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Statement of Problem
The current History/Social Science Framework currently used by social studies
educators in today's classroom is substantially out of date as it was written in 1986.
The primary authors of this document were European American senior scholars
working within a European American perspective who in return must have been
educated in the early 1970s. As a result, the “History/Social Science is structured
largely as a story of European immigration and the construction of a nation around
Judeo-Christian values and European political institutions" (Sleeter & Stillman, 2005,
p. 43) due to the political and ethnic makeup of the people commissioned to draft the
1986 framework. Since the initial adoption in 1987, the History/Social Science
Framework is supposed to be updated every seven years but has been "readopted three
v

times with only minor updates" (Sleeter & Stillman, 2005 p. 33). According to
Campbell (2000), "the classical, Eurocentric curriculum inaccurately represents
history and the humanities, discounting or ignoring the contributions of people of
color" (p. 305) Because of this, the present History/Social Science curriculum is
divorced from the realities and experiences of the youth, particularly, students of color
many of who cannot relate to History/Social Science curriculum.
The historical content, facts and figures printed in textbooks and taught by
educators is predetermined. Due to the framework, most schools fail to teach an
accurate or omits, the complete history of minorities, such as the recruitment and
contribution of the Hmong by the CIA during the conflict in Vietnam. This is a
problem created in part by the failure to revise the History/Social Science Framework
and Standards. Thus, with this lack of an inclusive and equitable curriculum, the
responsibility is placed on teachers to develop the multicultural and Hmong focused
lessons for California's students.
Purpose of Project
The absence of Hmong American history from the standard curriculum in
today's public schools has created a disconnection with Hmong American's identity,
culture and heritage. Hmong American students feel alienated because they are group
labeled and lumped as the model minority and their culture and history is excluded as
a larger part of American history. For this reason, proponents of teaching and
incorporating history of minorities history into the curricula suggest a student learning
vi

about his or her culture not only improves individual self-esteem and provides a sense
of identity, but raises their grades and increases interest in school (Asante, 1991;
Banks, 1993; King 1992; Ladson-Billing, 1999). The same can be said for Hmong
American students who feel alienated because the history and contribution of the
Hmong is underrepresented in school curriculum. Thus, the teaching of this
supplemental unit on Hmong American history in a school setting intention is to
provide an equitable and need to empower Hmong American students, who are one of
the lowest academically performing minorities in California underrepresented and
overtly omitted in school curriculum.
Conclusion Reached
For this supplemental unit on Hmong and their contribution to American in
Laos during the conflict in Southeast Asia to be successful, the author identify that the
incorporation and implementing culturally responsive and critical pedagogical
teaching strategies in essential.

________________________________, Committee Chair
Terry Underwood, Ph.D.

__________________________
Date
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Chapter 1
INTRODUCTION
There is very little that is more important for any people to know than their
history, culture, traditions and language; for without such knowledge, one
remains naked and defenseless before the world. –Marcus Tillus Cicero (106
BC – 43 BC)
During the 2000-2001 academic school year, the Hmong community in the
surrounding Central Valley city of Fresno experienced more than eight Hmong
teenagers who committed suicide. For many, this was tipping point and a wakeup call
that something needed to be done to promote a sense of cultural pride and raise selfesteem for the Hmong community, particularly Hmong students. In December 2002,
with the support and urgency from key Hmong advocates, California Assembly Bill 78
was introduced by Assemblywoman Sara Reyes of Fresno. The following year,
Governor Gray Davis signed AB 78 that “encourages social studies teachers from
grades 7th through 12th to include lessons about the Hmong and other Southeast
Asians recruitment during the Secret War during the conflict in Vietnam” (California
State Senate Committee on Education, 2003).
This project aims to create a congruent curriculum unit with lessons plans to be
applicable to the teaching of high school history in California’s secondary schools.
The unit itself will be designed to last approximately two weeks during any given
school year. As the review of the literature will show, the State Academic Standards
for California do not include mention of the experiences of the Hmong since their
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historical entanglement with the United States, but the state itself has recognized the
oversight. In addition, to its significance as supplementary unit on the Hmong to
enhance the existing unit on Vietnam, the curriculum project will serve as a cultural
boost and appreciation for one’s heritage for the Hmong students.
In order to justify the need for this curriculum project as a contribution to my
region and to the educational community, the project will begin with a narrative that
tells the story in outline form of the Hmong in America. The purpose in reviewing this
story is to provide readers with a full understanding of the nature, importance, and
scope of the proposed project.
History of the Hmong
From a historical and anthropological perspective, the Hmong are a people
without a country but throughout their history these people have been able to maintain
a strong sense of identity and independence. For this reason and many others, the
exact location and country of where they Hmong people originated continues to be the
subject of disagreement by scholars and historians. However, despite these
speculations there have been anthropological studies that revealed the history of the
Hmong people dating back to at least 4,000 years to northern China (Quincy 1995;
Vang & Flores, 1999). According to Quincy (2000), under Chinese authority the
Hmong people were always referred to and seen as inferior and outsiders not only
“because of their pale skins and Caucasian features, but for their refusal to assimilate
into Chinese culture” (p. 24). Thus, the Chinese during the period labeled the Hmong
as "Miao," an insulting term branding them as wild barbarians. Despite this branding,
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the Hmong called themselves "Hmong", which means "free people" (Chan, 1994, p.
3). The earliest reference of the term "Miao" in Chinese historical text can be found
during the Hsia dynasty from 2207-1766 BC (Culas & Michaud, 2004, p. 63-64).
Beginning in the late 1700s and early 1800s because of their refusal to adopt and
assimilate into Chinese society, the Hmong people were forced to migrate into the
Indochina peninsula, regions that included the mountainous areas of southern China,
Vietnam, Thailand, Laos and Cambodia (Quincy 1995; Vang & Flores, 1999).
During the exodus from China, Culas and Michaud (2004) noted that the
majority of the Hmong people congregated and formed villages in one particular
geographic region: the highest mountain peaks in Laos. In 1972, an estimated 300,000
to 500,000 Hmong resettled in the hilltops of Laos (Tapp, 2004, p. 81). Despite the
precipitous topography of Laos, a landlocked country with two major plateaus, the
Hmong and other minorities such as the Iu Mien thrived under these topographic
conditions by practicing slash and burn agriculture (Chan, 1994, p. 4). This method
required the Hmong to continuously relocate to different hillsides that were
untouched; hence they had to clear the land and burn the undergrowth that left a
nutrient rich residue on the soil. The Hmong and other who lived in the mountain tops
of Laos would cultivate rice and corn as food staples to maintain their villages and
opium as cash crops that are sold primarily for profit (Hamilton-Merritt, 1993, p. 29).
The Hmong unbothered by outsiders thrived in these conditions for many years until
America's involvement in Southeast Asia that changed the course of history for the
Hmong.
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The Secret War in Laos
In the years following World War II in 1945, two political ideologies quickly
developed between two world powers; the United States a western democratic
movement and a communist movement supported by the Soviet Union. Those
opposing views set the stage for the Cold War with lasting global impact (Chan, 1994,
p. 23). In Vietnam, the leader of the communist party, Ho Chi Minh, believed that it
was time to liberate Vietnam from France and unite the country under his communist
leadership. After a surprised France's defeat by the Vietminh, nationalist soldiers led
by Ho Chi Minh, French troops withdrew and ended their long standing 80 years of
colonial rule in the country. In the aftermath of the conflict in 1954, leaders from the
United States, Soviet Union, United Kingdom China met at the Geneva Conference in
Switzerland to settle political differences in Southeast Asia and find a way to unite
Vietnam.
Subsequently, leaders agreed that Vietnam would be divided into two nations
with the communists in control over North Vietnam "while an anti-Communist regime
aligned with the United States and the Western allies ruled South Vietnam" (Chan,
1994, p. 22). The United States saw Ho Chi Minh's efforts of unifying Vietnam as a
threat to democracy and thus began providing military advisors and American troops
to defend South Vietnam from the communist North Vietnam encroachment and
influence. Likewise in Laos, the country also experienced turmoil between the central
government and pro communist soldiers, the Pathet Lao. Thus, under the signed
agreement of the 1962 Geneva protocol, Laos, a neighboring country to Vietnam, was
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to remain a neutral and that all nations are to respect the neutrality, sovereignty, unity,
and independence of Laos (Hamilton-Merritt, 1993, p. 101). Despite this
understanding, the North Vietnamese began violating this neutrality with the invasion
and infiltration of troops into Laos. Hope faded quickly when Prince Souvanna
Phouma, prime minister of Laos, requested US assistance that the accords would lead
to real neutralization (Quincy, 2000, p. 222). Chan (1994) noted "alarmed by the
communist's military advances, the United States gave up any pretense at abiding the
1954 Geneva Accords" (p. 29). According to Hamilton-Merritt (1993), some U.S.
military advisors shared the conclusion to “not worry about the words in Geneva, they
are only words. Worry about the Vietnamese soldiers in Laos, they are real" (p. 64).
At this point, it was very clear that Laos was a major geopolitical player as it
was seen as the gateway to the countries of India, Burma, and Thailand (Hillmer,
2010, p. 63). Laos’ significance would be echoed in 1961 by outgoing President
Dwight Eisenhower who cautioned incoming President John Kennedy that "Laos is
the key to the entire area of Southeast Asia, if we permit Laos to fall, then we have to
write off all the area" (Quincy, 2000, p. 3). According to Mahajani (1976), [President]
Kennedy adhered to the domino theory coined by President Eisenhower that a "fall"
of one country to communism would lead to "fall" of other countries" (p. 90).
Ultimately, the domino theory would be America's foreign policy that forced United
States involvement into the affairs of Laos.
On April 28, 1963, during the National Security Council meeting President
Eisenhower once again reiterated the geopolitical importance of Laos, "if Laos fell to
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Vietnam the West would likely lose the rest of Southeast Asia and Indonesia"
(Loewen, 1995, p. 45). Eisenhower's message of urgency would mark the beginning of
the "Secret War" in Laos from 1961-1973. United States' Central Intelligent Agency
(CIA) covert operation in Laos was termed the "Secret War" because little to no detail
was made public. According to Loewen (1995), the United States government and its
officials kept "the secret bombing of Laos for years, later citing national security as its
excuse" (p. 222). To conceal the extent of America's involvement, most of U.S.
operations in Laos were funneled through the CIA. Likewise, to keep the air war a
secret, the U.S. Air force banned the news media's coverage from major air bases
(Quincy, 2000).
By accident of geography, the Hmong who lived in the hilltops of Laos were
recruited and trained by CIA secret agents as guerilla soldiers to fight Vietnamese
communist forces that were penetrating into Laos (Morrison, 1999, p. 9). A CIA agent
who identified himself as Colonel Billy approached General Vang Pao, a Hmong
military leader, to command the Special Guerilla Unit (SGU) in efforts to push back
the communists in Laos. Chan (1994) discovered that verbal agreements were made by
CIA agents to Hmong elders that if Americans should suffer defeat, then the
Americans would "find a new place" to relocate the Hmong" (p. 30). Vang Pao agreed
to help and enlisted the support from Hmong villages, and began recruiting Hmong
men and boys to be trained by American CIA at base camps.
The Hmong forces were trained to launch guerilla attacks, to destroy supply
routes that the communists used, and to collect intelligence (Hillmer, 2010, p. 118).
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According to Hamilton-Merritt (1993), Vang Pao stated that "he needed his own men
flying the "air" because only they knew the territory and the enemy, and could talk to
the troops on the ground" (p. 140). As a result, the Hmong soldiers performed search
and rescue operations for downed American pilots. During the decade long war in
Vietnam, stories began to leak and surface to the American public regarding U.S.
involvement in Laos. The alarming activities in Laos reached the United States
Congress, when the U.S. Senate held hearings that unraveled America’s intervention
in Laos (Hamilton-Merritt, 1993, p. 246).
Knowing that it was impossible to win the conflict in Vietnam and the
unpopularity it was at home; on January 23, 1973 United States security advisor Henry
Kissinger reached an agreement with North Vietnamese negotiator ending the war in
Vietnam without the knowledge of Hmong military leaders. The United States
retreated and deserted the Hmong people they promised to protect in the case of
American defeat (Hamilton-Merritt, 1993; Quincy, 1995; Vang & Flores, 1999).
Under the Vientiane Agreement in 1973, United States government agreed to disband
18,000 Hmong troops while "all Americans military advisors in Laos left the country"
(Chan, 1994, p. 44). The following year in 1974, the Laotian government surrendered
to the communist group, Pathet Laos, as a result Laos became under communist rule.
Without U.S. protection that was promised "the Hmong, suspected of being
U.S. spies, became an unwanted people and had to flee from Laos to escape
persecution" (Vang & Flores, 1999, p. 9). From 1976-1979 the Vietnamese and Laos
government attacked the Hmong using chemical weapons such as napalm to eliminate
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the pockets of Hmong resistance in the jungle of Laos (Chan, 1994). Subsequently,
large numbers of Hmong fled to refugee camps in Thailand and eventually as political
refugees to France, Australia, Canada, French Guyana, with the majority of Hmong
immigrants settling in the United States (Chan, 1994, p. 48).
Presently, there is still a large number of Hmong that are trapped and hunted in
the jungles of Laos because they in the "1960s sided with the U.S. to fight
communism in Laos during the Vietnam War" (Perrin, 2003, p. 4). The United States
spent about twenty billion dollars to wage the Secret War in Laos but the ordeal to the
Hmong was devastating with 35,000 Hmong who fell in battle defending U.S.
ideology (Quincy, 2000, p. 5).
Settlement of the Hmong in the United States
In December 1975, the United States Congress authorized the first wave of
3,466 Hmong refugees many of whom are from the camps in Thailand to resettle in
America under the Refugee Assistant Act (Faruque, 2002, p. 39). Since the first wave
of Hmong immigrants, the Hmong population has grown significantly (Carroll &
Udalova, 2006). In 1990, the U.S. Census estimated that the Hmong population was
about 94,439 which nearly doubled to 186,310 in 2000 (Hmong National
Development, 2004). Despite this increase, many Hmong American scholars argue
that Hmong like other minority in America is significantly undercounted. It is a matter
of speculation but it was estimated that during the 2000 U.S. Census, over three
million U.S. individuals may have not been counted. Given this margin of error, the
Hmong population in 2000 could have totaled 204,948 (Carroll & Udalova, 2006). A
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decade later, the Hmong census continues to grow. The recent 2010 U.S. Census
reported that 260,076 people identified themselves as Hmong. The 2010 U.S. Census
also reveals that the majority of Hmong concentrates in specific regions of the United
States. California ranked number one with the largest Hmong population of about
91,224 followed by Minnesota with 66,181, and Wisconsin with 49,240. Specifically
in California, the Hmong have moved to establish ethnic enclaves in Central Valley
cities such as Fresno with 31,771, Sacramento with 26,996, and Stockton with 6,968
Hmong residents (Hmong National Development, 2011). Today, the largest group of
Hmong outside of U.S. resides in China whose population is estimated to be around
2.8 to 5 million (Chan, 1994, p. 1).
History-Social Science Framework for California Public Schools
California has three primary documents that are used in the school setting for
the sole purpose of instructing history education: the History-Social Science
Framework, the History/Social Science Content Standards, and the California
Standards Test for History/Social Science (Fogo, 2011, p. 62-63). According to
Campbell (2000), the framework and standards are “the state's guidelines for social
studies teaching and textbook selection" (p. 305). The California Department of
Education set in place these documents with the goal for the framework, standards,
and tests to complement each other thus, promoting the teaching and learning of
History/Social Science. The framework primary purpose is to provide the guidance for
educators to implement the standards while the standards describe the content, skills
and the historical knowledge that all students should learn in the state of California
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(Bauer, 2009, p. 3). Each public school then is required to have their students take
standardized tests that measures the knowledge stipulated by the state within the
framework and standards (Sleeter & Stillman, 2005, p. 39). The overall idea is that
these standardized test scores will generate information about students' achievement,
which makes schools accountable for implementing these standards (California
Department of Education, 2012a).
Statement of the Problem
The current History/Social Science Framework currently used by social studies
educators in today's classroom is substantially out of date as it was written in 1986.
The primary authors of this document were European American senior scholars
working within a European American perspective who in return must have been
educated in the early 1970s. As a result, the “History/Social Science is structured
largely as a story of European immigration and the construction of a nation around
Judeo-Christian values and European political institutions" (Sleeter & Stillman, 2005,
p. 43) due to the political and ethnic makeup of the people commissioned to draft the
1986 framework. Since the initial adoption in 1987, the History/Social Science
Framework is supposed to be updated every seven years but has been "readopted three
times with only minor updates" (Sleeter & Stillman, 2005 p. 33). According to
Campbell (2000), "the classical, Eurocentric curriculum inaccurately represents
history and the humanities, discounting or ignoring the contributions of people of
color" (p. 305). Because of this, the present History/Social Science curriculum is
divorced from the realities and experiences of the youth, particularly, students of color
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many of who cannot relate to History/Social Science curriculum. Banks et al. (2001)
noted the following:
In curriculum and teaching units and in textbooks, students often study
historical events, concepts, and issues only or primarily from the point of view
of the victors. The perspective of the vanquished are frequently silenced,
ignored, or marginalized. This kind of teaching privileges mainstream
students-those who most often identify with the victors or dominant groupsand cause many students of color to feel left out of the American story. (p.
198)
The historical content, facts and figures printed in textbooks and taught by
educators is predetermined. Due to the framework, most schools fail to teach an
accurate or omit the complete history of minorities, such as the recruitment and
contribution of the Hmong by the CIA during the conflict in Vietnam. This is a
problem created in part by the failure to revise the History/Social Science Framework
and Standards. Thus, with this lack of an inclusive and equitable curriculum, the
responsibility is placed on teachers to develop the multicultural and Hmong focused
lessons for California's students.
Purpose of the Project
The absence of Hmong American history from the standard curriculum in
today's public schools has created a disconnection with Hmong American's identity,
culture and heritage. Proponents of teaching and incorporating history of minorities’
history into the curricula believe it will promote cultural identity, develop self-esteem,
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and shed light to the many of the myths and stereotypes supported by the Eurocentric
curriculum (Asante, 1991; Banks, 1993; King, 1992; Ladson-Billings, 1999). The
same can be said for Hmong American students who feel alienated because the history
and contribution of the Hmong is underrepresented in school curriculum. Thus, the
teaching of this supplemental unit on Hmong American history in a school setting
intention is to provide an equitable and need to empower Hmong American students
who is one of the lowest academically performing minorities in California. Hmong
American students feel alienated because they are group as the model minority and
their culture is underrepresented and overtly omitted in school curriculum. Thus, I
believe that when a student learns or see about his or her culture not only improves
individual self-esteem but provides a sense of identity, and raises their grades and
increases interest in school.
In addition, there are many social studies teachers who are interested in
referencing the experiences and perspective of the Hmong and non-Euro American
content in U.S. history. However, many hit a curriculum road block when they realize
the lack of information thus are handicapped and not able to effectively address this
issue when it comes to incorporating the history of minority groups in their
instructions. For instance, when students question why the Hmong experience is
excluded in the unit on the war in Vietnam or why nothing in the textbooks reference
their contribution, the teacher is not at fault but burdened out of unawareness and
circumstance. The teacher’s circumstance is being an educator without the knowledge
of or material to teach about the Hmong. Likewise, the teacher's unawareness is
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relying too heavily on the pre-determined knowledge set by the state, stipulated in the
standards and presented in the textbooks.
When one examines the History/Social Science curriculum for 11th grade U.S.
history there is no mention of the Hmong nor the Secret War; Standards 11.9
"Students analyze U.S. foreign policy since World War II", Standard 11.9.2
"Understand the role of military alliances, including NATO and SEATO, in deterring
communist aggression and maintaining security during the Cold War", Standards
11.9.3 "Trace the origins and geopolitical consequences (foreign and domestic) of the
Cold War and containment policy" and Standards 11.9.4 "List the effects of foreign
policy on domestic policies and vice versa( e.g., protest during the war in Vietnam, the
"nuclear freeze" movement)" (California State Board of Education, 1998, pp. 51-52).
Not to ones' surprise, Loewen (1995) notes that students of color are often alienated in
textbooks, with facts either being distorted or entirely omitted, including those
chapters that cover the Vietnam War (p. 241). So, when Asian Americans as a group is
mentioned in history textbooks the Japanese and Chinese are the most frequently
mentioned groups accounting to 60 to 85 percent of the references (Harada, 2000, p.
11).
Since the standardized knowledge stipulated by the state board is up for
interpretation, educators could expand their lessons to include women, people of color,
and for example, the Hmong. Specifically, the primary purpose of this project is to
develop a culturally relevant and historically accurate unit to introduce the Secret War
(1961-1973) in Laos. The project will attempt to incorporate the Hmong perspective,
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the experiences and their contribution to America. This supplemental curriculum is
designed to enhance the traditional History/Social Science curriculum in California
public schools.
Significance of the Project
The California History-Social Science Content Standards and adopted
textbooks do not represent the diverse, multicultural experiences of the student
population represented in California public schools (Vue, 2011). California has the
largest number of students who attend public school with more than 6,252,000 or 11%
of the student population of the United States in 2008 (Campbell, 2000). During the
2010-11 school years, 1.8 million students indicated white as their ethnicity whereas
4.4 million students indicated as being non-white or of another ethnicity. Specifically,
it is estimated that 22,781 Hmong students attends public schools in California
(DataQuest, 2010-2011a). According to Harada (2000), "The changing demographics
and cultural complexion of the nation demands new interpretations of history and
human values that better align school experiences with social ideals and realities" (p.
19).
Due to the large number of students who attend public schools, California is
the largest state to have a single textbook sale in the nation. For this reason, many
publishers write and edit their books in a targeted attempt to win control of this
lucrative market. Publishers will promote and attempt to sell books developed in
California throughout the nation in effort to increase their profits (Campbell, 2000).
Although, teachers will use other resources to supplement their curriculum, textbooks
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are still the basis of 70% to 95% of all classroom instruction (Gay, 2010, p. 113).
Unfortunately, most teachers passively accept the information in the textbooks and do
not challenge what is printed by writers and publishers for many curriculum and
teaching decisions. Gay (2010) notes "most textbooks used in schools are controlled
by the dominate (European American) and confirms its status, culture, and
contributions" (p. 113). Moreover, with recent emphasis of high stakes standardized
testing and pressure for students to perform, this has consequently forced some
teachers to teach to the test and heavily rely on the textbook for instruction as it is
readily accessible (the textbooks are provided to individual students per the William
court case) and the materials covered in the textbooks are aligned with the state
content standards (Vue, 2011, p. 4).
Even though, AB 78 was a victory for the Hmong community, some argue that
it does not do enough because it only encourages teachers to include teaching about
the Hmong. For this reason, in 2008, Juan Arambula of Fresno introduced Assembly
Bill 2064 to the California Assembly (California State Senate Committee on
Education, 2008). Unlike AB 78, AB 2064 would require the History/Social Science
Framework, to include the refugee experience of Southeast Asians, and the crucial role
the Hmong played to fight Communism with Americans in Laos. Despite the effort, it
was vetoed in 2008 by Governor Arnold Schwarzenegger due to the state's budget
woes, which postponed all the framework and textbook adoptions (Fogo, 2011).
According to the California Department of Education (CDE) Curriculum Frameworks:
“Assembly Bill X 4 2 signed on July 28, 2009, suspended the process and procedures
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for adopting instructional materials, including framework revisions, until the 2013-14
school years. Senate Bill 70 extended that suspension until the 2015-16 school years”
(CDE, 2012a, para 2).
With the current law AB 78, that only encourages teachers to include the
Hmong many teachers will opt out of teaching about the role of Hmong in the Secret
War as teachers sometime will hesitate to incorporate minority perspectives into the
traditional History/Social Science curriculum. According to Leming, Ellington, and
Porter (2003), there is not enough class time to cover the materials in the standards.
For other teachers, it may simply be because they do not want to spend more time
researching and planning or teachers are busy preparing students for the History/Social
Science standardized test.
The importance of this project will be a minor change to the History/Social
Science curriculum and will serve California's students. Loewen (2007) argued that
every “students need information about the Vietnam War from their high school
American history courses" (p. 245). The researcher agrees and notes that this also
include the right to learn what caused the Secret War, the experiences of the Hmong
and the consequences of their involvement. Most Americans at the time and present
day are not aware of the covert operation in Laos. Similarly, the decision to engage in
Vietnam and current military policy decisions in the Middle East is controversial and
much debated. As noted, Record and Terrill (2004), there are some parallels and
analogies that historians will mark that are significantly similar in the Iraq,
Afghanistan and the war in Vietnam. Essentially, students need information about the
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past to make sense of the present. According to Loewen (2007) less than 1 in 6
Americans will take United States history class after high school thus, it is important
that the history of the Secret War and the groups involved be part of the curriculum. If
students are only given selective, pre-determined history from and about the dominate
groups this defeats the goal of education set by the California Department of
Education. The Department of Education believes the knowledge set forth by the
History/Social Science is:
…[E]ssential in developing individual and social intelligence; preparing
students for responsible citizenship; comprehending global interrelationships;
and understanding the vital connections among past, present, and future.
Without the knowledge and skills that these disciplines convey, our students
will be buffeted by changes that are beyond their comprehension. But with a
firm grounding in history and the related disciplines, they should have the
capacity to make wise choices in their own lives and to understand the swiftmoving changes in state, national, and world affairs. (CDE, 2012a, para 3)
Nonetheless, until textbooks include Hmong history and the Secret War, the
History/Social Science goal will not be reached. According to Sanchez (2007) when
perspectives from minorities are part of the conversation, it is often information that is
inaccurate and without any depth or historical context. One can conclude that the
accomplishments and experiences of the dominant group are more likely to be
recognized as the only truths and be written into the textbooks as official knowledge.
Consequently, the Hmong are often ignored or left out. As a result, Hmong students
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may leave school with a lack of identity because they do not see, hear or know what it
means to be Hmong. It can negatively impact their connections with education and
their success at school (Campbell, 2000). In addition, until the full inclusion of the
Hmong and Secret War is implemented, teachers will need to research further about
the Hmong in accordance to AB 78. Thus, the primary intent of this project is to
provide and make available the supplementary lessons for interested educators who
see the importance to include not only minority voices but bring the experiences of the
Hmong into the classroom.
Limitations and Assumptions
The primary focus for this curriculum project will be based on the interest from
social science teachers who wish to supplement their instruction about the Hmong and
the Secret War in accordance to Assembly Bill 78. Moreover, this project has some
limitations in that it is designed to meet the needs of a specific group and certain
schools with a high Hmong student population. Therefore, the project may not be
applicable to other schools; the unit will be designed to supplement the current
History/Social Science curriculum and therefore, may not necessarily work as a
supplement for other subjects and grade levels. It is important to note that the content
of this curriculum project will serve as a template for teaching about the Hmong and
the Secret War only. Its sole purpose is to provide social science teachers and any
interested persons sufficient lessons to supplement their instruction.
The researcher notes that for this supplementary curriculum about the Hmong
to be successful and to fulfill its primary purpose, the ideal situation has to present
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itself. First, the social studies teacher needs to recognize that his or her classroom
history textbooks and school curricula lack minority voices during the Vietnam War.
In addition, the social studies teacher must see a need to supplement his or her
instruction, with a multicultural and culturally relevant lesson about the role of the
Hmong in the Secret War. He or she must also implement these lessons and recognize
the cultural and academic benefit for students, particularly Hmong students. Lastly, it
is further assumed that the social science teacher will first introduce a brief history of
the Hmong, teach the history of the war in Vietnam/Southeast Asia, and then
incorporate these supplementary lessons to expand on the role of the Hmong in CIA's
Secret War.
Definitions of Terms
Pedagogy
Pedagogy refers to the "strategies, techniques, and approaches used by the
teachers in their classroom, that is, teachers' practices. It also refers to what teacher do
to create conditions that help student become critical thinkers and moral human
beings" (Nieto & Bode, 2012, p. 124).
Critical Pedagogy
Critical Pedagogy is a philosophy of education guided by passion and
principle, to help students develop consciousness of freedom, recognize authoritarian
tendencies, and connect knowledge to power and the ability to take constructive
action" (Giroux, 2010, p. 1).
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Culturally Relevant Pedagogy (CPR)
CRP is a term that describes effective teaching in culturally diverse classrooms
(Irvine, 2009). CRP is a "way for schools to acknowledge the home-community
culture of the students, and through sensitivity to cultural nuances integrate these
cultural experiences, values and understanding into the teaching and learning
environment" (Brown & Cooper, 2012, p. 67). Thus, the purpose of CRP is the
maximization of learning for students whose cultural, ethnic, linguistic, racial and
social class background differ from that of the majority" (Ladson-Billings, 1992).
Curriculum
A curriculum is an educational plan for learning in a classroom and school.
The curriculum includes both expressed elements (usually written down in the form of
goals, objectives, lesson plans, and units and included in educational materials such as
textbooks); and hidden elements (i.e., the unintended messages, both positive and
negative, in the classroom and school environment) (Nieto & Bode, 2012, p. 383).
Funds of Knowledge
Funds of knowledge or cultural capital is based on a simple premise that when
students attend a public institution they are "competent and have knowledge, and their
life experiences gave given them that knowledge" (Gonzalez & Moll, 2002, p. 625).
Therefore, the knowledge and skills students accumulate from their home culture or
social environment should be used as an advantage for teaching by educators to foster
educational development in the classroom (Moll, Amante, Neff, & Gonzalez, 1992).
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Multicultural Education
Multicultural education “aim is to create equal educational opportunities for
students from diverse racial, ethnic, social-class, and cultural groups. One of its
important goals is to help all students to acquire the knowledge, attitudes, and skills
needed to function effectively in a pluralistic democratic society and to interact,
negotiate, and communicate with peoples from diverse groups in order to create a
civic and moral community that works for the common good" (Banks & Banks, 1995,
p. xi). Thus, Multicultural education is a "field of study designed to increase
educational equity for all students that incorporates, for this purpose, content,
concepts, principles, theories, and paradigms from history, the social and behavioral
sciences, and particularly from ethnic studies and women studies" (Banks & Banks,
1995, p. xii)
Social Studies
Social Studies is the integrate study of the social sciences and humanities that
draws upon discipline such as history, government, geography, law, philosophy,
sociology, religion, anthropology as well as from other appropriate content. The aim
of social studies is to promote civic competence and help young people develop the
capacity to become good citizens of a culturally diverse and democratic society
(National Council for the Social Studies, 2008).
Organization of the Project
Chapter 2 contains the Review of Related Literature. This chapter begins with
an in depth look at the role of power and politics in constituting the official knowledge

22
of school curriculum that is delivered to students in textbooks and at the economic
reasons publishers choose to reproduce this official knowledge. A review of minority
(non) representation and portrayal in textbooks is discussed next as a way to document
the full extent of the problem, specifically, the Hmong’s exclusion from history
textbooks. A section on critical race theory that will lay the foundation for action
follows. Finally, there is a section on critical pedagogy and culturally relevant
pedagogy, two types of pedagogical solutions that have been identified by educational
researchers and reformers that can support teachers in delivering a fair and balanced
curriculum.
Chapter 3 highlights the project's methodology, organization and
implementation.
Chapter 4 of the project contains a summary, conclusion and recommendations
for implementation
The Appendix contains the supplemental with the materials and activities
designed to make teaching about the Hmong in the classroom an active and dynamic
event. Included in this chapter is information pertaining to necessary materials needed
to supplement the current existing History/Social Science curriculum for California
Public Schools on the war in Vietnam.
This chapter will be followed by an appendix and bibliography of references
used in the preparation of this project.
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Chapter 2
REVIEW OF RELEVANT LITERATURE
Introduction
This chapter begins with an in depth look at the role of power and politics in
constituting the official knowledge of school curriculum that is delivered to students in
textbooks and at the economic reasons publishers choose to reproduce this official
knowledge. A review of minority (non) representation in textbooks is discussed next
as a way to document the full extent of the problem, specifically, the Hmong’s
exclusion from history textbooks. A section on critical race theory that will lay the
foundation for action that follows. Finally, there is a section on critical pedagogy and
culturally relevant pedagogy, two types of pedagogical solutions that have been
identified by educational researchers and reformers that can support teachers in
delivering a fair and balanced curriculum.
The Politics of School Curriculum
The Curriculum
The word curriculum comes from the Latin word meaning “racecourse” or a
"list of courses" as referenced to the lived experience that a child goes through to
become an adult (Henson, 1995). At its most fundamental level, in the educational
setting, curriculum is the heart of schooling and a reflection of the community. The
curriculum of a school, after all, does reflect to some extent the diversity that exists
within the community. Even though there is no universally accepted definition of the
term, curriculum can be seen as a document that contains intended purposes set by the
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school, a sequence of courses that is taught in school or a plan for student learning and
teacher’s instruction (Henson, 1995). Specifically, when used in primary and
secondary education, curriculum consists of everything that relates to the teaching and
learning between the student and teacher. Most of the time, a school curriculum will
state the long term goals that students are expected to achieve at the end and the
objectives which are specific learning that students will acquire as a result of the
teacher's instruction. Here and in many industrialized nations, the curriculum is what
usually defines the aims, value, and purpose of the school (Ornstein & Hunkins,
2004). Most educators will agree that the overall purpose of the school curriculum is
to ensure each student develop the knowledge, skills and attributes to be a successful
learner, a confident individual and an informed citizen of his or her community. Under
these circumstances, American students are expected to attend and complete the K-12
educational system obtaining the necessary knowledge and skills to become a
productive and participating member of society. Although the educational experience
may differ from student to student, undoubtedly it is the school curriculum that
prepares the youth to be critical of today's complex world. For these reasons, the
United States of America allocates and invests heavily in access to public education
despite the mediocre results when compared to other competing nations.
Whose Knowledge Becomes Official in the Curriculum?
With so many direct and indirect influences from various groups, the question
that inevitably arises is who makes the decisions to include and exclude the specific
content in the curriculum? In the United States, everyone seems to know what schools
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should teach the youth because it is the only institution that each person has
experienced at least eight years of (Marsh & Willis 1995). Moreover, the vague
definition of the word curriculum presents an educational dilemma; on one hand as
implied earlier, curriculum is perceived as open, honest, and neutral. On the other
hand, the incompleteness of any definition for the term opens a vacuum for selfinterpretation and political manipulation that have always been influenced by the
society and philosophical position of curriculum theorists and reformers (Orenstein &
Hunkins, 2004, p. 194). Even at the state and federal level, there is really no concrete,
universally agreed upon definition that educator can clearly reference. This goes to
show that the knowledge and content schools are responsible to “teach” are really up
for grabs by whoever has the political and economic means to sway public opinion.
Even for some states, their departments of education and the local school districts do
not micromanage the art of teaching, only providing teacher general statements of
goals and objectives for the subjects that are offered at their school (Marsh & Willis,
1995, p. 164). Consequently, this essentially leaves the discretion of what to teach and
how in depth to teach a lesson in the hands of the teachers themselves. Under these
circumstances, students are vulnerable to the teacher’s own personal biases and
beliefs.
The vague definition and implementation of the curriculum have inherently
lead to political disagreements on curriculum decision-making amongst department
chairs, teachers and administrators because curriculum development usually is a group
collaboration done by more than one individual. Apple (2000) commented that
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“Education itself is an arena in which these ideological conflicts work themselves out.
It is one of the major sites in which different groups with distinct political, economic,
and cultural vision attempt to define what the socially legitimate means and ends of a
society are to be” (p. 117).
The United States' public education has long been influenced by affluent
religious values and morals at the expense of the unfortunate, lending importance to
the fact that "the curriculum is never simply a neutral assemblage of knowledge,
somehow appearing in the texts and classrooms of a nation. It is always part of a
selective tradition, someone's selection, some group's vision of legitimate knowledge"
(Apple, 1996, p. 22). This selective knowledge has long been dominated by White
Anglo-Saxon American perspective, controlling what becomes official in school
curriculum and textbooks. It is fair to then make the statement that by its very nature,
the process of curriculum planning and the implementation is political. According to
Steller (1980),
Curriculum development is a monumental task. In a politically active
community it's like treading water in a hurricane while wearing boots. External
pressure groups toss anchors rather than life preservers...from outright
lobbying to incidental persuasion, a school district's curriculum is politically
manipulated. (p. 161)
The fact is that the curriculum has always been formulated by someone or some group
with the goal to advance their agenda. A school curriculum thus, is a product of the
people who make the ultimate decisions of what students should learn as the official
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knowledge selecting one group over another. This sentiment is echoed by Klein
(1991), who stated "Curriculum decision making appears to be a maze of influence
and power, struggles won by some and lost by others" (p. 25). It is safe to conclude
that knowledge in school curriculum provided to students as objective is not neutral
but a reflection of the powerful and wealthy social groups and individuals. Hence,
curriculum planning and development will always be one that is problematic with a
political tone; in addition, educational hegemony will remain an influential force in
curriculum decision-making.
Objectivity and Neutrality in the Curriculum
At the surface level, the curriculum that schools offer to our youth seems to be
fair and balanced. After all, many people with no reservation deem teachers and
administrators as the most qualified to make any and all school related decisions. This
mentality has allowed school districts and certain individuals with political clout to do
whatever they see fit for our youth with little to no parental input. It is only then up to
parents who are aware and understand how power and politics plays into the education
system to be critical. Thus, the majority of people view and assume that the
knowledge and content in school curriculum is homogeneous and neutral with no
room for personal biases (Beyer & Apple, 1998). In the classroom, objectivity can
been described as unbiased information presented and instructed by teachers in an
inclusive environment to students. From the moment a teacher begins teaching,
professional standards and practice expect impartiality, and the teacher is expected to
leave all personal opinions and beliefs outside the door. From teaching techniques, to
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decisions on what content to teach, we expect all educators to put first the overall
educational experience of our youth before any special interest. Under these
circumstances, neutral knowledge in a curriculum can be defined as a "universally
agreed upon standardized body of knowledge in a particular subject area" (Spring,
1993, p. 178), with no personal or political influence that changes the fact or impede
on intended learning outcomes for the students. Anyon (1979) commented that
particularly in the social sciences "It is assumed that the history provided in textbooks
is objective, making available to students unbiased information which they can use to
interpret contemporary issues and problems" (p. 362). With this pretense, it is then
common for teachers and administrators to avoid the issue of impartiality and turn to
district approved pre-determined curriculum relying on the facts.
Whether it is the lack of knowledge or personal choice, many educators choose
to maintain the status quo of the systematic reconstructing of certain knowledge and
experience under the support of the school. Other educators are reluctant and attempt
to avoid controversy because they believe that perception of objectivity is so important
in education specifically with their own teaching that if ones work is accused or seen
as being subjective, “its status as a source of knowledge sinks slowly into the horizon
like a setting sun" (Eisner, 1992, p. 9). Fortunately, there are many social justice
educators that recognize knowledge is a powerful tool for underserved groups and
realize the circulation of knowledge is part of the social distribution of power. For this
reason, they are willing to challenge the status quo day in and day out, fighting the
uphill battle of incorporating the voices of peoples who have been historically
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marginalized by pushing against the long held myth of neutral knowledge that is
perpetuated by school systems, government officials, potent interest groups, and
reproduced by publishers and testing corporations. Consequently, subjective
curriculum not only cuts short student's educational experience but leaves their own
personal views unchallenged, in effect forcing the students to take only one
perspective. Likewise, this also lead to the one size fits all approach also known in
education as standardized knowledge, which in return gives a basis for the assumption
that all students can and will have the same experience.
Progressive Influence on the Curriculum: 1900s-1950s
The power and politics in curriculum development can be analyzed during the
20th century. Political and educational disagreements over what knowledge and whose
knowledge should be in the curriculum have taken place not just within the schools,
but also in the very hands of the federal and state government, school board members,
parents, political and business leaders, conservative and liberal reformers, and gender,
racial and ethnic interest groups (Apple, 2000). Each group and individual possesses
an action plan of how to shape the curriculum with the certainty that they have the best
method to educate our students. Despite the distorted idea that curriculum is impartial,
the school curriculum will always be the place of political and educational
disagreements where the concern is over whose values and beliefs will be legitimized
and respected. Because American's school curriculum is a collection of competing
principles and practices, Schaffarzick and Sykes (1979) asserted the following:
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The curriculum of American schools is shaped by many forces beyond the
systematic efforts of curriculum developers to create new courses. Laws, court
decisions, wars, social trends, economic conditions, political conflicts, changes
in the public mood, and other influences beyond the school setting can and do
affect what is taught. (p. 25)
These forces are evident in the early twentieth century, an era that experienced
national and worldwide phenomenon such as WWI, WWII, the worst economic
uncertainty, and change in the role of the government. Specifically, in education, there
was a tidal wave of changes that altered the philosophy of teaching and purpose of
public schools. The early half of the 20th century saw an influx of socialist reformers,
intellectuals, and grassroots activists, such as American philosopher and educator John
Dewey. These individuals were involved in the education process that set the stage for
a political and social battle over America's curriculum. Like Dewey, progressive
reformers were generally considered to be middle class who helped shaped the
pedagogical movement in response to the vast changes brought by greed from large
corporations and the corruption of American politics (Anyon, 1979). As a result,
progressive members of the community became school board members,
administrators, and educators because they recognized that current events played an
important role in influencing local, state, and federal core curriculum. Likewise, many
of these reformers were vigilant in seeing that working class viewpoints were being
systematically omitted from public schools as opposed to the dominant capitalist
interests.
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Additionally, progressive and social reformers saw the need to influence
education because public school curriculum was promoting hierarchical division and
the minds of their children were in "danger of being perverted to capitalist purposes"
(Beyer & Apple, 1998, p. 37). Particularly, their agenda promoted a pedagogical
movement that emphasized a student-centered approach and sought schools to
regenerate and bring into the classroom important social issues of the time. They
believed that the emotional, social, artistic and the creative side of human
development is not only an important aspect of education but essential to the
prosperity of the nation.
By the 1920s, in order to make schools become more effective institutions for
a democratic society, the progressive movement had a major say in the principles and
practice of curriculum in the United States. During the peak of their influence, they
called for a revival in the public's social and political consciousness, especially in the
1930s when Americans endured the Great Depression. Marsh and Willis (1995)
commented that "Individual-centered curricula seemed less important to most
Americans; society-centered curricula seemed more important" (p. 69) to bring the
nation together during this economic downfall as progressives viewed public school
primarily as a crucial vehicle for social and economic reform (Beyer & Apple, 1998,
p. 35). The progressive era sought to bring social welfare, economic fairness, and
create an efficient and responsive government. The gains from these decades can be
seen in the numerous educational and legislative accomplishments; however, the
direction of America's curriculum and management drastically changed during the
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second half of the twentieth century, post WWII and beyond ,with new curricula
emphasis.
Current Resurgence of Conservative Influence on the Curriculum: 1950s-Present
Despite flourishing and having an influence during the first half of the century,
it was not until 1950 that the progressive movement began to diminish. The second
half of the twentieth century saw the assassination of Dr. Martin Luther King Jr. and
President John F. Kennedy along with the civil rights movement and U.S. involvement
in the war in Vietnam. Additionally, during this period, the years of the Cold War
anxiety and the mood of the nation shifted on October 1957 when USSR launched
Sputnik, the first man made satellite into space. This military and political act by
Russia was seen as a national security threat and dominance to the United States
superiority in science and military technology. Under these pretenses, it fueled the
United States to rethink its school curriculum towards a traditional academic education
(Hayes, 2004).
Critics had an even stronger reason to repudiate the progressive movement and
argued that schools were now anti-intellectual, not rigorous and too much time was
dedicated to the student-centered curriculum. As a result, during these years, wealthy
conservative activists along with many foundations pushed for a disciplined centered
curriculum, specifically in the subjects of mathematics and sciences. Conservative
educators and reformers argued for a superior educational system that "fitted neatly
with the trend toward subject-centered curricula that had been building since World
War II" (Marsh & Willis, 1995, p. 342). Although, historically the U.S. federal

33
government inserted minimal influence on school curriculum, their policy changed
after the introduction of Sputnik (Marsh & Willis, 1995). The federal government
began providing funding to United States education intuitions at all levels after the
passage of the National Defense Education Act of 1958. Apple (1990) noted that 80%
of this massive curriculum development effort was paid for by the federal government
with "boxes upon boxes of standardized kits that often line the walls of schools and
classrooms" (p. 379). As a result, traditional academic education demanded schools to
offer subject-centered curricula with the goal to achieve academic excellence, which
many say that progressive educators at the time had lost sight of.
In the decades after Sputnik and the civil rights movement and more recently
with the rightist conservative resurgence in education, progressives’ strides in
education are being curtailed. The conservative restoration is advocating for the back
to basic movement, state mandated standards, high stake testing, and school
accountability (Hayes, 2006). Specifically, neoconservatives claim that students are
doing less reading and writing and pushed for the instruction of basic reading, writing,
and arithmetic. In the context of the 1980s and 1990s, educational agenda from the
conservatives was a "black lash against the legacy of the 1960s, for its political sins, or
against a perceived decline in standards” (Marsh & Willis, 1995, p. 159).
Consequently, the conservative approach and message was popular and for the past
few decades has convinced a good portion of the population including policy makers
to be dissatisfied with public education (Marsh & Willis, 1995). Unfortunately, the
fear mongering paved the way for both conservative and business influence in school
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curricula and policy. Presently, it appears that the educational policy shifted to prepare
students for employment. Apple (2000) concluded that the conservative right has been
systematically and effectively attacking the curriculum and teaching “on the needs of
business and industry being seen as more and more the primary, if not the only goals
of schooling” (p. 19).
In addition to the influx of corporate control, education during this decade
experienced a major influence of politics in public schools centered on the idea of
excellence. DiConti (1996) commented that the Right termed the excellent movement
"in large part from the belief held by business and political leaders that skills and
expertise...are essential ingredients needed for a greater economic productivity and
national prosperity" (p. 15). In 1983, the excellent movement and proponents of the
back to basic approach gained momentum when President Ronald Regan appointed
the National Commission on Excellence in Education to reevaluate the quality of
public schools. The commission published a report called A Nation at Risk: The
Imperative for Educational Reform. Marsh and Willis (1995) noted the following:
In overblown language and metaphors borrowed from athletic competition and
the military, it began as follows: Our Nations is at risk. Our once unchallenged
preeminence in commerce, industry, science and technological innovation is
being overtaken by competitors throughout the world...We report to the
American people that while we can take justifiable pride in what our schools
and colleges have historically accomplished and contributed to the United
States and the well-being of its people, the educational foundation of our
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society are presently being eroded by a rising tide of mediocrity that threatens
our very future as a Nation and a people. (p. 347)
The Nation at Risk report ushered in the standards movement with roaring
support from business leaders and politicians adding fuel to movement of the 1980s.
Hayes (2004) echoed the effect of the report and commented that "by the end of the
1990s, forty-nine states and the District of Columbia had developed a list of standards
for all major curriculum areas" (p. 55). Specifically in California, the state is known as
leading the nation's standards movement with its framework in the 1980s. Although,
the report was the first of its kind and many enthusiastic people saw it as the first step
to education reform, some educators attacked the conclusion the commission reached.
Opponents recognized the impact the recommendations from the report would have on
the structure of the curriculum and would allow those on the Right to take control of
school policies. Hayes (2004) commented that, "The publication of a Nation at Risk
not only fueled the myth of failing schools, it paved the way for a conservative reform
agenda and business solution to educational problems" (p 49). Regrettably, the
conservative movement and their influence has profoundly changed today's
curriculum. In particular, regarding the field of social sciences Sleeter (2003) noted
the following:
Despite a surface appearance of being multicultural, the History/Social-Science
Framework and Standards for California Public Schools is organized in a way
that strongly prioritizes experiences and perspectives of traditional white,
mostly male Americans, and that obscures historic and contemporary processes
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of U.S. and European colonialism and institutionalized racism. Its purpose is to
attempt to detach young people from their racial and ethnic cultural moorings
and connect them to a national and state identity that is decidedly rooted in
European culture, and that champions individuality and the expansion of
capitalism. (p. 21)
The issue of whether school curriculum is neutral or a contributor to the
maintenance of inequality will always be a contentious one. Even though the level of
political influence in social studies is difficult to assess with certainty, there is
evidence demonstrating that there are certain outside groups and individuals that push
for certain agendas on school curriculum (Apple, 2000). What is clear is that the
content and knowledge taught in schools is not neutral as it is the result of political
and economic decisions. In matter of fact, it is now evident more than ever those
interest groups, liberal and conservative reformers at all levels, are increasingly
noticeable in their role as initiator of the curricula. With the abundance of rich
histories that make up America, the clamoring for attention by certain groups is by no
means to be suddenly feared since many of them were always there. This observation
leads directly to the possibility that groups such as the H/Mong do inherently have the
formal right to be represented in the debates over whose knowledge will be declared
legitimate for transmission and implementation in California's school curriculum.
Political Economy of Text Publishing
Throughout America's controversial history of what content to be place in
school curriculum, little attention has been placed on the one artifact that actually has
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a major role of defining whose culture is taught: the textbook. When examined, school
textbooks play an even more critical role in reproducing the knowledge that someone
else has deemed official and thus are an integral part of the problem (Apple, 2000).
The publishing companies, as Altbach, Kelly, Petrie, and Weis (1991) noted, "Are the
gatekeepers of ideas and knowledge...as a cultural and as well as economic enterprise
plays a critical role in shaping, production and dissemination of ideas" (p. 44). Walk
into any American classroom today, and one of the most utilized item that teacher and
students are expected to have is the standard grade and subject specific textbook.
These standard textbooks are widely accepted as part of the classroom life. This
unconscious acceptance by parents and educators alike has enabled writers and
publishers thousands of miles away to dictate what students learn. However, like
school curriculum, no matter how they are designed, textbooks are never neutral as
they tend to benefit some groups more than others (Anyon, 1979; Schaffarzick &
Sykes, 1979). Consequently, the knowledge textbook industries choose to reproduce
and redistribute in mass are ideologies that validate the decisions of influential
individual and powerful interest groups (Hayes, 2004; Romanowski, 1995; Spring,
1993; Tanner, 1988). Despite this, the more pressing issue that is actually missing
from the debate of school reform is the acknowledgement that textbooks have been the
number one curriculum determiner and the method of instruction for educators.
The availability and access to a textbook has dominated and bombarded every
educational setting and level from elementary to college for such a long period that it
has helped shaped America's school curricula. Whether we like it or not, the
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curriculum in many American schools is defined in large part by the standardized,
grade level specific text. The unfortunate truth is that textbook is the starting point
where many teachers have turned to for curriculum planning (Ravitch, 2003). From
text driven homework to the test that have answer keys provided by the textbooks,
teachers have turned the art of teaching into a profession that focuses only on
academic results. For teachers and college professors alike, the textbook has basically
become the de facto curriculum as many base their instruction on textbooks and
related material for more than 90% of their classroom time (Apple, 1991a; Armstrong
& Bray, 1986; Jobrack, 2012; Ravitch, 2003). Particularly, in social studies and
history, teachers will often exclusively rely on the textbook rather than having students
read and analyze primary and secondary sources. This frequent reliance and heavy
dependence on content in textbooks ultimately will lead to unimaginative,
unenthusiastic, pedantic teaching. In effect, teachers will seldom examine or reject if
the information provided are accurate and less likely to incorporate outside sources to
supplement their instruction (Evans, 2011; Romanowski, 1995). As a result, many
educators who have the best intentions are unaware of how they are fostering the
dominant culture and limiting the number of perspectives they can bring into the
classroom. The conscious decisions and choices teachers make will adversely affect
the quality of instruction and unfairly steal the education experience that students
should be presented with in a school setting. Instead of in depth critical analysis for
comprehension and understanding, rote memorization becomes a habit that students
acquire. What has become clear is that the recipients of all of this biased knowledge
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are the students. Students really are the ultimate consumers of textbooks because the
primary source of information for them only second behind their teachers is the
textbook (Altbach et al., 1991; Herlihy & Herlihy, 1992). The textbooks at the
secondary level, especially in the history classroom have always been "considered to
be the authoritative source and, in many cases, the only source of information for
teachers and students" (Lavere, 2008, p. 3). As a matter of fact, by the time a student
completes their K-12 public education, each will have seen over 32,000 pages in a
textbook with three-fourths of their time in school dedicating to using the textbook
(Chall, Conard, & Harris-Sharples, 1991; Gordy, Hogan, & Pritchard, 2004; Holt,
1990). This quantifies how inescapably school curriculum has become attached to the
textbook market. The narrative then shifts to how schools are provided these textbooks
which leads to the topic of state textbook adoption policies.
States Textbook Adoption Policies
In light of the heavy reliance on textbooks, the significance of how textbook
corporations organize and function or the process of determining the content cannot be
overlooked. Like any instructional materials textbooks are first scrutinized, purchased
in large volumes by the state then distributed to school districts. Before this can occur,
however, months of deliberation that includes parents, teachers, administrators, and
politically active citizens must convene. It is common for states to direct a curriculum
committee under the appointment of the governor or superintendent of public
instruction to review, modify, and select the textbooks and instructional materials that
schools may purchase (Apple, 1989; Danielson, 1987; Ravitch, 2003). Over the past
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several years, textbooks have evolved into products put together by state appointed
committees in response to the external pressures rather than the very concerns that
addresses students educational and the community needs. The pressure and demand on
social content in textbooks has become a front and center divisive issue by
organizations and individual minority groups who are pushing for a balance of ethnic
and gender topics in textbooks. Likewise, there has been an increase of lobbying from
conservative groups as well for textbooks to emphasize more traditional values,
namely highlighting American patriotism, creationism, and the sanctity of marriage.
Thus, political and social self-interest and controversial subjects have all increased the
number of groups waiting and extending their influence into the adoption process
(Altbach et al., 1991; Chall et al., 1991; Klein, 1991). Unfortunately, the purchasing of
textbooks for the school system over the years has been under the control of a highly
dysfunctional and political government run textbooks adoption process. TysonBernstein (1988) stated the following:
Imagine a public policy system that is perfectly designed to produce textbooks
that confuse, mislead and profoundly bore students...None of the adults in this
very complex system intends this outcome...But the cumulative effect of wellintentioned and seemingly reasonable state and local regulation are textbooks
that squander the intellectual capital of our youth. (p. 17)
Regardless of this, still nearly half or 22 of the 50 states have a process that defines the
parameters to adopt curricular materials such as textbooks (Altbach et al, 1991; Apple,
1991b; Herlihy & Herlihy, 1992; Ravitch, 2003). With this number of states each with
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a different process, textbook corporations have set in place a way to identify and
categorize them geographically, labeling each as open territory or closed territory.
Majority of open territory states are located in the East, Midwest and Far West of the
country. These states usually have no state-wide adoption process and yield the
freedom to purchase textbooks of their own choosing. Thus, it is common for textbook
companies to then market and sell directly to the school districts as a whole or to each
school individually. Conversely, closed territory or adoption states, have in place a
centralized process that is state controlled, where textbooks for major subjects such as
history, math and science are usually approved and adopted by state agencies or
committee. These states tend to be concentrated in the South and Southwest regions of
the country with California and Oregon being the exception (Altbach et al., 1991;
Herlihy & Herlihy, 1992). Particularly, in the state of California, the State Board of
Education possesses the constitutional authority to recommend textbooks for adoption
in the primary and middle schools stipulated by the state legislature. Under the same
authority, the State Board of Education is required to adopt at least five basic
instructional materials in specific subject areas for students and teachers in grades K-8
(Altbach et al., 1991; Danielson, 1987). At the secondary schools, it is the
responsibility of the local school board to adopt instructional materials. Despite being
a closed state and having an adoption process, textbooks have been pervasive in
California's classrooms across the state since the introduction of state standards in the
early 1990s. Because state standards are now the sole curriculum in many schools,
publishers must produce texts that are in alignment with these standards, which has
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dominated the criteria for textbook selection. In response, to turn a profit in this
lucrative business, publishers must collaborate and assemble a team to study the state
curriculum frameworks, standards, selection criteria, and politics in the state very
closely. In Texas, for example, one printing company spent over $300,000 in efforts to
sway the state to adopt its textbooks, making direct contact lobbying legislators
(Altbach et al., 1991; Jobrack, 2012). This has made the adoptions of instructional
materials a more complex, politically charged and highly controversial process. With
textbooks high on demand, profit driven publishing companies have filled that vacuum
with the supply. This has meant political and economic manipulation by textbook
corporations and the investment in millions of dollars in the school instructional
materials.
Political and Economic Reasons to Reproduce the Official Knowledge
The lucrative market and profit driven industry of textbook printing and
distribution have for the most part been ingrained into America's education system.
Over the years, textbooks and related instructional materials have been sold to
thousands of school districts and used in classrooms by millions of students and
teachers. Many people recognize textbooks are not only seen as political objects but as
economic as well. In the United States, the publishing of textbooks is a $4.3 billion
dollar enterprise (Dutch, 2005; Ravitch, 2003). Similar to any commercial products,
textbooks are pieces of merchandise. Unfortunately, publishers are not in it to be part
of the solution to change the status quo but maintain it for its industry economic
stability and survival. In matter of fact, publishing companies are in the lucrative
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business to turn a profit because these companies must invest over a million dollars for
the development, production, and marketing in a new textbook before any profits are
made (Dutch, 2005). In return, because supply and demand dictates what publishers
reproduce as official knowledge, only two states in America yield the power and
influence over textbook corporations namely, what content to place in the books. This
influence is tightly controlled by big closed centralized adoption states like California
and Texas; the two largest states with the largest school aged population has a
considerable influence in shaping text, while the supply is controlled by four mega
publishing companies: Pearson, McGraw-Hill, Reed Elsevier, and Houghton Mifflin
(Thomas B. Fordham Institute, 2004, p. 2). As a cost cutting measure, publishers will
make sure their books are on state's adoption list and will cater their printing to the
requirement and needs of states representing the largest markets, California and Texas.
It is estimated that California and Texas have major influence as they control 20-30%
of the market in textbooks (Apple, 1996; Herlihy & Herlihy, 1992). Thus, California
and Texas have more to do with establishing what will be taught and the content in a
given level subject area than any of the other 47 states. Specially, in the state of
California, with its large and diverse student population it represents about 11% of the
textbook market. Ultimately this makes California, one of the largest single centralized
textbook markets in the United States having an influential position where it can
determine the content for students from Maine to Oregon (Altbach et al., 1991;
Armstrong & Bray, 1986; Spring, 1993). Schaffarzick and Sykes (1979) noted the
following:
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Under a state adoption system, a small group of officials or a state textbook
selection committee can wield a considerable amount of economic power over
the publisher. Thus, if one state provides a large enough marker for a textbook,
it can ask and sometimes get a publisher to change the content of the school it
decides to buy. And because publishers find it less costly to issue a single,
nationwide edition, they will frequently incorporate these changes in future
printing sold throughout the country. (p. 101)
Under this context, publishers recognize that in the majority of states, especially those
with lesser student population such as Montana and Rhode Island, the resources
allocated by policy makers to the purchase of textbooks are small. In order to make a
profit, it is economically not feasible to develop unique textbooks to meet each state's
requirement (Altbach et al., 1991; Armstrong & Bray, 1986). So, a textbook that is
developed and geared for the specification by the state Texas, for example, may be
purchased and used in states as far as the East Coast. As one publisher noted "The
money we get from Texas is fast and clean" (Apple, 2000, p. 62), because Texas uses
a single payment system in which one large check pays for the state's entire purchase
of particular textbooks.
For publishers, the constant refining that is imposed to satisfy the big states has
affected all the commercially produced textbooks for the sake of profit. Throughout
the years, publishers have recognized that they must omit some if not all contentious
topics that may cause a curriculum committee to reject their products as potential
instructional material for purchase (Romanowski, 1995; Stoddard, 1975). The risk of
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controversy keeps publishers from innovating and updating the content of their
textbooks to reflect the society. For this reason, publishers are always preoccupied,
constantly making minor changes to textbooks of any references that adoption panels
in California might object to or view unfavorable because its very concern is
profitability. Under this circumstance, "The threat of censorship hangs over authors
and publishers alike, forcing both to produce more conservative materials than either
would like..." (Schaffarzick & Sykes, 1979, p. 101). Schaffarzick and Sykes (1979)
commented that with large investment in the development of new textbooks "The
politics of controversy not only discourages innovation…but has perhaps its greatest
impact on education by causing textbook publishers to go to great lengths to try to
avoid inclusion of potentially controversial materials in their publications” (p. 100).
Their unwillingness to innovate is by in part caused by the conglomerate and
monopoly of the few companies that control the textbook market. In subjects that
require a constant updating and revision such as the social sciences, publishers will
usually not make any modification but wait to revise their material simultaneously to
minimize loss and maximize returns (Sewall, 2000). As a consequence, publishers will
cherry pick and be selective as far as the knowledge and content they will include and
exclude in the development of a new text. Hence, in California and Texas, since
content must be aligned with state's framework, many textbook markets will only
commit to a standardized neutral body of knowledge that meets the states
specification. Unfortunately but unintentionally, adoption states have required the
creation of textbooks that break up knowledge into little pieces. Essentially, this
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means that the more standards there are the more topics that must be covered in a
textbook. Under this context, many topics are rarely covered in depth because
publishers try to include everything in the framework that is part of the state’s
specification given to publishers. According to Armstrong and Bray (1986), when
publishers try to assure that their books are on states adoption list, the "result is a
magazine style book filled with tidbits but lacking context, adequate explanation or
clarifying examples" (p. 3), thus textbooks become superficial.
It is important to note that other educational issues in the current time have
commanded more attention than the textbook problem. There is really no single
solution by any person, group or state that will reform textbooks. However, now is the
time where the public needs to become more critical and focus on the politicization of
textbooks. The complexity of textbook production and selection involves many issues
and requires decision making from different perspectives. If texts are to improve, it
will take the concerted effort of publishers, state and federal level to play a part. One
way to combat these issues is for teachers to produce their own basic or supplementary
curriculum material. Even if the textbook continues to serve as a predominant
classroom resource in determining the content of instruction and the teaching
procedures, teacher-prepared supplements can open up the curriculum and bring the
light of innovation into the classroom.
This section has revealed how California and Texas have acquired immense
power in determining what will count as legitimate knowledge throughout the entire
country. Essentially, in the great states of California and Texas, textbook investments
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are so profitable that when California and Texas speak through a political process that
has nothing to do with enlightening the citizenry but everything to do with
perpetuating official knowledge to satisfy the powerful, publishers listen.
Minority (Non) Representation and Portrayal in Textbooks
This section of the literature review will document the full extent of the
problem. It will argue that though its collective sanction of textbooks for use in
American public schools, American education has a demonstrated history of
marginalizing or ignoring minority groups in its curriculum. Where the subject of
history is concerned, the powerful have whited out the stories of minority groups to
the degree that scholars have identified a stubborn institutional racism beneath these
sanctions, which must be addressed if the official curriculum is to change and both
enable and reflect inclusive pedagogies. The section will first examine the evolution of
ethnic and racial minority (non) representation and portrayal in textbooks, and then
shift to a discussion of particular minority groups that have been marginalized or
ignored, in addition to the Hmong.
Minority Groups Representation in Textbooks
With over 310 million residents, America is home to the most diverse ethnic,
cultural and linguistic student population of any nation in the world that by 2020, more
than half of students attending American elementary and secondary schools will
students of color (Gollnick & Chinn, 2006; Hughes, 2007). Those groups have
experienced varying degrees of prejudice and discrimination, much of it based on
damaging and pervasive stereotypes. Unfortunately, many of these students will be
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bombarded with textbooks that do not accurately portray the diversity of the American
population. The failure of America's educational institutions to address the issues of
minorities and woman's treatment in textbooks is not new, and has been an ongoing
source of controversy (Gordy et al., 2004; Monforti & McGlynn, 2010; Moreau, 2003;
Nieto & Bode, 2012; Sanchez, 2007). Although schools arguably perpetuate negative
ethnic stereotypes, sexism and racism, some scholars have noted that textbook
industries in the latter part of the last half century have made minor improvements
beginning in the 1960s in wake of the civil rights movement (Foster, 1999; Glazer &
Ueda, 1983; Hughes, 2007; Katz, 1973; Loewen 1995; Stoddard, 1975). According to
Sanchez (2007), who examined coverage of minorities in fifteen secondary American
history textbooks published between 1998-2003, "[T]he increase can be quantified in
pages ranging from as few as 2 to nearly 70...the textbooks purposively increased
coverage contribution not only by Native Americans but also African American,
Hispanics, Asian Americans, and women" (p. 314). At the surface level, this may be
the step in the right direction for textbooks to be more inclusive of ethnic minorities.
However, leading minority and social justice educators have criticized these minor
improvements as superficial and " inadequate but also counterproductive, because they
were being accepted as sufficient by the general public” (Wirtenberg, Murez, &
Alspektor, 1980, p. 7). Specifically, when examined carefully, the California
History/Social Science curriculum has yet to welcome its share of minority
representation. Campbell (2000), explained that "the only significant change between
the 1985 and the 2005 adopted Framework was the addition of a new cover, a cover
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letter, and additions of photos such as of Cesar Chavez" (p. 304). Over the past few
decades, California has experienced an overwhelming increase in minority student
population; unfortunately, the curriculum does not reflect but omits the contribution
by racial minorities and woman to the development of America.
The overall storyline of America history has always been and likely will
continue to revolve around European experience and perspectives. The American
Council on Education in 1949 published its first ever analysis of textbook treatment of
minorities and concluded that ethnic minorities' representation were inadequate and
reinforced common stereotypes (Katz, 1973; Wirtenberg et al., 1980). This
fundamentally means that American schools have come to foster intellectual
colonialism and ideological domination supported by white-Anglo-Saxon power
paired with Judeo-Christian values that permeates every subject in school (Cornbleth
& Waugh, 1995; Dunfee, 1974; Goodwin, 2010; Hughes, 2007; Sanchez, 2007;
Sleeter & Grant, 1991; Sleeter & Stillman, 2005; Stoddard, 1975; Zimmerman, 2004).
Consequently, in the larger context, when the sporadic images of people of color are
mentioned in books, they only appear in relationship to white society: "[B]lacks serve
as slaves, Indians appear fighting soldiers, Chicanos boycott fruit growers, and
Chinese immigrants construct railroads" (Foster, 1999, p. 271) On the other hand,
when viewed in relation to ethnic groups, Euro-Americans are consistently portrayed
as powerful intellectuals in lofty positions such as explorers, scientists, government
officials, and inventors (Sleeter & Grant, 1991). Consistently portraying Euro-
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Americans as a superior race is sending a debilitating message to minority children
that they cannot succeed.
The conflicts about what should be taught and whose history should be part of
the official curriculum will continue to be sharp and deep amongst minority and
woman's groups and the dominant power structure (Apple, 1991a). Educational
reformers and scholars have noted that partial histories and omission of historically
underrepresented minority groups do not empower students of color in communities
across America. Instead, students are disempowered because their hopes are stifled in
the white stories told in commercial textbooks. In the following sections, particular
minority groups’ lack of exposure in secondary history textbooks will be examined.
American Indians Non Representation and Portrayal in Textbooks
Today in America, over 4.3 million people identify themselves as American
Indian or native Alaskan with an association with one of the 500 tribes in the United
States (Meyer, 2011; Ogunwole & U.S. Census Bureau, 2006). Their unique history
and cultures and centuries of distortion and struggles as a people demand a place in
our history textbooks, but they are hard to discern in the official American story
(Chandler, 2010; Glazer & Ueda, 1983; Sanchez, 2007). According to Wirtenberg et
al. (1980), “Even the use of the word ‘Indian,’ a white man’s name for the native
people of this continent, allows most non-Indians to think of diverse peoples as a
uniform mass, ignoring essential distinction of tribe language, and culture” (p. 9).
Content coverage studies of American Indians have long concluded that the story of
American Indians still has major room for improvement in truth and accuracy
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(Chandler, 2010; Loewen, 1995; Meyer, 2011; Nieto & Bode, 2012; Rains, 2002;
Sanchez, 2007) According to Chandler (2010), "The curricular treatment of Natives in
the 20th century is even more embarrassing...state approved textbooks, gloss over the
rich history of indigenous people which leaves students with a conceptual void that is
filled with stereotypes and caricatures..."(p. 42). One of the first studies conducted that
identifies curricular treatment of American Indians is Costo and Henry (1970) content
analysis for ethnic bias in almost 300 textbooks. Since then nothing in current
scholarship has been published to change this finding. Both noted the following in the
conclusion of their assessment:
Not one book could be approved as a dependable source of knowledge about
the history and culture of the Indian people of America. Most of the books
were, in one way or another, derogatory to the Native American. Most
contained misinformation, distortion, or omissions of important history. (p. 11)
The offensive and misrepresentation generally portrayed American Indians as
having a backward culture and implied that "the people were without technology, had
no knowledge of tools and lived in a primitive world in which man huddled in a cave”
(Costo & Henry, 1970, p. 9). This negative generalization is also seen in a subsequent
study sponsored by the Anti-Defamation League's assessment of 45 textbooks. The
study noted that 17 of the books had no reference to American Indians, while some
images in the text depicted American Indians with “war paint and tomahawk, colorful
feather headdresses, and blankets of many patterns made up the costumes of American
Indians” (Kane, 1970, p. 113). A decade later, the limited coverage of American
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Indians still is an issue and is documented by Glazer and Ueda (1983) content analysis
of negative stereotypes and prejudice in six social studies textbooks totaling 4,646
pages. Of these pages, American Indians were mentioned only on 74.4 pages and of
the 2,148 images in all six textbooks, American Indians accounted for only 102 of
those pictures (p. 17). The inaccurate depiction of American Indians is also confirmed
by Sleeter and Grant (1991) examination on 14 social studies textbooks that were
published from 1980-1988. Both scholars identified that any reference to American
Indians was basically absent, as they accounted for less than 10% of the total pictures
in 9 of the 14 textbooks. A few years later, Loewen (1995) conducted a study of 12
junior high to college social studies textbooks on the depiction of American Indians
published from 1974-1991 and concluded that “there has been some improvement in
textbooks’ treatment of Native people in recent years and that today’s textbooks at
least try to be accurate about Indian culture” (p. 91). However, he also made clear in
the conclusion of his analysis; the progress and treatment of American Indians were
minimal. In a more recent examination of 15 secondary social studies textbooks'
accuracy of depicting American Indians as a follow up to previous studies, Sanchez
(2007) indicated that although there seems to be some progress in regards to cultural
information, there still is a lack of treatment that reflect the negative stereotypes
associated with this group (p. 311). Sanchez thus, concurred with previous studies'
conclusion that the situation of American Indians representation in school curricular
has not significantly changed. The consensus that still exists is that American Indians
images and stereotypes continue to be pervasive in American culture and in the very
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instructional materials schools utilized in the classroom (Fleming, 2006; Mason &
Ernst-Slavit, 2010; McCarty, 2008; Mihesuah, 1996; Ongtooguk & Dybdahl, 2008;
Sanchez, 2007). In essence, the misrepresentation and lack of information on
American Indians attributes to the misunderstanding and negative stereotypes that this
group have long endured. America is chartering a path to lose its identity if the
curriculum is unable to accurately portray minorities; and unwilling to acknowledge
past mistakes, and teach those mistakes to future generations of students.
Sadly, the few books that attempt to go in depth and provide the experiences of
American Indians usually will end up describing them as uncivilized and hopeless
savages (Gollnick & Chinn 2006; Mason & Ernst-Slavit, 2010). For this reason, the
only time students will get American Indian history in their schooling will be in the
“first two or three days of the semester, which is usually couched in discussions of the
age of exploration” (Chandler, 2006, p. 33). In addition, it was common for texts to
not reference American Indians in contemporary context as they usually cites them
"during the colonial times...and does not discuss their life before Columbus" (Sleeter
& Grant, 2001, p. 84). This in effect, will make people have the impression and treat
American Indians history, culture and traditions as historical artifacts. Under these
circumstances, rather than being a culture that is proud of its history and way of life
almost annihilated by the white man, American Indians were essentially depicted as
problems for the white man to solve and to civilize (Lomawaima & McCarty, 2002).
This basically leaves their history in the hands of publishers to control and manipulate
historical significance, which inevitably will mean American Indian's history will be
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insufficient, incomplete, and not will include the native perspectives way of life before
American settlers. According to Fox and Hess (1972), "Like any underrepresented
groups the distortion of Native Americans is high on the list...in general, members of
minority groups in America have either been given superficial or unflattering coverage
in social studies textbooks" (p. 78). Unfortunately, textbooks and in many cases
teachers and courses students take, especially, in the social sciences still assert that it
is Columbus who "discovered" the new world. This leaves students the impression that
no one habited this continent, which ignores the thousands of years of history
witnessed by American Indians (Chandler, 2010; Katz, 1973; Mason & Ernst-Slavit,
2010; Meyer, 2011; Nieto & Bode, 2012; Sanchez, 2007).
It is not a surprise that school textbooks disproportionally vary in the actual
amount of text and illustrations devoted to American Indian history in all levels of
America's educational institutions. Regrettably, their own tribal structures and
thoughts about government and politics predate the U.S. constitution and reflective to
our own democracy but are completely missing from America's textbooks
(Lomawaima & McCarty, 2002; Lowen, 2007). This misrepresentation and overt
omission perpetuate the struggles American Indians have endured because we are
subtlety teaching racism and ignorance. For American Indians, textbooks continue to
contribute to the distortion of their history and underplay their struggles and
sovereignty as a people.
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African Americans Non Representation and Portrayal in Textbooks
In July 1968, a spokesperson for a leading publishing company pronounced
that American educational institutions had entered its second textbook revolution
(Zimmerman, 2004). As stated previously, the first major overhaul in America's
textbooks content occurred after the 1957 launched of the Soviet Union's Sputnik
satellite. The second textbook revolution came during the time when many textbooks
experienced a dramatic rewriting of history to be more inclusive of minorities, in
particular, African Americans’ contribution in textbooks (Hughes, 2007). Previous to
the 1950s, every area in the curriculum to some degree perpetuated the negative
stereotypes of these people. Zimmerman (2004) explained that subjects such as "music
books featured songs calling African Americans ‘darkeys’; literature anthologies
repeatedly referred them as ‘coons’ or ‘Sambos’; geography texts, including one
book... stressed barbarity of Africa" (p. 47). These demoralizing names perpetuate
hate. Although many textbooks attempted to include the history and experience of
African Americans in the larger context, they continued to report events from the
White perspective or in the context of slavery and reconstruction (Hughes, 2007;
Moore, 2006; Nieto & Bode, 2012; Wallace & Brand, 2012; Wirtenberg et al., 1980).
For this reason, the movement for textbooks to be more comprehensive of African
Americans was at its height after the 1954 landmark decision by United States
Supreme Court on Brown vs. Board of Education. While the case did not address the
issue, curriculum scholars, educational reformers, and community advocate “were
quick to apply Brown's premises to textbooks, warning that segregated schoolbooks,
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like segregated schools, would harm minority children" (Zimmerman, 2004, p. 60). In
spite of their unrelenting effort, numerous studies have indicated that African
Americans continue to be overtly misrepresented in textbooks and largely absent from
the story of American history that is not reflective of the 42 million African
Americans that reside here in the United States.
In one of these studies sponsored by Anti-Defamation League examined
negative stereotypes and prejudice in textbooks and found that ten of the 45 books
chosen to be examined virtually ignored any mention of African American (Kane,
1970). Again, ignoring any mention of African American is an active attempt to erase
important historical events that have proven to be mistakes America has made. These
mistakes will be forgotten if they are not acknowledge and taught to prevent the same
mistakes from occurring again. In subsequent studies, Glazer and Ueda (1983) also
share the same conclusion reached in their content analysis of 6 social studies
textbooks. In the combined 4,646 pages from six different social studies textbooks,
African American was mentioned on only 200 pages. The foundation of this country
was made on the backs of African Americans; to briefly mention their existence on
only 200 pages is an active attempt to minimize their struggles and contributions to
this country. Furthermore, the study noted that African Americans accounted for about
250 of the 2,148 visuals that were present in all six textbooks (p. 17). In a more recent
study, Sleeter and Grant (1991) also showcased the lack of content coverage on
African American in 14 social studies books there were published from 1980-1988.
Their analysis concluded that images of African American were illustrated on about
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11% in 11 of the textbooks and commented that their distortion noted in previous
studies still ring true today. In the same study, both explained that despite the eleven
percentage of content coverage, American history textbooks generally devote only
2%-6½% to the coverage of the total text to African Americans (p. 83). In a recent
2010 examination of 10 contemporary social studies text, Brown and Brown (2010)
asserted that findings in previous studies in the past few decades still is relevant. The
study noted that similar to previous textbook critiques, “that lack of complexity found
in African American historical narratives and an overall focus placed on truncated,
non- controversial histories and one-dimensional, heroic figures that limit students’
knowledge about power and racial inequities” (p. 142). Moreover, the finding did note
that the text did address some African Americans’ history in regards to racial violence
and racism. However, in spite of the attempt Brown and Brown (2010) commented
that "the representation falls short of adequately illustrating how racial violence
operated systematically to oppress and curtail African Americans’ opportunities and
social mobility in the United States" (p. 150). Thus, the underlying message from
these studies is that textbooks used in classrooms throughout the United States, have
been and will continue to omit and diminish the long history of violence and injustice
against African Americans (Glazer & Ueda, 1983; Moore, 2006; Nieto & Bode, 2012;
Wirtenberg et al., 1980)
For the thousands of African American students, the diversion of any serious
discussions of African Americans contribution, struggle and sacrifice to the history of
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the United States do not address bigotry, racism, and discrimination that has been a
fundamental American attitude since the arrival of Columbus (Katz, 1973).
Mexican Americans Non Representation/Portrayal in Textbooks
According to the U.S. Census (2010) today there are 50.5 million Hispanics
living in the United States. This fast and growing segment of the population in the
United States, commands ever greater attention but continues to receive poor
representation in school textbooks (Cruz, 1994; Monforti & McGlynn, 2010; Salvucci,
1991). While African Americans and American Indians over the years have received
some notice, although distorted, Mexican American and Asian American on average
received far less recognition (Glazer & Ueda, 1983; Monforti & McGlynn, 2010).
According to Katz (1973) “Books have difficulty dealing with events such as the
Mexican war, the Spanish American War, and the internment of Japanese Americans
at the outset of World War II, since these represent conflicts between American
economic demands and its valued ideas" ( p. 3). Under this circumstance, dispersed
images and grossly inaccurate information in secondary social studies textbooks of
Mexican Americans is common (Glazer & Ueda, 1983; Kane, 1970; Monforti &
McGlynn, 2010; Salvucci, 1991; Wirtenberg et al., 1980)
Several researchers (Gaines 1972; Monforti & McGlynn, 2010; Salvucci,
1991; Wirtenberg et al., 1980) have commented that Mexican Americans, when
portrayed are generally associated with violence in history textbooks on topics about
Mexico and United States relations. In a content analysis of 10 high school social
studies textbooks Gaines (1972) noted that Americans were most of the time described
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as heroes, while Mexicans were portrayed as obstructing American's westward
expansion. Obstructing America’s manifest destiny to expand westward is clearly
biased in justifying the actions against Mexicans in current historical curriculum. In a
similar content analysis study for ethnic bias, Kane (1970) commented that of the 45
textbooks sponsored by the Anti-Defamation League, only 8 books referenced
Mexican Americans and when mentioned they were generally referred to as migrants,
whose primary motive to come to the United States was “because they lacked
economic opportunities at home and were attracted by the lure of higher wages” (p.
133). Consequently, statements like this in school books reinforce to students the
negative stereotypes that are prevalent in this community. A subsequent study that
assessed 6 social studies textbooks for negative stereotypes and prejudice identified
that of the 4,646 pages Mexican Americans were mentioned on only 73 pages. The
statistic was far more discouraging when the study found that only 22 of the 2,148
visuals in all six books were Mexicans (Glazer & Ueda, 1983, p. 17). The lack of
content exposure and unfair treatment in these studies are consistent with Sleeter and
Grant’s (1991) analysis of 14 social studies textbooks printed from 1980-1988. The
analysis found that Mexican Americans were featured in less than 3 percent of the
illustration and noted that the pictures in the books typically portrayed Mexicans
during the Spanish colonization and none in the contemporary context (p. 84). In a
more recent study for ethnic bias, Salvucci (1991) reached the same conclusions as all
previous studies in regards to the treatment of Hispanics. In the assessment of 10
social studies textbooks used between 1986-1992, he found that there is a notable lack
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of integration of Mexican American experience into the wider context and commented
that "at worst, this represents the kinds of tokenism observed in treating other
minorities in the American past" (p. 211). In a recent 2010 analysis of 29 social
studies textbooks Monforti and McGlynn (2010), assessed the level of coverage and
treatment of Mexican Americans and found that there still is a lack of and incredible
brief and limited reference to Hispanics. The study also concurred with previous
studies done decades before that Mexican American overall contribution to the
development of America consistently is ignored (p. 309). Whether it the first people
that inhabited this nation or blacks who were enslaved and brought here, or Mexicans
who faced years of brutality; American history will continue to ignore these historical
events. Keeping along, the following sections will illustrate how Asians and women
histories were also part of this narrative.
Asian Americans Non Representation/Portrayal in Textbooks
Given that Asian Americans, today represent over 17.3 million or 5.6% of the
U.S. population, and is the fastest growing minority group that grew 46% from 20002010 (U.S. Census, 2010), as a society we must confront many critical issues
particular to this group. For many, the most important contemporary issue that arises is
how to teach school aged students the more than 30 different nationalities that Asians
American represent and the diversity that exists within this group in terms of
language, culture and histories. Despite the boom in population and call for its
inclusivity, Asian Americans unfortunately are rarely mentioned in textbooks and
instructional materials at all levels of educational institutions (Hata & Hata, 1974;

61
Kumagai, 1979). The distortion and lack of coverage, has left students and sadly many
teachers the general impression that all Asians share a common history. Their
knowledge is reinforced by American textbooks’ portrayal of Asian Americans as
foreigners, who all look alike in return, misrepresent the histories, origins, and
perspectives of this group. Numerous studies have concluded that the treatment of
Asian Americans is not a new phenomenon, but one that has always been part of
American history. According to Kane (1970) in a content analysis of negative
stereotypes and prejudice in 45 social studies textbooks sponsored by the AntiDefamation League, he found that none of the textbooks examined had a fair and
balanced treatment of Chinese Americans or Japanese Americans. Kane further noted
that "none of the forty-five texts give equal treatment in terms of factual information
to Americans of Asiatic origins compared with that accorded other groups in the
United States” ( p. 129). In a subsequent study, Glazer and Ueda (1983) also reached
the same conclusion in their assessment of six social studies textbooks. Their analysis
founded that of the 4,646 pages, only 9.6 pages reference to Japanese and Chinese and
39 of the 2,148 pictures were of Japanese and Chinese (p. 17). Thus far, the findings
from these studies are very discouraging and illustrate how Asian Americans are not
adequately covered in textbooks. In a similar study using fourteen social studies
textbooks Sleeter and Grant (1991) analyzed the content for ethnic bias and concluded
that images of Asians is minimal to about 4% of the pictures in the textbooks (p. 33).
Their findings are similar to a more recent content analysis by Harada (2000) who
commented at the conclusion of her assessment that there is truth to the long standing
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belief that Asian Americans have been deprived in textbooks and their proper role in
the shaping of American life is virtually ignored. Her examination of nine U.S. history
textbooks published from 1994-1996, found that the total coverage of Asian
Americans "ranged from .56 percent to 2.1 percent of the total texts” (p. 11), a number
so small that Asian Americans are essentially absent.
Despite these disappointing statistics, the reoccurring theme that seems to arise
from these studies is the conscious awareness that not all Asian American groups are
represented. In addition, the findings also leave the impression that there seems to be
no sense of ethnic diversity within the Asian population. This assumption does hold
some truth as only long established Asian groups such as the Japanese and Chinese are
most frequently referenced in American textbooks of about 55%-60%, thus,
dominating the coverage of Asian Americans (Glazer & Ueda, 1983; Harada, 2000;
Kane, 1970; Sleeter & Grant, 2001). Although they received much attention, Japanese
and Chinese are usually not positively represented and this can be attributed to the
negative generalization and portrayal of Asians as a model minority (Banks, 1975;
Moore, 2006; Wirtenberg et al., 1980). While the model minority myth is associated
with Asians and does not hold any truth, it has harmed many Asian American ethnic
minority groups. The economic and academic success amongst Asian groups, who
have long been established here since the 1800s such as the Chinese, Japanese, and
Koreans, denies the lived experiences of recent Asian immigrants and refugees such as
the Hmong and Filipinos (Goodwin, 2010, p. 3114). It is important to make the
distinction that refugees are people who were forced to leave their homeland with no
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hope to return, due to fear of persecution. Nevertheless, Goodwin (2010) commented
that as the fastest growing segment of the Asian population in the U.S. constituting
about one percent of the Asian population, "the absence of Korean, Hmong, Laotians,
other Asian minority is disturbing" (p. 3110). Goodwin (2010) further noted the
following:
Asians are enormously diverse in national origins and the monolithic veneer of
the racial category Asian and Pacific Islander needs to be dissected so as to
expose the heterogeneity and diversity of the many ethnic and cultural groups
assigned this label. (p. 3106)
Like the Pilgrims, Asians immigrants and refugees came to the United States
for reason such as religious and economic freedom. Although, California has a
Southeast Asian population over three million (U.S. Census, 2010), Southeast Asians
are usually lumped together as Asians in America, and lived in the shadow of more
established Asian American ethnic groups. For this reason, school curricula are either
outdated or superficial and are all but marginalized Southeast Asia students in school.
When Southeast Asian Americans are omitted from the curriculum, it promotes and
perpetuates the negative stereotyping of all Asian Americans.
Women Non Representation in Textbooks
Females not only represents about half of the total United States population,
they also outnumber the male population 157 million to 151 million (U.S. Census,
2010) In a 1980 report conducted by the United Nations “women constitute half the
world’s population, perform nearly two thirds of its work hours, receive one fourth of
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the world’s income and own less than one hundredth of the world’s property” (Klein,
1985, p. 57). Women, also disproportionally receive the least coverage in their
contribution to the development of America. School textbooks and their publishers
have been and continue to perpetuate gender bias in terms of women's history and
issues. For instance, women disproportionally have received the least coverage in their
contribution to the development of America. According to Zinsser (1993) who noted
the typical practices of the textbook publishing with the following statement:
Simply, women were not viewed as an integral part of the historical record.
The vast majority remained silent and invisible, their history subsumed under
general descriptions of men's lives...Extraordinary figures like the queens of
sixteenth-century Europe or the nineteenth- century reforms in the United
States, active agents in their own right, fared no better. Though sometimes
praised for having successfully assumed male roles, traditional, patronizing
phrases and denigrating stereotypes abstracted and diminished even their
exceptional personalities and experiences. (p. 3)
The first content analysis that aimed to highlight the treatment of females in
textbooks was conducted in 1946 by Irvin Child, Elmer Potter, and Estelle Levine.
The researchers sampled 914 stories in 30 different reading textbooks that were
published from 1930-1946. At the end of their assessment, the researchers concluded
that females constituted only twenty seven percent of the main characters in the text.
The study further noted that girls and woman were frequently shown as timid and unadventurous in relations to their male counterparts (Wirtenberg et al., 1980) In a
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subsequent study, Women on Words & Images Society (1975) also reached the same
conclusion and stated that generally in a book "women or girls appeared more in
stories that the main character was emotional, dependant or passive up to six times
more than boys" (p. 12). The misrepresentation also is widespread in an analysis of
geography textbooks that found woman were virtually invisible. The study noted that
for every picture of a woman that was illustrated, there were two to three men that are
also photographed (Klein, 1985, p. 57). Despite the disappointing findings, decades
later nothing have changed in terms of women's content coverage. In a recent study,
Gordy et al. (2004) evaluated 13 history textbooks published between 1999-2000, for
gender balance and woman's role during World War II. Their examination found that
although, 9 of the textbooks referenced woman's contribution their military
contribution is "brief, nondescript, and peripheral to the main story" (p. 84), and
essentially is omitted. Gordy et al. (2004) also commented that in one textbook "there
are four males for every female presented and that less than 3% of the history is about
women...and only 11 female names were mentioned and not a single American adult
woman was included" (p. 81). In the same year, Clark, Allard, and Mahoney (2004)
quantitatively examined 6 social studies texts from the decades of the 1960s, 1980s,
and 1990s. The study concluded that "women representation in textbooks made up
only 5% of names in the 1960s, 13% in the 1980s, and 16% in the 1990s” (p. 57). A
similar study a couple years later of negative stereotypes and prejudice against women
in 18 secondary social studies textbooks by Chick (2006) also upheld conclusions
from previous studies conducted. The study indicated that the textbooks only
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referenced women about 1,335 times in comparison to the 12,382 times for males. As
for illustration, the study noted that of the 3,505 images there were 616 pictures of
named women (p. 286).
Unfortunately, these numbers validate the concern that women's groups have
risen that thus far, their population are virtually ignored in their contribution to the
country and the world. As a result of their absent in textbooks, students are left with
the feeling that women played no role in the making of the American experience and
that they are not worthy to the American history (Blumberg, 2008; Katz, 1973; Sadker
& Sadker, 1995).
Conclusion
The injection of sporadic images, text, and information about ethnic minorities
and women in textbooks is not only insufficient but reinforces negative stereotypes.
Pang, Gay, and Stanley (1995) noted that " the changing demographics and cultural
complexion of the nation demands new interpretations of history and human values
that better align school experience with the social ideas and reality" (p. 319). With the
ever increasing student of color population seen in the past few decades, this statement
is compelling. The Hmong like any other minority and woman groups "cultural
mission has not only been to increase their inclusion and to reflect a variety of their
contribution but also, and more importantly, that an accurate perspective reflect both
positive and negative realities so as to reduce myths and stereotypes (Sanchez, 2007,
p. 311). The curriculum and content that is placed and published by textbook
companies must reflect the reality and experiences of the students that read them.
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However, school curriculum and instructional materials are still dominated by
information from a Europe-centric point of view. Until minority groups have their
place in history to sustain a sense of cultural pride, students of color will continue to
suffer a sense of inferiority (Monforti & McGlynn, 2010). So, rather than attempting
to rewrite history to include ethnic and racial minorities, the accurate representation
and positive treatment of minorities is vital to ensure that each student of all gender
and race can feel that their stories find the appropriate place in the American
textbooks. In the end it is about our students. Teaching students about the origins and
consequences of stereotypes serves several important educational goals that are
congruent with the National Council for the Social Studies Curriculum Standards
(Parker & Jarolimek, 2005).
Critical Race Theory
This section of the literature review will provide a theoretical framework of
Critical Race Theory (CRT) to examine the role of race and racism in education. The
theoretical lens of CRT will set the foundation to counteract the stories of the
dominant group with the voices and experiences from minority groups such as the
Hmong. In addition, there will be an examination of CRT in education that will
deconstruct oppression and identify the relations between the dominant and minority
group. The aim of this section is to provide the groundwork to assist in the
development of a unit that will seek to empower students to recognize that certain
perspectives have traditionally been ignored systematically and not accidentally.
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General Overview of Critical Race Theory in the United States
Whenever there is a national debate to understand and explain the relations
between race and education in America, there must also be a solid theoretical
framework that lays the foundation for one to grasp the scope of how pervasive
institutional racism is in the dominant culture. For many scholars (Closson, 2010;
Delgado & Stefancic, 2000; Dixson & Rousseau, 2005; Lynn & Parker, 2006; Parker,
Deyhle, & Villenas, 1999; Slater, Fain, & Rossatto, 2002; Yosso, 2005) CRT is that
framework, the framework they believe with the premise that racism in public
institutions is naturally woven into the very fabric of American society. So what is
Critical Race Theory? Taylor (1998) concisely defined CRT as: “…a form of
oppositional scholarship, CRT challenges the experience of whites as the normative
standard and grounds its conceptual framework in the distinctive experiences of
people of color” (p. 122). This scholarship in reality according to Matsuda (1991) one
of the founding mothers of CRT is:
The work of progressive legal scholars of color who are attempting to develop
a jurisprudence that accounts for the role of racism in American law and that
work toward the elimination of racism as part of a larger goal of eliminating all
forms of subordination. (p. 1331)
Basically, CRT provides the lens for people to see that race matters, it matters
immensely in education to people of color and to those who have been historically
underrepresented (Ladson-Billings, 1998).
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Although there is no exact date to the movement that began in the mid-1970s,
the development of CRT cannot be fully understood without an understanding of its
relationship to the Critical Legal Studies (CLS) movement. The CLS was an
intellectual, leftist movement whose followers fundamentally were convinced that law
and politics are not only bound together but are not neutral and cannot be separated
(Unger, 1986). Thus, CLS scholars challenged the traditional legal scholarship that for
the most part ignored the wider needs of society and urged passage of laws that spoke
to individuals and groups in social and cultural context (Ladson-Billings, 1998; Parker
et al., 1999; Slater et al., 2002; Taylor, 1998). Lynn and Parker (2006) asserted that
CLS scholars “criticized the way in which the real effects of the law served to
privilege the wealthy and powerful in the U.S. while ignoring the rights of the poor to
use the courts as a means of redress” (p. 259). In addition to this criticism, Tate (1997)
further commented that CLS main mission is to expose "the ways in which legal
ideology has helped construct, maintain, and legitimate American's present class
structure" (p. 229). Despite the concerted effort by legal scholars to challenge and
overturn the norms and accepted standards in law, CRT emerged from CLS as a
movement formed by lawyers, scholars, and activists such as Derrick Bell, Alan
Freeman, Kimberle Crenshaw and Mari Matsuda. These individuals were not only
interested in studying the relationship between race, racism and power but believed
that CLS lacked the focus on racial oppression. The scholars criticized CLS for not
going far enough in challenging laws, particularly the civil rights law of the 1960s for
its slow pace of racial reform that impacted people of color (Chandler, 2010; Closson,
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2010; Crenshaw, 1995; Delgado & Stefanic, 1993; Greene, 1988; Ladson-Billings,
1998; Lynn & Parker, 2006; Taylor, 1998; Yosso, 2002). CRT founding fathers Bell
and Freemen argued that CLS was limited in its critique of the law because “not
listening to the lived experiences and histories of those oppressed by institutionalized
racism limited CLS scholarship” (Yosso, 2005, p. 71). Because of this, CR theorists
have formulated basic components that guided their framework. Nieto and Bode
(2012) explained the four major unifying components that defined the CRT movement
in the following statement:
First, that racism is part and parcel of our everyday lives and not an aberration;
second, that it serves important material and psychosocial purposes, that is,
that some people inevitably benefit from it; third, that race is a social construct,
not a biological one; and fourth, that people of color have a unique voice and
unique experiences that can communicate the reality of people of color in a
way that White people cannot. (p. 63)
Although many CRT scholars have embraced the focus of CLS and recognize
that CLS scholarship "has done much to expose the relationship between law and
social power, they had not developed any theory about the relationship between law
and racial power” (Parker et al., 1999, p. 3). For this reason, in the past decade or so,
there has been a great deal of theoretical work done to understand racism with much of
this work focused on the emerging field of CRT.
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Critical Race Theory and Education
For decades, civil rights leaders and educational scholars have used race to
analyze the social inequities that exist in America; however, as Ladson-Billings and
Tate (1995) asserted "the intellectual salience of this theorizing has not been employed
in the analysis of educational inequality" (p. 44). For this reason, since its rise to
prominence in the 1990s and now as an expansive and credible movement, CR
theorists seek to understand why there is a continued and systematic inequity that
people of color in education experience. As a result, the topic of race continues to be
under-theorized in education (Ladson-Billings, 1998). Initially, CRT focused its
critique on the slow pace and unrealized promise of the Civil Right legislations of the
1960s; however, in the past decade or so educators have begun to utilize the tenets of
CRT as a tool not only to explain the various inequities in America's school systems
but to incorporate the racial experiences of women Latino/as, Native Americans and
Asian Americas (Yosso, 2005). Particularly, CRT has been used in education to
identify whether there is any influence of the students’ racial identities on the teachers’
beliefs and practices. Wallace and Brand (2012) commented that through their study,
the beliefs and practice of a teacher unfortunately are “informed by their critical
awareness of social constraints imposed on their students particularly those of color”
(p. 341). For this reason, CR theorist have tirelessly explored the significance of CRT
and education, with the focus to expose how schools promote and sustain racism
through teaching practices and school curriculum geared to the needs of the dominant
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white culture and through ignoring how racism shapes the lives of students of color in
education (Lynn & Parker 2006; Taylor, 1998).
Although CRT still attempts to demystify stereotypes that harm many minority
groups, in recent times it has focused more of its attention on addressing issues of
curricular discrimination in a time of No Child Left Behind Act (Hartlep, 2009). This
standardized and back to basic approach increasingly limits the curriculum and thus,
reflects CRT's argument that the official school curriculum is systematically and
consciously “designed to maintain White supremacy through focusing on what works
well for many White people though certainly not all” (Knaus, 2009, p. 137). Swartz
(1992) commented on this topic as follows:
[Curriculum emanating from NCLB] silences multiple voices and perspectives,
primarily legitimizing dominant, white, upper-class, male voicings as the
‘standard’ knowledge students need to know. All other accounts and
perspectives are omitted from the master script unless they can be
disempowered through misrepresentation. (p. 341)
The CRT approach to education thus involves to some extent the commitment
to make sure schools acknowledge the invaluable resource of communities of color in
order to highlight the connection that exists between race and class in American
schooling (Darder, Baltodano, & Torres, 2003; Hackman & Raushcer, 2004; Slater et
al., 2002; Yooso, 2005). According to Dixson and Rousseau (2005) “CRT mandates
that social activism be a part of any CRT project. To that end, the stories must move
us to action and the qualitative and material improvement of the educational
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experiences of people of color” (p. 13). The following section will use the lens of CRT
to explore storytelling, an instructional method utilized to challenge the very idea of
racial hegemony put forth by the dominant group in school curricula with the voices
and experiences from minority groups.
Critical Race Theory through Storytelling
In the early to mid-1990s CRT was at its height of influence in education and
educators began to use it as a framework for explaining the inequities in education. To
fully understand the linkages and complete analysis between CRT and education, one
must infuse the voices from people of color (Kirylo, Thirumurthy, Smith, & McLaren,
2010; Ladson-Billings, 1995) unfortunately; one of the many tragedies that have long
plagued American public education is the systematic and overt silencing of people of
color and underrepresented groups such as women (Delpit, 1988; Slater et al., 2002).
For this reason, one instructional method that CR theorists have identified and come to
utilize in its effort to illuminate and explore experiences of racial oppression in
education is storytelling/counter storytelling. Many CRT scholars and educators
believe that storytelling is an important strategy in the emerging field of CRT because
of the conviction that story provides "the necessary contextual contours to the seeming
objectivity of positivist perspective" (Gabbard, 2000, p. 364). Theorists have also
argued that one of the important functions of storytelling in CRT scholarship is to
counteract the stories of the dominant group as the dominate group will “remind it of
its identity in relation to out groups and provide a form of shared reality in which its
own superior position is seen as natural” (Dixson & Rousseau, 2005, p. 11).
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Moreover, Chavez (2012) noted that storytelling provides “a more critical
understanding, in particular, of the urban school experience and its consequences on
the shaping of student identities as a result of the inferior schooling conditions that are
typically found in such schools" (p. 344). In essence, CR theorists have recognized
that a powerful way to challenge and contradict the negative stereotypes and beliefs
that have historically mischaracterized the history of minority groups is the telling of
stories.
Numerous scholars (Banks et al., 2001; Chandler, 2010; Delpit, 1988; Kirylo
et al., 2010; Knaus, 2009; Ladson-Billings, 1998; Slater et al., 2002) have noted that
the primary aim of storytelling is to expose the truth that schools are institutions that
are not equal, colorblind, nor race-neutral (Solorzano, Ceja, & Yosso, 2001),
simultaneously, uncovering experiences that are seldom told and at times deliberately
absent in American schools such as the stories of "people of color, women, gay, and
the poor" (Solorzano & Yooso, 2002, p. 26). Thus, for this reason, the telling of stories
is an important instructional tool given the current inequities that currently plague the
American’s educational system. As Ladson-Billings (1995) commented, storytelling
historically “has been a kind of medicine to heal the wounds of pain caused by racial
oppression" (p. 57). The method of storytelling as an instructional tool presents the
prime opportunity for students to name their own reality with authentic and personal
stories which ultimately can affect the oppressor (Ladson-Billings, 1995). Under these
circumstances, in the school setting, CRT’s primary focus is on the voices of students,
particularly the voices of students of color who have been intentionally and
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systematically silenced by everyday practices of schooling. CRT advocates for
educators to create the kind of student centered curriculum so "students’ voice can
develop, thrive, and express in culturally affirming and relevant ways" (Knaus, 2009.
p. 138). In essence, at its most fundamental level, at the heart of CRT is the
appreciation for storytelling (Taylor, 1998). Ladson-Billings (1995) commented on the
importance of storytelling in education to CRT with the following statement:
[The] first step on the road to justice provides a way to communicate the
experiences and realities of the oppressed. Thus, without authentic voices of
people of color (as teachers, parents, administrators, students, and community
members) it is doubtful that we can say or know anything useful about
education in their communities. (p. 58)
Through storytelling, CRT attempts to put into perspective “what is and what ought to
be” (Chandler, 2010, p. 35) that stands in opposition to the dominant narrative. The
Anglo American perspective that dominates the storyline usually revolves around the
heterosexual white, middle class man who is generally seen and considered as the
normal point of reference (Bell, 2003; Delgado & Stefancic, 1993). To challenge this,
the approach of CRT will enable students to address issues of inequity in their own
experiences and empower them to accept their self-identity as a way to engage and
contest negative stereotyping that denies experiences that do not fit their own. For this
to occur, educators must take part and employ storytelling as an instructional method
to “analyze the myths, presuppositions, and received wisdom’s that makeup the
common culture about race and that invariably render blacks and other minorities one-
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down (Delgado, 1995, p. xiv). It is through this strategy that according to Barnes
(1990), “Critical race theorists…integrate their experiential knowledge, drawn from a
shared history as ‘other,’ with their ongoing struggles to transform a world
deteriorating under the albatross of racial hegemony” (p. 1864).
Despite this it is important to note that it is still common for the academics to
silence the storytelling from people of color. Tate (1994) noted the following
statement:
Remarks about our experiences as people of color will not be seriously
considered in academic circles…We must continue the battle to have our
experiences and voice heard in academic discourse. Our voice provides stories
that help others think in different ways about complex context-dependent
domains like schools and communities. (p. 264)
Dixson and Rousseau (2005) agreed with Tate (2004) on the struggle and importance
to infuse school curriculum with voices from people of color with the following
statement:
The voice of people of color is required for a complete analysis of the
educational system…Without authentic voices of people of color it is doubtful
that we can say or know anything useful about education in their communities
to that end; the stories must move us to action. (p. 58)
Conclusion
CRT centers on the notion that racism is part of everyday life and is normal in
America in terms of laws, policies, procedures and practices. Specifically in education,
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CR theorists are in favor of educational equity instead of educational equality with the
goal of seeking to expose and dismantle factors that perpetuate the status quo (DeCuir
& Dixson, 2004; Knaus, 2009; Slater et al., 2002). Basically, CRT can be a guide for
educators to expose and challenge contemporary forms of racial inequality, which are
disguised as neutral and objective in school curriculum. Critical race theorists see
themselves involved in transformation of the current inequitable educational system to
one that contributes to the success of all people of color (Tate, 1997). For this reason,
CRT theorists believe that through storytelling "centered on personal experiences, told
from the perspective that only one who lives the actual experiences can tell becomes a
central purpose of applied critical race theory-based education" (Knaus, 2009, p. 142).
Critical Pedagogy
Educational researchers and reformers have identified two types of pedagogy
that can support teachers in delivering a fair and balanced curriculum for all of
America's children. The first, Critical Pedagogy (CP) at its core has two major
agendas: the transformation of knowledge (curriculum) and pedagogy (teaching) and
the relationship that exists between them. Critical pedagogues argue that knowledge is
intrinsically interwoven with power; as a result, critical pedagogy “…adamantly and
steadfastly dismisses the mainstream assumption of knowledge as objective and
neutral” (Cho, 2010, p. 311). For this reason, Kincheloe (2004) asserted that “…a
complex critical pedagogy is always searching for new voice that may have been
excluded by the dominant culture or by critical pedagogy itself” (p. 24). Thus, the rich
history of the Hmong may be difficult for members of the hegemonic culture to
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understand with an empathetic perspective; however, it is vital to groups that have
been historically marginalized and oppressed to begin to provide curricular and
instructional space for the story of people like the Hmong.
General Overview of Critical Pedagogy
When students are taught to think critically and reflectively and to take action
in the service of their own learning, the primary aim of Critical Pedagogy has been
met (Bercaw & Stooksberry, 2004; Kincheloe, 2004). Because the typical curriculum
discourages students from thinking critically, so advocates for critical pedagogy argue,
CP wants to empower students to become e active and responsible learners under the
guidance of a critical educator. According to Giroux (2010), CP is a philosophy of
education "guided by passion and principle, to help students develop consciousness of
freedom, recognize authoritarian tendencies, and connect knowledge to power and the
ability to take constructive action" (p. 1). A full understanding of CP requires an in
depth look into the work done by renowned Brazilian educator and social activist
Paulo Freire, who is widely referred to the "inaugural philosopher of critical
pedagogy" (McLaren, 1999, p. 49). Freire’s work drew international attention when he
demonstrated that through literacy and transformational education, the oppressed and
impoverished people of Refice, an area of northeast Brazil, could be liberated and in
return produce a more democratic society (Campbell, 2000; Gabbard, 2000; Giroux,
2010; Kincheloe, 2004). His work led him to formulate the banking theory of
education, a common instructional theory that influences curriculum and instruction,
even standardized tests, in many classrooms today “where students are treated like
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passive receptacles of learning into which teacher deposit knowledge” (Darder, 2002,
p. 101). According to Kirylo et al. (2010), "[e]ducators use this deficit model as they
assume students come to class with no prior knowledge and life experiences" (p. 333),
knowledge is treated as a commodity that is transferred from teacher to student.
Several characteristics of banking education are highlighted by Freire in the following
order: “the teacher teaches and the students are taught, the teacher knows everything
and the student knows nothing, the teacher talks and the students listen” (DuncanAndrade & Morrell, 2008, p. 47). As an alternative to this teaching process of
regurgitating knowledge, Freire believed that education should be a dialogical process
where the environment is conducive for students to share their lived experiences in a
nonhierarchical setting. Thus, Freire asserted that teaching cannot be established
without "respecting the prior cultural knowledge that all students brings into the
classroom" (Campbell, 2000, p. 184).
In his first major book, Pedagogy of the Oppressed, Freire argued that through
education and social change, educators have the perfect opportunity to empower
students if and only if they engage in true dialogue rather than falling into the
traditional teacher-student role (Slater et al., 2002. For this reason, Freire's philosophy
of education and ideas of schooling have had major influence and impact on many
parts of the world, particularly in the U.S. since 1980s (Nieto & Bode, 2012). His
work still remains a common reference point and is relevant to much of the existing
literature today (Giroux, 2010; Kincheloe, 2004; McLaren, 1999). In the following
section, an explanation into the aims and goals of CP in education will be discussed.
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The Goal of Critical Pedagogy
Freire has always made certain to note that CP is not a teaching technique or
method but a school of thought rather as McLaren (2007) explained in the following
statement:
Critical Pedagogy is an approach adopted by progressive teachers attempting
to eliminate inequalities on the basis of social class, and that it has also sparked
a wide array of anti-sexist, anti-racist, and anti-homophobic classroom-based
curricula and policy initiatives. (p. 17)
For this reason, scholars, reformers, and educators strongly hold the belief that
in the context of education "the major objective of critical pedagogy is to empower
students to intervene in their own self-formation and to transform the oppressive
features of the wider society that make such an intervention necessary” (Giroux, 1988,
p. xi). Bercaw and Stooksberry (2004) both concur with the statement but provide a
more concise purpose and asserted that CP is for “social transformation towards a
fully democratic society, where (a) each voice is shared and heard in an equal way, (b)
one critically examines oneself and one's society and (c) one acts upon diminishing
social injustices” (p. 2). In essence, at its most fundamental level, the goal of CP in
education is “to infuse meaning and culture into all aspects of the curriculum to
develop relevance and purpose” (Goodman, 1999, p. 24), with student empowerment
at the heart of CP (Kanpol, 1994; Yonemura, 1986). Under this circumstance,
empowerment in the educational setting is the social act to change the status quo and
“the process by which students learn to question and selectively appropriate those
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aspects of the dominant culture that will provide them with the basis for defining and
transforming, rather than merely serving, the wider social order” (McLaren, 2007, p.
76).
Critical Pedagogy in Practice
It is always difficult to go against the grain or to swim against the current
stream; it is especially difficult to teach against the status quo. Darder (2002)
questioned the practicality for educators to create social transformation in the
classroom against a system that has for so long perpetuated the status quo.
Unfortunately, through his research he concluded that "due to the very nature of
education as a lifelong process, there is no way to formulate a universal lesson plan to
implement CP" (p. 161). For some educators, this may be discouraging to question a
long established educational system that has become politicized in America. However,
it is important to note CP is not just a teaching method but an approach to education
that encourages students to question the dominant meaning and form their own
understand of what they learn. Thus, teachers can strategize in their classroom to
facilitate the learning process rather than forcing meaning upon students (DuncanAndrade & Morrell, 2008; Nieto & Bode, 2012; Shor, 1996). In this context,
understanding how CP operates in the classroom first and foremost involves the
examination of power and the hierarchy that exists within the school system (Darder,
2002; Nieto & Bode, 2012). One must be able to recognize and be willing to break
down the authoritative role of a teacher in efforts to change the schooling process and
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encourage students to contribute to the development of the curriculum. Giroux (1988)
noted in the following statement:
[T]eachers ultimately must make knowledge and experience emancipatory by
enabling students to develop a social imagination and civic courage capable of
helping them to intervene in their own self-formation, in the formation of
others, and in the socially reproductive cycle of life in general (p. xvii)
In developing the class curriculum, CP scholars urge educators to not only be aware of
the social construction of knowledge but to be critical of how and why some
knowledge is deemed “legitimated and celebrated by the dominant culture while
others are clearly not” (McLaren, 2007, p. 197). Freire made note that "teachers
cannot remain neutral, that they must teach with conviction that which they believe"
(Theobald & Theobald, 1990, p. 4). Thus, as educators, rather than creating a lesson,
one must be willing to weave multiculturalism throughout the curriculum. As
McLaren asserted, “we should not reinforce stereotypes and teach only about the
‘great men’ in history, but focus on the contributions of the lesser known – women,
minorities, immigrants, and the working class” (McLaren, 2007, p. 197). Because CP
goes against traditional education, it will take concerted effort to change the banking
concept of education and make a serious call for an instructional shift that builds upon
the life experiences that are relevant and meaningful for the students.
Conclusion
Critical pedagogies can provide teachers and researchers the basic foundation
to understand the role and of how school, as an institution, systematically promotes
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and maintains a race, class, and gender divided society. For this reason, CP asks that
all students become “aware of who they are, their past, and how they can change what
is happening to them and their surroundings” (Darder, 2002, p. 33), with the
underlining goal "to empower the powerless and transform existing social inequities
and injustices" (McLaren, 2007, p. 186) and thus, to graduate as empowered students.
Culturally Relevant Pedagogy
In a previous section, we examined how Critical Race Theory has laid the
foundation to understand how race and racism play a role in the very fabric of
America’s public institutions. According to Brown-Jeffy and Cooper (2012)
While CRT provides a framework and for some a tool of analysis for
examining educational practices…that continue to subordinate groups of
people, culturally relevant pedagogy offers a model of theory to practice and
examples of how such instruction can be delivered. (p. 71)
In the past few decades, educational scholars and researchers with the existing
literature have described Culturally Relevant Pedagogy (CRP) as an effective means to
address the academic and social needs of culturally diverse students and thus have
identified CRP an instructional strategy to support teachers in delivering a fair and
balanced curriculum for all of America's students. According to Howard (2003)
“Culturally relevant pedagogy uses the cultural knowledge, prior experiences, frames
of reference, and performance styles of ethnically diverse students to make learning
more relevant to and effective for students” (p. 196). In essence, the goal of CRP is to
have a positive impact on the academic achievement of culturally diverse students.
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Thus, being one of the lowest performing groups among other Asians, the unit on the
Hmong aims to connect their culture and education for Hmong students.
General Overview of Culturally Relevant Pedagogy
For a long time, there existed within America’s schools the idea that students
from different racial backgrounds were inherently inferior paired with the notion that
disadvantaged students were culturally deficient and deprived (Esposito & Swain,
2009; Schmeichel, 2011). This unwarranted charge was based on the idea that white
middle class attitudes and behavior were the norm. As one of the leading educational
and societal ills now facing America, education has been called the biggest civil rights
issue of the new century, especially for minority students stay and succeed in school.
For this reason, CRP seeks to rely on differences in culture among students and use it
as a valuable and rich resource that schools must access to help students of color have
the same success as their white counterparts. Ladson-Billings (1994) noted in the
following statement the power of students' appreciation for culture and the impact it
can have on their academic outcome:
Culture is central to learning. It plays a role not only in communicating and
receiving information, but also in shaping the thinking process of groups and
individuals. A pedagogy that acknowledges, responds to, and celebrates
fundamental cultures offers full, equitable access to education for students
from all cultures. (p. 117)
Gay (2010) defines CRP as the “teaching to and through students’ personal and
cultural strength, their intellectual capabilities, and their prior accomplishments and as
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premised on close interactions among ethnic identity, cultural background, and student
achievement” (p. 27). Thus, CRP presents itself to schools as an avenue to infuse the
home and culture of students into the learning and teaching environment. In return, the
hope is that students will optimally perform at their best when they are presented with
school content that is relatable, relevant, and that references their lived experiences
(Esposito & Swain, 2009).
The Goal of Culturally Relevant Pedagogy
As learning institutions, schools must take the responsibility to provide
students the opportunity to critically examine and the chance to appreciate their
cultural heritage across the curriculum rather than a place that disregards students’
cultural background (Chartock, 2010). Under this circumstance, Stent, Hazard, and
Rivlin (1973) noted the following statement:
No child should have to feel that he must reject his parents’ culture to be
accepted. Indeed, his chances of adjusting successfully to his school, to his
community, and to the larger society…To speak of any child as culturally
disadvantage merely because of his ethnic origin is damaging not only to the
child but also to society. (p. 29)
As a “humanizing pedagogy that respects and uses the reality, history, and
perspectives of students an integral part of educational practice” (Bartolome, 1994, p.
173), CRP then is a practice that not only improves the academic abilities of ethnically
diverse students, but instills ethnic pride within students. In this context, educators
who believe in CRP must try to align their curriculum with students from ethnically
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and racially diverse communities to obtain the best student teacher learning. To
achieve this optimal learning opportunity, scholars and educators have identified
several characteristics that can be used as a guide that describes CRP. The following
statement explains CRP as:
(1) Acknowledging the legitimacy of the culture heritages of different ethnic
groups, both as legacies that affect students’ dispositions, attitudes, and
approaches to learning and was worthy content to be taught in the formal
curriculum.
(2) Building bridges of meaningfulness between home and school experiences
as well as between academic abstractions and lived sociocultural realities.
(3) Using a wide variety of instructional strategies that are connected to
different learning styles.
(4) Teaching students to know and praise their own and each other’s cultural
heritages by incorporating multicultural information, resources and
materials in all the subjects and skills routinely taught in schools (Gay,
2010, p. 29).
In essence, the primary goal of CRP as Chartock, (2010) succinctly asserted “is to
achieve a pluralistic democracy which equal rights and educational opportunities will,
once and for all, be shared with those who have hitherto been excluded” (p. 2).
Culturally Relevant Pedagogy in Practice
There has been recent research that commented on the difficulty to implement
CRP as a strategy. Not only do some educators not favor CRP, the practicality of it in
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today's education system is a challenge considering oversized classes, the limited
support from administration and the over emphasis on standardized testing (Chartock,
2010). Unfortunately, there is also the demeanor from many educators that assume
CPR is "simply acknowledging ethnic holidays, including popular culture in the
curriculum, or adopting colloquial speech” (Irvine, 2010, p. 58). Despite this
challenge, there are people who firmly agree that the goals of CRP in today's schools
“ought to be beyond the stage where we devote a week to Black History.” Our
instructional materials in world history and literature must reflect the cultural
contribution of all groups, particularly those that represent our students’ background”
(Dunfee, 1974, p. 3). Gay (2010) concurred with this statement and further
commented on the need for teachers of all levels to practice pedagogical strategies that
reach diverse populations, especially now at a time where American curriculum is
more than ever standardized. She asserted that "relevant curriculum…includes
information about the histories, cultures, contributions, experiences, perspectives, and
issues of their students’ respective ethnic groups” (p. 111). In other words, culturally
relevant teachers aim to incorporate in their teaching materials and curricula that
reflect the makeup of their students’ needs and interests. Because of this, teachers
must appreciate the existing strengths of their students and incorporate students'
"funds of knowledge," the knowledge students gain from their family and cultural
backgrounds, to make their classrooms more inclusive and infuse that further in their
daily instruction (Moll et al., 1992).
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The first step into becoming a culturally relevant teacher is recognizing that
although one must teach in the context of a standardized curriculum, there is the
conscious effort to incorporate multiple perspectives that enables “those who do not
experience achievement through the standard curriculum to obtain success through
these additional methods, ones that recognize and value who children are and how
they learn best” (Brown-Jeffy & Cooper, 2012 p. 76). In addition to the cultural
sensibility, it is important to note that not all teachers will adhere to this form of
teaching but teachers that wish to be culturally relevant do not have to be part of the
students' culture or ethnicity to implement strategies to motivate students (Chartock,
2010). Instead, CRP asks educators to fully utilize students’ culture as a “vehicle for
learning” (Ladson-Bilings, 1995, p. 161), with the willingness to learn and recognize
about the rich and diverse culture each student brings to class as cultural capital thus,
use that information as a rich resource to increase students' overall learning outcome
(Chartock, 2010; Gay, 2010; Goodwin, 2010; Howard, 2003; Ogbu, 1990; Upadhyay,
2009). From these studies, researchers have provided some CRP methods that teachers
can implement that are not only accommodating to the variety of learning styles but
provide an environment that is inclusive and one that welcomes classroom culture.
One of the first acts that foster a culturally relevant and suitable classroom is the
teacher demonstration of care and interest. This in return will yield attitudes that will
empower and motivate students (Gay, 2010). In addition, the instructional strategy that
will give students the opportunity to express their viewpoint from their perspectives
and one that allows students to lead class discussions is reciprocal teaching. Similarly,
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educational researchers (Brown-Jeffy & Cooper, 2012; Chartock, 2010; Gay, 2010;
Ladson-Billings, 1994) also commented on the importance of cooperative learning and
how it encourages collaboration amongst students as a method that promotes culturally
relevant learning. In essence, although there is no one way to motivate students
especially those that have been historically been underrepresented, researchers have
identified numerous ways to be culturally relevant. Furthermore, researchers such as
Scherff and Spector (2011) have also noted that no matter the effort an educator puts
into the classroom to motivate students, one cannot achieve CRP “without fully
considering students’ cultural background, pedagogy that attempts to be culturally
relevant will always be subject to failure” (p. 3). For this reason, it is imperative that
educators be able construct pedagogical practices that have relevance and meaning to
students’ social and cultural realities.
Conclusion
Institutions and educators will need to accede that schools will increasingly be
exposed to students whose culture, language, and ethnic backgrounds will differ from
their own. For this reason, “rather than being an either-or-situation, students need a
pluralistic approach with exposure to all forms of knowledge without exclusive
emphasis on any one” (Chartock, 2010, p. 18). Especially now that the makeup of
America' school aged student population has dramatically changed, teachers must
infuse in their daily instruction lessons that represents the students they teach. As a
pedagogical method in education, the research of CRP has emerged as an effective
strategy to address and improve student academic achievement among racially and

90
ethnically diverse students. In the end, the important lesson for all to learn is that
knowing something like this may help the school and community makes sense of the
notion that students do not drop out of school but are pushed out by the hidden
curriculum. Because of this, teachers must adjust their instructional skills to ensure
that they will effectively educate today’s diverse student population and take into
account underrepresented students’ prior knowledge when designing and
implementing pedagogically appropriate instruction.
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Chapter 3
METHODOLOGY
Introduction
According to Harrison, Blakemore, and Buck, (2001) "Curriculum design
involves the creation of a set of operating principles or criteria, based on theory that
guide the selection and organization of content and the methodology used to teach that
content" (p. 131). Critical Race Theory is central to my perspective on curriculum
design. As a result, equity and social justice are guiding principles in my approach to
curriculum design, impacting selection of both content and pedagogy. For this reason,
I stand strong with the reformers, educators and concerned persons who believe that
school curriculum should reflect the content and methodology of society grounded in
fairness, honesty, and accuracy in word and deed. This chapter will analyze details in
the implementation of my approach to the design of a supplemental unit to fill in a
whited-out space in the story of the United States of America.
Setting/Indented Participants
Data collected for the 2010 Census revealed increases in demographics among
minority populations in California, but also highlighted the Asian diversity in
communities across California, suggesting that it is a mistake to treat the Asian
population as monolithic. Currently, central California is home to over a third of the
Southeast Asian Americans and over 90,000 Hmong. With this accelerated rate in
diversity data, concerns have arisen that schools are not preparing youth, particularly
not Southeast Asian students, for productive adulthood in a complex and radically
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different society than their parents envisioned for them. Under these circumstances,
the inevitable critical question for history teachers that arises is whether the change in
demographic will also mean any revision to the current out-of-date History/Social
Science Framework, a framework whose primary authors were European American
senior scholars working within a European American perspective still reflected in
California’s textbooks. Will we see a revision that will include the linguistically,
ethnically, culturally, historically, and racially diverse student body that is represented
in today’s classrooms? Only when students are exposed and given the opportunity to
experience different interpretations and perspectives will they begin to develop
complex understanding of historical events. According to Schaffarzick & Sykes
(1979) "If there is one proposition about curriculum politics that is clear, it is that the
school curriculum becomes an issue in communities and societies that are undergoing
significant change" (p. 80) The change has long been anticipated with the
overwhelming increase student population of minority groups, particularly here in
California. Two elements in the setting of core significance for this project are as
follows: (a) An acceleration in the rate of growth among students of diverse
backgrounds, and ( b) An archaic, inflexible official framework of knowledge
document sanctioning a racist official curriculum.
Despite major setbacks of racial conflicts, a struggling economy, distrust in the
government from free-thinking, outspoken individuals and groups, it is crucial that
American students of all varieties learn about the United States’ pivotal role in the
Secret War. The immediate cause and long term consequences of this Secret War need
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to be recognized, although schools instructional materials continue to omit the
experiences of the Hmong. Holistically, when one thinks about it, it is extremely
unfortunate and deplorable that the coverage of the Hmong and other Southeast Asians
in our nation’s past would be simply glazed over in the California History/ Social
Science Framework. The prolonged conflict in Vietnam and the covert operations in
Laos deeply affected the United States as well as those who had close connections
with the war such as soldiers and Americans on the home front. For this reason, it is
imperative that such significant events are shared and remembered by students,
especially by Hmong students, all of whom have family members or someone who has
directly been affected by the Secret War. Presently, constant war and conflict
throughout the world have become the norm; through social media and social
networks, students are beginning to notice and take active roles in conflicts around the
world. It is our role as educators to provide a curriculum that enables our young
students to understand and to take up a role as an agent for social justice and human
emancipation.
Unit Design
The introduction to the updated 2005 edition of the 2000 History/Social
Science Framework states
as educators we have the responsibility of preparing these children for the
challenges of living in a fast-changing society. Their lives, like ours, will be
affected by domestic and international politics, economic flux, technological
developments, demographic shifts, and the stress of social change. The only
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prediction that can be made with certainty is that the world of the future will be
characterized by continuity and change. The study of continuity and change is,
as it happens, the main focus of the history–social science curriculum.
(California Department of Education, 2005, p, 2)
This statement embodies the primary reason this curriculum project exists. The
aim of the project is to create an instructional unit firmly connected to the study of
continuity and change to be applicable to the teaching of a critical chapter in
America’s history in California’s secondary schools. Thus, the hope is that the unit
will equip students to evaluate and think about the events that occurred in the Secret
War; in return, it will allow them to critically evaluate events and conflicts that are
happening now in the Middle East and the war in Iraq and Afghanistan.
A means to achieve this is by exploring the conflict through an
interdisciplinary two weeks long unit that can be taught during any given school year
that will help students understand the Secret War, the Hmong, and its history. In
addition to its significance as supplementary lessons on the Hmong to enhance the
existing unit on Vietnam, the curriculum project will serve as a cultural boost and
appreciation for one’s heritage for the Hmong students. As many scholars have noted,
(Brown-Jeffy & Cooper, 2012; Esposito & Swain, 2009; Gay, 2010; Howard, 2003;
Schmeichel, 2011) Culturally Relevant Pedagogy is an effective means to address the
academic and social needs of culturally diverse students. Thus, I have identified CRP
an instructional strategy to support teachers in delivering a fair and balanced
curriculum for all of America's students. Similarly, according Bartolome (1994) CRP

95
is a “humanizing pedagogy that respects and uses the reality, history, and perspectives
of students as an integral part of educational practice” (p. 173). CRP then is a practice
that not only improves the academic abilities of ethnically diverse students, but also
serves as a tool to instill ethnic pride within students. For this reason, the curriculum
unit itself is culturally relevant supplementary lessons that will support and enhance
the Vietnam War. The unit will focus on the human aspect of the war, specifically the
contributions made primarily by the Hmong and the roles they played in the Secret
War and/or its effect on the population after the war.
As the review of literature has indicated, the State Academic Standards for
California do not include mention of the experiences of the Hmong since their
historical entanglement with the United States, but the state itself has recognized the
oversight. The content standards relating to this topic are unfortunately few. The
Vietnam War is never explored in its own right but rather only included sporadically
as part of a bigger post-WWII, anti-communism American foreign policy unit. Unlike
events such as World War I and World War II, which receive extensive attention in
the curriculum, the Vietnam War and the Secret War in Laos are all but skipped over.
In the content standards, students in the 10th grade are expected to touch on the
Truman Doctrine and Marshall Plan and “the resulting economic and political
competition in arenas such as Southeast Asia (i.e. The Korean War, Vietnam War)…”
(California Department of Education, 2005, p. 138). In the 11th grade, students again
revisit U.S. foreign policy following World War II (Standard 11.9), in which students
will only briefly touch on the “geopolitical consequence” that was the Vietnam War
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(Standard 11.9.3, p. 155). Nowhere in the curriculum is adequate time dedicated to the
events of the Vietnam War let alone the Secret War. Despite the lack of information,
the political and social ramifications of this war still reverberate in our society and
affect our lives to this very day.
My central focus of the learning segment is designed for students to understand
events and periods from multiple perspectives by using simulation. In lesson one, the
purpose is to have students become familiar with the different events and people that
played a pivotal role in the escalation of the war in Vietnam. Students will understand
in a chronological timeline the different factors that contributed to a war that many
people at the time and today still refer to as the Vietnam War, War in Vietnam and
America’s War. This lesson is very relevant to students’ needs, interest and their lives
and has many parallels to the current wars in Iraq and Afghanistan. Majority of
Hmong, Mien, and Vietnamese students families are here in the U.S. due to America’s
involvement in the war. For some, many of their parents were directly involved in this
war and left Southeast Asia as refugees and are unaware or are in complete disarray of
who they are or their own history. In the following lesson, the objective is to allow
students the opportunity to examine why the Domino Theory came to be known as the
main reason U.S. got involved in the war in Southeast Asia. Contrary to popular belief
that U.S. was there to save the people of Vietnam and prevent the spread of
communism, it is essential that students understand how the concept of the Domino
Theory, a U.S. foreign policy brought by many government officials to prevent the
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spread of communist and preserve democracy in Southeast Asia, was the sole factor
behind U.S. escalation.
The first two lessons will lay the foundation for students to understand the
overall reason for America’s military encroachment in the region. In lesson three,
students will categorize and be familiar with the topography, landscape, climate, and
population of Vietnam and Iraq. This information will allow students to analyze the
similarities and differences of topography in both countries and predict how the
topography can influence America’s military tactics. The lesson is important for
students as it will allow them use the information they have to describe the parallels
and connections between America’s tactics in Vietnam and in Iraq. Particularly, in
Vietnam, students will conclude that the dense vegetation in Southeast Asia drastically
altered American's tactic. In any event, American soldiers did not know where the
Vietcong, communist guerilla fighters were hiding. Thus, students will discover the
effects of topography in Vietnam had on the mental stability and morale on American
soldiers and one of the reasons for U.S. recruitment of the Hmong.
This lesson will lead students into lesson four of the unit where students will
examine in its own right the cause of the Secret War and the role of the Hmong.
Subsequently, lesson five will examine the consequences the Hmong faced after the
pullout of American’s troops following the Fall of Saigon. The lesson will entail the
immediate and long term effect it had on the Hmong population in the region,
accounts from Hmong soldiers, and the plight of the people in refugee camps. This
lesson will then lead into lesson six which will introduce students to one of the most
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respected Hmong leaders, General Vang Pao who led the Hmong during the Secret
War and was the main contact for CIA agents in the region. In the lesson, students will
be aware of the recent opening of an elementary school named after the late Vang Pao
in Fresno and other issues surrounding his involvement with the federal government
before his death. The lesson will conclude with a written letter to the late Vang Pao’s
family.
Throughout the unit, I will try to use many teaching and learning strategies to
meet the needs of beginning and intermediate students. The unit as a whole will
include many cultural artifacts, literature from the experience of the Hmong,
cooperative projects for students, and an opportunity for students to express their
thoughts by writing a letter. Thus, the aim is to challenge students to empathize with
people who have been affected by the Vietnam War as Secret War. Palmer (1998)
stated in the following:
A subject-center classroom is not one in which students are ignored. Such a
classroom honors one of the most vital needs our students have: to be
introduced to a world larger than their own experiences and egos, a world that
expands their personal boundaries and enlarges their sense of community. This
is why students often describe great teachers as people who bring to life things
that the students had never heard of, offering them an encounter with otherness
that brings the students to life as well. (p. 122)
For this reason, I subscribe to the view that an educator who seeks to bring a weeklong encounter with otherness to life must have well-developed and sound lesson
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plans and materials in this unit. To give life to events such as the Secret War and the
recruitment of the Hmong during the war will give students a better appreciation for
history. The learning segments are important to students to learn as they will
encourage them to reflect and share their insights on the decision to go to war and
provide students the opportunity to examine why war happens. They will also
challenge the students to critically examine the Vietnam War and the Secret War to
develop respect and interest for history. The intent is for students to understand that
some questions specifically about war are difficult to answer and that sometimes there
are no answers, that sometimes there is only forgiveness. The goal is for all students to
continually strive not to repeat the wrongs of the past, but rather work together for a
brighter future. It is for these reasons that I decided to pursue this as a unit despite the
lack of content standards relevant to it.
Collection
This section will provide the steps taken to formulate the supplemental unit
covering the Hmong in the Secret War in Laos during the conflict in Vietnam. The
unit began with investigation and the analysis of the California-History Social Science
Standards for grades 10 and 11, the grade levels in which World and American History
is generally taught. As stated by the National Council for the Social Studies under the
theme culture, “in a multicultural, democratic society and globally connected world,
students need to understand the multiple perspectives that derive from different
cultural vantage points” (NCSS, 2008). In addition, Fogo (2011) noted “the global and
multicultural history and those who favored a thematic, cross-disciplinary approach of
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flexible skill-centered standards offered alternative visions are not incorporated into
the California standards” (p. 65). For this reason, the unit on the Hmong is the starting
point for learning about a historical event from multiple perspectives because the
contribution of this ethnic minority group for so long has been omitted from the
narrative. Despite the need for an inclusive unit of study on the Hmong, many
California history textbooks have little information regarding the Hmong and other
Southeast Asians perspectives who also were involved in the war. The project’s
primary goal is to fill this void by designing standards based, multicultural
supplementary lessons on the unit on Vietnam that pertains to the experiences and
contribution by the Hmong.
The next step to form this unit on the Hmong took me to the California
Legislature website. In the past decade, there have been numerous reports from local
news of multiple hearings for California history and American history to be more
inclusive. Specifically, regarding Assembly 78 in December 2002, Assemblywoman
Sarah Reyes of Fresno asked the California State Assembly Education Committee to
add to Section 51221.4 of the California Education Code to encourage instruction that
includes the role of the “Hmong” in the Vietnam War in the Social Science curriculum
for Grades 7-12. According to the bill, The Assembly Bill AB 78 has the purpose to
introduce the "Secret War" (1961-1973) in Laos as a part of the curriculum in social
sciences or in history at California Public School. The main part of interest concerns
Hmong and other Southeast Asians' critical roles in the "Secret War," part of the
Vietnam War, which is a part of the American History. It recommends to teachers
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from grade 7 to 12 to initiate students to this war. Veterans, experts as well as other
existing documents will be solicited to increase the awareness and knowledge of this
historical event.
In 2003, A.B. 78 was signed into law. Despite this initial victory, many did not
see it as a landmark win for the Hmong because the bill only encouraged teachers,
many of whom had no instructional material and knew nothing about the Hmong
despite having Hmong students. So in 2008, AB 2064 was proposed by Assembly
member Juan Arambula of Fresno would go further and require the State Board of
Education to adopt textbooks and instructional materials to comply with AB 78. AB
2064 would instead require the State Board of Education to adopt textbooks and
instructional materials that fully explains the personal sacrifice and courage of
ordinary citizens of Southeast Asia who were called upon to participate and provide
intelligence to the United States. Unfortunately, as stated in the previous section,
Governor Schwarzenegger in 2008 vetoed the updates needed due to the state's budget
and in effect postponed all the framework and textbook adoptions.
With this knowledge of the existing legislative bills, the shift was to talk to
respected scholars in the field of Multicultural Education. Fortunately, I was able to
have an informative meeting with our own Dr. Duane Campbell professor Emeritus of
Sacramento State Department of Bilingual/Multicultural Education on February 13,
2012. Dr. Campbell's insightful advice cleared up the vision for the curriculum unit.
Dr. Campbell’s scholarly work, in particular his letter he wrote to June 1, 2010,
Senator Darrell Steinberg, California State Senate S.B. 1278 was the main reason for
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the meeting. In the following weeks and with further researching, an article that
applauded St. Paul Public Schools in Minnesota as the first school district to
implement H/Mong history curriculum inspired my investigation further. For this
reason, on February 23rd, 2011 I contacted Michelle Bierman, assistant Director of
Curriculum, Instruction, and Professional Development for Saint Paul Schools. Her
experience and work on the Hmong curriculum in Minnesota was invaluable. Better
yet, Michelle provided me an account and a link to review St. Paul’s Hmong
curriculum online. According to the site, as part of the St. Paul Public Schools (SPPS)
"Absent Narratives" Curriculum, Hmong history will now be taught to all students in
St. Paul. SPPS “Absent Narrative Project" represents the absent narratives from people
that consist of stories, arts, music and histories that are left out of what is known as
standard curriculum St. Paul Public Schools. The review of the curriculum from St.
Paul, one of the few cities with high Hmong population, allowed me to better shape
my own unit.
Following this conversation, I then decided to contact California’s Department
of Education. I talked to Kenneth McDonald, Education Programs Consultant from
Curriculum Frameworks Unit California Department Education on March 23, 2012.
Dr. McDonald informed me that there are no lessons on the Hmong. He did direct me
to look at the final draft of the Framework that was finished on July 17, 2009 that did
mention the word Hmong. The draft noted the following:
Collectively, Linda Granfield’s I Remember Korea, Rudy Tomedi’s No Bugles,
No Drums, Sucheng Chan’s Hmong Means Free, John Tenhula’s Voices
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fromSoutheast Asia, The Vietnam Reader, edited by Stewart O’Nan, and Lam
Quang Thi’s The Twenty-Five Year Century are examples of oral histories,
memoirs, and other primary sources that represent soldiers’ and refugees’
experiences during the Korean and the Vietnam Wars. (California Department
of Education, 2009, p. 82)
Even though, the updated suspended draft does not go far enough and despite
the lack of information, the contacts that I have made reinforced the purpose why I
decided to focus my project on the Hmong. School districts will continue to use
curriculum materials and textbooks that generally include information about the cause,
course, and consequences of the war; however, this supplemental unit will help
teachers teach about the experiences of the Hmong in particular their involvement in
the Secret War and will serve to enrich the learning experience of all students.
Although the unit is on the Hmong and primary purpose is to expose students to this
event, the unit of study will provide when necessary perspectives of other affected
groups in America’s conflict that still today haunt the mind of many veterans and the
affect it has on Hmong Diasporas and experience. As stated previously, the unit will
encourage students to integrate abstract similarities by way of comparison with current
events in Afghanistan and Iraq. In this manner students will gain insight into larger
mechanisms or variables that promote inequity, social injustice, and war.
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Chapter 4
DISCUSSION, RECOMMENDATIONS AND CONCLUSION
Discussion
As the review of the literature of this project revealed, many thoughtful and
serious educators and scholars hold a pedagogical philosophy that provides students
with a multicultural education reflective of the current trend of society. They advocate
that restructuring the current curriculum would reap greater benefits for students
compared to current instructional practices in classrooms today. Many make the case
that in the 21st century, the instruction and primary aim in school must move beyond
the back to basics approach and expose students to complex issues and topics to
become tomorrow's critical thinkers. In this sense, we cannot continue to fail
California students, especially in the History/Social Sciences disciplines to ensure that
students are ready
...to perceive the complexity of social, economic and political problems...[that]
their lives, like ours will be affected by domestic and international politics,
economic influx, technological developments, demographic shifts, and the
stress of social change. The only prediction that can be made with certainty is
that the world of the future will be

characterized by continuity and change.

The study of continuity and change is, as it happens, the main focus of the
history-social science curriculum. (California Department of Education, 2009,
p. 2)
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This curriculum project was developed as a multicultural education unit to
supplement this theme of continuity and change for Hmong and non-Hmong students
and as a response to the "the classical, Eurocentric curriculum [that] inaccurately
represents history and the humanities, discounting or ignoring the contributions of
people of color" (Campbell, 2000, p. 305). Many scholars such as Bank et al. (2001)
agree that there is an outright Eurocentric bias, pervasive in social studies education in
American schools:
In curriculum and teaching units and in textbooks, students often study
historical events, concepts, and issues only or primarily from the point of view
of the victors. The perspective of the vanquished are frequently silenced,
ignored, or marginalized. This kind of teaching privileges mainstream
students-those who most often identify with the victors or dominant groupsand cause many students of color to feel left out of the American story. (p.
198)
As a direct result of not revising the History/Social Science Framework and
Standards, the majority of California public schools fail to teach an accurate, complete
history of minorities, that includes the recruitment of the Hmong by the CIA and their
contribution in the Secret War during the conflict in Vietnam. Although the authors of
the framework tout its effort of incorporating a multicultural perspective throughout
the History/Social Science curriculum and its insistence that teachers recognize this
diversity, Sleeter (2003) suggested otherwise with the following:
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Despite a surface appearance of being multicultural, the History/Social-Science
Framework and Standards for California Public Schools is organized in a way
that strongly prioritizes experiences and perspectives of traditional white,
mostly male Americans, and that obscures historic and contemporary processes
of U.S. and European colonialism and institutionalized racism. Its purpose is to
attempt to detach young people from their racial and ethnic cultural moorings
and connect them to a national and state identity that is decidedly rooted in
European culture, and that champions individuality and the expansion of
capitalism. (p. 21)
As a direct result of the lack of an inclusive and equitable curriculum, one of
many common complaints that go unaddressed is the idleness in students that creates a
lack of enthusiasm and motivation. With the inaction and the lack of inclusive
curricula that students can relate to and other contributing factors, a consequence is the
dropout rate in California schools especially among students of color. Many students
of color, including Hmong students, performing poorly in school do so in part because
the curricula they encounter are still dominated by information from a Europe-centric
point of view that has little relevance to their lives and culture. Afrocentric scholars
have argued that "cultural omission in schooling and curricula consequently erode
student's cultural identity and self-esteem and contribute to poor academic
performance" (Ginwright, 2004, p. 3). Others note that until minority groups have
their place in history to sustain a sense of cultural pride, many students who do not
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identify with the dominant race will continue to suffer a sense of inferiority (Monforti
& McGlynn, 2010).
So to curtail this phenomenon and decrease the estimated 18% drop out rate in
California (California Department of Education, 2012a) and 40% among Hmong
students (Hmong National Development, 2011) but more importantly, the estimated
loss of $260,000 per student drop out in their lifetime and data that indicates that they
are eight times more likely to be sent to jail (Amos & Alliance for Excellent
Education, 2008; Winfrey, 2007) it is prudent that all stakeholders take seriously how
critical it is that all solutions needs to be put on the table including the restructuring of
school curriculum.
Recommendations
In the process to formulate this curriculum project, I conducted an extensive
literature review that focuses on six areas of investigation and examination: (a) the
role of power and politics in constituting the official knowledge of school curriculum
that is delivered to students in textbooks; (b) the economic reasons publishers choose
to reproduce this official knowledge; (c) minority (non) representation in textbooks as
a way to document the full extent of the problem, specifically, the Hmong’s exclusion
from history textbooks; (d) Critical Race Theory; (e) Critical Pedagogy; (f) Culturally
Relevant Pedagogy, two types of pedagogical solutions that have been identified by
educational researchers and reformers that can support teachers in delivering a fair and
balanced curriculum. The literature review and theoretical framework has identified
the visible "gap" seen in our school's curriculum. The curriculum project I have put
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together is twofold: )a) to facilitate a critical awareness and address the missing part of
Hmong contribution to the Secret War during the Vietnam conflict, and (b) to present
Hmong experience as a significant paradigm to the many untold stories from this
conflict. Thus, the main purpose of this interdisciplinary curriculum is to introduce
students to parts of the history that have been overlooked in America's history.
The main concern and challenge in the process of formulating this unit was to
create a curriculum that provides a sense of identity for Hmong students at the same
time encourages classroom interest, participation and inclusion from non-Hmong
students. So it was carefully taken into consideration to create culturally congruent
lesson plans that are designed to provide teachers with ideas to enhance their existing
curricula and introduce the Hmong experience to all students. Thus, it is highly
recommended that training and/or exposure to content should be a pre-requisite for
revising and teaching this curriculum for educators who chooses to supplement their
instruction. In addition, to fully teach this unit and have an impact, he or she may need
to spend time acquainting themselves early in the school year with their Hmong
students or with the Hmong community as it is a good way to learn about the Hmong
history, experiences, culture and struggles.
My supplemental unit on the Hmong only focuses on the Hmong and not other
groups such as the Iu-Mien experience during the Secret War. In addition, the
curriculum project does not address the experiences of White Americans who fought
along with the Hmong during this ordeal. My recommendation for future candidates is
to create a curriculum unit that offers a balanced, multi-perspective that includes the
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experiences of non-Hmong with materials to supplement the existing curricula.
However, for those interested, this unit can be still be expanded to include lessons on
oral history interviews from Hmong soldiers and the effect the war has had on them. It
would be a full circle project, if a guest speaker was invited to give a firsthand account
of their experience during this conflict. These are suggested culturally relevant lessons
that can be formulated to complement the unit. By doing this, students will feel a sense
of empowerment that will translate into a motivation to be involved in all aspects of
school. It is really at the discretion of the individual teacher to decide which way is
best to present the lessons, but the unit is not intended to be used independently as
each lesson build upon the previous one.
I recognize that this supplemental unit will not be widely accepted by many
social science educators. Unfortunately, teachers who choose to supplement their
instruction face a mounting task to use a district wide approved standardized
curriculum that is predetermined and aligned with state testing. In addition to these
institutionalized policies that seem to be against the implementation of multicultural
curriculum, there have been and will continue to be a systematic objection to
multicultural education/curriculum and the struggle for a balance approach as Tate
(1994) noted with the following statement:
Remarks about our experiences as people of color will not be seriously
considered in academic circles…We must continue the battle to have our
experiences and voice heard in academic discourse. Our voice provides stories
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that help others think in different ways about complex context-dependent
domains like schools and communities. (p. 264).
However, I believe that it will make a difference in the academic improvement
of Hmong students. The absence of Hmong American history from the standard
curriculum in today's public schools has created a disconnection with Hmong
American's identity, culture and heritage. Although, the lesson plans and material in
this unit are suggested way in which they may be used during the unit on U.S. conflict
in Southeast Asia, proponents of teaching and incorporating history of minorities
history into the curricula believe it will promote cultural identity, develop self-esteem,
and shed light to the many of the myths and stereotypes supported by the Eurocentric
curriculum (Asante, 1991; Banks, 1993; King 1992; Ladson-Billings, 1999).
People at all levels of government have tried to address the issue of on how to
best improve students test scores, but they each have failed at the same time to connect
students to this standardized and predetermined knowledge as represented on
standardized tests. One of these benchmark is the California High School Exit Exam
whose purpose is to help ensure that students who graduate from high school can
demonstrate grade level competency (California Department of Education, 1999). At
the surface level this test may seem the answer; unfortunately, critics have pointed out
the many flaws and unfairness that targets low income, students of color and English
language learners which causes many to drop out. No educator is against the idea that
all students need competency that enables them to acquire the necessary skills to
compete in the workforce or beyond. However, many like myself note that the life
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experience and funds of knowledge students bring into the classroom play as much or
even more of a critical role in their academic success that is not measureable. Despite
the millions of dollar poured into schools, if the content in classes is not relevant to
students’ lives, schools are still failing the students.
For this reason, I recommend that it would be of great interest to many in the
H/Mong community for a scholar or educator to take this topic to the next level as a
doctoral dissertation who is able to bring a fully developed understanding of Critical
Race Theory, Critical Pedagogy and Culturally Relevant Pedagogy to classroom and
school contexts and learn ways of engaging in research efforts that sharpen how to
learn to see and improve students' learning, particularly a study that examines how
schools address the social, cultural, and language needs of Hmong students in their
communities, using Critical Race Theory as a theoretical lens and narrative research as
methodology. This longitudinal study would begin with the premise that when
curriculum is woven into students’ current experiences and situation, their academic
experience should be relevant, challenging, and overall positive. In return, their
schooling experiences affect their attendance, their investment, and ultimately their
success in completing high school with the kinds of understandings and abilities that
prepare them as informed citizens.
Conclusion
Over the years, the ethnic and racial makeup of the communities and family
structures across California have shifted, yet the approaches to teaching and the
material brought and taught in classroom has not reflect this diversity. Institutions and
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educators will need to recognize that schools will increasingly serve students whose
culture, language, and ethnic backgrounds will differ from their own. For this reason,
“rather than being an either-or-situation, students need a pluralistic approach with
exposure to all forms of knowledge without exclusive emphasis on any one”
(Chartock, 2010, p. 18). Especially now that the makeup of America's school aged
student population has dramatically changed, teachers must infuse in their daily
instruction lessons that represents the students they teach. Because school curriculum
will continue to drive what is taught in schools, as it is a powerful avenue through
which concepts and ideas about race, culture, and history can be presented to students,
schools must change its curricula material to reflect the makeup of their students.
To accomplish this, teachers cannot wait for gridlock to make this change. It is
the educators, I believe, who need to reacquaint themselves with the student
population they serve and be open to supplement their teaching. I believe that
educators who seek tools to link students from diverse background and connect them
with school can begin with a multicultural curriculum. Christensen (2008) suggested
that “as educators, we have the power to determine whether students feel included or
excluded in our schools. By bringing in languages from their home into the classroom,
we validate their culture and their history worth of study” (p. 59). Thus, each of us will
have to be personally involved in the development of teaching materials and this
supplemental unit is the first step in that direction.
The importance of this project will be a minor change to the History/Social
Science curriculum and will serve California's students. Today the model minority
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myth continues to overshadow the struggles of Asian immigrants and refugees. Thus,
being addressed to one of the lowest performing groups among other Asians, the unit
on the Hmong aims to connect their culture and education for Hmong students. I am
willing to be part of this conversation and help address the issues of minority dropout
rate and the implementation and development of multicultural education such as this
project of Hmong focused lessons for California's students. According to Fordham
(1988), “The unique nature of the historical experiences to which a group attaches
significant meaning enhances the possibility of its designation of a people.” (p. 56).
For Hmong students many of whom have no sense of their history and lack cultural
awareness, this project will provide them direction, strong grounding in their culture
and hopefully the self-esteem to succeed in school. Thus, this curriculum benefits all
of California students as Cortés (2000) suggested that "by finding out where other
people and their ancestors came from, what their respective ethnic backgrounds are,
what cultural elements affect their lives, and what contemporary problems they face
because of their ethnicity, people become aware of both unifying commonalties and
enriching diversity in the culture and experience, past, and present, of each group" (pp.
6-7).
I know that it is only the first step, but by incorporating my supplementary unit
in the existing curriculum, both students and teacher will obtain a more in depth
understanding of the omission of other groups who have contributed to the history of
America. Marcus Tillus Cicero eloquently stated the following: "There is very little
that is more important for any people to know than their history, culture, traditions,
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and language; for without such knowledge, one remains naked and defenseless before
the world” (King, 2005, p. 159). No matter how passionate I feel about my project and
the impact it can have in the classroom, I recognize that in order for the supplemental
unit to be successfully implemented institutional changes must be made and the
culture of the school must be accepting of this change. Nonetheless, until textbooks
include Hmong history and the Secret War, the History/Social Science goal will not be
reached. In addition, until the full inclusion of the Hmong and Secret War is
implemented, teachers will need to research further about the Hmong in accordance to
AB 78. Thus, the primary intent of this project is to provide and make available the
supplementary lessons for educators who see the importance of including not only
minority voices but the experiences of the Hmong and the Secret War in the classroom
accordance to Assembly Bill 78.
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Supplemental Unit
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A story of the people: the Hmong, in CIA's secret war in Laos during the Vietnam
Conflict: A
Supplemental unit to the History/Social Sciences Curriculum

A two week unit
By: Chao Vang

A Soldier's Welcome. Cha Her, 56, salutes the photographer upon his arrival at the
group's hidden camp. Cha served with the CIA in its secret war against Communist
forces during and after the Vietnam War and has been on the run since American
troops left the region more than three decades ago

Source: http://www.time.com/time/photogallery/0,29307,2005687_2168273,00.html
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LESSON PLAN 1:
Events Leading to America’s Involvement in Southeast Asia
SUBJECT: World/American History
GRADE: 10-12
LESSON: This is the first lesson of the unit
LENGTH: 1-2 days

I.

OBJECTIVES: BTEOL, SWBAT individually summarize and sequence
10 events leading to America's involvement in Southeast Asia by creating a
timeline.

II.

CONTENT STANDARDS:
H.S.S. 10.9.2 Analyze the causes of the Cold War, with the free world on
one side and Soviet client states on the other, including competition for
influence in such places as Egypt, the Congo, Vietnam, and Chile.
H.S.S. 10.9.3 Understand the importance of the Truman Doctrine and the
Marshall Plan, which established the pattern for America's postwar policy
of supplying economic and military aid to prevent the spread of
Communism and the resulting economic and political competition in arenas
such as Southeast Asia (i.e., the Korean War, Vietnam War, Cuba, and
Africa).
In the eleventh grade, students again revisit U.S. foreign policy following
World War II (Standard 11.9), in which students will only briefly touch on
the “geopolitical consequence” that was the Vietnam War. (Standard
11.9.3)
The content standards relating to the topic are unfortunately few. The
Vietnam War is never explored in its own right but rather only included
sporadically as part of a bigger post-WWII, anti-communism American
foreign policy. Unlike events such as World War I and World War II,
which receive extensive attention in the curriculum, the Vietnam War is all
but skipped over. I feel that the Vietnam War was a pivotal point in U.S.
and World history, and as a result, I will be covering it in greater detail
than required by the standard
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III.

MATERIALS:
Daily quick write, Southeast Asia map, Power point, Vocabulary Chart,
Timeline, Exit letter, Fill in Timeline.

IV.

ANTICIPATORY SETS:
Teacher will scaffold and provide the focus and mode for participation for
today’s lesson.

V.

PROCEDURES/ACTIVITIES:
Prepare quick write question. Instruct students to get into Think Pair Share
after completing the question to discuss. A brief class discussion of the
quick write will follow. (10 minutes)
Distribute Southeast Asia map for students to label and color. Display map
of Southeast Asia and discuss its geographic location relative to other
continents. Follow this by a brief power point class discussion of the
region. (10 minutes)
Provide students five terms to record on Vocabulary Awareness Chart.
Students in pairs will predict the meanings of the words followed by direct
instruction of definition by teacher. (10 minutes) Imperialism- Southeast
Asia- Indochina- Geopolitical-Nationalism-Indochina
Distribute Timeline and have students begin filling in events
simultaneously as the events are chronologically given in a power point.
Following discussion show 7 minutes video clip
http://www.youtube.com/watch?v=t0balzTq9Z4 (25 Minutes)

VI.

CLOSURE:
Students will write an exit letter that includes sentence frames of what they
learned today. Students are to take home "Fill in Timeline" and return the
following class meeting. (10 minutes)
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VII.

EVALUATION:
Teacher will assess that the students participate in the listening and
discussion. This entails teacher judgment. Teacher will collect necessary
worksheets.
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Name ____________________________________ Date ______________________

QUICK WRITE
Directions
Write the quick write prompt provided by the teacher here. Respond to the prompt.
Prompt: ___________

QUICK WRITE
Directions
Write the quick write prompt provided by the teacher here. Respond to the prompt.
Prompt:
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Name ___________________________________ Date ______________________
COUNTRIES AND CITIES OF SOUTHEAST ASIA

Vietnam
Dien Bien Phu
Ha Noi
Saigon
Ho Chi Minh City
MyLai
Cambodia
Phnom Penh
China
Laos
Vientiane
Thailand
Gulf of Tonkin
Gulf of Thailand
South China Sea
Mekong River
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Name ___________________________________ Date ______________________

MY TIME LINE

1858-1884

• France invades Vietnam and makes Vietnam a colony.
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Dear________________________
Today I learned about

.
I learned that

.
Another interesting thing I learned was

.
The most important thing I learned was

.
However, I still have one question.

?
Sincerely,
Name ___________________________________ Date ______________________
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VOCABULARY SELF-AWARENESS CHART
Word
Prejudice

Civil
Disobedience
Reunification

+

√

−

+

√

Example

Definition

Not hiring a person
because of their
color, religion, or
gender is a form of
prejudice

A bias, usually not based
in fact, against a person
or group

Disobeying the law

−

1. Look at the words you have written in the first column.
2. Put a “+” to each word you know well, and give an example and definition of
the word.
3. Place a “√” next to any words for which you can write only a definition or an
example, but not both.
4. Put a “−“next to words that are new to you.

126
Name _________________________________ Date ______________________
FILL IN TIMELINE
Directions: Fill in the events that illustrates the progression of the war in Vietnam then
write these events in completes sentences below.

1

2

3

4

5

6
7
July 21,
1954 - The
Geneva
Accords
withdrawal of
the French
from Vietnam
and creates
North and
South
Vietnam at
the 17th
parallel.

8

9

10
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The first event in Vietnam’s history that shows the progression of the war in
Vietnam began in 1858-1884 when France invaded Vietnam and makes Vietnam a
colony. France wanted to trade with inner China and they wanted to take Vietnam
because they thought that they could get to china through there.
Secondly,_____________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
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_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
__________________________________. Finally, on March 8, 1965 the first U.S.
combat troops arrive in Vietnam. The war in Vietnam begins.
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LESSON ONE POWER POINT SLIDES
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LESSON PLAN II:
President Truman’s Foreign Policy of “Domino Theory” as the
Concept to Justify U.S. Continued Involvement in Vietnam
SUBJECT: World/American History
GRADE: 10-12
LESSON: This is the second lesson of the unit
LENGTH: 1-2 day

I.

OBJECTIVES: BTEOL, SWBAT describe President Truman’s foreign
policy of "Domino Theory" as the concept to justify U.S. continued
involvement in Vietnam by summarizing and creating a pictorial map.

II.

CONTENT STANDARDS:
H.S.S. 10.9.2 Analyze the causes of the Cold War, with the free world on
one side and Soviet client states on the other, including competition for
influence in such places as Egypt, the Congo, Vietnam, and Chile.
H.S.S. 10.9.3 Understand the importance of the Truman Doctrine and the
Marshall Plan, which established the pattern for America's postwar policy
of supplying economic and military aid to prevent the spread of
Communism and the resulting economic and political competition in areas
such as Southeast Asia (i.e., the Korean War, Vietnam War, Cuba, and
Africa).
In the eleventh grade, students again revisit U.S. foreign policy following
World War II (Standard 11.9), in which students will only briefly touch on
the “geopolitical consequence” that was the Vietnam War. (Standard
11.9.3)
The content standards relating to the topic are unfortunately few. The
Vietnam War is never explored in its own right but rather only included
sporadically as part of a bigger post-WWII, anti-communism American
foreign policy. Unlike events such as World War I and World War II,
which receive extensive attention in the curriculum, the Vietnam War is all
but skipped over. I feel that the Vietnam War was a pivotal point in U.S.
and World history, and as a result, I will be covering it in greater detail
than required by the standard
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III.

MATERIALS:
Please have student use same Quick Write and Vocabulary Sheet, Article,
Domino Theory worksheet, Exit Letter.

IV.

ANTICIPATORY SETS:
Teacher will scaffold and provide the focus and mode for participation for
today’s lesson

V.

PROCEDURES/ACTIVITIES:
Provide quick write that leads into today's topic. Following a brief class
discussion, provide students five terms to be recorded on Vocabulary
Awareness Sheet. Containment- Conflict- Communism-OpposeDomination. Students are to pair into groups of 3 and formulate definition
of the terms. Teacher will then provide direct instruction of definition. (15
minutes)
The concept “Domino Theory” will be introduced to students separately at
teacher's discretion. Explain the concept in a power point along with
pictures. (10 minutes)
Distribute article on the Domino Theory; to be read in assigned pairs with 3
guiding questions display on white board. (20 minutes)
Distribute Domino Theory worksheet and provide example drawing for
students so they can illustrate their own understanding of the Domino
Theory. (Take home to finish) show video clip.
http://www.youtube.com/watch?v=QP9QDRDLw6c ( 1 minute)
Subsequently, distribute exit letter.

VI.

CLOSURE:
Teacher will summarize the Domino Theory by using cassettes and
students participation as a demonstration. For this activity, teacher will
provide context/direction. Remind student of SEA map quiz.

VII.

EVALUATION:
Teacher will have exit review question at teachers discretion of teacher to
check for understanding. All worksheets will be collected.
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DOMINO THEORY ARTICLE

Source: http://ecointheknow.com/tag/domino-theory
Origins of the Domino Theory
In September 1945, the Vietnamese nationalist leader Ho Chi Minh proclaimed
Vietnam's independence from France, beginning a war that pitted Ho's communist-led
Viet Minh regime in Hanoi (North Vietnam) against a French-backed regime in
Saigon (South Vietnam). Under President Harry S. Truman, the U.S. government
provided covert military and financial aid to the French; the rationale was that a
communist victory in Indochina would precipitate the spread of communism
throughout Southeast Asia. Using this same logic, Truman would also give aid to
Greece and Turkey during the late 1940s to help contain communism in Europe and
the Middle East.

135
By early 1950, makers of U.S. foreign policy had firmly embraced the idea that the
fall of Indochina to communism would lead rapidly to the collapse of other nations in
Southeast Asia. The National Security Council included the theory in a 1952 report on
Indochina, and in April 1954, during the decisive battle between Viet Minh and
French forces at Dien Bien Phu, President Dwight D. Eisenhower articulated it as the
"falling domino" principle. In Eisenhower's view, the loss of Vietnam to communist
control would lead to similar communist victories in neighboring countries in
Southeast Asia (including Laos, Cambodia and Thailand) and elsewhere (India, Japan,
the Philippines, Indonesia, and even Australia and New Zealand). "The possible
consequences of the loss [of Indochina]," Eisenhower said, "are just incalculable to the
free world."
The Domino Theory and Growing U.S. Involvement in Vietnam
After Eisenhower's speech, the phrase "domino theory" began to be used as a
shorthand expression of the strategic importance of South Vietnam to the United
States, as well as the need to contain the spread of communism throughout the world.
After the Geneva Conference ended the French-Viet Minh war and split Vietnam
along the latitude known as the 17th parallel, the United States spearheaded the
organization of the Southeast Asia Treaty Organization (SEATO), a loose alliance of
nations committed to taking action against "security threats" in the region.
John F. Kennedy, Eisenhower's successor in the White House, would increase the
commitment of U.S. resources in support of the Ngo Dinh Diem regime in South
Vietnam and of non-communist forces fighting a civil war in Laos in 1961-62. In the
fall of 1963, after serious domestic opposition to Diem arose, Kennedy backed away
from support of Diem himself but publicly reaffirmed belief in the domino theory and
the importance of containing communism in Southeast Asia. Three weeks after Diem
was murdered in a military coup in early November 1963, Kennedy was assassinated
in Dallas; his successor Lyndon B. Johnson would continue to use the domino theory
to justify the escalation of the U.S. military presence in Vietnam from a few thousand
soldiers to more than 500,000 over the next five years.
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The Domino Theory in Hindsight
In hindsight, the domino theory failed to take into account the character of the North
Vietnamese and Viet Cong struggle in the Vietnam War. By assuming Ho Chi Minh
was a pawn of the communist giants Russia and China, American policymakers failed
to see that the goal of Ho and his supporters was limited to Vietnamese independence,
rather than the spread of global communism.
In the end, even though the American effort to block a communist takeover failed, and
North Vietnamese forces marched into Saigon in 1975, communism did not spread
throughout the rest of Southeast Asia. With the exception of Laos and Cambodia, the
nations of the region remained out of communist control.

Text Source: http://www.history.com/topics/domino-theory
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Name ____________________________________Date ______________________

DOMINO THEORY WORKSHEET
Directions: In your own words, how did the domino theory explain involvement in
Southeast Asia?
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
Direction: Imagine that you were a believed the Domino Theory. List the countries
you think will become "dominos" in the order that you predict they will fall beginning
with Vietnam. Use your Southeast Asia map for reference.
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
Directions: Draw your own picture that illustrates the Domino Theory.
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DOMINO THEORY DRAWING RUBRIC

Student: ____________________

Criteria

Excellent
5

Developing
3

Unsatisfactory
1

Part 1- In
your own
words, what
was the
Domino
Theory….

Able to
Attempt to
answer What answer What
and Why
and Why but
that relates with missing
to Vietnam
thoughts

Does not
attempt to
answer What
and Why at
all

Part 2Domino
Theory
illustration

Drawing has
7-9+
countries
labeled on
dominos

Drawing has
4-6 countries
labeled on
dominos

Drawing has
0-2 countries
labeled on
dominos

Part 3Domino
Theory
prediction

Able to
answer
question
with 5-7+
countries
prediction

Attempts to
answer
question
with 2-4
countries
prediction

Does not
attempt to
answer
question with
0-1 countries
prediction

Points

15-13= A
12-10= B
9-7=
C
6-5=
D
4- Below = Incomplete
Teacher’s Comment:
_____________________________________________________________________
_____________________________________________________________________
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LESSON TWO POWER POINT SLIDES
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LESSON PLAN III:
The Topography of Vietnam and Iraq that Altered U.S. Military Strategy
SUBJECT: Geography/World/American History
GRADE: 10-12
LESSON: This is the third lesson of the unit
LENGTH: 1-2 days

I.

OBJECTIVES: BTEOL, SWBAT individually compare and contrast 6
items about the topography of Vietnam and Iraq that altered U.S. military
strategy by filling out a Venn diagram.

II.

CONTENT STANDARDS:
H.S.S. 10.9.2 Analyze the causes of the Cold War, with the free world on
one side and Soviet client states on the other, including competition for
influence in such places as Egypt, the Congo, Vietnam, and Chile.
H.S.S. 10.9.3 Understand the importance of the Truman Doctrine and the
Marshall Plan, which established the pattern for America's postwar policy
of supplying economic and military aid to prevent the spread of
Communism and the resulting economic and political competition in areas
such as Southeast Asia (i.e., the Korean War, Vietnam War, Cuba, and
Africa).
In the eleventh grade, students again revisit U.S. foreign policy following
World War II (Standard 11.9), in which students will only briefly touch on
the “geopolitical consequence” that was the Vietnam War. (Standard
11.9.3)
The content standards relating to the topic are unfortunately few. The
Vietnam War is never explored in its own right but rather only included
sporadically as part of a bigger post-WWII, anti-communism American
foreign policy. Unlike events such as World War I and World War II,
which receive extensive attention in the curriculum, the Vietnam War is all
but skipped over. I feel that the Vietnam War was a pivotal point in U.S.
and World history, and as a result, I will be covering it in greater detail
than required by the standard
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I.

MATERIALS:
Quotes, Venn diagram, Prediction/ Picture Worksheet, Video Clip, article
and SEA map quiz.

II.

ANTICIPATORY SETS:
Teacher will scaffold and provide the focus and mode for participation for
today’s lesson

III.

PROCEDURES/ACTIVITIES:
Prepare quick write for students then a brief discussion will follow. Have
two quotes for students to analyze in TPS then as a whole class. Distribute
SEA map quiz. Following quiz, review Venn diagram (25 minutes)
Students fill in Venn diagram as teacher provide direct instruction of
information from power point. During this time, teacher will encourage and
ask critical questions. These questions are at teacher’s discretion. Students
are then instructed to complete rest of Venn diagram (20 minutes)
Distribute article; to be read aloud and discussed as a class (35 minutes)
If time permits, show video clip:
http://www.youtube.com/watch?v=rmBl3RGItAE (5 minutes) AND
http://www.history.com/videos/vietnam-war-tactics#vietnam-war-tactics (4
minutes) Homework, students will analyze 2 pictures and predict how the
landscape affected U.S. military strategy in Vietnam and Iraq conflict.

IV.

CLOSURE:
Brief class discussion; how the landscape in Vietnam diminished soldiers’
willingness and attitude to fight in Vietnam.

V.

EVALUATION:
Teacher will assess that the students participate in the listening and
discussion. This entails teacher judgment. Teacher will collect necessary
worksheets.
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QUOTES FOR DISCUSSION

Despite its remoteness, we were determined to preserve the independence of Laos
against a take-over backed by its neighbors to the north- Communist China and North
Vietnam. For the fall of Laos to Communism could mean the subsequent call- like a
tumbling row of dominoes- of its still-free neighbors, Cambodia and South Vietnam
and, in all probability, Thailand and Burma. Such a chain of events would open the
way to Communist seizure of all Southeast Asia.

-President Dwight D. Eisenhower in Waging the Peace

Although the country had little intrinsic value, its geographical position placed it in the
center of the Cold War in Southeast Asia. If Laos fell to the Communists, Thailand
might be next, according to the domino theory. And the collapse of Thailand would
lead to Communist domination of Southeast Asia--and perhaps beyond.

- William M. Leary, Professor of History at the University of Georgia.
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Name ____________________________________Date ______________________

Directions: Use the word bank below and label the following map.

SOUTHEAST ASIA MAP QUIZ

Vietnam
Dien Bien Phu
Ha Noi
Saigon
Ho Chi Minh City

MyLai
Cambodia
Phnom Penh
China
Laos
Vientiane
Thailand
Gulf of Tonkin
Gulf of Thailand
South China Sea
Mekong River
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Name _____________________________________Date ______________________
TOPOGRAPHY OF VIETNAM AND IRAQ
Directions: Complete the Venn diagram below to compare and contrast the following
category. Landscape, High/Low, Climate, Precipitation, Population, Natural Disaster

Vietnam

Iraq

The topography of _________________ and ___________________ are similar because:
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
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Second they are similar because
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
Third they are similar because
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
The topography of _________________and ____________________ are different because
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
Second they are different because
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
Third they are different because
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
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Fourth they are different because
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
Finally, the topography and Vietnam and Iraq are different because
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
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VIETCONG AND AMERICAN TACTICS
The Vietnam War did not seem like a fair match. The Americans had a huge army, money
and technology at their disposal while the Vietcong were an underground army, using
underground tactics. So why couldn't the Americans defeat the Vietcong?
The Vietcong's tactics
- They fought a guerrilla war, ambushing US patrols, setting booby traps and landmines,
and planting bombs in towns. They mingled in with the peasants, wearing ordinary
clothes. The Americans couldn't identify who the enemy was.
- They were supplied with rockets and weapons by China and Russia. They used the Ho
Chi Minh Trail - a jungle route through Laos and Cambodia - to supply their armies.
The Americans couldn't attack their supply routes without escalating the war.
- Their tactic was "hanging onto the belts" of the Americans - staying so close to the
Americans so they could not use air or artillery backup without killing their own men.
The Americans' tactics
- They fought a hi-tech war, using B52 bombers, artillery, helicopters, napalm and
defoliants (Agent Orange). This killed many innocent civilians, and failed to stop the
Vietcong guerrillas.
- They forced the peasants to leave Vietcong-controlled areas and made them live in
defended strategic hamlets in loyal areas. This created immense opposition, and allowed
Vietcong infiltrators into loyal areas.
- American troops were sent on patrols, and then supported by air and artillery when
attacked. This demoralised the soldiers, who realised they were being used just as bait.
- Search and destroy patrols went out looking for "Charlie", as they called the Vietcong.
But the patrols were very visible, and easy to ambush. This led to atrocities such as
"zippo raids" to burn villages, and the unprovoked massacre of peaceful villagers at My
Lai in 1968.
How effective the Americans were in their attempts to defeat the Vietcong's guerrilla
tactics.
Whether this statement is true: "The Vietcong's tactics helped them to defeat the
Americans; the Americans' tactics merely helped them to lose."
Source Text:
http://www.bbc.co.uk/schools/gcsebitesize/history/mwh/vietnam/thewarinvietnamrev1.sht
ml
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Name ____________________________________Date ______________________
HOMEWORK
Directions: Use the Venn diagram and the picture below to answer the following
question.

Because of the topography or landscape in Vietnam, in your opinion list 2 different
tactics U.S. can do to find and fight the Vietcong?
1.

2.

Because of the topography or landscape in Iraq, in your opinion list 2 different tactics
U.S. can do to find and fight the Al- Qaeda?
1.

2.
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LESSON THREE POWER POINT SLIDES
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LESSON PLAN IV:
The Hmong’s Alliance to the CIA During the Secret War in Laos
SUBJECT: World/American History
GRADE: 10-12
LESSON: This is the fourth lesson of the unit
LENGTH: 1-2 days

I.

OBJECTIVES: BTEOL, SWBAT will be to identify reasons for and
contribution of the Hmong’s alliance to the CIA during the Secret War in
Laos by writing a 3 paragraph essay.

II.

CONTENT STANDARDS:
H.S.S. 10.9.2 Analyze the causes of the Cold War, with the free world on
one side and Soviet client states on the other, including competition for
influence in such places as Egypt, the Congo, Vietnam, and Chile.
H.S.S. 10.9.3 Understand the importance of the Truman Doctrine and the
Marshall Plan, which established the pattern for America's postwar policy
of supplying economic and military aid to prevent the spread of
Communism and the resulting economic and political competition in areas
such as Southeast Asia (i.e., the Korean War, Vietnam War, Cuba, and
Africa).
In the eleventh grade, students again revisit U.S. foreign policy following
World War II (Standard 11.9), in which students will only briefly touch on
the “geopolitical consequence” that was the Vietnam War. (Standard
11.9.3)
The content standards relating to the topic are unfortunately few. The
Secret War is never explored in its own right but rather only included
sporadically as part of a bigger post-WWII, anti-communism American
foreign policy. Unlike events such as World War I and World War II,
which receive extensive attention in the curriculum, the Secret War and the
Hmong is all but skipped over. I feel that the Secret War was a pivotal
point in U.S. and World history, and as a result, I will be covering it in
greater detail than required by the standard
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III.

MATERIALS:

IV.

KWL chart, Power point, Secret War article, Passage on history of the
Hmong, Hmong Timeline, and Exit Letter.
ANTICIPATORY SETS:
Teacher will scaffold and provide the focus and mode for participation for
today’s lesson

V.

PROCEDURES/ACTIVITIES:
Provide quick write for students to answer. Show video clip as a review of
preview lesson. http://www.youtube.com/watch?v=GDzGj0mHMxM
A brief discussion will follow. (10 minutes)
Distribute KWL and write on board Secret War and Hmong. Pair students
to discuss and complete KWL. As a class, review KWL and have a
structure discussion of asking students if they have any Hmong friends and
if they know who the Hmong people are. These questions are at teacher's
discretion. Distribute article and read history of the Hmong aloud as a
class. Also review Hmong Timeline (30 minutes)
A power point of the Secret War and the Hmong contribution will be
introduced to students. Teacher will distribute Secret War reading and
students will in pairs and answer prepared questions by teacher. (30
minutes)
Show 5 minutes video clip.
http://www.youtube.com/watch?v=5mi68GYu64k
Have students share their thoughts/feeling in TPS then a class discussion.
(30 minutes)
Homework, students are to complete a 3 paragraph essay answering the
prompt provided by teacher. These questions and format of essay will be
provided at the discretion of the teacher.

VI.

CLOSURE:
Students will write an exit letter of what they learned today.
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VII.

EVALUATION:
Teacher will assess that the students participate in the listening and
discussion. This entails teacher judgment.
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Name _____________________________________Date ______________________
KWL Chart
Topic
What I know

What I want to know

What I learned
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HISTORY OF THE HMONG
Prior to the 1800s, the Hmong were indigenous peoples living along the plains
of the Yellow River in China. For centuries, they lived along these plains, peaceably,
th

but with a proud and independent spirit. In the 19 century, the expansionist
movements of the Imperial Han resulted in thousands of Hmong massacred and
displaced. Refusing to be dominated, the surviving Hmong took to the mountains for
protection. The mountains were difficult for a farming society, as was the Hmong
then. However, the mountains were less accessible and more defensible against the
imperialist Han. They lived and thrived in the mountains, moving only when
threatened. As expansionist pressures from the Han increased, so did migration of the
Hmong. By the 1800s, the Hmong found themselves forced to migrate into the
highlands of Southeast Asia. Laos was home to many Hmong by the early 1800s.

Since their forced migration from the plains of the Yellow River, the Hmong
experienced minimal stability. They continued to encounter new and often very
different geographic, climatic, economic and political situations, forcing them to adapt
or migrate. Between 1893 and 1954, the French government controlled Laos and
Hmong served in the French army, fighting against communist threat. From 1955 to
1973, the French left the region and in its place came the Americans. The United
States government recruited Hmong to fight in the Vietnam War as the secret army
until 1973. In 1973, the United States signed the Paris Peace Agreement on Indochina
and in accordance with that agreement, withdrew its troops and advisors from Laos,
South Vietnam and Cambodia. As a result, the north communist regime in Vietnam;
the Khmer Rouge in Cambodia and the communist Pathet Lao in Laos came into
power in 1975. Between 1975 and 1995 the communist Pathet Lao government killed
the Royal Lao family, former government officials, civil servants and many other
people, including those suspected of aiding forces that opposed the communist
government.

160
The Vietnam War caused even more migration of the Hmong. Many became
refugees in Thailand; others found themselves in other parts of Asia. Thousands were
granted refugee status in western countries, including the United States. Due to the
constant migration and poor census data collection in developing countries, there had
never been an accurate count of the population of Hmong. It was only estimated in
2000 that 400,000 Hmong lived in Laos and 300,000 in the United States. Today, the
largest concentrations of Hmong in the U.S. are in Wisconsin, Minnesota and
California.

Text Source: http://www.hrusa.org/indig/reports/hmong.shtm
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HISTORY OF THE HMONG – A TIMELINE

© 1997 Lao Family Community of Minnesota Inc. Hmong Cultural Training.
Materials may only be used if credit is given to Lao Family Community of Minnesota,
Inc. on each printed page.
• Prehistory
There are conflicting stories about early Hmong history. Some evidence shows that the
Hmong originated in Siberia, with pale or white skin and blonde hair. Oral history
makes reference to frozen lakes and wearing furs. The language, however, is clearly
linked to Chinese.

• B.C. to 400 A.D.
The first firm historical accounts can be traced back to the Hmong in China. Many
wars and uprisings were noted in early centuries. In response, the Hmong began
constant movement within China to maintain freedom and preserve their culture.
Some Chinese Dynasties welcomed the Hmong; most tried to enslave them. The term
Hmong came into use, often translated as meaning free or free people. Folktales
developed during this time and have been orally recited ever since, passing from
generation to generation.
See The Flood, a Hmong folk tale about the emergence of the Hmong.

• 400 - 900
A Hmong Kingdom was established in China with a hereditary monarchy. The
kingdom included very organized vil-lages and districts. Only the rulers and men
voted. The Hmong were involved in Chinese rule until they were defeated by the Sung
dynasty. They then returned to their nomadic existence.
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• 900
In different locations within China, the Hmong continued to fight and struggle for
independence. This time also included many years of peace.
© 1997 Lao Family Community of Minnesota Inc. Hmong Cultural Training.

• 1800
The Hmong were lured to northern Laos by rich, fertile land and the promise of
freedom in the seclusion of the Laotian mountains. Ten villages were established in a
few years.

• 1815
Friendly relations were enjoyed with neighboring villages during this time. Opium
was grown as the only cash crop.

• 1893
Laos fell to French rule. Many Hmong supported the French, others did not.

• 1940
France surrendered to the Nazis.

• 1949
Laos gained independence. The national symbol of Laos, displayed on its flag, is that
of a three-headed elephant with a white parasol on a five-step platform. The elephant
signifies the three 16th century kingdoms of Laos; the parasol is a symbol of royalty;
and the five steps of the platform stand for five commandments of Buddhism that
outlaw: killing, stealing, lying, adultery, and abuse of alcohol.

• 1950
Vang Pao, a famous Hmong military officer was assigned to spy for the French.
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• 1960
The American CIA spoke with Vang Pao to enlist his support in their fight against the
Vietnamese communists. In return for Hmong assistance, they would provide arms,
training, and food. The half million Hmong living in Laos at that time were organized
solely by clans. Since there was no means of mass communication, Vang Pao trekked
into the mountains to talk to the leaders. For their part, the Americans promised rice
and salt, and vowed to end communist rule.

• 1964
Vang Pao was named a General in the Royal Lao Army in 1964. About 30,000 Hmong
people fought against the Vietnamese, being paid an average 10 cents a day and the
promise of being taken care of by the U.S. government.

• 1975
The war ended and the Americans pulled out of Southeast Asia. 17,000 Hmong
soldiers were killed. 5,000 Hmong civilians perished as well. Vang Pao was ordered
by the CIA to leave Laos. The Pathet Lao (communists) began re-educating Hmong often in concentration camps. In retaliation for their support of the Americans, the
communist Lao waged chemical warfare against the Hmong. Many Hmong fled for
their lives to Thailand. 100,000 Hmong were killed.

• 1980
Another 100,000 Hmong fled to Thailand. Some stayed in refugee camps up to ten
years. Eventually, most were resettled in France and the U.S. Since the closing of the
refugee camps in 1995, thousands have returned to Laos where there are continuing
reports of torture and abuse. A few thousand Hmong people remain in Thailand.
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• Hmong in America: 2007
According to the 2000 census, approximately 170,000 foreign-born Hmong live in the
United States. Many more have arrived since then. Today, besides the foreign-born,
there are second and third generation Hmong Americans. The majority reside in
Minneapolis/St. Paul, MN; Fresno, CA; and Milwaukee, WI.
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SECRET WAR ARTICLE
In 1961, when the Vietnam War officially started, another war also waged. This war
was known as the Secret War and took place in Laos. Like its name the Secret War
was a total secret. The countries involved in the Secret War were the U.S., Thailand,
Laos, and North Vietnam. The preludes to the Secret War were differing opinions by
political parties on the governmental structure that would reign in Vietnam. This war
caused havoc and grief to the people that occupied the territories that became the
battlegrounds. In 1961 North Vietnam began advancing into South Vietnam, using
military forces, with the intentions of establishing communist type government in
Laos. The Pathet Lao, the communist Laos party, allied with North Vietnam while the
Royal Laotian party, party in power in Laos, allied with Thailand and the U.S.
Thailand perceived the threat in having Laos, its neighbor, being overtaken by the
communist regime. They knew that if Laos lost, then the natural progression would be
for them to be the next target for conquest. The United States of America (U.S.A.)
was/is considered the champions of democracy and joined the alliance because they
did not want communism to gain strength and spread. These three countries came
together and took on the task of stopping the spread of communism into Laos. This
war between communist Vietnam and the alliance was known as the Secret War.
Look for Cold War Policies and the Domino Theory
The Geneva Accords of 1954, was the first world country to send soldiers into third
world countries thus the U.S.A. needed find a way to help the fight against
communism. Thus, they recruited the Hmong and trained, paid, and provided military
weapons to them; for the purpose of engagement in guerrilla warfare against the North
Vietnamese.
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(Image from book: War in Laos)
Here is a picture of one of the first U.S. training groups.

(Image from book: War in Laos)
Here is a picture of Hmong guerillas getting briefing before.
Hmong soldiers rescued downed American pilots from enemy territories and defended
American outposts in Laos. One such outpost was an airport by the name of Luang
Prabang. Whole groups of Hmong soldiers risked and lost their lives to save one
American pilot. They also attacked many North Vietnamese convoys that were using
the Ho Chi Minh trail, which cross Northern Laos from North Vietnam into South
Vietnam. By attacking these supplies thousands of U.S. soldiers did not die in South
Vietnam. The Hmong adult male population was decimated toward the end of the war
and to make up the difference, children were recruited, trained in the same tactics and
strategies of war and sent to combat. Thailand’s also trained Hmong, formed them into
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guerrilla groups, and provided air support for them when in combat. They valiantly
fought for their cause throughout the entire Secret War.
When the U.S. withdrew its troops from South Vietnam in 1975, they also withdrew
the training teams, military weapons, and financial support from Laos and the Hmong.
This action weakened the Laotian government and Hmong guerillas army that
depended on that support. The Pathet Lao communist party eventually took over Laos
and the Hmong that were left behind were seen as a threat and persecuted. Deserted by
their U.S. allies, the Hmong had to flee to Thailand for refuge. The Secret War ended
in the same year as the Vietnam War—1975. The Hmong did not feel this finality, for
to this day they still are persecuted

(Image from book: War in Laos)
Here is a picture of boys that have been trained as soldiers.

Text source: http://library.thinkquest.org/trio/TR0110763/secretWar.html
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LESSON FOUR POWER POINT SLIDES
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LESSON PLAN V:
The Consequences for the Hmong when the CIA Retreated in Southeast Asia
SUBJECT: World/American History
GRADE: 10-12
LESSON: This is the fifth lesson of the unit
LENGTH: 2 days

I.

OBJECTIVES: BTEOL, SWBAT will be to evaluate the consequences
for the H/Mong when the CIA retreated in Southeast Asia by reading and
summarizing six articles.

II.

CONTENT STANDARDS:
H.S.S. 10.9.2 Analyze the causes of the Cold War, with the free world on
one side and Soviet client states on the other, including competition for
influence in such places as Egypt, the Congo, Vietnam, and Chile.
H.S.S. 10.9.3 Understand the importance of the Truman Doctrine and the
Marshall Plan, which established the pattern for America's postwar policy
of supplying economic and military aid to prevent the spread of
Communism and the resulting economic and political competition in areas
such as Southeast Asia (i.e., the Korean War, Vietnam War, Cuba, and
Africa).
In the eleventh grade, students again revisit U.S. foreign policy following
World War II (Standard 11.9), in which students will only briefly touch on
the “geopolitical consequence” that was the Vietnam War. (Standard
11.9.3)

III.

MATERIALS:
Quick Write, Review Timeline, Articles (6)

IV.

ANTICIPATORY SETS:
Teacher will scaffold and provide the focus and mode for participation for
today’s lesson
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V.

PROCEDURES/ACTIVITIES:
Provide write quick for students. Following a brief class discussion show
students video http://www.youtube.com/watch?v= (25 minutes)
Review previous lesson and scaffold today's lesson topic; (provide real life
scenarios that student are able to relate to then connect it with the topic)
Topics that can be cover care after math of wars, consequences for
innocent people, rebuilding efforts. This is at the discretion of the teacher
(30 minutes)
Teacher will place each article at different stations. It is at the discretion of
teacher which and how many articles to choose for this lesson. Students
spend 10 minutes at each table and read aloud an article then summarize
assigned articles each with at least 1-2 paragraphs. Provide cue for each
group to rotate until all five articles have been read and summarized. A
class discussion will follow paired with power point. As a class, visit web
link
http://www.time.com/time/photogallery/0,29307,2005687_2168270,00.htm
l. Following preview of link, show video clip
http://www.youtube.com/watch?v=5mi68GYu64k (50 minutes)

VI.

CLOSURE:
Students will write an exit letter of what they learned today.

VII.

EVALUATION:
Teacher will assess that the students participate in the listening, and
discussion. This entails teacher judgment. Teacher will collect summary
from students at the conclusion of the lesson.
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ARTICLE 1
The Impact of War and Relocation
War and relocation transformed Hmong social and cultural life. In the resettlement
centers, Hmong were forced to live in small temporary huts, made from whatever
material was at hand, rather than in their traditional houses carefully constructed
according to principles of geomancy and with separate spaces set aside to honor a
family’s protective spirits. As the number of war widows with children grew, the
traditional but relatively rare custom of polygamy became more widespread as a form
of social support, with surviving male relatives incorporating these fatherless families
into their own.
The most drastic change brought about by life in the resettlement centers was the loss
of self-sufficiency. With neither enough land nor enough able-bodied men to grow
their own food, the once self-sufficient Hmong became dependent on U.S. food
airdrops, and a generation of Hmong children grew up without the traditional
knowledge of farming.
War and relocation also had the effect of uprooting the Hmong from their isolation,
bringing them into increasing contact with the Lao, as well as with other ethnic
groups. Life in larger settlements brought exposure to modern technology—to guns
and planes, helicopters and trucks, farming machinery and electronic equipment—and
to a market economy. In The Ravens, his 1987 book about the secret war in Laos,
Christopher Robbins describes Long Tieng, the military center for the war and with a
population of 30,000, the largest Hmong settlement in the world: “Some enterprising
Hmong built an ice factory, while others opened restaurants. There were
photographers and Hmong dentists; Hmong became tailors, bakers, cobblers, and radio
repairmen. A new cottage industry, the fabrication of brooms, blossomed in the
outlying villages giving employment to over 200 Hmong families.” Another Hmong
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enterprise flourished after dirt roads linking three of the major centers were
constructed, and Hmong converted military jeeps into taxis.
For Hmong youth, life in the resettlement centers brought new educational
opportunities. In elementary schools funded by the United States Agency for
International Development, Hmong children learned to read and write in Lao and
French. Graduates attended a six-month teacher training program; others went on to
secondary-level schools in the capital city, Vientiane. A small number managed to get
scholarships to pursue higher education in France, the United States, Canada, and
Australia.
Under the Pathet Lao
The war in Laos officially ended in 1973, with the formation of the coalition
government between the U.S.-backed Royal Lao government (RLG) and the North
Vietnam-backed Pathet Lao. Under the terms of the agreement, the Pathet Lao brought
soldiers and policemen into the administrative and royal capitals of Vientiane and
Luang Phrabang. In April 1975, in concert with events in Vietnam and Cambodia, the
coalition government began to unravel as the Pathet Lao gained strength. After the
RLG defense minister resigned and then escaped to Thailand, several RLG generals
followed suit. On May 14, Vang Pao, the Hmong military leader, also fled to Thailand,
after airlifting between 1,000 and 3,000 of his followers from Long Tieng to Thailand.
With their leader gone, and amidst reports of Pathet Lao reprisals against the Hmong,
tens of thousands of Hmong men, women, and children began a long and dangerous
trek across mountains and through jungle, working their way toward the Mekong
River and eventually into makeshift refugee camps in northern Thailand. Many died
along the way. Some were killed in skirmishes with Pathet Lao and North Vietnamese
soldiers; others died of disease and starvation or drowned crossing the Mekong River.
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A larger group of some 60,000 Hmong retreated to the Phu Bia Massif south of the
Plain of Jars. From there, remnants of the CIA’s secret army organized themselves
into a messianic resistance movement, known as Chao Fa, or Lords of the Sky.
Believing themselves immune to bullets, members of the movement attacked Pathet
Lao soldiers, blocked roads, and blew up bridges and food convoys. In 1978, the new
Lao government, with the help of the North Vietnamese air force, finally defeated the
Phu Bia-based resistance, using napalm and possibly chemical agents. Because the
resistance fighters lived with their families, many civilians were also killed and
injured. The defeat effectively ended the resistance, although a small number of
diehard rebels continued to fight on through the 1980s and 1990s, using the Ban Vinai
refugee camp in Thailand as a sanctuary and support base.
Not all the Hmong who had sided with the United States opted to flee or fight. Many
quietly returned to their villages, hoping to work out an accommodation with the new
regime. An estimated 2,000 to 3,000 Hmong were sent to re-education centers—
known euphemistically in Lao as samana (‘seminar’) camps—reserved for members
of the old regime. In these camps, political prisoners served three- to five-year terms
or longer, working hard under rugged conditions with little food and medicine. While
it is not known how many people died in these camps, many did not return. A 2004
report by Grant Evans for the United Nations High Commissioner for Refugees
(UNHCR) notes that “to this day relatives have never been informed officially of what
happened to fathers, sons, or loved ones.”

Source Text: www.culturalorientation.net/.../The+Hmong,+Culture+Profile.pdf
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ARTICLE 2
Hillary Clinton Visits Laos In Historic Visit
By Bradley Klapper 07/11/12 10:09 PM ET

U.S. Secretary of State Hillary Rodham Clinton place flowers at a statue after during a
tour of the Ho Phra Keo Temple, in Vientiane, Laos, Wednesday, July 11, 2012. (AP
Photo/Brendon Smialowski, Pool)
VIENTIANE, Laos — Decades after the U.S. gave Laos a horrific distinction as the
world's most heavily bombed nation per person, Secretary of State Hillary Rodham
Clinton pledged Wednesday to help get rid of millions of unexploded bombs that still
pockmark the impoverished country – and still kill.
The U.S. dropped more than 2 million tons of bombs on the North Vietnamese ally
during its "secret war" between 1964 and 1973 – about a ton of ordnance for each
Laotian man, woman and child. That exceeded the amount dropped on Germany and
Japan together in World War II.
Four decades later, American weapons are still claiming lives. When the war ended,
about a third of some 270 million cluster bombs dropped on Laos had failed to
detonate. More than 20,000 people have been killed in Laos since then by ordnance,
according to Laos' government, and agricultural development has been stymied.
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Clinton, gauging whether the nation can evolve into a new foothold of American
influence in Asia, met with the prime minister and foreign minister, part of a weeklong
diplomatic tour of Southeast Asia. The goal is to bolster America's standing in some of
the fastest growing markets of the world, and counter China's expanding economic,
diplomatic and military dominance of the region.
Clinton said she and Laotian leaders "traced the arc of our relationship from
addressing the tragic legacies of the past to finding a way to being partners of the
future."
Laos is the latest test case of the Obama administration's efforts to "pivot" U.S. foreign
policy away from the long wars in Afghanistan and Iraq. The efforts follow a long
period of estrangement between Washington and a former Cold War-era foe, and
come as U.S. relations also warm with countries such as Myanmar and Vietnam.
In her meetings, Clinton discussed environmental concerns over a proposed dam on
the Mekong River as well as investment opportunities and the joint efforts to clean up
the unexploded bombs dropped across Laos over what was once called the Ho Chi
Minh trail. Greater American support for programs in these fields will be included in a
multimillion-dollar initiative for Southeast Asia to be announced later this week.
Clinton visited a Buddhist temple and a U.S.-funded prosthetic center for victims of
American munitions. There, she met a man named Phongsavath Souliyalat, who told
her how he had lost both his hands and his eyesight from a cluster bomb on his 16th
birthday, four years ago.
"We have to do more," Clinton told him. "That's one of the reasons I wanted to come
here today, so that we can tell more people about the work that we should be doing
together." Although the U.S. bombed Laos to loosen its alliance with the North

179
Vietnamese, the current Vietnamese government focuses its efforts in Laos on
recovering its own dead, more than cleaning up unexploded bombs.
Cleanup has been excruciatingly slow. The Washington-based Legacies of War says
only 1 percent of contaminated lands have been cleared and has called on Washington
to provide far greater assistance. The State Department has provided $47 million since
1997, though a larger effort could make Laos "bomb-free in our lifetimes," California
Rep. Mike Honda argued Wednesday.
"Let us mend the wounds of the past together so that Laos can begin a new legacy of
peace," he said.
The U.S. is spending $9 million this year on cleanup operations for unexploded
ordnance in Laos and is likely to offer more in the coming days.
It is part of a larger Obama administration effort to reorient the direction of U.S.
diplomacy and commercial policy as the world's most populous continent becomes the
center of the global economy over the next century. It is also a reaction to China's
expanding influence.
The last U.S. secretary of state to visit Laos was John Foster Dulles in 1955. His plane
landed after a water buffalo was cleared from the tarmac.
At that time, the mountainous, sparsely populated nation was near the center of U.S.
foreign policy. On leaving office, President Dwight D. Eisenhower warned his
successor, John F. Kennedy, that if Laos fell to the communists, all Southeast Asia
could be lost as well.
While Vietnam ended up the focal point of America's "domino theory" foreign policy,
Laos was drawn deeply into the conflict as the U.S. helped support its anti-communist
forces and bombed North Vietnamese supply lines and bases.
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Landlocked and impoverished Laos offers fewer resources than its far larger neighbors
and has lagged in Asia's economic boom. It remains one of the poorest countries in
Asia, even as it hopes to boost its development with accession soon to the World
Trade Organization.
In recent years, China has stepped up as Laos' principal source of assistance, with
loans and grants of up to $350 million over the past two decades. But like many others
in its region, Laos' government is wary of Beijing's intentions. And it has kept an
envious eye on neighboring Vietnam's 40 percent surge in commercial trade with the
United States over the past two years, as well as the sudden rapprochement between
the U.S. and nearby Myanmar.
Persistent human rights issues stand in the way of closer relations with Washington.
The U.S. remains concerned about the plight of the ethnic Hmong minority, most of
whom fled the country after fighting for a U.S.-backed guerilla army during the
Vietnam War. Nearly 250,000 resettled in the United States. The U.S. has pressed
Laos to respect the rights of returnees from neighboring countries.
Washington also has been seeking greater cooperation from Laos on the search for
U.S. soldiers missing in action since the Vietnam War. More than 300 Americans
remain unaccounted for in Laos.
And the U.S. is pressing the Laotian government to hold off on a proposed $3.5 billion
dam project across the Mekong River. The dam would be the first across the river's
mainstream and has sparked a barrage of opposition from neighboring countries and
environmental groups, which warn that tens of millions of livelihoods could be at
stake.
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The project is currently on hold, and Washington hopes to stall it further with the
promise of funds for new environmental studies.

Source Text: http://www.huffingtonpost.com/2012/07/11/hillary-clintonlaow_n_1665494.html
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ARTICLE 3
Thai army starts deporting Hmong to Laos
Despite global outcry, some 4,000 to be returned to communist country

Sukree Sukplang / REUTERS
The first batch of ethnic Hmong people are guarded by the military on a truck on the
way out of the Ban Huay Nam Khao camp to the border with Laos on Monday
PHETCHABUN, Thailand — Thailand sent army troops with shields and batons to
evict some 4,000 ethnic Hmong asylum seekers Monday and send them back to Laos
despite strong objections from the U.S. and rights groups who fear they will face
persecution.
Under tight security, more than 1,000 of the Hmong were loaded onto covered military
trucks and driven out of the camp toward buses waiting near the Lao border, Thai
authorities said. Journalists kept at a distance from the camp could see many children
inside the trucks.
With the eviction under way, the United States called for it to stop.
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"The United States strongly urges Thai authorities to suspend this operation," U.S.
State Department spokesman Ian Kelly said in a statement, noting that the United
Nations and Thailand in the past had deemed that many of the Hmong in this group
were "in need of protection because of the threats they might face in Laos."
The Hmong, an ethnic minority group from Laos' rugged mountains, helped U.S.
forces during the Vietnam War. Many Hmong fought under CIA advisers during the
so-called "secret war" in Laos before it fell to the communists in 1975.
The Hmong claim they have been persecuted by the Lao government ever since.
More than 300,000 Laotians, mostly Hmong, are known to have fled to Thailand since
1975. Most were either repatriated to Laos or resettled in third countries, particularly
the United States — but Washington has said it has no plans to resettle more Hmong.
‘It went very well’
Thai Prime Minister Abhisit Vejjajiva commended the smooth start of the operation.
"It went very well. There was no resistance from the Hmong, and we will try to send
them all back," Abhisit told reporters, adding that Thailand had received "confirmation
from the Lao government that these Hmong will have a better life."
The Thai government claims most of the Hmong are economic migrants who entered
the country illegally and have no claims to refugee status. The group was being held at
an overcrowded camp in northern Thailand that the government wants to close.
The Thai army's coordinator for the operation, Col. Thana Charuwat, said 5,000
soldiers, officials and civilian volunteers were involved in the eviction. He said the
troops carried no firearms and that their shields and batons met international standards
for dealing with situations in which people are being moved against their will.
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Two dozen trucks with about 20 soldiers each could be seen heading toward the
refugee camp early Monday. A large contingent of troops already were inside the
sealed-off camp. Journalists and independent observers were barred from the camp
and were allowed no closer than a press center about seven miles away.
The army hoped to complete the operation within 24 hours, Thana said Monday,
adding that 2,100 of the Hmong had agreed to leave voluntarily and the army was
trying to persuade the rest.
‘These are our citizens’
The Hmong were being driven out of the camp in military trucks and would then be
put on buses going to the Thai border town of Nong Khai, and then across to Laos,
heading to the Paksane district in the central province of Bolikhamsai, Thana said.
Laos Foreign Ministry spokesman Khenthong Nuanthasing rejected international
concerns about the Hmong's well-being saying the government has a "humanitarian
policy" it will adhere to for their resettlement.
"These are our citizens and we have to take care of them," Khenthong told The
Associated Press in a telephone interview.
He said that the group would initially be placed in a temporary shelter and then housed
in two "development villages" — in Bolikhamsai province and in Vientiane province
— where each family will receive a house and a plot of land. He said international
observers will be welcome to visit the villages once the resettlement is completed.
In the past, Lao officials were quoted as saying that the Hmong are not Lao citizens,
comments that Khenthong dismissed as individual opinions that were not government
policy.
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Deportation called ‘appalling’
Human rights groups had expressed fear that the Hmong would resist, as they have
during smaller-scale repatriations, and that the eviction could turn violent.
New York-based Human Rights Watch on Monday called the deportation "appalling"
and a low point for Abhisit's government.
"As a result of what Thailand has done to the Lao Hmong today, Prime Minister
Abhisit sinks Thailand's record on contempt for human rights and international law to
a new low," said Sunai Phasuk, a Thai representative for Human Rights Watch.
In recent days, troops had confiscated mobile phones and jammed mobile phone
signals inside the camp, complicating efforts to monitor the deportation, Sunai said.
"It never happens smoothly," Sunai said. "If the Hmong resist it and there is an
eruption of violence, the army may react in full force."

Source Text:
http://www.msnbc.msn.com/id/34604993/ns/world_newsasia_pacific/t/thai-armystarts-deporting-hmong-laos/#.UFp_Gnr4IW
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ARTICLE 4
The Hmong Plight Continues as the US Continues their Abandonment
The Abandonment of the Hmong by the US Continues
Why has the United States turned its back on some of the bravest and loyal people that
stood by our side during the Vietnam War? The so-called “Secret War”, which began
during the early 1960’s, continues to remain secret in many ways – it is becoming
more apparent to me, that the United States and especially the CIA has turned its back
on The Hmong and they will face continued suppression at best, and possible genocide
at worst. How better to keep a “secret” than to ensure the people that might have
knowledge of same, quietly disappear
The CIA began to recruit and train the indigenous Hmong people in Laos to join the
US in fighting the Vietnam War in the early 1960’s. Over 50% of The Hmong men in
Laos were supported by the CIA to join fighting the “Secret War”. Their primary
responsibility was to block the Ho Chi Minh Trail which was the main military supply
route from the north to the south of Vietnam. The Hmong put themselves in great
danger but their loyalty to the US never wavered. They were indeed heroes, saving
many Allied forces from capture, imprisonment and death. From 1967 – 1971, close
to 4,000 Hmong soldiers were killed and over 5,000 injured and disabled. Between
1962 – 1975, over 12,000 Hmong died fighting against the Pathet Lao – what many
consider to be the Lao equivalent to The Viet Cong, and who eventually took control
of Laos. Following the US withdrawal from the region in 1975, we abandoned the
Hmong. They were left to escape their country of origin and most fled to Thailand
where they have lived in UN refugee camps ever since. Still others continue to evade
capture as they continue to live in the jungles and mountains as they continue to be
hunted and apprehended by the local governments. A few have been able to escape
and migrate to western countries.
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During December, 2009, Thailand forced over 4,700 Hmong refugees back to the
regime in Laos. Several hundred if not more, have been unaccounted for, and the
worst is believed to be occurring – Hmong men have been beaten and have been
subjected to food deprivation to ensure they sign confessions, presumably regarding
their participation during the “Secret War” as well as to intimidate the other members
of the Hmong and ensure they remain silent – about the war and certainly about the
Lao Government and its officials. With signed confessions in hand, the Lao officials
are probably hoping that this week’s delegation of US and Thai officials, as well as by
journalists, will go as planned – remain silent. In fact, it has been reported that The
Hmong who have been forcibly returned to Laos have had hundreds, if not more,
removed from the “settlement camps” and scattered throughout Laos to remote
prisons. Keep them silent? How better to keep any information from them from
reaching the masses then to remove them from any possible contact with non-Lao
officials or journalists? Perhaps to silence them permanently – which many fear has
already begun. Approximately 8,000 members of The Hmong who have been forcibly
repatriated to Laos from 2007 -2009 are missing. Many of these brave men, women
and children attempted to petition the United Nations High Commissioner for
Refugees at their Bangkok Headquarters for political asylum. The result? Forced
back to Laos by the Thai Army against their wishes – but certainly favored by the Lao
Government, and apparently the US, to keep the silence, silent.
During July, 2009, a US Delegation led by the principal deputy assistant secretary for
the State Department’s Bureau of Population, Refugees and Migration, visited the
Hmong in two refugee camps in Thailand. Nothing was resolved, and to make matters
worse, mixed signals were sent to The Hmong People – they had indeed been given
the impression that they would be granted asylum and allowed to enter the United
States. What the Assistant Secretary did do, was to meet privately with Thai Military
officers and a handful of The Hmong. He never met with the thousands of Hmong
that were in the camps. Instead, upon his return to the US, he issued a press statement
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saying the US had no plans for a massive resettlement, but they would consider
referrals on a case-by-case basis. The US delegation demanded an appropriate and
transparent screening process to identify those detainees who may have protection
concerns. “Those Lao Hmong who are found to be in need of protection should not be
forcibly returned to Laos”, it said. The repatriation plan could not be enforced easily
since it runs against the Hmong’s freewill, notably those who claimed they are close
associates of the CIA and fear suppression from the Lao government. The Lao
Military dismissed any such allegations and “guaranteed that no Hmong would be
punished upon return to Laos”.
One interesting and alarming issue is this – it is estimated that several hundred of The
Hmong who had close ties to the CIA are indeed in several of the many camps now,
presumably back in Laos. The entire Hmong population is being held, however. Can
the US not utilize its records and negotiate on behalf of those few hundred and have
they as well as the entire Hmong people freed from Laos, refugee camps, or the
jungles and mountains? There are many who seek asylum in the US for a variety of
reasons. There are no other foreign people who deserve asylum in the US, or a
western country of The Hmong’s choice, then the Hmong. In my opinion, The Hmong
have indeed, more of a right, as a result of what they did to help their American allies
during the Vietnam War. Let us not forget, that Thailand also participated in the
“Secret War”.
In 1993, Vue Mai, a former Hmong soldier who had been recruited by the U.S.
Embassy in Bangkok to return to Laos as proof of the repatriation program’s success,
disappeared in Vientiane. According to the U.S. Committee for Refugees, he was
arrested by Lao security forces and was never seen again. According to Amnesty
International, at least nine Lao protest leaders have disappeared in Laos following
their arrest in Vientiane on November 2, 2009. “Guaranteed that no Hmong would be
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punished upon return to Laos”. Interesting comment. My definition of “guaranteed”
is very different.
There are not only those Hmong who have been placed into refugee camps, or perhaps
“re-education” camps by now. There are in fact, many brave Hmong who continue to
evade capture. An investigative reporter met and spoke with several Hmong in the
mountains. The following quote, by a former CIA recruit is very telling. “I am CIA.
In 1970 Mr. Jerry gave me this M79 and told me to shoot enemy,” this Hmong fighter
and former “secret war” recruit says in a perfect American accent, as he waves a
battered grenade-launcher in the air.”We have lost thousands of troops for America –
when the Laos soldiers kill us they feel like they have killed an America soldier. The
CIA must come and save us.” He continues “At least before, we thought we could
escape to Thailand but now we have no place to run to,” as he looks over to a
mountain just three miles away. “We can’t keep running, soon we will all die here.
Just over that mountain is where the enemy is and as we speak they are hunting us
down with dogs – it’s just a matter of time before they attack us again.”
The CIA had the wherewithal and all the resources required, to recruit the Hmong for
the “Secret War”. Nearly 50 years later, they can certainly extract anyone they chose
from any mountain top or jungle. Not doing so for The Hmong, whether it be our CIA
to perform extraction missions clandestinely, or the organized removal, with all
Government’s involved approval, for those Hmong in refugee camps and elsewhere,
by doing nothing is, a disgrace. The US has clearly turned their backs on The Hmong
who remain in Southeast Asia. What “secrets” remain preventing the US and the UN
from performing the necessary humanitarian work and free all Hmong from ongoing
persecution?
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Source Text: http://www.veteranstoday.com/2010/02/27/the-hmong-plight-continuesas-the-us-continues-their-abandonment/
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ARTICLE FIVE
ABANDONED ARMY
Insurgency in Laos
Laos' forgotten rebels battle for survival 30 years after CIA recruited them, Hmong
fear surrendering to communist government
Nelson Rand, Chronicle Foreign Service - Monday, June
14, 2004
Xaysomboune Special Zone, Laos -- At the age of 12,
Moua Toua Ther was recruited by the CIA to fight
communism. At 14, he lost his left hand from a bullet
wound. At 17, the United States left him with three
choices: surrender, flee or fight. He chose the last. Thirty
years later, his army long forgotten, Ther still holds out
against the government of the Lao People's Democratic
Republic.
"We thought the Americans would surely come back and help us," Ther says from
his jungle hideout in the mountains of northern Laos. "But they never did." Instead,
he and a dwindling band of loyalists are battling for survival from continuous
government military campaigns, with little assistance from their former paymasters.
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"If they aren't killed by the military, they will die of starvation," said Ger Vang, a
Laotian Hmong tribesman who now lives in California's Central Valley and works
with a Hmong lobbying group pressing the Bush administration to do something.
In the 1960s and '70s, the CIA recruited mainly Hmong tribesmen from the hills of
Laos to join a secret army to fight the
communist Pathet Lao and the North
Vietnamese, who used Laos as part of a supply
line known as the Ho Chi Minh Trail to move
troops and equipment into South Vietnam. They
paid a heavy price -- more than 17,000 were
killed and an estimated 50,000 Hmong civilians
died.
When U.S. forces withdrew from Vietnam in
1973 and the Pathet Lao assumed power two
years later, thousands of Hmong fled to
neighboring Thailand and eventually resettled
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a Lao army offensive in a war the government denies exists.
"There is no rebellion or group of insurgents," Lao foreign ministry spokesman Yong
Chantalangsy has told Agence France-Presse.
Last year, two European journalists and their Lao American translator were
sentenced to 15 years in prison for "obstructing police and possessing illegal
explosives," for reporting on Hmong rebels, according to the Paris- based Reporters
Without Borders. After an international outcry by Reporters Without Borders and
other freedom of press groups, the three were released.
In recent months, Hmong activists say large numbers of Hmong fighters have been
emerging from the jungles to surrender to government authorities, who have
promised to resettle tribes from remote mountain areas to lowland villages and
towns. But human rights groups say that since the government does not allow
international observers to verify its resettlement efforts, they have no information
about the fate of those who surrendered. There have been allegations of torture,
imprisonment and summary executions.
"Until independent monitors are given access to people who have come down from
the mountains, we just don't know what is going on," said Daniel Alberman, a
researcher on Southeast Asia for Amnesty International.
Hmong commanders say there are 21 rebel groups in Laos with about 17,000 fighters
and family members. Lao insurgent organizations with no ties to the Hmong veterans
of the Vietnam War have sprouted in recent years, attacking government outposts
and bombing markets and restaurants in the capital, Vientiane.
Ther's group of 2,000 has been surrounded by government troops since January and
has lost 180 members, mainly noncombatants, say the group's commanders. Many of
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his rebels are ready to surrender if their safety can be guaranteed by a third party
such as the United Nations. They say they are afraid of being imprisoned or sent to a
re- education camp.
Ly Dang was interned in such a camp in 1975 after turning himself in along with
thousands of officers, soldiers, police and government officials. He says he suffered
harsh labor and torture until his release in 1983. Three years later, he joined Ther's
group because of fear of being sent to another camp. "I just want to leave (the
jungle), but it is very, very difficult," said Dang, now 50.
Ther's group has moved its
makeshift jungle camps of bamboo
shelters 12 times since the beginning
of the year to avoid the Lao army.
"We are the same as animals in the
forest," said a 46-year-old fighter
named Ly See Xeng, who claims to
have participated in 122 battles in
the past 30 years without injury.

Hmong women in northern Laos desperately
seek food and medical supplies for their

The insurgents fight mainly with M16 and AK-47 assault rifles and M-

beleaguered rebel families. Photo by Nelson
Rand, special to the Chronicle

79 grenade launchers left over from
the Vietnam War. Some ammunition had been bought with funds provided by
Hmong Americans smuggled to the insurgents by corrupt army officials or
sympathetic Hmong civilians.
But the Hmong fighters are in no position to launch an effective attack and typically
fight either to defend themselves or simply harass government forces.
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On a recent morning, a heavy mist filled a mountain valley, making it impossible for
Hmong military leaders to see their target -- a government outpost. When the fog
finally lifted, a commander radioed four men waiting for instructions to attack. They
fired about 20 rounds and lobbed three grenades before fleeing.
The rebels lack food and medicine. Hunger has become their major enemy and there
have been deaths from starvation. Since government offensives have prevented them
from cultivating rice, their main food is a type of boiled yam.
Last month, the U.S. House of Representatives passed a resolution urging Lao
authorities to stop alleged violence against Hmong rebels. The measure urges the
Laotian government to provide human rights and humanitarian groups unrestricted
access to closed military zones. It was only the second such measure specific to Laos
passed by the House since the end of the Vietnam War.
At the urging of Sens. Herb Kohl and Russ Feingold, both Wisconsin Democrats,
Secretary of State Colin Powell told a Senate hearing recently that he would contact
U.N. Secretary-General Kofi Annan about sending a U.N. fact- finding mission to
Laos to ensure the safety of Hmong rebels who stop fighting.
"We must do all we can to help them and their families," Kohl said. "We will forever
be indebted to these brave men and women and their families for the service they
provided American forces during the Vietnam War."
Kohl and Feingold have also been pushing for additional funds to help the
resettlement of 15,000 Hmong refugees in Thailand, most of whom are expected to
join the 200,000 to 300,000 Hmong Americans, who have settled mainly in
Wisconsin, Minnesota and California's Central Valley.

196
In the Central Valley, the Fact Finding Commission, a Hmong lobbying group based
in Oroville (Butte County), has been pressuring Congress, the U.S. State Department
and the United Nations to provide humanitarian aid to the Hmong in Laos and
Thailand. They say preventing insurgents from farming is a new strategy for
pressuring Hmong fighters to surrender.
"The Lao government is keeping the people far away from food sources," said Ger
Vang, a commission member who fled Laos in 1979. Indeed, children in Ther's
group are malnourished and wear torn clothes patched with bamboo thread. There is
only one medic, who treats shrapnel wounds with traditional medicines from plants
and trees and disease by invoking spirits. Some 16 people from Ther's group have
died from illness since January.
"All we want is food, medicine and a place to live," said Xeng. "All I have is my
family and my weapon."
"We helped America fight communism," added Ther. "In 1975, they left and we ran
into the forest. Now we ask for their help. We are all about to die."

Text Source: http://www.foreignprisoners.com/news-laos34.html
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ARTICLE SIX
Update:
Still A Secret War
Part II
August 2007
by Roger Arnold
In late December 2006 I flew to Fresno, Calif., to witness Hmong New Year
celebrations and meet a CIA legend – Hmong General Vang Pao. I was nervous and
excited. Vang Pao has a reputation that is as gray as the fog of war. His detractors say
he is a con man and a killer. Many who fought with him say he was fearless against
insurmountable odds defending his homeland, always loyal to the U.S., and perhaps
the greatest guerilla leader of the 20th century. For many Hmong he remains godlike.
I first met Vang Pao when his motorcade of five vans loaded with an entourage of 20
to 30 of his advisors and bodyguards arrived at a small restaurant in Fresno. When
Vang Pao emerged, I found he was with his former mentor – an even bigger CIA
legend – Bill Lair, who recruited Vang Pao for the CIA in 1961 and masterminded
the initial phases of the "Secret War" in Laos.

Fresno, Calif. Retired CIA agent Bill Lair (right) with Retired General Vang Pao at
Hmong New Year celebrations, Fresno, Calif., Dec. 29, 2006.
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Bill Lair was the agent who recruited Vang Pao and the Hmong for the CIA in 1961.
At the left is Vang Pao's alleged co-conspirator, Harrison Jack. On June 4, 2007,
Vang Pao, Harrison Jack and nine co-conspirators were charged in U.S. Federal
Court with plotting to overthrow the government of Laos. The men were caught in an
FBI sting operation called "Tarnished Eagle" for allegedly trying to purchase
weapons, including AK-47s, Stinger missiles, and other explosive weapons.

Despite their linked past it was an odd pairing. Lair had kept his distance from Vang
Pao for 30 years, precisely because he was afraid his presence would lend credibility
to any plans Vang Pao might have to return to Laos. And Vang Pao has never been
shy about his desire to replace the communist government of Laos with a democratic
one. Despite this, at age 83, it was probably hard for Lair not to accept Vang Pao's
invitation to speak at the Hmong New Year, educating younger Hmong about their
heritage.
I am one of few journalists that have been to the remote mountains of Laos to
document the plight of the desperate Hmong resistance and refugees still hiding in
the jungles 30 years after the Vietnam conflict. Seeing Vang Pao and Bill Lair
together caused me to flash back to that moment six months before when I was in the
mountains of Laos.
On July 4, 2006, I gathered my camera gear and prepared to leave the jungle. The
Hmong jungle people gathered around the bamboo hut constructed for my visit.
Some cried, others smiled; they had high expectations. All their hopes for freedom
and a normal life rested with me.
As an American many just assumed I must be CIA, or an agent from their former
ally. It was really the only inference they could draw. Many had hidden here in the
jungle since the U.S. pulled out of Laos at the end of the Vietnam conflict.
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In 1961, when the first CIA agent, Bill Lair, arrived to recruit the Hmong, he came
out of the sky in a helicopter. He picked a Hmong leader named Vang Pao to lead the
Hmong in counterinsurgency. Their mission was to defend the Kingdom of Laos
from a small band of invading communist insurgents and the massive North
Vietnamese Army.
The Americans gave Vang Pao god-like powers via the U.S. military machine. If a
remote village needed pigs – pigs would parachute from the sky. Guns and military
hardware fell in abundance and soon the Hmong were scoring brilliant ambushes on
communist insurgents. If Hmong villages were threatened, they called Vang Pao and
aluminum supersonic birds swept in, demolishing their enemies. If the Hmong
wanted money – it fell too.
It was all a bit much for mountain people with no education, most never having seen
a car, but it fit perfectly with their animist beliefs. The Hmong had always prayed to
the spirits in the sky, and Hmong lore was centered on a god that would one day
descend from the sky and establish a Hmong Kingdom. For many Hmong it was clear
– the prophecy had come.
I had come to document their plight, specifically an alleged massacre in which the
Lao Army ambushed 26 Hmong who were looking for food in the forest. Only one
adult male was killed; the others were all women and children. Five suffered injuries
and five babies died in the days that followed because their dead mothers could not
breast-feed them. Sadly this is nothing new. The communist Lao government has
reportedly massacred thousands of Hmong since seizing power in 1975.
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Laos Bla Za Fang, 80 years old, holds his battered American-made AR-15 he used as
part of the CIA Secret Army, hiding in the jungle near Vang Vieng, Laos, July 3,
2006. He fought for the French when they held Laos as a colony and later fought for
the CIA working in demolition teams to sabotage the North Vietnamese Army
invading Laos. On Oct. 10, 2006, 438 people from his group surrendered to Lao
authorities - and vanished - despite promises by the Lao government that they would
treat them well. He fled to Thailand as a UNHCR refugee and is currently in extreme
danger of forced deportation by the Thai Military Junta.
On Oct. 10, 2006, 438 people from the group I photographed surrendered to Lao
authorities and vanished despite promises from the Lao government that they would
be well treated. The rest are currently refugees in Thailand and are in extreme danger
of being forcibly deported by the Thai Military Junta.
Back in Fresno, I reached out to shake Vang Pao's hand, while these memories from
the jungle raced through my mind.
Vang Pao greeted me graciously and granted me an audience for about 45 minutes.
His English was much better than I expected. I learned he spoke seven languages, and
at age 77, after having spent decades on the front lines of a brutal war, he still looked
strong. And then we were off in his motorcade. It was Hmong New Year in Fresno
and there were thousands of Hmong Americans dressed in traditional clothing
celebrating their Laotian heritage. It was beautiful to see and provided a stark
economic contrast to the living conditions of most Hmong in Laos today.
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Thailand A refugee, Tong Her, holding his UNHCR refugee certificate in Thailand.
He escaped from the jungles of Laos after half his face was shot off by the
communist Lao Army. On Jan. 30th, 2007, Thai authorities tried to forcibly deport
Tong Her along with 152 other refugees. The deportation was postponed after the
Hmong men barricaded their jail cell and threatened mass suicide if they were
forcibly sent back to Laos where they face possible torture and death. The men
reportedly declared, "We would rather die in Thailand than be sent back to Laos."
(Deporting recognized refugees is an illegal act against a principle of international
law called non-refoulment.) On Oct. 10, 2006, 438 people from Tong Her's group
surrendered to Lao authorities - and vanished, despite promises by the Lao
government that they would treat them well.

I remember photographing Bill Lair and Vang Pao sitting together in this rarest of
moments, surrounded by thousands of Hmong whom they helped immigrate to a
better life. However, another man with white hair kept getting in the frame of my
camera, talking to Vang Pao, and it greatly annoyed me at the time. This same man or
one of his associates soon took the microphone, imploring the thousands of Hmong to
buy "HERO (Hmong Emergency Relief Operation) bottled water," the proceeds
which were to go to refugees in Thailand who had fled persecution in Laos. It turns
out this man was retired Lieutenant Colonel Harrison Jack, a West Point Graduate,
Army Ranger and Vietnam veteran.
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On June 4, 2007, Harrison Jack, Vang Pao and many Hmong I had met were arrested
by U.S. government agents for plotting to overthrow the government of Laos.
Whether Vang Pao is guilty or not, this all must seem very strange to him. Hmong
resistance groups have operated freely in the U.S. for more than 30 years, sometimes
launching attacks in Laos with the full knowledge – some say encouragement – of the
U.S. government (at least until the end of the Cold War).
During the Secret War, Vang Pao was given a VIP tour of the White House and many
important leaders including congressmen visited him in Laos, making all kinds of
promises. When the American public got tired of Vietnam many of those same
important leaders lied, claiming they knew nothing about Laos or the secret war. The
politicians thus deceived Americans to save their own jobs from the voters'
discontent. This action led to the abandonment of the Hmong and the slaughter of
thousands of Hmong by the communists who acted like war criminals. This is just
one of several times in U.S. political history when we walked away, leaving
populations vulnerable.
And this is what Vang Pao's attorneys will base their defense on. In 2006 alone up to
1,000 Hmong hiding in the jungles of Laos surrendered to Lao authorities due to Lao
military pressure, an inability to defend themselves and lack of food or medicine. All
of these Hmong have vanished and Washington has not held the communist Lao
government accountable. And Thailand continues to forcibly deport Hmong asylum
seekers, 160 of which immediately went missing in Laos on June 9, 2007, five days
after Vang Pao's arrest. Vang Pao and many Hmong have for years been actively
lobbying the American government for humanitarian intervention in Laos, so given
some of the circumstances it is hard to fault him for his resolve.

203
Vang Pao may be guilty of a lot of things that don't make for pleasant conversation –
then again, he may not be. It may be all part of his legend and myth. And whatever
bad things he may have done, the U.S. government has known about it for a long
time.
One thing most experts agree on is that Hmong American resistance groups have
usually lied to and encouraged the Hmong in the jungles of Laos to stay and resist,
promising help is on the way. Meanwhile, they raise funds in the name of the
resistance (using Vang Pao's name, often without permission) but instead use the
money for fancy homes and cars. But again, the U.S. government has known about
this for a long time too.
As for the American government, it maintains a large well-funded staff searching for
MIAs in Laos and in 2004 the two governments signed a free-trade agreement. And
the U.S. has yet to give a proper accounting of the Agent Orange it dumped on Laos,
presumably to protect Dow Chemical from more lawsuits. Yet to my knowledge, it
has not a single staff member who is dedicated full-time to help resolve the Hmong
issue in Laos.
The most criminal thing about this is not that Vang Pao is being charged but that so
many others are not. What is the fate of the U.S. leaders who approved dropping 90
million cluster bombs and voluminous amounts of Agent Orange (experimental
weapons) on Laos?
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Thailand Tense scenes at the Nong Khai Immigration Detention Center in Thailand,
Jan. 30, 2007, as authorities tried to deport 152 Hmong refugees back to Laos. The
deportation was postponed after the Hmong men barricaded their jail cell and
threatened mass suicide if they were forcibly sent back to Laos where they face
possible torture and death. The men reportedly declared, "We would rather die in
Thailand than be sent back to Laos."

And what about the worst culprits, the communist leaders of Laos who promised "A
Glorious Revolution" and instead massacred thousands of Hmong? The leaders of
Laos have plunged that country into economic darkness for decades despite massive
revenues from mining, hydroelectric power, timber and humanitarian aid. The tiny
kleptocratic Lao elite continue to ensure that the average Laotian enjoys one of the
lowest life expectancies anywhere in the world. Lao leaders consistently offer lies
and sticks instead of carrots to the Hmong in the jungle. Over the years they have
promised good treatment if the Hmong in the jungle surrender and then those Hmong
usually go missing with no accounting to anyone. Some are treated OK, some are
raped, some are tortured, some are killed. It is reportedly happening right now and
the world is doing nothing. Washington is doing nothing.
Like the Hmong in the jungles of Laos today, Vang Pao was born into a culture of
war. He fought to save his homeland from the invading Vietnamese communists for
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almost three decades, longer than any American ever. When the Americans arrived
they turned Vang Pao into a Hmong god and for a while he probably felt like one.
However, approximately 35,000 Hmong were killed fighting with their allies, the
Americans; this allowed the U.S. to avoid committing ground troops (body bags) to
Laos. Many thousands more Hmong were massacred by the Lao and Vietnamese
when American politicians abandoned them.
Many American servicemen returned from Vietnam after serving a two-year tour
suffering from post-traumatic stress. When Vang Pao arrived in America, there was
no VA or counselors to help with what he had seen. He had lost his country, been
injured in action, fought on the front lines of dirty wars for 30 years and thousands of
his comrades and relatives were dead. Since 1975 he has had to listen to reports
coming out of Laos reporting the same kinds of tragedy for his people. He listens
with a handful of old CIA friends who helped process thousands of refugees while
the communists carried out their atrocities.
I don't know what Vang Pao thinks but you have to wonder what this experience
would do to a man. How did all of this affect him? How would it affect you? If Vang
Pao is guilty, what about the Lao government? Is this American justice? In the words
of retired Brigadier General Hiene Alderholt, "Vang Pao's a son of a bitch, but he is
our son of a bitch

Text Source: http://digitaljournalist.org/issue0708/still-a-secret-war-part-ii.html
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LESSON FIVE POWER POINT SLIDES
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LESSON PLAN VI:
Hmong Military Figure the Late General Vang Pao and his
Contribution During the Secret War
SUBJECT: World/American History
GRADE: 10-12
LESSON: This is the sixth lesson of the unit
LENGTH: 2 days

I.

OBJECTIVES: BTEOL, SWBAT will be to identify H/Mong military
figure the late General Vang Pao and his contribution during the Secret
War by writing a letter to his family.

II.

CONTENT STANDARDS:
H.S.S. 10.9.2 Analyze the causes of the Cold War, with the free world on
one side and Soviet client states on the other, including competition for
influence in such places as Egypt, the Congo, Vietnam, and Chile.
H.S.S. 10.9.3 Understand the importance of the Truman Doctrine and the
Marshall Plan, which established the pattern for America's postwar policy
of supplying economic and military aid to prevent the spread of
Communism and the resulting economic and political competition in areas
such as Southeast Asia (i.e., the Korean War, Vietnam War, Cuba, and
Africa).
In the eleventh grade, students again revisit U.S. foreign policy following
World War II (Standard 11.9), in which students will only briefly touch on
the “geopolitical consequence” that was the Vietnam War. (Standard
11.9.3)
The content standards relating to the topic are unfortunately few. The
Vietnam War is never explored in its own right but rather only included
sporadically as part of a bigger post-WWII, anti-communism American
foreign policy. Unlike events such as World War I and World War II,
which receive extensive attention in the curriculum, the Vietnam War is all
but skipped over. I feel that the Vietnam War was a pivotal point in U.S.
and World history, and as a result, I will be covering it in greater detail
than required by the standard
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III.

MATERIALS:

IV.

Articles (3), Letter frames, and Exit letter.
ANTICIPATORY SETS:
Teacher will scaffold and provide the focus and mode for participation for
today’s lesson

V.

PROCEDURES/ACTIVITIES:
Provide quick write that leads into today’s topic. Briefly review prompt
then show video clip: http://www.youtube.com/watch?v=TEY5YAQ8PcM
following video clip have a class discussion. (It is at the discretion of the
teacher as to how long student will view video clip) Have student lead the
discussion while teacher facilitate (35 minutes) At the discretion of the
teacher, have students name some American leaders and their contribution
to American history, such as but is not limited to Washington, Lincoln,
King.
Introduce Vang Pao. Articles of Vang Pao will be distributed to students
paired with guiding questions for students to answer. Questions are at the
discretion of the teacher. Students are to work in groups of 3. A class
discussion will follow. (30 minutes)
Review letter format and provide sentence frames for students to write a
letter to the wife of the late General Vang Pao. Letters will be taken home
to finish. (30 minutes)

VI.

CLOSURE:
Show students video clip
http://www.youtube.com/watch?v=dEHsE1xbAP8. Students will write an
exit letter of what they learned today.

VII.

EVALUATION:
Teacher will assess that the students participate in the listening and
discussion. This entails teacher judgment.
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ARTICLE 1
Fond Farewells
Vang Pao
Guerrilla Leader, 81
By Emily Rauhala Wednesday, Dec. 14, 2011

John Dominis / time life pictures / getty images
He was born in the Laotian jungle in 1929 and died Jan. 6 in suburban Clovis, Calif.
Along the way, General Vang Pao, son of Hmong farmers, became a key, if
controversial, American ally and the symbolic father of a persecuted people.
Vang Pao, who was 81, is best known for his role in America's "secret war," a covert,
CIA-backed campaign against Laos' Viet Cong-aligned leaders during the Vietnam
War. In the lead-up to war, North Vietnamese forces cut tracks through the Laotian
jungle, creating the supply route now known as the Ho Chi Minh Trail. Laos was also
at war, split between the communist Pathet Lao and the Royal Lao forces. The
Americans teamed up with the latter, working with Vang Pao and a band of guerrilla
fighters to disrupt the North's network of trails. For Vang Pao's 15-year fight against
Southeast Asia's communists, former CIA chief William Colby once called him "the
biggest hero of the Vietnam War."
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But Vang Pao's relationship with the U.S. — as with his homeland — was always
complicated. In 2007, after a lengthy investigation known as Operation Tarnished
Eagle, the ex-CIA operative was arrested for plotting to overthrow the Laotian
government. He was charged under the U.S. Neutrality Act, a security clause that
prohibits actions on American soil against foreign governments with whom
Washington is at peace. Federal prosecutors alleged Vang Pao, then 77, and several
colleagues were funding guerrilla fighters living in Laos. Vang Pao didn't deny the
charge but countered that the CIA was well aware of his plans to send American
weapons to his former comrades in arms. The case against him, which drew outrage,
was later dropped.
It was not the first time the general felt he had been slighted by Washington. In 1975,
after Saigon fell, Vang Pao and his fighters were all but abandoned. Thousands were
killed, and tens of thousands took to the hills or traveled overland to camps in
neighboring Thailand. Some languish there still. Vang Pao was among the 100,000 or
so Hmong who eventually made it to the U.S., where they were "resettled," primarily
in California, Minnesota and Wisconsin. But America's erstwhile allies were not
welcomed as heroes — far from it. The government did not officially acknowledge
Hmong fighters until 1997. That year, Washington recognized their heroism with a
small copper plaque. Vang Pao and some 3,000 veterans attended the ceremony.
Vang Pao's exile in America was spent advocating for Hmong refugees and bolstering
the resistance movement in Laos. He helped found the United Lao National Liberation
Front and spoke out against the forced repatriation of Hmong refugees living in Thai
camps. At 80, he vowed to return to Laos to help broker peace between his people and
the country's communist leaders; those leaders said they'd execute him if he tried.
Vang Pao, like so many of the Hmong, never got to go home.
This text originally appeared in the Jan. 24, 2011 issue of TIME magazine.
Source Text:
http://www.time.com/time/specials/packages/article/0,28804,2101745_2102136_2102
247,00.html
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ARTICLE 2

by Richard Wanglue Vang
Milwaukee, WI --- A ceremony to the opening of an elementary school named after
General Vang Pao will be held on September 8, 2012 at 10:00AM in Fresno,
California.
The Fresno Unified School Board unanimously approved naming a new southeast
elementary school in honor of the late Hmong leader, General Vang Pao early in
February 2012.
The general's name was one of the top ten candidates out of 116 submissions.
Members of the Hmong community gathered 10 thousand signatures in support of
naming a school in his honor. A man they referred to as their father, and a leader
comparable to George Washington, Abraham Lincoln, or Martin Luther King.
The elementary school named after General Vang Pao built on an 8-acre plot of land
near Tenth and Heaten Streets.
Many Hmong from the Fresno city area as well as from other cities and states will be
joining the opening ceremony.

Source Text: http://shrdo.com/index.php/suabhmong-news/hmong-news/1455-aceremony-opening-a-school-named-after-general-vang-pao-september-8-2012-at-1000am-in-fresno-ca
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ARTICLE 3
General Vang Pao legacy

BY WAMENG MOUA, HMONG TODAY
February 03, 2011
His body is riddled with bullet scars suffered from his many years of warfare. Having
survived through multiple assassination attempts, airplane crashes and even a carpet
bombing, many observers make the claim that this man may have been divinely
indestructible.
But on January 6, 2011, General Vang Pao, beloved leader of the Hmong people, lost
his final battle to pneumonia, and ultimately a heart finally expired.
After a ten-day stay at a Fresno area hospital, Nais Phoos Vaj Pov took his last breath
and shared his last heart-beat with loved ones huddled closely by his bedside.
His death, much like the rest of his life, seemed to play out like a Hollywood script.
For one thing, the timing of his death coincides with the 50th year anniversary of the
famous first meeting between the General and Col. James "Bill" Lair, the CIA
operative whose alliance with the General would seal the fate of the Hmong thereafter.
Also, to die just days after appearing one last time at his favorite public event, the
Hmong International New Year in Fresno, would also seem to be a great coincidence
suitable for a movie script.
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Observers on that day, December 26, recall that only minutes after delivering his
annual Hmong New Year blessing at the Fresno County Fair Grounds, the General
was rushed to the hospital after family members noticed his health deteriorate before
their eyes.
They say the General's steps were a bit more timid and his breath a bit more shortwinded that morning. He was in obvious pain all day. During his last public speech,
his voice cracked with emotions as he seemed to know this would be his last
opportunity to be in front of his people [this speech is transcribed on page 3].
"Immediately after we got into the van, the General asked us to send to his home in
Southern California-a five hour drive," recalled Ge Vang, a nephew who was with the
General that day. "But we told him he would need to check into a nearby hospital. He
never made it back home."
Ten days later, including a short reprise where he sat conscious and communicable for
a few more hours, doctors would say that the General's frail 81-year-old heart had
finally come to a stop.
Those who know him best, however, say that the General's heart never stopped. On
the contrary, they say that although the General's body may have died, his heart and
his spirit will live forever for the Hmong.
"The Moses" of the Hmong
Gen. Vang Pao will be known in history books as the charismatic military commander
of the "Secret Army" who fought alongside the Americans in the Vietnam War. To the
Hmong, however, the legacy of Gen. Vang Pao transcends far beyond his wartime
heroics.
"Txiv" (or "Father"), as he is known by those closest to him, is revered as the "Moses
of the Hmong."
As the Biblical figure Moses lead the Hebrew out of slavery and into the Promised
Land, Gen. Vang Pao is credited by many with leading his people out of the stoneages and into the world scene.
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Born in 1929 in Xieng Khouang Province, Laos, Vang Pao is one of twelve children
born to Phutong Neng Chue Vang and Chong Thao. Like most Hmong at the time, the
Vang family survived by subsistence farming and trading goods grown on their
mountainous farmlands.
At this time in history, the Hmong were still called "Meo"-a derogatory term used
widely by the majority of the outside world. Economically speaking, it is no
exaggeration to say that the "Meo" in Laos were some of poorest people on earth.
"When I was 13-years-old," explained the General during a taped interview. "I saw
how we Hmong would come down from the mountains in our bare feet and get treated
like some kind of wild animal by the storekeepers and merchants in the towns. 'Meo,
Meo, Meo' they would taunt us, making me feel bad about our position in the world.
That day, I made my commitment to love and improve the Hmong people and have
given all my heart ever since."
The next 20 years of his life would be devoted to raising his status in the French and
Lao military. By the time he met with Col. Lair of the CIA in 1961, Vang Pao would
have already established himself as one of the most respected military commanders in
the country of Laos.
"We searched for this man for a long time," recalled Col. Lair. "And when we finally
did meet, he definitely lived up to his reputation as a good soldier and a good man."
This meeting would forever change the fate of Vang Pao and subsequently the fate of
the Hmong people. By agreeing to fight the Communist, Vang Pao would be at the
helm of what would turn out to be the biggest clandestine operation the United States
has ever undertaken.
Col. Lair remembers an impassioned man who expressed his fundamental dislike for
the Communist.
"If you give us guns, we will fight them," said the brash leader of the Hmong.
With American funding, Vang Pao's "Secret Army"- in essence fighting as
mercenaries of the American government--would bravely hold off the Communist
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Pathet Lao and North Vietnamese for the next 15 years.
Despite being embroiled with the war, Gen. Vang Pao was equally as passionate about
developing the emergence of the Hmong people. He was instrumental in erecting
school houses and establishing health clinics in remote Hmong villages in Laos.
Although often overlooked, Gen. Vang Pao may have sparked the revolution towards
gender equity in the Hmong culture.
His insistence that female students be recruited to fill the Nurse Troop in essence
opened the door for Hmong women to roles and status completely unimaginable at this
time in the patriarchal male-dominated Hmong culture.
These pioneering young girls emerged from their traditional house-bound roles,
paving the way for women's rights which continues to evolve rabidly in the Hmong
culture.
Historian Roger Warner compares the achievements of those young women in the
Nurse Troop to the elite corps of Hmong airplane pilots who famously flew the T-28
fighter planes.
"By developing the Nurse Troop, Gen. Vang Pao helped to change the entire
landscape of the Hmong culture," proclaimed Warner. "And now look how far
Hmong-American women have come."
As he reached the latter years of his life, Gen. Vang Pao often mentioned that
domestic issues in Hmong households was something he wished to resolve.
"The husband has to know how to respect the wife as he respects himself. And the
wife has to be a good role model so that you can be a good example for your family
and children," Gen. Vang Pao declared at a conference in Wausau, WI in 2009.
Despite only having a third-grade education himself, Gen. Vang Pao cherished
education for his people. Allocating money he received to fund the war, the General
with Superintendent Moua Lia helped to establish the first ever teacher training
program for Hmong students which helped to create a pool of qualified teachers who
then were dispersed throughout the countryside.
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This act would mark the first time in recorded history when Hmong families of all
social classes would have open access to education.
"Gen. Vang Pao was both a military leader and a social development genius,"
proclaimed Vang Xang, a long-time advisor to the General. "He would be in battle all
day and then come to his office to overlook the large amounts of paperwork needed
for his social programs until well past night time. No matter the stress he faced in
fighting the Communist, he never lost the drive to improve his people."
Despite his many wartime heroics, Gen. Vang Pao himself never spoke much of what
he did in the war. On the contrary, whenever he had the opportunity to talk about the
past, he often mentioned his education initiatives as the achievement he was most
proud of.
"When I was born, there were only a small handful of Hmong in the entire country of
Laos who knew how to read and write," explained the General in previous interviews.
"But now in America, we have hundreds of doctors, lawyers and professionals who
are all very successful because of education. This is what I dreamed for the Hmong
people when I was just a small boy, but because we now live in a rich country with
opportunities and equality, it has gone beyond even my dreams."
From an outsider's view, Gen. Vang Pao's ability to unite the Hmong people was
among his biggest strengths.
In the 2008 documentary The Most Secret Place on Earth, the Long Cheng CIA case
officer Vincent Lawrence remembered the General's leadership qualities.
"He had a way of connecting to the common, utterly illiterate, opium-smoking
Hmong, who lived way up in the mountains ... he was an extraordinarily charismatic
leader."
Had the Americans won the Vietnam War, Roger Warner proclaims Vang Pao would
have become the Prime Minister of Laos.
"No doubt in my mind," said Warner, whose articles on the Vietnam War era have
appeared in some of the country's top publications. "Everybody respected Vang Pao,
so much so that at one point, high level Americans were calling Vang Pao the best
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military commander in all of South East Asia. He would simply be known as Our Man
in Laos."
With accomplishments by other extraordinary individuals like Dr. Yang Dao who
became the first Hmong to obtain a Ph.D in 1972, the Hmong were emerging in the
world's eyes.
Vang Xang recalls the sweeping changes in Laos and attributes those changes to the
respect that Gen. Vang Pao had earned for the Hmong people.
"The attitude that Lao people had towards the Hmong changed nearly overnight. One
day they couldn't even look at us. The next day they respected us. All because of men
like Gen. Vang Pao. When this man spoke, even Kings opened their ears."
In America, some 35 years after most Hmong fled war-torn Laos, the General's
leadership and influence never seemed to disappear, especially for those who were
from the war generation.
Nearly every Hmong household has one or more images of Gen. Vang Pao hanging on
their walls, video tapes or books.
This is a man who lived a grueling lifestyle of appearing publicly all throughout the
Hmong world up to the very last minute of his life. Whether it be a New Year
Celebration in Fresno or a Domestic Violence Conference in Wausau, Wisconsin,
Gen. Vang Pao would make an honest effort to attend these events when asked.
"My father is always happy to see people," said Sisouk Vang, one of the General's 18
sons.
And no matter where he went, the General was treated with VIP honors worthy of a
head-of-state. Swarms of bodyguards would follow the General's every move while
nearly everybody in the room would respectfully stand up to receive him.
"For the Hmong people, he could almost be considered a religious leader, much like
the Dalai Lama is for the Tibetans," stated a Vang Pao follower. "For many of us,
Gen. Vang Pao is like a prophet who promised he would bring the Hmong people out
of the darkness, and his prophecy became true."
When the General was arrested by U.S. federal agents in 2007 and charged with
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conspiring to overthrow the country of Laos, the long-lived relevancy of his leadership
proved to carry over to the newer generations--as illustrated when thousands of
Hmong of all ages spilled to the streets in protest.
"We felt betrayed because when our glorious leader was hauled off into a cell in
chains, the ENTIRE community felt as though we were all stuck in a cell with him,"
announced 29-year-old Pamela Xiong during a rally in St. Paul. "We no longer noticed
the comfort of our own freedom and every day we felt prison walls closing in on the
sacrifice our people had made for this country."
Although the General suffered physically from the hardship of being arrested, charged
and incarcerated for over a month before bail was allowed, this new found passion
being exuded by his people helped to lift his spirits.

In an interview conducted immediately after the Federal government dismissed the
charges against him in 2009, the General's eyes glowed with pride when he talked
about the enthusiasm and love that Hmong youth displayed to him since his arrest.
"To see the young, the old, the men and the women out there uniting as one people to
show their support, it means everything to me. My work is still not finished. The
Hmong still need me."
While it could be said that the impact Gen. Vang Pao had in Laos was based on his
military might, the body of work since arriving in America proved that he was not
only a soldier, but also a diplomat.
Among some of the more remarkable accomplishments Gen. Vang Pao contributed
after coming to America was: the creation of Lao Family, the first non-profit
organization dedicated to acclimating the Hmong into their new land;
He is also credited with creating the 18-Clan Council, a community run organization
which acts as a council of elected clan leaders whose role is to regulate, facilitate and
advocate for Hmong-American communities all throughout the United States;
The General also sponsored and guided Dr. Pobzeb Vang to officially register the
name "Hmong" into the United Nations registry in 1994, changing it from its former
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name at the UN, "Meo";
And he was also instrumental in helping to pass the Hmong Veterans Naturalization
Act of 2000, a landmark bill which allowed thousands of Hmong veterans to receive
an English language waiver on the American Citizenship requirements, thus allowing
them to vote and receive benefits-a factor that has helped to elect Hmong-Americans
into key political offices since then.
"He never laid down to rest when it came to advocating for and improving the lives of
the Hmong people," said Vang Xang. "Even though he was in great pain and suffering,
he insisted on giving his speech at the International Hmong New Year in Fresno. He
shared his last heartbeat with his people."
Vang Pao the Warrior
"General Vang was the biggest hero of the Vietnam War," proclaimed former CIA
chief William Colby.
"For 10 years, Vang Pao's soldiers held the growing North Vietnamese forces to
approximately the same battle lines they held in 1962. And significantly for
Americans, the 70,000 North Vietnamese engaged in Laos were not available to add to
the forces fighting Americans and South Vietnamese in South Vietnam."
Historically speaking, Gen. Vang Pao was the direct contact between American
intelligence and the "Secret War" in South East Asia. Despite its 'secrecy' this military
operation would become so complex that by 1969, Long Cheng, the covert
headquarters where the General resided, became the busiest airport in the world in
terms of daily flights.
What made the General's leadership so amazing to the world is how he was able to
craft a super effective fighting force out of a people who were technologically behind
by a hundred years or more.
"Sure we knew they had some fighting capabilities, with their homemade cross bows
and flint rifles from the 1800s," recalls Col. Bill Lair, the American CIA Operative
who met Vang Pao in 1961. "But we were amazed at how quickly the Hmong would
learn things. We got the first battalion ready to fight within 3 days of training."
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For the next 15 years, Gen. Vang Pao led a successful campaign to hold off the
Communist forces, paying the price with heavy casualties and a depleted Hmong
population. There are estimates that say nearly a third of the entire Hmong male
population perished in the war.
By the time the Americans withdrew from South East Asia, the Hmong forces
consisted of barely more than boys and wounded soldiers, recalls one Hmong veteran.
"We continued to fight because we still believed in the General. When he left Laos, it
was like the world ended for us Hmong. We had no choice but to get out of this
country."
The reason why so many Hmong people believed in Vang Pao, the veterans say, is
because Vang Pao was in the front lines with them all the way.
"The first soldier to wake up every single morning was Gen. Vang Pao," recalls Vang
Xang, who was head of ammunitions at the secret headquarters in Long Cheng. "He
would pick up his load of ammunitions for that day, get into his personal airplane, and
then come back with the day's assessment before many of the other soldiers were
awake."
His ability to survive through near-death experiences brought him to near mythical
levels. Eye witnesses say this man had the ability to dodge bullets and walk away from
sure death situations.
Col. Bill Lair was with him on one such occasion in the jungles of Laos when a bullet
ripped into the General's chest area.

He stuck his index finger into the bullet hole, reached into the wound and proclaimed,
"It's OK, bullet no hit organs," recalled Lair.
Hmong Today was able to view an older X-ray of Gen. Vang Pao to confirm
numerous wounds throughout his body, including organs that were suspended to his
body with wires and screws. His right arm contains metallic parts and chunks of his
body are missing.
"This is a man walking on borrowed time," quipped the provider of the X-ray-who

222
wished to remain anonymous. "If you count the number of ailments and wounds he
had, Gen. Vang Pao had more than nine lives."
Starting his military career at the age of 13, Vang Pao worked as an interpreter for
French commandos who were in Laos to organize Anti-Japanese resistance.
Performing a number of important duties, Vang Pao's abilities were recognized
throughout the military ranks.
It was said of his raw military skills such as shooting and fighting that Vang Pao
would rank with the best of them. In 1950, a young 21-year-old Vang Pao graduated
7th in his class from an elite French Police Academy in Laos.
In terms of communications, Vang Pao was considered to be a highly effective
commander and extremely charismatic both with high ranking officials and those he
led.
Although never formally trained, Vang Pao had some command in English, French
and Vietnamese. He was a master, however, when speaking Hmong, Lao and Thai.
"All these years, I can't remember one time when communication was an issue for me
and the General," commented Col. Lair. "We could both understand the same two
languages of English and Thai, so that's how we communicated."
After the First Indochina War ended in 1954, Vang Pao would elevate to being
commissioned as a major general in 1964, the first and only Hmong to ever hold that
rank in the Royal Lao army.
"I was Commander of Military Region Two," explained Gen. Vang Pao himself. "At
any given time, I had 22,000 soldiers under my command and also about 450,000
civilians. In addition, I was in charge of the ten minority hill-tribes in Laos. My duties
at that time were to stop North Vietnamese from supplying war materials to the Viet
Cong...and also to rescue downed American pilots."
The General hesitates for half-a-minute before continuing.
"The Hmong sacrificed the most in the war and were the ones who suffered the most."
At the near end of the General's life, he publicly reached out to the current Lao
government-the Communist enemy who he battled all his life-to make amends.
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His proposal to meet with current Lao officials in the middle of the Thai-Lao
Friendship Bridge was utterly rejected by the Communist Lao Government.
As reported in Thailand's The Nation, Lao government spokesperson Khenthong
Nuanthasing said bluntly, that if Vang Pao were to step foot in Laos, they would have
to kill him based on the "death sentence that was handed down against him in absentia
by the Lao People's Court after the present regime took power in 1975."
Commenting on Vang Pao's death, Khenthong remarked that such news about the
former Hmong general was not worthy of comment.
"He is an ordinary person, so we do not have any reaction."
Despite the failed attempt to make amends, it was making the effort to make amends
that mattered to the General, explained Roger Warner.
"It's a familiar sight throughout history where the old soldier reaches out to his old
enemy to close that chapter for good," Warner commented. "It was one last attempt to
see his beloved homeland."
With his passing, Gen. Vang Pao's family is seeking special permission from the U.S.
government to bury their father with full military honors at the Arlington National
Cemetery.
With letters written by a number of Congressmen in support of such an honor, either
the Secretary of Defense or the Secretary of Veterans Affairs will need to make this
decision. Having never officially fought in an American military branch, General
Vang Pao's legacy as one of America's best friends is in the hands of the Obama
administration.
It should be kept in mind that because of the involvement of the Hmong people, with
this man as the leader, thousands of American lives were spared because "Hmong
people took bullets for us."
The acclaimed attorney John Keker may have stated it best when he was asked what
motivated him to represent Gen. Vang Pao pro-bono (for free) in the federal
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conspiracy case: "This man is not only a hero to the Hmong. He is a hero to America
as well."

Text Source: http://www.tcdailyplanet.net/news/2011/02/03/general-vang-pao-legacy
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To Whom It May Concern,

My name is_______________________________ and I am a ___________________
at ________________ School. For the past week, my class has been learning about the
Vietnam War and the recruitment of the Hmong by the U.S. We learned that the
Hmong_______________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
Also, we learned that the Hmong __________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
It is important to learn about people and individuals that have contributed to the
history of America because_______________________________________________
_____________________________________________________________________
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_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________.
Another reason is______________________________________________________
_____________________________________________________________________
_____________________________________________________________________
____________________________________________________________________.
I am writing this letter to you is because I learned that General Vang Pao played a
major role in the secret alliance with American during the Secret War.
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________.
Secondly, I learned that Vang Pao__________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
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Finally, ______________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________.

Sincerely,
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CURRENT BILL STATUS

MEASURE : A.B. No. 78
AUTHOR(S)
: Reyes (Coauthors: Correa, Maddox, and Samuelian).
TOPIC
: Education: curriculum.
+LAST AMENDED DATE : 06/17/2003

TYPE OF BILL :
Inactive
Non-Urgency
Non-Appropriations
Majority Vote Required
Non-State-Mandated Local Program
Non-Fiscal
Non-Tax Levy
LAST HIST. ACT. DATE: 07/10/2003
LAST HIST. ACTION
: Chaptered by Secretary of State - Chapter
44, Statutes of 2003.
TITLE

: An act to add Section 51221.4 to the Education Code,
relating to curriculum.

Text Source: http://www.leginfo.ca.gov/pub/03-04/bill/asm/ab_00510100/ab_78_bill_20030711_status.html
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COMPLETE BILL HISTORY
BILL NUMBER : A.B. No. 78
AUTHOR : Reyes
TOPIC
: Education: curriculum.
TYPE OF BILL :
Inactive
Non-Urgency
Non-Appropriations
Majority Vote Required
Non-State-Mandated Local Program
Non-Fiscal
Non-Tax Levy
BILL HISTORY
2003
July 10 Chaptered by Secretary of State - Chapter
44, Statutes of
2003.
July 10 Approved by the Governor.
June 30 Enrolled and to the Governor at
3:30 p.m.
June 30 Senate amendments concurred in. To enrollment. (Ayes 77.
Noes 0. Page 2569.)
June 26 In Assembly. Concurrence in Senate amendments pending. May
be considered on or after June 28 pursuant to Assembly Rule 77.
June 26 Read third time, passed, and to Assembly. (Ayes 25. Noes 11.
Page 1509.)
June 17 Read second time, amended, and to third reading.
June 16 From committee: Amend, and do pass as amended. (Ayes 9.
Noes 1.).
Apr. 3 Referred to Com. on ED.
Apr. 1 In Senate. Read first time. To Com. on RLS. for assignment.
Apr. 1 Read third time, passed, and to Senate. (Ayes 65. Noes 6.
Page 870.)
Mar. 25 From Consent Calendar. To third reading.
Mar. 24 Read second time. To Consent Calendar.
Mar. 20 From committee: Do pass. To Consent Calendar.
(March
19).
Mar. 18 Re-referred to Com. on ED.
Mar. 17 From committee chair, with author's amendments: Amend, and
re-refer to Com. on ED. Read second time and amended.
Mar. 11 Re-referred to Com. on ED.
Mar. 10 From committee chair, with author's amendments: Amend, and
re-refer to Com. on ED. Read second time and amended.
Mar. 5 In committee: Set, first hearing. Hearing canceled at the
request of author.
Jan. 13 Referred to Com. on ED.
Jan. 6 Read first time.
Jan. 2 From printer. May be heard in committee February
1. 2002
Dec. 23 Introduced. To print.

Text Source: http://www.leginfo.ca.gov/pub/03-04/bill/asm/ab_00510100/ab_78_bill_20030710_history.html
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BILL NUMBER: AB 78
BILL TEXT

CHAPTERED

CHAPTER 44
FILED WITH SECRETARY OF STATE JULY 10, 2003
APPROVED BY GOVERNOR JULY 10, 2003
PASSED THE ASSEMBLY JUNE 30, 2003
PASSED THE SENATE JUNE 26, 2003
AMENDED IN SENATE JUNE 17, 2003
AMENDED IN ASSEMBLY MARCH 17, 2003
AMENDED IN ASSEMBLY MARCH 10, 2003
INTRODUCED BY
(Coauthors:

Assembly Member Reyes
Assembly Members Correa, Maddox, and Samuelian)
DECEMBER 23, 2002

An act to add Section 51221.4 to the Education Code, relating to
curriculum.

LEGISLATIVE COUNSEL'S DIGEST

AB 78, Reyes. Education: curriculum.
Under existing law, the adopted course of study for grades 7 to
12, inclusive, is required to include instruction in the social
sciences, as prescribed.
This bill would express the encouragement of the Legislature for
that instruction to contain instruction on the Vietnam war, including
the "Secret War" in Laos, and the role of Southeast Asians in that
war. The bill would additionally express the encouragement of the
Legislature that the instruction include a component drawn from
personal testimony of Southeast Asians who were involved in the
Vietnam war and those who contributed to the war effort on the
homefront.
The bill would specify that this instruction shall be carried out
in a manner that does not result in any new duties or programs being
imposed on school districts.

THE PEOPLE OF THE STATE OF CALIFORNIA DO ENACT AS FOLLOWS:

SECTION 1. Section 51221.4 is added to the Education Code, to
read:
51221.4. (a) The Legislature encourages instruction in the area
of social sciences, as required pursuant to subdivision (b) of
Section 51220, which may include instruction on the Vietnam war
including the "Secret War" in Laos and the role of Southeast Asians
in that war. The Legislature encourages that this instruction
include, but not be limited to, a component drawn from personal
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testimony, especially in the form of oral or video history of
Southeast Asians who were involved in the Vietnam war and those men
and women who contributed to the war effort on the homefront. The
oral histories used as a part of the instruction regarding the role
of Southeast Asians in the Vietnam war and the "Secret War" in Laos
shall exemplify the personal sacrifice and courage of the wide range
of ordinary citizens who were called upon to participate and provide
intelligence for the United States. The oral histories shall contain
the views and comments of their subjects regarding the reasons for
their participation in the war. These oral histories shall also
solicit comments from their subjects regarding the aftermath of the
war and the immigration of Southeast Asians to the United States.
(b) This section shall be carried out in a manner that does not
result in any new duties or programs being imposed on the school
district. In that regard, the Legislature finds and declares that
this section does not mandate costs to local agencies or school
districts and materials used to comply with this section shall be
part of normal curriculum materials purchased by school districts in
their normal course of business and purchasing cycles.

Text Source: http://www.leginfo.ca.gov/cgi
bin/postquery?bill_number=ab_78&sess=0304&house=B&author=reyes
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MEASURE : A.B. No. 2064
AUTHOR(S)
: Arambula (Coauthors: Davis, Eng, Hancock, Horton,
Karnette, Portantino, Solorio, and Tran) (Coauthor:
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: Instructional materials: Vietnam War.
+LAST AMENDED DATE : 07/10/2008
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Inactive
Non-Urgency
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Majority Vote Required
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Non-Tax Levy
LAST HIST. ACT. DATE: 09/28/2008
LAST HIST. ACTION
: Vetoed by Governor.
VETOED
COMM. LOCATION : SEN APPROPRIATIONS
COMM. ACTION DATE
: 07/14/2008
COMM. ACTION
: Senate Rule 28.8.
TITLE

: An act to add Section 51226.4 to the Education Code,
relating to instructional materials.
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BILL NUMBER : A.B. No. 2064
AUTHOR : Arambula
TOPIC
: Instructional materials: Vietnam War.
TYPE OF BILL :
Inactive
Non-Urgency
Non-Appropriations
Majority Vote Required
Non-State-Mandated Local Program
Fiscal
Non-Tax Levy
BILL HISTORY
2008
Sept. 28
Vetoed by Governor.
Sept. 17
Enrolled and to the Governor at 11 a.m.
Aug. 12 Senate amendments concurred in. To enrollment. (Ayes 60.
Noes 12.
Page 6319.)
Aug. 7 In Assembly. Concurrence in Senate amendments pending. May
be considered on or after August 10 pursuant to Assembly Rule 77.
Aug. 7 Read third time, passed, and to Assembly. (Ayes 31. Noes 7.
Page
4846.)
Aug. 5 Read second time. To third reading.
Aug. 4 From committee: Be placed on second reading file pursuant to
Senate
Rule 28.8.
July 10 From committee chair, with author's amendments: Amend, and
re-refer
to committee. Read second time, amended, and re-referred to
Com. on
APPR.
June 24 Read second time, amended, and re-referred to Com. on APPR.
June 23 From committee: Amend, do pass as amended, and re-refer to
Com. on
APPR. (Ayes 8. Noes 1.) .
June 5 Referred to Com. on ED.
May 28 In Senate. Read first time. To Com. on RLS. for assignment.
May 27 Read third time, passed, and to Senate. (Ayes 60. Noes 16.
Page
5370.)
May 23 From committee: Do pass. (Ayes 12. Noes 5.) (May 22).
Read
second time. To third reading.
May 7
In committee: Set, first hearing. Referred to APPR.
suspense
file.
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Apr.
Apr.
Apr.
Com.

17 Re-referred to Com. on APPR.
16 Read second time and amended.
15 From committee: Amend, do pass as amended, and re-refer to
on
APPR. (Ayes 7. Noes 0.) (April 9).
Feb. 28 Referred to Com. on ED.
Feb. 20 From printer. May be heard in committee March 21.
Feb. 19 Read first time. To print.

Text Source: http://www.leginfo.ca.gov/cgi-bin/postquery
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BILL NUMBER: AB 2064
BILL TEXT
PASSED THE
PASSED THE
AMENDED IN
AMENDED IN
AMENDED IN

ENROLLED

SENATE AUGUST 7, 2008
ASSEMBLY AUGUST 12, 2008
SENATE JULY 10, 2008
SENATE JUNE 24, 2008
ASSEMBLY APRIL 16, 2008

INTRODUCED BY
Assembly Member Arambula
(Coauthors: Assembly Members Davis, Eng, Hancock, Horton,
Karnette, Portantino, Solorio, and Tran)
(Coauthor: Senator Correa)
FEBRUARY 19, 2008
An act to add Section 51226.4 to the Education Code, relating to
instructional materials.
LEGISLATIVE COUNSEL'S DIGEST
AB 2064, Arambula. Instructional materials: Vietnam War.
Under existing law the Legislature encourages instruction in the
area of social sciences that may include instruction on the Vietnam
War including the "Secret War" in Laos and the role of Southeast
Asians in that war. When adopting instructional materials for use in
the schools, governing boards are required to include only
instructional materials that, in their determination, accurately
portray the cultural and racial diversity of our society, including
the role and contributions of Asian Americans, to the total
development of California and the United States.
This bill would require the State Board of Education and the
Curriculum Development and Supplemental Materials Commission to
ensure that the history-social science framework adopted, as
specified, includes the Vietnam War, including the "Secret War" in
Laos, the role of Southeast Asians in that war, and the
refugee/immigrant/new American experience.

THE PEOPLE OF THE STATE OF CALIFORNIA DO ENACT AS FOLLOWS:
SECTION 1. Section 51226.4 is added to the Education Code, to
read:
51226.4. The state board and the Curriculum Development and
Supplemental Materials Commission shall ensure that the
history-social science framework adopted in the course of the next
submission cycle after January 1, 2009, includes the Vietnam War,
including the "Secret War" in Laos, the role of Southeast Asians in
that war, and the refugee/immigrant/new American experience,
consistent with Section 51221.4.

Text Source: http://www.leginfo.ca.gov/cgi-bin/postquery
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2007 - 2008 LEGISLATURE
2007 ASSEMBLY BILL 78
February 20, 2007 - Introduced by Representatives SEIDEL, KESSLER,
NELSON, FIELDS, BLACK, HEBL, SMITH, TRAVIS, SHERIDAN, SHILLING,
HINTZ, MOLEPSKE, HILGENBERG, SOLETSKI, GRIGSBY, POCAN,
ZEPNICK, BERCEAU and MUSSER, cosponsored by Senators LEHMAN,
WIRCH, SCHULTZ, HANSEN, PLALE and ROESSLER. Referred to
Committee on Education.
1AN ACT to amend 118.01 (2) (c) 6. of the statutes; relating to: directing
school 2 boards to provide instruction about the recent history of the
Hmong people.

Analysis by the Legislative Reference Bureau
Current law requires each school board to provide an instructional
program designed to give pupils knowledge of state, nation, and world
history. This bill directs school boards to include the role of the Hmong in
fighting for the United States in the Vietnam War, the persecution of the
Hmong by the Laotian government after the Vietnam War, and the
reasons for the emigration of many Hmong to the United States.

238

The people of the state of Wisconsin, represented in senate and assembly,
do enact as follows:
3SECTION 1. 118.01 (2) (c) 6. of the statutes is amended to read:
4118.01 (2) (c) 6. Knowledge of state, national, and world history,
including the 5role of the Hmong in fighting for the United States in the
Vietnam War, the 6persecution of the Hmong by the Laotian government
after the Vietnam War, and the 7reasons for the emigration of many
Hmong to the United States.
8(END)

Text Source: https://docs.legis.wisconsin.gov/2007/related/proposals/ab78
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Assembly
Record of Committee Proceedings
Committee on Education
Assembly Bill 78
Relating to: directing school boards to provide instruction about the recent history of
the Hmong people.
By Representatives Seidel, Kessler, Nelson, Fields, Black, Hebl, Smith, Travis,
Sheridan, Shilling, Hintz, Molepske, Hilgenberg, Soletski, Grigsby, Pocan, Zepnick,
Berceau and Musser; cosponsored by Senators Lehman, Wirch, Schultz, Hansen, Plale
and Roessler.
February 20, 2007 Referred to Committee on Education.
March 13, 2008 Failed to pass pursuant to Senate Joint Resolution 1.
Luke Bacher

Text source: https://docs.legis.wisconsin.gov/2007/related/proposals/ab78
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Ex-soldiers of a CIA-backed army that fought communist forces in Laos during the
Vietnam War plead for international help. Photo by Nelson Rand, special to the
Chronicle
Source: http://www.foreignprisoners.com/news-laos34.html

Dedicated To The U.S. Secret Army In The Kingdom Of Laos 1961 - 1973 In
Memory Of the Hmong And Lao Combat Veterans And Their American Advisors
Who Served Freedom's Cause In Southeast Asia. Their Patriotic Valor And Loyalty In
The Defense Of Liberty And Democracy Will Never Be Forgotten YOV TSHU
TXOG NEJ MUS IB TXHIS LAOS VETERANS OF AMERICA May 15, 1997
Source: http://www.arlingtoncemetery.net/laosmem.htm
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Major General Vang Pao, military leader of the Hmong tribe's CIA-trained and
supported secret army, "presiding over pay day for the troops, c. 1967 [Source,
Undercover Armies, p. 103]

In a rare ceremony, U.S. Air Force officials publicly thanked Hmong fighter pilots for
helping American forces during the “Secret War” in Laos.

Members of the U.S. Air Force and the T-28 also called the “Chao Pha Khao” Hmong
pilots take a commemorative photo after receiving their service awards at their first
reunion in Maplewood, Minn. on Saturday, June 16, 2012
Many Hmong died trying to rescue the American pilots who were shot down. Often
the communists had already captured the pilots or killed them. So, the communist hid
their positions waiting for Vang Pao’s soldiers to come to the area. They knew we
would come and then they could kill us. Many Hmong died like this, trying to save the
Americans.
-

Sgt. Moua Paje, a Hmong soldier with Vang Pao’s forces who helped rescue
downed American pilots.
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