaving, and storytelling are also deeply 
embedded in Indigenous pedagogies. They have been used 
by Indigenous groups to preserve and communicate their 
history and culture for centuries. 

Focused on creating arts-integrated lesson plans, NACI team 
members approached the Utah Director of the Division 
of Indian Affairs with hopes of contacting all of the eight 
federally recognized Native nations and tribes in Utah. The 
director connected them with specific individuals within 
each sovereign nation. Only two groups responded to our 
initial request to create lesson plans on topics specific to 
each tribal nation—the Northwestern Band of the Shoshone 
Nation (NWBSN) and the Paiute Indian Tribe of Utah (PITU). 
NACI’s program coordinator already had a relationship with 
the NWBSN, since she had worked with their Cultural/Natural 
Resource Manager on a lesson plan–The Greedy Porcupine– in 
2006. For the PITU, BAP team members were already seeking 
direction and approval from the PITU on a lesson plan they 
had developed based on a book created and shared by the 
PITU–Why the Moon Paints Her Face Black. 

After these initial outreach efforts, the director of the Division 
of Indian Affairs invited NACI to come present at a quarterly 
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tribal leaders’ meeting to meet representatives from more 
nations. With this opportunity, we naively expected that we 
could get lesson plan ideas from all of the Native groups 
in Utah and be finished creating lesson plans within a few 
months. However, developing relationships with each tribe 
and co-creating these lesson plans took significantly longer 
than expected because relationships of trust needed to be 
developed and the NACI team had much to learn about 
Native ways. Several Native groups expressed hesitance to 
partner with NACI because of worries over “whitewashing” 
information (presenting historical events from a non-Native 
perspective) and lack of control over how the information 
would be presented and distributed. The NACI team’s con-
tinual focus on amplifying Native voices was key in creating 
partnership opportunities where they initially seemed 
unlikely. 

As trust and understanding were established, the NACI 
team worked with cultural and educational specialists from 
the Paiute Indian Tribe of Utah and the Northwestern Band 
of the Shoshone Nation. By 2021, NACI had published 13 
tribe-approved lesson plans, six with the Northwestern Band 
of the Shoshone Nation and seven with the Paiute Indian 
Tribe of Utah, with additional lesson plans representing 
other tribes in Utah in various stages of development. Topics 
were chosen by each nation or tribe to share what they 
felt was most important for the children of Utah to know 
about them. Each lesson was designed to focus on Native 
topics while also integrating state standards for the arts 
(music, dance, drama, and visual arts) with state standards for 
English language arts, science, social studies, mathematics, 
and health.

Next Step: Providing Teachers Knowledge, Skills, and 
Principles 

Although the lesson plans were received positively by 
teachers and Native groups in Utah, teachers still had many 
concerns surrounding Native topics. The following responses 
from a 2021 survey of K12 public school teachers in Utah 
illustrates their concerns:

•	 “I feel like I don’t want to do a project around Native 
Americans out of fear of saying something wrong.”

•	 “I don’t want to be offensive in what I teach (I didn’t 
realize until I was at an art endorsement training that 
using feathers is offensive). I also feel like the messaging 
from the district/state isn’t really clear on what things are 
best to use to teach.”

•	 “I used to teach Native American culture … However, I 
have stopped teaching it because I am afraid I’m going to 
offend someone. I haven’t taught it for about 5-6 years.”

•	 “I have students that are Native American in school, and 
they don’t know their own history. When kids ask them 
questions, it is uncomfortable for all of us. Misinformation 
[and] stories told in a way that make students feel 

guilty for a past they had nothing to do with [are two 
challenges I have experienced teaching Native American 
content].”

•	 “I want to find more materials that celebrate the resil-
ience of Native Americans—the joy, the progress, the 
persistence of their traditions in the face of extreme 
adversity. Most history classes, the Native American story 
is “Thanksgiving, Trail of Tears, maybe A.I.M.”  . . . but it’s 
mostly about removal and genocide. And it’s an import-
ant part of the story, but also less complete and often 
less complex than what happened. I’d like my students to 
have a window on modern Native American life.”

The NACI team also observed that teachers modified the 
tribe-approved lesson plans to meet their individual class 
needs in ways that unintentionally changed the Native-
approved message and accuracy of the lessons. One 
example of this came from an art teacher who volunteered 
to facilitate a professional development workshop where 
she demonstrated a Paiute lesson in March 2021. Before her 
presentation, the NACI team met to review her presentation. 
In their discussion, they found that she had taken pieces 
from a tribe-approved lesson plan for her demonstration 
but had missed key parts that contributed to its authenticity 
and accuracy. For the remainder of this article, when we 
use the term authenticity, we are referring to the direct or 
verifiable connection of a resource’s content or the resource’s 
author to a Native group and lived experience. This authentic 
Native connection or perspective can also contribute to 
its accuracy.  Using the Why the Moon Paints Her Face Black 
lesson plan, she combined its art activity with another Paiute 
legend, the Sly Coyote, which she had found on the internet. 
The legend she found had no ties to the two Native Paiute 
groups in Utah (the Paiute Indian Tribe of Utah and the San 
Juan Southern Paiute) or even to any specific Paiute group. It 
was simply listed as a “Paiute legend” and there was no way 
to verify its authenticity or accuracy. 

This teacher was also unaware that Native storytelling is 
guided by the seasons and each Native American group in 
Utah has different guidelines for when storytelling should 
occur. Stories about coyotes are only told in the winter. This 
time of year, March, was the end of the storytelling season 
for the Paiute Indian Tribe of Utah (PITU), and it would be 
important to communicate this guideline to teachers during 
her workshop. To accurately and authentically teach about 
Paiute legends, teachers would need to know when they 
could appropriately share them. 

NACI team members coached her through a few changes 
that would amplify the voice of the PITU through her lesson. 
These changes included directing her to resources that were 
accurate and authentic including Paiute guidelines on the 
teaching of these topics. The resources they shared includ-
ed the Native American Literacy Project, which includes 
storybooks created by the Utah State Board of Education and 
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six of the Native sovereign nations in Utah, 
and other NACI lesson plans that included 
guidelines for Paiute storytelling. The accuracy 
and authenticity of these resources comes 
from their direct, verifiable connection to 
Native tribes in Utah. 

Clarifying and Prioritizing Teacher Needs 

Responding to the needs that emerged from 
this experience and others, the BAP Research 
and Design Coordinator conducted a needs 
analysis and led the NACI team through a 
series of discussions, mind-mapping activities 
(see Figures 1 through 3), and collaborative 
brainstorming (see Figure 4) to clarify teach-
er’s needs, prioritize the problems NACI could 
address, and choose the best way to meet 
those needs. In Figures 1 through 3, these 
mind maps demonstrate the variation of team 
members’ thoughts regarding teacher needs.

From these activities, the NACI team deter-
mined that teachers needed knowledge and 
skills that would help them to confidently 
teach Native topics. More specifically, teachers 

needed (a) to feel seen and honored for who they are, 
(b) principles and models of respectful collaboration, (c) 
accurate and authentic information (historical and modern) 
on the tribes in Utah, (d) practice identifying accurate and 
authentic resources, and (e) to develop their own princi-
ples and frameworks for culturally responsive teaching. 
Responding to these needs, the team decided that a profes-
sional development course would best meet these needs. 
Additionally, supporting and marketing the Utah Division 
of Arts and Museums Native Teaching Artist Roster was also 
proposed as a solution to help teachers gain access to au-
thentic teaching of Native arts and to provide opportunities 
for teachers and students to recognize that Native Americans 
exist and thrive today even in their own communities.

As the NACI team empathized with the needs of classroom 
teachers, they also contemplated how to serve teachers 
carrying large instructional and professional learning loads 
amongst the day-to-day stresses of their high-demand jobs. 
It was decided teachers needed flexibility and easy access 
to training and resources. Thus, the team decided the PD 
course content would be asynchronous and online. The 
main elements of the course would focus on (a) knowledge 
of Native culture and history in Utah, (b) skills in evaluating 
Native resources, and (c) culturally responsive principles 
that help teachers make decisions when no clear answers 
are available. An instructional designer was hired to work 
with BAP’s Research and Design Coordinator to create the 
professional development course.

FIGURE 1.  During this mind map session, NACI team members worked 
independently to visually create a map of teachers’ needs. We used the 
questions “What do we want teachers to know? And do?” as the prompt for this 
activity. 

FIGURE 2.  This example of our mind mapping session 
shows how each team member understood teachers needs 
differently.
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DEVELOPMENT OF THE NACI 
ONLINE TEACHER PROFESSIONAL 
DEVELOPMENT COURSE
In this section, we recount the development 
of the NACI mission, vision, and guiding 
principles, describe the Wehipeihana (2019) 
Model focused on Indigenous decision-mak-
ing, and outline ways these foundational 
elements guided the design of the PD course. 
Early principle-based decisions guided later 
decisions, as demonstrated in the examples 
we share.

Development of the NACI Mission, Vision, 
and Guiding Principles

During the first few years of the Native 
American Curriculum Initiative, while co-cre-
ating lesson plans with Native groups in Utah, 
the NACI team became subject-matter ex-
perts (SMEs) in culturally responsive teaching 
of Native topics in Utah and their input was 
integral to developing the curriculum for the 
PD course.  

The NACI instructional designers’ first job 
was to further frame the problems they were 
solving with an online course, and clarify the 
pieces of knowledge, skills, and dispositions 
that were essential to creating a culturally 
responsive curriculum. Building on an early 
needs analysis and moving into preliminary 
content analysis, “amplify Native voices in the 
classroom” emerged as the main, overarching 
principle that was supported by seven other 
guiding principles. “Amplify Native voices in 
the classroom” also became the NACI vision. 
The NACI vision, mission, and guiding princi-
ples can be seen in Figure 5 (next page).

The Wehipeihana Model of Indigenous 
decision-making: To, For, With, By, As

“Amplify Native Voices” is a fairly general 
statement that can be subject to interpre-
tation. Wehipeihana (2019), an Indigenous 
evaluator from Aotearoa, New Zealand, 
provides an excellent model that describes 
the good, better, best version of amplifying 
Native voices in the context of evaluation. She 
organizes the different levels of Indigenous 
involvement in decision-making and their 
potential positive and negative outcomes 
into a To/For/With/By/As format. We describe 
the levels of Wehipeihana’s Model in Table 1. 

FIGURE 3.  This example can be compared to the other two to see how 
different representations illuminated learner needs by revealing what was 
common among the team members beliefs and experiences with teachers.

FIGURE 4. Potential Solutions from Collaborative Brainstorming and Voting to 
Narrow Solutions.
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Her model clarified our work as we sought to amplify Native 
voices with our resources. 

Although terms in the Wehipeihana (2019) Model provide 
a valuable framework for improving decision-making that 
involves Indigenous groups, their application in practice is 
challenging and complicated, as we discovered. Educational 
and political systems that have systemically emphasized 
Western perspectives over Indigenous ones have created 
cultural and professional barriers to the acceptance of 
Indigenous knowledge as legitimate knowledge (Barnhardt 
& Kawagley, 2005). The taking of Native American land, 
resources, and even children, have contributed to the 
modern-day marginalization of Native groups. As a result, 
Native American individuals face significant barriers to 
becoming decision-makers who can negotiate on behalf of 
their people. 

Additionally, the differences between Native groups 
complicates decision-making as some decisions require 
the collective voice of all the Native sovereign nations and 

tribes in Utah and others are best made by individual Native 
sovereign nations. When we encountered differing Native 
guidelines on storytelling, we followed the guidelines of the 
specific Native group whose lesson plan we were creating. 
When we found important lesson plan topics that were 
equally connected to multiple Native groups, we created 
general Native American lesson plans focused on shared 
perspectives. In addition to 18 published tribe-approved 
lesson plans, NACI currently has eight published lesson 
plans that have been guided by Native individuals and 
groups but are not directly tied to a specific Native nation 
or tribe and, therefore, do not have a tribal seal of approval 
but reflect shared perspectives. Topics in these lesson plans 
include (a) Fry Bread, (b) Native American Round Dance, (c) 
The Great American Bison, (d) Real and Ideal: A Closer Look 
at Westward Expansion, (e) From Eaglet to Eagle: A Hoop 
Dance Story, (f ) Storytelling Through Hoop Dance, (g) “Shape” 
Perspective Through the Hoop Dance, and (h) 5 Tribal 
groups, 8 Sovereign Nations Within Utah.

FIGURE 5. NACI Vision, Mission, and Guiding Principle.
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Having a Diné individual on the NACI team meant that we 
had a Native Diné perspective when making decisions. 
However, she was not an official voice for the Navajo Nation, 
nor could she speak for other Native groups in Utah. The 
creation of NACI within BAP meant that our team consisted 
of mostly non-Native individuals with only one unofficial 
Navajo Diné voice. With so many non-Native perspectives on 
our team, we knew we would never attain the highest level 
of decision-making in Wehipeihana’s (2019) Model—Native 
Americans making decisions as Native groups. However, 
because of our focus on amplifying Native voices, a signifi-
cant portion of the PD course was created by and with Native 
individuals. Additionally, we believe that by focusing on our 
vision and following our guiding principles our work fre-
quently shifts from work done for Native groups into a higher 
level of with or by Native groups. In all our work, we strive to 
support groups of Indigenous people who are advocating 
and creating materials as Indigenous people and to remove 
barriers to their influence within educational settings.

Reflecting on our design process for the PD course, it was 
never articulated at the beginning that we would use the 
NACI vision and guiding principles as guides for the design 
of the PD course, but this occurred naturally as we were 
forced to make decisions without clear answers. When we 
struggled with decisions that involved Native groups, we 
would return to our vision and guiding principles and ask 
ourselves “How can we move forward in a way that will 
amplify Native voices in the classroom?”. As you will see in 
the following examples, relying on our vision and shared 
values clarified our decisions and helped us determine an 
effective course of action. 

Four Examples of Design Decisions from the PD Course

In this section, we have included four examples that illustrate 
our process and are representative of the course. These 
examples are organized by Wehipeihana’s (2019) Model on 

Indigenous decision-making—with curriculum decisions 
made by, with, and for Native Americans—and are included 
in bold in Figure 6. 

In the following sections, we also identify the NACI guiding 
principles that guided our design decisions. These are 
italicized and in parentheses. Before delving into these four 
examples of key design decisions, we have also included 
below an outline of the PD course modules so readers can 
see how these four examples fit into the overall course 
module structure. 

•	 Module 1: Introduction
•	 Module 2: Honoring Our Identity and Culture 

	- Example 1—Full Module (by Native Americans)
•	 Module 3: Studying the History of U.S. Tribal Relations
•	 Module 4: Bringing the Native Nations and Tribes within 

Utah into the Present 
	- Example 2—Interactive Timelines (with Native 

Americans)
	- Example 3—Native maps (for Native Americans)

•	 Module 5: Evaluating Resources for Accuracy and 
Authenticity 

	- Example 4—Decision-Based Learning Activity 
(for Native Americans)

•	 Module 6: Applying the NACI Way
•	 Module 7: Applying Principles of Culturally Responsive 

Teaching to Professional Practice 

Example 1: Course content created BY Native Americans—
Module 2 “Honoring our Identity and Culture” 

The first example we would like to share is Module 2 of the 
PD course which was created by an accomplished Native 
artist, who is from the Northern Ute and Hopi tribes (“Use 
accurate and original sources, historical and modern,” NACI 
Guiding Principle #5). He is a high-school teacher and a leader 
of the Turtle Island Art Collective (TIAC), which is focused on 

TERM DESCRIPTION

As Decisions that are made as Indigenous individuals allow for Indigenous control (self-determination) with clear 
benefits for Indigenous groups as perceived by Indigenous groups. Indigenous beliefs and values are preeminent 
and Westernized beliefs are incorporated only where they make sense according to Indigenous decision-makers.

By Decisions are made by Indigenous individuals and come from Indigenous perspectives. Western methods may 
also be used. 

With Decisions are shared and negotiated between Indigenous and non-Indigenous people. Both Western and 
Indigenous perspectives are included in the decision-making process.

For Decisions are made by non-Indigenous people on behalf of Indigenous individuals or groups but are driven 
largely from Westernized worldviews and with Westernized knowledge systems. 

To The lowest form of Indigenous involvement is done to Indigenous individuals or groups. These decisions are made 
on behalf of Indigenous groups and have no clear benefits for them. This may be described as decisions that are 
“Western-imposed” and often come with harmful, ineffective, and costly consequences. 

TABLE 1. Wehipeihana Model of Indigenous decision-making (2019).
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inspiring and empowering Indigenous youth and providing 
a digital platform for Native artists to showcase their work. 
Learning of his work, we asked him to share one of his 
presentations with us. His presentation aligned well with 
the PD course learning objective to “acknowledge personal 
cultural perspectives,” and we hired him to create an inter-
active module that would help learners reflect on how their 
own personal culture affects their thoughts and actions. In 
his interactive Nearpod module, he shares lessons he has 
learned from reflecting on his personal experiences and 
study of Native arts while also giving learners opportunities 
to reflect on how their own past experiences have affected 
their own values and choices. The module ends with a visual 
arts activity where learners communicate elements of their 
personal and family culture by designing a family crest.

Having Native-created content was important, but equally 
as important was acknowledging and honoring the creator’s 
wishes with its implementation. After completing this 
module, several participants beta-testing the course asked 
about using the Nearpod lesson content in their own classes. 
We shared this request with the Native designer (“Ask with 
genuine intent and listen attentively,” NACI Guiding Principle 
#3) and this was his response:

“I am glad that people are enjoying the lesson. I am a little 
hesitant about people using the content in their own way. 
I think the goal of the assignment was not to teach people 
how to teach about Native Americans, but more so to 
show what teaching looks like in Native American culture. 
If teachers want to take the same activities but adapt them 
to their own culture and experiences, I think that would 

be fine, but I am hesitant about teachers taking the ideas/
examples that I have learned in my journey.”

Accepting his request, we added this clarification to the 
introduction of Module 2 (“Accept ‘no’ gracefully,” NACI Guiding 
Principle #4):

“[The author’s] examples are shared here for your personal 
learning and reflection, but he has asked that they not 
be taken and adapted in your teaching about Native 
American culture. We hope that [his] examples prompt you 
to recognize the value of your own culture and to express 
the lessons you’ve learned from your life with your students.”

Example 2: Course content created WITH Native Americans—
Interactive timelines for each of the federally recognized 
Native nations and tribes in Utah. 

This second example helps illustrate how the two NACI 
instructional designers decided to create interactive 
timelines using Articulate Storyline 360 to help address the 
second course learning objective: “Describe the context of 
Native American tribes in Utah in the past and present using 
accurate and authentic resources.” After generating potential 
solutions separately, we came together to explain and 
discuss our ideas. Following a typical process used in Design 
Thinking (Razzouk & Shute, 2012), we then used a narrow-
ing activity to prioritize the best solutions. Separately, we 
highlighted our favorite three activities and then compared 
our choices. 

This process resulted in our decision to create digital, inter-
active timelines of each of the eight federally recognized 

FIGURE 6. PD course examples organized by Wehipeihana’s Model (2019).
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Native nations and tribes in Utah (see Figures 7 & 8). We 
believed the interactive timeline format would communicate 
a large amount of information quickly while simultaneously 
allowing teachers to explore deeply and with many choices. 
This format could also communicate the historical and 
modern context of Native groups in Utah, creating connec-
tions between the past and the present. In this way, teachers 
could see the current experiences of Native Americans in 
Utah while also understanding the past experiences that had 
shaped them individually and collectively over time.  

Creating timeline events that come from a Native perspective. 
To create interactive timelines for each of the sovereign 

Native nations and tribes in Utah, one of 
our instructional designers first looked for 
openly available information that could be 
used to create the timelines. Although she 
prioritized Native-created resources (Use 
accurate and original sources, historical and 
modern,” NACI Guiding Principle #5), these 
were limited in quantity and difficult to find. 
Most openly available resources (websites, 
articles, videos, lesson plans, and e-books) 
were created by non-Native groups with no 
indication of Native involvement. She soon 
realized that she could not create timelines 
that were accurate, authentic, and from a 
Native perspective without working directly 
with each federally recognized Native nation 
or tribe in Utah. With the help of the NACI 
Program Coordinator and the NACI Project 
Manager, she was connected with key Native 
individuals who could co-create the timelines 
with her. 

Although the content for most of the timeline 
events was taken from previously created 
documents, several of the events were crafted 
word-for-word with Native cultural and 
education experts. Creating these timeline 
events required the NACI team to develop 
and ask reflective questions. For example, 
“What events are most important for people 
to know?” And “Is this the best way to com-
municate your tribe’s experience?” We then 
listened actively for the responses from our 
Native collaborators. Sometimes a question 
prompted long, narrative answers that 
required sifting to condense the information 
to small, consumable pieces appropriate for 
the timelines. At other times, we experienced 
long moments of silence to what we had 
assumed were simple questions. We frequent-
ly modified the wording of a timeline event 
multiple times before it received official tribal 
approval. Through all these experiences, we 
found that we could not rush the process 

of gathering, clarifying, and presenting the events of the 
timeline. Listening, repeating what we heard, and listening 
again were essential to our understanding and to our craft-
ing of the timeline events so they accurately reflected each 
specific Native perspective (“Ask with genuine intent and listen 
attentively”, NACI Guiding Principle #3; “Allow the time needed 
for authentic growth”, NACI Guiding Principle #6). This is the 
current progress of each of the interactive timelines:

•	 Northwestern Band of the Shoshone Nation—
Timeline not published. For the Northwestern Band of 
the Shoshone Nation timeline, our instructional designer 

FIGURE 7. Paiute Indian Tribe of Utah interactive timeline.

FIGURE 8. Card #1 of the Paiute Indian Tribe of Utah interactive timeline.
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used a short history written by tribal elder, Mae Parry, that 
was included in the back of a children’s book published 
by them, titled Coyote Steals Fire. Concerns over appropri-
ation and distrust surrounding the presentation of their 
cultural knowledge arose during a shift in the member-
ship of the tribal council. Tribal councils are made up of 
individuals but operate as a collective voice and they 
navigate changes with their own timing, procedures, 
and principles of collaboration. At the request of the new 
tribal leadership, we did not create a timeline. Instead, 
we included a direct link to the historical information 
shared on their website as seen in Figure 9. (“Accept ‘no’ 
gracefully,” NACI Guiding Principle #4; “Allow the time needed 
for authentic growth,” NACI Guiding Principle #6)

•	 Paiute Indian Tribe of Utah—Timeline published. The 
events of the timeline were developed using many open 
resources created by the Paiute Indian Tribe of Utah and 
other non-Native sources. When resources came from 
non-Native sources, the wording of the timeline events 
using those resources was revised to reflect the Paiute 
Indian Tribe of Utah’s perspective on those events. We 
went through this timeline with the tribal chairwoman, 
tribal administrator, cultural resources manager, and 
education director, then had the timeline approved by 
the entire tribal council.

•	 San Juan Southern Paiute—Timeline published. 
Feeling limited on what they could share because of 
legal cases involving their tribal nation, the San Juan 
Southern Paiute initially only provided us with a three-
page historical document from which we could draw 
information and create a timeline. Our relationships are 
being strengthened through further conversations, and 

we look forward to additional direction and to 
working on their timeline as they direct. 
•	 Confederated Tribes of the Goshute 
Reservation—Timeline published. Most 
resources for this timeline came from legal 
documents and oral histories shared by 
the Confederated Tribes of the Goshute 
Reservation. A few resources came from 
non-Native sources where the wording of 
the timeline events was revised to reflect 
the Confederated Tribes of the Goshute 
Reservation perspective. 
•	 Skull Valley Band of Goshute—Timeline 
not created. We are just beginning conversa-
tions and are hopeful that we can co-create 
resources that will be beneficial for the Skull 
Valley Band of Goshute people and the teach-
ers and students in Utah. We have received 
a written understanding of partnering with 
tribal leadership but have not yet been able 
to connect with tribal elders. (“Allow the time 
needed for authentic growth,” NACI Guiding 

Principle #6)
•	 Navajo Nation—Timeline published. Most of the 

Navajo Nation resources came from many hours of gath-
ering and clarifying information through oral histories 
shared by the Department of Diné Education (DODE) of 
the Navajo Nation. This information was supplemented 
with Native and non-Native open resources. When 
resources came from non-Native sources, the wording of 
the timeline events using those resources was reviewed 
and revised by DODE staff to reflect the Diné perspective.

•	 Ute Indian Tribe of the Uintah and Ouray 
Reservation—Timeline in progress. Work on this 
timeline has just begun. Education specialists of the Ute 
Indian Tribe provided the NACI team with out-of-print 
copies of the book A History of the Northern Ute People 
by Fred A. Conetah (1982). A rough draft of the timeline 
is being created from this book with the hope that we 
can continue working with their education specialists to 
co-create a timeline that meets with their tribal council’s 
approval. 

•	 Ute Mountain Ute Tribe (White Mesa Community)—
Timeline in progress. This timeline is complete and 
will be presented to their tribal council in 2024. During 
our first meeting, a White Mesa Council Representative 
recommended we begin gathering information for 
the timeline from the book As If the Land Owned Us: 
An Ethnohistory of the White Mesa Utes by Robert S. 
McPherson (1992). The timeline has been created from 
this book and supplemented with additional information 
from elders in the White Mesa Community. 

FIGURE 9. Northwestern Band of the Shoshone Nation timeline message.
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Examples 3 & 4: Course content created FOR Native 
Americans—Native maps & a decision-based learning (DBL) 
activity 

Although much of NACI’s content is created “by” Native 
Americans or “with” Native Americans, some of the work 
done by NACI falls into the category of being done “for” 
Native Americans. While design decisions for the online 
course were made by non-Native individuals, particular 
attention was given to emphasizing Native American 
worldviews and knowledge systems in the decision-making 
process. This diverges somewhat from Wehipeihana’s (2019) 
description of the “for” category of Indigenous decision-mak-
ing, where decisions are typically driven by Westernized 
worldviews and knowledge systems. The next two examples 
include content where design decisions were made by 
non-Natives but with particular attention to Native American 
culture and knowledge. These examples are (a) two Native 
lands maps created for use in the lesson plans and the 
teacher PD course and (b) a Decision-Based Learning Model 

for evaluating Native American teaching resources for 
authenticity and accuracy.

Example 3: Native maps. Creating maps of Native American 
lands in Utah was more complicated than we originally 
anticipated. Our goals in creating the maps were to commu-
nicate (a) the historical and modern locations of Native lands, 
and (b) how these lands changed over time. Challenges 
came as we considered the different ways to illustrate the 
modern reservation lands. We struggled to decide whether 
we should emphasize (a) the connection between modern 
Native American groups and their ancestral lands, which 
depicts them as five tribal groups, or (b) the distinctness of 
each federally recognized Native nation or tribe as they exist 
today. The different ways of using color and grouping titles 
on the reservation map would prioritize these objectives 
differently. Organizing the titles on the modern map by 
their historical tribal groups facilitated learner connections 
between the two maps but it understated the distinctness 
of modern sovereign nations and tribes. Visually separating 
and using different colors for each of the sovereign nations 

Native American Lands in Utah
Ancestral Lands
● Shoshone-Bannock (Newe)
● Shoshone (Newe)
● Goshute (Newe)
● Ute (Noochee)
● Southern Paiute (Nungwu)
● Navajo (Diné)

8 Federally Recognized Nations
● Northwestern Band of the Shoshone Nation
● Skull Valley Band of Goshute
● Confederated Tribes of the Goshute Reservation
● Paiute Indian Tribe of Utah
● San Juan Southern Paiute
● Ute Indian Tribe of the Uintah and Ouray Reservation
● Ute Mountain Ute Tribe
● Navajo Nation

FIGURE 10. Final NACI Maps of Native Lands, Historical and Modern.
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facilitated recognition of the distinctness of each sovereign 
nation or tribe but made it more challenging for learners to 
make connections between historical and modern contexts.

The NACI Program Coordinator and the NACI Project 
Manager, having worked closely with four of the eight tribal 
nations, and having had multiple conversations with all 
eight sovereign nations, knew that each sovereign nation 
preferred to be recognized as a distinct entity and desired 
that this attribute be clearly communicated in the modern 
lands map. Our instructional designers wanted to emphasize 
the connection between the two maps to facilitate learners 
making connections between the past and the present. 
To resolve these concerns and to create maps that aligned 
with the NACI Style Guide, one of our instructional designers 
created a variety of maps by adapting the maps previously 
created by a cartographer, to gather user feedback. 

The final maps for the PD course were created using this 
feedback and can be seen in Figure 10. The final reservation 
lands map uses different colors for each of the sovereign 
nations and tribes so learners can immediately see eight 
federally recognized nations and tribes. However, the titles 
are grouped by the historical tribal groups to help learners 
make connections to the historical tribal groups. She used 
colors from the NACI Style Guide and added more colors, 
as needed while maintaining high contrast ratios and using 
colors that would most align with the colors in the NACI 
Style Guide. Native terminology (Newe, Nungwu, Noochee/
Noochew, and Diné) was also included on the maps to 
acknowledge the Native terms these groups use to refer 
to themselves, reinforcing our vision of amplifying Native 
voices. 

Example 4: Decision-based learning activity (DBL) for 
evaluating the authenticity and accuracy of Native American 
teaching resources. 

One of the main skill objectives for this course was to 
help teachers develop the ability to evaluate resources for 
authenticity and accuracy. Determining the accuracy and 
authenticity of resources is not a straightforward process 
and is greatly impacted by the changing cultural landscape 
within which we live. Although some teaching decisions 
can be directed by specific guidance from official Native 
voices, like tribal councils, many decisions fall into a gray area 
without explicit direction.

In the early years of NACI, the NACI team recognized that 
reflective questions would feature prominently in the 
decision-making process as teachers made instructional 
choices about teaching Native American topics. Modeling 
and illustrative examples would also be needed to provide 
teachers with opportunities to make connections between 
culturally responsive principles and their application. This 
is why some of NACI’s earliest presentations on choosing 
Native American books were focused on providing teachers 

with a list of questions they should consider when deciding 
which books to use in their classes. NACI’s presentations on 
choosing Native American children’s books also included 
many examples of books they categorized as a) highly 
recommended, b) good books with some concerns, and c) 
books to set aside, with explanations for why each book was 
placed in each category. 

Building on this early work, the NACI team created a handout 
(included as a downloadable galley as part of this article) and 
a three-part webinar to guide teachers through the process 
of evaluating resources. To scaffold learners through the 
process of evaluating resources, the content in the handout 
and webinar was also refined into questions and examples 
we organized into a decision-based learning model (DBL). 
Our DBL uses elements of the decision-based learning 
model described by Plummer and Swan (2023) and is similar 
in style to a DBL used by an Instructional Psychology and 
Technology professor in her Qualitative Research class. This 
teaching method uses a series of questions to guide learners 
to a “culminating action or resolution” (para. 4). In this 
way, learners are scaffolded through the decision-making 
processes utilized by subject matter experts as they evaluate 
Native American resources.  

The DBL in our course serves as a reflective guide for teach-
ers making decisions about choosing and teaching cultural 
resources. Teachers are provided with a list of questions to 
consider, as well as a variety of examples. All the questions 
and examples in the DBL are meant to support teachers in 
making a final decision about whether to (a) use a resource, 
(b) not use a resource, or (c) use the resource with modifi-
cations. Teachers are not told what decisions to make but 
are provided with guidance and tools (reflective questions 
and examples) to help them make informed decisions. The 
handout that accompanies the DBL can be seen in Figure 11. 

Additional Native maps and DBL design considerations— 
Addressing ownership and compensation. Originally, we used 
Google Docs and Google Slides to create the DBL. We used 
Google Docs and Google Slides because these tools facil-
itated the collaborative creation of the DBL activity. Using 
Google Docs for the initial “question overview” document 
made it easy for learners to see all the questions in a single 
place. Using Google Slides for the more detailed pieces 
allowed us to group information, guide the journey of the 
reflection, and create a narrative of examples that consider 
the question from different angles without overwhelming 
the learner. 

As NACI’s work became more widely recognized, more 
groups asked for access to the DBL slides and other NACI 
resources. This prompted us to consider how to present 
this information outside of the PD course. Most of BAP’s 
resources are meant to be openly available at little or no 
cost for teachers. It is expected that teachers will remix and 
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adapt BAP resources (PDFs, lesson plan downloads, posters, 
e-books, handouts, etc.) to best fit their teaching needs, 
style, and circumstances. However, maintaining the authen-
ticity and accuracy of the Native resources requires a more 
restrictive copyright (Creative Commons, n.d.). We included 
the BY-NC-ND 4.0 Creative Commons copyright and the 
NACI logo on all other NACI resources that we expected 
would be reused by teachers or where we have concerns 
that the content would lose accuracy and authenticity if it 
were inadvertently or intentionally repurposed. 

Another concern we had to address was how to prevent 
modifications to the DBL slides. The sensitive and even 
sometimes controversial nature of these conversations 
meant that we had to be very careful in both our wording 
and the examples we used to encourage the development 
of empathy. We do this by considering both Native American 
perspectives and teacher needs in the examples and 

direction we provide. For example, in a slide 
that describes Native American’s reverence for 
eagle feathers, we provide teachers with sug-
gestions for alternative ways they can teach 
about the eagle feather by focusing on the 
underlying principle of celebrating significant 
life events through rituals and customs. We 
encourage teachers to use personal examples 
of how they have celebrated significant 
life events to communicate reverence for 
eagle feathers rather than having students 
misappropriate Native culture by creating 
paper eagle feathers. To prevent repurposing 
and modification of the Google Slides, we 
exported them to PDF documents in addition 
to including the Creative Commons copyright 
symbol and the NACI logo. 

As our conversations with Native groups 
progressed, we also came to understand the 
importance of attaching monetary value 
to Native resources. Over time, as Native 
knowledge has been shared freely, many 
individuals and groups have chosen to enrich 
themselves financially without recognizing 
or compensating the Native groups from 
whom that knowledge came. The BYU ARTS 
Partnership intends to make these resources 
available freely to teachers; however, if 
revenue were to be collected in the future 
Native groups would be given prior notice 
and a reasonable opportunity to approve 
the use and the necessary compensation for 
the use of their intellectual property per our 
established memorandums of understanding. 
(“Embrace partnership and reciprocity,” NACI 
Guiding Principle #1).

CONCLUSION
This is an evolving project where objectives, content, and 
activities continue to change. The overall feedback we are 
receiving on the NACI lesson plans, and the Amplify Native 
Voices in the Classroom teacher professional development 
course is that they are really needed right now. Not only 
are teachers interested in the information, but many other 
groups are looking for resources like this. The lesson plans 
have been used in traditional public schools and within 
Indigenous schools. We have recently opened our third and 
fourth sections of the PD course. We also provided course 
access to professors who take medical students on a field 
experience rotation to learn about providing medical care 
to areas of the Navajo Nation and other rural communities 
and to educational researchers collaboratively creating a 
three-dimensional science curriculum with teachers for rural 
areas of Utah. Tribal administrators have even expressed an 

EEvvaalluuaattiinngg  RReessoouurrcceess  ffoorr  CCuullttuurraall  RReessppoonnssiivveenneessss

IItt’’ss  aa  jjoouurrnneeyy

Choose resources that enrich understanding
When selecting resources to use in your classroom, consider how the source will ENRICH your students’ 
understanding of native cultures.

As you select resources and do your research, go broad and dive deep. Ensuring the resources are authen- 
tic and accurate requires due diligence. Seek out multiple perspectives and resources for a broad view of 
the issues at hand. Then dive deep into the details when you find sources you trust.

Joseph Bruchac, author and member of the Abenaki tribe, “cautions against ‘The Dances with Wolves Syn- 
drome’ - books in which all Indians are noble and all white people are bad. Any resource that builds up one 
culture at the expense of another ultimately keeps racial tension alive.” (Williams, 2010)

Consider the source

Consider the source’s background & intent:

• Who is the creator? Author? Illustrator? Orga- 
nization? What is their background and experi- 
ence?

• What is the creator’s connection to the tribe? 
What position are they speaking from? Do they 
describe how they did their research?

• What is the purpose for creating the source?
• Look for authenticity and accuracy. Go to 

original sources, look for citations, cross-ref- 
erence other sources, and look for continuity 
of tribal representation (tribal-specific dress,
language, setting, etc.).

Look for specificity

Look for TRIBE-SPECIFIC representation:

• Is the resource specific enough to provide 
understanding? Are there vague or inaccurate, 
references that cause confusion?

• Watch for stereotypes, oversimplification, & 
homogenization (clumping tribes into one).

• Does the source bring Native Americans into 
the present or does it represent Native Ameri- 
cans as ONLY historical groups?

• Be cautious with casual ceremonial descrip- 
tions and/or references to deity. Be aware 
that the non-native performance of ceremonial 
music or dances is usually not allowed or may 
require prior approval from official cultural
tribal representatives.

Selecting appropriate and authentic resources for your classroom is a journey: a journey of successes and 
desires for improvement. Don’t let past mistakes keep you from moving forward. Be humble. Take ownership 
of errors and do better next time. Model this for students and share with others!

Williams, K. (2010). Cultural Appropriation and Indigenous Literature. https://www.oise.utoronto.ca/deepeningknowledge/UserFiles/  
File/Assessing_IndigenousLiterature.docx.  Retrieved  from  https://studylib.net/doc/7199677/cultural-appropriation-and-indigenous-lit- 
erature. This resource is in the public domain.

FIGURE 11. The NACI Evaluating Resources for Cultural Responsiveness 
Handout provides a summary of the questions and information described in 
depth in the DBL activity.
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interest in having prospective employees of tribal nations 
participate in the PD course. Although the timelines were 
created specifically for the teacher PD course, a few of the 
federally recognized Native nations and tribes in Utah have 
also expressed their desire to use their timelines in educa-
tional settings with their tribal members. 

These are a few responses we received from teachers and 
parents about the NACI lesson plans:

•	 Teacher: “I just wanted to let you know how much my 
students have loved interacting with the Pengwi Bai 
Anoga song. Many of them have commented on how 
they have been singing it at home, and several have 
asked for the words to take home . . . They have also 
enjoyed learning that it’s a Native song from our region. I 
think that has helped it be even more meaningful!”

•	 Parent: “My daughter called her nana tonight and sang 
the song to her twice; then [told] her what the words 
meant, and which parts were her favorite and why. 
My mom loves Native American culture and was so 
impressed that she could not only sing it but [that] she 
also understood it. I loved hearing my daughter be so 
enthusiastic about it.”

•	 Teacher: “I was a little worried that I would seem...
scripted because that’s what I was doing was literally 
reading each little section...I don’t want to seem like I’m 
scripted and lose engagement. But I was scripted, and I 
didn’t lose engagement...And I felt like the kids, especially 
while the discussions were happening, a lot of them had 
so many insights about how they’re feeling about [the 
transcontinental railroad and the Native Americans being 
pushed out of their land] and there’s really good discus-
sions happening among the students.”

•	 Teacher (the same teacher quoted above when talking 
about the impact this lesson had in her class): “One 
student shared this idea of, ‘Hey, I’m going to make sure 
moving forward that I’m understanding different view-
points when it comes to a misunderstanding or some-
thing that we might not all agree on’...And so moving 
forward throughout the school year, when the whole 
basis of how I teach history is really perspective-based, 
I feel like the kids will be very open to learning about 
those perspectives.”

Our early beta-testers of the PD course have indicated the 
value they see in it:

•	 “I appreciate the comments about assuming positive 
intentions and being able to fail/improve … along with 
[the arts integration coach’s] example of mistakes he 
made when teaching the [Ute] Bear Dance. As someone 
interested in teaching NA curriculum, it is freeing to hear 
that it’s okay to try and that this course will give me the 
skills–rather than not trying at all.”  

•	 “The authentic experience of a Native American art 
teacher was powerful. I wish I could see his art instead 
of just reading about it (Nearpod link is not working). I 
like the idea of creating a new family symbol and that 
examples were given that are diverse and well-described.”

•	 “I liked the timeline that was available on the Paiutes. 
There was a lot of interesting information I didn’t know, 
such as the names of the various bands of the Paiute 
nation. I also liked the interactive maps showing where 
the various tribes lived in the past and where they are 
located now.”

•	 “The timeline is AMAZING. It will be so great when it is 
complete. I also loved the ways to remember the tribes 
of Utah.”

Our beta-testers also shared things we need to address or 
improve in the PD Course:

•	 “Honestly, I know that you are hoping to help empower 
teachers to seek good sources for lessons, but this makes 
me just want to only use lessons that you are currently 
publishing. I know that this extent [of resource evalua-
tion] would be very difficult for me to find the time to do.”

•	 “I wish the quiz was more about ‘big ideas’ and less about 
‘look for that specific sentence in the text and put down 
the answer.’ Knowing the specific dates for a specific 
treaty or policy is less important than understanding the 
overarching changes and the impact it had on Native 
populations. The questions are all ‘low-order thinking’ 
type. What about higher-order thinking questions? 
I know you want multiple-choice questions for the 
asynchronous part, but I think something that tackles the 
big ideas would be better for my learning.”

As mentioned in the statement above, a pressing challenge 
for teachers is having sufficient time to find and evaluate 
Native educational resources. For this reason, teachers 
frequently express their excitement to have the NACI lesson 
plans. They love that they are authentic, accurate, Native 
co-created, arts-integrated resources, and aligned to state 
standards. However, even being aligned to state standards, 
we are aware there are still barriers to the inclusion of Native 
topics in schools because of pressures to prepare students 
for annual standardized tests. 

We are noticing that many individuals interested in the 
course are not specifically seeking professional development 
credit for completing the course. They are coming to find 
knowledge and tools to address specific problems and do 
not necessarily need the entire course to accomplish their 
objectives. Since our goal is to meet teacher needs, we want 
people to use what is most helpful from the course. We are 
currently exploring the idea of breaking the content into 
microlearning resources with microcredentials to better 
meet these needs. However, there are questions about the 
process of developing culturally responsive teaching skills 
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that we need to answer before we can create microlearning 
resources. We need to know whether some knowledge and 
skills are essential prerequisites for the development of other 
skills or if order is irrelevant. We believe reframing knowledge 
and perceptions of Native Americans is a form of transfor-
mative learning, which, according to Mezirow in a dialogue 
with Dirkx (2006, p. 124) “often requires the support of others, 
a positive self-concept and freedom from intense anxiety”. 
To avoid creating barriers to this transformation, we need to 
clarify whether dividing the content will dilute the oppor-
tunity to deeply reflect, develop relationships with course 
facilitators, and ask sensitive questions, thus impacting the 
overall learning experience. 

To better understand the impact of the course on the de-
velopment of empathy and other culturally responsive skills, 
we have recently begun gathering data on the development 
and experiences of participants in the course. We hope to 
use the information we gather to improve the course and to 
provide greater insight into the development of culturally 
responsive attitudes and skills in educational environments. 

ACKNOWLEDGEMENTS
We would like to acknowledge the eight federally recognized 
Native American tribes and nations within Utah, for entrusting 
NACI with their cultural and historical knowledge. These sovereign 
nations include the Northwestern Band of the Shoshone Nation, 
Confederated Tribes of the Goshute Reservation, Skull Valley Band 
of Goshute, Ute Indian Tribe of the Uintah and Ouray Reservation, 
White Mesa Community of the Ute Mountain Ute Tribe, Paiute 
Indian Tribe of Utah, San Juan Southern Paiute Tribe, and the 
Navajo Nation. We would also like to acknowledge Brigham Young 
University, the BYU Public School Partnership, and the Utah Division 
of Arts and Museums for their support of NACI and cultural arts in 
Utah. 

REFERENCES
Barnhardt, R., & Kawagley, A. O. (2005). Indigenous knowledge 
systems and Alaska Native ways of knowing. Anthropology 
and Education Quarterly, 36(1), 8-23. https://doi.org/10.1525/
aeq.2005.36.1.008

Conetah, F. A. (1982). A History of the Northern Ute People (K. L. 
MacKay & F. A. O’Neil, Eds.). Uintah-Ouray Ute Tribe. 

Creative Commons. (n.d.). Attribution-NonCommercial-NoDerivs 4.0 
International. https://creativecommons.org/licenses/by-nc-nd/4.0/

Dirkx, J. M., Mezirow, J., & Cranton, P. (2006). Musings and 
reflections on the meaning, context, and process of transformative 
learning: A dialogue between John M. Dirkx and Jack Mezirow. 
Journal of Transformative Education, 4(2), 123-139. https://doi.
org/10.1177/1541344606287503 

Garcia, J. & Shirley, V. (2012). Performing decolonization: Lessons 
learned from Indigenous youth, teachers and leaders’ engagement 
with critical Indigenous pedagogy. Journal of Curriculum Theorizing, 
28(2), 76-91. https://journal.jctonline.org/index.php/jct/article/
view/366 

McPherson, R. S. (1992). Sacred land, sacred view: Navajo perceptions 
of the Four Corners region. Brigham Young University.

Morcom, L., & Freeman, K. (2018). Niinwi—Kiinwa—Kiinwi: Building 
non-Indigenous allies in education through Indigenous pedagogy. 
Canadian Journal of Education/Revue Canadienne De l’éducation, 
41(3), 808-833. Retrieved from https://journals.sfu.ca/cje/index.php/
cje-rce/article/view/3344 

Plummer, K.J. & Swan, R. H. (2023). Decision-based learning. 
EdTechnica: The Open Encyclopedia of Educational Technology. 
https://edtechbooks.org/encyclopedia/decision_based_learning 

Razzouk, R., & Shute, V. (2012). What is design thinking and why is 
it important? Review of Educational Research 82(3), 330-348. https://
doi.org/10.3102/0034654312457429

Utah Education Network (2021). Teaching Native American content 
[Unpublished raw data].

Wehipeihana, N. (2019). Increasing cultural competence in support 
of Indigenous-led evaluation: A necessary step toward Indigenous-
led evaluation. Canadian Journal of Program Evaluation/La Revue 
canadienne d’évaluation de programme 34(2) (Fall/automne), 368-
384. https://doi.org/10.3138/cjpe.68444

https://doi.org/10.1525/aeq.2005.36.1.008
https://doi.org/10.1525/aeq.2005.36.1.008
https://creativecommons.org/licenses/by-nc-nd/4.0/
https://doi.org/10.1177/1541344606287503
https://doi.org/10.1177/1541344606287503
https://journal.jctonline.org/index.php/jct/article/view/366
https://journal.jctonline.org/index.php/jct/article/view/366
https://journals.sfu.ca/cje/index.php/cje-rce/article/view/3344
https://journals.sfu.ca/cje/index.php/cje-rce/article/view/3344
https://edtechbooks.org/encyclopedia/decision_based_learning
https://doi.org/10.3102/0034654312457429
https://doi.org/10.3102/0034654312457429
https://doi.org/10.3138/cjpe.68444

