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Abstract

This qualitative study (n=17) uses a multiple case studies design to iaterrog
how and why students understand events contained within “heritage histories.’s By thi
mean that the students are too young to have been involved in the events, but that their
parents, grandparents, other family members, or other members of ay gffauip
(racial, ethnic, national, religious) to which they belong were involved. Prieancs
(e.g., An, 2009; Epstein, 1998, 2000, 2009; Peck, 2010; Wills, 1996) has demonstrated
that students’ racial, religious, ethnic, national, and socioeconomic class backgrounds
impact and influence students’ historical thinking, yet, as Barton (2008) astutety not
“much more research is needed to illustrate the specific ways in which statlgivtsn
backgrounds learn history both in and out of school” (p. 250). Therefore, | focused on
the ways that three selected heritage groups learned about specific and fukeaning
heritage events in and out of their public school history classrooms: four Hmong students
in St. Paul, Minnesota studying the Vietham War; eight Chinese students imgetes,
California studying the Cultural Revolution; and five Jewish students in Chiltlagus
studying the Holocaust.

Through this work, | show that the students engaged in complex historical
thinking as they worked to make sense of histories to which they all felt sonee dég
heritage connection. While several of the students learned information at thaicwhs
dissimilar to what they had learned at home, they were able to crisalyate both
sources and develop narratives that incorporated the first and secondhand accounts of the

past they had heard from their families with the official knowledge pretsentheir



public school history classrooms. Additionally, by including these heritagm@ibsin
their curricula, the three teachers worked to also include their studentsidsistithin
the official knowledge of the classrooms. In so doing, the teachers sent gertessa
their students that the students’ families’ pasts are part of a history shatiéxeance and
import beyond the three heritage communities; which tells the students thabtheyet
important, relevant, valued members of the classroom communities and society in

general.
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Introduction

“Are you Jewish?” The first time a student asked me this question, I'nsksare
could read the surprise on my face. | recovered and responded in the affirmative, and
watched the student’s face to see if this was the answer she was exgéseegned that
it was — the look on her face said to me “ok, this makes sense now.” | had spoken to the
student’s class as part of my work with a Holocaust studies program. Altheuagh |
caught off guard the first time a student asked this question, | soon canpetbiex The
students almost always spoke in a low, shy voice. Sometimes, it was prefacdd wi
don’t mean to be offensive or anything, but...” Each time, the fact of my Jewishness
seemed to answer the question the students were really asking — “Whatioorshzct
you have to this thing that happened forever ago? Why does it matter to youRénT,
my interest in the Holocaust stemmed from my Jewish identity and explainedergst
in the subject.

To be honest, | know that my interest in the Holocaust cannot be separated from
my identity as a Jew. This does not mean, however, that all Jews feel the same
connection to this event. Nor is this connection static or fixed; the ways in which my
Jewishness inform and structure my interest in and knowledge of the Holocaust have
changed and shifted over the past twenty years. From reading historioal dictl
memoirs as a teenager, to engaging in more formal academic studrgsmy
undergraduate and graduate years, to working with students and teachiddasast
educator, | have always been aware that the connection | feel to thistevesirs part

from being a Jew. | began to question how my identity as a Jew could still impact my



connection to the Holocaust, given my temporal and physical distance from the event.
The changing, dynamic nature of the connection between individuals and theigéderi
histories, and the way this connection impacts our unique and personal understandings of
history, is what drives this study.

Moving beyond the Holocaust-Jewish heritage connection, | started wondering
about the students who were asking me this question. How do students in public schools
understand the narratives of those events with which they Hasrit@ge connectich
By this | mean that the students are too young to have been involved in the events, but
that their parents, grandparents, other family members, or other memberafbhity
group (racial, ethnic, national, religious) to which they belong were involved. sIn thi
way, the studentdieritage connectionstem from their shared identity as members of the
affinity groups. In particular, | am interested in events which hold definmgents for
that group and have become cemented in the groups’ heritages. Understanding the wa
students mediate the relationship between history and heritage in and out of the
classroom is a complex undertaking which necessitates an investigation of tpéemult
contexts and influences in and with which students construct the past.

My own curiosity, however, was not reason enough to embark on this project.
Prior research (e.g., An, 2009; Epstein, 1998, 2000, 2009; Peck, 2010; Wills, 1996) has
demonstrated that students’ racial, religious, ethnic, national, and socioecolassic ¢
backgrounds impact and influence students’ historical thinking. Barton (2008)astutel
notes that “much more research is needed to illustrate the specific wayglmstudents

of given backgrounds learn history both in and out of school” (p. 250). With this in



mind, | created a research project that would look exactly at the intersechimtooies
learned at home and histories learned at school. | focused on the ways thatdbteé sel
heritage groups learned about specific and meaningful heritage events in ahtheirt
public school history classrooms: Hmong students in St. Paul, Minnesota studying the
Vietnam War; Chinese students in Los Angeles, California studying ther&lult
Revolution; and Jewish students in Chicago, lllinois studying the Holocaust.

Wertsch'’s (1998) conception of sociocultural analysis helps to ground this study:
“[T]he task of a sociocultural approach is to explicate the relationships behuesan
action, on the one hand, and the cultural, institutional, and historical contexts in which
this action occurs, on the other” (p. 24). This is to say, no conversation occurs in a
vacuum. Every conversation is formed not only by the people participating in that
conversation, but also by the contexts and history which have led up to it. Wertsch’s
ideas are particularly relevant to this dissertation because the LGultstitutional, and
historical contexts in which the chosen events are situated are complex ardyargd.
We know that students are not blank slates, but that instead they come to the classroom
with a wealth of experiences and opinions. Therefore, this study acknowledged and
investigated the importance and role of the multiple contexts (e.g., school, culture,
gender, peer relationships) in and from which students construct historical
understandings.

Research Design, Terminology, and Format
The purpose of this research study was to examine the ways in which public

school students construct narratives about defining events with which they hatie speci



heritage connections. Working with three groups of students studying threfecspeci
heritage events, the study sought to answer the following research questions:
1. What narratives do students construct about significant events with which they
have a heritage connection?
a. What meaning do students attach to events with which they have a
heritage connection?
b. What reasons do students give for constructing their narratives?
c. Who influences students in their narrative constructions?
2. What sources do students trust in the construction of these narratives?
a. Why do students trust these sources?
b. Do students with different heritage connections trust the same types of
sources (e.g., family, school, media, friends)?
| used qualitative research methods, including interviews, observations, and

document analysis, to explore and consider the students’ narrative constructighs in li
of the multiple contexts in which they were functioning. Data collection and &nalys
were based in grounded theory (Glaser and Strauss, 1967), because the prihadiry goa
the research was to develop an understanding of how students mediate the varésus stori
they hear about the past. This methodology allowed me to examine and compare
students’ historical understanding by interrogating the narratives they coedtabctut
the topics at hand. | focused on students who have heritage connections to the subjects of

study. This methodology allowed me to gain insight into the ways in which students



interacted with and made meaning from the available “'stock[s] of stongI(ityre,
1984)” (Wertsch, 1998, p. 100).

The three primary contexts in which | worked were the three classroomscim
units about the heritage events were taught. | also considered the studentsamdmes
families as sites of learning about the heritage events. In the spriegteenf 2011
(January — May), | collected data with the three groups of students previousigrmadnt
| conducted two interviews with each of the participating students, as well as one
interview each with their parents and history teachers. | also observedabs@sowhile
they were learning about the heritage events in school and collected docungents (
essays, study guides, notes) related to the units about the heritage evemked Ilwith
four Hmong students learning about the Vietham War in St. Paul, MN, eight Chinese
students learning about the Cultural Revolution in Los Angeles, CA, and five Jewish
students learning about the Holocaust in Chicago, IL.

Overview of Terminology

Throughout this manuscript, | use two terms that merit explanation, as they are
central ideas to many aspects of this project. Here, | give a brief backigof these
terms and describe their use in the rest of the manuscript.

Official knowledge. Official knowledge is comprised of the stories, narratives,
themes, and lessons given voice and power in textbooks, national and state educational
standards, and classrooms (Apple, 2000). For the purposes of this dissertationg | refe
official knowledge or official history as the history taught by the threehexa about the

three heritage events. This includes the lectures, textbook readings, homework



assignments, and any other parts of curricula assigned to the students bghtes tela
provide much more detailed accounts of these curricula in each of the findingsrshapt
By including these histories in their classrooms through the use of these curricular and
pedagogical tools, the three teachers have codified parts of the heritage events within the
official knowledge of their classroomsexplore how the placement of the three heritage
events in public school curricula impacted and affected the students in this study.
Heritage. Heritage refers to the various means by which groups of people
organize and remember their collective pasts. Heritage may consist & saotifacts,
rituals, etc, that are specific and meaningful to a group of people bound by a shared trait
characteristic, or identifier such as ethnicity, religion, or nationalityritdtg is often
employed as a means of both remembering this shared or collective pastngrnititasi
making sense of the present: “Legends of origin and endurance, of victory or
victimization, project the present back, the past forward, aligning us with fosebe
whose virtues we share but whose vices we shun” (Lowenthal, 1997, p. 35). For the
purposes of this dissertation, | refer to the specific heritage storielsytohe three focal
groups; the story of the Vietham War as told by Hmong people in St. Paul, dialitiwe
story of the Cultural Revolution as told by Chinese people in Los Angeles, and the story
of the Holocaust as told by Jewish people in Chicago. Just as the three teachers are
purveyors of official knowledge in the classroom, the parents, grandparents, and other
community members of these three groups of students are the purveyors géhdrita
explore how the focal students understand these heritage histories, and how they make

sense of them in light of the official knowledge they learn in school.



Dissertation Format
The format of the dissertation reflects the data collection process. Chaotées
a review of literature divided into three sections: theoretical conceptiorerative,
theories of collective memory and heritage, and the current literature albentst
historical understanding. Chapter Three describes the design and methodology of thi
study in greater detail. Chapters 4-6 each present the findings of one das@gran
overview of the school setting and classroom contexts, previous literatuiregrelat
specifically to students learning about the heritage events, and profilesstiidieat
participants. The three findings chapters are organized chronologicallgiagcar the
order in which data was collected. Therefore, Chapter Four examinesridite/aar
constructions of the Hmong students about the Vietnam War, Chapter Five does the same
for the Chinese students and the Cultural Revolution, and Chapter Six for the Jewish
students and the Holocaust. Chapter Seven looks across the three cases and examine
enduring themes that were identified by students in two or three cased, @&s tivemes
that were unique to the specific cases. Chapter Eight provides concluding thoughts,
implications of the findings presented in earlier chapters, and ideas for fiaslearch.
Through this work, | show that the students engaged in complex historical
thinking as they worked to make sense of histories to which they all felt sgme=dd a
heritage connection. While several of the students learned information at $ctiaohs
dissimilar to what they had learned at home, they were able to crisalyate both
sources and develop narratives that incorporated the first and secondhand accounts of the

past they had heard from their families with the official knowledge pratsentheir



public school history classrooms. Additionally, by including these heritag@ibsin
their curricula, the three teachers worked to also include their studentsidsistithin
the official knowledge of the classrooms. In so doing, the teachers sent a mieshage
students that the students’ families’ pasts are part of a history that hascel@nd
import beyond the three heritage communities; which tells the students thabtheyet
important, relevant, valued members of the classroom communities and society in

general.



Review of the Literature

In this chapter, | review literature related to three specificsasEmquiry:
theoretical conceptions of narrative, heritage and collective memory, and student
historical understanding.

Theoretical Conceptions of Narrative

As explained in the introductory chapter, | use a sociocultural approach to
understand how and why students make sense of heritage histories. | chqyadaisha
because there are many factors which influence students’ understandiegsed s
making of the past — they do not come to know or understand history without considering
the words and ideas of others. The acts of historical thinking and understanding are
necessarily undertaken in partnership with other people, voices, and ideasoréhénef
conception of narrative that frames this analysis is derived from the wiiklo&il
Bakhtin and James Wertsch. These theorists posit that narratives areatedsh
conversation with stories told by others, and that a person’s words and ideas can never
truly be her own — they must be derived, in some way, from other sources.

In his analysis of Dostoevsky’s literature, Bakhtin lays out his theory of
“polyphony” or “multivoicedness.” This is the idea that, when speaking, a person uses
the voices, ideas, or words of other people. Importantly, Bakhtin explains his concepti
of “double-directed” discourse as “incorporating a relationship to someone else’s
utterance” (1984, p. 185). In this study, the narratives constructed by the students
necessarily include stories they have heard from family members, teammmsunity

members, books, movies, and friends; therefore, they are multivoiced. Bakhtin notes:



As a living, socio-ideological concrete thing, as heteroglot opinion, langfage

the individual consciousness, lies on the borderline between oneself and the other.

The word in language is half someone else’s. It becomes ‘one’s own’ only when

the speaker populates it with his own intention, his own accent, when he

appropriates the word, adapting it to his own semantic and expressive intention

(1981, p. 293-294).

Here, Bakhtin explains the idea that, when imbuing someone else’s words with a
particular meaning and intent, the speaker makes those words her own. Theirisfore

the speaking and appropriation of others’ words that the speaker creates her afim, spec
meanings and interpretations of the words — and subsequently the object of the words, as
well. Bakhtin goes on to explain:

Language is not a neutral medium that passes freely and easily into/tite pri

property of the speaker’s intentions; it is populated — overpopulated — with the

intentions of others. Expropriating it, forcing it to submit to one’s own intentions

and accents, is a difficult and complicated process (1981, p. 294).

The undertaking of appropriating someone else’s words as one’s own is made
even more complex when considering the attendant power structures. As both Bakhtin
and Wertsch elucidate, the power of the original speaker also influences theiagipropr
of words. When discussing power, Bakhtin (1981) offers two conceptions of discourse:
“authoritative” and “internally persuasive” (p. 342). In the first, he envisialisa@urse
which derives power from an external force — such as a teacher or parent. ddusseis

is immutable — it cannot be altered or modified in any way. Internally mavsua

10



discourses, on the other hand, are constantly changing, shifting, and reconstituting
themselves as people learn new ideas and information. Unlike authoritative discourses
which can only be appropriated or rejected, internally persuasive discouoseoall
integration and modification of external discourses. As the internally persuas
discourse is in constant conversation with other discourses, it becomes “half-ours and
half-someone else’s” (p. 345). It is this type of discourse which will beiexal in this
study, as the speakers (students) are presumably exposed to at least twsediscour
those told by their teachers/schools and those told by their parents/familiesh may

or may not contradict each other. It is likely that the students will haviingpxisternally
persuasive discourses regarding the heritage events prior to enteringstioeyr ¢classes.
There are likely other discourses to which the students have access assadtlly from
books, movies, and the internet. Therefore, they must decide how to integrate these
multiple discourses into their existing internally persuasive discoursee\to, each
student will hold the different discourses with differing levels of esteem ahdrayf no
two students’ internally persuasive discourses will be the same.

This point is particularly relevant to the present study because the wdrtsetha
speakers (students) are using presumably derive from the words they haviedmear
sources with considerable power (parents and teachers). Therefore, thgdahgtizthe
students choose to use to discuss the heritage events is populated by not only the
intentions of others, but with the intentions of very powerful others. Therefore, the
process in which the students engage as they appropriate these words is, as Bakhtin not

“difficult and complicated.”
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Sociocultural theorist James Wertsch relies heavily on Bakhtin in hicatoi
of historical understanding through a sociocultural lens. Wertsch expands on Bakhtin’
work by applying Bakhtin’s ideas — developed as literary criticism — in his ow
psychological research. Woices of the Mind1991), Wertsch demonstrates the
importance of considering not the literal meaning of a speaker’s word$ebut t
dialogicality of those words — how those words are used in dialogue with oneself or
another. Wertsch’s analysis of a child’s words in relation to the words he heard spoken
by his mother demonstrates how a child will incorporate and appropriate his parent’s
words to express his own ideas. This shows how dialogic discourse can result in the
appropriation of an external discourse into an internally persuasive discourse.
Importantly, Wertsch also introduces the idea that historical, cultural, and
institutional contexts can influence discourse:
...mediated action is inextricably linked to historical, cultural, and institutional
settings, and that the social origins of individual mental functioning extend
beyond the level of intermental functioning. Because utterances inevitably invoke
a speech genre, it is no longer possible to view dialogue in terms of two localized
voices. (Wertsch, 1991, p. 144).
Here, Wertsch explains how he sees the intersection of people, discourse, and context
inextricably acting together to create meaning. As no human action or destakes
place in a vacuum, it is imperative that the contexts which influence both people and
discourses are considered when making meaning of people’s spoken words.h Wertsc

also argues that, because discourse is influenced by so many contextual and

12



psychological factors, it cannot be seen merely as the conversation betweeopigo pe
It must be seen as part of a larger discourse.
Heritage and Collective Memory

Collective memory provides a clear and cohesive story which can be passed fr
one generation to the next about the important moments, people, and places of any
society (Halbwachs, 1952/1992; Wertsch, 2002), and is often specific to one particular
ethnic, national, or religious group. Another way to look at the memories formed
between and about members of a particular group is through the lens of heritage.
Heritage, in the words of Lowenthal, “starts with what individuals inherit and bdgue
(1998, p. 31). However, heritage — the passing down of stories, mementos, legends,
pictures, and other pieces of the past in order to not only preserve memories of the past
but also to shape the way those pieces are interpreted by people in the presenteand futur
— can also be collective. In this way, different groups — based not only on ethnilor rac
identification, but extending to any way in which we join together, including politics
trades, common interests — collectively engage in creating and dissegthair
heritage not only to members of the group, but to other members of society as well
(Lowenthal, 1998).

As Levisohn (2004) explains, heritage is “selective, uncritical, and...geddrgat
the group to serve some purpose” (p. 4). Similarly, Kammen (1991) notes: dasta
something that suffuses us with pride rather than shame” (in Boym, 2011, p. 453). In
other words, heritage is one mechanism by which a group of people can generaje feeli

of pride, connection, and belonging around a shared past, no matter how painful or

13



violent that past may have been. The emotions generated by heritage need ratlige dir
related to critical thinking or even-handed evaluation. Heritage does not derciarad fa
accuracy — heritage and collective memory are more concerned witingreatear,
linear story than with ensuring historical accuracy.
For this reason, heritage and collective memory are sometimes positioned in
opposition to history (Wertsch, 2002; Nora, 1989; Novick, 1999):
To understand something historically is to be aware of its complexity, to have
sufficient detachment to see it from multiple perspectives, to accept the
ambiguities, including moral ambiguities, of protagonists’ motives and behavior.
Collective memory simplifies; sees events from a single, committedquinge,
is impatient with ambiguities of any kind; reduces events to mythic archetypes
(Novick, 1999, p. 3-4)
Lowenthal characterizes the relationship between heritage and histdaylgim
History tells all who will listen what has happened and how things came to be as
they are. Heritage passes on exclusive myths of origin and continuance,
endowing a select group with prestige and common purpose. History is enlarged
by being disseminated; heritage is diminished and despoiled by export.
(Lowenthal, 1998, p. 128)
Both Lowenthal and Novick clearly distinguish between history and heritage, and
Lowenthal’s point that heritage belongs to “select groups” is particukadyant to this
study. Heritage belongs to a particular group and is a way in which a group tzam sus

itself through generations. History, on the other hand, belongs to a multitude of groups.
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While a heritage story about a particular event, such as the Great Famine
Ireland, passes a particular viewpoint and understanding of that event down through
generations to members of the group who experienced it, the history of that event would
allow for multiple perspectives in the recounting of the event. To continue wir#at
Famine example, people of Irish descent might tell a specific story bedsk neglect
by the British government that directly led to the deaths of approximatelyndlion
Irish people. Historians, however, may examine and evaluate the decisionsyniagle b
British government in a more measured and critical fashion. While both heaitdge
history would acknowledge the lasting impact of the famine on Ireland ahgé&aple,
the heritage story would likely be more linear, simplistic, and focused on the iafpact
the famine on Irish people. The historical story would be more focused on an empirical
analysis of available documents and artifacts in order to develop a more nuasced a
complex narrative. The present study seeks to develop an understanding of how students
make sense of the past when they must contend with both history and heritage.

Létourneau and Moisan (2004) endeavored to discover how, when, and why
young French Quebeckers of French-Canadian heritage encounter and afgptoeri
mainstream narrative about Quebec’s past. The authors posit that youngexédpte'a
melancholy, nostalgic awareness centering on the idea, the concept, of a @hnquere
reclusive people, abused by others and always fearful of reclaiming thaiytdgs.

116). They argue that young people are first exposed to this collective memory by thei
families and communities as children, and that the frameworks developed during this

time — which are grounded in heritage stories — endure as students are introduced to new
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information throughout their school experiences. They review the other placegstude
may learn this history — secondary school, college, and university — and surmibe that
childhood frameworks can only be altered or disrupted through careful and intentional
work by teachers and will likely only happen at the university level. The authors
conclude that the collective memory passed on to children by their families and
communities is very strong and durable, and is not easily unseated. In other woeds, thes
authors posit that heritage stories are stronger than historical inquiry in thepteset
of students’ understandings of the past.
Students’ Historical Thinking, Understanding, and Empathy

Students’ interactions with history have been conceptualized through a variety of
lenses. There are those who have looked specifically at students’ higtarikalg
(VanSledright, 2002), historical understanding (Seixas, 1993), and historical empathy
(Foster & Yeager, 1998). These conceptualizations are necessarilglaiesty as
elucidated by Grant (2001). Their commonalities involve asking students to iaterrog
multiple sources, question bias and authorship, and consider multiple sources in the
pursuit of a full and complex interpretation of history. For the purposes of this ktudy,
use the term “students’ historical understanding” to encompass these varicejstionsc
of students’ meaning-making of the past. Further research has complicated/thie
which we view students’ interactions with history by investigating howatial, ethnic,
national, and religious backgrounds of students impact these interactions (Barton &
Levstik, 1998; Epstein, 1998, 2000; Schweber, 2008; Wills, 1996), as well as the myriad

contexts (home, school, community, media) in which these interactions occur (Wineburg,
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2000, 2001). These studies have revealed the importance of considering students’
backgrounds when looking at their interpretations of U.S. history. However, there has
been little work which examines how students’ backgrounds impact their understanding
of global or world histories.

Students’ constructions of historical narratives. Research which examines and
uncovers the way students construct and understand the narratives of different nations has
focused primarily on the U.S. narrative. There is also a body of researd¢hexihitines
the narratives students in other countries construct about their nations’ pagiodies
of research demonstrate the complicated and often veiled work students must do in order
to create for themselves an understanding of the past that is meaningfubaadtrel

Students’ construction of the U.S. narrativelhe U.S. narrative is well-
documented as being focused on progress, with a continuous quest for freedom and
equality. VanSledright's (2008) review of research investigating the wayHistory is
shaped and taught in public school classrooms examined both the role of textbooks in the
U.S. classroom and the available empirical research about U.S. history tesawthing
learning. VanSledright demonstrates that a “triumphal national narrfivé37) is the
centerpiece of history education in the United States. He argues thah#missaon of
this narrative in public school classrooms perpetuates the handing down of a spekific
exclusive heritage, and therefore precludes students from truly engagiogiry about
the past.

Barton and Levstik have examined, individually and together, the role of narrative

in history teaching and learning (Barton and Levstik, 1998, 2004; Barton 1997, 2001;
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Levstik 1986, 1995). They have used a variety of qualitative research methods (e.g.,
interviews, photo elicitation exercises, and participant-observation), to deatertbt
powerful structure that narratives provide both teachers and students in thie S1aites

as they seek to frame and make sense of the past. Additionally, they corhpatljug
that the overarching narrative of U.S. history is one of “progress and freedom” (2004,
167) and underscore how students frame complex issues, such as persistemidracial a
class-based inequalities, in a way that supports the primary narrativeadiindtseeing
persistent inequality as evidence that the narrative is flawed, Bartoreastikitheorize
that students see these issues as evidence that freedom for all can be fogrelagitis
and people such as the Civil Rights Movement and Martin Luther King, Jr.

Wertsch and O’Connor (1994) conducted a study of essays written by 25 college
students about the origins of the United States. The students focused on the colonization
of the United States and the American Revolution. Similar to Barton and Levstik, the
students in the Wertsch and O’Connor study integrated the oppression of Native
Americans by Europeans into the “progress and freedom” narrative by ackniogledg
the oppression of the Native Americans by the European settlers while imhigirtbis
oppression was an unfortunate but necessary part of U.S. history.

Wineburg and Monte-Sano (2008) asked two thousand U.S. high school students
to list the most famous Americangthoutnaming presidents. Four of the ten most
frequently named people were African American: Martin Luther King, dsafParks,

Harriet Tubman and Oprah Winfrey. In their analysis of the students’ response

Wineburg and Monte-Sano (2008) argue that the U.S. narrative of “progress and
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freedom” has come to include a quest for equality. The authors optimisticalgssugg

that the students’ apparent establishment of the civil rights narrative withactbpted
“progress and freedom” narrative signifies an acceptance of thysastqart of “who we

are... and perhaps whom we aspire to become” (p. 648). However, it is also possible that
the students’ inclusion of a quest for equality in the broader “progress and freedom”
narrative demonstrates their inability to think outside the parametdris @stablished
narrative.

Wineburg, Mosborg, Porat, and Duncan (2007) conducted a qualitative study
which examined how fifteen young people and their families thought about the Vietnam
War. Four of the participating families were headed by at least oesttenrn outside
the United States. One family identified as African American, one aga\amnerican,
and one as Asian American; the remaining twelve families idedt#fs Caucasian. The
authors found that several forces, including collective memory and a “cultural
curriculum,” outside of the students’ schools influenced their understanding of tiegel Uni
States’ involvement in the Vietnam War. Though the students in this study had been tol
different stories about this history by their parents and attended diffeheiscthey all
constructed remarkably similar narratives about the Vietnam War. Winebaitg e
attribute this phenomenon to the power of media and other aspects of a “cultural
curriculum.” This study highlights the important role that families, comnasiand
media play in shaping students’ narratives about specific events.

John Wills’ (2011) study, which examines how schematic narrative templates

may aid in students’ misremembering of history, provides insights into how students
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prior historical knowledge or understanding influences their ability to accomenoea
or conflicting information into their existing narratives. Wills used a tptale case
study design to research students in two fifth grade classrooms and one fadeth gr
classroom. Data collection involved the videotaping of almost every social destien
in each classroom for one academic year, interviews with the teachersrapibs]
student focus groups, and document analysis. In an attempt to understand why students
were narrating history in ways that glossed over or ignored significaoespad
information presented in the classrooms, Wills concluded that the students maygbe us
existing narrative templates to make sense of what they were learniligaMyues that
the templates were so strong that students were unable to accommodate new knowledg
even if it did not directly conflict with what they already knew.

Students’ constructions of global narrativeS.here is a growing body of
research which examines students’ constructions of national narratives otitbide
United States. Barton has done extensive research with students in Noriaed) Ire
some of which is cited in Barton and Levstik (2004). The authors make a point of noting
that the “progress and freedom” narrative is not relevant to students in Nortienalir
“in areas of longstanding and seemingly ineradicable conflict, storiestofitas
progress may have little resonance with the daily experiences of ditliges or adults”
(p. 172). Barton and McCully have also looked at historical thinking and the role of
narrative for students in Northern Ireland (2004, 2010). In their 2010 study, they
conducted interviews with 253 students in Northern Ireland between the ages of 11 and

14. The interviews began with a photo-sequencing task which led to open-ended
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interviews, and were primarily conducted with pairs or small groups of studdmts. T
authors found that “students navigated among these multiple sources in a conscious
attempt to refine and extend their historical understanding” (p. 156). The sources the
authors refer to are “home, school, popular culture, and the community” (p. 156). The
findings presented in this article are particularly relevant to the presdyt at they
indicate that students are adept at filtering information from multiple egard
developing historical narratives which can accommodate multiple, sometimes
contradictory, perspectives.

Peter Seixas has written extensively (1993, 1994, 2004) about students’ historical
consciousness, often focusing particularly on Canadian students. Some of his findings
(1993) provide further evidence that students’ families have significant inéuerer
their historical understanding. As Seixas deliberately profiled six swideat
multicultural setting, he was able to shed light on the ways in which minorityngsude
assimilate school and family histories. By interviewing each eleygatle student
twice, as well as observing the students’ social studies classes, Sasxabla/to learn
more about how students’ conceptualized and understood history. Perhaps
unsurprisingly, his findings indicated that the “students' social studieg<laase been
apparently unable to integrate the insights from their family experiencetheit formal
historical study” (p. 321). Seixas goes on to explain the potential impacts of this
circumstance:

Whatever history is "official” in such a class is likely to include moreernedt

that is insignificant and less material that is significant to these student
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Conversely, the benefits of including family histories are greater, given the

variety of historical topics to which a heterogeneous class has been exposed. (p.

321)

Here, Seixas describes the potential benefits of incorporating students&dastories

and experiences into the history classroom for both the students whose fanst@mei
are being discussed and for their classmates. When students’ familyebisi@ri

included within the “official” curriculum of the history classroom, Seixasi@sgthe
students in question are more likely to be engaged in school history and their @eers ar
more likely to gain a broader understanding of history.

Impact of students’ backgrounds on historical understanding.As students in
schools across the United States are becoming increasingly diverseshesehave also
become interested in and attuned to the impact students’ ethnic, national, racial, and
religious backgrounds have on their historical understanding. Terrie Epstein’s (1998,
2000, 2009) seminal work has examined the differences in how African American and
European American students use knowledge they have gained from theirs@amdlie
their history classes to interpret U.S. history. She conducted a mixedewsatindy of
two U.S. history classes (1998), in which 49 of the 59 students enrolled in the classes
completed a questionnaire about important events and heroes in US history. In order to
gain a better understanding about how the students thought about these events and
people, she and a research assistant conducted qualitative interviews with 19 of the
students (ten African American and nine European American). Most of the Buropea

American students did not see disparities between the histories they leamehddir
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families and those learned at school, and their narrative frameworks magtgdalvith
the ‘progress and freedom’ narrative cited earlier. However, theafsfflhmerican
students were less likely to see cohesion between what they had heard friym fami
members and what they heard from their teachers and textbooks. The school history
tended to view racism, discrimination, and prejudice as historical artitahter than

facts of life — which did not resonate with the experiences of the Africaniganer
students or their families. Therefore, the African American studemted to view

school history as*white people’s history™” (p. 419). These findings are telling, in that
they reinforce the notion that students’ backgrounds and family experiences can
profoundly impact their historical understanding, and that the family historregofity
students may not align with the mainstream narrative as closely as those of the
European American counterparts.

Sohyun An (2009) conducted a qualitative study with 42 U.S. Korean high school
students that focused on the impact of the students’ migration backgrounds on their
historical understanding. The author found that the migration backgrounds of the
students heavily influenced their understanding of U.S. history. Within the broader
category of “U.S. Korean” students, An was able to identify three sub-grogesrds
generation Korean immigrants (“American-Koreans”), transmigrasio had moved to
the U.S. for high school after completing primary and middle school in Korea @HRore
Koreans”), and transmigrants who had moved back and forth between the United States
and Korea throughout their schooling (“Bicultural-Koreans”) (p. 769). She found that:

“the difference among the identity groups seemed closely, if not exdiysiekated to
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the different educational experiences of the three groups due to their diffegeation
histories” (p. 770). These differences were related to students’ knowledge of th. his
and their interest in history in general. However, she also found that schoblewas t
primary source of information about U.S. history for all three groups of students. Thi
study is quite informative, as it cautions researchers and teachers fromrasthat all
co-ethnic students will have similar views of history, as well as demtngtthe

powerful role schools play in disseminating national histories to first and second
generation immigrant youth.

Carla Peck (2010) conducted a phenomenographic study of twenty-six ethnically
diverse twelfth grade students in Canada that examined how the students’ ethnic
identities impacted their understanding of Canadian history. Students were asked to
discuss how they viewed themselves ethnically, instead of the researctpeingssi
students labels which may have occluded the complex and dynamic ethnic iddmities
students had constructed for themselves. Students were then engaged in a photo-
elicitation exercise and small group interviews. Peck found that, for all genty
participants, the students’ ethnic identities impacted their understandanatliian
history and also impacted their construction of a Canadian narrative. Pecishase
important, in that she sought to explicitly uncover how students’ self-described ethni
identities impacted their historical thinking and understanding.

Terzian and Yeager (2007) used a qualitative approach to examine how seventy
high achieving Latino (primarily Cuban) eleventh grade students in Advancashi®iat

U.S. history classes understood events, people, and documents to be historically
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significant. Students were asked to complete a written questionnaire anddipguarin
follow-up focus groups. The students’ teacher was also interviewed. Unlike some of the
other studies which have specifically examined minority students’ historical
understanding, Terzian and Yeager found that “the cultural identities of taese (and
predominantly Cuban) students in many ways complemented and reinforced tla¢ offici
narrative of national uniqueness and progress” (p. 76). The authors discuss several
plausible reasons for this finding, noting that the students lived in a community and
attended a school in which they are an ethnic majority, and that they belong to an ethnic
group (Cuban) that has been racialized as White.

What is striking about these studies of U.S. and Canadian students is that they
have focused primarily on U.S. and Canadian history, and the impact the students’
backgrounds have had on their understanding of these histories. However, few studies
have looked at how U.S. students understand histories with which they have a heritage
connection. The present study will continue the line of research into studersthist
understanding by investigating how U.S. students construct these narrativegh As w
previous studies in this vein, this study will take students’ racial, ethnic, ,saxdhl
religious backgrounds into consideration, as these characteristics arquofee

influential on students’ historical understanding.
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Design and Methodology: Introduction
The goal of this study was to answer the following research questions:
1. What narratives do students construct about significant events with which they
have a heritage connection?
c. What meaning do students attach to events with which they have a
heritage connection?
d. What reasons do students give for constructing their narratives?
e. Who influences students in their narrative constructions?
2. What sources do students trust in the construction of these narratives?
f.  Why do students trust these sources?
g. Do students with different heritage connections trust the same types of
sources (e.g., family, school, media, friends)?

This qualitative study used a multiple case studies design to develop an
understanding of how students mediate the various stories they hear about the past. Thi
design allowed me to investigate these understandings in depth within and laeross t
focal topics. | focused on students who have heritage connections to the subjects they
were studying in school in order to gain insight into the ways in which studemtscinte
with and make meaning from the available “stock[s] of stories” (Wertsch, 1998).

Due to the sociocultural influences on this study, it was very important to examine
the multiple contexts in which the focal students operate. We know that students are not
blank slates, but that instead they come to the classroom with a wealth of exgear@hce

opinions. Therefore, in this study | acknowledged and investigated the importance and
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role of the multiple contexts (e.g., school, culture, gender, peer relationships) rorand f
which students construct historical understanding. A qualitative approach aftoviied
use of a variety of research methods, namely interviews, observations, and document
analysis, to explore and consider the role of context.

The cases in this study were bounded in two ways. First, the focal topics (the
Vietnam War, the Cultural Revolution, the Holocaust) provided a boundary. This means
that the school, students, parents, and teachers related to each focal topmecoanpr
single case. In this way, there are three cases which make up this stubig(se 1).

Within these three cases, however, each student constituted a case. Theastudsat

was bounded by the people (her parent(s) and teacher) and documents (homesgork, cla
assignments, other curricular materials) which directly impactedtident’s narrative
construction. See Figure 2 for an example of the structure of these case boundaries.

Figure 1. Primary Case Boundaries

The Study

The Vietnam War The Cultural The Holocaust
Revolution
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Figure 2. Secondary Case Boundaries — The Vietnam War Case

The

Vietnam Wa

Focal Focal [ Focal} [ Focal}

Student Student . Student . Student -
) =) ) )
Parent | Parent | Parent | Parent |
@@ @@ - @@ @@
Teacher | | | Teacher| | | Teacher | | | Teacher | |
@@ @@ - @@ @@

Settings

I chose three public high school classrooms in which the focal topics were taught.
The focal topics are: the Vietnam War, the Cultural Revolution, and the Holotaust.
chose these topics for several reasons. First, in order to maintain paritgrbétere
topics, | believed that the units would be of similar length, lasting appradinfate
days. Second, the topics are contained in the national World History standar@dsiésr gr
7-12', and therefore it was likely these topics would be taught at a variety of public
schools during the 2010-2011 school year. Third, these events occurred more than 30

years ago and therefore the students would be at least one generation removee from t

! For details, sebttp://nchs.ucla.edu/standards/world-standardsBta®.
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events, and the collective memories about the events would have had similar amounts of
time to coalesce. Finally, these events can be categorized as “defonmgnis” in the
histories of these communities. No matter what stories the students, pasetistse

and communities tell about these events, it was unlikely that the study particimarid

be unaware of their significance to the community.

The criteria for choosing the three classrooms were relativelyesiniplorder to
ensure that | was able to recruit the necessary number of students pwpioca
focused my study on public schools, and their surrounding communities, which have
large populations of people who identify as Hmong (Vietham War case), Chinese
(Cultural Revolution case), or Jewish (Holocaust case). | focused my seanaih
schools (grades 9-12) with the aim of finding three groups of students of the same grade
level, though it was not a requirement. By reaching out through my personal and
professional networks, | was able to find three teachers working in schdols wit
significant student populations identified as Hmong, Chinese, and Jewish.

These initial searches for teachers and schools were conducted via el
friends and colleagues describing my study and asking if anyone knew of a tgache
school that fit my criteria. | received emails back from two colleageksating that
they knew teachers who may be willing to participate. One teacher siasddms’, in
whose classroom | based my study of the Hmong students and the other teadier was
Harris, in whose classroom | based my study of the Jewish students.védeariemail
from Mr. Larson, who had received my original email from a colleague atidgchis

interest in having his classroom serve as the base of my study of the Chinesis stude

2
All names are pseudonyms.
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Thus, by the end of the Fall 2010 semester, | had identified the three classrooms and ha

received approval from the three districts, as well as the University ofdgina

Institutional Review Board, to conduct my study.

Due to the placement of the units in which the focal topics were taught within the

scope and sequence of each school’s curriculum, data collection took place during the

Spring 2011 semester. Table 1 identifies the names of the schools, teachers, aad course

in which | collected data for each of the three groups, as well as the montrcindakea

collection took place. Each of the three schools, teachers, classrooms, and focal topi

units are described in greater detail in Chapters 4-6.

Table 1

Participating Communities, Schools, Teachers, Courses, and Month

Focal Community School Teacher Grade, Course Month

Group Level

Hmong | St. Paul, MN Garfield High| Ms. Armstrong | 17 A.P. U.S. January
School History

Chinese | Los Angeles, CA Franklin HighMr. Larson g World March
School History

Jewish | Chicago, IL Washington | Ms. Harris g Humanities | May
High School

There are several ways in which the makeup of the three focal groupedevia

from the original study design. First, | was unable to locate threlegiesaof the same

grade level who were working with the requisite student populations, teaching thiee of

desired topics, and willing to participate in this study. Therefore, the Hmatenss

were in the 11 grade at the time data collection took place, while the majority of the

Chinese students and all of the Jewish students were iff ty@®e (one of the Chinese
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students was in the f@rade and was taking th& grade World History class). Also,
the lengths of the three focal units varied more than | had anticipated. Tharviétar
unit consisted of two 90-minute class periods, the Cultural Revolution was taught within
a unit on China from 1949-1989 that consisted of five 50-minute class periods, and the
Holocaust unit consisted of twelve 42-minute class periods.

Ms. Adams had anticipated that she would spend more than two class periods on
the Vietnam War, and in fact | observed her classes the two days prior totienVie
War unit based on her initial planning; however, inclement weather and the approaching
end of the semester forced her to truncate the longer unit. While the Vietham War unit
was shorter than | had expected, the Holocaust unit was longer than | had expbkiged. T
was due primarily to a co-teaching arrangement between Ms. Harrlsgtbey teacher
in whose room | conducted observations) and Ms. Marshall (the English teatther wi
whom she sometimes co-planned and co-taught the Humanities course). Therefore, of
the twelve 42-minute class periods, six were spent with the students®fpenidd (the
period in which | observed Ms. Harris’ history class) reading Elie WeeNigyht aloud
with their peers from Ms. Marshall’S'period English class. Since the students from
Ms. Harris’ first period history class attended Ms. Marshallk®sd period English
class, and vice versa, Ms. Harris and Ms. Marshall were able to comhbmsvthelasses
for the first two periods of the day for three days.

Data Collection
The primary method of data collection in this study was interviewing. |

conducted semi-structured interviews with the focal students before andhajter t
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learned about the focal topics in school. |intended to conduct all of the first intervie
for each group of students prior to the start of their specific focal unit; howevdn due
some miscommunication and scheduling issues, one student in each group was
interviewed after the start of the unit. Each of the students participated in both
interviews. | also interviewed each student’s parent(s) and teachers amgay D
interviews with the students and parents, | asked the interviewees to talk abobépow t
understand and interpret the heritage event, where they learned about it, aleelihgs
about the event. The interviews with the parents also included questions about how and
why they pass these stories on to their children, and were intended to provide @odtext
background for the students’ interviews. The student interviews included quedtarts
where and from whom they remember learning about the event. | interviewed the
teachers about their expectations and goals for teaching these topics)tdresmav data
alsoprovided context for the students’ narratives.

| audio recorded and transcribed verbatathinterviews (students, parents,
teachers). The students’ first interviews each lasted approxind@ahnutes and their
second interviews approximately 20 minutes. The parents’ interviews séaih la
approximately 40ninutes. The teacher interviews each lasted approximately 40 minutes.
The students’ interviews were conducted at the schools during students’ lunch periods
after school, at their homes, or at local coffee shops. The parent intervieavs we

conducted at their homes or at local coffee shops. The teacher interviewondueted

% While each of the interviews was transcribed vénancluding pauses, “um,” “uh,” and “like,” the
guotations that appear in this manuscript have eeaturalized (Oliver, Serovich, & Mason, 2005) an
these words have been removed so that the fukkfofthe participants’ words is clear to the readetid
not remove any other words from the transcribeerinéws in the writing of this manuscript.
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in the teachers’ classrooms. The decisions about where and when the intevglews t
place were made on a case-by-case basis and at the convenience of thevagsrvie
Student Interviews

It is important to note that this study follows in the footsteps of several of the
projects outlined in the literature review (Barton & Levstik, 1998; Barton &My,
2010; Epstein, 1998; Wertsch & O’Connor, 1994; Wineburg, Mosborg, Porat, & Duncan,
2007). These studies all asked students to tell parts of the stories they understood about
their national histories. While the settings and foci of the studies differ, tivdseused
in the studies are somewhat similar. Several of the studies used a picturesggue
activity as an interview prompt, while others used a writing activithagrompt.
Importantly, they all sought to understand how students make historical meaning. The
interview questions which followed the visual and written prompts then asked students t
describe their understandings of history more thoroughly, and to reflect on the sources
they trusted in the construction of those historical understandings. These weldexs
rich information about students’ historical thinking, and therefore | used simiéawiew
methods with the students in this study.

| provided the students with a written prompt with several questions about the
focal topic followed by questions which probed the reasons why students constructed
their narratives as they did (see Appendix B). Additionally, | asked wher¢hibieght
they learned about the focal topic. Because these were semi-structungevrgiethe
interview questions served as starting points for my conversations with thetstutle

was then able to probe the students’ answers, follow up on their statements, anchask the
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to reflect on their ideas. For example, in her first interview, Pa stateshthdelt that the
Vietnam War was “a genocide.” Intrigued by her answer and uncertairtivehaord
“genocide” meant to her, | asked her to explain in more detail what she meant by her
answer.
Parent and Teacher Interviews

Prior research (Wineburg, Mosborg, Porat, & Duncan, 2007) has demonstrated
that parents and children often have different views of history. Additionalgn ghe
theory driving this study, it seemed critically important to speak with trentsand
teachers of the focal students in order to examine more closely the soudeggssimay
use and trust in the construction of their heritage history narratives. The patent a
teacher interviews did not begin with a writing prompt, but were otherwise quitars
to the student interviews (see Appendix A). The semi-structured interviews began b
asking the parents and teachers to narrate the history of the focal evegtkamther
remember it, and then consisted of follow-up questions which interrogated whether and
why they felt these histories should be taught in public school history classrooms, how
the parents have discussed these histories with their children in the past, and how the
teachers have thought about teaching these histories in light of their hewidey® s
populations. Again, the semi-structured interview format allowed me to ask fotiow
guestions and probe the interviewees’ answers. For instance, Deborah’s fatger shar
that his work as a professor of literature focuses on the representations af Jews i

Renaissance and @ gentury literature. | was then able to probe the connections he saw
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between his work and his identity as a Jew and what, if any, connections he saw between
his identity, his work, and the Holocaust.
Observations

| visited the schools to observe all of the class sessions during the focal Umats. T
purpose of the observations was to inform and complement the student interviews.
During these observations | took detailed field notes about the events of theortags
that day. | paid particular attention to the contributions of the focal students to class
discussions and documented their body language and general demeanor daing clas
(were they fidgeting or chatting with neighbors, were there moments wdechesl to
catch their interest, etc). | was able to observe that Calvin, for example, firadtyif
sitting still and facing the front of the classroom, as his teacher would hdee¢gue He
was constantly shifting in his seat, laying his head on the desk, and turning around to talk
to the girl sitting behind him. | took particular notice of Calvin’s behavior on thdday
Larson showed the students a documentary about the Tiananmen Square uprising in 1989
because he ceased his constant motion and seemed riveted by the images and sounds of
the film. We were then able to discuss his reaction to the movie during his second
interview. Had | not been in the classroom, | may not have known to ask Calvin about
the film. Additionally, being in the classroom during the focal units provided a common
point of reference during the students’ second interviews and fostered rappodrbetwe

the students, teacher, and me.
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Document Collection

| collected copies of almost all materials (homework assignmentsngsadi
videos, essays, pictures, tests) used or created during the units. These reateedlas
an important data source with which to triangulate the stories students tolat in the
interviews and to inform the interviews themselves. The materials variegsbyand
not all students could locate essays or tests that had been returned by theis.te&ch
more detailed description of the materials collected for each case can be found in
Chapters 4-6.

Participants

Students

My goal was to recruit six participants per group, as | had determined thatd woul
need at least four participating students per group and wanted to allow famattAt
total of 17 high school students participated in this study — 4 Hmong students, 8 Chinese
students, and 5 Jewish students. While all of the students were not in the same grade, the
students within each group were all in the same history classes and haddheazher.
All four of the Hmong students were in Ms. Adams’ fourth period A.P. U.S. History
class, the eight Chinese students were split between Mr. Larson’s secorxtlapdrsbd
World History classes, and the five Jewish students were in Ms. Hastgddriod
Humanities class. See Table 2 for a list of the student partictpakdsiitionally, each

student is profiled in much greater detail in Chapters 4-6.

* Given the nature of the study and the importariteestudents’ heritage, the students’ pseudonyers
chosen to reflect their given names. Students trétthitional ethnic names were given ethnic pseydmn
and students with Americanized names were givenriagized pseudonyms.
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Table 2

Participating Students and Parents

D

Student Name | Age| Grade | Gender | Place of Birth | Parent Nam
Hmong Case, Garfield High School, St. Paul, MN. Teacher: Ms. Adams

Brandon 16 11 M U.S.A. Gary
Isabelle 16 11 F U.S.A. Noné
Pa 16 17 F Thailand (refugee camp) May
Theresa 16 M F U.S.A. Valerié
Chinese Case, Franklin High School, Los Angeles, CA. Teacher: Mr. Larson

Calvin 14 M U.S.A. David
Emily 15 10" F U.S.A. Francine
Grace 14 5 F China Harriet
Joseph 14 B M China llené

Lin 14 d" F U.S.A. Martin
Naomi 14 g F China Julia
Olivia 15 d" F China Pamela
Zachary 14 ] M U.S.A. Rob & Laura
Jewish Case, Washington High School, Chicago, IL. Teacher: Ms. Harris

Aaron 15 g A U.S.A. Barbara
Deborah 14 9 F U.S.A. Eli
Michelle 14 g F U.S.A. Nadine
Ryan 14 g M U.S.A. Carld
Sophia 14 ] F U.S.A. Wendy

!Isabelle’s father’s ill health ultimately preventein from participating in the interview process.
“These parents were interviewed with the assistahaa interpreter.

*Two parents chose to answer the interview questi@nemail rather than participate in in-person
interviews. Both parents cited their busy scheslaled many commitments as reasons why they were
unable to participate in the full interviews.

Recruitment. The recruitment process for each group was slightly different. |
will describe the recruitment of one group of students in detail, and then discuss how the
recruitment of the other groups deviated from this example. Once | had found the three
teachers and received permission from the three school districts to coléefrrdaty
study, | began working with the teachers to develop a plan for student recrutiatent t
would cause the least amount of disruption to their classes. In order to introduce the
Hmong students to the study and allow them time to talk with their parents about
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participating, | first visited Ms. Adams’ class on January 10, 2011. She had daticipa
beginning her unit on the Vietham War on January 18, and we agreed that introducing the
study one week prior to the start of the unit would allow ample time for studeptsiio r

the consent forms signed by their parents and to schedule the first interviekes for
participating students. | visited Ms. Adams’ fourth period A.P. U.S. Hisflass, as she
believed there were more Hmong students in her fourth period class than in her other
classes. |introduced the purpose of the study and told the students that the only
requirements to participate in the study were that the students must idemigethes as
Hmong and that a parent or guardian must also agree to be interviewed. | totdahem

if they wanted to participate, | had a packet containing an assent form ftudbats to

sign and a consent form for parents to sign (see Appendix B). Anticipating that some
parents may not have been literate in English, | had had the parental consent form
translated into Hmong and had included both the translated and original documents in the
packet | gave to students.

Unfortunately, only one of the Hmong students returned the consent form in the
first few days after my introduction of the study. | grew concerned aboladkef
response and spoke with Ms. Adams about how we could motivate more students to
participate. We decided that offering students a small incentive — two $5rddt-€a
might help. | received approval from my advisor and the University of Minnesota’s
Institutional Review Board, and the next day Ms. Adams announced in class that all
students who completed the first interview would receive a $5 gift card and, upon

completing the second interview, another card. This incentive, combined with some
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cajoling on Ms. Adams’ part, proved fruitful and three more students volunteered to
participate. During this time, | scheduled the first interviews with eattiedour
students. | was able to interview three of the four before the Vietham Wiregan,
though one student’s first interview occurred after the first classgoefithe unit.

Given my experience recruiting the Hmong students to participate inugtl Pa
was wary about my prospects in Los Angeles with the Chinese studentsrstThednge
| made was to write a letter of introduction to the parents to accompany the donssnt
| would give students to take home to their parents (see Appendix A). As lkig as
parents for both their consent to let their children speak with me as well asvwhdime
and knowledge, | thought that perhaps a letter of introduction would aid in recruiting
parents. After discussing my recruitment difficulties with Mr. Larson |éeted to offer
his students extra credit for participating in my study. For those studeataeve
ineligible or chose not to participate, he offered a comparable extra credit.ops Mr.
Larson rarely offered his students extra credit, this proved to be a powerful wotivat
Mr. Larson also invited me to speak to all three of his World History classes daythe
introduced the study to the students. For these reasons, eight Chinese students
participated in this project; four in the second period class and four in the sixth period
class. Therefore, | observed both the second and sixth period classes.

The experience of recruiting Jewish students was slightly different thathire
two groups. Ms. Harris knew that several of her Jewish students would be missing
school the week before she was planning to start her Holocaust unit as part of their

observance of the Passover holiday. Therefore, it was necessary to introdusdtie st
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the students several weeks prior to the beginning of the Holocaust unit. Ms. Harris a
decided that she would introduce the study and pass out the consent forms, as well as my
email address and phone number, and encourage students and their parents to contact me
with any questions. | was contacted by two students and one parent via email, all of
whom participated in the study. | visited Washington High School during the week prior
to the beginning of the Holocaust and met two more students who had volunteered to
participate. This brought the total number of Jewish participants to five.
Parents and Teachers

It is important to include the students’ parents and teachers among the pagicipa
of this study, despite the overall focus on students’ narrative construction, béwause t
perspectives have presumably influenced the students’ understandings gf Histor
majority of the parents | interviewed were willing to speak with me elibeause they
wanted to discuss their knowledge and experiences or were simply happy to help thei
children with a project for school. As the study was situated primarily in u®kand
my first contact was with the students, the parents were esserga@liljted by their
children. | was able to conduct face-to-face interviews with one or both pafents
fourteen students. Two parents chose to complete the interview questionsilzenema
one parent was unable to complete the interview due to his illness. After spedking w
Ms. Adams and Mr. Larson, | was advised that all of the Hmong and Chinese parents
were first generation immigrants and | should be prepared to employ the seifvice
interpreters for any parents who felt more comfortable speaking in igie tanguage.

Two of the Hmong parents and two of the Chinese parents were interviewed with the
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assistance of interpreters, and one of the Chinese parents was intervidwieer w
daughter present in order to assist with interpretation should the need ariseth@/hile
parent interviews do not play a central role in the analysis presented in seidatien,
they were helpful in providing context and background when analyzing data collected
directly from the students (interviews, observations, documents).

| interviewed each of the teachers in order to best understand what they wanted
their students to learn about the focal topics and how they tailored their planning and
teaching of the focal topics knowing that they would be teaching students who had
heritage connections to the topic of study. | interviewed each of the threerteance;
Ms. Adams was interviewed at the conclusion of the Vietnam War unit, Moor_aras
interviewed prior to the beginning of the Cultural Revolution unit, and Ms. Hargs wa
interviewed in the middle of the Holocaust unit. Due to the teachers’ busy schedules and
to show my appreciation of their willingness to participate in this project,ittieiviews
were conducted at their convenience. | do not believe that the timing of the ingerview
impacted the teachers’ responses to the interview questions.

Data Analysis

| used grounded theory (Glaser & Strauss, 1967) to guide my data analysis.
Grounded theory allowed me to generate themes and categories from the \aanioes s
of data (interview transcripts, observation field notes, collected majdhatsvere
directly related to my research questions. | began the coding processlimgrthe
interview transcripts and looking for the different ways in which the studdkésltabout

the focal event. For example, when reading the Hmong students’ transcoptsed bt
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the stories they told about the Vietnam War. | would underline in blue pen anyavords
phrases which were directly connected to my interview and research questions. For
example, one of the interview questions asked students if they felt impactedidgathe

event. |then underlined and noted the Hmong students’ response to this question, as well
as any other instances in which they discussed the lasting effects ofr thie iaong

people. Therefore, when | was reading Brandon’s transcript and he stated “itcchange
everything...in Hmong families. It's just not some Hmong families, it cedng

everybody’s family,” | underlined his words and wrote “impact” in the nmaofithe

printed transcript.

After completing this initial open coding with all student, parent, and ¢éeach
interviews, | engaged in axial coding, where | generated new, broadervdoidas
encompassed the original codes. Throughout this process, | constantly corifilased (
& Huberman, 1994) the initial codes with the new, broader codes to ensure that the
participants’ words and thoughts were accurately reflected in the codemstaoce,
after reviewing Brandon’s comments and the comments of his peers, | developed the
code “why we’re here” which encompassed all of the Hmong students’ ideasoalecait
the impacts of the Vietnam War. During this process, | constantly referreel to t
students’ words in order to make sure that the codes were truly representdia/e of t
students’ ideas and understandings.

Finally, | engaged in selective coding from the axial codes and againanp
the themes which | identified during this final round of coding with both sets of prior

codes to ensure that the themes accurately and honestly represented thetheas of
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participants. As the analysis progressed, | was vigilant in continuing to compa
students’ words between and among cases as | built themes from the axial and open
codes. To aid in this process in the cross-case analysis, | created a teblmade it
easier to compare the themes across cases (see Table 3 below).

Table 3

Excerpt of Selective Coding Cross-Case Comparison

Vietnam War Cultural Revolution Holocaust
“Family Comes First” “Dinner Table “It's a Horrible Event”
Conversation”
“Everyone Has a Role” Never Again

“I Don't Really, Really “The Beijing Massacre Waj
Care About it That Much” | So Sad”
By
Light Gray — Importance of family

Medium Gray - Uncertainty and confusion
Dark Gray — Multiple perspectives/school knowledge

Once | was able to see the themes side-by-side, | color-coded the thetrseemed
similar and then returned to the interview transcripts to make sure thab$isecase
themes | had developed were representative of the students’ words. Foregxtapl
looking at the themes across cases, | could see that one theme in each ceecihel
idea that learning about the focal event led to the students developing multiple
perspectives about that event. | then reread my within-case analysesedhttraes and
returned to the students’ transcripts and reread my initial coding notes to nakigasur
this cross-case finding was truly representative of the students’ thodgdtigsconstant

comparison throughout the analytic process ensured that the themes are reépeesénta
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the thoughts of the participants, and that the themes continue to be directly relaged to t
research questions.

Limitations
Access

Prior to beginning this study, | anticipated that one significant limitatould be
the amount of access | would be able to negotiate with the Hmong and Chinese
communities. As a white, U.S. born, Jewish woman, | seemingly had verynlittle i
common with these communities. | did not grow up in either St. Paul, Minnesota or Los
Angeles and therefore could not even claim a shared childhood experience with the
students. As a Jewish woman and former Holocaust educator, | did not anticipating
having trouble gaining access to a Jewish community. Therefore, | was veriooasrsf
how | approached the Hmong and Chinese communities, and very much relied on the
teachers with whom | worked to guide me in this endeavor.

The community to which | had the most difficulty gaining access wastranbl
community in St. Paul, Minnesota. As | had previously anticipated needing to make
relationships with people who were trusted within the Hmong community, and certainly
with the community of Hmong students at Garfield High School, | was very foettmat
be working with a teacher who had taught in the district for many years anddedie retx
relationships with her Hmong students. Therefore, having her as an ally when |
introduced the study to the students was an important factor in gaining access to the
Hmong community. | was also very fortunate to work with an excellent interpaete

member of the Hmong community herself who believed in the importance of this work.
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She was an invaluable resource, and | am profoundly grateful for her assestanc
guidance.

While my outsider status was likely one reason why more Hmong students and
parents did not volunteer to participate in this study, | believe that the students and
parents with whom | worked were open and honest about their experiences and beliefs
about the Vietnam War. Two of the parents were interviewed with the assistdhee
interpreter and | believe her presence eased the interview procesdbamdl the Hmong
parents to speak freely about their experiences. | interviewed one Hnrengipa
English without the interpreter present. He had previously told his story to several
college classes, and was relatively comfortable discussing his expsnetitan
outsider. Therefore, while there were some boundaries still in place witmtbedH
students and their parents, | do not believe that they prevented the participarisifrgm
open and honest in their interviews.

| believe that Mr. Larson’s close relationships with his students, assubiéa
students’ and their parents’ appreciation of the extra credit option, eased adhess t
Chinese community. Several of the students and their parents double-checked with me
during and after the interviews that | would report their participation td-8son so
that the students would receive the available extra credit. Mr. Larsomevedibly
supportive of my project, and was very helpful in reminding students that they were to
meet me for an interview or opening his room during lunch or after school for me to

conduct interviews. | believe that Mr. Larson’s enthusiasm for his studentssand hi
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subject, as well as his interest in my work, contributed a great deal to niygaccess
to the Chinese community in this Los Angeles suburb.

The researcher. One of the reasons | did not anticipate having trouble gaining
access to the Jewish community in Chicago is that | am a white, Jewismwadm grew
up thirty minutes away from Washington High School. Though | have not lived in that
community for many years, | remain a member of the community on somenevel a
therefore did not find it too difficult to slip into the community as a researcherle Whi
this closeness with the Jewish participants amplified my perceptions offdrerttes
between myself and the other two groups, | think that it also hindered my ability to
conduct an in-depth investigation of the Jewish participants’ thoughts. As an outsider
with the Hmong and Chinese students, | presented as someone who did not know very
much about either the heritage events or how the students, as members ofape herit
group, understood and related to those events. The students then had to articulate their
thoughts in a way that they may not have felt necessary had | been Hmong or Chinese.
As one of the interview questions asked explicitly whether the way students (antspar
discussed the event differently if they were talking to someone of the samgeherita
group, as opposed to an outsider, the students were able to talk through some of these
differences in the course of the interview.

| was conscious during each interview of my status as an outsider or an ihsider.
endeavored to create connections where none existed with the Hmong and Chinese
students in order to let them know that | was someone they could trust. | would greet

them when | saw them in the hall, ask how their game or other extra-curricetdrhad
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gone the day before, and generally tried to present myself as an adult edhaloant
them but was not going to judge them. | was careful during the interviews not ésexpr
shock or skepticism and did my best to encourage them to share their thoughts and ideas.
With the Jewish students, | quickly realized that | was going to hawkto a
students to think of me as someone who was ignorant about the Holocaust and about the
ways in which Jews think about and relate to this event. Given my background, this was
somewhat difficult but not impossible. | had to push the students to describe what they
meant when they shrugged their shoulders or to finish sentences that they leftjhangi
assuming | could fill in the rest based on our shared heritage. Thereforel pregeime
that the Jewish students may have initially trusted me more than the HmohigpeseC
students, this initial trust and assumption of a shared understanding may haveemade t
Jewish students feel as though they did not have to be as explicit in their arssdidrs a
the Hmong and Chinese students.
Despite these limitations, | believe that | conducted a thorough, rigoralys st
and that the participants viewed me as someone they could trust with thes, sieas,
thoughts, and opinions. There were a few aspects of the study design which contributed
to the overall success of the project. First, | spent a great deal of tinlepiegend
refining the interview protocols. | deliberately aligned the questidredas the
interviews with the research questions driving this study. | consulted my advisors,
committee members, and a well-known leader in the field of history educatioen |t
piloted the interview protocols, using the Civil Rights Era as the heritage higtery w

spoke with two African American university students. | believe this prooss=réd the
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development of interview protocols which asked participants to think deeply, and to

speak explicitly, about their knowledge and emotions regarding the heritags.eve

Second, | believe my use of personal and professional networks to contact teachers who
would be willing to participate in this study fostered a trust between the teasite

myself that would not have existed had we not had mutual acquaintances. | relied heavily
on the teachers to vouch for me when recruiting student participants (as | had tiw me
students prior to asking them to participate in the study), and believe thatdreey w

willing to assist me in recruiting students to participate in part becausetisésd the

person or people who had referred them to me.
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Vietham War Case:Introduction

Teaching about the Vietnam War era is included in both the Minnesota state
social studies standardsnd the national history standdtd#\t Garfield High School in
the Twin Cities metro area, the Vietham War era is taught in U.S. histmyes. The
focus of teaching about the Vietnam War era at Garfield and other high schosks acr
the U.S. is on U.S. foreign policy decisions and the schisms those policies cahsed wit
U.S. society. For example, teachers and textbooks often focus on the chronology of U.S
military and policy decisions through the administrations of Presidents Kennedy
Johnson, and Nixon, the military draft and the experiences of U.S. soldiers during and
after their military service, and the ways in which media portrayal of énempacted
public opinion. The war is often presented as the centerpiece of an era of distord a
divisiveness in the U.S. While teachers may pick certain events about whicbhte-tea
such as the Tet Offensive, Tonkin Gulf Resolution, or the My Lai massacre — they
invariably focus on these events from a U.S. perspective. That is to say, thes foigus i
how these events impacted U.S. policy makers, members of the military, arzhsijvil
and the decisions made and actions taken by those in the U.S. in response to these events.
This focus also extends to the sub-stories told by teachers and texts about the socia
history of the time, including discussions of draft dodgers, the counter-culture, and the
anti-war movement, as well as the always-present issues of race ssd cla

This near-total focus on the U.S. regarding the Vietham War era is trgublin

because it eludes serious and sustained curricular attention paid to theneegerie

® http://education.state.mn.us/mdeprod/groups/Stalstdmcuments/LawStatute/006219. fitile Minnesota state social studies
standards were in the process of being reviewedeunsed during the 2010-2011 school year. ThelZi@ndards, cited here,
remained in effect during this time.

® http://nchs.ucla.edu/Standards/
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choices, and decisions of people living in Viethnam or the rest of Southeast Asia. Yet,
there are important histories within the larger story of the Vietham Wavhech may
resonate deeply and personally with students in U.S. classrooms. In parieukiory
of the Secret War, which expanded U.S. involvement in Southeast Asia from Vietnam
into Laos, may reflect the stories and heritage narratives Hhstungents have heard
from their families. However, this narrative is not currently part of the ldsdger
narrative, and is therefore often overlooked in schools. Consequently, Hmong students
rarely see themselves in the formal U.S. curricula about the Viethamr&var e

Until the Pentagon Papers revealed the Secret War to the public, few U.S.
residents knew that the CIA had allied with Hmong people to fight the Pathet Lao
(Laotian Communists allied with and trained by the Viet Minh and North Vietnam). The
Hmong who fought in the Royal Lao Army against the Pathet Lao were refaeé$e
the U.S.-Hmong alliance by a smart, charismatic, and tenacious geneea YWang Pao.
The CIA and General Vang Pao forged an alliance based initially on mutual needs. The
U.S. needed forces within Laos who could fight the Pathet Lao, and the Hmong needed
the supplies, support, and training that the U.S. was willing to provide (Hillmer, 2010).
However, as time went on, the partnership became less and less equal, until the U.S.
completely pulled out of the Secret War in 1973, effectively abandoning the Hmong
people who had risked their lives and their future in Laos by aligning themsetheabav
United States. Hmong soldiers continued to fight the Pathet Lao until the @essati

hostilities in Southeast Asia in 1975.

" Hmong people fled persecution in China duringgagy 1800s, and many sought refuge in the hightaadntainous areas of Laos,
becoming one of several ethnic minority groupsatibthis area home.
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Once the war was over, the Pathet Lao retained control of the country and
announced their plans to persecute the Hmong who had fought with the U.S. during the
war. While some Hmong fled Laos during the war, the post-war persecution by the
Pathet Lao spurred many more Hmong people to flee to neighboring Thailand, where
they lived in overcrowded refugee camps. Hmong leaders — primarily GermerglPao
— negotiated with the U.S. to take in Hmong refugees, arguing that the U.S. bore some
responsibility because the Hmong were being persecuted due to theilealiéimthe
U.S. This led to several waves of Hmong immigration to the U.S. A few communities
took the majority of the refugees (including Fresno, California, St. lduVénneapolis,
Minnesota, and parts of Wisconsin), and Hmong people who did not initially move to
these enclaves soon moved closer to family members. The Hmong population is now
concentrated in several areas around the U.S.; primarily in California and thed#lidw

This chapter investigates how the children of Hmong refugees understand the
Vietnam War. Four Hmong students at Garfield High School chose to participlai® in t
study, and their thoughts are represented here. First, | review thaghistiature about
both Hmong students’ experiences in schools and the teaching and learning of the
Vietnam War era. | then give a brief background about the setting of thys Gadield
High School, and Ms. Adams’ two-day Vietham War era lesson. | then introduce the
four focal students, followed by the construction and analysis of the studentsvearrati
about the Vietnam War. Finally, | provide a broader look at the meanings the students

ascribe to the Vietnam War.
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Review of Literature: Vietnam War Era Curricula

In this section, | focus on the literature which addresses the Vietnhanr&\@s a
curricular topic. A cursory examination reveals that there is a neédrfloer study of
how all students understand and think about the Vietnam War era, in particular those
students — like the Hmong — who have a heritage connection to this event. The Vietham
War era is often taught in U.S. History classes and the focus is on theeagpsyi
decisions, and impact of the war on U.S. government officials, members of theymilita
and civilians. The existing body of research reflects this focus.

The most relevant study is the previously cited work of Wineburg and colleagues
(2007). Fifteen focal students and their parents were asked to analyze a sgrae®f
from the Vietnam War era; the researchers analyzed the participesgenses to the
three photos which prompted the most discussion from the participants. All three photos
represented events which took place on U.S. soil — a veteran visiting the Vietham
Veterans Memorial, a protestor putting a flower in the barrel of a soldier's gua, @oel
war hard hat rally. The students often cited popular movies, in partieadis@st Gump
(1994), as they discussed what they knew and thought about the Vietham War. The
authors conclude that the students developed an understanding of the Vietham War in
which U.S. civilians were not supportive of the war effort, and the soldiers werdynfa
blamed for carrying out unpopular orders. Wineburg et al. demonstrate that while the
Vietnam War era narratives constructed by the students may not alwagsdbiedily

accurate, they do tend to be focused on the U.S. experience.
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Berman (1988) examined the relationship between the portrayal of the Vietnam
War in U.S. history courses and the U.S. educational system as a whole. WimiéBer
rightly notes that many U.S history textbooks do not mention the number of non-
American casualties or “attempt to understand American involvement inaviiefrom
the Vietnamese frame of reference” (p. 149), his primary focuses onahernghip
between the attitudes that allowed atrocities such as the My Lai meatssake place
and the lack of work in schools to change those attitudes. Berman’s sharp critiogie of
“sterility of curriculum and textbooks which gloss over the human reality oh&fnetin
the interests of the institutional structure” (p. 155) pushes the field to think about what
story the official curriculum is telling, and to interrogate how studentsuecei
understand, and make sense of this story.

McMurray (2007) provides a brief history of the teaching of the Vietnam Ydar e
in U.S. schools, ostensibly as a guide for teachers grappling with hoactottes Iraq
War of the 2000s. He first gives a quick overview of the evolution of U.S. history
textbooks during the 1980s and 1990s, during which time the Vietnam War gained a
place in standard textbooks (though not without the problems of many history texts,
including a lack of contextualization or examination of historical actors otheoffiaial
officeholders), and also mentions the special editiddoaial Educationn 1988 devoted
to the teaching of the Vietnam War. He then highlights the ways in which several
teachers documented their own teaching of the war, and leaves current tedgtbhers
advice that would probably serve them well in all areas of their pedadogge

guidelines included going beyond the textbook to examine the history and culture of
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Vietnam, and using oral histories, guest speakers, and student interviews todhstpss
make more personal connections to the war.

Several articles written by teachers and former teachers higstiigtegies
similar to those recommended by McMurray. DeRose (2007) guided his students
through a textbook analysis which compared the portrayal of the Vietnam War in both
U.S. and Vietnamese textbooks. Murray (2004) used a variety of oral historiels (emai
and in-person interviews, guest speakers) as the basis for his ViethamaWiait.eHe
endeavored to include multiple perspectives by having students correspond with U.S.
military veterans, Vietnamese civilians, former anti-war protestensale Red Cross
volunteers, and Montagnards from Vietnam who fought with the U.S. during the war.
Howlett (2004) engaged his high school and local college students in a study of the
Vietnam War era rooted in national, local, and school newspaper archives. He asked his
students to investigate how the teenagers and young adults who grew up during the time
of the Vietnam War on Long Island — where the students themselves also live —
responded to the war. Johannessen (2003) discusses his use of non-fiction literature in
his English classes to both help his students discuss the universal themes naturally
brought up by a study of war, and to help the students better relate to their padents
grandparents, who had lived through the Vietnam War era. All of these articlegendic
that students are being engaged in critical thinking through project-based learning
Because they are not empirical studies, the authors leave many questions about
methodology, student demographics, and implications for the teaching and learhiag of t

Vietnam War era unanswered.
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Setting, Curriculum, and Participants
Garfield High School and Ms. Adams

Garfield High School, located in the Twin Cities metro area, is set on a busy
commercial street not far from an interstate highway. The streets tdélseand back of
the school are lined with single-family homes. | spent time at Garfielchiradaand
February of 2011, when the winter sun brightly lit the massive piles of snow on each
lawn, curb, and street corner. Garfield is one of 13 high schools in a large, urbah distri
During the 2010-2011 school year, 46% of Garfield students identified as Asian, the
largest population in the school (29% identified as Black, 14% as White, 10% as
Hispanic, and 2% as American Indian). As the Twin Cities have one of the largest
Hmong populations in the U.S. (Ngo, 2006), it is likely that a significant number of the
Asian students at Garfield identify as Hmong.

Ms. Adams has been teaching high school history for over 20 years. She is a
dynamic, thoughtful, opinionated teacher who is passionately and sinceredgtiedein
developing strong critical thinking skills in her students. Ms. Adams, who rem&mbe
participating in an anti-war march with her parents when she was nine yeawlslthe
Vietnam War a “confusing time.” She used these words in both her interview and when
she introduced the war to her students.

The four focal students were in Ms. Adams’ fourth peridd grhde Advanced
Placement (AP) U.S. History class. Garfield runs on the quarter systtilack
schedule, with students taking four classes per quarter which they attend for 9@ minute

each day. The Vietham War lesson was taught over two days towards the end of the
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second quarter and took approximately three hours of instructional time. Ms. Adams had
hoped to spend two more class periods on the topic, but several snow days earlier in the
guarter forced her to amend her plans. Normally she would have had students evaluate
each others’ oral interview essays (described below) during class tineeto Bone
constraints, however, she turned this activity into a homework assignment. She also
curtailed time available for student questions as a means of shortening the unit.
Vietnam War Curriculum.

During the two-day lesson, Ms. Adams gave a PowerPoint lecture on thariet
War and showed one documentary film. The first 90 minute lesson was focused on the
war itself, and was structured around a PowerPuwihich focused on the factors that led
the U.S. to enter the war, major events of the war, (e.g., Tet OffensivieaiNyassacre,
etc.), the use of chemical warfare, and the impact of the war on the U.Seddrel 90
minute lesson was focused on the social history of the era, and was structured around a
video tittedMaking Sense of the Sixtitshich profiled anti-war protestors as well as the
Civil Rights Movement. Students were also assigned two chapters from thigioie%
titled “The Stormy Sixties: 1960-1968” and “The Stalemated Seventies: 1968-1980,"
both of which included information about the Vietham War. The Secret War was not
mentioned in either chapter. The students were assigned an oral interview skieith a
them to interview someone who had lived through “one of the stories we’ve leaed thi

guarter,” which covered the period 1930-1990, and then write about that person in a 250-

8 The presentation Ms. Adams used can be found hepef/www.pptpalooza.net/PPTs/AHAP/TheViethamWBTP

9 A six-hour documentary from PBS, Ms. Adams shoaenhe-hour segment titled “In a Dark Time,” a fertdescription of which
can be found &tttp://www.sirenvisual.com.au/Product/83.php

10 Bailey, T.A., Kennedy, D.M. & Cohen, L. (1998Jhe American pageant: A history of the reputlit” edition. Houghton
Mifflin. For more information, see herpttp://college.cengage.com/history/us/bailey/anssripageant/11e/students/ace/
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500 word essay. Finally, there was one multiple choice question on the final exam whi
dealt with the Vietnam War era and a document based question (DBQ) that focused on
the different attitudes present in the U.S. about the Vietham War.

Ms. Adams directly addressed the Secret War at two points during her lecture on
the Vietham War. The first mention occurred when Ms. Adams reached the thirteenth
slide in the PowerPoint, which displayed a map of Southeast Asia highlighting the Ho
Chi Minh Trail. While showing this slide, she talked about how the North Viethamese
used the trail to route soldiers and supplies to South Vietham through Laos and
Cambodia, and noted that the process “as you know, pulls Laos into the war.” This was
her first mention of Laos, and indicates that she expected her students to hava@ome pr
knowledge of the Secret War. The second mention came later in the lecture when Ms
Adams discussed Nixon’s decision to withdraw U.S. troops from Southeast Asiagleavin
the ground war to the South Viethamese in Vietham and the Hmong in Laos. She
prompted Hmong students to contribute to this conversation by saying that Nixon
employed “as you know, the Hmong under the direction of...” at which point she waited
for a student to say “General Vang Pao.” Brandon, one of the four focal studentse was
first student to speak and correctly identified the Hmong leader. Ms. Adack$yqui
went on to explain that the CIA hired Hmong soldiers and that most people in the U.S.
knew nothing about the Secret War until Hmong refugees started arrivingunShim
the 1980s, and that some people still know nothing about this event. This second
mention of the Secret War, which occurred within the last ten minutes of th@0Ofirst

minute class period, was the first and only time Ms. Adams used the termt"®&acte
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in class. Neither of these brief mentions of the Hmong experience received furthe
attention in the classroom, yet they did appear in the students’ narratives.
Student Profiles

Theresa. Theresa was the first Hmong student to volunteer to participate in this
study. She is a quiet, serious, thoughtful young woman with a deep devotion to her
education and a desire to learn as much as possible about the world around her. Born in
California, Theresa moved with her parents to the Twin Cities when she was a fe
months old and is the oldest of six children. Theresa sat in the large group of dbsks in t
middle of Ms. Adams’ classroom, in an aisle seat close to the front of tiseoclas |
sat several seats behind Theresa during my observations, and noticed that her posture
during class rarely wavered. She sat up straight, with her legs wrapped aroeys thfe |
her chair and her feet tucked into the wire rack under her seat. During heeinsgisie
would carefully choose her words as she pushed her glasses up on her nose.

Pa. During the week | spent in Ms. Adams’ class, | was constantly strubky
Pa sat in her desk. Pa would turn her body sideways in her desk so that her back was
against the far wall and she could tuck her knees under her chin and rest her feet on the
edge of her chair, with her notebook balanced on her knees and her long hair hanging like
a curtain between her and the rest of the class. At first glance a quietemmddg®oung
woman, Pa’s bubbly personality shone through in her quick, easy, and infectious
laughter. It was clear from the first moments of our initial interviewtti@Vietnam
War is something which holds great and troubling meaning for her. Pa was the only one

of the four Hmong students to have been born in a refugee camp in Thailand, and moved
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to the U.S. with her family when she was three months old and they soon settled in the
Twin Cities.

Brandon. Brandon was the only male Hmong student to participate in this study.
A middle child in his family, he is a reserved, soft-spoken young man. Brandon sat on
the opposite side of the room from the girls, near several of his male friehdsivain
he would joke and laugh before and after class. He seemed to sit forward and pay
attention quite closely during certain parts of class, and sat back in histabthiera
moments. He took few notes, yet seemed to be actively engaged as he listeaed to t
lectures, conversations, and films that comprised the curriculum. During imigfvie
Brandon’s dispassionate demeanor disappeared as he talked animatedly abmilyhis fa
and their experiences.

Isabelle. Isabelle was the last student to volunteer to participate in this study, and
did so when she saw that her classmates were hesitant to sign up. An outgoing, poised,
driven young woman, she was so busy with her various academic and extralaurric
activities that it was very difficult for us to find a time to schedule her secteiew.
The oldest child in her family, Isabelle was well-versed in the langofaggeportunity,
repeatedly stressing the responsibility she felt to take advantageeafubational
opportunities afforded to her as a U.S. citizen. Isabelle’s parents weria befuagee
camps, unlike the older parents of her peers who were born in Laos and fled to refugee
camps during and after the Secret War. In class, Isabelle often sadokmakard in her

chair, with one leg tucked under, pen poised and ready to take notes. Due to her father’s
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extended iliness, Isabelle was the only Hmong student whose parent | was @nable t
interview.
Student Narratives

The students’ narratives followed two general arcs. Three of the students’
narratives began with what they had learned from their parents. They focused on the
Secret War and discussed the hardships their parents and other family members
experienced while fleeing the Pathet Lao, and named General Vang Pao athene of
most important people involved in the war. The fourth student, however, developed a
narrative which flowed in the opposite direction. Instead of discussing famiigsand
experiences during the Secret War, Isabelle recited facts andsfeuwat the U.S.
involvement in the Vietham War during her first interview. She only discussed her
family’s stories when prompted by the interview questions, and did not seem téh€hare
same connection to these stories as her classmates did to their pareats’ #toras
only during her second interview that Isabelle considered stories and iddesidieard
from family members and what meaning they might hold for her,

One interesting facet of the narratives constructed by the Hmong stugdidras |
they are incomplete, fragmented, and spotty. Before they learned about the Wh&inam
in Ms. Adams’ class, they stated that they had primarily learned abaudrifiets in
Southeast Asia from their parents. Although the students’ parents told very personal
stories about their own experiences, they rarely went into detail about the outséde for
which led to being forced from their homes and undertaking a perilous journey &eross t

Mekong River to safety. Some of the students had previously studied the Vietham War
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in school, but these stories did not seem to greatly influence the names, dates, and event
they referenced during their first interviews. Although the Secret $\astory well-
known to members of the Hmong community (including the students in this study), it is
not necessarily known by other U.S. residents. Possibly due to the absence ofdhe Se
War in popular or mainstream narratives of the Vietnam War, the students sesetich
difficulty piecing together a cohesive narrative solely from their parstuses.

Ultimately, it seems as though these students were struggling to theogwo
separate stories — the personal stories they heard from their parenthal@edret War
and the official story of the Vietnam War they learned in school. While they all &he
and greatly respected, the recently-deceased General Vang Pao, and talkdteabtat
he played in leading Hmong people during and after the war, they rarely connected other
pieces of these disparate stories.

In this section, | construct the students’ narratives of the Vietnam Wead bas
their responses to interview questions. | also note where specific parts ofrivesm
seem to be derived from either stories the students had heard from parents fanotper
members, information students learned from school (including Ms. Adams’dgctur
videos shown in class, the course textbook, etc.), or other sources (such as films, books,
friends).
“Family Comes First”

In all student interviews, | began by asking each student to think of important
people and events involved in the Vietham War. This exercise was meant to jog the

students’ memories and to help them begin to construct narratives about the war. Due to
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time constraints, Brandon'’s first interview took place directly after theeFont

lecture Ms. Adams gave on the Vietnam War. However, his initial thoughts on the

Vietnam War were related to the Hmong refugee experience and stories neahd

from his father and grandfather, and emphasized that the Vietham War “dhange

everything” for Hmong people. He mentioned General Vang Pao as being ataimpor

person, and that the leader’s then-recent death was also an important event in the Hmong

community. When asked about what had just been discussed in his U.S. History class,

Brandon began to fuse together stories he’d learned from his family with what hesthad |

heard in class:
| mean of course, family comes first, and you know — I don’t know, it’s just — it
made — it changed everything — it changed, mostly, everything in Hmong familie
It's just not some Hmong families, it changed everybody’s family. And the
presidents, | think they was — it woulda been a better choice if something else
woulda happened instead of, just withdrawing — we were taught that Nixon,
President Nixon just, you know, as he got elected, he just stepped out of Vietnam
or something like that, and | think he shoulda just continued it or something, to
finish it, instead of just making [the Hmong] do it themselves, ‘cause, they got
involved in the war already, so they might as well finish it, instead of just lgackin
down and leaving everything.

Here, Brandon makes his family’s stories about Hmong emigration to the Ucentiee

of his narrative. He then tied the decision making of U.S. presidents, in particula

President Nixon, to the impact it had on his family and all Hmong families.
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Theresa and Pa also rooted their narratives in their families’ storigsuaaty in
the conflicts that had occurred involving Hmong people in Laos before and during the
Vietnam War. When Theresa was asked which events were important to the Vietnam
War, she mentioned the Laotian Civil War: “Because, | think it would have led to why
the Hmong people were kinda kicked out of Laos, and they had to go — and they also led
to the refugee camps.” Pa approached this history slightly differentigehtioning that
“Hmong people hav[e] no land,” and that she felt the Vietham War was “a gerioBiae
offered this explanation of the genocide:
Mmm...I think...l don’t know, | think it was just a battle between the Hmong
people and the Laos, trying to get...the Hmong people to become...to live in Laos
and stay there. Um, | think it's just...the Laos people, | guess (giggheuld
have to go with that... | feel like they just...killed each other, and they were just
going up against each other.
Here, Pa gives her impression of the struggle between the Laotians andahg. Hm
Even before they learned about the Vietham War in Ms. Adams’ class, both Téredesa
Pa had some understanding of the interconnectedness of the Laotian Civil War and the
Vietnam War, and past conflicts between Hmong people and the regimes under which
they were living in Laos.
Like Brandon, both students mentioned the changes in the Hmong community as
a result of the Vietham War. Pa discussed how “hard” it had been for her motheeto lea
family members in Laos and to come to the U.S., and how she herself felt disconnected

from her culture. Towards the end of her first interview, Theresa said that the most
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important thing to remember about the Hmong experience during the Vietnam War is t
“remember that it took a lot of effort for this, and that we lost a lot of lives in thiis.”
was clear from the first moments of their interviews that these studenthes®/ietnam
War as a defining and sad moment, not only in Hmong history, but also in their parents’
and to some extent their own lives.
“Everyone Has a Role”

When Theresa was asked to name people who were important during the Vietnam
War in her first interview, she said “everyone has a role” and proceeded iomidat
Chi Minh as the leader of the Communist party in North Vietham, the CIA as egsruit
of the Hmong, and General Vang Pao as the leader of the Hmong people. During her
second interview, Theresa focused more on the U.S. Theresa was the only one of the four
focal students to discuss the U.S. homefront during her interviews, when she named
important events: “the counter-culture, so the hippies, and I'm not sure if I'mgnix
them up, but I'm — I think, was it the hippies that protested also against the war?” and
added to her list of important people: “the American soldiers and the people protesting,
so the counter-culture.” Theresa was very affected by the portrayal .afdldirs in the
media, which was included in the video Ms. Adams showed during the Vietham War
lesson. In particular, Theresa mentioned that the soldiers were involved inmes c
such as the My Lai massacre, and that they were subsequently called fleaib¥ydon
their return from the war. Several times during the interview, she eggregsrest in
learning more about U.S. soldiers’ experiences and wished she had heard theire of

personal stories.
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Like Theresa, during her second interview Pa added “the U.S., the Viet Cong, the
Laos, and the Hmong” to her list of important people in the Vietham War. When she was
asked to explain these choices, she linked them all together:

| put down the U.S. because of their involvement, and then the Viet Cong

because...they're like the...the bad people, you could say. And then | put down

Laos because they used Laos as — the Hmong, they used it as a place to run to.

And then, the Hmong were kinda like the victims, you could say.
While Pa and Theresa incorporated different parts of what they learned at sthool i
their narratives, they both broadened their narratives beyond family storiekitieinc
new information. In Pa’s case, the addition of the U.S. and the Viet Cong tkélect
information Ms. Adams presented at school; Pa was able to find a place fonthem i
existing narrative, in which the Hmong were victims running from the “bad people.”
During her first interview, she named Laotians as the “bad people” who vidtiitiee
Hmong. This is echoed in the essay Pa wrote after interviewing her mother about her
mother’s experience during the war. In the essay, her mother discusses fromitige
Vietnamese. Looking at the comments Pa made about genocide during her first
interview, and the way she described the conflict during her second intervieamg se
that Pa is somewhat uncertain about who is attacking or victimizing the Hmong. She
clarified her statements a few moments later:

| picked [these things to add to my list] because they play a major role in the

Vietnam War because the U.S. was helping fight off the Viet Cong, and then the

Hmong were the victims, so they’re just running away. They were innocent, but

65



then they were drawn into the problem along with them...I kinda have to say the
Vietnamese [drew the Hmong into the war], because they were kinda victimizing
the Hmong, and then, the U.S. was asking them to help fight off the Viethamese
so that they could take out the American soldiers.
Here, Pa has changed her opinion about who the Hmong were fighting. In her first
interview, she said it was the “[Laotians] and the Hmong” who were fighting whel
Viet Cong were the aggressors in her second interview. Perhaps more intésebgng
way she discussed the Hmong during this interview. During her second interview, Pa
characterized the Hmong as “victims,” a word she did not use during her firstemtervi
As this is not a word Ms. Adams used during class, it is possible that Pa caméht® see
Hmong as victims after interviewing her mother for a school project. In thg, ¢35
writes in her mother’s voice about “trying to avoid being caught by Vietraswdiers.”
Similar to Brandon, Pa’s narrative changed over the course of her two intervigwsbe
continued to focus on the Hmong experience in the Vietnam War throughout. All three
students — Pa, Theresa, and Brandon — brought information they learned in school
together with the stories they had learned from their parents to createrbraadgves.
Fuzziness
Despite these broader narrative constructions, two of the students remained
confused about the history. During both interviews, Theresa was unsure about how the
events and people she mentioned fit together chronologically; she referred tdstod par
the history about which she was not sure as being “fuzzy.” During her secangtinte

she talked about these “fuzzy” parts:
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I'm still kinda fuzzy on when the war started, but probably just putting together
where the soldiers come in and when the Hmong people come in, and then, ‘cause
| didn’t really know much, I think we could have talked a little bit more about the
Laotian War, ‘cause | didn't really get that.
Later in her second interview, Theresa added:
‘Cause | know the CIA recruited General Vang Pao to recruit people to help in the
Vietnam War, and so, it's kind of like, we’re having our own, and then | know a
lot of Communists tried recruiting Hmong people too, so, I'm not sure exactly
what the Secret War’s about, but | know it pertains to Hmong people.
A few minutes later, she stated: “sometimes | mix up the Vietnamawththe Secret
War.” In these three comments, Theresa talks about how learning about trenViet
War in school has helped connect some of the pieces, but there are still sometparts tha
are “fuzzy.” Importantly, one of these “fuzzy” parts is the connection betvireen t
Laotian Civil War and the Vietham War, and then between the Vietham War and the
Secret War — important links for a Hmong girl who is trying to figure outtéxbhow
this history relates to her.
As Theresa herself noted, she seems to weave together the storiesasie’s he
from her parents and the information she’s gleaned from school as she tries senske
of the Vietnam War. She discussed people and events relevant to her family — namely
General Vang Pao and the Laotian Civil War — and those which are more relewat to t
adopted country — namely the counter-culture related to the anti-war movement and the

American soldiers. However, when asked to give a more concise narratival-ato t
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cohesive story — she does not have enough pieces of the puzzle to detail how all of these
events and people fit together. Theresa was able to make some connections between her
family’s stories and what she learned in school in that she saw the Secias Wéang
somewhat parallel to the Vietnam War, yet the borders between the two Were sti
“fuzzy” after studying the Vietnam War in school.
Pa also discussed her frustrations with her lack of knowledge about the Vietham
War. She began to cry at the beginning of her first interview, and while | dug around in
my bag for emergency tissues, she offered this unsolicited explanation forreer tea
“’cause | was born there, and then...having to come from Thailand and not being able to
really know much about it, it’s really hard.” Though she left Thailand when she was
three months old and was living in the Twin Cities a few months after that, troshiee t
birthplace — without an understanding of what happened there — is something that clea
upsets Pa. Patied her ignorance about the Vietham War to feeling disconnected to
Hmong culture. Like some of her peers, Pa compared herself to her morésrecent
arrived cousins:
Comparing us Hmong people to my cousins that just came from Thailand and
stuff, yeah it seems like they have more culture, while us Hmongs here that have
lived in America for a long time now, we are — we’re more Americanized,
compared to them. They — they’re more culturized than us. They know more
stuff about our culture than we do.
Still, Pa felt a very strong connection between knowledge and interest in thenVietna

War, and what it means to be Hmong. During her first interview, when asked what she
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would say to a classmate who didn’t care about the Vietnam War, she responded “Well
if someone...said that to me, and | was there, | probably’d be like ‘well then ywt're
Hmong!” Despite this connection, she did not feel as though she truly understood what
had happened during the war, “...even though | have a strong connection with it, | don’t
know where to start, or...how to end it...it would be a complicated story.”

Theresa and Pa felt that it would be important for people both inside and outside
the Hmong community to know the story of the Vietnam War, and to know the role the
Hmong people played in the Secret War; neither, however, felt at the outsaethhad
enough information to accurately inform others. While both students felt they gained
knowledge from Ms. Adams’ lectures and the videos, they were both still teft wi
guestions at the conclusion of the lesson.

“I Don’t Really, Really Care About it That Much”

Unlike her peers, Isabelle did not immediately mention stories, facts, adestit
she had heard from her family, and did not discuss her family or Hmong history until she
was asked if she felt a connection to the Vietham War. Even then, her respsnse wa
somewhat less personal than the responses of her peers:

There was something about mentioning Indochina, and that was kinda like what

the Laos Cambodia Vietnam, and that was where the Hmong people sort of came

into play, because they were from Laos, and so | just thought ok, that kinda
related to me because that was where my roots was at, and...that’s about it. Like,

that's how — that's what it means to me.
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With this response, Isabelle doesn’t reference her parents’ journeysdasiio the
U.S., as her peers often did. She does refer to her “roots,” which clearlyesdicat
connection to the history through her Hmong identity, but “roots” is a term that could be
used by a person several generations removed from an event. By choosing this word,
instead of “parents” or “grandparents,” she seems to indicate a larger disténveen
herself and the history than her peers. She was also the only Hmong student who said
that she “[didn’t] really, really care about [the Vietham War] that mu@uting her first
interview, she listed the number of casualties “about 500,000 [U.S. soldiersttiteds]
(sic)...and that about 350,000 [civilians] were also killed during the war,” and summed
up the war by saying “a lot of lives were lost, and it was one of the longeghaiar
America had fought in, but...never won..” Here, she makes no mention of General Vang
Pao, the Laotian Civil War, the Secret War, or family members fleeiag. La

Also during her first interview, Isabelle briefly discussed U.S. aatipvotestors,
as she had interviewed a woman involved in the anti-war movement for her essay. She
said that though her family sometimes discussed their experiences during,tbleeva
would be more likely to find information about the war by “going through the textbooks
or the website facts that | find.” Throughout her first interview, Isalseened
somewhat disinterested in the war, and | was intrigued by the differenceattituzle
compared to her peers. lItis possible that, unlike her peers, she felt that she did know the
history, and that she had grown tired of the same stories:

Indochina | learned way back in sixth grade, however, the memory, it's stiy blur

so | can’t really remember about that part. But then...projects that | did, é's be
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over-repeated about the Hmong history...you always get the same story, over and
over again, you kind of just blur it out. And you don’t really remember because
there’s just so much that you can't really grasp the true meaning of it.
However, as the interview progressed, Isabelle introduced a new idea — that lieliv she
about the war reflected her parents’ views about the war. Unfortunatdlgllésafather
was ill during the time | was interviewing the Hmong students and their paagnt |
was never able to interview him. Therefore, unlike the other students, | cannot€ompar
Isabelle’s words with her father. She provided an interesting insight, though, which ma
lead to a deeper understanding of why Isabelle felt somewhat distanced asslicisia
from the Vietnam War. After making the statement about not really caring thigout
history, | asked her what she thought would make someone care about it. She answered:
| think it's probably through family, because, if your family really, resilyy
cares about it, then you would, too. And if they don’t, then you don’t. And so it
just depends on who you, you know, are with.
Here, Isabelle seems to be saying that she doesn’t care becausesshesdnse that her
family cares. In a way, she seems a bit wistful, almost like she would waanhigr to
care more than they do. This wistfulness is echoed in the comments she madeh®ward t
end of her first interview, while discussing the death of General Vang Pao:
| was really shocked by it, even though | don’t really know him personally, but
just hearing the news that he diedcomebody just came up, like “wow, he died.”
It was devastating. even though it didn’t really like — even though I've never

met him, and | just hear about him.
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A few minutes later, | asked her if her family had discussed the gerdealls. She was
thoughtful and somewhat sad in her response:
Yeah they did, but like | said, they didn’t really care about it, so that’s probably
why | don'’t really care about it, too. But then his death kinda like made me in a
weird mood, however, they didn't really care about it — they’re like, somebody
else will take his place. But I'm like, | don’t really think so since he adaed
back in the day.
In these two comments, the words Isabelle uses to discuss her feelinghalumath of
this powerful and well-known man, “shocked” and “devastated,” indicate that she was
deeply affected by his death. She also explicitly links her parents’ lackeolvith her
own, and one wonders if her “weird mood” stems from a desire on her part to develop a
stronger emotional connection to a history in which her family does not appear to be
invested.
Like her peers, Isabelle’s narrative was broader during her secondewwtesis
she focused on the Secret War from the first moments of her second interview and
maintained this focus throughout. Instead of mentioning the numbers of people who died
during the Vietnam War, she immediately mentioned General Vang Pao and how her
grandfather had fought in the Secret War. When asked what she remembered as bein
new or interesting in her history class, Isabelle responded, and she and | had the
following brief conversation (her understanding of the chronology is correct, though she
has confused President Kennedy with President Nixon):

Isabelle | guess | didn’t know about that one law, that — | forgot what that
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president was called at that time, he had — Kennedy, was it?
SL: Kennedy started it, and then Johnson —
Isabelle Yeah, he did that one thing where all the American soldiers could go
back to the United States and so that — that's how the secret war kind of formed?
Yeah, ‘cause | knew there was a Secret War, but | didn’t know how it was
formed, and who kind of made it. | learned about that.
SL: So...it helped kind of clarify in your mind the connection between the
Vietham War and the Secret War?
Isabelle Yeah.
Here, Isabelle recalls a moment from Ms. Adams’ lecture when shly blicussed
Nixon’s decision to withdraw U.S. troops from Southeast Asia, leaving the Hmong
soldiers to fight the Pathet Lao under the direction of General Vang Paomaitient,
one of two times Ms. Adams specifically mentioned the Hmong in her lectarared
during the last ten minutes of a 90-minute class period and the Hmong were not discussed
in any other curricular materials (i.e., the video and textbook). Still thish@asdment
that stuck with Isabelle, perhaps because this one moment clarified sdmaehatory
she already knew, and made a concrete connection between what she had heard about the
Secret War from her family, and what she was learning in school about U.S. history.
Unlike her peers, Isabelle did not seem to have many questions about what had
happened in the past. Yet, Isabelle did experience moments of uncertainty during he
second interview. Throughout both interviews, Isabelle was very concernedagiti

and discerning the truth from “exaggeration.” A good student who took great pride in
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her academic work, Isabelle used similar wording when discussing how she veawie w
together what she learned at school with what she had learned from home. During her
second interview, Isabelle used the metaphor of constructing an academierargum
describe this process:
| learned the facts through school, and | learned the stories from
families....there’s always a statement, and you always need evidenak b ba
up, so the books are the evidence, and the statements are kind of like the
experiences from the family..
Here, it seems that Isabelle sees a connection between her faroiligs about the
Secret War and what she learned in school about the Vietham War and the $ecret W
By discussing how her family’s stories support the evidence from scho@e élabks,
she makes that connection and obliquely discusses how she would construct a narrative
about the Vietnam War. However, when asked to describe the connection between the
two wars, Isabelle described them as being “really separate.” Maresiigly, she
appeared to see the Secret War as existing outside official history. é\segan to run
short toward the end of her second interview, Isabelle shared a bit more about the
difference between the Vietnam War and the Secret War, and we had thénipllow
exchange:
Isabelle Hmm...well, it's pretty funny, well, my first interview to my second
interview, | kinda realized it's really different, because, | was bagistdting a
bunch of facts in my first interview, and then my second interview, it's kinda like,

I’'m kinda going away from the facts, I'm kinda speaking about, like, about the
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Secret War instead.

SL: Do you think are such things as facts about the Secret War?

Isabelle Secret War? | think so, but, um, | don’t think anything was written down
or recorded, just because it was the Secret War, yeah.

SL: So it doesn’'t — there’s not as many books or —

Isabelle Yeah...very many facts about it...it'’s just from experience.

SL: So, do you think for something to be, like, history, like capital H, like history
we learn in school, it has to be in textbooks, and it has to be written by, like,
famous people, or experts?

Isabelle Well, that is what I think, but I'm just kinda...since it is the Secret War,
um, | think that matters kinda different. It's categorized in a differeat are
because...l don’t know, it's just because...because, well, because, because, | have

family members who’ve been a part of it.

Isabelle is uncertain about whether or not the Secret War is even included in ihé offic

history of this era. She seems to see the facts from her textbook as being mdholly a

completely apart from the experiences of her family, and that the stamesér family

exist differently. While Isabelle struggles to articulate what malis history different,

she touches on an important and salient idea. She — like her peers — feels a fundamental

difference between this history and other histories, due to her heritage temmnec

Isabelle’s responses suggest that in order for students to know that “thigiry his

can be as important and “factual” as the history they find in their textbookiseteaeed

to explicitly include the pieces and parts of history which reflect their stside
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experiences and their families’ experiences within the official higimegented in
schools. While historians and history teachers may recognize that histiats’ are
often distilled and disaggregated and watered-down pieces of others’ experibisces
not clear to Isabelle.
Putting the Puzzle Together
The focal students felt that the combination of information they learned from their
families and school helped them to construct more complete narratives. Severdsstude
made comments during their second interviews that indicated that the Vietrram Wa
lessons helped to clarify their understanding of this complex, murky history. Dusing hi
second interview, Brandon again emphasized his family, citing his granddaithéather
as important people in the Vietham War. When asked how he saw what he learned from
his family and from school fitting together, he described it as “like a puzzte phat
was put together.” He was able to give a brief outline of the war:
What led up to the Vietham War was...basically Communism of North Vietnam,
since at that time there was North and South Vietnam. And then, Secret War, |
think...it was just...I think the war just like disturbed the Hmong people around
that time. And | guess it was just disturbing, yeah.
He elaborated a few minutes later: “Yeah, it kinda just messed up everythregtrey
were just in the middle, even though they didn’t do anything...until General Vang Pao
was..until he was involved in the war.” While this narrative is still spotty, Brandon

demonstrates an understanding that the conflict between North and South Vietham was
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linked to the Secret War, which impacted the Hmong people and was related to General
Vang Pao’s leadership.

One way in which three of the four students “put the puzzle together” was through
their discussion of the Ho Chi Minh Trail during their second interviews. Either the
name of the trail or its existence were new pieces of information for the stualests
seemed to help provide missing links in the students’ thinking between the Vietham War,
the Secret War, and their parents’ exodus from Southeast Asia. It is pdssithhetHo
Chi Minh Trail, which was used by the Viet Minh to route supplies and personnel
through Laos and Cambodia to South Vietnam, provides the students with a concrete
connection between the Vietnam War and the Secret War. In other words, it seéems tha
learning about the Ho Chi Minh Trail helped the Hmong students to better understand the
connection between Hmong people and the Vietnam War. Isabelle discussed this link
during her second interview:

[Ms. Adams] could’ve done more about just talking a little bit more about the

Secret War, because we pretty much spent three days talking about \Wearam

and she could have at least spent one day talking about Secret War. Just

because...it kind of relates to Ho Chi Minh Trail and all, too.

Here, Isabelle sees the Ho Chi Minh Trail, which she had “heard about before, but
it wasn't really clarified, until it was talked about in [Ms. Adams’] slass relating to
both the Vietnam War and the Secret War. By explicitly pointing out the connection
between the Ho Chi Minh Trail and Laos, Ms. Adams both included the Hmong students’

knowledge of the Secret War in the official classroom story of the Vietnanakidar
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provided a concrete, tangible, visible link between the course curricula and tag stori
Hmong students had heard from their families. As one of the issues students struggled
with when putting together narratives was the connection between the Hmongmesgeri

in the Secret War and the event known as the Vietnam War, it seems of partientsti

to this study that the students identified this physical link that may, in some way
represent the narrative link for which they were searching.

There is a contradiction in the way the students talk about the war — they often
noted that they didn’t really know what happened, yet also discussed having heasd stor
from family. Theresa talked about her father’s “most famous story” — whicmiched
his harrowing journey swimming across the Mekong River with his younger @igte
could not swim) tied to his waist with a rope — with the fondness and exasperation of a
teenager who has heard a story from her parents one too many times. , Igdioetl
not share many of her family’s stories during our interviews, also discussedghe
stories from her family so many times she *“just blurred them out.”

The relationship between students’ understanding of the Vietnam War and their
identity seem, in some ways, mediated by what they learned in school about.the war
While they tended to know that the Vietham War was important and was “why we’re
here” during their first interviews, their understandings were broademnkedegpened by
what they learned in Ms. Adams’ class. Their new knowledge about the role of U.S.
government, in particular the presidents, in the recruitment, training, and ultimate

abandonment of the Hmong helped the students make sense of a history they glternatel

78



described as “fuzzy” or “blurry.” In this way, the school knowledge helpedillerss
construct more solid and logical narratives about the war.
Meaning, Connection, and Impact

In addition to investigating how Hmong students construct narratives about the
Vietnam War, this study also seeks to examine the meanings students attaske to t
narratives. In this section, | examine some of the different meaningsctidestudents
attached to this event. While each student spoke about the war in a different way and, in
many ways, developed singular and personal meanings about and connections with the
past, there are several themes which bridge across the students’ rearfagueaps most
pervasive, not surprisingly, was an understanding that the Vietham War whgtaela
to their families’ emigration to the U.S. — in other words, the Vietnam War ig “wh
[they’re] here.”

Students often linked this primary understanding with a desire to decreiase rac
towards Hmong people, and with the idea that the U.S. bears a responsibiligy for th
Hmong becoming refugees. In fact, they seemed to see these relationshipsebnea tim
— the threat of Communism drew the U.S. into the Vietham War, the U.S. then recruited,
and subsequently abandoned, the Hmong to fight the Communists in the Secret War,
which led to the anti-Communists (the Hmong and the U.S.) losing both wars and the
Hmong needing to seek refuge outside of Laos (specifically Thailand), abldShthen
bearing a responsibility to offer asylum to the Hmong refugees becaudesthe
government involved the Hmong in the conflict in the first place. Therefore, acctoding

the students, U.S. residents should welcome Hmong people because the Hmong fought

79



and died in place of U.S. soldiers. Within this historical construct, the studensetl
specifically on the relationship between the CIA and General Vang Paeattex bf the
Hmong people during and after the Secret War.
“Why We're Here”

Perhaps what is most interesting about the way the Hmong students understand
the Vietnam War is that, despite spotty historical knowledge, they uniforrmdylated a
nuanced understanding of the impact and legacy of the war. Looking across the four
students, what first becomes clear is that they demonstrate a cleauthidesstanding of
this impact — that the Vietham War led to the Hmong fleeing Laos and seekigg nef
the United States. As Theresa noted in her first interview, the VietnanmsWetny
we’re here.” All four students noted that the Vietnam War is directly cetateimong
emigration to the United States, and that one of the primary reasons people (both Hmong
and non-Hmong) should know about the war is so that everyone can understand what
drove Hmong people to move to the U.S. The students spoke about this in different ways.
Three of the four students personalized this link and discussed how, if not for the
Vietnam War, they would not currently be living in the U.S. As Pa said during &ier fir
interview, “I mean, | think if it weren’t for the Vietnam War, | wouldn’t havecore]
to the U.S. when | was three months old.” Brandon commented on the direct link he sees
between U.S. involvement in the Vietnam War and the number of Hmong refugees
currently residing in the U.S. during his first interview, “I think, if it wasottthe U.S.

going in [to Vietnam], | mean obviously, like not a lot of Hmong people would be here.”
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Students seem to see the impact of the Vietnam War on Hmong immigration to the
United States as both historically and personally significant.
Decreasing Racism

One of the reasons the students felt that non-Hmong people should understand
this linkage is that they believe this understanding will lessen the prejudioadd
people often still face in the U.S. Several of the students noted that their parents
encountered racism when they first arrived in the U.S., and Brandon reported tiiht he st
sometimes experiences it. While Theresa did not discuss experiencing hacself,
during her first interview she noted: “I know there’s lots of racism — like, ‘whyal the
Hmong people here, why are they taking over our city, taking all the food,” gonkl
it's good for them to know why we’re here.” During her second interview, Pa
commented specifically on the importance of people who are not Hmong learning about
the role the Hmong played in the Secret War and the experiences of Hmong people
during that time, “I think it would’ve been important [for people who are not Hmong to
hear about] how the Vietnam War was for [Hmong people]...because, | think some
people still question why there’s so many Hmong people here.” Brandon discussed both
his own and his father’s experiences with racism, but did not make an explicit connection
between these incidents and the importance of people who are not Hmong knowing about
the Vietnam War. However, it seems that he may see a connection betweem the tw
When asked during his second interview why he thought it was important for people who

are not Hmong to know about the Vietnam War, Brandon focuses on the idea that
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knowing about Hmong experiences during the war explains the Hmong presence in the
u.sS.:

...it's a pretty big change, immigrants of Hmong people coming here, it's like

growing. So [if] people in the future ask, “where’d they come from?” If they

learn about this, then | think they will know why — what happened. From the

Vietnam War.
In this comment, Brandon echoes Theresa and Pa by noting that knowledge of the
Hmong peoples’ roles in the Vietham and Secret Wars would help people understand
why Hmong people sought refuge in the U.S., and therefore perhaps why the U.S. has a
responsibility to welcome Hmong people.
U.S. Responsibility

The students exhibited a fairly complex understanding of the relationship between
U.S. involvement in both the Vietham and Secret Wars, and Hmong emigration to the
U.S. It is important to note that many of the comments students made about this
relationship occurred during their second interviews. Brandon is the only exception to
this, likely due to the fact that his first interview occurred after thediasts session on
the Vietnam War. This complex understanding is closely tied to, and sometimep®verla
with, the idea that learning about the Hmong experience in the Vietham Waeaayp
decreased racism. However, the students did make distinctions between thesaswo i
and therefore | present them separately. The students believe that one of the
conseqguences of the Vietham War was Hmong emigration to the U.S, and theyegkpress

a desire for people who are not Hmong to learn about the Vietham War in order to
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understand this cause/effect relationship. They seemed to be concerned that people who
are not Hmong did not understand the “push” factors of Hmong emigration — which is
tied to their belief that if people understood the role Hmong people played in the Vietham
and Secret Wars, they would be less likely to hold prejudiced or racist views about
Hmong people.

When asked why he thought it was important for people who are not Hmong to
know about the Vietham War, Brandon’s response indicated that he was working through
this question. During his first interview, he said:

| think it is [important for people who aren’t Hmong to know about the Vietham

War and the Secret War], but not really, ‘cause...I think it just depends on if you

care about what — how the war affected us or something like that. And...maybe

they should, ‘cause, | mean, the U.S. was involved, Americans were involved in

this war.
In this comment, Brandon indicates that he believes it is important for people winat are
Hmong to know about the Vietham War era, and talks himself through several reasons.
Over the course of a few seconds, he verbalizes his thought process on this issue. Afte
initially agreeing with the idea, he immediately disagrees, and then movesitiea that
people should know only if they cared about or were interested in the wars’ impact on the
Hmong community. Finally, he decides that Americans should know, due to U.S.
involvement in the wars. This suggests that U.S. involvement in the wars te¢esssi
knowledge of both wars, and of the relationship between the Vietnam War and Hmong

refugees in the U.S., on the part of Americans who are not Hmong.
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During her second interview, Theresa also thought about what the U.S.
government should have done toward the end of the Secret War:
| think the Secret War shouldn’t have been kept such a secret because even if
people were tired of it they had to know that there are these people out there
helping out the Americans, and losing their lives because of it and that's why
they’re over here.
In this statement, Theresa very clearly explains why she thinks theaganeerican
public should have been apprised of the Secret War, and of the role Hmong people played
in that war. She wants U.S. residents, including those who did not support U.S.
intervention in Southeast Asia, to know that Hmong people fought and died in the place
of U.S. soldiers in Laos.
Pa also discussed the relationship between the U.S. government and the Hmong
people during her second interview:
| think [the United States] just wanted to get out of there as soon as possible, so
they just — | think they felt that the Hmong were kinda already fightintheff
Vietnamese themselves, so they just used the Hmong as a scapegoat sodhey coul
get out.
When | asked Pa how she felt about Hmong people being used as scapegoats by the U.S
government, she said that she thought it was “kinda mean.” Pa feels strohtig tha
United States unjustly dragged Hmong people into participating in a war, and echoes
Theresa’s sentiment that Americans should know that when Nixon pulled U.S. troops out

of Southeast Asia, the fighting did not stop. Instead, Hmong soldiers continued to fight
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the North Viethamese and Pathet Lao. As Pa explains, the students had a sdmse tha
U.S. left the Hmong to clean up or finish the fight, and they did not approve of this
choice.
“The Happy Ending”
Unsurprisingly, the students seemed to have conflicting views about the U.S.
While they recognized, especially after they had learned about the Vietaaim W
school, that the U.S. was partly responsible for Hmong people needing todkee La
during and after the Secret War, they also echo generations of immigrantdigithee
opportunities for education they have found in the United States. During her second
interview, when asked to give the story of the Vietnam War, Pa said:
Well...1 would probably start off with how the war started...And then probably
the effect it had on the people, and what the people had to do, and what the
Americans were doing, to help, and...how the people had to run. And then, how
the Americans would help the people by getting them to America, and then — the
happy ending (laughs).
Here, Pa repeats her mother’s story that of the three lives she’s livedesinn.the
refugee camp in Thailand, and in the U.S., the U.S. has been the best. Pa recorded this
sentiment at the end of her essay documenting her mother’s story, and her rsother al
said the same thing during her interview.
Unlike her classmates, Isabelle did not highlight U.S. responsibility éigaege
in recruiting or drawing Hmong people into the war. She focused on the benefits of

growing up in the U.S. during her first interview:
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I’'m just sort of glad that | came to this country and actually had the opportunity to
be here, because if it wasn't for that compromise that the Americans had with the
Hmong people, then | don'’t think | would’ve been in the United States, so...yeah,
[the Vietham War] does mean a lot to me, because | get the opportunities | have
here.
Brandon and Theresa also noted that they have more educational opportunities in the U.S
than they would have had in Laos or in a Thai refugee camp. Despite their ambiguous
feelings regarding the U.S. intervention in Southeast Asia during the Vidfaaithey
have all been told that they have many more opportunities and advantages than their
parents had.
Culture and Loss
The students entered a nuanced discussion about the different reasons why
Hmong people should understand the connections between the Vietnam War and Hmong
emigration to the U.S. All of the students felt that it was important for tHeesseas well
as future generations, to know “where we come from.” In her first interviegaiga’“l
would teach [my kids] as much as | knew about [the story]. Becaoseonly should
they understand the story, or they should know about it, they should at least know where
we came from, and how we got here.” In his first interview, Brandon addedaifd
children or grandchildren, | think they should be — they should have the right to know
about this, ‘cause it's a part of who we are, it's history, and it affected usdrlglthe
Hmong students understood the impact the war had on Hmong people and wanted their

children to develop this understanding as well.
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Like some of her peers, Pa compared herself to her more-recently arriviet cous
in her first interview, “comparing us Hmong people to my cousins that just came f
Thailand and stuff, yeah it seems like they have more culture...they know mére stuf
about our culture than we do.” Pa seemed to sense that not only did her parents suffer
during the war, but that becoming refugees and moving to the U.S. contributed to a loss
of cultural knowledge and connection. Still, Pa felt a very strong connection between
knowledge and interest in the Vietnam War, and what it means to be Hmong. When
asked what she would say to a classmate who professed not to care about the Vietham
War, she responded “Well, if...I was there, | probably’d be like ‘well then gautit
Hmong!” Here, Pa tries to articulate the connection she sees betweerHeimg and
caring about the Vietnam War. She sees interest and understanding of the Wiktnam
as being a critical and crucial part of her Hmong identity.

In addition to the sentiments offered by Pa and Brandon, both Theresa and
Isabelle thought it would be important for future generations to know about the war due
to the increased Americanization of the Hmong community. As Theresa said during he
first interview, “If I do have kids, | know | want to tell them, because moreylitkedy’ll
be more — they’ll be even more Americanized than | will be, Islbave a responsibility
to tell my kids.” This comment echoes her feeling, as expressed during dwed sec
interview, that her younger siblings would feel less connected to and interested in thi
event than she does, “knowing that they're probably younger than | am, they probably
won't be as interested. Probably think, ‘oh, it’s just a war, another war to look dt,” rea

something about it, toss it over their heads.” Theresa, the oldest of six childreagdsee
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to see herself as a generational stepping stone between her parents and her younger
siblings. She recognized that her parents had the deepest connection to the Watnam
during her first interview: “Truthfully, | don’t feel that big of a connection loseal’'m
not, | wasn't there at the time, but | feel some sort of connection becauserhangH
and my parents have gone through it.” Yet, as she noted in her second interview (see
above), she thinks that since her sisters will be coming of age in a world even further
removed from the Vietnam War, they will be less interested in learning #bs subject.
For this reason, Theresa believes that it is important for her siblings, and hertoren f
children, to hear about the Vietham War and how it led to her family settling inge U
During her first interview, Isabelle, like Theresa the oldest child iridmeily,
expressed the idea that it would be important for Hmong people to know the story of the
Vietnam War:
Yeah, for the newer generations, because they'll be the ones having atinaeder
because they won’t be knowing their original language, and then they’ll have to
try to learn new stuff, and, it'll be really nice if they know about the past, too.
And care about it, actually. Because, for me, | don't really, really tenet &
that much, so if | don’t really, really care about it that much, I'm pretty sare t
new generation, they won'’t care about it at all.
Isabelle’s comments are striking for several reasons. First, dieeaslyy Hmong
participant who professed not to care about the war. Still, she felt that this knowledge
and interest would be important for future generations who would be further removed

from this event. She seems to differentiate between those who profess to careeabout t
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past, and those who actually care. Like Theresa, she may feel distantednvar
because it was so integral to her parents’ lives and far less tangible inrheT bis may
be what is influencing her construction of a scale of caring. Alternat&ynaly have
internalized the messages she had received about the importance of this event to the
Hmong community, but had not formed those bonds for herself. Perhaps because her
parents were younger than her peers’ parents during the war and were borneia refug
camps, or perhaps due to a higher degree of assimilation, Isabelle does het fesl t
family has taught her to “really, really truly care” about the war lwvs@ems to matter so
much to her peers.
Conclusion

Students invariably described having a connection to the Vietham War, though
the way they talked about it differed significantly between students. Theg tiatt
without the war, they would not have moved to the U.S. and used the language of many
first and second generation immigrants in discussing the opportunities theiy hlage
U.S. (primarily regarding education). However, they also noted the loss okdultar
variety of ways, particularly not speaking Hmong as well as their paardtaot
knowing all the customs and rituals that their more recently arrived coudind loe
Vietnam War has many meanings for these students — some quite positive and some
which acknowledge the difficulty, suffering, and loss they and their fasrtilave felt as a
result of their emigration. As they attribute the emigration direotti¢ war, they

discuss all aspects of this complicated transition fluidly.
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During her first interview, Pa articulated the complexity of what &mseto
understand the Vietham War:
| mean, | think if it weren't for the Vietnam War, | wouldn’t have...came to the
U.S. when | was three months old, and | wouldn’t have...received my education,
but then again, it has a downside because...| don’'t know much about it, and...I
don’t know, there’s just like a big part of me that has Vietham War written on it,
but then there’s nothing inside of it (giggles).
A few minutes later, she added a layer to her metaphor: “It's like a bottledabith
Vietnam War on it, and then, it's not — it's not halfway full.” Here, Pa very elobuent
summarizes her feelings, and those of her classmates. They have a vesgrndeaf the
impact of the war, but they are not always sure what actually happened. Regihaneif
the empty bottle is helpful here, as it seems that the information shedléammeMs.
Adams was added to what she had learned from her parents and helped to fill the bottle.
This information worked in tandem with what she had heard from her community — it
added to and enriched Pa’s understanding of an event which holds deep, significant, and
troubling meaning for her. Even Isabelle, who did not feel a connection to the Vietham
War during the first interview, began to see how the Vietham War and Secretéi¢ar w
somewhat connected, and therefore, connected her to both her heritage self and her

school self.
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Cultural Revolution Case: Introduction

Teaching about the People’s Republic of China, including the Cultural Revolution
and the reign of Mao Zedong, is included both in national history staftiamis
California state history-social science content standfardg Franklin High School, in
suburban Los Angeles, this history is included if' @@&de Modern World History
course. Teachers and textbooks often focus on the Cultural Revolution as one in a series
of reforms and programs implemented by Mao and his regime. A hypotheticadight
begin with a discussion of the battle for power in post-World War 1l China betwaen M
Zedong’s Chinese Communist Party and the Kuomintang (nationalists), led by Chiang
Kai-Shek. The teacher may then focus on the reforms Mao implemented with the
intention of empowering Chinese peasants, such as land reforms and the Fivgdfive
Plan. Also covered would be China’s involvement in the Korean War, the Great Leap
Forward and the Cultural Revolution, perhaps the most well-known of Mao’s programs.
After discussing the in-fighting and machinations of the Chinese CommurtigiaRdr
the impact of the reforms on the Chinese people, the teacher would move on to Mao’s
death and China under the leadership of Deng Xiaoping. The teacher might also talk
about the Tiananmen Square protests in the summer of 1989 which were brutally
suppressed by the Chinese government, and after which the government flaxieer re
some economic regulations.

This chronological approach to modern Chinese history is similar to those of other

nations’ histories as taught in U.S. high schools. However, by focusing primariig on t

1 http://nchs.ucla.edu/Standards/
12 hitp://www.cde.ca.gov/be/st/ss/documents/histsetstipdf
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actions of Mao and other government or party officials, this typical chronology may not
engage students in an examination of the experiences of ordinary Chinese people living
during that time. This omission is particularly important when the students are
themselves of Chinese descent, as is the case at Franklin High School, westehaifle
of the student population identifies as Chinese American. As the number of students in
U.S. classrooms with Chinese heritage grows, it is critical that tesadraember that
their students’ ancestors experienced this time in many ways and thé@iera wide
variety of opinions and stories about China both past and present.
Review of Literature: Modern China Curriculum

There is a relatively small body of research that looks at the teachingaanohg
of modern Chinese history in U.S. schools. The majority of this work focuses on what
teachers should do when planning and teaching a unit on modern China. 18@€aD,
Educationpublished a special issue that focused on teaching about China that aimed to
“provide articles based on recent scholarship and personal experience that offer
perspectives on China and its people different from those found in most American
textbooks” (Masalski & Levy, 2010, p. 7). Several articles illustrated the ewitipk of
modern Chinese history and laid out ideas for lessons that would help engage and
motivate students to grapple with these grey arBas.example, Lee (2010) suggests
films that teachers may use to accurately convey the progredsngesl and struggles
of both modern and historical China. Lee’s short critiques of the films provide @ehaps
of the myriad stories teachers could tell in their history classrooms; ¢y focus on

the Cultural Revolution, the Tiananmen Square uprising, student life in China, or the
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lives of Chinese workers. While Lee focuses on films as a curricular resshiecalso
demonstrates the many options teachers have when thinking about how they want to
structure their units on modern China.

Stapleton (2010), a professor of Asian Studies, developed five themes with which
she suggested secondary teachers should teach about China. The five themdseare: 1) t
significance of Maoism, 2) experiments in governance, 3) economic development, 4)
conformity and diversity, and 5) China’s foreign relations and global impact.efajsl
themes focus on the lingering impacts of both Mao Zedong and Deng Xiaoping which
illustrates the importance of conducting a deep, thorough study of China that allows
students to view Chinese history from different perspectives and to develop
understandings about the connections between China’s past and its present.

Other work has also exhorted teachers to provide students with the opportunity to
study modern China from multiple perspectives. Kiernan (1991) published an article
shortly after the Tiananmen Square protests arguing for the inclusion ofcins exent
in social studies curricula. Kiernan focused on using the event as a gatewayrtg bdoki
past rebellions in China, and as a way for students to interrogate the impact asméffect
the Mao era and the era following his reign. Armstrong and Desrosiers (2012) provide
teachers two frameworks for conducting a thematic study of the French Rewpluti
Russian Revolution, and Chinese Cultural Revolution. The first framework is based on
the work of historian Crane Brinton’s stages of revolution and the second on historian
Theda Skocpol’s work on the motivating factors behind revolutions. Armstrong and

Desrosier present the two frameworks and detail how they may be used to design a
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of study for high school students that moves beyond the traditional chronological
teaching of history and engages students in more rigorous disciplinary work. Ingo doin
they also present an option for teachers that would engage students in examining and
investigating the Cultural Revolution from multiple viewpoints.

The one exception to the focus on teachers and teaching is Kohlmeier’s (2005)
study of her students’ development of historical thinking skills focused on threedaktori
eras — including the Cultural Revolution. Kohlmeier’s focus was not spegifaalihe
teaching and learning of the Cultural Revolution. However, Kohlmeier’'s choice to use
the memoiRed Scarf Girby Ji Li Jiang in her®grade world history class shows that,
at least in Kohlmeier’s classroom, the Cultural Revolution was taught in ¢haiay
allowed students to view the time period from multiple perspectives. As the measoi
written by a woman who had lived through the Cultural Revolution as a young girl, it
chronicled her journey from being a supporter of Mao to questioning some of the leader’s
practices. After using a variety of methods that she hoped would engage hesstudent
developing the ability to see history from multiple perspectives (includingshef
reading webs, Socratic seminars, and the writing of historical narragv&sidents),
Kohlimeier concluded that her students developed the ability to think more critioally a
the past, consider multiple perspectives, and allow for nuance and complexity when
contemplating history. Here, Kohlmeier demonstrates that some of the previously

mentioned curricular suggestions, ideas, and plans may work well in hist@roolas.
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Setting, Curriculum, and Participants
Franklin High School and Mr. Larson

Franklin High School is located in EImdale, a relatively large suburb situated
approximately seventeen miles east of downtown Los Angeles. Franklin High School’
sprawling suburban campus, including several athletic fields and field houseghtace
municipal golf course and tennis courts. Like many schools in temperaté¢esjriiee
classrooms are linked by outdoor corridors and students are often found socializing in the
many small courtyards and outdoor spaces between classes, during lunch, arahldefore
after school. The school buildings were undergoing renovation in March, 2011, during
the three weeks | spent in EImdale. The recently completed main office builasnginy
and professional — the school entrance could easily have doubled for a modern office
building or the lobby of an internet start-up firm. Franklin is the only comprehensive
high school in the EImdale Unified School District.

On the 2010 U.S. census, 59% of EImdale’s 56 3@&sidents identified as Asian
and 44% percent of those residents identified as Chinese. Franklin’s total student
population was 3,610 during the 2009-2010 school year (the most recent year for which
such data is available); 69% of students are Asian/Pacific Isldhdes the majority of
Elmdale residents who identify as Asian also identify as Chinese, it lig tiled the
majority of Asian students at Franklin identify as Chinese. As Mr. Larsoneshme
around on my first day at Franklin, he half-jokingly referred to the school as “tiieabri

Tiger Mom school,” referencing a recently-released book (Chua, 2011) that had come

13 http://factfinder2.census.gov/
1 http://nces.ed.gov/
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under scrutiny for its portrayal of Chinese parenting attitudes and techniquesodk
seemed to enforce the stereotype of Chinese (and Asian parents in) genegay strict
and having very high academic expectations for their chiftfren.

Mr. Larson is a White man in his middle fifties with a quick laugh and genuine
love for both historical content and the teaching of history. Mr. Larson was very
enthusiastic about this study and was generous with his personal and clahgitig¢he
weeks | spent in EImdale. During both his formal interview and our informal talisebef
and after class, his passion for history was apparent. Teaching is a seeendocavr.
Larson, who was in his fifteenth year in the classroom during the 2010-2011 school year.
He runs a fairly teacher-centered classroom and relied heavily on docuesedtaing
his modern China unit. However, he was also conscious of his student population and
knew that the stories that might come into his classroom via his students were unique.
He wanted to honor his students’ families’ experiences and had a profound resfiect fo
knowledge students could contribute to the larger classroom conversation. In giving
examples of former students who had told stories about their families’ partinipathe
Tiananmen Square protests in 1989 from both the student protestor and government
perspectives, he commented:

It's great, you get the different perspectives, | think personally - hgebig

overview that...l don’t think you could find anywhere else in the country, almost,

| mean there might be a few other places like this, but, not too many places could

| get these kinds of stories from my students. And it's very valuable.

15 For a more nuanced discussion of the differeneetgtions set by teachers in U.S. schools and €&ine
or Chinese American parents, see Cheng (1999)a Edtical examination of the impact of the “model
minority” stereotype on Asian American studentg Kg, Lee, & Pak (2007).
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Knowing that his students may come from different backgrounds and have differant idea
about China’s past, Mr. Larson was careful to be evenhanded in his portrayal of moder
China. For example, he told a story about meeting Lu Houmin, who was both the
grandfather of one of his former students and Mao’s photographer. Mr. Larson ekplaine
that while he had learned about the violent and repressive aspects of Mao’shiéggn w
growing up, Lu Houmin provided a different view of Mao when he visited Mr. Larson’s
class. When discussing Mao during class time, Mr. Larson told his studentsryhef st
meeting Lu Houmin and emphasized, as he did during his formal interview, that:
“according to Lu Houmin, who | spoke to, you know, Mao really genuinely cared about
the Chinese people.” Meeting Lu Houmin, Mr. Larson told his students, gave him a
different perspective on Mao.

Franklin operates on a traditional semester schedule with six 50-minute periods
each school day. Modern World History is a year-long course typically taket by
grade students and Mr. Larson taught several sections of the course. Of thene@ggtiss
who participated in this study, four (Grace, Lin, Naomi, Olivia) were in Mrsan’s
second period Modern World History class and four (Calvin, Emily, Joseph, and
Zachary) were in the sixth period class. Therefore, | observed both second and sixth hour
for the duration of the modern China unit, which lasted five days. | also observed the
sixth period class on the Friday prior to the start of the unit, as Mr. Larson hadlimat
to see how he “set up” the unit.

Mr. Larson’s classroom was bright and airy, with rows of tables and ¢aeing

the front of the classroom. A SmartBoard along the front wall was the cextegdithe
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classroom, and most instruction was focused on the board. Mr. Larson had constructed a
long teacher’s desk out of several smaller desks and a table. A laptop computer sat on
one end of the table and was connected to the SmartBoard, while a desktop computer sat
on the other end of the table and served as Mr. Larson’s personal computer. Hesat at t
desktop computer during my observations, in order to have the best view of the room
without disrupting the classroom. Mr. Larson often kept the lights low, and the room was
a comfortable and welcoming space for students. Along the walls and on the ledge under
the windows, Mr. Larson had posters and artifacts representing the difiarenihe
taught. He had quite a few mementos from China and other Asian countries, some of
which he had collected himself while travelling and some of which werefigifts
former students. These mementos again demonstrate Mr. Larson’s serisitwvity
awareness of his students’ heritage.
Modern China Unit

Mr. Larson included his teaching of the Cultural Revolution in a broader
examination of China from 1949-1989. Each week, Mr. Larson would post an entry to
his class blog which highlighted interesting aspects of the upcoming weets
assigned readings in the class textbook, and allowed students to contribute to the
conversation in the comments section. In the blog post previewing the week on modern
China, Mr. Larson wrote: “Our focus this week will be on China, and we will learn about
the development of China as a nation from the time of Mao and the Cultural Revolution
of the sixties to Tiananmen Square of 1989.” Important events which were higtllight

during the week included the Hundred Flowers Campaign, the Cultural Revolution,
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Mao’s death, the ascension of the Gang of Four, the opening of China to the west, and the
Tiananmen Square protests of 1989.

Mr. Larson relied on video documentaries for the majority of the week. For the
first two and a half days, students viewed a documentary celedlao Years The
documentary chronicled the various reforms implemented under Mao, including land
reforms, the Hundred Flowers Campaign, and the Cultural Revolution. It alscsddcus
the techniques used by the regime to persecute its internal enemies, in¢tladisg bof
“struggle meetings,” at which landlords and other members of the upper class were
attacked and forced to “criticize” themselves. Finally, the film discLlgserise of the
Gang of Four and the power struggles within the Chinese communist party tdweards t
end of Mao’s rule, and ended with Mao’s death. Mr. Larson would periodically stop the
movie in order to allow students time to catch up on the attendant study guide, to ask
students comprehension questions about what they had just seen, or to emphasize a point
made in the film. On the fourth day, Mr. Larson showed the PBS documé&htaryank
Man,*’ which chronicled the 1989 Tiananmen Square protests and aftermath, as well as
profiling the economic advancements in China since 1989. On the fifth day, students
were given the entirety of the class period to work on the summative asseksmniee
unit — an essay which asked students to “display knowledge of key events in China’s

modern history,” “have at least one paragraph which gives [their] opinion of China’s

modern history,” and “give [their] conclusions about modern China with

% “The Mao Years” was produced by Ambrica Producion2008. Information available at:
http://www.ambrica.com/themaoyears.html

7 “The Tank Man” was produced for the PBS progfemontline in 2006. Information available at:
http://www.pbs.org/wgbh/pages/frontline/tankman/
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recommendations of how China can be improved.” Students were encouraged to
embellish their essays with artwork.

Students were also assigned a textbook reading for the week in their class text
Glencoe World History — Modern Time$he 11-page section covered Mao’s rise to
power, the Great Leap Forward, the Red Guards, and the Cultural Revolution in the first
two pages. There was a pre-reading that was not assigned at the beginninpabtére c
though it is possible that students read it as well. It focused on the Tiananmen Square
protests in 1989.

Student Profiles

| chose five of the eight participating students to highlight in this chajptid.
this for two reasons. First, qualitative research prizes depth over breadth (Cohen,
Manion, & Morrison, 2000), and focusing on a smaller number of students allows for a
more in-depth examination of their thoughts, words, and ideas. Second, | wanted to
maintain parity with the other two cases presented in this study, and thetreisecta
focus on a smaller number of students in this chapter. | chose these five students aft
carefully coding the interviews and essays of all eight students; and theamadrateas
of these five students accurately represent the themes derived from abhltadeed for
this case.

Calvin. Calvin is a lanky, bespectacled 14 year old freshman with a sardonic
sense of humor. He sat in the middle of Mr. Larson’s classroom during sixth period, and
spent much of his time turning around in his seat to chat with classmates. While Mr.

Larson often grew frustrated with Calvin’s seeming disinterest in the €aksn was
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thoughtful, honest, and earnest during our interviews. He is a burgeoning artist who
carefully drew manga characters throughout his interviews. In hisiesview, he took
pride in being “a guy who’s sentimental” and seemed to be working out what it toeans
be, as he described himself, “American born Chinese.” The older of two children, Calvin
was born and raised in Southern California.

Joseph. Joseph is a serious 14 year-old boy in the sixth period class. In his
interviews, Joseph spoke very quietly and quickly, sometimes swallowing the end of his
sentences. In class, he often talked and joked with his neighbors and fidgeted with hi
pen while watching the documentaries. Born in China, Joseph emigrated to théttJ.S. w
his family when he was ten. He was quick to answer Mr. Larson’s questions about what
China is like now. On the day | solicited participants from his class, Joseph iatehedi
raised his hand and, when | called on him, told me that | should interview him because he
had recently moved here from China. Clearly proud of his heritage, Joseph struggled to
assimilate new information about China into the picture he held of his birthplace.

Lin. Linis a studious, thoughtful, intelligent 14 year-old girl in the second period
class. Born in the U.S., she grew up in Southern California with her parents and older
brother. She kept to herself in class, though she was quick to laugh or roll her eyes
during interviews. Lin’s family had told her many stories about their expesdiwing
under communist rule in China. She apparently thought carefully and criticallytabout
past before being interviewed for this project.

Naomi. Naomi is an opinionated, smart, funny 14 year-old girl in the second

period class. She moved to the U.S. at the age of ten with her parents, and was quiet in
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class, possibly due to a lack of confidence in her English language skills. During her
interviews, however, she was very talkative and expressive. Like Lin, hidy fead told
her about their experiences under Mao, and she was excited to share her opinions during
the interviews.

Olivia. Olivia, a 15 year-old girl who had emigrated to the U.S. at the age of ten
to live with her mother, was bubbly and effusive both inside and outside her second
period World History class. Her big smile and friendly attitude belied a sexr@us
thoughtful girl who was very unsure of her opinions during her first interview. Olivia
had ostensibly lived with her father in China as a small child, though she spent most of
her time staying with a teacher at her school. As she said during hartérstew, “I
didn’t really have a family.” Therefore, unlike her peers, Olivia had not ldameh
about her family history. She seemed hungry for knowledge about the past and, in turn,
for a more solid connection to her family and her heritage.

Student Narratives

The Chinese students proved an interesting and unique case. Unlike the other two
groups, the focal event for the Chinese students did not impact all Chinese people in the
same way. This is not to minimize or mitigate the varied, unique, distinct expesi of
Hmong people during the Vietham War or of Jewish people during the Holocaust.
Instead, it is to say that Chinese people before, during, and after the Culturaitikevol
were both persecutor and persecuted, oppressor and oppressed, ruler and ruled in a way
that would not have been possible during the other events. Therefore, the experiences of

the parents and grandparents of the focal students varied in a different way. Adglitional
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three of the students (Joseph, Naomi, and Olivia) were born in China and immigrated
the United States with their families when they were nine or ten yeard loé&dother two
students, Calvin and Lin, are second generation immigrants. All five studsecussid
communicating regularly with family in China and visiting on a regular basis.stftweg

ties these students have with the country of China impact their understanding eeChine
history.

“Dinner Table Conversation”

Unsurprisingly, the Chinese students reported hearing about the Cultural
Revolution from their parents and other family members, and none discussed learning
about it in school in the United States. The three students who went to elementary school
in China mentioned that they may have learned about Mao in school in China. Some
families discussed the Cultural Revolution more than others, and there were ¢herefor
some students who had relatively limited knowledge while others had a fairty broa
understanding of this event prior to learning about it in school.

Lin, for example, described her family’s discussion of the Cultural Revoluion a
“dinner table conversation.” She was able to give a detailed account of lilgisfam
experiences during the Cultural Revolution and to give an overview of the bureaucratic
and governmental aspects of the event. Lin began her first interview by naming
important people involved in the Cultural Revolution: “Chairman Mao? And then the
Gang of Four, | think, and the Red Guards” and then gave a “basic summary:”

Chairman Mao wanted to reform China, so he basically thought to throw away all

of the old ideas, like the Confucius ideas, | think? And, he basically — | think he
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took land away from landlords and gave it to peasants and he had these struggle
meetings, where he told people to basically, | don’t know, hit the rich people and
torture them. And then I think it ended with Lin Biao, do you know him? | don’t
know how to pronounce it in English...Yeah, and I think it ended with his death,
‘cause he was trying to flee to Soviet or Russia, or Taiwan maybe.
Like several of her peers, Lin was also able to recount stories she hadoward f
her parents and grandparents about their lives under Mao. She recounted two stories with
a similar theme — the need to hide wealth from authorities. She told how her mother
“bought a bike, and she had to hide it under the bed, because they weren't allowed to
have luxuries such as bikes and stuff.” Lin visits her grandmother in Canton almost
every summer, and in fact her grandmother was visiting Lin’s family iridCaila at the
time of Lin’s first interview. This close relationship clearly meanst #d Lin, and Lin
recounted several of her grandmother’s stories during her first interview:
She had to bury a lot of the family’s jewelry in the mud in her backyard, because
if she was caught with it, she would be arrested. And she couldn’t buy a lot of
stuff, because you just couldn’t look like you're wealthy back then. And, what
else? There were a lot that she told me...Oh yeah, and then when people gave her
presents, they used to give each other rice and stuff, like bags of rice, and she
couldn’t accept it because she was scared that if she accepted it, she would be
classified as being “wealthy,” and if you were classified asgoealthy, then

you would be stripped away of all your stuff.
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Lin’s narrative of the Cultural Revolution during her first interview is irgéng for
several reasons. First, it is important to note that the primary theme didser “
summary” is mirrored in the stories she heard from her mother and grandrtthéer
Mao’s policies and campaigns, including the Cultural Revolution, were clasd-bas
endeavors which sought to punish the wealthy, or those perceived as being wdakhy. T
means that Lin went into Mr. Larson’s classroom with a relatively sold historically
accurate understanding of Mao’s China. Second, Lin’s close relationship with her
grandmother, as well as her family’s focus on the Cultural Revolution during daily
conversation, have had a long-lasting impact on Lin. She has remembereddttiese st
and conversations and is able to coherently relate them to a relative stramger. T
implies that she has internalized and accepted these stories as truth.
Much like Lin, Naomi gave an overview of the Cultural Revolution and described
her families’ experiences during that time. Unlike Lin, Naomi had imrtedreo the
United States four years prior to her participation in this study. Naomia init
explanation of the Cultural Revolution revealed the very real way in which sha®ee
this history has impacted her family:
Mao Zedong wants to take the rich people’s property and when my grandparents
experienced the Cultural Revolution, ‘cause my grandfather, he was a prafiessor i
the university in Beijing. So, Mao wants to get rid of the educated people, like if
you are highly educated, he wants to get rid of you because he [doesn’t] want
other people to be more powerful than him, so he basically, he took my

grandparents’ property, took all the money, and the furniture and took all the
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valuable things and my grandfather, because of this, he went from Beijing to this
little city that |1 was born [in], and he learned other things, and he want[ed] to
pretend that he’s not a professor, so Mao won't put him in jail or catch him.
Here, Naomi explains very clearly how she sees how Mao’s anti-intellerampaigns
having a very real impact on her family. She later talked about how she had likked wit
her grandparents in China, and was excited that they were coming to tstdnemand
her parents for several months.
In class, Naomi was a very quiet, reserved girl and she repeatedly apdltai
what she perceived to be her lack of English proficiency during our interviewsh¥et
was able to articulate complex connections with relative ease. In taltowg her family
and what they had told her about the past, Naomi stated in her first interview that her
grandparents had taught her “all about” the Cultural Revolution and Mao’s reign. She
also commented that her grandfather “is really involved in this, he’ll talk about the
politics all the time, like about Mao and in China and the Cultural Revolution, what that
did to them.” A few minutes later, when asked what she thought her family wanted her
to remember about the Cultural Revolution, Naomi placed her family’s storyain cle
opposition to the story she had learned in elementary school in China:
| think they just want me to know about the truth about China’s government,
‘cause the elementary school that | went to in China, all they tell us is how Mao is
good. And Mao is the best person in all China. So I just knew he was a good

person, but actually he’s not that good. So, my parents told me the truth, and —
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before | just know Mao is a good person ‘cause the school just told you that. You

can't talk negative things about him.

A few minutes later, she added: “I think the citizens, they all know that Mao is nbt wha
the school taught you about that person.” Clearly, Naomi’'s family had a profdent ef

on her understanding of history. This can be seen not only in the stories she told about
her grandparents’ experiences during the Cultural Revolution, but also when she
discussed learning about Mao in elementary school in China.

During her second interview, Naomi reiterated her understanding of Chinese
citizens’ political thinking, which shows her sophisticated understanding of bothghe pa
and the representation of the past in present-day China:

‘Cause China, like | said, you can’t put the truth about politics in China. We all

know about it, the politics, you can’t talk about it, like the negative part, so you

can only talk about it when you are in other countries, like in U.S.

Her statements demonstrate the importance of Naomi’s family in helpingderstand

the past and to make sense of the different stories she had heard about the past. Naomi
and Lin both provide powerful examples of students who come to their history classroom
with a deep connection to this history through their grandparents.

“I'm Not Entirely Sure”

When asked to explain the Cultural Revolution during their first interviews, some
students were initially unsure about what — exactly — happened during the Cultural
Revolution. Calvin said: “I'm not entirely sure what the most important eventeddtat

the Cultural Revolution are, but maybe Tiananmen Square demonstration and the tanks
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rolling in and stuff.” Later in his first interview, he told a story about his usate
grandmother:

| heard from my folks, my mom and dad, that my uncle, after he finished high

school, he wanted to go to college but he couldn’t ‘cause Mao sent him to work

on farms and stuff, and my grandma, who was a doctor, also got sent to farms to

help the people there — it was like health care back then, but not as good.
Here, Calvin seems to know some of his family’s experiences during the Cultural
Revolution, but cannot necessarily connect the term “Cultural Revolution” with his
uncle’s and grandmother’s farm labor during the Cultural Revolution.

Olivia responded much like Calvin when asked about important events and people
related to the Cultural Revolution during her first interview. While Calvin was born in
the United States, Olivia was born in China and emigrated to the U.S. when she was nine.
She explained her ignorance about the Cultural Revolution by saying: “My mom never
really talked about the Cultural Revolution, so...I don’t know much about it.” She knew
that her mother or grandmother may have more knowledge, but that knowledge had not
yet been passed on to her. Later during her first interview, she was able adbgive
more background about the Cultural Revolution: “| know it has something to do with
Mao...and...if you're in the country for a long time, like ten years.” When | asked he
what else she had heard about Mao, Olivia shared that “He was a communist, and | think
he started the revolution ‘cause he was scared that people were gonna takethis powe

away from him.” While she could not necessarily relate family storieshékgeers,

108



Olivia was still able to give a basic description of the Cultural Revolution andof M
based on what she had heard from her family.

It is important to note that Olivia’s early childhood was somewhat dissifrolar
her peers. Her parents divorced when she was young and she was left in Her father
care. However, her father was not able to be a full-time caregiver and ®¥&d with a
teacher until she was nine. At that time, she was sent to the U.S. to live witbther.m
While her peers grew up with at least one parent as a full-time caragvenany had
formed close bonds with extended family members as well, Olivia did not have these
bonds and was therefore less likely to hear family stories.

Olivia was confused about Chairman Mao, and expressed this confusion during
her first interview:

| hear from my family, he’s a great leader, and then | read books anchsiff

what the TV talks about sometimes, and then, it would be like China was

threatened and stuff, and the revolution - everyone was treated badly, and - | just

don’t get how that works. If he’s a good person, why would he let that happen to

his country?
Here, Olivia grapples with an interesting and important question. Perhaps what she
meant earlier in her interview, when she said she did not know much about the Cultural
Revolution, was that she had not yet developed an answer to her question about how a
good person — as she had heard Mao described — could let bad things happen to his

country.
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For Olivia, being confused and unsure about what happened in the past perhaps
led to her inability to answer the initial interview prompts. In her firstundgy, she tried
to make sense of the past, but did not have the same tools with which to do so as some of
her classmates. This confusion was echoed in a comment she made in class @h the thi
day of the Modern China unit. Olivia asked Mr. Larson a question at the beginning of the
class period: “Do you think Mao is a great leader?” Mr. Larson demurred, dtainttyis
is something he wants her and her classmates to think about, and once the students have
decided for themselves, he will share his own opinion. By asking this question, st seem
that Olivia was actively searching for someone to help her make sense détthagt
determine if Mao was, in fact, a great leader, as she had learned in China.
The Modern China Unit and the Development of Multiple Perspective
Perhaps most interesting was the Chinese students’ tendency to see cooflicting
disparate accounts of the past as offering new or different perspectives. CEmsebe
very clear during the students’ second interviews, when they were intedeatirtyg
knowledge with what they had learned in school. For several of the students, this meant
that their perceptions of Chairman Mao shifted after learning about him in/floeid
History class. For example, during her second interview, Lin explained:
The Cultural Revolution, because in the beginning, | just thought it was a terrible
thing to go through, but then, I kind of see why Mao would do that...I mean, |
guess he really did want a better country and it didn’t come out to that, so, | guess

it wasn’'t — | mean, his intentions at least weren’t so bad.
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Here, Lin outlined her conception of the Cultural Revolution as told to her by her parents
and grandparents. Like many Chinese people, they had suffered under Mao and therefore
told Lin how “terrible” it was to live under Chairman Mao. However, learning more

about Mao’s intentions in her World History class allowed Lin to develop a differe
perspective about that era. As she explains, she has neither replaced hergtarests’

with her school knowledge nor has she totally rejected the stories told in Idontsar

class. Instead, she allows for both stories to exist, and she is therefdeddlelop an
understanding of the past that includes multiple perspectives.

While Lin had previously had a negative view of Mao and his policies, Joseph
had previously had a fairly positive view of Mao and his policies. While Lin and Joseph
were not in the same class period, they both had Mr. Larson as their ninth-grade World
History teacher and therefore were exposed to the same curricular Inaedidessons.

It is impossible to know exactly why Lin and Joseph had very different ideas about
Chinese history prior to studying it in their World History class; however, Hrere
several contextual clues that may help us to better understand these studdrds and t
families. Joseph’s family was originally from Hunan, which was also #Maichplace,
and in his first interview Joseph described how his mother had benefitted from Mao’s
leadership:

Well, my mom is from Hunan and she got [the] highest grade in her class

[unintelligible] in Shanghai, and got into college, and | guess, if the commdinist[s

lost, then Hunan — that area would not be developed much at all and she wouldn’t
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have been given the chance to go to Shanghai at all. And so | wouldn’t be able to
be here.
When asked to explain a bit more about why he thought Mao was his grandparents’
“great hero,” Joseph reiterated what he had been told by his family: “He leccaddtie
people, | guess. That's what they said. And also, they told me that he also made the
people [have] less poverty, | think. They said that, and [he] made people happier in
general.” Therefore, it is clear that Joseph, who had immigrated to thesl ($tétes
approximately five years prior to participating in this study, had a positiage of Mao
and Mao’s impact on the lives of Chinese people. While during his second interview
Joseph also discussed learning new perspectives about Mao, the perspectives he added to
his understanding of Chinese history were understandably different from Lin’s.
During his second interview, when asked about how the portrayal of Mao in his
World History class was similar to or different from that of his familyepbseplied:
It was kind of different, because, the [“Mao Years”] movie also made him look —
like more on the neutral side, and like bad-ish, and when you're Chinese, you
generally look good about Mao, and trust what he says.
| asked Joseph what he thought about this different portrayal, and he explained: “I think
it's just a different perspective, that's all. Neither of them is compleigtht, but, just
more information. Just a view on Mao.” Here, Joseph seems to differentiaterbdtevee
Chinese perspective and other — perhaps Western or American — perspé&iies

despite his strong, positive feelings about Mao in his first interview, he does nasdism
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the “bad-ish” portrayal of his family’s hero. Instead, he reconstructs hratina slightly
in order to allow for this new perspective.
Like Joseph and Lin, Calvin’s picture of Mao was altered by what he learned in
his World History class. Calvin had heard stories from his grandmother abouathe de
of Chairman Mao, and Mao’s death was also discussed in the documentary film his
history class watched. Calvin had a bit more trouble putting together what he beard fr
his grandmother and what he learned in class. During his second interview, Ckédn tal
about some of his conflicting ideas about Mao, and people’s reactions to Mao’s death: “I
learned that the villages were all starving and stuff, but my grandmagevillas crying
for Mao [when he died] and like — what? Didn’t he take all their food?” When asked to
think more deeply about that disparity, Calvin was able to develop an explanation for the
villagers’ tears, and in so doing, was able to create a narrative about Mab’svies
accommodated both his grandmother’s story and the story he learned in school:
Maybe some of them were just like “oh, we lost a leader, and, it's just right that
somebody cry for him, so ok, even if he stole our food, let it be us, ‘cause he’s
still a human being and we gotta cry.”
Here, Calvin thinks about how people may have felt obligated to mourn a fallen leader
even if they had suffered due to that leader’s policy decisions. Much like Lin amdh,Jose
he constructs and reconstructs his understanding of the past to allow for the multiple
perspectives offered by his family and his teacher in a way that makeseédnms and
what he knows of human nature. For Calvin, Lin, Joseph, and their peers, the deliberate

acknowledgement and inclusion of multiple perspectives in their narratives of the
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Cultural Revolution was necessary in order to accommodate the conflicting siherye
heard from their families and from school.
“The Beijing Massacre Was So Sad”

Interestingly, one of the parts of Chinese history that most affected stugents
not part of the Cultural Revolution. However, since Mr. Larson included the Cultural
Revolution in a larger study of modern China, it is not surprising that students brought up
other topics from that week during their second interviews. Several of the students were
shocked, saddened, and troubled by the images and information they sawha enk
Man documentary, which chronicled the 1989 Tiananmen Square protests. There are
several reasons why this event may have made such an impression on the studénts. Fi
the documentary that was shown was well-made, included graphic and disturbing video
of the crackdown on the square, and was in color. It is important not to underestimate the
power of this media on the students. Second, the event was not well-known to the
students prior to learning about it in school. Some of them had heard about it beforehand,
but the imagery and details were new. All of the students knew of Mao prior to learning
about him in Mr. Larson’s class, and though they learned new or conflicting infonma
about him or his reign in Mr. Larson’s class, they were not emotionally distuyltedshb
information. Additionally, the documentary that was shown about Mao was lessidynam
than the one about Tiananmen Square.

Olivia, who had grown up in China and felt strong ties to the country of her birth,

immediately brought up the events of June, 1989 in her second interview:
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| thought the Beijing massacre was so sad...l thought the government was not
being fair at all, like they were all shooting at innocent people, and they didn’t
even know what was going on, they were just going to get their daughters, sons,
their dead bodies, and then the army was just shooting at them. | thought that was
really wrong.
| then asked Olivia if she had heard of the massacre before, and she repliedt“l didn’
know about the massacre before — | was so shocked.” Olivia’s initial reaxtion t
disturbing and bloody images she saw in the film seems grounded in a strong sense of
right and wrong, and her objections stem from her empathy for the paremesstdidents
who died in the name of democracy. Later in her second interview, Olivia brought up her
wish for China to embrace democracy, though she has given up hoping that real political
reform may happen in China. Her reasoning stems from her understanding of the
Tiananmen Square massacre: “And the tanks, like the Tank Man and stuff, everyone got
really scared and | don'’t think they want that to happen again. So no one is speaking up,
so | don't think there will be democracy.” Here, Olivia demonstrates that shecletgh f
for the parents and students who suffered and died during the uprising, and can
understand the chilling effect of the government’s response to the rebellion @ futur
protest movements.
Like Olivia, Naomi and Joseph were both affected’ bg Tank Man
documentary. Naomi immediately referenced the film in her second intemhew
asked what information was new in her World History class about Chinese history. A

sensitive and thoughtful young woman, Naomi had been told about the rebellion from her
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grandparents, but had not before seen the images and video recordings. She commented
that she hadn’t seen “the real recording of it. | just heard stories, anch@srg to me.”
When | asked her why it was amazing, she replied “Cause, so many peoplesuad
the guns and the tanks...it's so violent.” She continued a moment later by describing her
feelings when she was watching the movie, “A lot of students and innocent people died,
so...l was really sad.” Naomi, also a recent immigrant, integrated dedparrents’
stories with the images she saw in her World History class to form a mosvenaed
powerful narrative about the Tiananmen Square protests.
Joseph had also heard about, but not seen, the rebellion. The opening line of
Joseph’s final essay for the unit shows that he is still in the process of putitigetogis
prior knowledge about China with what he learned in class — including the Tiananmen
Square protests: “China during this unit was very different to what was known"to me
While Joseph does not delve into the differences in his essay, his responses during his
second interview indicate that he was coming to terms with a flawed China. His
understanding of the Tiananmen Square uprising after learning about it inhdass s
this movement:
Generally the Tiananmen event was kind of new to me, | just knew there was
some event back there, but | didn’t really know that it thasbloody-ish. And |
didn’t think the government would actually gwat far...I think there was more
peaceful ways to do it, instead of killing everybody there.
Here, Joseph’s language shows that he is moving slowly towards a more complex

understanding of Chinese history and of modern China. As a fairly recent immigrant
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with fond memories of China and with strong ties to both the people and the land, seeing
images that portray China in a less-than-perfect light is diffioaldéseph to assimilate
within his original narrative.

For the most part, the Chinese students were able to construct narratives that
allowed both their families’ stories and the information they learned at sichbel
considered true. In part, this was due to their consideration that their parentsrand thei
school may have held different perspectives about the past, and that there was room for
both perspectives in their narratives. It is also important to consider themesend
authority Chinese culture grants educators (Cheng, 1999) — questioning or denying the
teacher’s views may not have been something these students felt comfortable doing.
Finally, the age of the students is important to consider. These students were 14 and 15
years-old in their first year of high school. Their willingness to rebehagar push
back against “official” knowledge — such as that they learned in school — may Bot hav
been as developed as their older peers.

Meaning, Connection, and Impact

Some of the Chinese students did not afford great meaning or significance to the
Cultural Revolution or other parts of Chinese history — they felt that the padtevoadt;
it may be interesting or troubling but ultimately inconsequential in their. lii#es most
of the students, however, studying Chinese history in school caused a certain amount of
confusion about what it means to be Chinese or of Chinese heritage. As previously
stated, many of the students have close ties to China and to their Chinese.h&€htage

have visited China, are in contact with relatives who still live in China, speale$&hi
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and identify themselves as Chinese or Chinese American. In this sectidreXamine

how students made meaning of, and described their connections to, Chinese history. As
the Tiananmen Square protests became an event of significance in the clasatsom
analyze students’ connections to Chinese history through both the Cultural Revolution
and the Tiananmen Square protest.

“It's Part of My History”

As expected, the Chinese students felt that knowing about Chinese history was an
important part of their Chinese heritage. They expressed this sentiment during iooth the
first and second interviews, and learning about Chinese history in school did not seem to
alter this feeling. As Joseph said in his first interview: “it’s part of nsyohy, part of the
history of China, and part of me as well” when asked if he thought his parents and
grandparents would want him to know about the Cultural Revolution. With this
comment, he seems to imply that not only is this event important to know about and
remember because it is part of China’s past, but also because the event ficeangigni
for both him and his family.

While Joseph was born and spent much of his life in China, Lin was born and
raised in California. Still, Lin felt a connection to the Cultural Revolution in mueh t
same way as Joseph. In her first interview, Lin said: “My parents lived thrbisgimte
period, so | think | have a connection to it.” Later in her first interview, she elaoloon
this idea by discussing her own interest in the subject: “I think it's ‘caos€Hinese, so
| like to know about it.” Finally during her first interview, she brought up the idea of

having an emotional connection to the past that was directly linked to her Chinese
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heritage when asked if the way she talks about the Cultural Revolution with someone
who is Chinese is different from the way she would talk about it with someone who was
not Chinese:

Yeah, | think it does. Because, | think although other people that aren’t Chinese

would sympathize with you if you talk about it, | don’t think they really

understand it, because they’re not impacted by it...So | think when | talk to
someone who’s not Chinese about it, | probably wouldn’t put my feelings in it,
because — | think they don’t feel the same way as | do.
With these words, Lin complicates what it means to connect with history through
heritage. While she acknowledges the connection she feels to an event hergparents
other family members experienced, she also tries to explain a deeper emotiona
connection to the event.

Calvin, who was also born in the U.S., described a similar emotional connection
in his first interview. He originally stated that he didn’t feel much of a cdrmmet the
Cultural Revolution, but later amended this statement by saying that he kneghenou
about the Cultural Revolution to “relate to it emotionally” and that he was a “guy who
was sentimental about a lot of things” when asked why he felt it was impantant f
Chinese people to know about the Cultural Revolution. Here, Calvin seems to echo Lin’s
idea about an emotional connection to the past as being part of a heritage connection.

Emotion also played a part in Olivia connecting her Chinese heritage to the
Cultural Revolution, though in a slightly different way. Olivia, whose personal yistor

different from those of her peers as she spent much of her childhood living witherteac
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in China, said in her first interview: “[China] is my home country, so I'm asagonna
be a part of it, support it. Like, if America and China went to war or somethling, I
probably be on China’s side. It's just like, | don’t know, I'm attached.” Her&jali
tries to put into words how she feels connected to her “home country” and why she feel
an attachment to China. During much of her first interview, Olivia laughed néyvous
and was concerned that she did not know enough about China’s history under Mao to
adequately answer the interview questions. When asked if she was interesaed to |
more, she stated:
| wanna learn more about my country, ‘cause | don’t really know much about it,
and it's embarrassing that I'm Chinese and, they ask me about all this Chinese
history, and | don’t know anything about it, and it would be embarrassing, so |
really wanna learn.
While Lin and Calvin both described the emotional connection they felt to the Cultural
Revolution, due in part to their families’ experiences and in part to the storidsattiey
heard about those experiences, Olivia instead discusses her feelings about naj knowi
about this event. Her embarrassment about not knowing as much as she thinks she
should about Chinese history shows that she also sees a connection between being
Chinese and knowing Chinese history. Through the words of all four students, it is clea
that they feel connections to Chinese history through their families’ierpes and by

virtue of being Chinese.
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“I am Confused About What to Feel”

For several of the students, the information they learned about China, in particular
about the Tiananmen Square protest but also about Mao Zedong and the Cultural
Revolution, led to a certain level of confusion about whether to view China as “good” or
“bad.” As previously stated, the students felt strong connections to China and their
Chinese heritage. Therefore, seeing images like thoBeeiTank Mardocumentary or
learning about students who were not allowed to attend school during the Cultural
Revolution made them question whether they should be proud of their Chinese heritage.

Calvin was disturbed and affected by the images he satvimank Man
documentary. This was particularly evident in the essay he wrote for hisotidecy
Wall” project at the end of the week. Each student was asked to write about what the
had learned about China under communist rule and to voice their opinions about Chinese
history as the formative assessment for the unit on Modern China. Calvin, an aspiring
artist who often doodled during class, drew a well-proportioned, detailed picture of the
young man facing the tank at the top of his paper, and focused much of his reflection on
what he had learned from the video. Calvin, who sometimes seemed unengaged in class
activities and was more interested in joking with his neighbors, wrote an elogsayt es
that demonstrated how he has begun to grapple with what it means to be a Chinese boy
growing up in the U.S.:

The struggle between peace-loving, democracy-needing citizens aga@ust, gre

heartless Communist politicians & upper class means much more to me,

personally than before. The things learned from my family, combined with the
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events seen on the Smartboard projector, have left me with a confused sense of

patriotism, with pity and affection for my ancestral home, and natural-born

patriotism instilled in me from kindergarten. In conclusion, [I] felt nearly mgthi

in the beginning, and now | know | feel something, but the name of the emotion

eludes me. To put it in simpler terms, | am confused about what to feel.

Here, Calvin inadvertently shows that the inclusion of heritage historibe itiassroom

can profoundly impact students who may have connections to those histories. While we
cannot know how this unit will impact Calvin and his sense of self in the future, it is
possible that this week in Mr. Larson’s classroom will have a profound impact on the
way Calvin views himself and his connection to his “ancestral home” in the future.
Again, Calvin’s mature approach to the multiple perspectives he has heard from his
parents and his teacher have allowed for Calvin to engage in a much more complex
relationship with China’s past.

Lin also expressed some confusion in her second interview. When asked if her
thinking about Chinese history had changed over the course of unit on Modern China,
Lin answered:

Well, the way it was taught in class last week | was kind of embarrassed about

[Chinese history], because the massacres and the Cultural Revolution dre like t

lowest point in Chinese history I've learned about. And | don’t know, it made me

feel embarrassed...to be Chinese.
Here, Lin seems to echo Calvin’s essay, as she tries to reconcile deaiooint the

“lowest points” in Chinese history with her pride in her Chinese heritage. For some of

122



the students, learning about different views of China impacted their understahding

what it means to be Chinese today. The meaning they ascribe to China’s pastlis di
related to their identifications as Chinese or Chinese American. Theyrddeageat
important to their Chinese heritage and exhibit, in one way or another, pride in being
Chinese. This pride was brought into question for some of them during the unit on
Modern China, and after learning about China in school, they are forced to contend with
a national or ancestral past that is not entirely positive.

China Today

Not surprisingly, several of the students discussed their impressions ofstoday’
China. They spoke primarily about China’s lack of democracy and about China’s
economic prowess. Particularly for those students who felt strong ties to Chiaa, it
important for them to reiterate that China today is not like China under Mao or around the
time of the Tiananmen Square uprising. Students often sought to reassure me — and
possibly themselves — that China has changed greatly since the eveets istiuii.

Larson’s classroom had occurred, perhaps in an attempt to rationalize (tol¢lesinse
their pride in their Chinese heritage.

Joseph in particular discussed the differences between the China that was
portrayed in his history class and the China he knows today. In his second interview, he
made several comments about the differences he had noticed: “And China right mow isn’
even that communist anyway, ‘cause the system’s working right now has a good
economy, it's not like the government’s taking too much control of it.” A few minutes

later, he reiterated his point: “Those events are really different from viiaé & right
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now.” Later in his interview, during a discussion about the lessons that could be learne
from the Cultural Revolution and the Tiananmen Square uprising, Joseph reemphasized
how important it was to him that people realize that China has changed:
The Cultural Revolution is a mistake, | would say, and the massacre. But, |
wouldn’t make it seem all too bad, because it would [make] everybody think that
Mao is — the government’s evil and Mao is massacring everybody, and that is not
really what China is today, so...[it would] give them the wrong idea, so it’s just
an event that happened, and there’s lessons to be learned.
Joseph sought to show that, despite China’s past faults, it is a good, prosperous, safe
country. Joseph’s concern with pointing out the differences between historical and
modern-day China reflect his deep connection to his Chinese heritage and to his fondness
for the country where he was born and lived until he was ten. While Calvin and Lin were
confused or embarrassed about how to feel about their heritage in light of what they had
recently heard and seen about China’s history, Joseph responded by emphasizing the
positive aspects of modern-day China.
Several of the other students also discussed the China they know, though in a
somewhat different manner. Instead of focusing on the positive changesdhsaeha
they discussed their frustration with the censorship and lack of democracy Histispar
China. Olivia and Naomi, both of whom had spent their childhoods in China, expressed
their desire for China to become more open and democratic. In her second interview,
Olivia provided a nuanced understanding of the impact of the Tiananmen Square uprising

on the democratic process in China:
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| think when people, like those people who fought at the Beijing thing, they forgot
why they were fighting for democracy, because they weren’t allowetktaliaut
it, SO as generations go on, people just forget about it, and they accept the way
they are, so it's like they accepted Communism or something like that, so no
one’s complaining about it any more, and that’'s sad.
Olivia continued with this line of thought a few minutes later:
And the tanks, the Tank Man and stuff, everyone got really scared and | don’t
think they want that to happen again, so no one is speaking up, so, | don’t think
there will be democracy. The country might be more modernized every day, and
stronger every day, but there still won’'t be democracy.
| asked Olivia if she thought democracy was important. She said that is pa$ant,
and explained her reasoning: “Yeah, because people should express their ows feeling
and stuff, and have their own human rights, they shouldn’t be told what to do, because
it's their own country and they live in it. They should have their own opinions about
something.” Here, Olivia describes a chilling effect that the crackdovtimeon
Tiananmen Square uprising may have had on subsequent democracy movements. Unlike
Joseph, she does not view China’s economic advances as outweighing the continued
censorship of the communist regime.
“I Probably Wouldn’t Be Here Today”
Several of the students talked about the Cultural Revolution having a large impact
on their lives, and being the reason why they are here in the U.S. When askedito expla

this, the students had different reasons. Naomi, whose grandfather was forced to leave

125



his job as a professor during the Cultural Revolution, said in her first interviete*l
Cultural Revolution wasn't started, maybe | won'’t be in the U.S. Maybe | woult\jas
in China, ‘cause | will have a lot of money (laughs).” For Naomi’'s fantiy,Gultural
Revolution brought suffering to her family and perhaps forced them to seek opportunities
elsewhere.
Lin also felt that the Cultural Revolution impacted her and her family, as she
explained in her first interview:
| think it's kind of why I’'m here, because without the Cultural Revolution, my
parents wouldn’t have met, and they wouldn’t have made this choice to come out
of China and into the United States, so | probably wouldn’t be here today...The
Cultural Revolution.
| asked Lin to explain how she thought the Cultural Revolution influenced her parents’
choice to emigrate to the United States. She replied:
The Cultural Revolution closed China, and that's why my parents really wanted to
get out of China, they wanted to experience democracy, and — | think that’s kinda
why my mom chose the major she did, because she wanted a future that wasn't in
China, and import and export gave her the opportunity to get out of there, so |
think it really impacted them.
Lin’s understanding of the Cultural Revolution’s impact on her family is sontewha
dissimilar to Naomi’s family. While both Lin’s family and Naomi’s fayndxperienced
hardships during the Cultural Revolution, only Naomi sees those specific hardships as

leading to her family’s emigration to the U.S. Lin instead sees the brimayigct on
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society, and lack of freedom under the communist government, as primarily imgpacti
her family’s choices.
Conclusion

The importance of family conversations about heritage histories cannot be
overstated. This is seen in the stark contrast of the narratives of Olivia amd. Ngoth
girls were born in China and moved to the U.S. at the age of nine (Olivia) or emijNa
Yet, the girls had different understandings of the Cultural Revolution, Mao Zedong, and
present-day China. This is due, in part, to the different ways their faraikesl twith
them about history and politics. Naomi’s family talked openly and often about history
and the current political situation in China, while Olivia’s family did not engage in
similar conversations. Therefore, Naomi entered Mr. Larson’s clasawit
understanding of the Cultural Revolution and the effects this event had had on her family,
and with a fairly sophisticated understanding of the nature of political or battaik in
China. This understanding allowed Naomi to make sense of and accommodate what she
learned in class with her prior knowledge. Olivia, meanwhile, was searcling fo
information prior to learning about the Cultural Revolution in Mr. Larson’s cladsleW
she did learn more about the reign of Mao Zedong, she was still left with quesiians a
the past and was uncertain how to fit together the disparate bits and pieces she had
gathered.

For the Chinese students, learning about the complexities of Chinese history both
helped them feel more connected to their Chinese heritage and complicated that

connection. For students like Calvin and Joseph, making sense of their connection to a
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country whose leaders had mistreated its citizens was difficult. WaienGtruggled to

retain his pride in his ancestral home, Joseph struggled to maintain his vision of a modern
and open China. For these students and their peers, the work of developing a complex,
sophisticated understanding of China now and in the past was just beginning. As
evidenced in the students’ choice of words — often referring to Mao as eittoel” ‘or

“bad” with little room in between — they were attempting to navigate these spardie

ideas of China. One way in which they performed this work was by allowing for

different perspectives about China’s past — sometimes characterinedlast

perspective and Chinese perspective. They were perhaps starting to demelop m

complex understandings of both China’s history and their connection to that history.
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Holocaust Unit: Introduction

Teaching about the Holocaust, ranging from Adolph Hitler’s rise to power in
1933 to the end of WWII in 1945, is included in both national history starffaris
lllinois state social science content standardat Washington High School, in suburban
Chicago, this history is included in 4 grade Humanities course. The place of the
Holocaust in the U.S. curriculum has changed over the past 30 years. Holocaust
education began as a grassroots movement in classrooms across the country, ahd the fir
Holocaust educators were often met with resistance when they announced thoeilacur
plans (Fallace, 2008). That has changed, however, and the Holocaust is now mandated in
many states across the country in either the social studies or Engtidarsis, and
sometimes in both. By the time most students graduate from high school, there is a good
chance that they have been taught a lesson or unit on the Holocaust at some point during
their schooling.

The Holocaust is taught in myriad ways in U.S schools. Consistently, teachers
focus on victims being primarily Jews, the power and charisma of Adolph Hittkthe
idea that learning about prejudice and dehumanization through a study of the Holocaust
will sensitize students to these societal ills and will propel students agaicist them in
the future (Fallace, 2008; Schweber, 2004). Within these parameters, however, there is
much variation. The Holocaust is most often taught in literature, U.S. history, and world
history classes. In world history classes, teachers and textbookslyypirahicle

German history from the end of WWI, through the turmoil of the Weimar Republic, the

18 http://nchs.ucla.edu/Standards/
19 http://www.isbe.net/ils/social science/mandatestn@4molocaust
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rise of the Nazi party and Hitler's appointment as Chancellor in 1933, prior tobiegcr
the acceleration of anti-Jewish policies and, ultimately, the use of viol&mes/.
conclude by examining the concentration camp system and the Final Solution. In
addition to textbook readings, teachers often use film and readings from memoirs or
diaries.
Review of Literature: Holocaust Curriculum

Empirical research currently available regarding Holocaust ddngatveals that
despite the prevalence of recommendations and guidelines (e.g., Davies, 20@0; Gla
1999; Lindquist, 2007; Schweber & Findling, 2007; Totten & Feinberg, 2001), little has
been done to examine why and how Holocaust education is happening in classrooms. As
leading Holocaust education researcher Simone Schweber (2006a) noted, “While
hundreds of articles and an increasingly large number of books advocate Holocaust
education, only very few of these base recommendations for practice on empirica
research” (p. 51). Unfortunately, not much has changed in the interceding years.
Schweber herself offers perhaps the best known empirical studies irethiSahweber,
2006a, 2006b, 2008; Schweber & Irwin, 2003), two of which are of particular note here.
First, her excellent ethnographic study of four high school teachers’ appsdache
teaching this complex subject (2004) shows the vastly different paths teaahdake
when teaching the Holocaust, as well as both the desired and unexpected irapaots le
about this topic had on their students. Second, Schweber’s (2008) analysis of Jewish
students learning about the Holocaust in a Jewish parochial school demonstrates how the

various messages sent by teachers are interpreted by students. Schmwefkenften
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focuses on the disconnect between teachers’ desire to develop a sense of morality and
compassion in their students via a Holocaust unit and the actual impact of the unit on the
students’ historical understanding. Her studies have begun to show that, despite the
acceptance and approval of this topic within the general K-12 curricula, we have much to
learn about how students understand and interpret the Holocaust.

A report commissioned by the United States Holocaust Memorial Museum
reveals a bit more about the status of Holocaust education in the United States more
broadly (Donnelly, 2006). Teachers at the secondary level in 48 states and tlseddistr
Columbia (n = 219) responded to a survey regarding their involvement in Holocaust
education. The report sheds light on the ways in which Holocaust educators appeoach t
teaching of this subject. It states that 88% of teachers approach theusofooa a
Human Rights perspective (p. 52). Although the author does not define the Human
Rights perspective, it is likely that this means that the majority of thecdost educators
in this study view the Holocaust as an historical event with universal keabont the
importance of upholding the rights of all human beings, rather than as a unique campaign
of anti-Semitism and annihilation against the Jews. Based on the plethora of
recommendations for teaching this subject, it is likely that the Human Rigbiseptve
allows teachers to use the Holocaust as a way to teach their students aboutl universa
themes such as prejudice, discrimination, and oppression.

Finally, Spector (2007) and Spector and Jones (2007) have provided two
empirical studies which investigate the ways in which students make meaim aff

the most popular and widely read Holocaust texts: Elie WielNglst and Anne Frank’s
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Diary of a Young Girl In much the same way that Schweber’s study (2004)
demonstrates that despite teachers’ expectations, the lessons of the Hotecanisself-
evident, Spector and Spector and Jones show that studying these texts does not always
lead students to the understanding of the Holocaust that their teachers expector desi
Setting, Curriculum, and Participants

Washington High School and Ms. Harris

Washington High School is located in Maple Lake, a first-ring suburb of Chicago.
Washington sits on a busy suburban street not far from Maple Lake’s downtown
shopping and entertainment area. The main school building is almost one hundred years
old, and has been added onto several times in the interceding years, making the
labyrinthine hallways a challenge for newcomers to navigate. The haliseatevith
lockers, posters advertising upcoming dances, athletic events, and club meetinge
usually full of students chatting and listening to music before and after schooty A ve
large public high school, Washington is the only school in its district.

On the 2010 U.S. census, 66% of Maple Lake's 74%4@6idents identified as
White, 18% as Black/African American, 9% as Asian, and 9% as Hispanic/Latino.
Washington High School’s student enrollment during the 201022@thool year was
slightly more diverse than the city as a whole; 42% of the 3,060 students iderstified a
White, 33% as Black, 17% as Hispanic, and 4% as Asian. As religion is not a category
recorded by the U.S. census, Washington High School, or the state of Illinois, it is

difficult to estimate how many students at Washington identify as Jewish. vidgwilee

20 http://factfinder2.census.gov/
2L hitp://webprod.isbe.net/ereportcard/publicsite/eatshcriteria.aspx
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North American Jewish Data B&flgives an overview of the Jewish population of
Chicago. In 2010, Chicago was home to the third-largest Jewish community in the
United States with 291,800 people identifying as Jewish in and around the city. Of these
291,800 self-identified Jews, 22% lived in the Near North Suburbs, which includes
Maple Lake. This is the second-highest concentration of Jews in Chicago, with 24%
living in the northern part of the city itself. In other words, almost half ofdgjois Jews
live quite close to Washington High School, and it is therefore likely that a small, but
significant, number of Washington students identify as Jewish as well.

There are other contextual clues that indicate Washington is located in a
neighborhood with a fairly large and active Jewish community. Driving down the main
thoroughfare which links the interstate highway with Maple Lake, | passethase
synagogues, delis and restaurants touting kosher fare, and shops specializiag#& Jud
One Saturday morning as | drove to meet a student for an interview, | passatl sever
families walking to and from synagogue, indicating their observance &ethieath.

Finally, as she had during the previous year, Ms. Harris said she expeciwe geheral
Jewish students during the 2010-2011 school year.

Ms. Harris is a White woman in her late twenties with a polished, professional
demeanor and genuine relationships with her students. Many of her first pededts
could be found hanging out in the hall outside her classroom before school, and she often
came out to chat with them a few minutes before the bell rang before shepheeding t
into the room. Ms. Harris is a dedicated, conscientious teacher who usesyaofariet

pedagogical approaches in her teaching. During the time | spent in hgnolassays),

22 hitp://www.jewishdatabank.org/Reports/Jewish Pdinniain the United States 2011.pdf
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she masterfully led interactive lectures, facilitated a WebQuestwashlPartisans,
helped the English teacher lead a read-aloWdigtit, and purposefully incorporated
short clips from the moviPefiance She used short, formative assessments to gauge her
students’ understanding and level of thinking. She excelled at guiding students to think
deeply about why historical events unfolded as they did, and intentionally incodpborate
complex historical topics into her unit on the Holocaust. She was aware that mast of he
students had previously studied this topic in thBiggade literature classes, and decided
to include a mini-unit on the Jewish Partisans as a way of hopefully exposing stiadent
a new aspect of this story.
Ms. Harris does not identify as Jewish herself, though she does have Jewish
relatives. She described the influence these family connections had on her ndohgysta
of the event as an adult:
My grandfather’s Jewish. My grandmother’s Catholic, so my mom and her
siblings were raised Catholic, but my stepfather’'s Jewish and | gosoveasand
| participate in the Seder, and, so — | know there’s a lot of debate over whether
you can be just religiously Jewish or if there’s this ethnic, cultural partdo It
definitely identify a certain aspect of my heritage. And I'm reallyregted in it,
and — it's interesting to me to think if my great-grandfather hadn’t come when he
came, there’s a strong possibility | wouldn’t be here. So | think that's borget
that, as an adult | started to think about, my goodness, if my grandfather hadn’t

left...
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Ms. Harris made an explicit connection between her great-grandfagheigsation to the
United States and the Holocaust a moment later: “If he hadn’t left therr, &iplogirom
or the Holocaust might have caught up with my family.” Ms. Harris hoped thatrall
students would learn to be aware of global oppression and genocide, and to stand up to
prejudice and discrimination in their own lives. She was also conscious of the Jewish
students in her classroom:
| think it’s also important to bring students’ own narratives and histories into the
classroom and in Maple Lake, we definitely have a large group of students who
identify as Jewish, and | think it's important to bring those different histories and
perspectives into the classroom.
However, she also saw how students from other backgrounds may make connections of
their own with this event. When asked if she felt that it was important for people who are
not Jewish to know about the Holocaust, she said:
Yes...l think it's important for people to be able to empathize with others, and |
think it's important for students to be able to see parallels and similarities
amongst students in here who have roots with African slavery, or are
discriminated against ‘cause of the color of their skin, | think it's important to be
able to see the parallels and similarities, and be able to empathize with one
another. It's also important to take an actual active stance againStamtism
or discrimination, racism in the classroom, ‘cause kids are impressiondbhig at
age, and | think it's [important] to positively impress upon them | guess what |

would consider ethical morals in that way.
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Clearly, Ms. Harris felt that learning about the Holocaust was an imp@aanof her
students’ education and that it may help them develop a positive set of guiding morals
Washington High School operates on a traditional semester schedule, with nine
42-minute periods during each school day. Freshman Humanities is a year-loeg cours
taught by one history and one English teacher. Students attend separate English and
history classes, but the content of the classes is linked together and the teachiesipl
units together. Thus, for the Holocaust unit, the students read Widggiian their
English class while studying the Holocaust in their history class. The studsmts
attend Ms. Harris’ first period history class attend English dassg second period,
and vice versa. Therefore, Ms. Harris and Ms. Marshall, the Englidieteaith whom
she was partnered, were able to bring their first and second period studehisr tioge
one room for three consecutive days in order to Mighit | spent nine days total in Ms.
Harris’ classroom observing her first period class, including the thrdengedays
(during which | stayed through second period).
Ms. Harris’ classroom was located on the third floor of the school, in a far corner
accessible via a series of small, angular hallways. Her room was tainidaand
spacious, with a blackboard located on the wall next to the door and a wall of windows
opposite the board. The other two walls were adorned with posters, flags, pictures, and
student work. An LCD project sat on a stand in the middle of the room next to a table
full of handouts and books. Ms. Harris’ desk was in the far corner and allowed ter to si
at her computer and see the rest of the room. The desks were arranged in rows of five

and six in a squared-off horseshoe that allowed students to see the board oascreen,
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well as each other. Ms. Harris walked among student desks, tapping a student on the
shoulder who may not have been fully engaged in the lesson and monitoring student
work. | satin a desk in the corner of the room by the large wall of windows. The five
focal students sat around the room and | was able to see their faces andgauge th
reactions to the conversations and work of the classroom.
Holocaust Unit

Ms. Harris’ unit on the Holocaust followed a study of World War Il. Ms. Karri
introduced the topic on the same day that the class discussed the end of WWII and the
dropping of the atomic bomb. She began not by asking students what the Holocaust was,
but by asking what events led to the Holocaust. Some of the students volunteered that
Jewish children were forbidden from attending school and that Jewish people were made
to wear yellow stars on their clothes, and they also mentioned ghettoes andratinoent
camps. Ms. Harris briefly defined these two terms, and then concluded the aksigriyy
students “how it got from Jewish children not being allowed to go to school to Jews being
on a train on their way to a concentration camp?” She asked students what could have
happened to prevent this evolution; essentially asking what responsibilities péegiie m
have had to prevent the Holocaust from happening.

Following this short introduction, the students in Ms. Harris’ first periobiyis
class spent three days — a total of six class periods, as each of the reaslingday
conducted as a block class with the students who had English first period — idiggtiing
aloud with their classmates. On these days, the students who had English ficst peri

joined their peers in Ms. Harris’ room, which led to a large number of studeimntg sit

137



the floor surrounded by backpacks, books, notebooks, sweatshirts — the usual detritus of
high school. Despite this setting, the students were respectful of each otherraadhey
aloud, sometimes stumbled over new vocabulary, and were engaged and active
participants in the discussions led by Ms. Marshall, Ms. Marshall’s rstte@cher Mr.
Noonan, and Ms. Harris. Mr. Noonan served as lead teacher during the readirenday
scaffolded the students’ reading through the use of student-generated vocastslandli
reading logs. Many of the discussion questions came directly from the stud@bats
guestions ranged from asking what it means to get into ranks (as described during a
passage about roll call in the book) to asking about the significance of a vetevaemris
at Auschwitz advising Wiesel to lie about his age upon his arrival at the camp. The
teachers alternated answering the questions themselves, and allowingssiutiedeep
prior knowledge to answer their peers’ questions. The teachers somefooeased
guestions to relate to the essential question for the Holocaust unit: “What amre huma
beings capable of?”

After the three days spent readMight, the students returned to their regular
schedule and attended first and second periods separately. Ms. Harris begenod ser
lessons on the Jewish partisans. She began by asking students what they thought of when
they thought of the Holocaust, and after hearing their answers, she askedigubby
thought of Jews as being victims. Most students raised their hands in response to this
guestion, indicating that they did think of Jews as victims. Ms. Harris then introdheced t

term Jewish partisans and began playing the introductory video from the JewisénBar
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Education Foundation (JPEF) web&iteAccompanying this viewing was a study guide
also provided by JPEF. The next day, the students went to the computer lab to do
individual WebQuests using the United States Holocaust Memorial Museum (U$HMM
website and a graphic organizer to examine different ways in which Jewsde&hkising
the Holocaust. The students were to examine the actions of the Jewish pahisans, t
Warsaw Ghetto Uprising, and killing center revolts.

The following day began with a formative assessment that was structoued ar
a gallery walk activity, in which Ms. Harris put five large pieces of butpaper around
the room, each with one guiding question written at the top. Students moved to each
poster in small groups, and wrote their opinions and thoughts about the five topics:
Jewish Partisans, the Warsaw Ghetto Uprising, the killing center revbhs ey think
human beings are capable of, and whether hearing the stories of Jewisinpartis
other Jewish resistance efforts changed their view of Jews during the Hbolod4sts
Harris led a whole class debrief of this activity, and was gratifiechibat of the
students seemed to have gained a new perspective about the experience ofidgws dur
the Holocaust. She ended the day by handing out a packet about the Bielski brothers,
who are perhaps the best-known Jewish partisan leaders, and asking students te comple
the reading and attached questions prior to the class viewing clips from i@ Bigpic
Defiancethe following day. The readings on the Bielski brothers and the clips from
Defianceare also resources from JPEF. The next day’s lesson involved viewing the clips

and discussing some of the thornier issues involved in partisan activities — hsceabs
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from the movie in which Tuvia Bielski shot the local peasant who had turned his family
in to the Nazis and in which the partisans steal food. Ms. Harris led discussions about
these scenes and asked students to contemplate the gray areas of historyrigMs. Ha
ended the Holocaust unit the following day by finishing the discussion Bledaince
and giving an interactive lecture about liberation of the concentration camps, the
Nuremberg Trials, her own experiences visiting Dachau, and the Demjanjuédtia
was in the news at the time. She gave a brief overview of the formation of the United
Nations and the development of documents like the U.N. Declaration of Human Rights
and the U.N. Convention on Genocide before giving a preview of the Rwandan genocide.
The students would be watchiriptel Rwanddhe following week.
Student Profiles

While five of Ms. Harris’ students chose to participate in this study, | only
highlight four of them in this chapter. The fifth student, Michelle, was an agomal
Though she volunteered to participate in the study after learning about the reqisrem
to do so (hamely, that she identify as Jewish), during her first interview Micbkel me
that she did not identify as Jewish but instead as Agnostic. She did share that her
maternal grandfather was Jewish, which seemed to be her way of legitiimating
participation in the study. She also shared that her maternal great-dgrandiat
Christian, was involved in rescue and resistance efforts in the Netherlandstdaring
Holocaust. While Michelle is a fascinating case unto herself in regarades tuéstion of
how students relate to the past, her story and connections were far enough removed from

her peers’ experiences that | decided not to include her in this analysis.
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Aaron. Aaron is a serious, studious young man who turned fifteen the day before
our first interview. Speaking through a mouthful of braces, Aaron answered the
interview questions quickly and thoughtfully. Both of Aaron’s parents are Jewish and
Judaism is central to his family’s life. Aaron attended a local Jewislkctpal school
through 8th grade, and was therefore often consulted during the readligitdibout
the correct pronunciation of Hebrew words, a task he seemed to approach with a
combination of pride, irritation, and embarrassment. He had extensively studied the
Holocaust in school prior to studying it in Ms. Harris’ room, and therefore \tdeydf
material was new to him. He sometimes struggled to hide his frustratiohiwipeers’
lack of knowledge about the Holocaust.

Deborah. Deborah is a shy, soft-spoken young woman who kept to herself in her
history classroom. She seldom contributed in class discussions, yet her interviews
demonstrated her sharp thinking, sense of humor, and willingness to grapple with
complex moral and ethical issues. Deborah’s father is Jewish and her mother is
Christian. However, Deborah identifies as Jewish, attends Hebrew school at her
synagogue, and was bat mitzvahed.

Ryan. Ryan is a slight, energetic boy who said that he signed up to participate in
this study in part because he “likes volunteering.” Like Aaron, he attendedhtepri
school through 8th grade. His school, however, was a progressive, secularanstituti
While Ryan’s mother is Jewish and his father is not, Ryan identifies as Jewish a

discussed how his mother felt that celebrating Jewish holidays is an importasft pa
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their family’s life. Ryan had previously studied the Holocaust, and was eagaerrto |
more about it in Ms. Harris’ class.

Sophia. Sophia is a thoughtful, talkative, enthusiastic young woman. She
seemed to really enjoy the interviews and often interjected new thougittsies that
she wanted to share. In class, she was slightly more reserved, ypbk#llup to share
her opinions or ask questions. Like Deborah and Ryan, Sophia identifies as Jewish
though she has one parent (her father) who is not Jewish. Sophia’s family is involved in
Jewish cultural and religious activities, and Sophia had a great deal of background
knowledge about the Holocaust prior to learning about it in Ms. Harris’ class.

Student Narratives

The Jewish students learned about the Holocaust from multiple sources prior to
studying this event in Ms. Harris’ class. Each of them had learned abaun itHeir
parents in some way, read books, seen movies, and learned about it in school.
Additionally, they had all visited the local Holocaust museum, either with dmitiés
or on class trips. As Deborah said in her first interview, “I don’t really neoee ever
not knowing about it.” The students had all read memoirs in their eighth gradeitdgerat
classes, though not all the same book. Ryan and SophiAmead-rank: Diary of a
Young Gir| Deborah read Alicia Appleman-JurmaAkcia: My Story and Aaron read
Night. In addition, several of the students had read Art Spiegelman’s graphic novel
Maus as well as other books they had found in their houses but whose names they could

not recall. Therefore, the Jewish students had a fairly large amount of prioekigewl
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about the Holocaust, gleaned from a variety of sources, all of which seemed to shape
fairly similar narratives for the four students profiled in this study.
“It's a Horrible Event”

While all four of the Jewish students were able to give an account of the
Holocaust in their first interviews, their accounts ranged from short sumnmaries t
lengthy, detailed narratives. The narratives all included mentions of Adolf hiiite
focused on the planned, methodical murder of European Jewry. The students’
approaches to this history in their first interviews revealed much about their
understanding of the Holocaust. Ryan, who described himself as “half Jewish” during
his first interview, gave the shortest and least detailed summary: “It'siblb@vent
when the Germans took over and killed almost all the Jewish population. [Hitlerpwante
everyone to be exactly the same, like, the Aryan race.” Later in hisfestiew, when
asked if he could remember what he knew about the Holocaust prior to learning about it
as an 8th grader (the year prior to his participation in the present study),|&yaratd
on this statement: “I knew that it was killing all the Jews, and | knew Hitlead, Aknew
they were being sent places to kill them, but | didn’t know exactly what they we
doing.” He reported that he learned more about “what really happened at thé icamps
8th grade. Even with this comment, Ryan’s account is still fairly broad ane vagyill,
despite his brevity, Ryan’s remarks capture the narratives told in greatbgdtis
classmates.

Similar to Ryan, Deborah gave a brief and fairly broad statement wheh aske

during her first interview to talk about the important events and people that pertaen to t
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Holocaust: “Hitler set up this program for exterminating Jews.” Howstaiements she
made later in the same interview indicate that she may have a deepetamtiegsof the
event. Inresponse to a question about what Deborah thought her teacher might cover in
the upcoming Holocaust unit, Deborah said
She’ll probably just cover the main points and mention some of the different
concentration camps and the different laws that were put into action. We might
watch a video about it, | don’t know. | guess | hope she goes into enough detail to
make sure we understand it correctly.
Deborah elaborated on this final statement a few moments later, perhapsngdice
she had specific ideas about how she thought the Holocaust should be understood: “It
wasn’t just ‘oh, um, we’re going to kill all the Jews now,’ it was planned.” In ttvese
comments, Deborah presumably refers to the Nuremberg Laws, which were émigddm
in the 1930s in Germany as a way of legally and non-violently removing Jews from
society, and she also refers to the important of focusing on the planning done by the
Nazis prior to the Final Solution. These comments also demonstrate that Deborah had a
fairly significant amount of prior knowledge before studying the event irHdsis’
class, to the extent that she could articulate how she thought a unit on the Holocaust
should be taught.
Aaron gave a more detailed statement in his original telling of the Hafhca
which is unsurprising given his extensive education on the topic at his Jewish glarochi
school. When considering this background, his words may also be considered to offer a

somewhat broad overview of the Holocaust:
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... the Holocaust was the organized killing or murder, actually, of 11 million
people, 6 million which were of Jewish descent, and of the others, it was mainly
Gypsies, homosexuals, or disabled people. And it was perpetrated by Nazi
Germany during World War Il. The most important people, probably — not
affected, but causing it — were Hitler, Himmler. And people affected attage
Jewish people in Europe, almost. A lot of Gypsies, a lot of people that were under
Hitler's control. The most important events were the initial events leaging

the major massive murder, which were the Nuremberg Laws and Kriskd|Inac
and all the pogroms that — that was mainly Russian — but all the raids on Jewish
settlements that had been going on for a very long time. And then, the actual —
starting with the actual stuff —starting with the actual murder — the Swiation,

the Nazi experiments, and the shipment of Jews to concentration camps, the SS

and Gestapo were the Nazi groups that carried it out.

Importantly, Aaron demonstrates that he sees the Holocaust on a continuum of anti-

Semitic actions that occurred in Europe with his mention of pogroms in Russia and other

anti-Jewish actions that had been going on “for a long time.” Adam may have been

referring here to the ghettoization, persecution, and murder of Jews by the

Einsatzgruppen after Germany invaded Soviet-held Eastern Europe in 1941. However, |

believe that he is referring to the pogroms of the late nineteenth and eantiytive

centuries, which led his own great-grandparents to flee Russia in the 1910s. In this way,

he could connect his own families’ experiences with those of Jews during the Holocaust

and create a longer narrative centered on pervasive and persistent European anti-
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Semitism. Throughout his interviews, Adam focused on the Holocaust as being one
event over the long course of Jewish history.

What is particularly interesting about Ryan’s and Deborah’s remartkatjsn
their breadth, they seem to imply that the story of the Holocaust is so well-kndven tha
detailed retelling to a relative stranger (myself) is somewhat redunbaather words, it
is possible that the Jewish students chose not to go into a great deal of detail about this
event, though they later indicated that they knew more than they originally cortyibute
because the story is so well-known that they may not have felt the need — or known how
— to elaborate on their initial broad statements. Since the Holocaust has come yaoccup
prominent place in American popular culture (Novick, 1999), and because the students
could not remember a time when they did not know about the Holocaust, telling a linear,
detailed story about the Holocaust may have felt foreign, weird, or wrong. ickudliy,
our shared heritage background may have led them to feel that | could “fill inpgh& g
of the broad outlines they laid out in their interviews. To an extent, this is also true of
Aaron’s initial statement. While he did go into much greater detail, it is quisp®s
that the information he gave in his first interview was an overview of a larggrdbod
knowledge.

How much the students know about the Holocaust, when compared to how much
they shared in their interviews, is of interest to this study because it sutiggstvhen
students’ heritage histories are also part of the mainstream narratisgydbats may
assume that there is some amount of “basic” knowledge most people have about the event

in question. Asking these students to tell the story of the Holocaust may héed éhe
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same sentiment that one of Wineburg et al.’s participants voiced when askecheher
learned that the Vietnam War did not have a cause: “It'cprsimon beliefhat the
Vietnam War didn’t have a cause” (Wineburg, Mosborg, Porat, & Duncan, 2007, p. 41).
The students in the present study may have also felt that a basic understanding of the
events of the Holocaust exists in some sort of common, mutually agreed-upon knowledge
bank that need not be explicated.
Never Again

In addition to the main narrative of the Holocaust, the four students also discussed
the important lessons people should learn from studying this event. Unsurprisiagly, t
all voiced some version of the “Never Again” trope — that never again should tlie worl
allow genocide to take place without attempting to intervene. There are other
interpretations of this adage; for example, in the Jewish community, it etisoes taken
to mean that never again should Jews find themselves the victims of such persswditi
oppression. In larger U.S. society, it can be taken to mean that never again sbpleld pe
allow such persecution and oppression to happen to others without speaking out against
it. The students in this study viewed this lesson more universally, and believed that
learning about the Holocaust would lead to less discrimination, persecution, oppression
and genocide for all people.

As Sophia explained during her first interview, “We should learn from the
mistakes of the past, and everything — like never let things — something likeltdtaitst
happen again, and that’'s why we learn about it. So, to prevent another one.” With these

words, Sophia gives voice to a popular and pervasive idea — that by learning about past
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“mistakes,” we will be prepared to prevent those mistakes from happening adeen in t
future. When pressed to explain how she saw the connection between these two ideas —
that learning about the Holocaust could prevent future genocides — Sophia reasoned that
“if you know — then like — if anything like that ever started to happen, you couttieee
signs early on.” Sophia went on to discuss the “signs” that her history cthescleatly
been discussing regarding the Nazi rise to power, including the Treaty ofideraad
the League of Nations, and that:
The other countries started letting Germany just do things anyway, ‘cayse the
didn’t wanna get trouble — like, start a war or anything. But, because they let
[Germany] do all that stuff, Germany got really powerful, and if they&hsbat
was happening, maybe they wouldn’t have done that.
Here, Sophia gives an example of one piece of the Holocaust that may inform future
decisions, but she is not able to explain how this might affect the decision-makiatgof s
officials in the future. Instead, she discusses what “other countries” ifpaibuGreat
Britain, France, and the United States) could have done to prevent the Nazi regime f
violating the terms of the Treaty of Versailles which, presumably accomligphia,
would have also had a chilling effect on the progression of Nazi Germany3eansi
policies and agenda.
Like Sophia, Aaron discussed the importance of learning about the Holocaust in
order to prevent future genocides in his first interview. As he put it, “genocide Is neve
right, that’s the most important [lesson to learn]. That killing people just bedayseet

different is not — definitely not the right thing to do.” Also like Sophia, Aaron sé¢me
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have some cognitive dissonance when trying to reconcile this lesson with ttieafact

other genocides and human rights abuses have occurred since the Holocaust. This was

particularly apparent in his second interview:
[It is important for people to know about the Holocaust because] the infamous
phrase “never again.” [A]lso, just because it's something to think about and
something to remember and never — it shouldn’t happen ever again, and nothing
even close to it should ever happen again. It's really kind of a bad thing, and no
genocide should ever really be allowed to perpetrate — really be allowed to
happen, and yet at the same time, it's always the dilemma that there&'s som
genocide happening somewhere. And there’s nothing that we can really do to
stop that fact, because, humans are humans.

Aaron begins this statement by emphasizing the importance of knowing about the

Holocaust because it is vital that such an event never be allowed to happen again.

However, when he tries to make sense of continued genocide in the face of the

“infamous” “never again” dictum, he is unable to come to a rational conclusion.
Ultimately, he decides that despite our best efforts, genocide will alesagt as part of
human nature.

Aaron’s and Sophia’s responses show a potential unintended impact of the
widespread message of “never again.” The students are not sure how to maké sense o
this lesson — a moral they have presumably been told in myriad ways through the books,

discussions, and films they have consumed as part of their education about the Holocaust

It is possible that embracing this moral occludes students’ abilities to gnafiplthe
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thornier, complicated grey areas of historical inquiry. The Holocauskly taught as a
history with multiple valid viewpoints; it is instead infused with lessons abouttude,
acceptance, and speaking up against prejudice and discrimination. By combining the
moral with the message in this way, teachers, flmmakers, authors, and pagmistm

be allowing students to truly engage with the history in a way that allows sttdents
develop their own ideas about what should or could be learned by studying the
Holocaust. The students, as seen in Sophia’s and Aaron’s struggles to furthier thxepl
“never again” lesson, have clearly internalized this message without lieingaor
encouraged to figure out what it means or to question its validity in their own lives. Both
are aware of genocides and human rights abuses that have been committed since 1945;
however, since they have not thought critically about the lessons that they havedeen tol
to learn about the Holocaust, they cannot make sense of these further injustidesin lig
what they have learned about the past. Despite their best intentions, it is gbssible

these students’ parents and teachers have prevented the students from engagihg in a t
meaningful study of the Holocaust.

Related to the idea of “never agaithé students thought that learning about the
Holocaust would teach people about the perils of dictatorships. As Ryan said in his first
interview, when asked what people can learn from studying the Holocaust, I'[T]ota
control doesn't really work out. ‘Cause you have everyone else against yaid.niast
important people, like bad person, would be Hitler.” Later in his first interviewy Rya
returned to the idea of power:

| think it’s like a huge example to everybody. Something to look back on, and be
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glad that it's over. To know that we have to do things to prevent this in the future.

So I think it's a good generic example for everybody, ‘cause all theasovi

everyone’s want[ing] total power and everything, and this is the closesvérs

come, or maybe — | don’t know, but, to something that has a ton of power.
Here, Ryan fleshes out his previous statement and makes some connections between
someone having “total power” and the destruction that power can cause. Deborah echoe
this sentiment in her second interview. She stated that one of the reasons people should
know about the Holocaust is “so...they...kind of understand...what it was like, and, how
bad it was...So nothing like it can happen again.” When asked to elaborate on this idea —
that knowing about the Holocaust can prevent future genocides — Deborah, stated:

Well, if we know how destructive it was, and how evil it was, we won't, sort of —

like if someone else like Hitler comes along and kind of tries to get people to

become...prejudiced against others, then, we won't fall into that trap. | guess.
Here, Deborah seems somewhat hesitant as she tries to verbalize thix @rdpteurky
connection. She espouses the view that knowing about past atrocities will spur people to
empathize with their neighbors, and therefore they will have the knowledge and
motivation to prevent persecution and oppression in the future. Still, much like Aaron’s
attempt to explain the lessons of “never again,” Deborah seems somewhat unsure about
exactly how knowledge about the Holocaust will lead people to act against future

dictators.
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Multiple Perspectives about the Jewish Experience During the Hotaust

Perhaps unsurprisingly, the Jewish students were not greatly changédtby
they learned in school about the Holocaust. For the most part, the information they
gleaned from school was similar to stories and knowledge they already knew. While
none of the students questioned their original ideas or felt that their understanding of the
Holocaust had changed, there were a few moments of dissonance for some of the
students. The bulk of the almost two week long unit on the Holocaust involved reading
the memoilNightand learning about Jewish Partisans. Each of these pieces of
curriculum impacted how the focal students understood the ways in which Jewish people
responded to their individual experiences during the Holocaust.

Neither Ryan nor Sophia had redigjht before, so some of the descriptive
content about concentration camps revealed new facets of camp life to the stirdents
particular, the students were confronted with the idea that the Nazis’ delibdsahpts
to starve and dehumanize Jews and other persecuted persons would result in people
abandoning or turning on their family members. For Ryan especially, thia wew and
somewhat troubling idea. In his second interview, Ryan talked about how he thought this
abandonment might happen:

| think actually seeing when they got [to the concentration camp], they were

shocked, ‘cause they see actually they could die and everything, they're in a life

or death situation. So they — before, they didn’t really know what was happening,

like “ok, we’ll stay together and everything,” but then they see, “oh, it's so hard,”
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‘cause then you share your rations, everything, but then —it's easier to st be

— everyone for themselves.

As Ryan expressed empathy and understanding for concentration camp imcedes f
with the impossible choice between their own survival and that of their family nngmbe
he demonstrated that he was beginning to understand that there were many wagfs in w
Jews responded to the Nazis’ program of persecution and dehumanization.

Deborah also discussed the idea of Jews experiencing the Holocaust in multiple
ways, which was spurred by her experience in Ms. Harris’ class. Deladairdviously
readNight on her own, and had “zoomed through it,” as she said in her second interview.
Therefore, the more thorough, directed reading with her classmates allohe@iD&
think more deeply about the themes elucidated by Wiesel. In particular, se&weas
by Wiesel’'s change from being a very pious and devout young man to doubting and
guestioning his religion and God. Perhaps spurred by these realizations, Deborah chose
to re-readMauson her own. She was struck by the differences in the experiences of the
Spiegelman and Wiesel families:

| thought it was interesting — that for a long time, [the charactév&ausare] sort

of going into hiding rather being in camps. In the first [book]. And that really

wasn’t the case iNight, ‘cause he just sort of went straight to the concentration

camp. Although I think a former maid or something offered to hide them, but they
said no, ‘cause they wanted to stay together. So...I thought that was really
interesting how the different stories turned out differently. But they ended up in

concentration camps the same way.
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By reading these two different accounts of Jewish experiences during thew$t|oca
Deborah was able to see how the Holocaust affected different people in diffagsnt w
yet the ultimate result was often the same. Deborah returned to this idea plemulti
perspectives later in her second interview, when she discussed what sherteatl lear
about the Jewish partisans in Ms. Harris’ class.

In addition to Deborah, Ryan and Sophia also had minimal knowledge of Jewish
partisan groups. All three students identify themselves as Jewish though each has a
parent whom they identify as Christian, and each found the stories of Jews redueing ot
Jews and fighting back against the Nazis interesting and somewhat enmgoweri
Deborah expressed a desire for these stories to be talked about more openlycioner se
interview:

| thought it was interesting that they don’t seem to get as much attention, even

though they were resisting the Nazis. It tends, | don’t know — a lot of the stuff

you read about tends to focus on the concentration camps, rather than people who

were fighting back, | guess.
Here, Deborah implies that the mainstream focus on Jews as victims dodswédral
stories in which Jews are empowered actors in their own lives. As a Jewish pgegson, s
seems to be asking for a more multidimensional portrayal of Jews, and for a ne

emphasis on stories such as those of the Jewish partisans.
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Meaning, Connection, and Impact

All four of the students felt a connection to the Holocaust by virtue of their Jewish
identity. However, the nature and strength of those connections varied widedebetw
the students.

“I'm Jewish and a lot of Jewish People Died”

Sophia was the only one of the four students who had a relative who was directly
affected by the Holocaust. Sophia’s grandmother and her family were forced to fl
Europe when Sophia’s grandmother was a young girl, and they finally landed in the
Dominican Republic before gaining entrance to the United States when Sophia’s
grandmother was nine years old. When Sophia was asked during her first inteshew if
felt a connection to the Holocaust, she replied that she did, and went on to describe that
connection through both her Jewish identity and her connection to her grandmother: “I do
feel a connection to the Holocaust because first of all, I'm Jewish and a éwishJ
people died, and | have family — like my Nana’s family had to escape from Europe
because of the Nazis.” Sophia has a close relationship with her grandmother and was
eager to share several of the stories she had heard from her grandmother, about both he
grandmother’s experiences and other stories that her grandmother told her about the
Holocaust. Sophia clearly saw how the Holocaust impacted her life, as it telsnple
altered the lives of her maternal grandparents and spurred them to seeknréfigg
United States. She was also one of the few students who shared anything about her
family in her history class. When her teacher asked “What comes to mind adnen y

think of the Holocaust?” Sophia volunteered that she thought of her grandmother’s family
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from Hungary and her grandfather’s family from Ukraine who were killed. &\this
comment was not pursued further in class discussion, Sophia’s willingness to share her
family history with her classmates demonstrates that she is conscioudariig's past
and that she very clearly connects that past with the history she is gtudgrhool.

Aaron and Deborah both described a connection to the Holocaust as part of their
Jewish identity despite their lack of family connections to the event. Hirster
interview, Deborah said: “I don’t have family members or anything who went thiibeg
Holocaust, but | still feel sort of connected to it. As a Jewish person.” Siwatkzd on
this connection a bit later during her first interview: “I think it's important &.nh
mean...it’s...sort of...difficult to think about sometimes, ‘cause it’s...scary, you know?
If I had been born in the 1930’s or something, | would have probably experienced that, if
| lived in Europe or something.” Here, Deborah clearly identifies with this exgeat
Jew. In his second interview, Aaron explained this quite simply, by saying ‘1 rdatly
have a familial connection.” He extrapolated on this thought a moment latejudBut
the fact that I'm Jewish, it's kind of a more personal thing. When they're kilkugs.”
Here, Aaron also identifies with the victims of the Holocaust through thaied Jewish
identity. Both Deborah and Aaron acknowledge that there are likely people (like Sophia)
who will connect differently through family members who were affectedhéy t
Holocaust, but also emphasize the connection simply by virtue of being Jewish.
Importantly, both Deborah and Aaron seem to be trying on the idea of Jewish victimhood

with their statements — by explicitly identifying with those who wersgarted and/or
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killed through their Jewish identities, they seem to be connecting to this event hy putti
themselves in the place of those who did experience this event.

Interestingly, Ryan — the student who seemed least affiliated withvhishe
identity — echoed Aaron’s and Deborah’s sentiments and further teased apafetbatdif
ways in which students connected to the Holocaust through their Jewish identity. Ryan,
like Deborah and Sophia, has one Jewish parent (his mother) and one non-Jewish parent,
and described himself as “half-Jewish.” When asked during his first iexervthe
lessons of the Holocaust were the same for Jews and non-Jews, he talked about the
different kinds of connections people might have to this event: “since I'm only half-
Jewish, | didn’t feel completely a connection to [the Holocaust], but | stiiheav&now
about it, how if maybe you were all Jewish you would feel a connection, you want other
people to know about it.” With these words, Ryan separates himself from the other
students in this study by qualifying his connection to the Holocaust. He tesges
both his Jewish identity and his connection to the Holocaust on a spectrum, with those
who are “all Jewish” on one end connecting more deeply with this event, and presumably
those who are not Jewish and not connecting at all on the other end.

Ryan seems comfortable with his position somewhere in the middle. Yet
Deborah, who like Ryan has one Jewish parent (her father) and one non-Jewish parent,
and no close relatives who perished or suffered in the Holocaust, feels a deeper
connection to this event than Ryan may have expected, give his logic regarding his ow

connection. The statements of these two students illustrate the complexityesftst
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understandings of heritage histories, and demonstrate how each individual student’s
identity and sense of self can shape their interactions with these histories.
“It's Always in the Back of Your Head”

In a way, the impact and meaning of the Holocaust for the Jewish students is that
the event has become somewhat ubiquitous. Ryan tried to explain this towards the end of
his second interview:

| don’t think it has a direct impact. We don’t do something out of the ordinary

just because that happened. | mean, you're not always gonna be like “so I've

been thinking of the Holocaust.” It's always — | think | said it last tint&s— i

always in the back of your head.

A few minutes later he concluded that it's “hard to explain.” For Ryan and the other
participating students, the Holocaust occupies a unique space in their liveesotlat the
forefront of their thoughts and they do not necessarily think about it all the time, or even
most of the time. However, it is always part of their thinking, particulangntearning

or reading about other genocides, human rights abuses, and wars. In her second
interview, when asked how the Holocaust impacted her life, Deborah again returned t
the idea that it affects the way she views the world: “I do think about it, you know. It
affects the way I think about things, | guess...It gives me a slightlgrdiit perspective
on...other issues, like way today, and...prejudice and racism...things like that.larSimi

to Ryan, Deborah seems to always have the Holocaust “in the back of [her] head” and, in

some way, it influences the way she views the world.
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Aaron, whose religious, family, and academic lives were all stronglgdoont
Judaism, discussed the presence and importance of the Holocaust slightly Hifferent
While both Deborah and Sophia saw their connection to and knowledge about the
Holocaust as a bridge to other histories, peoples, and events, Aaron viewed the Holocaust
as being very relevant to himself as a Jew. In his first interview, hetautithe
following conversation after | asked him what the Holocaust means to him:

Aaron It was an attack on a people because they were weak and because a very

messed-up person decided that he wanted to take power, and...Jews were

conveniently the minority at the time, and couldn’t really defend themselves. So
personally, to me, being a Jew and being actually a religious Jew, it's kind of
hurtful to know that, because of it, we have still remained weak and still can’t
really defend ourselves, and are still prone to attack. Which is shown by the
current events in Israel and, anti-Semitic events that continue.

SL: So...some of the things that were — that kind of stemmed from the Holocaust

or that maybe caused the Holocaust are still —

Aaron Are still present, yeah.

Here, Aaron expresses his hurt at the past treatment of Jewish peopleasshigell
emotions about present-day anti-Semitism. While Aaron espoused the same luniversa
lessons as his peers, the Holocaust ultimately seems to have a deep, personal, and
specifically Jewish meaning for him. While he does not explicitly adaviesther the
Holocaust is perpetually present in his thinking, as Ryan and Deborah do, he does

indicate that he sees anti-Semitism and the persecution of Jews on a timeline and i
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therefore likely that he thinks about the Holocaust when issues such as the Israel
Palestinian conflict are discussed.

In his second interview, Aaron further indicated that the Holocaust is very much
tied to his identity as a Jewish person, which also lends credence to the ideadhat Aa
sees the Holocaust as omnipresent. When asked what impact the Holocaust had had on
his life, Aaron responded:

It's a difficult question. So personallyl. mean, obviously there are always the

stories and obviously I'm Jewish, so, it's kind of a disturbing fact to me

specifically. Although there are always the benefits, which is kind of a

contradictory and scary thing, that there are benefits coming out of this, like the

state of Israel. Which is, I've been there, hopefully going back at some point. |
guess the modern Jewish life is almost entirely affected by the Holoddive

in Maple Lake so the majority of the Jewish population there have a great deal of

connection, as that was the city of Holocaust survivors. 1 live in America, which

— the majority of Jews — except for maybe Israel - the majority of Jewsve

in, because of the Holocaust. Just, the modern way of Jewish life is kind of — it

was kind of — there was the shtetl life — and then that ended because of the

Holocaust, and because of communism. But shtetl life then, little Jewish villages,

then all those Jews were either killed or immigrated — emigrated — gndatime

to America...l would’ve probably been alive regardless because both mysgsmili

came before the Holocaust, and both my families were Russian. Butlbstill

mean, it still greatly affects me. Almost everyone in the world is atfdntehe
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Holocaust, | would say.

By using such broad and sweeping language to discuss the impact the Holocaust has ha
on his own life, and the life of every modern Jew, Aaron seems to indicate that the
Holocaust has shaped his life in a permanent way. Aaron does not explicilghatathe
Holocaust is always “at the back of his head;” instead, he gives the event aatekpe

more entrenched meaning for himself, his Jewish peers, and all modern Jewry.

“The Way | Think About Things”

Two of the students, Deborah and Sophia, discussed how knowing about the
Holocaust impacted how they viewed other genocides or human rights abuses. In her
first interview, when asked what impact the Holocaust had had on her life, Deborah
shared that “sometimes it has an impact on the way | think about things...” A few
minutes later, | asked her how the Holocaust impacts the way she thinks about things:
“Current events, | guess. Not genocides necessarily, but wars, or dhatioem against
certain people.” Later in the interview, she discussed these ideas further:

| know there have been other genocides, like in Africa, and I'd like to know more

about those and see how they’re similar and how they’re different. And how

governments discriminate against other minorities. Whether they still darat

more and if so, where.

Deborah seems to be trying to figure out here how to use her knowledge of the Holocaust
to analyze and understand other world events. What she intends to do with this
understanding is unknown, but it is possible that this desire to understand how and why

other instances of persecution have occurred is related to her quest to reallyandderst
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the connection between knowing about the Holocaust and preventing genocides in the
future. Perhaps, by trying to understand the patterns of human rights abuses, she is
attempting to decode what is meant by “never again.”

Sophia also talked about how the Holocaust impacted her view of the world.
Sophia, whose grandmother fled Europe to escape Nazi persecution, felt that fier speci
connection to the Holocaust impacted her connection to the rest of the world. She
described this connection in her first interview:

It has impacted the way | think about other people — like other groups of people,

and people in other countries. ‘Cause, I've always wanted to go to another

country and do service work, like helping people, and | think [my grandmother’s]

stories have probably impacted that.
Like Deborah, it is possible that by connecting the stories she had heard from her
grandmother to her desire to help people in (presumably) less fortunate tanocess
Sophia is trying to enact some of the lessons she has learned about the Holdeaust
desire to reach out to and connect with people who are different from her seems to ste
from a desire to live out the lesson of treating people equally. It is perhaps an overl
simplistic desire, but at age 14, Sophia is trying to make sense of the largégxcom
history she has inherited from her grandmother.

In her second interview, Sophia again spoke about her family’s connection to the
Holocaust influencing the way she thinks about others around the world. She expressed
her belief that not only was she connected to other Jews, in particular the descendents of

Holocaust survivors, but that she was also connected to descendents of survivors of other
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genocides and human rights abuses: “It's kinda something that connects people, you
know — that are Jew — that have had family that went through that, or anyone else who
had family who’s gone through something like that.” She concluded her interview by
sharing a story she heard in which this kind of connection seemed to have taken place:

| heard a story about these social workers that went to Rwanda. They were wit

this group of people, and when they said they were Jewish, they totally embraced

them, and had this really strong connection, ‘cause they knew that they’'d gone

through similar things.
With this statement, Sophia expands the circle of survivors and descendents of survivors
to include people who survived genocides other than the Holocaust. Again here, she
seems to be attempting to act out the empathy that she believes should people should
develop as a result of both knowing about the Holocaust and by being a member of a
survivor community.

Conclusion

The Jewish students were thoughtful and willing participants in this study, and
ably demonstrated their knowledge and understanding about the Holocaust. They
struggled, however, to articulate some of the reasoning behind their opinions. This was
particularly evident when students were asked to move past pat, neat answetseabout t
lessons people should learn from the Holocaust. The Holocaust has come to occupy a
place of sacredness in both Jewish American culture and in American culture more
broadly. Itis perhaps for this reason that students were not sure how to reaily expla

why people should know about the Holocaust beyond simple, somewhat clichéd,
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rationales. For these students, who could not remember a time when they did not know
about the Holocaust and who had been told by multiple trusted sources (parents, teachers,
books) that this is an event with important and enduring lessons, questioning the
Holocaust was an unfamiliar and perhaps uncomfortable exercise.

Still, Deborah’s and Sophia’s thoughts on how their knowledge about and
connections to the Holocaust can help them interact more compassionately and
empathetically with others is an indication that the students are attengéntdbdy the
lessons they espouse. That they stumble over words and try out answers in art@ttempt
verbalize and solidify their thoughts indicates that they are stillgtginmake sense of an
event which is often described as “unfathomable” and “unimaginable.” Thexm@t to
make meaning of the Holocaust by connecting their understanding of this event to othe
similar events is evidence that students are listening to the myriad sohicbgiead
for increased empathy and activism in the face of suffering and ogpressen as they
are not exactly sure how to go about this endeavor.

Aaron and Ryan identify as Jewish in different ways, which seems to directly
influence how they view the Holocaust. For Ryan, who distances himself frollr an a
encompassing Jewish identity, the Holocaust is an important yet distantheatemlds
little deep personal meaning or significance. Aaron discussed his strotmhiss
Judaism, and struggled to explain exactly how the Holocaust has impacted andhéhape
life. In his thoughtful interview responses, Aaron gave voice to the feelinththa
Holocaust has shaped his life in so many ways both large and small that capturing that

impact in a sentence or two is a challenge. These students demonstrateadeandri
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diverse ways in which adolescents understand heritage histories, and theindéeare
all the more informative in light of the omnipresence of the Holocaust. Déspite
strong Holocaust narrative that exists in the Jewish community, and in the larger
American community, and which was followed by Ms. Harris in the studentsiist
class, these students are still able to chart their own paths of historical aindieigt
Ultimately, learning about the Holocaust in school did not radically shift gesha
these students’ narratives of the Holocaust. This is likely due to both theisierterior
knowledge and to the well-known and established narrative of the event that exists in
American society. Yet, these students demonstrate that there argstithrinplex,
messy areas of history which they are trying to navigate. In partithican be seen in
their attempts to make sense of the purported lessons of the Holocaust in light of

continuing injustice, oppression, and genocide.
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Discussion

In this chapter, | return to the three heritage cases: the Viethamh&'&@ultural
Revolution, and the Holocaust. | analyze both the common themes that emerged across
cases, as well as themes that are unique to each of the cases. What bleeonvdsen
looking across the heritage cases, is that there are some enduring thendeasithat
stem from the students’ understandings of heritage histories. These tHestietelthe
importance and relevance of both families and schools in the development of students’
understandings and impressions of the heritage histories. Importantly, thatecar
themes which are unique to each case, related to temporal and physical distatioa, loc
and generation. | will first discuss those themes which crossed cases and whidé provi
insight into students’ historical understanding on a broader level. | will thenrexéme
themes which are specific to each case and attempt to explicate whyhiiess
appeared and what meanings they might hold for each heritage group.
Themes Across Cases

Family stories, fuzziness, and the role of school knowledg&/hen looking
across all three cases, it becomes clear that the students who have repeatddiyories
about the heritage events from their families — those students for whom theseshate
part of “dinner table conversation,” as Lin said — anchor their understandings of the
heritage events in these family stories. No matter what new perspectidess are
introduced in school, the students continue to trust their families’ accounts okthe pa
While they are willing to reconstruct their narratives to include what #ewy lin school,

they do not remove their families’ experiences from the center of thosdivesr
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Family stories. Across cases, there were a number of students who were able to
recount the stories of their families’ experiences during the heetagggs. In particular,
this was true of the Hmong and Chinese students, but also for the one Jewish student
whose grandmother had told stories about her experiences fleeing Europe in the 1930s.
What is noteworthy about these stories is that they are personal and individuale- no tw
stories are the same. Lin’s face lit up as she recounted stories she hadone &t f
grandmother about having to bury valuables in the yard in order to avoid persecution
during the Cultural Revolution. Brandon’s face hardened and he looked trastied
told the story of his father’s family foraging for food in the jungles of Ladahay fled to
the safety of Thailand, almost as if he was playing a movie of his familyggsés in his
mind. Sophia animatedly talked about her grandmother’s arrival at Edirglishnd how
the family was diverted for several years to the Dominican Repubiiese students,
both before and after learning about the events in school, placed their family’s
experiences and stories at the center of their own historical understandings. Wghile t
students added to and augmented the family stories with information they learned from
school, they did not displace their family’s experiences as the centerpiece of their
narratives.

For example, Calvin’s memories of his grandmother talking about the day Mao
died centered his construction of this pivotal event. His grandmother had told him that
the people in the village in which she was working were crying and distraught upon
hearing the news that Mao had died. However, Calvin was confused by this story when

he learned in school that Mao’s policies were responsible for the suféerihgtarvation
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of the people in the village. How could they be sad about the death of the man who had
caused their pain? Instead of dismissing his grandmother’s story and focusing on the
material presented by his teacher, Calvin continued to make his grandmothgrthestor
focus of his narrative. He came to the conclusion that the villagers were sagebeca
“[Mao]’s still a human being” and the appropriate response upon learning about the death
of a fellow human being is to cry. Calvin centered his meaning-making abous Mao’
death on the story his grandmother had told him. He did not question his grandmother’s
story, and he did not allow for the new information to decentralize her words. Instead, he
used the new information to create new inferences about the villagemsggeabout this
event. For Calvin and the other students who cherished their families’ stories, thes
stories formed the basis of their historical understandings and they worked their ne
school knowledge into their existing frameworks.

Like Calvin, Brandon put his family’s story at the center of his narrative eve
after learning about the Vietnam War in school. In fact, the information hreetb&rom
Ms. Adams’ class helped him to better understand his family’s past and canéct
his own life. Even the first words he used to talk about the connections he saw between
the stories he heard from his family and the information he learned at scHawiily “
comes first— indicate the importance of his family and their experiences. Bbfere
Adams’ class, Brandon knew that Hmong people had fought with the United States in the
Secret War and that his own father had even played a role as a young boy. However

when Ms. Adams explained that it was President Nixon’s decision to withdli@w
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troops from Southeast Asia, which led to the recruitment of Hmong soldiers, Brandon

was able to fill in the context around his families’ stories:
| mean of course, family comes first, and you know — | don’t know, it’s just — it
made — it changed everything — it changed, mostly, everything in Hmong familie
It's just not some Hmong families, it changed everybody’s family. And the
presidents, | think they was — it woulda been a better choice if something else
woulda happened instead of, just withdrawing — we were taught that Nixon,
President Nixon just, you know, as he got elected, he just stepped out of Vietnam
or something like that, and | think he shoulda just continued it or something, to
finish it, instead of just making [the Hmong] do it themselves, ‘cause, they got
involved in the war already, so they might as well finish it, instead of just backing
down and leaving everything.

Here, Brandon seems dissatisfied with the U.S. government, preciselydbedusows

how those administrative, bureaucratic, political decisions painfully and pemnthyane

impacted his family. Brandon’s words demonstrate how the students’ emotional

attachments to their families and identification with their familiesiggles impacted

and influenced their interpretations of the history they learned at school.
Uncertainty and confusion.Unlike Calvin and the other students who had heard

stories about the heritage events from their families, students like Olivia aresa lokd

not feel that they had sufficient information about the events prior to learning about them

in school. Several of the Hmong and Chinese students discussed that they treew

events, had a sense of their importance, but did not know eabtoghthe events.
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Theresa, one of the Hmong students, described this feeling of “fuzziness. edlhig f
sometimes then led to feelings of embarrassment and shame, as welkasthitat for
knowledge that the students were sometimes unwilling or unable to share with their
parents. Returning to Pa’s eloquent metaphor, in which she equates her knowledge about
the Vietnam War to a half-full bottle hanging over her head, it seems thatl s\t
students felt a certain amount of shame and embarrassment about their limiteztigeowl
of these events.

Pa’s words were echoed by Olivia, who discussed her embarrassment about not
knowing a lot about the Cultural Revolution during her first interview: “It's enalsaing
that I'm Chinese and they ask me about all this Chinese history, and | don’t know
anything about it, and it would be embarrassing, so | really wanna le@linia, Pa, and
Theresa seemed to sense an expectation — from society, their peers, members of thei
heritage communities, teachers, and/or others — that they be knowledgeable about the
heritage eventsThey felt embarrassed that they were unable to meet these expectations.
In their first interviews, all three of these students expressed a dekegrt more, and
hoped that studying these events in their history classes would fill in the gaps in the
knowledge and understanding.

The role of school knowledgelt is important to highlight the vital roles history
teachers can play in helping students connect to and understand “their own” histories.
Through their teachers’ curricular choices, both Pa and Olivia were able to develop
deeper and more thorough understandings of “their own” histories, which seemed to

both deepen their connections to their heritage identities and allow them a feeling of
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belonging and solidarity with their ancestor$.is important to note that, while those
students whose families shared stories about the events were more likeltetdlosr
historical narratives around those stories, the majority of all studentsezktiteir

narratives around their identification as a member of their heritage groispaldo

important to note that the students who felt that they had sufficient knowledge about the
heritage events learned new information in their history classes. ldowesy

processed and incorporated this knowledge into their existing narratives iardiffer

ways.

Lin, for example, was able to integrate the information she learned at school
which contradicted what she had learned at home — into her existing narrativeagempla
about Chinese history. Lin’s family did not like Mao and felt that he did not act in
China’s best interests. However, Mr. Larson’s fairly evenhanded portralykdaf
allowed Lin to see that “he really did want a better country and it didn’t come dattfo t
so, | guess it wasn’t — | mean, his intentions at least weren’t so bads narrative
about the Cultural Revolution and Mao did not significantly change after learmireg m
about him in school; instead, the school knowledge added to what she already knew.
Learning about Mao’s stated intentions for China helped her develop a more
multidimensional view of the leader. This may have increased Lin’s abiligetbistory
as multifaceted and complex, instead of consisting of one simplistic mawath “good
guys and bad guys.” Still, she is able to center the story around what sharheg le

from her parents.
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Isabelle, the Hmong student who did not “really, really care” about the Yhetna
War in her first interview, developed a new understanding of and connection to the war
after learning about it in Ms. Adams’ class. Ms. Adams’ brief mention dfltken
administration’s decision to recruit Hmong soldiers to fight in the SecreinNaos
rather than send more U.S. soldiers to fight an increasingly unpopular and unwinnable
war had a profound impact on the Hmong students in this study, particularly Isabelle.
She did not talk about the Secret War at all in her first interview, and astttéyted
her lack of interest in the war to that fact that her family did not talk abolgarning
about the concrete connection between the Vietham War and the Secret War — that the
United States deliberately recruited, trained, and employed Hmong seldieesned to
spark an interest in this history in Isabelle. She saw how the history sheamgsgen
school related to the events her family had lived through. She even commented on this
change during her second interview, noting how “funny” it was that she had not thought
to mention the Secret War in her first interview, yet it was the focus of hamdsec
interview. Isabelle provides a powerful example of a student who is engageadindear
about her heritage history through the official history curriculum, and howshieat
learned in school can augment her prior knowledge about her family’s life prior to
moving to the United States.

The multi-dimensional portrayal of Jews in Ms. Harris’ class showed &y@n
Deborah that some Jews were able to fight back and make their own decisions, which
perhaps allowed them to identify with this heritage history in a new and somewleat mor

empowering way. Learning about the Jewish partisans helped Ryan and Deborah see tha
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Jews during the Holocaust were not merely passive victims who “went like sheep t

slaughter” in the concentration camps. Instead, Ryan and Deborah were offénatspo

of Jews who fought against the Nazis as partisans — cunning forest fighters who would

steal or Kkill if necessary, but who also rescued Jews from neighboring ghe#berah,

in her quiet and thoughtful way, seemed somewhat troubled that this portrayal of Jews

during the Holocaust — as empowered and multifaceted people — receive®@gmaiti

the mainstream Holocaust narrative than the portrayal of Jews as powariessof the

Nazis. Neither Ms. Harris nor Deborah is challenging the idea that, for fbatynaf

Jews during the Holocaust, resistance may not have led to survival; insteadthey ar

calling for a more nuanced and complex imagining of what it means to be a member of a

victim group. Deborah continues to center her Holocaust narrative around her @mnnecti

to the event through her Jewish identity, and this new image of what it may havetonea

be a Jew during the Holocaust has slightly altered how she constructs hgvearr
Multiple perspectivesPerhaps one of the most important and interesting cross-

cases themes is that the three teachers were able to help all three gstugeraé

develop multiple perspectives about the heritage histories. Hearkening blaek to t

differences between “heritage” and “history” (Novick, 1999), it is likapt by including

heritage histories in public school history classrooms, the histories \yénm#ted as

being part of a larger narrative and “official knowledge,” and thereforeicmut

multiple acceptable viewpoints about each history. These perspectives wanendiff

across cases, of course, but the impact of the teachers and their curhicides are not

to be underestimated in the students’ understanding of these histories.
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It is interesting to note that, for the students in this sthidyprical understanding
does not necessitate the distrust of one or another source of informktgtead, the
students show how they are able to think through why their teachers and thiegsfami
may have different interpretations about what happened. The students geamebadge
the idea of multiple perspectives and, when faced with seemingly contradictmynts,
create explanations for why the accounts differ. Calvin provides an excetenple of
this when discussing his grandmother’s reaction to hearing of Mao’s death. It did not
make sense to him that people would cry when hearing about the death of a man who had
forced them to starve. Instead of simply discounting either the idea that paEwies
led to starvation in China’s countryside or discounting his grandmother’s memory, he
decides that the villagers were simply crying out of respect forenfedhder. In this
way, he allows for multiple perspectives to work together to create his taréng of
the past.

Ryan, Deborah, and Isabelle present a different way in which students pieced
together knowledge they learned at school with what they previously knew. Fer thes
students, school knowledge did not necessarily contradict what they previously knew.
Instead it deepened their understanding of the past and, importantly, provided each
student with a vision of the past that strengthened their ability to identify andctemne
the heritage event. For Ryan and Deborah, learning about Jewish partisatiseegaa
picture of Jews during the Holocaust that played against the more prevalgatahza
people who went meekly and quietly to their deaths. For Isabelle, Ms. Adaefs’ bri

discussion of the chronology which led to the U.S.-Hmong alliance in Southeast Asia and
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the Secret War gave Isabelle the missing pieces that enabled her ieadyeand
explicitly see how her family and Hmong people in general are connectieel Yietham
War. In the cases of these studestsiool knowledge was a powerful tool that enabled
the students to create more lasting connections to the past.
Themes Within Cases

The Past is PresentRosenzweig (2000) notes that “the most powerful meanings
of the past come out of the dialogue between the past and the present, out of the ways the
past can be used to answer pressing current questions about relationships, identity,
mortality, and agency” (p. 280). The students in the present study participatedhisjust t
type of meaning-making. All three groups of students discussed the impadtitégehe
event had had on their lives. They discussed these impacts in different ways, but it was
clear that each student felt the presence of the heritage event in his f& inesdime
way. The students used the heritage events to make sense of the present, tdhekplain t
parents’ actions, or to account for their own thinking.

Prior to learning about the Vietnam War in school, the Hmong students knew that
the Vietnam War led directly to their parents seeking refuge in the UnaeesStThey
then related their parents (or, in Pa’s case, her own) move to the United Stafegees
with their parents’ struggles with racism and prejudice, their own struggledeing
both Hmong and American, and the loss of a homeland they never knew. The Chinese
students were more varied in their approaches to understanding Chinese history. Some,
like Calvin, were born in the United States and sought to make sense of their pride in

their Chinese heritage with their existing knowledge about the positive, productive pa
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of Chinese history and their new knowledge about those parts that embody suffdring a
pain. Finally, the Jewish students sometimes struggled to explain the meaning and
importance of the Holocaust, despite their surety that the Holocaust is a melaauiaiyf
important part of Jewish, U.S., and world history. They focused on the “never again”
trope and several of the students described how they felt that the Holocauatrmediat
small but constant presence in their minds as they think about the world in which they
live. All three groups of students engaged, as Rosenzweig explained, with making
meaning of the past as it relates personally and specifically to theiliveas.

Temporal and physical distanceRart of this meaning-making is related to the
temporal and physical distance the students have from the focal events. ®ie Jewi
students seem to be fighting the temporal distance in their effort to rebkawctim
identity. This means that, by trying on the victim identity and making staterientit
could have been me,” they are trying to find an immediate and personal connection to an
increasingly distant history. The Chinese and Hmong students, who are temgosaty
to the heritage events and some of whom are being raised by people who experienced
these events, tended to classify the events as having taken place a lon@timbeag
are two primary reasons for this dichotomy. First, the Chinese and Hmong students a
often told by their parents how different their lives are from their pareetsatge years.

As Lin explained, “they think back and then they go, well in that time, my mom bought a
bike, and she had to hide it under the bed, because they weren’t allowed to have luxuries
such as bikes and stuff, and, then they just go about how lucky | am to not have to do

stuff like that.” By contrasting their children’s relatively comfbieaand safe lives in
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the United States with their own experiences, the parents of the Hmong anceChines
students help foster a sense of distance between themselves and their ttraldrannot
be bridged by storytelling or shared heritage.

The Jewish students were not being raised by Holocaust survivors, and in fact
only one of the Jewish students — Sophia — had grandparents or other close relatives who
were survivors. Their experiences growing up in suburban Chicago are by terri
dissimilar to their parents’ teenage years. The feeling of closenesadbats have to
the Holocaust is likely the product of the placement of the Holocaust at the cethier of
American Jewish narrative. Symbols of this phenomenon were visible in the
neighborhoods surrounding Washington High School. As | drove down the busy main
thoroughfare linking the suburb of Maple Lake with the interstate highwagsepa
several temples with large yard signs emblazoned with the slogans “Neget!Fand
“Never Again!” | was not surprised to see these signs, as they wererkpddyements
of similar signs that decorated the lawns of the temples in the Jewish neighboteryed w
| grew up. These signs are ubiquitous and ensure that the Holocaust is never fae from t
mind of anyone who passes or enters the temple.

In addition to these constant reminders, there is the sentiment, eloquently
expressed by Elie Wiesel, that, “Not every victim was a Jew, but every Jea wa
victim.” Wiesel's statement reminds people of the Nazis’ goal to elimibats across
the globe. Perhaps unintentionally, he also opened the door for contemporary Jews to
identify as victims by virtue of their identification as Jews. This feaindentification

with those who were persecuted in the Holocaust is reflected in Aaron’s descoipt
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the impact the Holocaust has on his life: “it affects my history, my lyeritahat I've
been taught since | was rather young about, our persecuted people.” Herdinkdam
the experience of being Jewish with the experience of being persecutedoréissivow
how he cannot separate the two identities; therefore, it is not surprising that he and t
other Jewish students felt a closeness to this event.

The Hmong and Chinese students were also more likely to assume that their
relatives who had lived through the focal events had a great deal of knowledge of the
events, while the students did not consider themselves experts about the events. For
example, Naomi said in her first interview: “I just knew a little, and [myriaf&new a
lot. My grandparents know even more.” That the Hmong and Chinese students assumed
their parents and other family members knew more about the events because they had
lived through them seems to contribute to the sense of distance the students fdet from t
events. Most of them felt a deep sense of connection to the events, but the stark
differences between their own childhoods and their parents’ childhoods creaedeafist
that cannot be bridged by words. The following sections extrapolate on and explore how
the students made sense of the heritage histories in light of their own lives and
experiences.

Hmong students and the Vietnam War.The Hmong students’ identification as
part of a refugee population was specific and unique to their experience. As members
an ethnic group that is unknown to many Americans and sometimes denigrated in their
own communities, they feel an acute sense of difference that students in the other two

groups did not discuss. This sense of difference, combined with their own expeoiences
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tales of their parents’ experiences with racism, spurred the Hmong stuhismts for the
story of the Secret War to be known by their peers and taught in their schbheiswere
the only students to discuss the importance of people who are not members of their
heritage group knowing about the heritage event in order to decrease prejudice.

The majority of prior research about Hmong students’ experiences in bdslsc
has focused primarily on students’ identity construction and experience®adtiets,
administrators, and other students. For example, Ngo (2006) notes that while many
Hmong students are academically successful, they are also still @dmctacism and
poverty. She cites her own work in observing that Hmong students “often must struggle
with ‘the traditional way’ of their parents and ‘the American way’ of U.S.etg¢i(p.

59). Here and elsewhere (Ngo & Lee, 2007), Ngo describes a student population that
must navigate differing societal and familial expectations, racism, poaerd

membership in a refugee population living in diaspbréder research sheds some light

on the Hmong students’ reactions to learning a little bit more about the connections
between the actions of the U.S. government that led to their families geekige in the
United States. The Hmong students were often tasked with fulfilling traditioleal at

home, such as babysitting younger siblings, which they had to balance with the demands
of academic and extra-curricular school work. Additionally, Theresa and&sssied

the different behavior that the Hmong community expected from Hmong girls and

24 Diaspora refers to a people living away from tlagicestral homeland. The idea of diaspora is dewtra
this study because the three groups of studenisaateliving in diasporic communities. Diaspora ha
several connotations and, when capitalized, refeesifically toJewish people living in different countries
around the world. For the purposes of this studge the lower-case diaspora to refer to the éapees

of all three groups living in the United Statesiagpora traditionally refers to groups of peoplevdave
been exiled or forcibly removed from their homelsnathich applies directly to the Hmong students and
their parents, whose families were forced to flaed as a result of Hmong people siding with theddhni
States during the Vietham War.
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Hmong boys. It seems that these students were experiencing some of tHessiMggg
outlined. Therefore, learning more about how and why their families werel flaréee
Laos, and the role the United States government played, helped the Hmong students
better understand the circumstances that led to their families becomiggesf While
this knowledge will likely not lessen any tensions between the Hmong staohehtiseir
parents, it is possible that their understanding of the linkages between Hmong pdople a
the United States will lead to a deeper understanding of their families’ expesi

The Hmong students described complex connections between their families’
experiences during and after the Secret War, the history of the war thaheed about
in school, their own and their parents’ experiences with prejudice and hardship, the role
the United States played during the Vietnam and Secret Wars, and how theyikeould |
outsiders to perceive Hmong people in the United States today. Before |emuindghe
Vietnam War in school, the students all knew that the war was important but they were
“fuzzy” on the details. They did not all know how the Secret War — which their family
members lived through and fought in — connected to the better-known, wider Vietham
War. After learning in Ms. Adams’ class that the Central InteligeAgency recruited
Hmong soldiers through General Vang Pao to fight the Pathet Lao in the pla& of
solders, the students were more vehement about their non-Hmong classnaiteg lear
about the wars. Theresa connected these ideas during her second interview:

| think the Secret War shouldn’t have been kept such a secret because even if

people were tired of it they had to know that there are these people out there

helping out the Americans, and losing their lives because of it and that's why
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they're over here.
The Hmong students felt that the sacrifices made by Hmong people duribectes
War were made on the behalf of the American people, and therefore should be known
about by current residents of the United States. For the Hmong students, building this
knowledge among their peers could have an immediate and concrete impact — the furthe
acceptance and appreciation of themselves and their families by the @mgdmong
community. Both prior research and the words of the students in the present study
indicate that the children of Hmong refugees living in St. Paul, Minnesota, in 2011 may
still be grappling with these issues, and that the curricula to which theypreeel about
their families’ pasts may help them better make sense of their fansiifaggles.
Additionally, including the Hmong students’ heritage history in the formal forum of the
public school history classroom may help their peers develop a better understanding of
the intertwined histories of the United States and Hmong people, as well as a greater
appreciation for and tolerance of Hmong people living in the United States today.

Chinese students and the Cultural Revolution.The Chinese students were the
only students who seemed to struggle with how to feel about their heritage and their
(and/or their parents’) homeland in relation to the heritage event. This ysdikelg in
part to the fact that the Chinese students’ focal event was the only event indiighat
did not involve an outside perpetrator. Chinese people were both perpetrators and
victims during both the Cultural Revolution and Beijing Massacre. While the Hmong
students could point to the Pathet Lao and North Vietnamese, and the Jewish students

could point to the Nazis, as the people responsible for the suffering of their parents,
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grandparents, and ancestors, the Chinese students could only point to people with whom
they share a national identity.

The varied backgrounds and experiences of the Chinese students and their
families meant that the students and their families had not all had the saressions of
Mao, the Cultural Revolution, or the actions of the government during the Beijing
Massacre. This contrast is most stark when looking at the stories told by &tabmi
Joseph. Naomi and Joseph had both immigrated to the United States with theis familie
as older children (around the age of ten), and therefore could remember their lives
China as children. Naomi’s family suffered greatly during the CulturablRgon, when
her grandfather was forced to leave his job as a professor in Beijing anditgidat
their property and belongings. She also stated that “I think the citizens, they all know
that Mao is not what...the school taught you about,” implying that all Chinezersti
knew that the heroic portrayal of Chairman Mao in Chinese schools was not accurate.
However, Joseph painted a much different picture of both life under Mao and modern
Chinese life. He discussed how his mother, who was from Hunan, was able to attend
university because of the reforms Mao instituted for peasants. He also tatkegdv/&o

being his grandparents’ “great hero.” These two students with seemimgjyrsi
backgrounds provide two drastically different images of both historic and motara, C
both drawn from their own experiences and the words of their families. This type of
dissonance within the voices of the participating students is unique to the Cheese ca

It is also interesting to note the dissonance in light of the previous reseacth whi

has looked at the collective memory of residents of communist regimes. Forenstanc
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Wertsch (2000) examined the views of ethnic Estonians in Estonia about the events
which led to Estonia’s annexation by the Soviet Union. He discovered that the
interviewees could tell two versions of the story — the official version promealdpy the

state and an unofficial version pieced together from stories told by famaitybers,

friends, and underground media. He concluded that the interviewees “demonstrated what
might be called a pattern of ‘knowing but not believing’ in the case of the official

history” (p. 39); in other words, they knew and could recite the official version of the pas
but chose to believe the unofficial version. Wertsch names schools as one of the
purveyors of the official narrative in Estonia.

This idea is interesting when looking at the narratives and beliefs of Naomi and
Joseph, because unlike Wertsch'’s subjects, these students must contend with &lo offici
versions of Chinese history as well as their own, individual unofficial heritagesst
These students’ first encounter with official Chinese history happened in, @liase
they attended state-run elementary schools for their first yearbadlsty. Their second
encounter with official Chinese history was in Mr. Larson’s class. Wdénistorical
narratives put forth in state-run schools in Soviet-era Estonia and modern @hlikalgr
different in nature from the narratives put forth by history teachers in th&ols¢the
nature of the school as a source of “official knowledge” is not in dispute.

Wertsch acknowledges that his subjects give similar accounts of thelofficia
history and varied unofficial accounts, but notes that the subjects uniformlythgect
official history. Naomi and Joseph present a different picture of the way peoptet@om

understand a past about which they have heard multiple, conflicting official and
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unofficial accounts. Naomi’'s family’s history seems to coincide more wlidt she
learned in Mr. Larson’s class — that Mao was not a “great hero” and thathivehagsned
in her Chinese elementary school was an inaccurate portrayal of the past. sloseph’
family history, however, lies in stark contrast to Naomi’s; and therefoieere
skeptical of what he learned in Mr. Larson’s clalssportantly, it seems that each
student has placed a greater deal of trust and authority in the official narrative that
corresponds most closely with what they have heard from their famiies. research
(Epstein, 2009) has also shown that students are more likely to trust an offic@#lvear
if it is similar to the stories they have heard from their families.

Jewish students and the HolocaustThe history of the Holocaust is the only one
of the three heritage events that currently exists within a largehidt8rical narrative.
In fact, participants in each of the other two groups referenced the Holocaostea
point during the interview process as a means of describing their connectiods to a
understandings of heritage histories. The Holocaust occupies a prominent and revered
place in a larger U.S. narrative which has made the murders of eleven mide,@nd
the enslavement and dehumanization of millions more, the epitome of evil (Novick,
1999). Therefore, the Holocaust seems to remain on a pedestal (Flanzbaum, 1999);
guestioning why or if it should be taught in a public school classroom was a task with
which the Jewish students had difficulty engaging. As Rosenfeld (2011) notes:

The injunction to remember is a constant of virtually every work of Holocaust

testimony and reflection that has come down to us, yet the questidratt to

be remembered is intimately tiedwioit is doing the remembering and to the
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cultural priorities and pressures that determine or impede historical mentoey

first place. (p. 53).
Here, Rosenfeld discusses the historical memory of the Holocaust in Uy s@ca
whole, yet his words are prescient when considering the words and ideas ofigie Jew
students in the present study. Rosenfeld’s focus on the exhortations to remember in a
manner that is somewhat divorced from what is being remembered may accountefor som
of the Jewish students’ uncertainty when they were asked why it might be intggorta
remember and learn about the Holocaust.

For instance, when Aaron tried to reconcile the idea that learning about the
Holocaust would prevent future genocides from occurring with his knowledge that
genocides have occurred since 1945, he concluded that “there’s nothing that we can
really do to stop that fact, because, humans are humans.” Here, despite his deep,
detailed, complex understanding of the Holocaust, Aaron does not seem able to question
the ultimate lesson of the Holocaust, as it has been handed down to him — that genocide
should never again happen. Aaron had learned about the Holocaust from his parents and
from his teachers at the Jewish parochial school he attended throudhgtizel®.

During his first interview, he gave the most thorough and historically accuregknie of

the Holocaust of any of the Jewish students, and was often consulted as a de facto
“expert” on questions related to Judaism or lesser-known details of the Holocaugt durin
class discussions. Still, like the other Jewish students in this study, he wastonable
move beyond the “never again” trope to engage in a more complex fashion with whateve

lessons the Holocaust may or may not have to offer him and his peers, and how the world
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has or has not learned those lessons. Aaron removes any idea of human agency or choice
from the equation — by essentially saying that human beings are genocidaré+na
moments after stating:
The infamous phrase “never again.” Also, just because it's something to think
about and something to remember and it shouldn’t happen ever again, and nothing
even close to it should ever happen again. It’s really kind of a bad thing, and no
genocide should ever really be allowed to perpetrate.
With these words, Aaron demonstrates that he has internalized the “never iagsn” t
but has not thought more deeply about lasting lessons people may learn from the
Holocaust that would affect real change in the present or future. Aaron knows he’s
supposed to remember the Holocaust — which, judging from his extensive knowledge
about the subject, he will continue to do — but he does not seem terribly sure about why
he is supposed to remember or what he is supposed to do with his memories.

One of the ways in which the Jewish students connected to the victims of
Holocaust was through the Jewish identity they shared with the victims. As Debmtah s
“If I had been born in, the 1930’s or something, | would have probably experienced that,
if I lived in Europe or something.” Neither the Hmong nor the Chinese students put
themselves in the place of the people who experienced the Vietham and Sesret War
the Cultural Revolution. There are several reasons why the Jewish studehizvaay
been more likely to see themselves as potential victims of the Holocaust.it Rais
been argued (Flanzbaum, 1999; Novick, 1999) that Jews in the United States began to

identify with the Holocaust in the 1970s as a means of maintaining or establishiisg sta
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as outsiders despite U.S. Jews’ success in a variety of fields andlgedleision in
mainstream, middle and upper-middle class white society. In this way, WsSwéee
able to identify themselves as a visible ethnic minority with a history ofraodyf
(though, interestingly, the event U.S. Jews chose to demonstrate their sufféréng
Holocaust — did not occur on U.S. soil). Therefore, it may not be surprising that the
Jewish students in the present study tried on a victim identity when discussing the
connection to the Holocaust.

Additionally, the Jewish students are much further removed temporally from the
Holocaust than the Hmong students are from the Vietham and Secret Wars and than the
Chinese students are from the Cultural Revolution. The closest relative theyJefvish
students could identify as having been involved in the Holocaust was Sophia’s
grandmother, who fled Europe with her family as a very young child. Unlike wishle
students, all of the Hmong and Chinese students’ parents, grandparents, aunts, and uncles
had lived through the Vietham and Secret Wars and the Cultural Revolution. Wteale thes
events may have impacted and affected the students’ families in mangrdifferys, the
fact remains that the Hmong and Chinese students in this study are beingygiseglb
for whom these heritage histories are also personal histories. The Hmong aeskChi
students are growing up in the United States as first and second genenatigrants.

The memories and ideas that their parents have about the heritage eventslyeay not
constant topics of conversation between the students and their parents — nor is the
Holocaust a constant topic of conversation between the Jewish students and their parents

— yet those memories are always a part of the parents’ lives. The menmetiesrefore
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very close to the students as well, and it is potentially easy for both the studktiie a
parents to see the vast differences between the lives of the students pagioighis
study, growing up in the United States, attending U.S. schools and engagisy in U
society, and the lives the parents lived as teenagers in Laos and China. dibke poat
the distance created by these differences — by the change in environmemimngoner
language — is much greater and more palpable than the distance betweenghe J
students and the Holocaust.
Conclusion

It is important to note that all of the students, in their own ways, felt connections
to these histories. This is not surprising, but it is instructive, as more students who have
similar backgrounds to the students in this study populate history classrodras in t
United States.The students’ ability to reconstruct their existing narratives to
accommodate new information while keeping their families’ stories as the centermoint
the narratives demonstrates teenagers’ ability to perform complex histdrin&irg,
even about subjects that may hold heavy emotional weight.

The differences in the three groups’ entrances to the United States — the Hmong
students as the children of refugees, the Chinese students as immigrants hitdréme c
of immigrants, and the Jewish students as the children of families that havanlthe
United States for generations — are also instructive, as they seem to hawepact®n
the students’ historical understanding. The Hmong students see a direct linknbetwee
their status as the children of refugees and the importance of the public tethegy of

heritage history. Their identity as the children of Hmong refugees ®lglitied to the
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heritage history explored in this study. The Jewish students, on the other hand, seem to
long for a closer connection to this history, going so far as to identify direitkiythe

victims of the Holocaust as a means of connecting to this increasingly distang.hist

The Chinese students’ relationship to the Cultural Revolution is mediated by time,
distance, and their families’ experiences during that era.

While there is much left to learn from these students, the themes and ideas
explored in this chapter provide valuable insight into the ways students construct
narratives about heritage histories. As all of them, in their own ways, seane @bout
and identify with these histories — none less so after learning about the evastisol
and some more so — it is clear that including heritage histories in the public sctargl his
classroom is an important step teachers can take to include their studeigs’istthe

official knowledge of the classroom.
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Conclusion

| believe that the themes outlined here are the most important and relevant to the
current field of research on history education because, though they stem fromdbe wor
and ideas of the participants of this study, they are applicable to studentschedstéaa
broad range of settings and with a wide variety of backgrounds. The present stigdy she
some light on how three groups of students from specific ethnic, national, anouseligi
backgrounds understand and identify with heritage histories both in and out of school.
These findings illustrate how thoughtfully and critically the students deive heritage
events and used them to connect to and identify with the past, as well as with their
families and affinity groups. It is important to note that all of the studelts fe
connections to these histories due to their heritage, yet were able to engaggrous,
disciplinary study of the histories in schodlheir identification as members of the three
affinity groups did not inhibit their abilities or desire to analyze and evaluate the history
of the focal events; in fact, some of the students craved this type of work, as it helped
them to better understand the histories they have inherited.students’ critical
engagement, in turn, was balanced by their abiding respect for and trust iarttikésf
stories about the past. Their ability to reconstruct their existing nagative
accommodate new information while still keeping their families’ etoas the
centerpoints of the narratives, demonstrates the students’ ability to pedorphex
historical thinking, even regarding subjects that may hold heavy sociahwitbeal

weight.
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In addition to the students who grounded their narratives in their families’
experiences, there were other students who seemed adrift in the historiczdpends
Some of these students, like Pa, Theresa, and Olivia, did not feel that they haghsuffici
knowledge about the historical events as would befit someone of their heritage. Their
hunger for deeper and more extensive knowledge demonstrates their feelings of
connection to their heritage, even in the absence of having specific faonigsgb relate
to. Despite the gaps in their knowledge, their willingness to engage in complex moral
and ethical debates, and their desire to find truth and meaning in these histories, are
testaments to the emotional intelligence and earnest curiosity of thdeatst It is
abundantly clear that all students in this study genuinely desired to andaggerical
inquiry, perhaps precisely because the historical inquiry was so profoundly personal in
nature The Hmong and Chinese students were eager to learn more about seminal events
and to contextualize the stories they had heard from their families, and to look more
critically at the events from multiple perspectives. The Jewish styaeoss of whom
were not related to Holocaust survivors, felt strong ties to the event througretiisin J
heritage and were grateful for the opportunity to conduct in-depth investigatiorteent
myriad stories and experiences of Jews during the Holocaust.

Implications

The impact of including heritage histories in public school classrooms cannot be
underestimated. For both the Hmong and Chinese students, including their heritage
histories in the public school classroom showed these students that the stories of thei

parents and grandparents are important and relevant to a wider audience. This is
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particularly relevant when considering the alternative; if the threbéesthad NOT
chosen to explicitly include the heritage histories in their classroomsikitlig that the
students would have felt marginalized and excluded from the classroom community
They would have been less likely to engage with the content of the course and perhaps
less likely to perform the complex historical thinking that is evidenced in this.pape
Including these histories in the official knowledge of the classroom legéom
the stories and often prompted the students to have open discussions with their parents
about what they were learning in school. That the inclusion of the heritage histories i
the students’ history classes served as starting points for conversatioesrbttes
students and their parents is particularly crucial; several of the parditsted that they
wanted to share their stories with their children. However, the parents knefthiest i
tried to initiate these conversations with their teenage children, thieeshivould be far
less likely to listen or appreciate what the parents had to say. Naomi’srnjoiiee
spoke about this phenomenon during her interview:
Julia: [’m] happy because [my] daughter’s, recently, when she went home, she
started to ask questions about '64, Tiananmen Square, and about Mao, and I'm
happy that she asked me those questions, because | knew that if | just — if | just
tell her about these things, she wouldn't be interested.
SL: So having it in school sparked her interest?
Julia: Yeah. [Mr. Larson] teach her, she’s interested. But | teach her, she’s not

interested! (laughs)
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When an outside party — the students’ teachers — instead initiated theseatmmserhe
students were then much more receptive and open to discussing the issues with their
parents.

It is important for history teachers and teacher educators to remembuéotet
stories which often appear as footnotes and sidebars in the official hstoagttially be
integral pieces of our students’ lives. It is important to recognize thispamokrk to
move our students’ pasts — and therefore the students themselves — to the center of the
story.

The present findings may be particularly instructive to teachers aradaleses of
history education. As students with different national pasts continue to enter U.S
classrooms, it behooves teachers to remember that their students méyeecisessroom
with not only heritage histories and family stories, but also existingafficstorical
narratives which may conflict with the official narrative of the UnitedeStaThat his
Chinese students would enter the room with very different ideas about Chinese history
was something that Mr. Larson, due to his years of working with both mainland China
and Taiwanese students, had anticipated and had therefore tailored higwuarric
accordingly. Mr. Larson’s experience and sensitivity regarding his sgigheiutr
historical knowledge contributed to his teaching, and to his students’ ability tmpleve
their own understandings of the past by combining what they had heard from their
families with what they learned in Mr. Larson’s classroom.

Interestingly, each of the three teachers included in their curriculaagentich

riveted the students and shaped, altered, interrupted, questioned, or completed their
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existing narratives about the heritage histories. For the Hmong studentsashivis.
Adams’ brief discussion of the Ho Chi Minh Trail and the role the trail played in
involving Laos in the Vietham War. For the Chinese students, this was Mr. Larson’s
showing ofThe Tank Mamocumentary about the 1989 Beijing Massacre. For the
Jewish students, this was Ms. Harris’ inclusion of lessons on the actions oivitie Je
Partisans. In each of these cases, most of the students used this new knowledge to
reconstruct their heritage narratives. These three curricular choicesofmdhpreffects
on the students’ historical thinking and helped them to connect what they were learning
in school with their families’ pasts and their heritage. While teachersotdghow
exactly which parts of history will resonate most with their studentsintpsrtant for
teachers to think about including specific stories that they think might reso tiatid &
students.

Teachers should also remember that the temporal and physical distance these
students feel from the heritage events impacts and shapes their understahdimg)
connections to the events themselves, as well as their heritage identities.th&'hil
Hmong and Chinese students felt that the heritage events were located in addtant
somewhat unreachable past that had severely impacted their familissideherefore
impacted their own lives on a much smaller scale, the Jewish students telods
Holocaust despite the longer lapsed time between the event and the present day and the
lack of direct, personal interaction with relatives who experienced the &isbc
Teachers and administrators should be aware of the different ways tineeaedas

well as public and private perceptions about the past, impact and shape students’ ideas
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about not only their heritage histories, but how, when, and why those histories should be
shared in the classroom. It seems clear that each group of students wantsrtiséarpw
told in the formal and official setting of the classroom.
Further Research

The present analysis of the collected data leaves open many paths far furth
research. First, it would be interesting to examine more closely the wdtds sifidents
and their parents in a more in-depth analysis. Several of the students @tethairihey
have heard from their parents; did the parents tell the same stories in thewst2rvie
How important is it to the students and their parents that the students know about and
remember these histories? That the students’ classmates know aboutstioess i
Looking closely at these questions within each individual case may illustratparents
and students view the importance of heritage histories, and how they think those histories
should be told both at home and at school. Additionally, several of the students discussed
their connection to the heritage histories in light of their multiethnic identiisshe
numbers of students with multiethnic backgrounds grow in classrooms across the United
States, an in-depth analysis of the connections these students feel to the difeogas hi
of their ethnic, national, and religious backgrounds would be relevant. Finalbgssa cr
case analysis of the parents’ understandings of and thoughts about the impdrtiaece o
histories would be very interesting, as it would shed light on how different groups of
adults make sense of heritage histories.

The present study opens many paths for further research. One of th@lngita

of this study is that focuses solely on heritage histories, which may hagasadrthe
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likelihood that students would be engaged by the curricula presented by thesrgeach
Conducting a more in-depth, longitudinal study of a classroom with several heritage
groups (not uncommon in U.S. secondary schools) over the course of several units would
provide a fuller picture of the lasting impacts of students’ engagement withgeeri

histories in the classroom. Do the students approach other historical eras and i#vents w
similar enthusiasm? Acknowledging that not every unit or lesson in a hisass/can

be directly tied to a student’s heritage, how else are history teachegsnenidpeeir

students in rigorous historical inquiry?

This type of longitudinal study would also allow researchers to examine how
students react to, understand, and engage with histories to which they do not feel a
heritage connection, but to which their classmates do. To use one of the heritage group
from the present study, this would entail a study of both the Hmong students’
understanding of and interest in the Vietham War unit as well as the understanding and
interest of their classmates who are not Hmong. Schweber has discussed ttieg idea
there exists in U.S. schools a “Holocaust fatigue” (2006a); a study whichresatne
reactions of both Jewish and non-Jewish students to a Holocaust unit would be
particularly relevant. While the Jewish students in this study believed tbeadst unit
in their history class was important for both their own edification, and thatiopters,
| overheard a few rumblings from students about “always learning about the tkilbca
Examining how multicultural groups of students engage with different heritage dsstori

in the shared space of the public school classroom would provide important insights into
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how students learn to hold discussions with peers of myriad racial, ethnic, national,
socioeconomic, and linguistic backgrounds.
Significance of the Study

Research has shown that teachers who find a way to connect their content with
students’ lives are more effective in engaging students and helping studesitg dend
demonstrate critical thinking skills (Ladson-Billings, 1995). Additionallygdents who
are able to see the connections between the content they learn in school and their own
lives are more likely to stay in school. My vision for this study is that itgwk
researchers, teachers, administrators, parents, community membergestudents, an
idea of how and why students understand “their own” histories. In turn, | hope that the
above-mentioned adults will take what they’ve learned and use it to build more gngagin
authentic, relevant history classes for their students.

One of the goals of public education in general, and social studies education
specifically, is to help students develop an understanding of what it means to be a
responsible, involved citizen of the United States. If students feel and see that the
histories which are important to their families are also important and valuesichool
curriculum, it is possible that students will begin to make these connectionsaaditg.r
It is somewhat unrealistic to expect students to be engaged and involved in a society i
which they do not see themselves, their families, or their histories. By iratexjigow
students are making these connections, this study can help teachers develop lessons
which make these connections obvious. Students who see their history and identity

valued and included in the formal school curriculum may be more likely to see tleat thes
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histories and identities have a place within a larger U.S. history and identity. The
mirroring of a group’s past and pain in the classroom can help students feelriné the
room for this past in their American identity. Having their collective mepntbgyr
heritage, incorporated into the cultural memory of the U.S. may help devel& a U
identity in these students. In the process of making “their” past a patisfgast, this
country can continue to step closer to its ideals of equality for, and inclusioh of, al

On a larger scale, this study seeks to help us better understand that fractured and
fractious state of our nation. While this goal is far more grandiose and iidehlist can
possibly be attained by this small study, | do believe this study will gsight into how
we — the citizens and residents of the United States of America — begin to int®rpora
“their” history into “our” history. This study is focused on three dissimilaugs.
While one group, the Jewish students, are members of a group whose traumatic past has
been incorporated, for myriad reasons and in countless ways, into the larger U.S.
narrative and collective consciousness, the other two groups, the Chinese and Hmong
students, are members of groups whose similar pasts remain on the outskirts of our
national collective remembering. Importantly, | believe that this stuglgivan voice to
those stories and has demonstrated how those closest to the stories and the trauma, pai
tragedy, conflict, anger, and pride wrapped up in those stories make meaning of them.
Ultimately, part of the work of incorporating, including, and valuing new and minority
members of U.S. society involves incorporating, including, and valuing theiribssas

part of our own.
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Appendix A
Student Interview Protocol
l.  Writing Prompt In order to get us started today, I'd like you to jot down some
thoughts about the Holocaust. Think about what you know about the
Holocaust. How would you explain it to someone who had never heard of it?
You may write your ideas in sentences or bullet points, whatever works best
for you. If you want, these are a few things to think about to get you started...
e What do you think are the most important events related to the Holocaust?
Why?
e What do you think are the most important people related to the Holocaust?
Why?
e What should people learn from the Holocaust? (e.g., ideas, morals, values,

lessons)

What connection do you feel to the Holocaust? What does it mean to you?
Il. Interview Questions:
a. What did you write down?
b. Why did you choose the people and events that you did?
c. Do you think someone else would have picked other people or events?
Why? If your parents or grandparents were asked the same questions, what
do you think might be different about their choices? Why?
d. If your teacher was asked the same questions, what do you think might be

different about her choices? Why?
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e. What parts of the story of the Holocaust have you learned from family
members that you have not learned about in school?

f.  What parts of the story of the Holocaust have you learned about in school
that you have not learned about from your family?

g. Do you think it's important for people who aren’t Jewish to know about
the Holocaust? Why or why not?

h. Who do you trust to tell this story? Why?

i. Does how you talk about the Holocaust change depending on if you are
talking to someone who is Jewish or someone who isn’t Jewish? How and
why?

j.  What does this event mean to you? Do you feel some sort of responsibility
to this history?

k. What impact has the Holocaust had on your life?

Parent Interview Protocol
a. Tell me the story of the Holocaust.
b. Where does your knowledge of this event come from (personal
experience, family stories, books or film, school, etc)?
c. What have you told your child about this event?
d. Do you think your child cares about this event?
e. Do you feel a connection to this event?

f. Do you think your child feels connected to this event?
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g. Are there lessons to be learned from this event? What are they? Why?

h. Do you think it's important for the Holocaust to be taught in your child’s
history class? Why/why not?

i. Who do you trust to tell this story?

j. Do you think it's important for people who aren’t Jewish to know about
the Holocaust? Why or why not?

k. Does the way you talk about the Holocaust change depending on if you
are talking to someone who is Jewish or someone who isn’t Jewish? How
and why?

I.  What does this event mean to you? Do you feel some sort of responsibility
to this history?

m. What impact has the Holocaust had on your life?

Teacher Interview Protocol

a. Tell me the story of the Holocaust.

b. Where does your knowledge of this event come from (personal
experience, family stories, books or film, school, etc)?

c. Do you feel a connection to this event?

d. Would you teach this subject differently if you didn’t have Jewish
students? How and why?

e. How does your own heritage impact your teaching of this event?

f. Do you think your students care about this event?
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g. Do you think your students feel connected to this event?

h. What lessons are to be learned from this event? Why?

i.  Why do you think it's important for this event to be taught in your history
class?

j. Do you think it's important for people who aren’t Jewish to know about
the Holocaust? Why or why not?

k. Does the story of the Holocaust change depending on if you are talking to
someone who is Jewish or someone who isn’t Jewish?

I.  Who do you trust to tell this story?

m. What impact has the Holocaust had on your life?
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Appendix B
Dear Parent(s) or Guardian(s),

My name is Sara Levy and | am a doctoral student from the Universityrofegiota. |

am pursuing a Ph.D. in Social Studies Education, and am presently in ElImdale working
on my dissertation project. | am writing today to introduce the project and to ask you and
your child to be part of this project.

| am interested in learning more about how students understand histories whitthvayic
have a particular connection. It seems that the best way to investigasetdhialk

directly with teens to find out how they think about history and what connections they se
between themselves and the past.

As your child has identified him or herself as Chinese, | would like to spealyovith

child about their understanding of Chinese history. Since your child’s cldaasymg

the Cultural Revolution in school now, that is the topic I'd like to talk with them about. It
does not matter how much your child knows about this event, if they have learned about
it in the past, or if your family was directly involved in or affected by theuCail

Revolution. | am simply interested in how your child thinks about history in connection
to him or herself.

Since parents and families play an important role in teaching their chilooen laistory
which may have impacted and influenced their children's lives, | would also liked& s
with you about this event. Again, it does not matter how much you know about this
event or if you were directly involved or affected by the Cultural Revolution.

Attached to this letter are two consent forms (one for you and one for your chiddh) w

outline the participation requirements, as well as the interview questionsniliask

both you and your child. If you and your child decide to be a part of this project, you wil
each participate in interviews. | will interview your child twice - @hefore and one

after he or she learns about this event in school. Your child will receive a $5dift ca

after each interview. | will interview you once. Each interview \asit lapproximately

45 minutes and will be scheduled at your and your child's convenience. | can meet you at
your home, Franklin High School, or other location of your choice. You and your child

do not need to be interviewed at the same time, though that is fine if you prefer.

Please know that participation in this project is 100% voluntary, and no identifying
information will be used in any publications resulting from this project. The only people
who will know you are participating are you and me.

If you choose to participate, please complete the attached forms and retura Mem t
Larson's class with your child by Wednesday, March 2.
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Please feel free to contact me with any questions, comments, or concerns yahcwdve
this study.

Thank you,
Sara Levy

levyx066@umn.edu
612.968.5401 (cell)

Student ASSENT Form
Telling Stories: How Students Navigate the Construction of Heritage Narratives

Dear Student,

My name is Sara Levy; | am a doctoral candidate in the Department a¢u@um and
Instruction at the University of Minnesota. | will be spending time in yourd\rdistory
class this year because | am working on a research project that isiexgnow students
understand history, especially those parts of history with which they may harsoagle
connection. | ask that you read this form and ask any questions you may hage befo
agreeing to be in the study. | also ask that you take home the parental consémt form
your parents or guardians and discuss the research with them.

Background Information

The purpose of this study is to gain a better understanding of how and why students put
together different stories about the past. As | am particularly itéeregshow students

make sense of histories with which they may have a personal or heritage conhection,
want to talk to Chinese students about the Cultural Revolution. Therefore, in order to
participate in this study, you will need to identify as Chinese.

Procedures

As a participant in this study, you will be asked to do three things:
e Participate in an interview with me before learning about the Cultural Remoluti
in school (about 45 minutes).
e Participate in an interview with me after learning about the Cultural Reévolin
school (about 45 minutes).
e Let me collect copies of any work you do during the Cultural Revolution unit
(such as papers, tests, essays, etc).

Since | am interested in how students understand history from both a school and personal
perspective, | would also like to interview your parents. If you choose toiparticn
this study, | will send a separate letter home with you for you to givepgrants to
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explain my project. | will interview them once at a location of their chdiean
interested in finding out how your understanding of this history and their undergtandin
are similar and different.

Risks and Benefits of being in the Study

There are minimal risks associated with participation in this resedimhwill receive
two $5 gift cards as compensation for your participation in this research.

Voluntary Nature of the Study

Participation in this study is voluntary. Your decision whether or not to participiate
not affect your grades, current or future relations with the Universityimiédota, Mr.
Larson, or Franklin High School. If you decide to participate, you arédnedfuse to
answer any question or withdraw at any time without affecting thoseredhips.

Confidentiality

The records of this study will be kept private. In any sort of report | mighispulbhwill
not include any information that will make it possible to identify you as a subject.
Research records will be stored securely and only | will have accesséudings. | will
be the only person with access to the digital voice recordings of your imtervigne
voice recordings will be used for research purposes only and will be erased upon
completion of the research.

Contacts and Questions

The researcher conducting this study is Sara Levy. Her advisdPaisi@a Avery and
Benjamin Jacobs. You may ask any questions you have now. If you have questions
later, you are encouraged to contact them at:

Sara Levy — (612) 968-5401 mvyx066@umn.edu
Patricia Avery, PhD — (612) 625-5802arery001@umn.edu
Benjamin Jacobs, PhD — (212) 998-5460jaecobs@nyu.edu

If you have any questions or concerns regarding this study and would like to talk to
someone other than the researcher, you are encouraged to contact the Reseatsh Subje
Advocate Line, D528 Mayo, 420 Delaware St. Southeast, Minneapolis, Minnesota
55455; (612) 625-1650.

You will be given a copy of this information to keep for your records.

Thank you for your time and consideration.
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Statement of Assent:

| have read the above information. | have asked questions and have received answers
assent to participate in the study.

Your name

Signature

Date

In order to arrange the first interview, please provide your preferred carftachation
below.

Student preferred contact (email or phone):

Parent CONSENT Form
Telling Stories: How Students Navigate the Construction of Heritage Narratives

Dear Parent/Guardian,

My name is Sara Levy; | am a doctoral candidate in the Department a¢u@um and
Instruction at the University of Minnesota. | will be spending time in youd'shivorld
History class this year because | am working on a research projeistéiamining how
students understand history, especially those parts of history with which dydyave a
personal connection. | ask that you read this form and ask any questions ycavemay h
before agreeing to their participation in the study. | am also askirygdomparticipation
in this project.

Background Information

The purpose of this study is to gain a better understanding of how and why students put
together different stories about the past. As | am particularly itéeregshow students

make sense of histories with which they may have a personal or heritage conhection,
want to talk to Chinese students about the Cultural Revolution. Therefore, in order to
participate in this study, your child will need to identify as Chinese.

Procedures

As a participant in this studypur child will be asked to do three things:
e Participate in an interview with me before learning about the Cultural Remoluti
in school (about 45 minutes).
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e Participate in an interview with me after learning about the Cultural Réwwlut
school (about 45 minutes).

e Let me collect copies of any work s/he does during the Cultural Revolution unit
(such as papers, tests, essays, etc).

Since | am interested in how students understand history from both a school and personal
perspective, | would also like to interview you and/or your spouse. | am ietbiast

finding out how your understanding of this history and your child’s understanding are
similar and different.

As a participant in this studypu will be asked to do one thing:
e Participate in an interview with me at a location and time convenient to you
(about 45 minutes).

Risks and Benefits of being in the Study

There are minimal risks and no direct benefits associated with your pdibicipathis
research. Your child will receive two $5 gift cards as compensation for their
participation in this research.

Voluntary Nature of the Study

Participation in this study is voluntary. Your decision whether or not to participiate
not affect your child’s grades, current or future relations with the Uniyerki
Minnesota, Mr. Larson, or Franklin High School. If you and your child decide to
participate, you are both free to refuse to answer any question or withdnayvtiahea
without affecting those relationships.

Confidentiality

The records of this study will be kept private. In any sort of report | mighispubhwill
not include any information that will make it possible to identify you or your child as
subjects. Research records will be stored securely and only | will have tactiess
records. | will be the only person with access to the digital voice recordiygsiof
interviews. The voice recordings will be used for research purposes only and will be
erased upon completion of the research.

Contacts and Questions
The researcher conducting this study is Sara Levy. Her advisorateoeaPAvery and
Benjamin Jacobs. You may ask any questions you have now. If you have questions

later, you are encouraged to contact them at:

Sara Levy — (612) 968-5401 levyx066 @umn.edu
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Patricia Avery, PhD — (612) 625-5802arery001@umn.edu
Benjamin Jacobs, PhD — (212) 998-546®jacobs@nyu.edu

If you have any questions or concerns regarding this study and would like to talk to
someone other than the researcher, you are encouraged to contact the Reseatsh Subje
Advocate Line, D528 Mayo, 420 Delaware St. Southeast, Minneapolis, Minnesota
55455; (612) 625-1650.

You will be given a copy of this information to keep for your records.

Thank you for your time and consideration.

Statement of Consent:

| have read the above information. | have asked questions and have received answers
assent to participate in the study.

Child’'s name

Parent/Guardian name

Signature

Date

In order to arrange the first student interview and the parent/guardian inteplease
provide your preferred contact information below.

Student preferred contact (email or phone):

Parent preferred contact (email or

phone):
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