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ABSTRACT
MUSEUM-BASED TEACHER EDUCATION: TEACHER MEANING-MAKING A’

A JEWISH HERITAGE MUSEUM

David Russell Goldberg

This study answers the question of what meanings teacher-particip&etsma
Holocaust professional development at a Jewish heritage museum in a manelaRystat
understanding these meanings, the educational community can better understand how a
particular context and approach influences teacher meaning-making and tha ways i
which museum teacher education programs shape the learning of participaatsngv
making is a process of interpretation and understanding experiences in waryakeat
sense to each individual teacher. Meanings that are formed may impactdeacher
pedagogic interpretation of the Holocaust, which may in turn shape theircireal
practices.

This instrumental case study used multiple interviews, observations, sumgeys a
documents to explore the meanings teachers make about the Holocaust from fpamticipa
in Holocaust professional development at a Jewish heritage museum. Reditifihe
study included nine teachers from public schools and private Jewish schools and two
professional developers from the Museum. Each participant was interviewetirttege

and six different professional development programs were observed over a period of six



months. Programs typically lasted from one to six days and included a ptiesdoya
museum staff, Holocaust experts, and survivors.

At any museum, each representation of the Holocaust conveys particular
messages and mediates Holocaust history through a particular lens. This\satyy re
insights about how intended aims are interpreted in Holocaust professional development.
Three categories emerged of meanings teachers made, namely (1) the hoive na
(2) identity, and (3) the emotional narrative of the Holocaust. This study coegritaut
the larger field of professional development by partially filling in aa afemissing
scholarship on Holocaust professional development. Findings from this study may be
used to plan future professional development programs on the Holocaust, as well as on
other topics, through a deeper understanding of the meanings teachers make & multipl

programs at one site.
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| — INTRODUCTION

How do you teach events that defy knowledge, experiences that go beyond the
imagination? How do you tell children, big and small, that society could lose its
mind and start murdering its own soul and its own future? (Wiesel, 1978, p. 270).
Educators attempting to capture the complexity of the Holocaust, as Atischwi
survivor Elie Wiesel has, often face a seemingly overwhelming topic.Hdloeaust is
so significant that some refer to it as the “defining moment of modern hiptrhaps of
all time” (Gregory, 2000, p. 38) and others have suggested it is a critical camhpbne
every student’s education (Brown & Davies, 1998). Professional development has show
some potential to improve the quality of Holocaust instruction through educatingreach
in complex content and helping them garner an understanding of and appreciation for the
potential meanings that can be made of the Holocaust in secondary classroolag €¢B
al., 2009; Donoho, 1999; Tollefson, 1999; Wolpow, Johnson & Wognild, 2002). School
district programs, universities and teacher centers, as well as Holaodustwish
heritage museums, can all be avenues through which to deliver this training. Holocaust
and Jewish museums in particular have been common sites for teacher prdfessiona
development on the Holocaust due to their collections, their access to experts,rand thei
attempt to fulfill the educational components of their mission statements.
At the core of any museum experience is meaning-making, especialigifors
like teachers who come to museums for educational programs (Roberts, 1997). Meaning-

making is not simply a process of acquiring more information on a particular topic to add



to one’s knowledge base; it involves bringing personal understanding and new, changed,
solidified, or eliminated meanings to one’s worldviews (Roberts, 1997). Teachers
fundamentally come to understand the Holocaust through a process of meaning-making,
which may shape their pedagogical decision-making in the classroom. This can be
influenced not only through the exhibits and professional development activities from the
museum itself but also by the meaning-making of others via the social leafning
discussions (Czikszentmihalyi & Hermanson,1999). By patrticipating in siofed
development programs on the Holocaust at Jewish history museums, teachers may be
challenged to reexamine existing understandings, form entirely new insigbtsevamp
existing knowledge, all of which may alter their pedagogical choicefrgakien they

return to teaching.

Museum professional development research has not yet revealed the meanings
teachers make of the Holocaust and how they come to understand Holocaust pedagogy at
museum-based professional development programs operating within a pacooéet.
Therefore, the research question this study considéfghiat meanings do teacher-
participants make in Holocaust professional development at a Jewish heritage museum in
a mandate stateSubsidiary questions that this study considers are:

1. How do social studies teacher-participants’ positionality affect theingsan

they make of their professional development experience at a Jewish heritage

museum?



2. How do a Jewish heritage museum’s Holocaust exhibitions influence
the meanings teachers make of their professional development experience?

This study adds to the scholarly literature on Holocaust education and professional
development by exploring the impact on teacher meaning-making at museum-based
teacher education programs. It further provides insights relevant esgiadal
developers in general and museum-based professional developers in particula

Despite the Holocaust’s importance to the history of mankind, the complexity and
traumatic nature of it, pedagogical difficulties abound in Holocaust educhtibfot
many makes teaching the subject challenging (Totten, 2000). Tough denssnht be
made about which instructional approaches to take and how to deliver content. The
importance of the topic, and the potential it holds for educating students about ttse result
of pathological indifference and racism, as well as tolerance and not beyataader,
demand that teachers make critical decisions about the meanings of the Hdlataus
will emerge in their lessons and pedagogy. Professional development often helps
teachers to make meanings about the Holocaust. The nature of those meanmegsa
how certain teachers respond to certain types of Holocaust professional development
within certain contexts. Jewish history museums are a common site for tkiloca
professional development, so it is important to understand how teachers make rakaning
these museums’ particular educational efforts.

As is true for all pedagogy, the quality of Holocaust instruction is cldisdigd

to a particular teacher’s Holocaust knowledge, awareness, and ex{i2atises, 2000;



Ellison, 2002; Shawn, 1995). Teachers often come to Jewish museums specifically for
Holocaust professional development because of the difficulties of teachingltietist,
including the unprecedented depth of historical knowledge required to teach thisantrica
and challenging topic. Also, teachers come to such museums because many of the
curricular materials available from textbook companies and other souecesdequate
to them since they often explain the event through the voice of the perpetratorsusnd foc
on the violence they committed; some teachers desire to also teach the evehtttteoug
voice of the victims, resistors, rescuers, and survivors. In addition, choosing which
methodologies are appropriate, sometimes without having enough background on the
history of anti-Semitism or the social, political, and economic conditions oihtiee t
period which led to the rise of Nazism, can also be problematic for teadhetbermore,
the gruesome nature of the topic may make it controversial in some conesianiti/or
among some parents, and teachers must approach teaching the Holocaust in & way tha
does not capriciously traumatize students but also does not alter the griynofetilis
horrific event. In addition, teachers often come to study the Holocaust with a number of
inaccuracies or misconceptions about the event, often acquired from misregii@sgnt
and trivializations of the Holocaust in popular culture. Some teaching mateeials a
inaccurate as well, leading teachers to unknowingly disseminate inconisigiading, or
incomplete historical information (Totten, 2002).

In light of these challenges, social studies teachers may get ovenshsjrttee

complexity, not know how to effectively teach the history of the event, or not know what



meanings to bring to a study of the Holocaust. The pedagogical challenges for
professional developers, then, is to consider how individual teachers come to understand
the Holocaust as a result of learning activities, since these insrpnstwould

presumably change instructional practices. To what extent can professionapded

guide teacher meaning-making about this tragedy in a way that may improuetiosal
practice? That is the question that sits at the core of this study. The nature of the
understandings that teachers make of the Holocaust and the pedagogicélesebsad

to it after participating in Jewish museum-based Holocaust professiondpleeat is
unknown. From the findings in this study, much can be learned about Holocaust
professional development that can inform future professional development programs on

this and similarly morally laden topics.

Statement of the Problem

The complexity of the Holocaust requires substantial professional development,
which many times is not readily available. For some teachers, the topichalenging
that they become overwhelmed by its complexity and lose the ability tgesgalents
in important ways of thinking that encourage earnest and thorough historical
understanding and analysis. When presenting such a horrifying event in human history,
some teachers may feel depressed, and they may be unable to face theamhestruct

understand the meanings of the Holocaust, particularly when trying to convesettie e



to younger generations who are even more removed than themselves from theitiche per
Due to the lack of adequate materials on the Holocaust as well as the clsadienge
teaching and learning about the topic, there have been efforts to engages te@bhibe
Holocaust through professional development opportunities at Jewish museums and in
other places. How teachers understand their experience and the pedagegiiabs
they make of the Holocaust from these programs have not been determined. This case
study begins to address this gap in scholarly literature.

Today, most social studies teachers still rely heavily on textbooks to teaach a
the Holocaust, which at best usually provide only a brief overview or a sugderficia
treatment of Hitler's Final Solution (Russell, 2005). Many textbooks faiviotgachers
an adequate understanding of the scope of the Holocaust and often do not provide
adequate historical background, understanding, or analysis (Lindquist, 2006, 2008;
Totten, 1998; Totten & Riley, 2005). State education departments and other institutions
focused on the Holocaust also create educational materials that corttaiicdllg
inaccurate information, are not age-appropriate, or include questionable pedbhgog
approaches, such as simulations (Totten, 1998; Totten & Riley, 2005). Recemiresea
has found positive outcomes from addressing issues related to difficultiesuctios as
a result of participation in professional development devoted to the topic at places other
than Jewish history museums, such as tolerance centers, foundations, and state-sponsored
educational and academic conferences (Boulay et. al,, 2009; Donoho, 1999, Mitchell,

2004 & Wolpow, Johnson & Wognild, 2002). Formal professional development in



Holocaust pedagogy in these studies is linked to the likelihood of more time spent on
Holocaust topics in social studies classrooms and more effective instructtuat.iSV
unknown is what meanings teachers acquired as a result of their participation and how
those may have affected influence instructional practice.

Participating in professional development is a process making meaning of what
was said, taught, and experienced at a site. Falk and Dierking (@@@that, in general,
“The dominant motivation for humans is meaning-making” (2000, p. 113). Meaning-
making involves constructing a personally meaningful understanding of what one
experiences, which may have relevance in one’s professional aotgdife afterwards.
Meaning-making is linked to the context of learning since it is inevitably infeteby
the place in which the learning occurs (Falk & Dierking, 2000). It is also linked to the
influences of other people as “much of the way humans make sense of the world is
through social interaction with others” (Falk & Dierking, 2000, p. 38). Despite the
popularity of Jewish museums as sites for Holocaust professional development, the
meanings and pedagogical sense that teachers make from these expéianknown
since there has been no research on it.

Jewish history museums and memorial museums often provide extensive
educational programs on how to teach the Holocaust, as well as Holocaust content
information, but they may do so with particular religious or political aimsntiagt or
may not influence teachers’ meaning-making on the subject. The Museum st Jewi

Heritage is one of 16 Holocaust museums and one of more than 150 Holocaust centers in



the U.S. (Beckerkman, 2009). American Holocaust museums account for the majority of
the 282 Holocaust centers worldwide (Beckerkman, 2009). These museums and centers
always necessarily engage in a process of translation in designing thetiveaabout

the past, and museum-based professional development programs are no different.

A museum is an agent of memory formation that “makes a promise to the dead to
tell the truth about the past” (Wyshogrod, 1998, xi). The function of memorial museums
in particular goes beyond fulfilling the charge of conveying a “comptetg”sof what
happened; they are also intended to act as traditional memorials tydaltpg help
restore, commemorate, and, to some extent, heal the people and nations that were the
victims of the atrocity. At every Holocaust museum, only some lessons and me#nings
the Holocaust get told and others are purposely or inadvertently not included. And those
that are told, or at least attempted to be represented, may not be self-evident.

At Holocaust professional development, we do not know what lessons are being
learned by teacher-participants, how different teachers’ identiteesenses of self factor
in, how the context of the professional development influences what lessonsraed,lear
or even if teachers are learning any lessons at all. In researciirgcently opened
Museum of Memory in Argentina, devoted to studying and memorializing the brutal
military dictatorships in that country, Friedrich (2011, p. 175) notes that,

The idea that history implies in and of itself a particular (progressive) ityasal

part of the pedagogical common sense usually embodied in the notion of

historical consciousness. Yet it is pedagogy, or its intentions to mobilinpeyhist

particular goals, such as the production of responsible citizens, that introduces
that extra ingredient that is “the lessons (to be) learned” (Friedrich, 2010).



Like the Museum of Memory in Argentina, Holocaust museums with increasing
frequency have converged heritage and history. As a result, museologicamegiress
of the past are more frequently ethnically or culturally divided and spaessis |
commonly made for multicultural histories (Conn, 2010). If the pedagogies of
individualized memorial museums are filled with “lessons (to be) lear(fectdrich,
2010, p. 658), then there is value for future professional development in revealing how
teacher-participants make pedagogical meaning and personal senseolgparti
professional development programs within the context of a memorial museum about the
Holocaust.

For museum educators at individualized ethnic museums such as the Museum of
Jewish Heritage, representations of the past are always expected tobenirthithe
mission statement and the exhibitions. Professional development progrand &bcated
paid for by a Holocaust memorial museum organized around a Judaic perspective, like
the one at the center of this study, for example, may offer teachelgaartsccertain
memories, historical interpretations, and meanings (and not others). Therefare, this
depth instrumental case study of professional development at the Museumsbif Jewi
Heritage — A Living Memorial to the Holocaust will begin filling a void in tierature
regarding the meanings teachers make about the Holocaust aftepataticin a

Holocaust professional development program.
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Significance of the Study

Professional development has been shown to hold some potential for improving
Holocaust instructional practice. Despite the increasing availabiliiolocaust
professional development programs, particularly at museums, relagveltdidies about
Holocaust education systematically examine how professional developreentliscted
and how teachers respond to their participation (see Donoho, 1999). As a result of
participating in professional development devoted to the topic, teachers mianpfee
capable of teaching the complex content due to their increased understanding, and this
may result in more classroom time being spent on the Holocaust, greattormatie the
meaning and significance of the Holocaust, and fewer inaccuracies grmi@ssroom
discourse. There has, therefore, been a growing need for an organization thatival
work of training teachers in Holocaust content and pedagogy thmt otlaers will not do,
have not done, or do not know how to do well. Increasingly, Jewish history museums are
filling this need. They have become an important resource for the social studies
community and others involved with Holocaust education by providing professional
development for teachers since they are staffed with or have access to content and
educational experts on the Holocaust. The meanings teachers make of thesiquralfes
development experience at a Jewish history museum will affect how theyptuadze
their own rationale for teaching the Holocaust and their sense of the eveihtwithic

likely impact their planning and classroom presentation of the topic.
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The United States Holocaust Memorial Museum’s recommendations for teaching
the topic include, but are not limited to:
Do not teach or imply that the Holocaust was inevitable; Avoid simple answers to
complex questions; Strive for Precision of Language; Strive for balance
establishing whose perspective informs your study of the Holocaust, Avoid
comparisons of pain; Do not romanticize history; Contextualize the history;
Translate statistics into people; Be wary of simplistic paraitetsther genocides;
Analyze American and world response; and lllustrate positive actions taken by
individuals and nations in the face of genocide (United States Holocaust
Memorial Museum, 2011).
The Holocaust, when taught effectively with proper context, history, and medaning
students, “demonstrates that there is no safe level of radisteaches that any agenda
that places economic and political concerns above rights has the potentialttmres
disaster” (Niewyk, 1997, p. 149). Other scholars have found potential meanings that can
be made of the Holocaust that some Holocaust professional development programs
attempt to teach. Again, it is not known whether these kinds of meanings are made, but
this study will try to discover the extent to which they are. For examplé¢leSlaCowan,
and Butler (2006) studied middle and high school students learning about the Holocaust
in Scotland and found that studying the topic can lead to a deeper understanding and
awareness of human rights as well as the effects of prejudicial bebasioas
scapegoating and stereotyping. The authors, however, pointed out that learningeabout t
Holocaust cannot end all racial tendencies and behaviors.
The United States Holocaust Memorial Museum has a far more complex list of

what can be learned from studying the Holocaust. It states, in part, thathng the

Holocaust, students may understand that,
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Democratic institutions and values are not automatically sustained, but need to be
appreciated, nurtured, and protected; Silence and indifference to the suffering of
others, or to the infringement of civil rights in any society can—however
unintentionally—perpetuate the problems; The Holocaust was not an accident in
history—it occurred because individuals, organizations, and governments made
choices that not only legalized discrimination but also allowed prejudice, hatred,
and ultimately mass murder to occur; Study of the Holocaust assists students in
developing an understanding of the roots and ramifications of prejudice, racism,
and stereotyping in any society; and A study of these topics helps students to
think about the use and abuse of power, and the roles and responsibilities of
individuals, organizations, and nations when confronted with civil rights
violations and/or policies of genocide (United States Holocaust Memorial
Museum, 2011b).
In addition to concurring with what other scholars cited here have suggested about the
potential for Holocaust education to teach about respect and tolerance, Seppinwall (1999)
adds that Holocaust education can teach young people to cooperate with one another and
appreciate the accomplishments of others around them. Other scholars have added that
even though there will always be limits to Holocaust education, it has a powslityl a
to inform students about possible results of hatred — that it may lead to gendaide (S
Supple & Klinger, 1998). Many scholars believe that Holocaust education has the abilit
to help reduce the spread of prejudice, increase tolerance between people, promote
understanding, reduce the impact and spread of racism and anti-Semitisagancre
students’ understanding of and appreciation for a pluralistic society, and drelprtesee
the consequences of being a bystander while human rights violations and otheacgimes
being committed (Cripps, 2008; United States Holocaust Memorial Museum, 2011b).

Yet the United States Holocaust Memorial Museum and educational scholars have not

studied the meanings and pedagogical understandings teachers form from their
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professional development programs, so the value and pedagogical sense of Holocaust
education in the minds of those doing the teaching is unknown. This research is
significant because it will reveal the meanings and understandingetgeticipants

from several programs at one Jewish museum form, realize, and articulatgpahdi

after their participation.

My study at a Jewish heritage and Holocaust museum provides insight into a
particular narrative of the Holocaust. The exhibits and story of the Holocahst at
Museum of Jewish Heritage speak exclusively about the main group that was under
attack during the Holocaust, the Jewish people. The experiences of Communists, Sint
Roma, disabled people, homosexuals, Jehovah’s Witnesses, Soviet prisoners of war,
Poles and other targeted groups who comprise the approximately 5 million peagés bes
the Jews who died in the Holocaust are left out. According to the museum’s website,

The mission of the Museum is to educate people of all ages and backgrounds

about the broad tapestry of Jewish life in the 20th and 21st centuries—before,

during, and after the Holocaust. Multiple perspectives on modern Jewish history,
life, and culture are presented in the Museum’s unique Core Exhibition and

award-winning special exhibitions (Museum of Jewish Heritage, 2011).

This exclusive Jewish focus may deprive visitors of the broad historiogcdphg
Holocaust and create a master narrative that may influence their own sdreseopfd.
The Museum does teach in great detail about the Holocaust, but other emergergsneanin

may serve particular personal, sociological and historiographic purposes, vilhiod w

explored in this research.
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Almost two decades ago, scholars suggested that “teachers need welbeltve
in-depth in-service programs to learn how to teach about genocide accurately and
effectively” (Totten & Parsons, 1992, p. 45). More recently some empirical studies ha
confirmed that such programs hold potential for educators to learn the skills defguire
Holocaust instruction (Donoho, 1999; Mitchell, 2004). Given the mandates for
Holocaust education in the states that the Museum of Jewish Heritage seupésd c
with the complexity of the material, the legacy of inaccuracies, the iamm@tof the
Holocaust for understanding the current state of world affairs, and itscigieié for
prejudice reduction and increasing tolerance, this study is significant batpusvides
insight into the meanings that both public school and private Jewish school teachers
attach to the Holocaust after participation in a Jewish museum-based program of
professional development. It reveals the extent to which the Jewisledoauss of the
Museum are reflected in the meanings teachers make in professional dewtlogdrne
Museum and professional development will help form collective memories of the
Holocaust for teacher-participants, and my study begins to unearth those memaries
historical meanings, paying particular attention to the ways tepahntcipants receive
material and approaches being presented.

In addition, this study informs various stakeholders in Holocaust education and
teacher training about a museum-based approach intended to improve teachers’
pedagogical professionalism, instructional practice, and understandingdexsties of

the Holocaust. While the professional development program discussed in this study
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cannot simply be copied elsewhere with the same results (becauserdidak c
importance of context), the general results from this study will help grofed
developers and adult educators to gain insight into how teachers operatiskiiize
content, and meanings that they have learned so they can more effectinélytyoia
professional development opportunities.

In New York, New Jersey, and Connecticut, the three states the Museum of
Jewish Heritage’s Holocaust professional development programs serve, teaehing
Holocaust is mandatory. Jewish museums must play a special role in teaicieg
because almost no other institution is capable of providing teachers with the kind of
intellectual and instructional support they need to meet the state mandatefaudt
education. The professional development programs at the Museum of JewispeHerita
serve at least 500 teachers per year (and sometimes as many as 700 and up)irom publ
Jewish, and Hebrew schools. Since the Museum is the most significant provider of
Holocaust professional development in the tri-state area, it is an importéot site
research on Holocaust teacher education.

To answer my research questions, | used an instrumental case studythissig
employed observations, semi-structured interviews, survey questionnaires anémtocum
analysis. Data was analyzed through categorical aggregation and through the
development of issue-relevant themes that contain thick descriptions of the data. To
improve internal validity, triangulation protocols were implemented, includieitpoal

and source triangulations, theory/perspective triangulation, and membkinghec
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(Creswell, 1998; Patton, 2002). This study has limited generalizablity due to the
relatively small number of observations and interviews gathered over agliatiort

period of time. It is also limited by the subjective interpretation of theareher, as well

as by time constraints. Therefore, the conclusions reached in this stidyearkthe

Museum of Jewish Heritage and may not be true of other sites. The next section provides
the theoretical framework that situates this study and exposes a gapdtsairetkie

literature on museum-based Holocaust professional development for teachers.
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CHAPTER Il - REVIEW OF SCHOLARLY LITERATURE

In this chapter, | offer three sections that frame this study. Thedirddolocaust
education, explains why the Holocaust is an extremely complex and difficutttopi
teach and therefore establishes why professional developmentldaltitaust is needed,
particularly for secondary educators. It also briefly traces sterlgiof Holocaust
education in the United States. The further intent of this section is to expgsadiya
literature in terms of the very few studies that characterize Holopeafsssional
development programs and seek to understand the meanings that teachers make from
their Holocaust professional development experiences. This gap exists mamlgde
large-scale Holocaust museums have opened only relatively recently, anaréheref
these professional development programs have begun only relatively recently

The second section defines professional development and outlines best practices
in the field in order to provide a brief overview of how scholars and policymakers
understand the nature of professional development, and it describes the various models
that exist. The final section discusses learning at museums in geneedio fhe focus
of my research study, | especially emphasize relevant literature ool¢hef museums
for teachers. Like many aspects of educational research, much réonlaendiscovered

about the meaning, goals, and consequences of professional development at museums.
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Holocaust Education

In 1979, the President’s Commission on the Holocaust authoredptst to the
President Besides calling for a national museum devoted to the Holocaust, the report
called for the creation of an educational organization that could help interettedastd
school systems create and implement curricula on the study of the HoloThast
Commission stated that its explicit hope was that the Holocaust would beoh thart
educational program in “every school” (President’s Commission on the Holocaust, 1979).
Holocaust education in the United States has thus far not fully realized this goatbe
of concerns over the quality of instruction, persistent inaccuracies in sormeasaand

variations in states’ requirements for Holocaust teaching (some do nereau all).

Brief History of Holocaust Education in the United States

Until the late 1980s, the Holocaust was largely ignored in American education
(Ben-Bassat, 2000). After the release of the widely popidémcaustmini-series on
NBC in 1978, which was watched by 120 million Americans (Margolick, 1999), the
“demand” for Holocaust educational materials and curricular space indrg¢askace,
2008). However, as Fallace (2008) notes, at the same time, there was a deaservat
backlash against what was seen as a crisis in the quality of American eduvaich
was articulated i\ Nation at Risk.This 1983 federal government report claimed that the

guality of American schools and educational outcomes was so poor that the country was



19

on the verge of a crisis of such catastrophic proportions that education itselheght

be able to restore high standards. While attention to Holocaust education did increase

the 1980s, it was occurring in a climate in which political controversy and cornservat

often made history instruction in general and Holocaust education in partispéaniadly
vulnerable (Fallace, 2008). The paradox was that the Holocaust was increasing its
presence in American public education while debates, often politically chaaged, an

about the nature and shape of that education (Fallace, 2008). Such debates continued into
the 1990s, when mandates and curricular suggestions for inclusion in the social studies
became more popular (Fallace, 2008).

Today 22 states require Holocaust teaching, several others have advisory
committees that recommend it be studied, and, in the 49 states that have socs&l studie
standards, “the Holocaust is either explicitly named or implicitly idewtif( Totten &

Riley, 2005, p. 123). This does not mean that complex Holocaust material is being taught
adequately or accurately or not, or that students are learning the htateoa As is

common for many curricular requirements, most educational mandates for Holocaus
education were not accompanied by funding (Brabham, 1997). Holocaust commission
mandates typically affected only those teachers who had already cedhtaitiringing

the topic into their classrooms, and most of these educators who supported Holocaust
education in social studies curriculum opposed legal mandates because they feared tha
teachers would be ill-prepared to teach such a complex and sensitive topue(FZ0@8).

Fallace (2008) notes that educators with this perspective advocated forssmiosiew
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integration to allow for teacher training and the creation of appropriateiafeom
state departments of education and/or other organizations. Such support was often either
unavailable or filled with inappropriate pedagogical methodologies, glarauguracies,
or materials that were largely inaccessible to educators who had previousy cobd$o
teach the topic or were unfamiliar with it. Fallace (2008) argues thadates typically
affected only teachers already teaching the Holocaust prior to thetregulBecause of
the lack of preparation to teach the subject on the part of many teachers, “In regst cas
proponents of Holocaust education opposed these efforts [toward increasing mandates]
(p. 105).

Other scholars examined state materials and found them to benpatiblas well.
Riley & Totten (2002) examined four state curriculums on the Holocaust fiandd;
California, Connecticut, and Virginia and determined that incorrect histanfoamation
was the largest error. This was largely due to the fact that many Hslathucational
products and curriculums “seek less to help the student of history acquire an
understanding of the historical event, and more in terms of dictating to the sudiess
student what he or she should understand” (p. 541). Errors cited included: a lack of
important background history and contextual information, enormously erroneous
statistical information (for example, one curriculum stated that thereomére80
concentration and death camps, when in fact there were more than 9,000), a “historical
distortion and marginalization of particular historical perspectives” (p. 56d)ieasons

on the Holocaust being used to teach about other social ills to which it is not connected.
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With inaccuracies such as these coming from materials authoreddyepartments of
education, teachers who are unaware of the inaccuracies may be continuiof to tea
incorrect Holocaust history.

Furthermore, it is important to note that what is written in curricular mandates
the Holocaust often does not translate into classroom practice, espeiladiytyaroper
teacher training and effective ways to enforce such laws. Sincerngacbdhe
curricular gatekeepers (Thornton, 1991), they have significant power oveisveimat is
not included in enacted classroom material, regardless of what is writtemial &iate
or district curricula (Thornton, 2001; 2005). As Fallace (2008) noted, “There is not a
single example of a teacher who became interested in the topic as thefrasntindate”

(p. 155). Ellison (2002) confirms this and found that in the state of Illinois a more

detailed study in a particular classroom was associated with greatestrdand greater
knowledge on complex Holocaust content a particular teacher had on the topic. He called
this a teacher’s “Holocaust profile.” The higher a teacher’s Holocausieptbe more

likely he or she would spend more time teaching the Holocaust. Although thgaver
teacher spent 8 hours of classroom time on the Holocaust, it was typically couched in a
study on intolerance and prejudice. Ellison (2002) contends that state manddtéss do li

to increase accurate student knowledge and sensibility of the Holocausér, Rat

suggests that teacher professional development to help educators learn comeplex cont
and to correct for inaccuracies is a better means to that end. This padicuision

has not been entirely confirmed by other studies as Ellison’s is “one of the feysur
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done to broadly assess Holocaust education” (Schweber, 2006, p. 51). However, Fallace
(2008) does argue that the supporters of the early push for Holocaust education in the
1980s and 1990s advocated for teacher workshops and high-quality curriculums to assist
teachers in slowly integrating Holocaust studies into their courses.

Far more than mandates, throughout the history of Holocaust education in
America the materials and professional development programs of the Fasiorgy ldnd
Ourselves Foundation and the United States Holocaust Memorial Museum have most
substantially influenced the nature of Holocaust education in classrooms€Fa0a8).

For teachers who already have a high Holocaust profile, some research hagdubgest

the approaches of both of these organizations to the history of the Holocaust has had an
impact on teacher knowledge and instruction (Lindquist, 2002). These teachers are more
likely to adapt or create lesson plans from the resources of these organizatiarisafea

in Holocaust professional development workshops or scholarly lectures on or related to
the Holocaust from these groups and elsewhere, and become part of the professional
circles of Holocaust educators where ideas are shared on both content andypedagog
These results occur largely because those teachers have often pediticigaich or both

of these organizations’ professional development programs (Fallace, 2008).

For teachers who do not already have a high Holocaust profile, other fasors s
to be important in influencing their curricular decision-making about the Holocaust.
Fallace (2008) concludes that after the Holocaust was included as a recotiondanda

state curricular documents in Ohio, some teachers who were at first hesteath the
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topic (either because they saw it as one group’s attempt to get theiinstaded in the
curriculum or because they felt incapable of teaching it effectivelgh ddfecame more
engaged with it once they “saw the Holocaust being taught successfulpcheite in
their school, and...realized the pedagogical potentials of the topic and how it tradscende
cultural particularities” (p. 110). In other words, once teachers saw theira\wagues
in their local context teaching the Holocaust in ways they felt were aoleessiheir
students and ways that showed the global importance of the Holocaust to all people, t
they often were more willing to try to teach the topic in their classrooms.

Clearly, mandates to teach the Holocaust are not the best way to assure student
learning about the topic. Fallace (2008) contends: “Lobbying for state reanday
achieve a political victory, but this will not necessarily result in...a nmegunli
experience” (p. 186). He is so deeply concerned about the future of Holocaust education,
particularly in an age when so much emphasis is placed on standardized teadaing, a
call it “endangered” (p. 185). Since not all topics are given fair space sthool
curriculum and there are many forces affecting social studies eslugatieneral and
Holocaust education in particular, the future of high-quality Holocaust educadipiven
in jeopardy. Fallace (2008) cites the pressures of standardized testiNg @inild Left
Behind legislation as problematic for studying the Holocaust or any ptm @forld in a
complex way. He further argues that states that require the teaching-uil tlicaust

tend to focus on broad characterizations rather than complex historical graaigsisat
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the Holocaust is often taught in elective courses, which are decreasing due to the
combined pressures of testing and tightening school budgets.

In my own teaching experience, | have heard from many colleagues thabthey
teach about the Holocaust in “a day,” which means one 41-minute class. Fallace (2008)
retells a time when he saw the Holocaust being taught in three minuezsfdr, it
would be a mistake to think that simply pushing political bodies to pass laws requiring
the teaching of the Holocaust is necessarily a means by which to increbesd st
knowledge of the various lessons inherent in a critical study of the genocidesedsiag
the history of the growth of Holocaust profiles among teachers, Fallace @@085s:
“Teaching seminars seemed to be the most important factor in initiating ciandé’1)
and inspiring teachers to spend more time on the Holocaust and teaching it more
effectively. He found that in New Jersey and Ohio, once teachers began toantlerst
the universal implications of Holocaust education and believed that it “transcended
cultural particularities” (p. 110), the desire among social studies teacheazothe
topic began to increase, especially after teaching seminars on the t@piteh®ore
widely available. He cites one teacher-participant on the Ohio HolocaustiCas
saying, “The success and quality of Holocaust education coincided with the dxailabi
of teaching seminars, not the number of Jewish students” (p. 110).

The hesitancy to teach a course on the Holocaust is not surprising given the

challenges and complexities inherent in the topic. Professional developemsttecbe
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the only consistent factor that leads teachers toward a more in-depth djprécraand

understanding of the Holocaust.

Holocaust Educational Concerns

The reality is that “more and more people show an interest in this particular
tragedy” and there has been “a flood of fiction, theatre, films, TV sertespasic, and
of course historical, sociological, philosophical, psychological, and other aicadem
research, a flood that has rarely, if ever, been equaled in dealing witthan¥istorical
event” (Bauer, 2009, p. 5). Therefore, it can be legitimately suggested that, since we
continue to see genocides around the world, in places like Rwanda and Darfur, the true
lessons of the event have not been learned. This suggests that a topic’s pravalence i
popular culture and in extensive academic knowledge may not necessailg txt
student understanding when it comes to the Holocaust because of its complexity, In fa
many teachers may find the Holocaust complex for precisely thainr.eas enormous
amount of data exists on the topic. Scholarship has noted that the massive amount of
research on and study of the Holocaust has lead to deep knowledge of almost every
aspect of the tragedy (Whyman & Rosenzveig, 1996). Therefore, despitatidants
at the end of World War Il to destroy evidence of their crimes, teachersmaaynter
massive amounts of documents about the genocide as well as a tremendous amount of

secondary sources on the topic, in addition to pervasive imagery, videos, and writings
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from popular culture. The Holocaust is fairly unique in the sheer volume of information
and sources available that may overwhelm teachers.

Textbooks are another source of concern in Holocaust instruction as they may
lead teachers to form questionable meanings about the Shoah. Their coverage of the
Holocaust is often very limited, unbalanced or inaccurate (Lindquist, 2006, 2008; Totten,
1998; Totten & Riley, 2005). How they describe a particular event, what sigoican
they give it, and what is left out is critical to both student and teacher undemgndi
history since the textbook is likely the most ubiquitous teaching tool in secondary school
social studies courses. For example, in the commonlyWseld History: Connections
to Todayhigh school global history textbook, published by Prentice Hall (Ellis & Esler,
1999), descriptions of the Holocaust are overly simplistic, unbalanced, and couched in a
discussion of World War Il. Three-fourths of a page is devoted to “Struggllee of
Weimar Republic” (p. 778), which was the weak government in Germany after World
War | that was plagued by a failing economy and unpopularity. However, waly fi
sentences are devoted to the “Campaign against the Jews” (p. 781), and onpabelf a
is spent on the “Nazi Genocide” (p. 799). In addition, this section is filled with
overgeneralizations, and the entire textbook lacks any serious explanation ofdie his
of anti-Semitism, the methodological means by which the genocide was carridgeout, t
role of the bystander (neither individuals nor nations), and the reasons Nazism was able
to succeed so resoundingly. Nothing in the textbook gives the student a sense of the

extent of Nazi death camps or the more than 11 million Jews, political opponentss gypsie
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and others who died in the Holocaust. Students are told that “General Dwight
Eisenhower was stunned to come ‘face to face’ with indisputable evidence of Nazi
brutality and ruthless disregard of every sense of decency” (pp. 808-809).eXths t
likely to make a young reader feel like the Allies should be forgiven for theaypafl
nonintervention since they did not really have a complete grasp of what wagomg
the camps.

The text goes on to say: “Only at war’s end did they [the Allies] learn the ful
extent of the Holocaust” (p. 808). However, the historical evidence suggests that the
Allied powers and the American government had some knowledge about what m@s goi
on in the Nazi death camps, though it may have been incomplete (Breitmann, 1999;
Feingold, 1995; Hamerow, 2008). Many complex factors figured into the lack of
American involvement in stopping the Holocaust. Some scholars have suggested that
among the reasons for the lack of response from the Allied powers we&eanitie
sentiments and extremely restrictive immigration policies in the tJ§tates and in the
United Kingdom, as well as in other places (Hamerow, 2008). Other historians, though,
have contested the view that America and the other Allied powers did not live up to their
global responsibilities, claiming that the vast majority of resources terttiah was
focused on winning World War Il as quickly as possible, which in turn would end the
Nazi Holocaust (Novick, 2000). Novick (2000) states that during the Holocaust,

Americans, including many American Jews, were largely unaware ofwehat

now call the Holocaust while it was going orBut the available evidence doesn't

suggest that, overall, American Jews (let alone American gentiles) we
traumatized by the Holocaust, in any worthwhile sense of that term.
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He further suggests that it was not until 20 years after the Holocaust the¢tihédegan
to take a prominent place in Jewish and other Americans’ social consciousness.
Overgeneralizations and mischaracterizations like the ones discussedehere
commonplace in world history textbooks.

The only recent study conducted about the Holocaust in modern textbooks
showed results very similar to mine from the Prentice Hall text above (Lintd2039).
The study looked at the six most popular world and American history secondealry-le
textbooks in the United States in 2009 and conclud&ithdugh textbooks provide
substantial coverage of the Holocaust, the effectiveness of this coverageéeid imi
ways that can lead students to develop inaccurate perspectives about the event”
(Lindquist, 2009, p. 303)Their coverage of the topic is often extremely brief,
incomplete, overly generalized and/or superficial. Lindquist (2009) found problems
relating to factual accuracy, a history of anti-Semitism, and even andt@mabsession
with Adolf Hitler (p. 301).

In addition to limited, unbalanced, and often inaccurate coverage of the topic in
textbooks, scholars have found six other reasons why teaching the Holocaugilexcom
First, it must be taught within the context of the Nazi time period in Europe (Lstdqui
2009). The political and social conditions in Germany at the end of World War I, the
weaknesses of Weimar Government between World War | and World War 11, the
economic deterioration of the country marked by rampant inflation, and the uses and

abuses of propaganda must be clearly understood. Students also need to have some
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awareness of the history of anti-Semitism before the Nazi era if thdy have a
framework in which to contextualize a study of the Holocaust. Lindquist notes that
“students’ understanding of this overarching history is sparse, tat(bewlquist, 2009p.
118).

Second, teachers may find the topic complex to teach because they mushteprese
the Holocaust for the horror that it was but also be careful not to overwhelm oatizzim
their students, especially given their young age (Lindquist, 2009; Totten, ipabe
Fernekes, 2001). The Holocaust presents teachers with unique pedagogsoahsiéwi
be made, such as how much depth to go into and what topics to cover, how to select age-
appropriate materials and teaching technigues, and how to choose an appropriate
pedagogical framework through which to teach (Riley & Totten, 2005).

For example, is Holocaust denial an appropriate topic for classroom exqi@rati
Some scholars have argued that if students are not exposed to the issue of demial withi
the structured and comfortable environment of a classroom, they may not know how to
react when they encounter such arguments later in life (Huerta & SahHftaerta,

1996). Other scholars strongly disagree, believing that any discussion of dethiars wi
the classroom setting gives it a certain degree of legitimacy areldreeit is an entirely
inappropriate topic for teachers to discuss (Totten, Feinberg & Fernekes, 2001).
Furthermore, given the limited time in a typical world history classrtitet teachers

feel they can spend on the Holocaust, tradeoffs inevitably must be made, amdjlearni
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about deniers may not help achieve the aims of Holocaust education as articuthted b
United States Holocaust Memorial Museum and others previously cited.

Third, additional complexities arise over the question of how much space and
attention should be given to various aspects of the topic, such as Jewish versus the non-
Jewish experiences in the Holocaust (Lindquist, 2010; Tinberg 2005). Lindquist suggests
that teachers must be sensitive to Jewish students as well as tgéhddavish
community, and give special care to focus on their experiences but not so much as to
ignore the experiences of others who suffered during the genocide. Like balaecing t
issue of depth with the potential for traumatization, here too the issue of bglancin
perspectives complicates the teaching of the topic.

Fourth, Lindquist (2010) and Tinberg (2005) argue that the personal identity of
the teacher adds a dimension of complexity to teaching the topic. If thetéadewish,
he or she must consider the context in which they are teaching. Different ¢estyhes
and instructional choices may need to be made based on the student population. Lindquist
(2010) also suggests that if the teacher is Jewish there may be an addiédopdmehbr
her students. “Both Jewish and non-Jewish students can observe the direct link that ties
the subject to the teacher’s interest in it. In doing so, students learruthangthistory
can be a personal journey as well as an academic endeavor” (p. 87). He shgpests t
non-Jewish teachers must recognize that students of Jewish background and those of

other identities may view learning about the Holocaust differently. Thisfine®rk has
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particular bearing on the current study as it illuminates the somewhajrnidiac
understandings that necessarily result from an event such as the Holocaust.

Fifth, in addition to issues related to the identity of the educators, problems also
potentially exist in trying to use the complex history of the Holocaust to tead m
lessons. In a study of the ways in which the Holocaust may be used to teach about
human rights, Eckman (2010) raises concerns related to the notion that histomt ‘loa
transposed to the present in a linear way” and students may be too quick to beligve, albei
incorrectly, that all stereotyping has the power to end in genocide simitattoftthe
Holocaust (p. 10). Eckman (2010) notes: “In this example, students draw on their
personal feelings, and then move too rapidly to parallels with the mechanisms-of stat
sanctioned murder” (p. 10). In the information age where supposed answers to complex
guestions can be found in seconds via an uncritical internet search, modern stubents wi
likely desire clear answers, but a study of the Holocaust does not lend itsslhto s
answers. Students may become frustrated with the lack of clear-cut atsgpaestions
that commonly arise, such as “Why didn’t the Jews fight back?” or “Why did the Nazi
target the Jews?” or “Why didn’t America end the Holocaust?” These me®®inarily
complex questions that require a careful and thoughtful examination of théchistor
evidence, and will lead students and teachers to widely varying histotergretations
and analyses.

For some teachers, answering these questions is so overwhelming that they

believe they cannot convey an understanding of reasons for the Holocaust. In one case
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study of Holocaust instruction at a Lubavitch girls’ Yeshiva, Schweber (2008) fband t

for the teacher of the unit, “the Holocaust transcends human understanding and, as such,
defies explanation — regardless of whether human action or theologicalbsgues
explanation” (p. 175). However, some scholars have argued the exact opposite,
suggesting that the Holocaust is not unthinkable at all but rather provides us with the
images that can very closely represent the terrifying events dfdhiic past (Didi-

Huberman & Lillis, 2008). These scholars claim that of the approximately fi&mi
pictures that remain of Nazi concentration and death camps, only four show tle actua
process of murder at the gas chambers (Didi-Huberman & Lillis, 2008hoW¥it

guestion, these images show a small group of naked women being crammed into the gas
chambers at a concentration camp where they ultimately die. Other jraggasts, and

some limited video clearly demonstrate the actions of the Nazis as welfiméeand

again, students of this history, school-aged or older, invoke the claim that the Holocaust
is somehow unimaginable. Didi-Huberman and Lillis (2008) challenge us not to hide
behind this falsity, stating, “We must attempt to imagine the hell that Auschwas in

the summer of 1944. Let us not invoke the unimaginable. Let us not shelter ourselves by
saying that we cannot, that we could not by any means, imagine it to the very end. We
are obliged[italics found in original text] to that oppressive imaginable” (p. 3). Yet
teachers and others do hide behind those very claims. Perhaps the psychological weight
of the Holocaust and the fact that a study of it might not lead to clear explarihtigra

students’ and perhaps even teachers’ minds, adequately deconstruct thne) okt
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Holocaust or improve their own inability to make sense of it, further complicates
Holocaust instruction and might account, at least in part, for this shielding. Didi-
Huberman and Lillis (2008) suggest that in regards to the four images at threofente
their work, and other horror-filled and painful imagery of the entire event, “wé mus
contemplate them, take them on, and try to comprehend them. Images in spite of all:
[italics found in original text] in spite of our own inability to loakthem as they deserve,
in spite of our own world, full, almost choked, of imaginary commaodities” (p. 3).

Sixth, the issue of age-appropriate pedagogical and instructional choites f
complicates the teaching of the topic. Typically, decisions on what to aeadtased on
the academic level and abilities of the students. However, when teachirity-aolen
topics, issues of empathy and avoiding trauma must be recognized. Perhaps the most
basic question educators must grapple with is at what age students shouldbaliauty
the Holocaust? In his teaching guide to Holocaust education, Totten (2002) says,
“Holocaust education for K-4 students? The answer is no!” (p. 161). He argues that to
begin to understand the history of the Holocaust, students need to have some
understanding of Germany'’s past, the history of anti-Semitism, the vaeopte
involved in the Holocaust (either by their own choosing or by force), the histding of
various key events that lead up to and take place during and after the Holocaust, and so
on. Totten (2002) argues that even attempting to teach just some of these topics “in a
way that is understandable to a five-, six-, seven-, or eight-year-old wouldybeTol

do so by telling the ‘real story’ with all of its hatred, abuses, uglineslsimairderousness
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would constitute miseducation” (p. 161). He contends the topic is too complex for
students that young, particularly since they cannot understand the Holocause Itleegus
cannot understand the background and context in which it occurred, and because it is just
too traumatic for them.

Teachers’ own descriptions of the challenges bear out Totten’s argurirents.
2002 six teachers who had won awards for their Holocaust teaching in Tennessee we
interviewed to gain insight into their practices and perspectives on Holodagstien
(Lindquist, 2002). Interviews with them suggested that great care must be tadken w
presenting the Holocaust, given the gruesome nature of this horror-filled event. The
teachers said that Holocaust educators must judge the maturity of themsinde
determining what materials to use, images and videos to show, and topics to discuss. For
these teachers, such choices were not easy. Further, they suggéshedtime and
space given to “showing” the horror should be limited and therefore teachers shoul
avoid showing particularly disturbing images. Lastly, the educatatstsaprevalence
of violence in modern media culture, in everything from television to video games,
makes it challenging for teachers to convince students that these &steially happened,
that they are not fiction or simply “made for TV.” In addition, students mastrahlize
that the conditions that lead to the rise of the Holocaust are not necessanilgdivable
in the 2f' century. These pedagogical considerations complicate the teaching of the topi

even further.
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When the content-oriented, instructional, or pedagogical complexities are not
considered by Holocaust educators, students are likely to shy away from wtanting
understand the Holocaust further, and may even become disinterested altogether.

For example, Schweber (2006) has noted how problems can result from teaching the
Holocaust without proper context, explanation, and analysis:

If we teach about the Holocaust without generating deep understandings of the

subject matter — without teaching why different groups were persecuted, how

perpetrators were enticed into violence, how this atrocity is similar anchdessi

to other genocides — repeating that kind of coverage is the surest way to get

students not to take it seriously, not to care about it, and to become, “sick of the

Holocaust” (p. 53).

Teachers who want to learn how to better address issues involved in tehehing t
Holocaust often seek professional development on the topic. This study seeks to
understand teachers’ attempts to address challenges in their own understaadings
professional development and the meanings they make from it.

Teaching the Holocaust is bound up with questions about which aspects to focus
on and which, if any, moral or theological lessons to teach. Any teacher oulunTi
can attempt to convey meanings of any historical event from a particuspepgve and
can use history to assist students in understanding certain perspectivessansl \ehile
ignoring others. The pedagogical arrangement of Holocaust education cad b use
reaffirm religious identity, explore personal identity, internalize geldoody of historical
knowledge, or understand the pain of the victims, among other aims. How teachers form

their own Holocaust profiles, which affects the experiences they dogagidents and

what they seek to address in Holocaust education in their classrooms, is onkhabme
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known. Holocaust education for teachers has not been deeply researched, but a few
studies have confirmed that professional development is an important component of how

teachers may learn to engage students with Holocaust education.

Holocaust Professional Development

Professional development related to the Holocaust has tremendously increased
over the past two decades following an increase in the 1990s and early 2000s in state
mandates devoted to the study of the Holocaust, and particularly after 1993 with the
opening of the United States Holocaust Memorial Museum in Washington, D.C., and the
release of Steven Spielberg’s Academy Award-winning motion pi&cinendler’s List
There are sixteen Holocaust museums, approximately 150 Holocaust centers, and
approximately fifty Jewish museums in the United States (Beckerkman, 2008®)laiS
have conducted a very limited number of studies about Holocaust professional
development programs in a variety of settings, but never at any of these museums.
Facing History and Ourselves, a private organization devoted to providing stuants a
teachers with materials and experiences to combat prejudice and intoleratzéeana
about genocides and politicides (such as the Holocaust, the Armenian genocide, and the
genocide in Darfur), has its own mechanisms for evaluating its teaduygaprs and
materials. Boulay et al. (2009) conducted a randomized controlled experimedyal st
for Facing History and Ourselves of 134 teachers in 76 schools. Facing History and

Ourselves has long reported that its professional development programs leativi® pos
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changes in teacher practices and attitudes. However, in the past, theithasglbsne
from teachers and/or schools that had specifically sought out the organipaiisn f
assistance. In this study, the researchers used a randomized and conttbbbeldlogy
and found 76 schools across the nation that had never used Facing History and Ourselves
materials. These schools represented geographical diversity, and most were
underperforming schools with a high percentage of students in poverty. The authors
created a control and a treatment group (giving the former the professioriapdesmet
program in year one of the study and the latter in year two) to eliminate, dxtémg
possible, any differences already present in the study participants ssigcitlaer
engagement and student abilities. The goal of the study was to evaluatpabeam
Facing History and Ourselves’ professional development programs on teacherbehavio
and student achievement. They concluded that as a result of participationdbere w
statistically significant increase in teachers’ self-efficang improved feelings towards
professional development in general. These results were not specific to tlicaws$t| as
Facing History and Ourselves materials and teacher training pregdaminclude
tolerance and diversity, among other topics. The study concluded that,
Facing History and Ourselves’ professional development servigageneachers,
and increase teacher efficacy in promoting students academic and civiadearni
Those teachers who received Facing History and Ourselves servidag tela
those who did not, demonstrated significantly greater efficacy in promoting
community— and learner—centered classrooms, deliberative skills, historical
understanding, and civic learning. The heightened efficacy for Facitgyryis
teachers corresponds with student outcomes: the study also captured diatistical

significant results for students in those same areas—improved classro@teclim
skills for analyzing history, and civic skills and dispositions (Boulay, e2@09,

p. 4).
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The study specifically did not seek out teachers who had already been motivated
to use Facing History programs, and it specifically did not exclude framatiisset
teachers who had not fully taught the program after professional developmeniot had
taught it all. All the data from each teacher and every student in the 76 scheols wa
included in the data set used for analysis. Doing this made the results of theastad
reliable than previous studies on Facing History programs, which included achets
who wanted assistance from the organization. Given this design, the impacts found by
the researchers show that professional development on the Holocaust and o#ter relat
topics can have influences beyond improved knowledge to include changes in classroom
environment, school culture, and civics. One problem with the study is that the nnultiyea
and nationwide design means a very heavy financial investment had to be made to
complete it. Researchers came from the staff at Facing History asdls; a few
university faculty, Fine Associates, and mostly from Abt Associates. Edbhbsd
people and/or organizations were paid by Facing History and Ourselvesidhevsis
entirely funded by them.

Other studies have been conducted on Facing History and Ourselves Holocaust
and tolerance programs as well. One study of the impact of the Facingytdistor
Ourselves tolerance and Holocaust curriculum found that teachers who pauticiptite
professional development activities related to their curricular mistéwaa increases in
the use of student-centered learning and improvements in student deliberatidta (Barr

Mingo, 2010). Tollefson (1999) conducted case studies of four schools in the Cleveland
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area for Facing History and Ourselves in order to measure the longxpauct of its
professional development programs there. Results included increased tdazdwy, ef
decreased student apathy toward academics in the class where Faitingdtid
Ourselves materials were used, as well as in other courses, and incraelsed te
participation in professional development experiences to improve teachers’aminde
Since these studies were not specifically about the Holocaust, their reayltsave
limited applicability to the outcomes of Holocaust professional developni@mting
History and Ourselves teacher and student programs cover Holocaust conteny; but the
also heavily focus on tolerance training, diversity issues, and civics. Themefate
these studies have found may or may not have relevance for Holocaust education itself
but rather for a program of professional development or student learning irbtbader
topics. | limited the scope of my study specifically to Holocausfiegsional
development to begin to understand the meanings teachers attach to teacher education on
the Holocaust itself and not to broader themes that span historical place @nd tim

Beyond studies involving Facing History and Ourselves materials, another study
was conducted on a series of in-service workshops totaling 72 hours on the Holocaust in
seven different schools in two rural counties in Washington State funded by tbealati
Endowment for the Humanities, an independent grant-making agency of the United
States government (Wolpow, Johnson & Wognild, 2002). Professional developers
designed the program to familiarize teachers with general Holoaatsin¢ and teaching

strategies as well as interdisciplinary approaches to genocide amchdst studies, and
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provide them with an understanding of accurate, high-quality resources that cad be us
in classroom discourses. Researchers found that teachers’ efficaasett and they

had a greater understanding of complex Holocaust content as a result of piaricipa

They also found greater enthusiasm on the part of teachers for studyingtbEhaman
nature in historical events and for using additional accurate educational tohlgss

primary sources from survivors, media analyses, and literature, in order to éden t
scope of classroom experiences that students partake in during Holocaust education.
This study provided insight into potential benefits for teachers in understanding komple
Holocaust content and decreasing the likelihood of teachers allowing historical
inaccuracies about the Holocaust to persist after they participateghtelon and

sustained professional development lead by Holocaust scholars. This study did not
involve a Holocaust museum (likely because the schools involved were rural schools),
but it did show that a carefully planned program of professional development cam lead t
improving teachers’ ability to understand the Holocaust. The results of thissétohed

that the inaccuracies and complexity that have plagued the field of Hdlechgesition

can be lessened through professional development. However, this study did not assess
the meanings teachers attach to the professional development they werpaaking

nor did it seek to reveal how teachers conceptualized the Holocaust, how its various
aspects should be taught, and what or whose perspectives would be given priority. While
the study did show teachers had greater knowledge on the Holocaust, which is no doubt

important for social studies educators, questions it left unanswered about teache
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conceptualization about the Holocaust are partly addressed in my case stutst albe
different site and in a different context.

A few other studies have examined Holocaust professional development in other
contexts. Donoho (1999) found positive outcomes on Holocaust instruction as a result of
participation in professional development on the topic. She conducted a study of 182
teachers who participated in the Arkansas Holocaust Education Commi@8d's 997
professional development conferences. She found that the number of educatorg teachin
the Holocaust increased from 75 to 103 after the professional development program and
the implementation of Facing History and Ourselves curricular mateféle also found
that the number of hours devoted to Holocaust instruction, the number of content areas
covering the Holocaust, and the number of pedagogical strategies all idcasaseesult
of teachers’ participation in professional development conferences. No oiltyehas
confirmed whether such results could be replicated in other settings, suckasht J
history or Holocaust museums. Mitchell (2004) conducted a study of 17 Holocaust
teachers who had won the Belz-Lipman Holocaust Educator of the Year Award in
Tennessee, all of whom had patrticipated in formal professional development on the
Holocaust from organizations such as United States Holocaust Memorial Museum,
Facing History and Ourselves, and the Tennessee Holocaust Commission. These
teachers read widely on the topic on their own and were self-motivated about the
Holocaust. They carefully selected appropriate, accurate, and studaedtyffmaterials

in order to teach the topic. Using qualitative interviews with each of the aviramdra
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as her primary data source, Donoho concluded that on the whole in their Holocaust

instruction the teachers focus more on complex concepts, such as reasons to learn about

human nature, than on a chronology of specific dates or facts. The author focuses on the

materials these teachers use and the instructional techniques they intpl@nky

tangential focus is given to what these teachers learned in their extemdessional

development on the Holocaust, and almost no attention is given to the meanings they

attached to it. The study does confirm that professional development was a part of

changing the nature of Holocaust instruction, but it revealed very little diuiatys in

which these teachers identified with or did not identify with the material and what

understandings they developed as a result of participation in Holocaust teachgoeduca

programs. The study lacks analysis on any influence that these teactesrsivex

participation in professional development at museums and institutes had on the

perspectives that they form of the Holocaust and Holocaust education. The resyits of m

study begin to fill in this knowledge gap because greater insight is re\adadeit how

teachers respond to professional development specifically at a Jewish imgsmym.
Compared with the number of institutions offering Holocaust professional

development and the large number of teachers participating, the number of studies on the

topic is minimal. Institutions that have largely been left out of the literatarelaocaust

and Jewish history museums, which often provide extensive Holocaust professional

development and are staffed with specialists. This omission may be becgessctde

professional development at these museums, and the museums themselvesiyalg rela
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new and therefore are not seen as traditional places for professional developaheas, s
universities typically are. However, there may be a particular aragtevihich a Jewish
museum presents the Holocaust in professional development since its exhitékytypi
address the topic only from the perspective of the main targeted group, ible Jeople.
The Museum of Jewish Heritage, for example, is a secular institution buttiten s
owned real estate at the southern tip of Manhattan. Because of this, teaclopatragt
in its programs might assume they will learn about the Holocaust in broach hemnmes.
However, there may be a salient difference in the way a Jewish museumspresent
Holocaust content and pedagogy. The exhibits on all three floors of the Museum have a
Jewish narrative in their presentation of history, including starting thenesiperience
with scenes and artifacts from Jewish life before, during, and after the Hslodehe
grand narrative is that of the fate of the Jewish community. This may infltlence

meanings teachers make from professional development at the Museum.

Defining Professional Development

Professional development is a term that broadly refers to formal or informal
learning that further trains a professional over varied periods of time. Speckiged K
(2001) define professional development as “a lifelong collaborative learningsgrdtat
nourishes the growth of educators both as individuals and as team members to lheir skil

and abilities” (p. 9). While there has been some growth over the past fif@anrye
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social studies and Holocaust educational research on the topic, the studies remain
extremely limited. There is very limited research on social studiessprofel
development generally, which is likely tied to a lack of funding as compared with
curricular areas that have more mandates and accountability (van Hover, 2008).
However, the field of education in general has several organizations and reseatthe
have conceptualized professional development. The National Staff Development Council
(2007), the largest non-profit organization devoted to professional development in the
United States, defines professional development as a “comprehensive, sustained, and
intensive approach” to ensuring that efforts result in improved student achievement. The
council has created a comprehensive definition of professional development and
proposed it as an amendment to Section 901 (34) of the Elementary and Secondary
Education Act as reauthorized by the No Child Left Behind Act of 2001 (2007). The act
demands that states have “high quality” professional development for exengitéHess
& Petrilli, 2007) yet offers virtually no conceptualization about what will geschers
the skills, abilities, and desire to teach in new ways (Grant, 2003). The NSDialefi
of professional development states,
Professional development fosters collective responsibility for improvedngtude
performance and must be comprised of professional learning that: (1 nescalig
with rigorous state student academic achievement standards as weltexs rel
local educational agency and school improvement goals; (2) is conducted among
educators at the school and facilitated by well-prepared school principats and/

school-based professional development coaches, mentors, master teachers, or
other teacher leaders; (3) primarily occurs several times pér.wg@2007)



45

The NSDC definition goes on to state that professional development should be
job-embedded, address learning goals already established, and use aayidé arr
educational professionals from within school districts, universities, fort@géncies,
content specialists, or other educational institutions. This type of paiatsi
development suggests that museums will need to work closely with individual schools
and school districts in order for their training programs to be integrally cauhicthe
professional lives of teachers as a part of their professional respitiesibiFor example,
the educators at The Museum of Jewish Heritage have worked closely witawhédxk
City Department of Education in order to offer professional development crgwits (*
credits”) for participation in some of the museum’s programs. These (girare
useable toward salary advancement and for helping to fulfill the required®&nd hours
of professional development for all New York State and New York City teachéfseder
after February 1, 2004. The Museum of Jewish Heritage has also aligpexyjitsms
with New York City and New York State learning standards, and it schedslles it
programs around the New York City school calendar in order to accommodate tBe large
potential pool of participants.

On a federal level, the NSDC definition is in line with the professional
development component of the No Child Left Behind Act of 2001, which states that
programs aimed at improving teacher knowledge and skills should not be one-day or
short-term in nature, but rather they should be a part of long-term, ongoing, higi-qual

programs. Historically, professional development has commonly been relstivi¢te
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short-term, often single-day workshop or in-service training session (Baddeg;

Fogerty & Pete, 2007, van Hover, 2008). Gaudelli (2002) suggests that this model has
generally “failed to transform the professional lives of teachers” and bamkenore a

part of the ritualistic tradition of schools than an effective technique to promptenah

of sustained professional improvement (p. 5).

Recently, as reflected in the NSDC definition, there has been a large $héft in
literature on professional development for educators toward a more longgutarly
scheduled, and meticulously planned program of professional growth. Walling and
Lewis (2000) consider this potential shift so dramatic as to call it a nesligar for
professional development. The shift also includes movement toward what @afarel
(2002) refers to as the “transfer of learning model.” In this model therdelkberate
and systematic attempt to design professional development opportunities fotlgurre
practicing teachers that result in the transfer of new knowledge to stodénés
implementation of new pedagogical approaches in classrooms and otheroe@diicati
settings. There is little evidence to suggest that this shift is takiog plaa widespread
basis, as the single-day workshop still remains the typical form of professional
development offered to teachers (van Hover, 2008). However, in places wheréftthis shi

is occurring, there have been measurable outcomes.
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Best Practices in Professional Development

Some scholars have expressed problems with the current state of professional
development (Borko, 2004; Sykes, 1996). They believe that professional development as
it is conceived and practiced is insufficient and it is not meeting the needs ofktoday’
educators. In social studies, “our knowledge of the professional development of social
studies teachers is idiosyncratic and there exists no ‘big picture’iaf saaies
professional development across the country” (van Hover, 2008). Despite these
shortcomings and the beliefs of some scholars, some research in social siuchése
has found that carefully planned programs that reflect best practiceshigrotessional
development literature lead to positive outcomes in social studies teachergear
efficacy, and practice (Grossman, Wineburg, & Woolworth, 2000). Professional
development often alters teacher behavior and pedagogy in a positive Wway &8a
Smith, 1999; Franke et. al., 1998; Nelson, 1999). For example, the research about
professional development supported by Teaching American History gramts sho
positive outcomes about teacher practices, instruction, and teacher enthusiasm for
American history (Hudson & Santora, 2003; Humphrey et al., 2005; Stein, 2003). These
studies are limited, though, as they largely rely on self-reported miiatarviews with
teacher-participants as opposed to observations.

While there are a number of studies that shed light on the effectiveness of
professional development programs supported by Teaching American Hjsdotyg, the

research on other professional development opportunities for social studies teachers i



48

extremely limited. No single model of professional development in sociaéstadi
Holocaust studies could aptly identify the “right” way to train teacherguseccontext
plays such a significant role. However, there are several guidedinediucators in

general that experts use to define an effective model (Guskey, 1995). (ROS@EY
conducted a study of 93 veteran and novice educators and 9 administrators from 8
different high schools to find out the components of effective professional development.
At each high school, professional development was conducted on how to integrate
literacy instruction into the curriculum. In order to determine the most w#quarts of
participants’ professional development experiences, data was collectenhfeoviews,
open-ended questionnaires, observations, and reflective writing samplesaclith ea
teacher and administrator who participated. By analyzing the data from thwsess

she concluded that the key contributors to growth from professional development ar
small study groups, mutually agreed-upon topics, regular meetings and timesgongoin
opportunities for reflection and discussion of best practices, and ongoing review of the
process. She also concluded that that the following practices are ngdesadrighly
successful professional development program: “(a) a genuine desinertvépractice,

(b) a valued voice in the planning process, (c) recognition of accomplishments in the
classroom, (d) the need for a structured professional development program, and (e)
accountability standards that are fair and realistic” (p. 53). Speck and ROQE) (

believe that in order for professional development to have a long-term impact and not

simply be a forced activity that teachers unwillingly attend, it shaagdss needs,
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establish clear aims and goals, center on the learner, improve studanglearstain
professional growth, and be evaluative (p. 9). These attributes stand out for these
scholars because of what teachers themselves have said and what has bebrofayind t
data analysis of various studies, although which studies are not entirely clgher Ne
Lester’'s (2003) nor Speck and Knipe’s (2001) conclusions can be proven to be the “best”
or “right” approach to professional development, but they stand as potential components
of an effective structural design for teacher education.

Perhaps the most oft-cited research on professional development is The
Eisenhower Professional Development Program (Garet, Porter, Desinionan B&
Yoon, 2001). The Eisenhower model was designed for the implementation of the largest
professional development program in the history of the United States goverriment.
serves as the most substantial representation of the shift toward a new pamadigm
professional development. It included a national sample of teachers and igasdi&s
be so broad that it would not only apply to the activities that were a part of the
Eisenhower Professional Development Program but also significantlybedatto the
knowledge of best practices in professional development for teachers and pnalessi
developers nationwide, including social studies (Garet, Porter, Desimon@nB&mn
Yoon, 2001). The study provided a framework by which to move beyond potentially
misconceived notions of professional development as effective simply becseme
experience that teachers enjoy or because it may create even @maimge in classroom

pedagogy (Wenglinsky, 2004; Salpeter, 2003). They used a national probability sample
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of 1,027 math and science teachers who participated in Eisenhower-relatedipnaiie
development activities, as well as Eisenhower professional development casdinat
363 school districts and grant directors at 92 colleges and universities, in ordeyto stud
the effects of professional development on how teachers learned and gained new
knowledge and skills. Mathematics and science education are not the same as social
studies and Holocaust education, but the study’s purpose was to reveal new
understandings about the nature of professional development for teachers in general
can have relevance for social studies education professional development sthdies
study also included in-depth observations and case studies of 30 schools and their
teachers to investigate the effects of the Eisenhower professional developydeht m
This comprehensive study likely stands as the largest, most in-depth onereleted

on professional development for in-service teachers. Borko (2004) has sugggtstieel th
technique of examining professional development in other curricular areas and@gpply
the findings to social studies may have currency in developing a grand pichast of
practices for social studies professional development. Borko (2004) showed that
focusing on the features of the professional development rather than the structure
(university-based course, online offering, or traditional workshop) is moreieéen
measuring outcomes. The results indicate six loose categories fordbdstes in
professional development, which will be discussed below: a focus on content, actively
engaging teachers in their own growth, coherence, collective partitipathool-based

teacher training, and long-term engagement. Questions remain, however, alibat whe
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showing some alteration of teaching practice or teacher knowledge ishaiooug

constitute a particular element of professional development as effda@ser(one,

2009). This is especially true since little consensus or empirical dat@exigich

approaches and features of professional development lead to positive changes in student
performance (Wayne, Yoon, Zhu, Cronen & Garet, 2008), or even how to judge the
impact of professional development at all (Borko, Jacobs, Eiteljorg & RijthQ®8).

As is found in most social studies professional development offerings (Humphrey,
et. al., 2005; Shoob & Stour, 2007; Sykes, 1996; van Hover, 2008), the Eisenhower
Professional Development Program states the first charactangtithey found of
effective professional development is a focus on clear, content-oriented gdeds of t
professional development session. Based in part on student outcomes and what teacher
have said, scholars have found that professional development that places an emphasis on
relevant content and pedagogy and is job-embedded is the most effectivecémeri
Research Association, 2005; Ancess, 2000; Borko, 2004, Fogerty & Pete, 2007; Wood &
McQuarrie, 1999). Effective professional development also actively engagkesrtem
their own growth. It is based on constructivist engagement with teachingngar
observing, assessing, and reflecting (Dadds, 2001; Darling-Hammond & Mclraughl
1995). In practice, this might mean teachers actually teaching new ceatered or
engaging in a lesson study with colleagues. The Eisenhower model also suggests tha

effective professional development has coherence, meaning that it connectkeall of
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professional development activities with one another and with larger goaisioulum,
standards and assessments (especially local or state-mandatschastgs

Effective professional development according to the Eisenhower Profdssiona
Development Program also involves collective participation of teacherdli®same
school. This likely fosters continuing dialogue about the skills and knowledge learned a
the professional development program, and will likely lead to a more contexfiespeci
discussion about how to apply the lessons to a specific population and realities of a
specific school or district. This may also lead to more long-term supportive dstissi
among teachers, who are then more likely to reflect on their practiceré@@eSmith &
Lytle, 2000). However, given that many districts continually experiendgei
difficulties, and given that teachers often serve as deans, coaches, clobsadwid
mentors, this is not likely to become widespread without a dramatic shift in theesgruc
of public education and teacher contracts.

The fifth characteristic of effective professional development accorditing to
Eisenhower Professional Development Program is school-based teacheg trdiare
professional development is built into the normal daily life of the teachieexample,
during planning time or teacher professional meeting times) rather thamiogonly
during the typical one or two days of professional development per year.

Professional learning for teachers is typically most effective witekes place in
schools, thereby creating a culture of a professional learning commkimity&

Newmann, 2000). Professional development should function in such a way as to build
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cultural norms rather than act as a one-shot training day (Loucks-Horsley, 1998). The
last characteristic of effective professional development accotdlitige Eisenhower
Professional Development Program is that the duration of related sessionstestong-
and recognizes that teachers, like students, need time to absorb and practice new
knowledge and skills (Ganser, 2000; Dudzinski, Roszmann-Millican & Shank, 2000).
The Teaching American History grant program’s long-term profedsitavalopment
sessions, for example, are always connected to one another by content or pesiadpgy
as oral history (see, for example, Hudson & Santora, 2003). One type of institution
where professional development for teachers is sometimes offered is ,museum
Certainly no comprehensive consensus exists on what constitutes effective
professional development or how many of the elements above need to be present for
effective teacher growth to take place, but other research has found satilaie$ to be
effective as well. Five components of effective professional developmentetsatraar
to those developed in the Eisenhower study have emerged repeatedly in a number of
studies as important elements in teacher training: content focus, aativiedg
coherence, duration, and collective participation (Desimone, 2003, 2009; Firestone,
Mangin, Martinez & Polovsky, 2005; Jeanpierre, Oberhauser, & Freeman, 2005; Penuel,
Fishman, Yamaguchi & Gallagher, 2007; Phillips, Desimone & Smith, 2011). These
studies have led to at least a partial agreement on the elements of effeafidgsional
development. To the degree that there is consensus, it “lacks sufficient ggeoific

guide practice” (Wayne, Yoon, Zhu, Cronen & Garet, 2008, p. 470). For example, while
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much of the research notes some of the potential shortcomings with the single-day
workshop (as compared with long-term programs), little guidance is offeré@ aogts
associated with longer programs and the effects on students when teaelaérs ar
professional development and not in the classroom (Wayne, Yoon, Zhu, Cronen & Garet,
2008). The authors suggest more research on the opportunity costs of longer programs as
opposed to the widely used workshop model. The workshop model in and of itself does
not necessarily imply that content will be unconnected to the work of the teacheitland w
not include authentic educational engagement. Some scholars have questioned the
practicality of in-school professional development as it usually nedessitdull-time
employee serving as a professional development coach, “which is among one of the most
expensive approaches to PD available” (Wayne, Yoon, Zhu, Cronen & Garet, 2008, p.
470). The authors raise questions about this approach, such as: Should schools reduce
their off-site professional development opportunities, like at museums, to makedsydget
room for on-site professional development, and, how often and in what way does on-sit
professional development need to occur to make a difference (Wayne, Yoon, Zhu,
Cronen & Garet, 2008)? No answers exist yet to these questions, but they paitanm
inquiries into the practicality, applicability, and proven results of the fiatifes of
effective teacher training that appear frequently in professional deveilbpitesture.

Some scholars have noted that our comprehension of professional learning is still
“poorly understood,” and “despite decades of research and theorizing aboutgéearni

situ and knowledge as used in professional practice, our overall understanding of this
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topic is still ambiguous” (Webster-Wright, 2009, p. 704). Webster-Wright (2009)
suggests that we need to know much more about how professionals learn and move
beyond a keen focus on the activities of professional development. One site for
professional development that is particularly understudied but plays acgighible in

public and teacher education is museums.

Museums and Education

Each year, millions of Americans visit public and private museums to learn more
about a particular topic, group, or era of history. Museums have traditionally been see
by the public as storehouses for artifacts of bygone eras (Talboys, 2000200&i).

Museum exhibits and collections, and their accompanying narratives, “ar® held t
embody essential forms of evidence of history, culture, nature, sciencet’and ar
(Trofanenko, 2006, p. 49). Informal learning institutions such as museums play an
important role in educating the public in general and social studies teachenticurgra
Virtually all museum-goers of every stripe experience at least slegree of learning as

a result of their visit (Falk, 1999). Combined with print, digital, and television media;
books, schools and universities; and community groups, museums are a critical part of a
large public network of places that support learning for people of all agés 184D).

They are a “crucial foundation for power” and “an inescapable ground for struggle”

(Trofanenko, 2006, p. 62) between competing forces and varying ideologies.
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Museums and other nonformal learning environments often have great autonomy
in how and what they potentially teach visitors. Therefore, the results of mrseauh-
education for visitors are innumerable. Nonformal learning refers to eclu¢hadit takes
place outside the traditional confines of university classrooms, is not tydio&kg to
the awarding of a degree (though they can award professional learning, exbéth
may be needed to maintain state-issued certification), and is not an imposed by an
external force. This type of learning occurs only because the learnerittardscur at a
time and place of their choosing (Livingstone, 1999). The goal of nonformal le@éning
to improve the personal and professional lives of adult learners (Heimlich, 1993).
Informal teacher education programs at museums are characterized by opes i
typically are intended to be applied to their instructional responsibilities andidan
their knowledge and skills in relation to teaching a particular acadenmnetbetopic.
Unfortunately for museum educators and professional developers, littlectes&ests on
the adult learning at museums, and no research exists on Holocaust learniaghfenste
at museums of any kind. This is a surprising reality:

Given the extent of museum patronage in the U.S. and museums’ self-defined role

as educators, one would imagine that the literature should be awash with

insightful research acting as theoretical and empirical foundation for ttkeofvo
museums and their educators. Regrettably...[we] found this not to be the case.

Museums looking to research for ways to understand and affect their adult

visitor's and employees’ learning have been largely left to illumitregie own

path (Dudzinska-Przesmitzki & Grenier, 2008, p. 18).

However, one major and comprehensive national study was conducted on

museum adult learning between 1996 and 1999. By interviewing 508 adult participants
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in museum-based programs, 75 museum-based teachers, and 143 museum-based program
planners at a wide variety of museums (including art museums, history najseulinral
museums, historical homes, and even botanical gardens), the authors reseaehed thr
guestions: (1) What makes an excellent program?; (2) What effective techarquesed
with adult learners?; and (3) What, if anything, is the impact of the learnimg taldce

at a museum? (Sachatello-Sawyer, et. al., 2009). Among other results, mosthadnghic
not relevant to my study, they found that adult learners at museum-based progirams fe
that learning content that challenged them in an engaging way wasyenéicessary for

a program to be successful. This study did not specifically limit the scotse of
participants to teachers. The study, therefore, leaves open the possiliibtgthset of
data exists that could provide insight into museum adult informal learning itihe st
participants were studied individually according to their different ¢apsccontexts,

and realities. One such subset is teachers who frequently use museums to educate
themselves in both formal and informal ways.

Since museums enact “public pedagogy” (Giroux, 2001), they act as important
agents of politics and power. By choosing to include certain stories in certarangy
excluding others, they help determine what will be seen by teacher professional
development participants and the public as important and what will not. In that sense,
they often present a singular, grand message. Inevitably, museums form “aaraicd|
therefore, partial identities” (Trofanenko, 2006, p. 49) which can serve a variety of

purposes, such as promoting nationalism, forming a particular identrtgwrof the past,
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and transferring knowledge (Trofanenko, 2010). Learning always occuratiomeb

where the learning is taking place as “learning is always a complex pheasieted

within a series of contextgFalk & Storksdieck. 2005, p. 745). Questions arise over who
gets to tell the story and who owns the story. Should a Holocaust museum’s exhibits be
presented from the Jewish perspective? Should Irish Americans be the authors of
museums devoted to their past? These kinds of questions are constantly challenging
museum professionals, as is trying to connect their “educational purposes to liveseal

of visitors” (Vallance, 2004).

Today, museums are no longer institutions that cater predominantly to the wealthy
class of society. They now attract people of all age groups and socio-economic
backgrounds. Over the past twenty years museums have begun to shift focusrigpm bei
concerned largely with their collections to giving attention to the experieindifferent
types of visitors. To do this, they are investing resources and effort itctiatjra wide
variety of visitors, and giving different visitors different educational egpees that will
be meaningful to them (Kotler & Kotler, 1998). For those different audiences and
different experiences, museums typically follow an educational theorguidss their
educational approach, exhibition design, and learner and visitor involvement (Hein, 1998;
Tran & King, 2007). These theories address the range of visitors, fromethiersiiseum
visitor to the active learner. The silent museum visitor is seen largalyep®sitory to
be filled with new knowledge and information, the meaning and significance of which

has already been determined, so the job of the visitor is to simply take it in. On the
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opposite end of the spectrum is the active learner, for whom the goal is to purposely
engage in the creation of his or her own knowledge, taking into account the identity,
experiences, and background of the visitor (Hein, 2006). Between these two polar
opposites lie varying degrees of visitor involvement.

Hein (1998) categorized learning in museums within this spectrum into four
different categories: didactic expository education, stimulus responseieduca
discovery education, and constructivism. Didactic expository education is the most
traditional model of museum education, in which labels, exhibits, and objects are used to
teach specific, predetermined lessons to visitors, and the museum curatoes @e the
final authority on the meaning and significance of the museum’s edpoxus (Witcomb,
2006). In this theory, no space is left for personal interpretation or discussionluStim
response education emphasizes repeating information to the visitor over andagver ag
SO as to ensure visitors provide the correct responses (Witcomb, 2006). This approach
has received criticism for forcing students and visitors to simply memafaenation
rather than engage in any degree of critical inquiry, which may impaotiganore
substantially than short-term memorization activities do (Hein, 2006). Discovery
education is a more active form of museum education in which the visitor is engaged in
activities, often hands-on, that typically result in new understandings or changed
perceptions (Hein, 1998). Due to the traumatic nature of Holocaust museum content,
discovery education is extremely rare at the sixteen major Holocausinmaigethe

United States.
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Lastly, constructivism involves visitors and students making meaning of their
museum experiences by taking into account their own cultural background and prior
knowledge (Mayer, 2005). Learning must be substantiated through learners’ own ideas
and thinking (Mayer 2005). Learning in this theory is a highly personalized prafcess
meaning-making in which each museum visitor has a unique and gersdrexperience.
That experience is inevitably influenced and shaped by the nature of the museum or
museum program. Therefore, constructivist learning is seen as a negotiatiearbtte
learner/visitor and the context of the museum at a particular moment in timmagAeta
al., 2003; Falk & Dierking, 2000). In the constructivist theory, learning outcomes are
based not only on what is intended to be learned by museum experiences and exhibitions
but also on the meanings that are constructed by the learner/visitor (Adaais,2003).
Constructivism is a commonly applied learning theory in Holocaust museums in the
United States.

In museum studies, social constructivism has emerged as a significant frkmewor
for research within informal learning environments (Schauble, LeibaMartin, 1997).
This theoretical framework has emerged as important for museum reseaecht si
recognizes the contextual nature of learning within museums and recognizes the
important role that culture, background, and prior beliefs and knowledge, as well as
interactions within an informal learning environment, play in museum educationdisal
& Perkins, 1998). When employing social constructivist theories, the meanihgs tha

visitors make of their museum experiences are a critical part of museunindgeaWhat



61

museums want to teach is only a contributing factor to the varying and highly
personalized meanings visitors take away from their museunovigibgram (Adams, et.

al., 2003). Social constructivism has emerged as the dominant model for understanding
museum learning because it recognizes that a wide range of factoes a&lthe

meanings that museum visitors and museum-based program participants makegincludin
not only the messages of the exhibitions, objects, and even museum staff but aldo cultura
factors, the identity of the visitor, and interactions with others.

Falk and Dierking (2000) recognize the value of social constructivism in models
of museum learning. As such, they developed the Contextual Model of Learning, which |
apply in the Discussion section of Chapter 5 because of its relevance in urdiegsta
teacher meaning-making in Holocaust museums. This model takes into account the
differing and socially constructed learning experiences of visitaistee various factors
influencing their personal meaning-making. Their theory does not diminish the
multifaceted, complex, and entangled nature of learning at museums (FalkkéhDje
2000). In this model, the role of the learner is paramount and learning occurs in the
exchanges among three separate but interconnected contexts: the personatltentext
physical context, and the sociocultural context (Falk & Dierking, 2000).

The personal context involves the motivations and expectations of the museum
visitor. Reasons for the visit and what one expects to experience and get out of a
museum visit or program impact learning within the personal context. Onectesea

study found that adult visitors come to museums with very particular notions ofh&lgat t
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want to learn and what they expect to acquire (Tan et. al., 2008). The persondl conte
also involves a visitor or program participant’s interests and prior knowledgesitév'gi
interests may determine what exhibits to focus on and which to ignore, and they ma
influence the meanings that are made from museum programs. Prior knowledge will
influence the way a visitor understands an experience, particularly if tbekpowledge

is held as a core belief, such as a long-held religious belief. In short, pesotest

takes into account the varying identities of visitors.

The physical context involves the setting in which the museum learning takes
place. It accounts for the orientation of the learning environment, since alhtpani
connected to the environment in which it occurs (Falk & Dierking, 2000). What one
learns, remembers, and deems important about an experience is stronglyecbione
physical environment. Therefore, meaning is inevitably made within thenesrdnd
structure of a particular setting. Falk & Dierking (2000) stress, “Athieg is
influenced by the awareness of place” (p. 65) and, “the bond between the personal
context (self) and the physical context (nonself) is a constant, stable bakigotight”

(p. 65). In professional development for teachers, the museum environment in which a
program is occurring will impact the nature and content of the meanings made by
participants. This includes all aspects of the environment, such as the exgbits, t
museum design, the space used for professional development, and the website.

The sociocultural context refers to the idea that learning and knowledgekaxk |

to a particular culture that is larger than the museum learning environmntaatcohtext
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also includes the notion that learning is mediated by a visitor’s interadtiomtivers.

Many studies found that adults typically come to museums with other adults, such as
family or friends (Bitgood, 2002; Falk & Dierking, 2000; Hein 1998; Leinhardt &
Knutson, 2004). In professional development in particular, teachers come to a museum
as part of a highly specialized group (e.g., teachers or, in the case of the Mdiseum
Jewish Heritage, Jewish school teachers or public school teachers), and megnitershi
and interaction with that group mediates the learning that takes placesdtwofl
developers and other presenters, such as Holocaust survivors, mediate leareihg as w
The sociocultural context is critical to understanding a museum experiei¢shapes

the meaning that is made of the perceptions formulated by the individual and the
community” (Falk & Dierking, 2000, p. 48).

In museum research today, understanding of visitors’ learning experiaihce
museums is often built on the overlapping categories of the three domains of the
Contextual Model of Learning (personal, physical, and socioculti#&dBms et. al, 2003,
Leong, 2003). These three contexts help the educational community understand how
learning and making sense of the world occurs through “social interaction with,othe
through distributed meaning-making” (Falk & Dierking, 2000). One of the most
common types of museum visitors is teachers because of their desire drfornee
content-based continual professional development and the unique collections and
capabilities of museums to fill that need. Museums are increasingly gplayoie in

student and teacher education in a variety of school subjects, including the Holocaust.



64

Since there are multiple ways of knowing about the world and interpreting thehpast, t
“public curriculum” (Vallence, 1995) -- that is, the particular perspectiveiseum
employs in its exhibits -- reveals much about its postionality toward roautel the ways
in which it may seek to shape visitors’, teachers’, and students’ identitiesrasesb of
self. By understanding the meanings various types of visitors make, the eduicationa
community can learn how education at museums can be improved (Hein, 1998).
Therefore, this study focuses on teacher meaning-making on the Holocadewagla

heritage museum.

Museum Teacher Education

Museums have the potential to educate teachers in complex, specialized content
and pedagogy, such as the Holocaust, which can be brought into actual clas3roems.
potential is often unrealized. When museums provide teachers with professional
development, museum educators focus on helping them learn about the area of
information that is central to that museum (Marcus, 2008). Historically, nuobéstof
museum learning have been focused on measuring the transmissspeafic,
predetermineditalics found in original text] information, much as someone would test
learning in a traditional classroom” (Falk, 1999, p. 260). But visitors often do not spend
time at the museum thinking about the meanings they bring to what they learn or to their
prior knowledge; this may not happen until long after they leave (Falk, 1999). This

means that any study about museum education should be at least somewhat long-term
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and must take into account the prior knowledge and a priori assumptions of the visitor.
Most teacher-visitors or teacher-participants in professional devetbmfierings at
museums are there of their own free will and, like most museum visitors toeggréh
engaging in “free-choice learning — learning that occurs in an individuaégiine and
that is motivated by choice rather than necessity” (Falk, 1999, p. 273). Falk anda@ierki
(1998) define free-choice learning as learning that takes place at omefsao®;, in no
particular order, with no mandate or assessment, and the choice to include or exclude
certain knowledge offered is at one’s will. Free-choice learning for theraiepublic is
on the rise, as it is for teachers, so museums will likely continue to playcalattie in
public pedagogy and teacher learning, albeit with the continuing authority to peesent
particular narrative to the public (Falk, 1999).

A museum holds the role of a “powerful and legitimizing institution” for
conveying a narrative about the past or a particular part of society “[Basn@nveying
its] own affirmation to hold such authority” (Trofanenko, 2008). Museums attempt to
control the outcomes of visits through their collections, artifacts, storyhnes,
programming for teachers, students, and the general public. Even though museums are
seen by the public as institutions that can be trusted, still very little is known about how
learning occurs in museums for the public, teachers and students (Trofanenko, 2010).
Falk and Dierking (1992) declared at the end of the twentieth century thatticel ¢or

museums to articulate their role as educational institutions within thex lkesgymunity
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and that they should focus on showing that important learning takes place asaf result
their exhibits and programs.

Over the past decade, because of the changing desires and needs of museum
visitors, there has been noticeable shift in museums, transforming from aitexes
education to institutions for learning (Falk, 2004; Hooper-Greenhill, 2003; Rennie and
Johnston, 2004; Weil, 2002). Scholars have articulated what adult education forsteacher
should look like. Hodgson (1986) declared that it must not only convey new knowledge
to teachers but also help them learn how to transmit their new learning in their
classrooms. Cafarella (2002) concurs that transfer of learning is a kppent to
effective professional development. Many museum-based professional development
programs, however, seem not to consider this important element. Marcus Mates, “
discussions with dozens of museum educators and hundreds of secondary social studies
teachers suggest that content, rather than pedagogy or museum theory, is tiye prima
focus of professional development.” (p. 66). However, some scholars (Castle, 2006;
Marcus, 2008) believe that these cannot be taken apart and that professidoahuevie
at museums should focus on both pedagogy and content knowledge to provide the most
meaningful experience for teacher-participants.

Despite the intense focus on content, museums are often looked to for
professional development for teachers because of their long-standitignships with
schools and their involvement with the educational community (Tal, Bamberger, &

Morag, 2005). Museums have long been encouraged to use their resources to improve
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educational practice in classrooms and results for student achievemermRéd@osen et
al., 2003; Gilbert & Priest, 1997). The few scholars who have researched musedm-bas
professional development have typically found positive results. In one scairezdien
study, Melber and Cox-Peterson (2005) investigated the impact of museum-basesl scie
professional development on 54 elementary school teachers. Using a mikedisne
approach that incorporated both qualitative and quantitative inquiry, including Likert-
scale questionnaires, open-ended questionnaires, and additional follow-up interviews and
guestionnaires at both four to six months after participation and two years af
participation, they found an “increased understanding of scientific contentiantfi
processes” (p. 111), “enhanced science instruction (content, pedagogy, andurarric
knowledge)” (p.113) and “increased awareness of museum resources due to museum-
associated workshops” (p. 115). The authors recognize that their study providas only
limited amount of information about the ways in which museums can affect the
professional practices and thinking of teachers. The results of this studgtsingd)&
science educators can be impacted by museum-based science professabojircint,
then conducting studies on social studies professional development informal learning
sites (such as museums) may be worthwhile.

Some studies have examined what museum educators from various types of
museums, including history museums, want to teach student visitors (see, for example
Brooks, 2004), but these studies do not address professional development for teachers.

Museum-based professional development studies are very limited. Marcus (2@08) not
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that history education is a particularly understudied area of scholamshipared with

other school subjects within museum education research in general. He notes that while
research has revealed quite a bit about the teaching and learning of history in the
traditional classroom setting, the educational community knows little abowaitigng

and learning of history in the museum setting (Marcus, 2008). Although Marcus does not
comment on the reason for this, and the causes are unclear, history education asmuseum
may be less studied because the subject has fewer curricular mandatelsehan ot
disciplines do nationwide (van Hover, 2008).

In one of the rare studies on museum-based history education professional
development, Moe, Coleman, Fink, and Krejs (2002) investigated a teacher education
program at the Utah Museum of Natural History using archaeology to teach ethics
character, and citizenship. Through museum-based activities, they used a problem-
solving approach to learn about how to protect archaeological resources, tezctoethi
students, and integrate the study of ethics into various curricular disciplinagh
archaeology. The authors reported that teacher-participants planned to irtearpmea
ethics into their individual curriculums through techniques learned at the mssad-
workshops. Unfortunately, the report fails to meet the most basic methodological
standards of qualitative research, and the work stands more as a descriptssjaur
report on what took place than an analysis of the meaning or impact of théegsks

Overall, while research in the field of museum-based teacher education has found

that myriad resources and learning opportunities exist for teacherglth&alis short in
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developing theory that could enhance research (Dudzinska-Przesmitzkn&IG2908).
Despite exhaustive database searches, as well as corroborating atomversith
numerous Holocaust museum education directors and scholars in the field, Holocaust-
education professional development research studies at museums have not been found.
This gap is particularly alarming considering that Holocaust museumgealthe world
provide various types of in-person and online teacher training and professional
development opportunities, (e.g., The United States Holocaust Memorial Musleeim, T
Simon Wisenthal Center, Yad Vashem: The Martyrs’ and Heroes’ Remembrance
Authority in Israel, and the focus of this study, The Museum of Jewish Herit&ge —
Living Memorial to the Holocaust). Rarely, if ever, do these institutiardyghe impact
of their work on teacher knowledge in complex Holocaust content beyond an end-of-
workshop evaluation. Equally rare are empirical studies that examine yeennahich
Holocaust museum educators approach professional development at all. Since these
museums typically operate from a particularistic perspective on the Hetpstudies
like mine may reveal that the meanings teachers make may be influeregdaiiicular
narrative and perspective afforded in Holocaust professional development.

Holocaust museums across the United States are an important force in public
pedagogy. Although many museums are still highly authoritative in their praeast
the recent reworking of some modern museums has led them to “play a morie centra
social role” (Hooper-Greenhill, 2007, p. 2) in identity formation that helps form cultural

meaning. Holocaust museums put together their exhibits and professional programs to
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string together a particular narrative about the Final Solution “which prajuges of

the past and thus the present” (Hooper-Greenhill, 2007, p. 2). There are those who have
suggested that the Holocaust simply cannot be represented becauseds éxoeans’
capacity for understanding. And yet, today, with sixteen major Holocaust museums
across the country, museum curators have created what one scholar callstthe “pos
museum,” which signifies a “more sophisticated understanding of the complex
relationships between culture, communication, learning, and identity that will $@appor
new approach to museum audiences” (Hooper-Greenhill, 2007, p. 1). Such post
museums are characterized not by antiquated models of final authority arsheece

but by a changing and fluid model that is marked by increasingly compléomstaps

and an increased awareness of the power inherent in museums to shape varioes identiti
and meanings (Hooper-Greenhill, 2007).

Discussions and debates about representation and collective memory formation
cannot remain theoretical when putting together museums and their educationahprogra
(Linenthal, 1995). Each museum’s exhibits and programs, including professional
development for teachers, invite visitors and attendees to construct knowledge about the
Holocaust from a particular political and historiographic point of view. In thaesére
public pedagogy of the Holocaust at museums is not simply an objective activity but one
that invariably takes place in relation to politics, power, and identity.

Increasingly there is a growing acknowledgement of the role that cultureiplays

identity formation (Bucholtz & Hall, 2005). Interpretation at and by museupesriof
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the process of identity formation based on the relationship between the visitor or
museum-based workshop participant and the material. This relationship maycafluen
the meanings and pedagogical sense of the Holocaust that some professional
development participants form, or solidify or omit from prior knowledge. Museum
exhibits, video testimonies, artifacts, photographs, charts, and materiatsiwelyeform

the learning that will take place and help inform the meanings that willageficr

visitors at Holocaust museums. Such exhibits and museum programs are at once a
process of representation and interpretation, which cannot be seen as unbiased. Certai
realities are made known and others are left out. Museums use their colleations a
programs to design a narrative of the past and the present in light of their own cultura
identity and the identity (or forming identities) of the visitor and particip&his may be
especially true for teacher professional development programs such ad these a
Museum of Jewish Heritage, because insight into how those questions are answered ma
influence not only the identity of the teacher-visitor but also the identities of thei
students.

Learning involves growing and shaping identities, or, as others have suggested,
preserving one’s own identity (Brown & Starky, 2000). Learning is a psaufes
meaning-making from the cultural context in which one is living. A teacher’smars
becoming may or may not be shaped by the meanings they make as a result of
participating in museum-based professional development. Little is known about the

personal meanings made by teachers and the pedagogical understandiagguiieyon
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the Shoah at professional development at Holocaust museums. Even less is known about
such topics at Jewish heritage museums in particular. Dudzinska-Przesmitzki and
Grenier (2008) suggest that this reality extends well beyond Holocaugsstudiey say
that much work remains to be done in the field of museum education studies:
Overall, there is still a great deal of research needed to explore thiedear
experiences of adults in museums. It is up to those in adult education and
museum studies to further examine how museums contribute to adult learning in
nonformal and informal environments in order to draw from a theoretically
informed knowledge base for museum practices (p. 20).
My study helps to fill the gap in professional development focused on the Holocaust
because it reveals insight into how the Holocaust is represented and made knowable to
teachers at the Museum of Jewish Heritage; it unearths the meaningatchatdenake
from their experiences there; and it analyzes the identities that forngeshar are

solidified by participation in the museum’s professional development prograims.

next section will describe the methodology of the study.
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CHAPTER Il - METHODOLOGY

This section describes the methodology that was used in order to achieve an
answer to the main research question and the subsidiary questions. It alsogkeuribe
the study is bounded, how data was collected and analyzed, and steps thatevete t

provide corroborating evidence (Stake, 1998) that increases the credibility ddta.

Rationale for Qualitative Research Design

Qualitative methods allow a researcher to study problems and issuesibyg ga
detailed descriptions and analyses of phenomena. The objective of this study is to
understand the meanings that teachers make from professional developmemtistt a J
Holocaust museum. My goal is to describe and analyze the approach taken iipmmuse
professionals and educators as it is understood by the participants and thergresente
This research follows the framework of an instrumental case study abdddry Stake
(1995, 2000) and Creswell (1998). In general, the case study methodology allows the
researcher to conduct an in-depth analysis of a “bounded system” (Creswell, 1998, p. 61)
that is limited by a particular time and location. For this study, the case is lddundae
in-depth analysis of professional development at the Museum of Jewish Heritaggh throu
in-depth interviews with teachers and museum professionals, and through document

analysis. The case is also bound temporally as it occurred over six months insiyding
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sessions ranging in length from a half-day to six days. Case studies provigdgie
opportunity for the researcher to bring the reader into the specific time atidothat
is the focus of the study with a high level of detail and clarity in order to gagely
render the case.

The instrumental case study design was best for this study becauseatiathaw
researcher to use the professional development sessions, interviews with teache
participants, and documents “instrumentally to illustrate the issue” (Clte$@@8, p.

62). This approach uses a particular case in order to understand a phenomenon.

The instrumental nature of the case lies in the fact that | focused on onelaaaspect,
teacher meaning-making, rather than a range of other potential dimensjpneéeher
knowledge acquisition, the museum’s arrangement of space, or the pedagogical changes
that flowed from the activity). My assumption here is that the momentaryrgashi
professional development and the immediacy of meanings made are aignifithe

long-term pedagogical choices of the teachers, though the study does notexplicit
examine this issue.

The instrumental case study design is effective for this researchealaose it
allowed the researcher to study the problem in its natural setting througilaleptin
analysis of thick descriptions (Clifford & Marcus, 1986). Those descriptions were
created by drawing on multiple sources of information and data, including direct
observations, participant observations, extensive interviews, surveys, and document

analysis. Thick descriptions are embedded in the context of the case, medrtimgytha
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arose naturalistically from the settings observed (Merriam, 1998). @keytte reader
into the setting that is the focus of the study by constructing a case redasdditailed
enough to understand the case as “a unique, holistic entity” (Patton, 2002, p. 450).

The qualitative methods used in this instrumental case study are not concerned
with moving data into “standardized measures” (Patton, 2002, p. 14) of preconceived
themes or categories in order to produce statistical aggregation, but ratHerctisegn
issues of describing and understanding the meaning teachers make fromsagpraifes
development program devoted to the Holocaust. In order to do this, multiple perspectives
and realities are accounted for, since the data was drawn from a varietylef, pe
including teachers from various types of schools and educational contexts who have
varying backgrounds and experiences. This yielded a holistic description akthe ¢
(Merriam, 1997). | used multiple sources of data to achieve this, includinyatises,
document analysis, interviews, and survey questionnaires. Given the speaifetity
context, however, generalizations are not warranted from case studies twedeas
Rather, they aim to inform and round out the understandings of those who engage in
similar work.

The instrumental case study design also allows for reflexivity, an atbfude
systematically recognizing and being cognizant of the process of krgawedstruction,
with a particular focus on the role | played as researcher (Geertz, 197Bxi\Rgfis
also the process of attempting to be conscious of the limits that are inevitaije in a

research, such as location, context, analysis, and the limits of human capacitie
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observations and interviews, and to address those limits. Malterud (2001) notes, “A
researcher’s background and position will affect what they choose to investigat
angle of investigation, the methods judged most adequate for this purpose, the findings
considered most appropriate, and the framing and communication of conclusion” (pp.
483-484).

In order to be reflexive, | kept a reflexive journal, as suggested by Lincoln and
Guba (1985). | made regular entries throughout my observation, data collection, and
analysis about the methods | chose to use, and | reflected upon my own biases and
interests that may have influenced the choices made. The journal asgisted m
providing a deeper understanding of the data entered into the data set. It helped me to be
able to explain points of data analysis and to more accurately construeti@eairhe
journal became part of the process of data analysis. At the end of each week daring da
collection, | added an entry into my journal that logged who | spoke with, whatkee tal
about and/or what | observed, with careful attention to my thinking about the prodess as i
emerged. | also began organizing the data in ways that ultimately woulc:eelmy/
data collection and analysis. Each week’s reflections allowed me to coheerntext
week more capable of collecting data and more reflective as | deganeliminary
process of organizing the data into deeper meanings. Another step | took to foster
reflexivity is to briefly report here in my study on my own background and iglentit
order to expose my beliefs and values as they may have influenced my research and

conclusions.
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Researcher’s Role

In a case study design, the researcher “is the instrument of qualitafiney/
(Patton, 2002, p. 566). Because of this, researchers must provide key information about
their own backgrounds, experience, training, interests, and perspectives -- wie ma
broadly called positionality -- that helps the reader situate the locattbe ofsearcher
and how it may shape the narrative. Researchers should identify informatiooutidat ¢
influence any stage of the research process, including data gathering, cobamgabysis,
and conclusions (Patton, 2002).

My study may be influenced by the fact that | am a Jewish social stuactete
in my eighth year at a public school where | primarily teach world histiodya course |
designed devoted to the study of genocide and human rights in the twentieth century and
beyond. Approximately one quarter of that course is devoted to the Holocaust. | have
spent time listening to Holocaust survivors recount their experiences, anthéseas
integral to my students’ Holocaust education. My teaching experience, andabeing
member of the Jewish community, allowed me to be seen by both the museum educators
and the teacher-participants as a part of their professional community. It shookede
that at the professional development workshops designed exclusively for-3etisth
teachers, | may have been seen as peripheral to that professional mieleds not
currently, nor have | ever, taught at such a school.

My content knowledge and my secondary school teaching experience on the

Holocaust improved my ability to personally relate to the participants and senfees,
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as well as to understand and interpret the professional development experiermcg. Du
data collection, there were numerous instances when my firsthand knowlelgkaisin
became important, such as during my interview with one of the orthodox teachers, who
told me she could not answer my question about her personal opinions on a happening at
the professional development session because it would be “lashon hara,” Bterallyt
translates to “evil tongue”). It has its roots in the Book of Leviticus in trahl and in
Jewish practice it means that one is not allowed to spread gossip or speakycaitiout
another person. Presumably, she believes that if she had offered her true opinion about
the professional development session, it would constitute using speech for @enegati
purpose, which violates this Jewish principle.

My background in Judaism greatly improved my ability to relate to this teacher
and her perspective, as well as to effectively communicate with her in order tetande
the nature of her experiences at the professional development sessionmapdtiarit to
note that because of my observance of Jewish custom, | will use a dash in the filace of
“0” whenever | write the word G-d. Another time when my background in Judaism was
beneficial to this study was during one of my observations of a Holocaust pro#dssi
development program for Jewish school teachers. A scholar hired by the Museum to
teach content about the ghettos in Europe before and during the Holocaust often said
words and phrases in Yiddish or Hebrew, sometimes without translation, which most of
the audience (although not all) seemingly understood with ease. In just tf@nfirst

minutes of his session about the Vilna Ghetto of occupied Poland, he used all the
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following phrases and terms, none of which he defiskdlomaleikhem(may you be
well), rebe(a rabbi),H-Shem(G-d), Talmud(central Jewish text of learning), aslatet!
(little town). The scholar continued to infuse his talk with other Yiddish words and
phrases, some of which he defined but not others. The lecture and discussion that
followed would have been somewhat difficult to truly understand without knowing the
paramount importance given to certain concepts in Jewish intellectualiadpand
cultural traditions, as well as the definitions of certain Yiddish and Hebidswy
Conversely, my background and knowledge may also have led me to bring certain
biases to the study or to the categories in the data analysis. | may haeationatly
missed some important happening(s) during my observations or not fully intdrarete
teacher-participant’s response during an interview because of my deeprexpos
Holocaust content, and my pedagogical experience. To attempt to addresd this a
improve external validity, | conducted multiple observations of professional devaibpm
sessions over a six-month period on different days and at different times, and even in
different settings (for example, my study includes observations of andi@vtsrwith
teachers who participated in large-group professional development programs i
auditorium as well as programs exclusively for Jewish-school teacheralh s
classrooms). | also conducted multiple randomized interviews with multgdbde

participants from a variety of schools and backgrounds.
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Bounding the Study

Case studies seek to understand a system that is bounded by location, setting,
participants, and time (Creswell, 1998). Boundaries are necessary so tetarche
observed and used to answer particular research questions. The bounding of this study
potentially limits the generalizability of the conclusions that may berdragiting the
boundaries of the case (such as where data would be collected, which and how many
participants would be included in interviews, and which and how many professional
development programs would be observed) was up to me as the researcher, and some
data may have been left out. To account for the limits of the bounding of this case study,
| followed Creswell’'s suggestion of ensuring “extensive verificatiomegell, 1998, p.

213) through multiple data sources and data-checking methods, discussed later in this

chapter.

Setting and Participants

This instrumental case study took place in New York City at the Museum of
Jewish Heritage. The selection of the best possible case is critical totandiexg the
issue at stake in a research study (Yin, 2008). Miles and Huberman (1994) argue that
such a selection is the single most important aspect in a case study. CaskBeshoul
selected that have “some typicality” armaffér an opportunity to leafritalics found in

original text] about the phenomena being examined (Stake, 2000, p. 446). My objective
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in this research is to understand the meanings that teacher-participkatsfrite

Holocaust at professional development sessions at a Jewish history museum. Thus, the
study necessitated a site that is not only centered around Jewish histosphasah
significant focus on the Holocaust and professional development.

The Museum of Jewish Heritage meets those requirements, especialit sinc
runs approximately 15 long- and short-term professional development programs on the
Holocaust, each year serving at least 500 teachers from public, privatewésid Je
schools. This includes New York City teachers who attend the museum’s professional
development programs for New York City Department of Education—approved
continuing-education credits. The specific professional development protjrainase
the focus of this study are three one-day programs and one three-day surtitag ins
from the Shoah Teaching Alternatives in Jewish Education series for Jevsi s
teachers, th&nnual Fanya Gottesfeld Heller Conference for all educators, arsixthe
dayMeeting Hate with Humanityummer seminar for public school teachers. All of the
programs were given in the spring and summer of 2011. Programs were dpecifica
selected for their variety and balance as a representative sampleafithes types of
teachers in attendance and professional development programs offered (Stake, 1995).

Teacher-participants in this study are all social studies edudatordoth public
and private schools in New York, as well as Holocaust educators and professional
developers from the Museum of Jewish Heritage. All of the private school teacher

participants come from Jewish day or congregational schools, and all of the public school
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teachers come from urban or suburban New York or New Jersey public schoolsl A tota
of nine teachers from all sessions were selected for the interviewsdra#ieeir

willingness to participate, as well as their school setting and experiarareleir to have

a balanced and representative sample (Stake, 1995). | ensured that there was a wide
variation of teachers interviewed in terms of gender, race/ethnicity, stasal teaching
experience in general and experience teaching the Holocaust in partiqaganf school
(public schools, religious schools, middle schools, high schools, et cetera), and religious

affiliation.

Access to Site

Access to the site was granted after | had several meetings andidiscusth
the director of education at the Museum of Jewish Heritage to discuss theafaise
study and specific goals of my research. | also laid out a time frameteuthéed my
experiences that make me qualified to do this research. A formal writtentréaques
permission to do research was emailed on December 14, 2009, (Appendix A) and verbal

approval was given on December 23, 20009.

Data Collection Procedures
This section describes the ways in which data was collected. The case stud
design demands broad data collection from multiple sources (Creswell, 1998). The goa

of data collection was to complete an in-depth investigation to acquire achuilistire
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of the case (Feagin, Orum, & Sjoberg, 1991). Marshall and Rossman (2006) identify four
methods for gathering data in qualitative research: participating inttimgsebserving
in-person, interviewing, and document analysis. | used direct observations,
guestionnaires, interviews, and document analysis. This choice was made bdexause t
objective of my study, which is to understand how teachers make meaning of the
Holocaust in the context of professional development, was best achieved bygcreatin

thick descriptions of the phenomenon from surveys, observations, and document analysis,
and through conducting in-depth interviews of both participants and museum educators.

The data collection for this study was conducted from February 2011 through July 2011.

Observations

Observation is the cornerstone of qualitative research. It entails thersyit
noting and recording of events, behaviors, and artifacts” (Marshall & Rossman, 2006, p.
98). Naturalistic observations of professional development programs at the Museum of
Jewish Heritage were conducted for this purpose. The observations werestaturali
because professional development programs were observed where and whenethey wer
regularly occurring, and I did not create nor manipulate their occurrenaely |
observed professional development programs in the place and time of their happening,
and | did not manipulate or change the professional development environraegtway.
Four naturalistic observations were of professional development programs designe

exclusively for Jewish-school teachers, which are part of ongoing Holquadsssional
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development at the museum called Shoah Teaching Alternatives in Jewish d&ducati
funded by the Conference on Jewish Material Claims Against Germany - Bhe Ra
Israel Miller Fund for Shoah Research, Documentation and Education. Another
professional development program | observed was the Annual Fanya Gottedifid He
Conference for Educators designed for all public, Catholic, and Jewish schootgeache
The remaining professional development observations were bfabing Hate with
Humanitysix-day public school teacher summer institute. In order to gain full insight
into the complexities of how the professional development took place in the context of
the Museum of Jewish Heritage, no predetermined categories for observatiarsegre
Rather, direct observations focused on holistic descriptions, which were used faticthem
analysis. This direct approach allowed me to more fully understand the toontex
professional development at the Museum of Jewish Heritage, and it allowedeee to s
things that might otherwise go unnoticed by participants or informants, or would not have
come up in an interview had they not been identified during the observation.
Quialitative researchers seeking to understand a case in its naturglseitld
not intervene with the proceedings in any way (Stake, 1995). | recognize that it w
impossible for me to completely disappear from the observation site as seypqeevas
inevitably noticeable, but | made every attempt not to be involved with the gnogse
of the professional development and, to the extent possible, | did not participate in

program activities. The categorical themes arose naturalisticallysedetermined
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categories were developed prior to observation and data analysis. The descwetie

recorded in field note data sheets (for an example, see Appendix B).

Survey Questionnaire

Voluntary anonymous survey guestionnaires were given to teacher-par@pant
the conclusion of the professional development workshops (see Appendices C and D for
examples). The strengths of surveys include “accuracy, generaiyzatnibd
convenience” (Marshall & Rossman, 2006, p. 126). Questionnaires asked respondents to
assess their own level of accurate knowledge about the Holocaust before iatie afte
professional development session, explain the extent to which the session did or did not
assist them in understanding the complex topic of the session, explain what theg lea
as a result of the professional development and what they would have liked to learn that
they did not, and how, if at all, they planned to use the professional development
experience in their professional lives. These questions were revisethaftempletion
of a pilot study on Holocaust professional development at the Museum of Jewish
Heritage (Goldberg, 2010). Questions that did not reveal anything new or were not
useful in answering my research questions were changed or deleted. One question that
asked during the pilot study was, “What other topics would you like to see covered in
professional development?” While this question yielded some interestafmte
professional development staff, it did not tell me very much about the meaninysrseac

attached to their experiences or almost anything about the nature of gezieeges.
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Therefore, this question was discarded. Another question | asked during theugiot s
was, “How, if at all, will you use what you have learned at this conferenaam y
teaching of the Holocaust? Please be specific and feel free to ligtlewalays you will
use or apply what you have learned.” This question revealed teachers’ prgliminar
thinking about the ways in which they may, if at all, make meaning from their
experiences in their classroom practice in teaching about the Holocaust, aedlgde
some of the meanings teachers attached to their professional developmenthiskept
guestion from my pilot study and used the insights that it revealed in my analysas of t
data.

The benefit of the anonymous survey questionnaire is that it allowed me to reach
a much larger sample of teacher-participants than would feasibleamdynigpterviews.
In fact, anonymous surveys can sometimes yield more accurate inforretio
interviews because respondents may be more open to divulging truthful opinions.
However, because of the brevity of the survey and because surveys in and ovidbeemse
do not necessarily represent broader phenomena, these were used to furtiwateiang
the data and substantiate themes and patterns drawn primarily from direcatbss,

interviews, and document analysis.

Interviews
Creswell (1998) recommends five to ten interviewees as a guideline for a

gualitative study. The guideline is only that, however, and the key criteriadatgto
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Creswell is that when participants have exhausted the range of relateideaen

nothing new is being learned by the researcher, the interviews are cahsidgiéi@ent.

For this study, nine teacher-participants and two museum educators wesiewsd.

Teachers and professional developers were interviewed extensively,waiinio longer
learning anything new that was significant to the research questicesygl, 1998). |
conducted three interviews of each study participant. This is the ideal number of
interviews since, to some degree, the first meeting is as much about ksiglalis

trusting relationship as it is about yielding data from the respondentg)16@4). By

the time of the second interview, a greater bond formed between me and the respondent,
and the respondent now had time to reflect on the topics discussed or may have been
more aware of something surrounding the topics talked about and had new information to
report (Weiss, 1994). The third interview allowed me as the researcher to geeater gr
depth and cover more areas. Weiss (1994) notes that more interviews than three will
likely prove fruitless: “Fourth and fifth interviews are likely to produce aesenhs

diminishing returns” (p. 57).

Each interview followed a semi-structured format: | came withtafipotential
guestions but asked them in a flexible order and often changed their wordindjragc¢o
context (Gibson & Brown, 2009). My interview protocol followed Creswell’s (1998)
design in that | prepared a small number of open-ended questions as a basis for the
interview (Appendices E through J). Because of the emergent nature of the study,

guestions were adapted, added, and/or changed based on interviewee responses. |
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followed a naturalistic format in that | allowed the interviews to @fin the original

list of questions if | felt it would yield further rich data (Spradley, 979

Document Analysis

Curricular materials from the Museum of Jewish Heritage and handouts given
during the professional development conferences were analyzed using eoalgsis.
Holocaust curricular materials produced by the Museum of Jewish Heritagaiged In
scope and number, but they helped to inform the study by further contextualizing the

setting and triangulating the data.

Data Analysis Procedures

Consistent with the case study design, data analysis began by assemneiawy t
case data and constructing a case record. Upon completion of data collectiose the ca
record was built by assembling all of my data from observation field,riotesview
field notes, surveys, and documents into a single “comprehensive, primary resource
package” (Patton, 2002, p. 449). This data was then sorted, organized, and edited for
analysis. Analysis and interpretation was completed in four forms, includirgpoatd
aggregation, pattern creation, data coding, and description of the case (Creswell, 1998;

Stake, 1995).
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For categorical aggregation, | began by organizing the data into issuanil
meanings that developed through immersion (Marshall & Rossman, 2006). Data
immersion allowed relevant patterns to be established and categories tolbpatkve
through extensive engagement with the text. Issue-relevant meaningsayretie data
obtained by the participants themselves in the context of the study. Categoees
sought that had both internal convergence and external divergence, meaning theéy neede
to fit in with one another but be different from one another (Guba, 1978). To do this, |
looked for repeating or similar statements from the field notes that expageths and
could be developed into categories. Any category developed must have internal
homogeneity and external heterogeneity (Patton, 2002). This means that théy must
together in a logical way within a category and there must be clear éindtdis
differences between categories. To test for completeness, | followetsGL®HEB) four-
part strategy, including integratability (ensuring categoriesnaeenally consistent and
create a whole picture), inclusiveness of relevant data (ensuring thatehercs
reasonably include the data that was collected, including outliers), reprodycibili
(ensuring the categories and themes make sense in light of the data), antitgredibi
(ensuring participants themselves would understand the categories).

Throughout the data-analysis phase, | wrote notes in the margins of mydiekd
and regularly wrote analytic memos to conceptualize my thoughts and sn@dwgtwell,
1996; Miles & Huberman, 1994). 1 also kept a reflexive journal to reveal my own

personal biases and openly acknowledge them rather than act as if theytheeenoto
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analyze and reduce the data into relevant themes for categorical siggrdg#eveloped
a coding scheme that organized each piece of data from all of the soun@esvidjilant
for both recurring regularities and outlier cases that did not fit in with otitegaries.
When coding the data, categories and phrases grew from the language and
understandings of the research participants (Bernard & Ryan, 1998). Datadasd
analyzed multiple times for coding and categorizing purposes.

In order to assist the reader in getting as close to the data as possibleld pr
thick descriptions of the professional development activities and include qutethe
interviews with teacher-participants and key informants. These stepallals unique
multiple perspectives and realities to be understood in the context of this diakhy, (S

1995). To increase validity and reliability, methods and data sources werealaiadg

Triangulation

In order to increase internal validity and the reliability of the stutindulation
protocols were implemented. Methods and sources triangulation, theory/perspective
triangulation, and member checking were used to increase confidence in theatizis a
and the conclusions reached (Creswell, 1998; Patton, 2002). Methods and source
triangulation came from using a variety of sources for data, including obses;ati
interviews, surveys, and document analysis. Steps in that phase included comparing

observation notes with interviewee responses, checking to see if an interviewee
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responded the same way about the same topic asked at different times, rog epari
contrasting the opinions of various types of teachers with those of the professional
developers, and checking teacher and professional developer responses against
institutional documents (though these are limited in number) (Patton, 2002).
Theory/perspective triangulation was implemented by examining therdatalfe

different perspectives of participants and professional developers. To s@mk #dse

two groups differed over the conceptualizations of the objectives, methods, andafesults
professional development programs on the Holocaust. In that sense, they represented
divergent opinions that informed conclusions in my study. | also conducted member
checking that involved allowing those who were interviewed and observed to review and
comment on the data analysis in order to establish credibility (Ely et al, li#@bln &

Guba, 1985). Some participants were asked to read and comment on rough drafts of the
conclusions and provide feedback and comments on content, language, or analises (St

1995).

IRB and Human Subjects Compliance

All institutional research requirements set forth by the Institutioeald®v Board
of Teachers College and Columbia University were met. All participagts provided
with the Informed Consent Form (Appendix K), which provided a description of the

research that was conducted, the ways in which data was stored, the steps ttakienwere
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to ensure confidentiality, the time involvement, and the ways in which data was used.
Participants were also provided with a detailed description of the risks anddehtiis
research. They were informed on the Informed Consent Form (Appendix K) aswell
by me that their participation has the same amount of risk associated with tzolding
normal conversation. The possible benefits of the research are an increased
understanding of the relationship between museum professional development programs
and teacher meaning-making and pedagogy of the Holocaust. Participantsleverat
this study could lead to more effective professional development in gendrahadhe
Holocaust in particular. Participants were also informed that the datasedso

complete this Ph.D. dissertation at Teachers College, Columbia Univdnsifgrmed

all the teachers and museum staff participants that | intend to share e¢aishesith

them following my dissertation defense. All participants were provided with the
Participant’s Rights Form (Appendix K), and they were asked to sign it agliaation

of their agreement to the terms set forth. | signed the Investigatafieatern of
Explanation to attest to that fact that | have faithfully explained the natttine research

and provided answers to any questions or concerns that participants had.

Confidentiality
Confidentiality of participants was maintained through anonymous questionnaires

and the use of pseudonyms. All participants’ names in this study are fictional and no one
other than me will know their true identities. Member checking through allowing som

study participants to check for unintended errors in transcriptions was tedhpécause
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the detailed descriptions from some of the study participants may put theyratyoim

jeopardy.

Data Management
Participants were informed that all interview and observation transanptfield
notes will forever remain private and available to no one other than the reseditey
are kept in a locked cabinet and/or on a password-protected computer and no one other
than the researcher has access. All identities are kept confidentigithiheuuse of

pseudonyms.

Use of the Data

All teachers and professional developers at the Museum of Jewish Heritage wer
informed that data collected in this study would be used to complete a doctoral
dissertation at Teachers College, Columbia University. Participantsalg® informed
that the results of this study may be used by others in the educational field, broadly

defined.

Limits of the Research
This research followed an instrumental case study conceptual design aforéher
only a small number of observations and interviews were conducted. Thsstheit

generalizablity of the results. Six professional development programsbsse/ed and
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9 teacher-participants and 2 museum-based professional developers weranedervie
Only two professional developers from the Museum of Jewish Hentage interviewed,
as that is the size of the non-secretarial professional developmerait skeffiMuseum of
Jewish Heritage. This limits the extent to which results can be geedrtdia larger
population. In order to increase the credibility of the data, a wide varietpfespional
development programs were observed, and a wide variety of types of teaclkeers wer
interviewed on as close to a randomized basis as was possible. Despitedioesdspr
given the time constraints and structure of all qualitative studies, geabiidly is
limited.

Furthermore, this study is limited by subjective interpretation angsisalTo
account for this limitation, data sources were triangulated among diveetvations,
naturalistic interviews, survey questionnaires, and document analysis. ped tee
increase the reliability and validity of the findings. Datawleawn from multiple sources,
which provided a system of checks. For example, the data gathered from the
observations provided a check for the data obtained during the interviews (Patton, 2002).

Interviews and observations also have their own set of limitations that could have
affected the outcomes of the data. Interviewees may have offered sitisateto not
reflect their true feelings, because | did not ask the right questions,aarseehe
interviewee chose to provide the answer that he or she though that | wantemdr&theza
than what he or she truly felt, or because the interviewee may have beeriastatdm

discussing a particular topic (Marshall & Rossman, 2006). During the obsesyat
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may have missed an important happening or misunderstood something that was taking
place.

In addition, since this study was restricted by time constraints, and aelong-t
longitudinal design was not feasible, it may reveal only part of theyr@alkierms of the
impact the professional development has had on teacher meaning-making. sfeacher
conceptions and perceptions of pedagogical and content knowledge change over time due
to the very human nature of educational practice. This study was not designed to track
increasing or decreasing Holocaust consciousness of teachers oyantintieerefore the
applicability of the findings and analysis discussed in the next two chaptelesigning
future professional development on the Holocaust or other topics may be somewhat

limited to certain contexts.
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IV -- FINDINGS

In this section | provide an analysis of the research findings. | starbbiging
an overview of the elements of each of the professional development programedinalyz
in this study. Next | describe the context of the Museum of Jewish Heritage, tdeprovi
an understanding of the location in which the professional development took place. |
then provide an analysis of the triangulated data obtained over the six-month period in
order to answer the main research question that this study con¥iil@tsmeanings do
teacher-participants make in Holocaust professional development at a Jewish heritage

museum in a mandate state

Overview of the Professional Development Programs

During the time of this study, the Museum of Jewish Heritage provided
professional development programs intended for public school teachers, Jéwigh-sc
teachers, and mixed programs for both. All programs were for teachers who ihelude t
Holocaust in their program of study, and the overwhelming majority of teachers i
attendance were social studies teachers. All programs were freegd,avecept for
fees mandated by the New York City Department of Education for progranesnthiat
continuing education credit for New York City public school teachers (p-credd)pre-

requisites were required to attend any program.
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The Museum of Jewish Heritage provides a comprehensive program on teaching
the Holocaust to educators from various types of institutions. For the purposes of this
study, six professional development sessions of varying lengths and focuses were
observed from the overall Holocaust teacher education professional development
program. Tables 1, 2 ,and 3 summarize the titles, number of participants, intended
audience, and content of each program observed in professional development sessions for
Jewish-school teachers, public school teachers, and both, respectively. Taivieldspr
descriptions of the study participants.

Table 1 describes each of the Jewish-school programs in this study. These were
the most frequent type of program at the Museum, and they were most in line with its
Jewish identity. They were highly specific in their content, and none provided an

introduction to Holocaust education generally.

Table 1

Observed Professional Development Programs for Jewish School Teachers at the
Museum of Jewish Heritage — A Living Memorial to the Holocaust.

Program Title # Audience Topic Summary
The 40 | Jewish | This one-day professional development program
Holocaust school | discussed the use of literature in Holocaust
in teachers education through presentations by Alexandra

Literature Zapruder, author ddalvaged Pages: Young
Writers’ Diaries of the Holocausgnd Jane
Yolen, authoiThe Devil's Arithmetic This
professional development program was led by
the Director of Education of Jewish Schools at
the Museum.
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Germany
Faces its
Past

31

Jewish
school
teachers

This one-day professional development prog
addressed the significant steps Germany has
taken to address its Nazi past. Teachers lear
about the reconstruction of Germany since th
War until the present day, about the complex
relationship among Israel, Germany, and the

am

ned

United States, about how German students learn

about the Holocaust, and about some of the

documentation left by the Nazis currently held

in Berlin. This professional development

program was led by the Director of Education of

Jewish Schools at the Museum and included
presentations from scholars, the former Direg
of the Berlin Documentation Center, and the
current Director of Education at the Wansee
Villa (the mansion where Nazi leadership
finalized plans for the Final Solution, outside
Berlin).

tor

The
Holocaust
in Slovakia

46

Jewish
school
teachers

This one-day professional development prog
discussed Jewish life in Slovakia before and
during the Holocaust, as well as the activities
The Working Group (a group of resistors in
Slovakia who tried to stop deportations to
Auschwitz-Birkenau Concentration Camp). T
professional development program was lead
the Director of Education of Jewish Schools &
the Museum and included presentations from
scholars on Slovakia and a survivor from the
Slovak city of Kosice, as well as use of the
Museum’s special exhibit on Slovakia.

am
of
nis

by
1

Four
Ghettos

62

Jewish
school
teachers

This three-day professional development
program provided an intensive study of the
ghettos of Warsaw, Vilna, Lodz, and Terezin.
The very different histories of each were
examined, as was the role of the Jewish
leadership and Nazi policies in each ghetto.
Film, historical analysis, and testimony were
used to train the teacher-participants. This
professional development program was led b
the Director of Education of Jewish Schools &
the Museum, and presentations were given b

-, <

|

scholars and survivors of ghettos.
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Table 2 describes the public school program in this study. This program was

attended by a limited number of participants, compared with the number att@edist

school programs. It included the most extensive discussion of teaching s ategny

professional development offering at the museum. Teachers in this progranfraamna

wide variety of backgrounds, and their different identities resulted irrelffeneanings

made of their experiences.

Table 2

Observed Professional Development Programs for Public School Teachers at the
Museum of Jewish Heritage — A Living Memorial to the Holocaust.

Program Title # Audience Topic Summary

Meeting
Hate with
Humanity:

Life During
the
Holocaust

11

Public
school
teachers

This six-day professional development program

provided an extensive overview of the Holocau
and the Museum resources for teachers. Jewi
life before, during, and after the Holocaust was
addressed. Some limited pedagogy in terms of]
how to teach the Holocaust was included in the
sessions. Six and one quarter hours of testimg
from survivors, some who survived concentrati
camps and others who avoided them by hiding
were used as an instructional tool. A survivor
from the Rwandan genocide also spoke. Teac
engaged with five Holocaust scholars, includin
the founding Director of Collections and
Exhibitions at the Museum of Jewish Heritage,
scholar from Yad Vashem (the Holocaust
museum in Israel), and a law professor who sit
on the U.S. Holocaust Memorial Council, amon
others. Teachers also spent more than six hol
learning in the Museum'’s galleries, practiced e
of the Museum’s online teacher tools, and crea
their own Museum gallery tours. This

St
5h

pSe

ny
on

hers

a

9
rs

ach
ted
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professional development program was lead b
the Director and Assistant Director of Educatio
at the Museum of Jewish Heritage.

y

-

Table 3 describes the one program offered for all types of teachers in this stud

This program is offered least frequently. Given the large size of tup ghat attended,

there was little space for teacher interaction. The topic was highlyispedis content,

and no pedagogical experts or teachers presented. This program is alwagshcde

attended by a Holocaust survivor who, to some degree, always gives powerful eimotiona

testimony related to her survival.

Table 3

Observed Professional Development Programs for All Types of School Teachers at the
Museum of Jewish Heritage — A Living Memorial to the Holocaust.

ust,

Program Title #  Audience Topic Summary
The 12" | 185 This one-day professional development program
Annual All discussed medical professions and the Holoc
Fanya teachers| especially eugenics and the abuse of medicing by
Gottesfeld the Nazis for so-called “research” purposes. The
Heller ethical ramifications of Nazi medical experiments
Conference since World War Il were also addressed. This
for professional development program was lead by
Educators the Director of Education at the Museum and
included presentations from scholars and a
Holocaust survivor.

Table 4 provides descriptions of the public and Jewish school teachers who were

interviewed in this study, including their names, personal and professional dauttg)r



101

and what and where they teach. As stated previously in the Methodology chapter, all

names of interviewed study participants have been changed to proteatehgtyi

Table 4

Study Participant Descriptions

Name Background School Type Teaching
Experience

Adina Identifies herself as a Jewish 26 years as'7 and
reform Jew. She regularly congregationa| 8" grade Hebrew
attends programs on the | Hebrew school teacher at a
Holocaust at the Museum| school Jewish
and elsewhere. Has a congregational
master’s degree in school. Teaches
Elementary Education and the Holocaust as a
extensive experience in part of her Hebrew
Jewish education. school classes.

Ashley Identifies herself as a non-New York 9 years as'9 and
practicing Catholic. Has | City public 10" grade World
international teaching high school History teacher

experience in South and
Central America. Has
never attended a program
on the Holocaust
anywhere. Has a master’s
degree in Secondary

Education.

Bob Identifies himself as New York 10 years primarily
Catholic. Has never City public as Advanced
attended a program on thehigh school Placement
Holocaust anywhere. Has American History
a master’'s degree in and World History
Secondary Education. Has Teacher

attended many Advanced
Placement institutes run Qy
the College Board.
Halle Identifies herself as a Jewish 5 years as social
practicing Modern orthodox day | studies and
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Orthodox Jew. Has
attended more than a
dozen programs on the
Holocaust at the Museum
of Jewish Heritage and at
other museums and
institutes. Has a master’s
degree in Secondary
Education and has
completed some post-
graduate work on the
Holocaust.

school

Holocaust teacher

Mrs. Gold,
Director of
Education

Identifies herself as non-
regularly practicing Jew.

Has no special degree or
training in the Holocaust.

Holds a master’s degree in

Elementary Education.

Taught at a
New York
City public
school

10 years as an
elementary school
teacher

Dr.
Greenberg
Director of
Jewish
Education

Identifies himself as a
regularly practicing
orthodox Jew. Follows al
laws of being Kosher and
strictly follows Jewish
orthodox laws, traditions,
and customs. Holds a
Ph.D. in Jewish History.
Has extensive expertise if
Judaic thought, law, and
history. No special training
or coursework on the
Holocaust.

Taught at a
private Jewish
day school

0.5 of ayearas a
secondary school
Judaism teacher

John

Identifies himself as non-
religious. Has never
attended a program on th
Holocaust. Has a master’s
degree in Secondary
Education.

New York
City juvenile

pdetention
5 center school

11 years as a World
History and
American History
teacher to
incarcerated
students

Neil

Identifies himself as a
conservative Jew. Has
attended programs on the
Holocaust regularly for
over 30 years. Has a

Teacher and
administrator
at a public
school in the
suburbs of

31 years as a social
studies teacher,
Holocaust elective
teacher, and partly
as the Social
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D

master’s degree in New York Studies Department
Secondary Education and City Chair

School Building and

District Leadership.

Max Identifies himself as New York 8 years primarily as
Christian. Has never City public a regular-level and
attended a program on thehigh school honors-level
Holocaust. Has a master’s American and
degree in Secondary World History
Education. Teacher

Sharon Identifies herself as an | Ultra-orthodox| 20 years experienc
extremely orthodox Jew. | male-only as a social studies,
Has attended programs opprivate Jewish| religion, and
the Holocaust regularly for day school Holocaust studies
more than 21 years. Has a teacher
master’s degree in JewisH
Education and also authofs
materials for a private
Holocaust curriculum
project.

Steven Identifies himself asa | New York 39 years as a social
reform Jew. Has attended City public studies teacher
and led programs on the | high school covering all social
Holocaust regularly for 39 and Jewish studies courses and
years. Has a master’s reform a Holocaust
degree in Secondary Hebrew elective. Considers
Education. school himself one of the

first Holocaust
elective teachers in
the United States.
Also has 46 years
experience teaching
Holocaust and
Judaism at a
congregational
Hebrew school.

In the next section, | provide an overview of the key elements of each type of

professional development offered.
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Jewish School Programs

Professional development programs for Jewish school teachers are the type of
teacher training programs offered most frequently by the Museum afhieleritage.
According to the Director of Jewish Education, since he took over that post five and a
half years ago, there have been 27 programs of this nature, not including programs
intended for all school teachers that many Jewish school teachers chooswalto Edieh
professional development training session is focused on a different topic, and tieere hav
been no repeated topics to date. Also according to the Director of Jewish Education,
three-quarters or more of workshop attendees are repeat attendeedteuinegaa
dozen times or more. Workshops are always held at the Museum of Jewish Heritage.

Jewish school teachers who participate in Holocaust teacher trainingmpeogr
come from different types of Jewish schools and typically teach social stddies
majority of teachers come from Jewish day schools, also known as Yeshivas, located
throughout the five boroughs of New York City. All of these schools emphasize
Talmudic studies but vary in their approaches and student populations. Teacher-
participants largely come from girls’ high schools that are affdiatgh the Haredi
(traditionalist orthodox) Beis Yaakov movement. Some teachers also come éaenm
orthodox Jewish day schools, which include a combination of non-religious curriculum,
similar to that of public schools, and religious Talmudic education. A few teachere
from congregational schools, which are supplementary educational institin&bns

students attend after school and on weekends and typically either follow ctmeseswva
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reform Judaism. A few other people sometimes attend these workshops, such as Rabbis,
Holocaust survivors, Museum gallery educators (docents) and friends aesebd one
of the teachers. Nearly all teacher-participants are not new teaciease typically in
their 40s or older. The reasons for this are unclear, but these programs latrattaug
fairly advanced level and therefore may not attract beginning teachenay hlso be
that Holocaust education is often offered as a high school elective, to whiglcaaer
teachers may not be assigned.

Teachers in these workshops approach Holocaust education from a different
perspective than that of typical public school teachers in that the relagpast and
meaning of the genocide for the Jewish community during and after the Histicsa
stressed. The content of the workshops also differs to some extent in that these cours
are not intended as general introductory courses to Holocaust educationgtteaygat
at the highest academic level of all professional development at the Musepractice
in the sessions | observed, this meant more time spent on academic ledtyiealty
by professors from premier universities who tended to focus on one very narr@ivaspe
the Holocaust, such as one ghetto or one group of resistors -- than on teachigigstrate

These experts tended to assume that the teachers in the audience had substantial
background on the Holocaust. That is not to say that new Holocaust educators at Jewish
schools are not welcome, but rather that the programs are designed to fit iachith e
other over a long period of time on the assumption that after a particulaertéas

attended many sessions, he or she will have a more complete understanding aifrghe hist
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of the Holocaust and its religious meanings. In other words, professional deveiopme
sessions (even multi-day) for Jewish school teachers were not designeahtovszview

of the Holocaust but rather to cover one very specific topic during one session because
attendees are presumed to know the overview.

Professional development programs were held in a classroom space that was not
adorned with any pictures or design that enhanced its simple appearance, though the
rooms were comfortable — bright and not typically cramped. The space usedlier teac
education was designed for learning in the 21st century as it was equipped withezomput
technology, projection screens, internet, and a podium with a microphone. Teachers sat
around square tables with four to five seats each. This style of seating in ey w
engenders mutual learning and dialogue between professional development ptsticipa
In every public or Jewish school professional development session observed in this study
that was held in this type of room, teachers at the tables constantly engdpetission
related to the topic of the sessions largely because they were forced liyaltesign to
face each other. Had they been sitting in auditorium-style rows, it is yrdikehuch
discussion and professional collaboration would have taken place, other than perhaps
with people sitting next to them.

In addition, classrooms were located adjacent to the Teacher Resource Center
which provided internet-connected computers for Holocaust research andragivexte
resource library of several thousand Holocaust-related books and scholarly wors, vide

and curricular materials (authored by the Museum as well as by outside indivaddal



107

organizations). Teacher-participants teach social studies or historyhtbocagsionally
other teachers attend as well.

Jewish school programs always include lectures from three or fourespkated
scholars from all over the world and, typically, some combination of a survivor
presentation and/or an independent visit to the Museum’s permanent or special
exhibitions. The lecture-oriented design of this professional developmeionsgsss
not take into account the design of the seating nor use it to advantage by alloweg spa
and time for structured interaction among the educators. Instead, the seatiggraent
seems to come from nothing more than the furniture that happens to be in that room. To
the extent possible, topics are chosen that fit in with certain exhibits tleeimus
displaying for a limited time. Some sessions include a brief discussionrat thei
conclusion about teacher-participants’ thoughts on how to include what thegdéarn

their classroom instruction, though these are not guaranteed or deddssroom teacher.

Public School Programs

The Museum of Jewish Heritage has been providing professional development
programs for public school teachers since its opening in 1997. All programs are held in
classrooms onsite at the Museum. Programs for public school teachers include a fe
single-day workshops held throughout the school year, typically on public holidays, when
the New York City public schools are closed and teachers have a grekhigtabttend.

In addition, two multi-day programs are offered each year over a six-day péth 36
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hours of instruction. These programs are approved by the New York City After-School
Professional Development Program (ASPDP) for three p-credits, whicieeded for
salary advancement and, for some, to maintain one’s teaching license. Nathalisea
are New York City school teachers, and the professional development credds@wa
vary depending on the requirements of different school systems and sliskiet York
City Department of Education (NYC DOE) requirements for ASPDP-approvegdams
influence the structure and nature of the professional development. This inabudes, f
example, requiring the length of the program to be 36 hours, requiring that no lasture
more than 20 minutes without a breakout session or an activity of some kind, requiring
approximately two written assignments that are evaluated through therubeicd,
requiring pedagogical discussions to take place throughout the program, and requiring
observations of professional development programs by ASPDP evaluators. The
implication of having these requirements only for the programs for public schobkts
may be that the Museum presumes that the Jewish school teachers do not need
pedagogical discussions, activities, or assessments since they arikehpte have a
strong motivation and knowledge base. It may also be that the Museum staff does not
agree with this professional development methodology for any teacher but ctfrce
implement these requirements for public school teachers due to governmeatioagul
Public school programs observed in this study were led by the Director and

Assistant Director of Education at the Museum of Jewish Heritage, aasaeeinultitude
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of Holocaust scholars from universities and from the exhibition staff at the Mudeum

addition, these programs included testimonies from Holocaust survivors.

Programs for All Teachers

The most infrequently presented type of professional development training at the
Museum of Jewish Heritage is a mixed program intended for all school teabhess
programs at the Museum are designed exclusively for either Jewish sdwrs or
public school teachers. The occasional mixed programs, where all teaehierstad to
attend, typically happen only once a year, and attendance is usually upwarés of
teachers from New York, New Jersey, and Connecticut private and public schools. The
majority of these teachers are social studies or history teachers, but atherse such
as English teachers, attend as well. Also in the audience are membetsefrom t
Museum’s Board of Directors and a few other interested people from the publicssuch a
teachers’ spouses. Professional development programs of this nature areesheld aft
school for four to five hours in the Edmond J. Safra Hall, the main auditorium at the
Museum. The impressive room is designed for various public programs. Raised cherry-
colored wood panel walls, dark maroon seats and carpeting, as well as a high vaulted
ceiling and a large stage create an atmosphere that immediatelysithplidappenings
of importance take place in this space. For professional development, the delsegn of t

space also means that unless there are breakout sessions, there will bebttle t
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interaction with presenters as the space precludes easy face-toidaaetion among
participants.

The focus of mixed programs is not on pedagogical training. Instead, the focus is
on large-group instruction from scholars in the field. The main and usually only mixed
program is the Fanya Gottesfeld Heller Annual Conference for Educ&anya
Gottesfeld Heller survived the Holocaust with the help of two Christian ressandrhas
spent much of her life devoted to Holocaust education. She personally funds this
conference each year. Her financial backing influences the nature ointlegenice in
that she must approve the topic and she specifically requests scholarly picsefram
well-respected experts from around the world whom she must also approve. Her work on
Holocaust education for both students and teachers was recognized in 1998 when the
New York State Board of Regents awarded her the Louis E. Yavner Citizen Award,
typically given to an educator who makes exceptional contributions to Holocaust or
human rights education in the state.

The Annual Fanya Gottesfeld Heller Conference for Educators has been in
existence for 12 consecutive years, and plans continue to be made for future camference
The professional development conference typically includes an introduction Baiid
Marwell, the Director of the Museum of Jewish Heritage, followed by F&uttesfeld
Heller herself speaking on the importance of high-quality Holocaust education f
students and respected scholarly Holocaust instruction for teachers. Thwedolly

brief statements about upcoming scholarly presentations by the Directducdti®n at
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the Museum. Then two or three scholars speak about their expertise. Little mgention i
made of applying the knowledge they provide to classroom practice, likely becaase non
of them are or have been secondary school educators. Mostly they are professors a
universities.

The entire structure of mixed programs is very similar to several geasiciabol
lectures in a large class given one after the other. The session is followadlpy a
catered kosher dinner in the Museum’s ballroom, where voluntary unguided discussion
sometimes takes place about the content of the professional development. Mixed
programs are the rarest type of professional development at the Museum bf Jewis
Heritage. At all of the other Holocaust Museums in the United Statedét msdst
common. This is likely because the Museum of Jewish Heritage is the only Holocaus
museum that is charged with exclusively representing the Jewish pamspéthe
Holocaust and therefore it has a unique ability to help Jewish school teachens answe
more theological questions about the Shoah that are applicable to their prigieseli
school curriculums.

The Museum of Jewish Heritage has programs specifically for publiolscho
teachers, Jewish school teachers, and, on occasion, all teachers. The nla¢ure of t
programs varies based on the identity of the teachers and the schools in which they teac
the Holocaust. In varying the content, the museum professional development staff
recognizes, at least to some degree, how different types of teacheneiritez content

and events of the professional development program may influence the ways in which
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their learning will become a part of their professional practice. They dératens

awareness that different teachers will translate the meanings afadst programs

differently. In order to understand the environment in which professional development

on the Holocaust in my study was conducted, below | describe the context of the Museum

of Jewish Heritage.

The Museum of Jewish Heritage - Background and Context

Since 1997, the public memory of the Holocaust in the New York metropolitan
area has largely been entrusted to the curators and educators at The Miudewsh
Heritage. The Museum operates with the dual purpose of educating the public about
Jewish life in the 20 century and remembering the Holocaust. As one of only 16
Holocaust museums nationwide, and the only substantial one in the New York City area,
it is entrusted with what Langer (2004) refers to as “the custody of the puloiomnef
the Holocaust” (p. 39). Fifty years earlier, the cornerstone had been gt farilding
of a memorial to the Holocaust in New York City. Controversy, disagreements, lack of
funding, delays, changing government officials, and political problems plagued the
project nearly from its inception.

Not until 1981 when New York City Mayor Edward Koch, a leader in the New
York Jewish community, established a Holocaust task force and then a memorial

commission did more serious plans for a Holocaust memorial begin to take shdpk (Sa
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1996). Even then the problems continued, but the project moved along and many
wealthy New York Jewish community leaders and philanthropists joinedftine eAfter
initial hesitation, Governor Mario Cuomo eventually gave his support in the early 1990s
and helped move plans for a memorial through the complicated arena of New York City
and New York State politics. Ultimately, an agreement was reached to buold@atist
memorial in New York City at its current location in Battery Park City on dléhern tip
of Manhattan Island. A groundbreaking ceremony was held on October 16, 1994
(Remember the Women Institute, 2003). It should be noted that teachers do not have
access to this background information on the Museum of Jewish Heritage as the Museum
does not document its founding either in its exhibit or on its website. Unless a teacher
individually decides to do extensive research on the founding of the Museum on his or
her own, he or she would not be aware of the politics surrounding its beginning.

Even with construction under way, questions remained about how this museum
would memorialize the Holocaust and™@entury Jewish history. Museum designers
and curators for any project have to make decisions about what perspectivdlthey w
present. For example, Yad Vashem, the Israeli Holocaust museum, presents the
Holocaust from a Zionist perspective that supports the State of Israedatsh State.
The United States Holocaust Memorial Museum in Washington, D.C., takes a different
approach; it “not only tells the story about America’s role in the Holocaust butipeoai
lesson in how to be a good citizen in the U.S. today” (Crysler & Kusno, 1997, p. 52).

The viewpoint of the Museum of Jewish Heritage was, not surprisingly, inflddrctne
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large Jewish population and Holocaust survivor population in New York City; therefore
the museum has a “Jewish slant” (Saidal, 2006. p. 225), meaning the narrative of the
museum exhibits tends to shape the history of the Holocaust from the perspedawes
rather than all victims of the Nazi genocide.

At the Museum of Jewish Heritage, remembrance of the event is at theafente
the experience. Upon immediately entering the exhibit hall, visitors encdtwote
biblical quotes: “Remember Never to Forget, Deuteronomy” and “There is Hope for
Your Future, Jeremiah.” These quotes demonstrate from the outset that one of the
purposes of the Museum is to remind visitors to always remember what is podsble
hate leads to the most extreme form of human behavior. These quotes alsoa¢ferenc
idea that by remembering the past, even such a horrific one as the Holdwafigtyre of
the Jewish people can be maintained.

The notion of a living memorial is a fairly new concept in the museologicatiworl
that largely emerged with the opening of the United States Holocaust Memorialiius
in 1993. The Museum of Jewish Heritage is intended to assure that the public not only
never forgets the painful history of the past, but also that they take an aait@wvatds
building a more prosperous future that takes the lessons the museum is conveying and
applies them to the modern world afterwards. Unlike a traditional museum, this Museum
is intended to be a place that educates the public on the history of the past and also
provides them with a moral education that enlivens them with a sense of moral purpose

towards being part of the effort to eradicate the social conditions that cordribute
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Holocaust. In other words, the Museum also fulfills an educative function to learn the
meaning and moral lessons of the history that they see as important. Whetlser this i
actually possible is a question up for debate.

Over the last twenty-years there has been an international proliferation of
memorial museums devoted to the Holocaust, both at the sites of trauma (like at
concentration camps) and also in places geographically far removed fronehdile
in the United States. This represents a shift towards a trend for museums tghpot sim
celebrate triumph or military victory, but rather to expose memory of trantha a
destruction and memorialize the victims so as to be able to move forward and work
towards a brighter future (Levy & Snaider, 2006).

At the Museum of Jewish Heritage, remembrance is at the core of theeexperi
For them it is what each visitor must do in order to memorialize those who suffered and
those who perished. Many museums, “remember events according to the hue of national
ideals, the cast of political dicta” (Young, 1993, vii). “Memory is never shaped in a
vacuum; the motives of memory are never pure” (Young, 1993, 2). Teachers and
students, neither of whom were there, “share instead the formsvudnyie(Young, 1993,

p. xi) that are interpreted and filtered to yield particular meanings aatiogrs.  All
museums to some extent are driven by political forces, but The Museum of Jewish
Heritage in particular, like all Holocaust Museums, is especially so giheesensitive

and traumatic nature of its content. Because of this, Zolberg (1998) coined the phrase



116

“contested sites of remembrance” to refer to power of politics in influencing &ladbc
museums, which could include The Museum of Jewish Heritage.

The Museum is divided into three floors organized as Jewish Life a Century Ago,
The War Against the Jews, and Jewish Renewal. Each floor presents Jewigh histor
through the many lives and stories of the Jewish people who experienced it. The story of
the Holocaust is understood as a Jewish experience. In his foreword to the ludfiial
about the Museum’s collection, Museum Director Dr. David Marwell confirms this a
states that at the Museum,

Visitors encounter Nazism’s attempts to extinguish a culture and a peoge. Th

Museum focuses on illustrating the Jewish peoples humanity, dignity, and

spiritual resistance when confronted with the threat of execution...It dtestthe

spiritual resistance that allowed the Jewish people to live and go on to repair the

community and the world at large” (Marwell, 2002, p. xi-xiii).
As part of their mission of learning, the Museum today offers many professional
development opportunities to at least 500 public and private school teachers each year.
These originally began at The Center for Holocaust Studies at Brooklyn College unde
the leadership of Dr. Yaffa Eilach, a Holocaust survivor who went into hiding to escape
the Nazis, and these original professional development programs later mehgtdcew
Museum of Jewish Heritage (Eliach, 2008). The Museum’s teacher professional
development program now includes the Shoah Teaching Alternatives in Jewishdfducat
series, which are primarily designed for Jewish congregational andliagl $eachers,

programs for public school teachers, programs for Catholic school teachers, and

programs for all teachers which sometimes award continuing educationfioedihe
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New York City Department of Education. In the next section | analyzertimdjs of

the data that was collected in the context in order to answer the main reseatioim.ques

Analysis of the Data

In this section, | analyze the data obtained from observations, interviews; surve
guestionnaires and documents to understand the meanings teachers made from
professional development on the Holocaust. Ellsworth (2005) suggests thatié ma
useful to look at the pedagogy at places of learning, which could include such a place as
The Museum of Jewish Heritage, “not in relation to knowledge as a thing made but to
knowledge in the making” (p. 1). She suggests that, “By focusing on the means and
conditions, the environments and events of knowledge in the making, it opens an
exploration into the experience of learning itself” (p. 1-2). In the traditvae,
learning at museums is restricted to the category of the knowledge wigitorhrough
reading and seeing the museum exhibits.

In a postmodern frame there is a shift to meaning-making that occurs indiyiduall
and collectively within the museum and therefore a more active model is ngdessar
maximum pedagogical engagement. All learning is to some extent based on the
environment as it takes place in relation to a particular space and placetadudapar
time. How learning occurs within the particular space of my study is eajtirough

understanding how the meanings teachers made of the Holocaust and of Holocaust
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pedagogy may have been influenced by the Jewish nature, memorial nature, and muse
nature of the professional development space. Learning in this study took plane withi

the overlapping domains of these three characteristics of the space, as tedugh the
influence of other personal, cultural, and social factors. Museum tours, the backgrounds
of the Museum professional developers and hired experts, the approach of museum
exhibits and the nature of professional development content are all included in tlee data t
further understand teacher meaning-making within this specialized coRtext this

study, three categories of meanings emerged, namely (1) the hopeful naf2ative

identity, and (3) the emotional narrative of the Holocaust.

(1) The Hopeful Narrative

“It is so interesting hearing of how instrumental the US was for Jewish immigrants. Just
another reason why it's a great country.”

- Bob, Museum of Jewish Heritage Professional Development Participant

Common throughout professional development programs at the Museum of
Jewish Heritage was the attention paid to placing bravery and hope, rescue and
righteousness, and surviving and altruism prominently within the story of Holocaust
history and the manner in which teachers received this narrative. In gpuohiparbaric

behavior of the Nazis and the horror of the resulting genocide, the Museum als® wishe
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for teacher-participants to bring the heroic actions of individuals into tlasisrdom
practice. In other words, Holocaust education is not all about death and despair. At
present, throughout the United States the story of the Holocaust is in a stateanitconst
change in popular culture, and how the Museum of Jewish Heritage engages teachers
with that story was found in this study to impact the meanings teachersab@ktethe
Holocaust, how they understand it, and the ways in which they design lessons for
students.

The seemingly endless ubiquity of the Holocaust and Nazi imagery in popular
culture through memorabilia, Hollywood films, books, and Museums shape Americans
views of the Holocaust, which all-too-often grossly overemphasize the noble axdtions
an individual which can make the Holocaust less tragic and more palatable. While not a
explicit aim of the Museum, and while Museum educators did not express a desire to
explicitly implement a hopeful narrative of the Holocaust, data reveals apaappo
teacher training at the Museum that focuses on the horrifying history wktie same
time spotlighting daring behavior of individuals whose moral actions saved ttesitoli
the lives of those around them. This approach often leads to teachers making meanings
of the Holocaust that were hopeful in nature by lessening the burden of the tragedy

through personalizing the Holocaust and by highlighting rescuers and resistance
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Personalizing the Holocaust

One common place where teacher-participants were able to encounter individua
stories of triumph and courage during professional development programs at thenMuse
of Jewish Heritage was in visits to the Museum’s galleries. For exampieg the
Holocaust in Slovakigeacher professional development program for Jewish school
teachers, participants visited thast Foliospecial exhibit which included modern
photographs taken by Yuri Dojc of Jewish communities throughout Slovakia. The
centerpieces of this exhibit were his photographs of Jewish schools and synagogues
Bardejov, where almost no one has entered since the residents were taken to
concentration camps in 1942. On a visit to the buildings in Bardejov, Dojc’s colleague
picked up a prayer book stamped with the name Jakub Deutsch, Dojc’s grandfather.
After teacher-participants saw the book in the special exhibit, they thendceateaerow
hallway lined with photographs of individuals, mostly in their 80s and 90s, who survived
the Holocaust in Slovakia. In the exhibit teachers expressed that they foundingnspi
that this rare book would be found by the victim’s grandson. But in this exhibit, which
was the only portion of the Museum visited by teacher-participants Hiblbeaust in
Slovakiaprofessional development session, there were no corpses, no gas chambers, no
Einsatzgrupperimobile killing squads), and no death overtly visible.

The message of the exhibit is about how time has virtually stood still in these
Jewish towns in Slovakia until this photographer “discovered” them. There is a 15-

minute video that plays on continuous loop where survivors tell their memories of life in
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Slovakia before, during, and after the Holocaust. Teachers expressed thatriney
moved by the video testimonies of survival. The moral lesson of paramount importance
for most teachers in this study is that students should see that you can surviveeaisd the
a hope for the future. Teacher-participants who visited this exhibit focused on a
representation of the town that emphasized the photographer’s discovery and the
photographs of the very few who lived. The stories of the innocent victims was largely
left out.

In light of this, what are teachers to take away from this experiencé wilic
guide their practice? One congregational school teacher, Adina, broughtaret &'
grade students to the exhibit after the professional development program. dShe sai
had brought my kids up there. The film on the floor was very helpful. They took the
time to watch it. What caught their attention in this exhibit is that thisauydfa book
that belonged to his grandfather and he decided to trace back the book. They were
shocked.” She said that she gave students a “scavenger hunt with questions” and then “I
turned them loose with the chaperones.” She said that beyond taking her kidsast the
Folio exhibit, she may add in a little more information about the Holocaust in Slovakia,
especially the testimony of those who survived for their ability to fascatatients and
allow them to learn about the Holocaust without running the risk of being overly
traumatic.

Halle, who also attended this session, stated that, “The movie of the survivors

from Slovakia was powerful, and will be powerful for my students.” When asked why it
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would be powerful, she stated, “It's powerful for them [my students] becausevitag a
for me to get them to learn about what it was like in the Holocaust without having to end
the story with the typical ending that every student knows: ‘He died in a gas cliamber
Basically, it shows that people did survive and they have stories to tell. The ywaimit
to make is that not everyone died.” For Halle, ensuring that her students understand
survival is an important meaning she makes of her Holocaust professional development
experience.

Holocaust testimony can be startling for sure, but it is inevitably positiie i
ending, for the person lived. This was not the ultimate fate of the vast majoritysof Jew
and others during the Holocaust. Survivor testimony is most certainly valnable i
demonstrating to students that virtually no survivor would have lived without the help of
others who provided food, hiding places, or false documentation, but the intense focus on
it during professional development at the Museum also laid the foundation for the hope-
filled meanings teachers made of the Holocaust by encouraging thedute tene and
space spent on the brutality of Nazism in order to focus on individual triumph. Teachers,
like Adina, came to understand the Holocaust as an event, at least in part, thattcan tea
young people about the power of individual determination even under the most dire of
circumstances. Adina made no mention of the brutality that took place in that Slovakian
town that was nearly entirely obliterated during the Holocaust. For her, drengéhat
an exhibit like the one described here has for her pedagogy is that an individual can

survive even the harshest of circumstances, despite the fact the original ovineer of t
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book (Dojc’s grandfather) did not survive. The power of the individual was the meaning
of paramount importance to her pedagogical sense-making of the Holocaust.

During the six-dayeeting Hate with Humanitgrofessional development
program, teachers had approximately 7 hours in the galleries at the Museunbdthing
guided and unguided visits. One of the guided visits was tddives of Libertyspecial
exhibition. In a large room with two walls of windows overlooking the Statue oftliber
and Ellis Island, teachers were given iPods and sit under different themes senisbr
then allowed the teacher to listen to the appropriate testimony of Holocaugossyr
refugees and others who immigrated to the United States associated ttitle i
Themes were upbeat, and included such topics as “liberty,” “adapting,” and “a new
home.” Under the theme “dreams” Magda Spiegel, who arrived in the United States in
1949 from Klucarky, Czechoslovakia, says to visitors, “When | got the papers to come to
this country | was very, very happy and | felt that my dreams wereyfireglized. | am
arriving in the land of dreams.”

Each of the speakers tends to speak positively, and visitors are listening to thei
success stories while staring right at the place many of them arriveshirybrk Harbor.
Visitors are also gazing at an unobstructed close view of the Statue di/Lthersymbol
of freedom for Americans. More than half of the teachers interviewed dekprilde in
America or the American dream as the meanings they made after lyangh the
interactive exhibit. For example, John, who has taught world history for 11 years a

public school, stated that,
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For me, when | was in that room looking over at the Statue of the Liberty and
hearing stories of the people who came and made it here, | felt partiqriauty
of my country. As an African American, knowing full well the past of this
country, | felt in that moment that we have come a long way from the time of
slavery and in many ways we have overcome.
Max, another public school teacher who has taught world history for eight years,
similarly stated that, “This is what makes America, America - thdetweveryone in and
here, anyone can reach the American dream. Just look at all those people we heard on
the iPod.” The Museum of Jewish Heritage clearly has a narrative of titeege of a
hopeful America, particularly for Jewish immigrants, and that narrativedsrstood and
internalized by teachers.
The connection between the exhibit and Holocaust education was not made
explicitly clear and teachers generally struggled to identify howwoaild use that
exhibit in their Holocaust lessons. Teachers did make sense of the exhibiisrofer
understanding its intent to show America’s powerful role in allowing for imatimn to
the United States, but they were unsure how to use it in their study of the Holdnaaust.
few instances, some teachers said that they would look boteethy Neighbor:
Immigration and the US Experiencarriculum pamphlet produced by the Museum of
Jewish Heritage, available only at the Museum and given out to teacher-patsiégra
help with lesson planning on the topic. The extremely short curriculum, which does not
contain lesson plans but rather readings with questions and ideas for student research,

Americanizes the Holocaust by placing the story of restricted Jewrslgnation to the

United States during the Holocaust within the larger context of immigratiomeriéa
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between the mid-1800s and mid-1900’s (Museum of Jewish Heritage, 2001). In the
section on US Immigration during the Holocaust, the role of wide-spread aritisem
within and outside of the State Department that fueled the restrictive iatrargpolicies
are largely pushed aside. No discussion takes place of how many Jewish people could
have been saved had the United States Congress, President Roosevelt andter the Sta
Department advocated for more open immigration policies. The tone of the curgiculum
much like theVoices of Libertyexhibit, is fairly positive and focuses on those who did
come to and succeed in the United States, their reasons for coming, their egpenenc
the new land, as well as rescue and refuge over the last 50 years. It does notheclude
powerful anti-Semitism many Jewish immigrants faced and the exireastfictive
immigration policies which in the end meant many of those who would have come
ultimately died at the hand of the Nazis. The dominant trope of the exhibit and
curriculum fit in well with American desires for a hopeful story that enelsand one
that does not focus on hardship but rather stresses triumph over challenges and
overcoming pain.

Ignoring the anti-Semitism within our own country that led to remarkably
restrictive immigration policies towards Jewish people to the United Statesh
resulted in many of those potential immigrants dying in the concentration canps, i
ignore our own national lack of response to the “banality of evil” (Arendt 1963/2006).
One could see this exhibit as nothing more than an add on to the other exhibits at the

Museum, included because of its proximity to and unobstructed view of the Statue of
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Liberty and Ellis Island. That interpretation, however, would fail to recodwye
elements of American society today that help inform such an exhibit. Ameaca
constantly indulged with stories, images, and advertisements relapegsonal survival,
personal overcoming, and personal success. In that sense the personal setin@sbec
centerpiece of American cultural being. Add to that a popular culture thatsimgiga
couches historical atrocities in narratives of hope and survival, making thosesthee
centerpieces of whatever story is being told while downplaying the gehties. In very
recent Holocaust related motion pictures, one can see this occurring, sudmeafdnm t
Sarah’s Key(2010) where the reality of the French assisting the Nazis is only tangential
to the story of a little girl who saved a key for her whole life to the closeatengte

locked her little brother up to hide him from soldiers decades ago when she waks a chil
While her brother did ultimately die in that closet, the dominant storyline is ab@lt'Sa
escape from a concentration camp with the help of a French soldier, and her life and
family in the United States after the Holocaust. It is in this culture of taenes focus

on personal triumph, if unrealistic and highly improbable, that such an exhibit as the
Voices of Libertygmerges where a casual observer can, rather easily, mistakenlydegi
believe that America was a place of massive refuge in the United Stavedifos of
genocidal brutality. They may also begin to believe that the Jewish victiNezof

crimes arrived in massive numbers with the assistance of the United StatrarGent,
which is equated with being the savior for the evil doings of others in distant, far away

lands. In light of the actual level of anti-Semitism rampant throughout thed Btidges
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Federal Government during and after World War Il and the Holocaust, coupled with this
being one of the only parts of the Museum that even discusses America and the
Holocaust (and certainly the most substantial exhibit on the topic by far) this
representation of American immigration policy precludes attention given toiéaise
role in the Holocaust. For teacher-participants in professional developervisited
this exhibit, their understanding of the Holocaust and US policy during that tinogl peri
may be sensationalized by the powerful stories of a few while disedgaginaware of
the stories of the many. In American society today, which seems to presamgbe
success and overcoming in every strand of popular culture, this exhibit magdbregfe
Americans desire to implicate themselves as victims of one kind or another who
themselves can overcome hardship as well. Therefore this exhibit was not seen by
teacher-participants as anything even approaching a misrepresentétistonyt

After experiencing this exhibit, teachers generally said thatfétiegositive and
hopeful about the role of America in the Holocaust. Bob noted, “It is so interesting
hearing of how instrumental the US was for Jewish immigrants. Just anogur veay
it's a great country.” These are not the feelings one would expect to hear if hetknew
the extremely late response of the Americans to intervene in the Holacaliste
obstructionist policies of the State Department towards helping to rescsie Tbe
meaning Bob has made of American immigration policies during and immgcdhétei

the Holocaust from this exhibit and the accompanying curricular materiadalra sense
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of the Holocaust that is a fictionalization of reality. Bob has come to understand the
Holocaust and the world’s response to it in a more comforting way.

Dr. Greenberg, the Director of Jewish Education at the Museum, echoed the
positive narrative that he stresses in Holocaust professional development loud adde
religious objective as well when he said,

All human beings are holy, created in the image of G-d. All people deserve to be

treated with respect and cared for. The Holocaust is immoral — a descentanto ut

depravity brought on by Germans and executed by Germany. Yet free people
rose to the occasion. What do | want teachers to select to teach? Seledbthings
be positive. You cannot teach everything. Teach those things that create the kind
of Jews and people we want to create.
The meanings that Dr. Greenberg wishes to create for teacher-par@pamniseum-
based professional development programs are ones that almost exclusivdly reflec
positively on Jewish identity. When he states that he wishes to “crediedha Jews
and people we want to create,” he is directly suggesting that it is the resiggrefibi
museum professional developers and Holocaust educators to use the teaching of this
event to ensure that the moral beliefs that he and the Museum see as vatuable ar
imparted to students. The implication here is that he, and bystoethe Museum itself,
know what ethics are most important for all students to have and that those moral
underpinnings can be taught through Holocaust education. One way he attempts to do
this with Jewish school teacher-participants is by leaving outicéoaics. For example,
during the Holocaust Jewish prisoners at concentration camps were someléctes se

be a part of th&onderkommandpwhich were units of Jews who, often threatened of

their own death, had to assist the Nazis in the disposal of the remains of those &ho wer
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killed in the crematoria. By ignoring or downplaying topics like $lo@mderkommandps
Dr. Greenberg is pursuing a pedagogical choice that fits within a more positiatvea
of the Holocaust. Further, underlying this quote is the core belief that the Haloaaus
be used to teach moral living, the right way to act. What is unclear is how arteache
participant in professional development is supposed to take an event that he calls
“immoral” and turn it into something “positive” and something that can creataéthi
beings. He sees Holocaust education as a chance for moral Jewish education.
Interestingly though, some participants interpreted this as a chance tsAanprican
education and not necessarily an exclusive focus on moral Jewish education.

This is not entirely surprising given that in the United States today, the dstoca
is widely situated within American popular culture, from literature to mowvidspablic
spaces. The most commonly used piece of literature in teaching the Holo@albycit
participants in this study and possibly even within the United StafEseiBiary of Anne
Frank. The most often cited line from this work, perhaps from anything ever written on
the Holocaust, is, “In spite of everything I still believe that people aredndy at heart”
(Frank & Pressler, 1997, p. 327). In h&ry, no one sees an extermination camp. In
that sense, thBiary fits within the positive personalized narrative that often
accompanies an understanding of the Holocaust within American popular duginger
(2010) suggests that the popularity of this memaoir is more about avoidance — avoiding the
pain, avoiding the suffering, avoiding what Hannah Arendt famously referred to as the

“banality of evil” (Arendt 1963/2006). In that way tBeary lessens the burden of pain



130

that should necessarily be attached to a study of crimes of this magnitudiiaies s
learning about the Holocaust within a happier and more personalized story thamahe act
experience of many. Here, the courageous spirit of a young girl leaveststwita

positive feelings for the future of mankind and sends the message to young and adult
readers alike that despite even the worst of circumstances one can overcome.

The book, and the mythical figure that has emerged since its first publishing, does
not take into account Anne’s terrifying existence inside the hell that was th
concentration camp at Bergen-Belsen where she ultimately died. Mpsefessional
developers from both public school and Jewish school programs were seemingly aware of
the American desire to lessen the burden of this history through the Museum staff’
explicit focus on the heroism of individual actions. The data in this study reveals that
teacher-participants often wish to understand the event in such a way that, somehow, like
theDiary, makes them and their students feel upbeat and feel that, despite all of that bad,
there was some good.

Max, who has taught public school world history for 8 years, stated that, “I cannot
teach the Holocaust and only talk about the mass killings. My students will ledyentir
turned off. | must also focus on the heroes, [such as] those who rescued others.”
Similarly, Sharon, who teaches the Holocaust at an ultra-orthodox Jewish day school
stated that, “The story of the Holocaust is much more than ‘the six millionaléasthe
one who saved someone else’s life, the one who provided food to a boy in hiding, the one

who escaped...stories like that can make my students not leave my [class]riogn fee
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sad and depressed every day.” Museum professional developers, like the museum
exhibition designers, recognize the desire of their audience to connect witditheéual
who overcame Nazi brutality and in turn teachers further internalized thativeurr
As anyone familiar with the American media would likely recognize, Acaes
tend to desire to understand the human condition as one of hope and progress, and one in
which individual actions heroically make a positive difference. Very oftenrisare
films have a happy ending despite the content or gravity of the topic of the fils. Thi
typical ending by American films emphasizes the desire of viewers to evidsiwith
positive feelings of hopefulness, overcoming, and the desire to share that triumph wit
others. In a July 2011 presentation to the Second World Congress of the International
Positive Psychology Association, acclaimed movie producer Lindsay Doran (of the
Sherlock Homes films, among others), stated,
It's no surprise to say that American movies specialize in stories of
accomplishment...When Jennifer Grey finally dares to make the scary Iéap at t
end of ‘Dirty Dancing,” when the Karate Kid performs the impossible kick that
wipes out his opponent, or when King George VI gets through his wartime speech
without stammering - those accomplishments are among the great peafsure
cinema. (Doran, quoted in Rickey, 2012).
Even Holocaust films have happy endings and positivity in their storylines. The
quintessential example of thisSehindler’s Listin which the story of the rare rescuer is
moved to the front of Holocaust history. It places the narrative of those who wede sa

front and center and, because of its overwhelming popularity, it moves public

consciousness about the Holocaust towards those who survived and lived to tell about it
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and away from massive death. Therefore the importance of rescuersisiodsratso

emerged as part of the meaning teachers made of Holocaust professietaimdent.

Rescuers and Resistance

Professional development at the Museum also focused on the individual heroic
actions of rescuers and those who resisted in order to work on empowering Jewish
identity and work against cynicism. The way in which the museum accomplished this
was seen in one informal meeting of teacher-participants. Some artifaesistance
within the ghettos and the camps are part of the permanent exhibit of the second floor
(Jewish life During the Holocaust). On the second day of the multViéaying Hate
with Humanityintroductory course for public school educators, | accompanied teacher-
participants to these artifacts during free time when they were alltimexplore the
exhibits. For an unknown reason, the teachers began to congregate around a somewhat
aged trumpet. This instrument had belonged to Louis Bannet, an extremely talented
violinist and trumpet player from Rotterdam. Upon his arrival at AuschwitzBau, he
was allowed to audition for the Men’s Orchestra at Birkenau, which he played in for two
years (Museum of Jewish Heritage, 2002). Most of his family died in Auschwitz, but he
was able to save his younger brother by hiding him in the garbage that bandrsneacbe
to move every day. During his death march from Auschwitz to Ohrdruf, Germany he
carried this trumpet around his waist and when he arrived at the camp, near dead, he was

asked to play a violin for every SS officer at the camp which gave him more food
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(Museum of Jewish Heritage, 2002). After several more camps and a train ride that
killed most people aboard, Mr. Bannet survived and returned to his native Holland and
eventually to Canada, trumpet in hand. For him, and others of the Birkenau Band,
resistance came in the form of musical performance.

In viewing this trumpet, and reading the explanation below the artifact, one
teacher shouted, “There was a band at Auschwitz! Why would anyone [therdbwant
play in a band!?” As | watched on as the silent observer, after a few moarewttser
teacher responded, “That’'s what she [Mrs. Gold] was talking about, that Jewsislid re
like with the Warsaw Ghetto and the uprising.” In other words, this teacher has
recognized the importance of working against the cynical view in the lack of hope for t
Jewish people. Even though the extremely limited scope and effectivenesstancesis
was entirely left out or ignored in place of a more comforting part of Holocaistyhi
in this instance the survival of one talented musician, the teacher who talked about Mrs.
Gold did so by empowering the Jewish identity by saying that Jews did in fadbdickt
such as in uprisings. These teacher-participants may have beendattydbts exhibit in
the first place because of the keen focus on resistance and survival duringuties keacd
other teacher professional development activities. Focusing on the individual cdntinue
throughout the six-dayleeting Hate with Humanitytroductory-level summer
professional development workshop on the Holocaust

On the next day, day 3 of the workshop, the 10 teachers in attendance were told at

11:15 a.m. by the Museum’s Director of Education that they would be watching 20
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minutes ofDaring to Resist: Three Women Face the Holocaisis is another example
of the way in which the museum professional development programs explicitly sought t
empower Jewish identity and work against cynicism. This 1999 film focuses on the lives
of three Jewish females who lived in Nazi-controlled Holland, Hungary, and Poland.
Each of them put up resistance to Nazi aggression: by secretly movisgoleafety, by
distributing resistance materials, and by fighting as a partisan. 8irttg, the small
group of teachers had developed a strong sense of collegiality and everyonedtnew ea
other's names. This session took place after touring part of the Museum’s permanent
exhibition on resistance during the Holocaust. Mrs. Gold, the Director of Educattn, t
the teachers that they would be watching a piece of an extraordinarjdiimacuments
how three brave individuals pushed back against the Nazis. During the 20-minute clip,
teachers seemed to be fully intrigued by the film and the uncommon bravery of the
women, as evidenced by their unwavering attention and their facial siqgomresnd sighs
during scenes of the women’s daring actions.

After the film, no summary or further insight into the film or its pedagogical
application was immediately given. In the few moments it took the Museuinostafn
off the DVD player and turn on the lights, the teachers shared their unanimous approval
of the film with one another, and two teachers at my table said that theydvauiey
the film to use with their own students. At this point, Mrs. Gold simply asked, “Did
anything stand out or surprise you?” One teacher, Max, answered, “Theysiese |

vibrant and they felt so good about themselves, what they had done with their lives. And
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they had so much to be proud of. Even in old age, they could hold onto that. They were
really wonderful.” This echoed notions of Jewish empowerment that were evident
throughout the Museum and its professional development programs. Mrs. Gold did not
give her opinion or offer further insight here, but rather repeated the question she had
asked before. Bob said it was gratifying to hear a less gruesome storyteout
Holocaust. “I enjoyed the last woman. The whole thing was beyond the scope of horrific
events, but she was talking and she had humor, sarcasm. | really enjoyed it, a human
side.” Others said they too appreciated hearing more than just the horrigmnents
that Holocaust education typically details. Ashley then said, “It's good tookieer
stories. I've always heard stories about concentration camps, but it alwalysesume
to hear much more stories about the Holocaust, like when that lady that hid in the forest
came out.”

Teachers then continued discussing how this film helped them to understand
resistance during the Holocaust. Unlike the programs for Jewish school seacliee
public school programs like this one left more (though still limited) space throutjieout
various sessions for discussions about teaching. Five minutes into the discussion on what
the teachers were now able to clearly understand about resistance, Mriigédio help
them answer a seemingly simple question that students often pose: “Whylikgrjthie
Jews] leave and why didn’t they [the Jews] fight back? The answers are, thegwdid |
and they did fight back. Other responses?” That is a surprisingly simple dosaer

guestion that deserves much more explanation. Certainly Ms. Gold was attempting
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empower the Jewish community, in no uncertain terms working to quell notions that Jews
had lost faith or hope in their ability to survive Nazi brutality. No other teacher spoke up
after that short statement. Mrs. Gold then offered two pedagogical insigkgachers.
The first was that excerpts from this film are excellent for classroerbersause students
can easily relate to the main characters. The second was a caution agaerginy
only one response to Nazi policies over other responses. Her logic for this is that
We are inspired by these heroes... We want examples of heroism but not at the
expense of saying, well, [some people] didn’t do anything, they went to the camps
and were murdered. We need not pass judgment on people ...We want to
empathize with the experience rather than pass judgment. So, that's ahingky t
to do [in your classroom and in the museum].
Since lunch had already arrived, and sticking to the precise schedule ofexctirdt an
absolute must during public school professional development programs, teachers did not
have an opportunity to explore these points further. Mrs. Gold’s statement exemplifie
how professional development at the Museum creates a hopeful, Americaniadidenarr
of the Holocaust in that she explicitly instructs teacher-participanteiiadie examples
of heroes.
In follow-up interviews, many admitted to not knowing much about rescuers and
resistance before taking the course. Ashley said,
| never knew how Jews resisted. | always new the bad side, but not the heroic
side until this course. | didn’t know about Hannah Senesh [a Palestinian Jew who
worked to save the Jews of Hungary and was ultimately killed] or the Russian
partisan who presented to us. | didn’t know about women who tried to pass as
gentiles and help Jewish people. My stories Vi&t@ndler’s ListandThe Pianist

That was my knowledge of the Holocaust. It's embarrassing to say thdiabsit t
all I knew...Now | can bring my students Hannah, the partisans, and the survivors
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we heard who resisted, like Brania [Brandman], who resisted against [Dr. Josef]
Mengele.

Ashley’s core belief, that she should now include more stories of resistance@retses
during the Holocaust, was echoed in some way by every teacher interviewekaafter t
program. The pedagogical sense that teachers made of this part of theiigralfess
development program was that rescue and resistance played a large roldalotaeist

by empowering some Jews to fight back and should therefore play a large role in thei
classroom pedagogy.

One Holocaust scholar who has called for increased attention to the role of
rescuers who helped Jews and others survive during the Holocaust is Rabbi Harold M.
Schulweis, the former director of several organizations devoted to documentitsthe a
of the righteous and the founder of the Jewish Foundation for the Righteous, a United
States-based nonprofit organization devoted to providing financial and other social
assistance to non-Jewish rescuers, and to honoring and documenting their stories.
Schulweis believes that when teaching or representing the Holocaust, aldhgside
horrors should be a keen focus on acts of righteousness. In a 2002 speech on rescue
efforts in Bulgaria, he said, “We need a new heart to overcome the anthraxa$rayni
the toxins of disillusionment and despair. We need to search the past for arghinme
hope. Paradoxically, you find the spark in the ashes of crematoria” (Schulweis, 2002)
For him, learning is an act of memory formation, and it informs as much asatéber

and inspires. He further argued,
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We are here to publicly recognize goodness. Goodness must not be buried in
anonymity. Goodness is evidence of Godliness. We owe it to our children. Our
children must be taught Godliness. Our children must know the true celebrities,
the true heroes of our times, the celebrity of conscience, the heroism of éefianc
against brute power, the nobility of the altruistic spirit. Why should children only
know the names of evil, the name of Himmler, and Heydrich, and Hitler? Why
should they not know of Demeter Peshev, the former deputy speaker of the
Bulgaria Sobranie, who turned away from his early support of an anti-Semitic law
and when he learned of the plan to deport Jews to their death, he gathered the
support of forty-two other parliamentarians to resist the stain that would have
fallen upon Bulgaria's dignity. For this he lost his political power, he lost his
office, but he gained immortality. The altruism of Bulgaria is a piece of kistor
that must not be forgotten. It has taught us and should teach our children that there
was, is and always will be an alternative to complicity with evil (Schglwz£02)
Museum educators agree with Schulweis that focus and attention should be given to
rescuers. Thus, the professional developers sought to make the Holocaust madnie tole
especially by spending more time on rescuers and survivors than any otheobtpec
event during lecture portions of the six-day professional development program far publi
school teachers. Teachers made pedagogical sense of the event in the sas¢hagy
too now want to focus much more intently on rescuers and resistance. In effect, they
abided the narrative of hopefulness as presented by the Museum, and therefore they
understood the Holocaust as an event that can be understood through the lens of
empowerment.
Adina, who teaches religious Congregational school, felt that as a result of her
participation in theHolocaust in Slovaki@rofessional development program for Jewish

school teachers, she too now sees an even more prominent place for rescue in her

curriculum, an understanding that is very much in line with the sentiments eglgss
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Rabbi Schulweis and implemented by Museum professional developers. She adiculat
that belief in the following way:
In the Holocaust | can't just teach that Jews were sent to camps, smaghiife
in Auschwitz. My students need to hear stories like that of the Working Group [a
group of Jewish activists in Slovakia in 1942 who tried to stop deportations to
concentration camps]. | must get my students to understand that there was
resistance.
Dr. Greenberg, also like Rabbi Schulweis, explained that it was his intention in
professional development to have teachers focus on the more upbeat partaasheell
horrors. He said,
| wanted to give teachers something productive in terms of building their
students’ Jewish identity. Not necessarily focus on Dr. Mengele’s expgetibut
the resistance of the Bielski brothers [a group of partisan resistorsrmaGe
occupied Poland] or the spiritual resistance of Rabbi Ephraim Jsliryse
explanations of Jewish law during the Holocaust helped many Lithuanian Jews
survive].
No clear disparities were found between public school teachers and Jewish school
teachers over the topic of resistance. Without exception, every teacher vntelrfeadt
that there was value to hearing the stories of resistance to counter thélledrstories
of the Holocaust. All of the rescuers and resisters that the teacheasdrieairned about
fought for what they believed in and did so at great risk to their own personalaadety
the safety of loved ones. Their actions deserve to be honored andoemeémHowever,
professional developers, like Rabbi Schulwiess in his 2002 speech on Bulgariarstescuer
did not recognize that in educating teachers about resistance and rekou¢ wit

addressing the question of how widespread and successful such efforts wene raotyve

they may unintentionally undermine the reality of the very limited scofieese
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activities. The question of scope is also not addressed in the main Holocaust stiident tex
provided by the Museum to public school teacher-participants. Two of the 15 pages are
devoted to “Resistance — Jewish Responses,” where students read and reflaetdon ar
and spiritual resistance. Students are told that some Jews did fight back, anddteey re
story of a young artist at the Terezin ghetto who drew pictures of Hanukkakydents
are never informed of how few resistors survived compared with how mathy die
Generally, teachers indicated that they were “moved” or “inspired” bynigeidwe
stories of individual heroic action from those who were actually there andllaabvst
more than six decades later to share their wisdom. For example, aftendjste
testimony from Ms. Lyuba Abramovich, a partisan in Russia who fought against the
Nazis, Ashley’s reflections, which exemplify the response of studycjpatits, was,
“She was fearless, and she fought for what she believed in. That is whathahi my
students when we talk about the partisans.” The teachers commonly made edferenc
how the testimony makes a positive emotional connection to the Holocaust possible for
their students. Adina, a Jewish school teacher-participant at the threentagis
seminar entitledrour Ghettossaid she was particularly inclined to change her lessons on
ghettos to include testimony for the first time after hearing from JoségdteRson on his
experiences in the Warsaw Ghetto. She also said,
Now | can say to my students | met that person, like Joseph Friedenson, he was
there in the [Warsaw] Ghetto. It connects the emotions between the presehter
the student, as opposed to reading it from a book. Students themselves are really
a witness of the experiences by being exposed to those who were there. There is

nothing like a live image and like a human voice to show students the power of
perseverance.
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For Adina, hearing from a survivor like Mr. Friedenson allows her to fightagai
cynicism in her classroom and empower her students to be inspired to work hard and
never give up. The meaning she made of this part of her professional development
experience is that her students’ exposure to stories like his can empowewthdewish
identity; in this way they “witness” survival in the face of horrificcaimstances in order
to find hope in their own lives.

As in professional development sessions at the Museum, the topics ofsescuer
and resistance are pervasive in popular culture. As already mentioned, onmos$the
widespread works ever to impact Americans’ knowledge of the Holocabehisdler’s
List, produced by Steven Spielberg. Likee Diary of Anne Frankts focus is not on the
millions who died but on the heroic actions of one man who saves more than 1,200 Jews.
Spielberg’s film helped place the stories of rescuers and resisters rooriagmtly in
Americans’ consciousness about the Holocaust. In the traditional view, mesigiaing
the Holocaust is defined as “agyoup(italics found in original text] actions consciously
taken in opposition to known or surmised laws, actions, or intentions directed against the
Jews by the Nazis and their supporters” (Bauer, 1982, p. 245). More recently, Bauer ha
revised this definition to include the actions of individuals and acts on a smalkethstal
his previous definition ignored (Bauer, 202). In addition, he now believes that resistance
must also includ&midah a term scholars and Rabbis have a difficult time defining but
which he translates as “standing up against” (p. 120). Resistance incluéesaaichn

unarmed acts, by both Jews and non-Jews. Bauer explains,
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It includes smuggling food into the ghettos; mutual self-sacrifice within the
family to avoid starvation or worse; cultural, educational, religious, or political
activities taken to strengthen the morale; the work of doctors nurses andeslucat
to consciously maintain health and moral fiber to enable individual and group
survival; and, of course, armed rebellion or the use of force (with bare hands or
with “cold” weapons) against the Germans and their collaborators (p. 120).
All resistance activities were severely limited in that almost nomasupported
the Jews in any struggle against the Nazis, Jews rarely had access to areapons,
and resistors’ families might suffer consequences for the resiatiiss, which were
unlikely to be successful. Still, some resistance efforts did succebdastive shutdown
of the gas chambers at Sobibor concentration camp. In addition, Jews from tle Jewis
Fighting Organization revolted in the Warsaw Ghetto for more than a month and
dramatically reduced deportations during that time. Also, multi-day reoolksplace in
Bialystok (Poland), Marcinkonis (Lithuania), and Vilna (Lithuania) Ghettogranother
places. Furthermore, Jewish partisans fought from the forests, activelypiaimroad
tracks, and used arms against the Nazis (Kopel, 2011). One must also remember less-
violent forms of resistance, particularly within the camps, including undergrchodls
(or at least what could be considered study groups); continuing Jewish traditions and
holidays; and creating poems, stories, drawings, and other artwork.
The hopeful narrative that permeated the professional development programs in
this study was received by teacher-participants from both Jewish and phblitssc
Themes of hope and heroism, bravery and resistance, and triumph over evil were clea

evident in the meanings teachers made of their Holocaust professional desrglopm

experiences. By creating such a narrative, professional development at gusrmus
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empowered a Jewish identity that worked against the forces of cynictstovaard the
very American notions of understanding the world in a positive light with attention

toward a more hopeful future.

(2) Identity

“The Holocaust is a Jewish event. It happened because of the Jews. The fact that others
were caught in it is tragic, sad, awful, but the Holocaust is a Jewish event.”

-- Halle, Museum of Jewish Heritage Professional Development Panmticipa

Museums are inevitably sites of learning that are tied to identity. itplemdludes
how an individual views him or herself in relation to a particular context and the role he
or she plays in it. One’s background, interests, family, socio-economic anecstiaral
context constitute ones identity, which is a personal attribute that is alwiys and
has the ability to change with changing circumstances such as expsriage, income,
and beliefs (Kidd, 2002). Identity is at the core of who one is and how the others around
an individual come to understand him or her. At museums, identity determines how a
museum visitor or a museum-based teacher professional development participant wil
interpret his or her experience and learning, and it will help to determinestir@ngs
that one makes of his or her participation at the museum. Meanings that areamade fr
museum-based learning experiences are influenced by aspects of ongg &laftias

prior knowledge (Meyers & Allen, 1997), expectations (Falk, Moussouri & Coulson,
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1998) and interests in the topic. Identity is not only how people see themselves in the
present, but also helps to determine how people will be prepared for and adapt to new
environments or situations in light of their past beliefs and knowledge (Meyereg, Al
1997). Museums are places that can affect and help shape teachers’ patsonal a
professional identities, especially from their exhibits and professionalagement
programs (Falk, 2006).

In this study, a teacher-participant’s background, prior experiences, imaivem
in professional development activities, interactions with other teachersafedsional
developers, can result in alterations to or a solidification of their sense ahddlie
meanings that they make of their experiences. By using ones background and way of
seeing the world to form understandings, museum professional developmenpaatsici
in this study make meaning of their experiences, which are inevitablyno#édeyy the
identity, values, and norms of the museum and the identity, attitudes, and behaviors of
other professional development participants. As a result of interviews, obmesyat
survey’s and document analysis, it was found that learning about the Holocaust by
teacher-participants was a negotiated process of relying on past knoatetgeliefs
but also being heavily influenced by the religious identity and the social andatultur
context of The Museum of Jewish Heritage. Through this process of meaning-making,
teachers and other museum visitors are able to better understand where theyrmave bee
who they are and where their understandings are leading. Both teachapgadiand

professional developers recognized and articulated the primacy of théa Jiswisty of
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the museum in influencing the meanings that they made from the professional
development experience.

Both Jewish and public school teachers who were interviewed recognizedtkethat t
Museum'’s identity and approach meant that they were learning the Hol&rcaushe
perspective of the largest group of victims: the Jewish people. Jewish schbeftsealt
of whom in this study follow conservative or orthodox Judaism, overwhelmingly spoke
positively about this approach. For example, Halle is a relatively oelal studies
teacher with experience only in Jewish schools and she identifies her seffrastieing
modern orthodox Jew.” When she came to the Museum for Holocaust professional
development programs she was, “looking to learn how to better teach the Holocaust to
my Jewish students.” She further stated that, “The Holocaust is a Jewishtevent. |
happened because of the Jews. The fact that others were caught in it,isadhgaeviul,
but the Holocaust is a Jewish event.” Halle discussed her views on the Holocaust |
energetic manner with complete confidence in what she was arguing. Searehdss
found that the connection between museum visitors’ prior beliefs and their
understandings of experiences can lead to small shifts in both how they come to make
meanings from the content that is the focus of that museum or exhibit and in their
identities (Leinhardt & Knutson, 2004). Professional development programs that Hal
participated in, most of which were designed exclusively for Jewish schobketeamay

have helped strengthen her belief that the Holocaust should be taught and undestood as
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Jewish event. Rounds (2006) believes that museums can both help visitors maintain their
identities or learn about alternatives.

Halle, and every other Jewish school teacher in this study, identified with the
Holocaust as a Jewish event and expected to make meanings about the event that would
conform to their Judaic perspective during their participation in professionabgeveht
at the Museum. The programs that Halle and all of the other Jewish schoalgeache
attended were intentionally designed to examine the Holocaust only from the Jewish
experience. Falk (2006) argues that the motivations that entice people to ledoselse
associated with their identity. All of the programs for Jewish school tesaleze
voluntary, not credit bearing, and took place on Sundays, and therefore teachers attend
entirely because they wanted to and none had financial or other external masivati
Programs for public school teachers often were accompanied by professional
development credits which can be used to maintain teaching certificationsatdoy
advancement purposes.

The data revealed that what motivated the Jewish teachers to come was an
opportunity to further understand the Holocaust from the Jewish perspective and their
desire to teach their students about the event from that perspective. Each of these
educators, like Halle, identified the Holocaust as Jewish event with uniqueatigris
for their Jewish students. Understanding the meaning of the Holocaust ashael@nis
with unique implications for Jewish people was solidified by participation in ldakic

professional development programs at the Museum.



147

Sharon, who has attended numerous professional development programs for
Jewish school teachers at the Museum since it opened and who teaches at an ultra-
orthodox school, exemplified the common sentiment among Jewish teacher-gaisicip
when she said, “I come to this Museum because | know that | will learn about tisl Jewi
Holocaust. | know other groups were targeted, but for me the Holocaust has to be
understood for what happened to the Jews and that’s what | have to teach my students.”
This statement exemplifies a common understanding of Jewish school teachersabout t
role of the Museum in shaping their identity.

At Jewish school programs at the Museum of Jewish Heritage, professional
developers specifically and intentionally designed programs that |¢despiace for
“seeing things differently.” The Director of Jewish Education, Dr. Mordecheei@berg,
places a strong emphasis on the Jewish experience and Jewish responses toahstHoloc
in professional development programs. When asked what he thinks teachers should focus
on when teaching about the Holocaust, he gave a religiously oriented answgr sayin

They should teach that all human beings are holy, created in the image of G-d.

All people deserve to be treated with respect and cared for. The Holocaust is

immoral — a descent into utter depravity brought on by Germans and executed by

Germany. Yet free people rised to the occasion. What do we select to

teach?....Teach those things that create the kind of Jews and people we want to

create. You can’t understand the world unless you understand the Holocaust.
Dr. Greenberg admits to actively creating professional development protpatass he
sees it, can help ensure the very future of the Jewish people themselves. nial the fi

interview he said, “If there will be a Jewish future part of that is Jewish &olueand

Holocaust education. | will do everything that | can do to support teachers and make
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what they do better and stronger. Itis a holy kind of work [they do], creating arl ethica
Jewish context is part and parcel of the broader larger context of the futurelewikh
community.” The subtext of this quote demonstrates a core part of his identity e that
believes that Holocaust education is a key part of character education and is bound up
with Jewish theological questions of morality and ethics. For him, Holocaust ieducat
from the Jewish perspective is integral to Jewish identity formation for studledtto
their understanding the world through the Jewish lens. Dr. Greenberg said, “To be
Jewish, students have to know the Holocaust.” Sharon echoed a similar notion when she
said, “Every Jewish student who graduates from a Jewish school should know full well
what the Holocaust is and why it matters, a lot.” Every other Jewish schobéte
interviewed in this study suggested, to varying degrees, that they too supported the ide
that the Holocaust is a part of Jewish identity. Differing from this view panies
public school teachers made more universal claims about why it is important to know
about the Holocaust. Neil said, “Students should learn about the Holocaust because it is
important for the future of mankind and knowing what happens to the world when we
don’t work together.” Neil is suggesting that Holocaust education has universal
applicability larger than the Jewish school teachers suggested.

Generally, teacher-participants make different meanings about the same
professional development programs based on their personal identities and exgerience
For example, during the final hour of the three day summer institute on the Holocaust,

this year titled=our Ghettos: Warsaw, Vilna, Lodz, and Tereaisession was held



149

entitled,Applying What We Have Learnedfter a few attempts to get started, Dr.
Greenberg stated his intention to use the next, “20 minutes or so” to address two
guestions: “How can we apply what we have learned over the past few days in your
classes? And how has our knowledge of the Holocaust changed?” What emerged from
the discussion however were different meanings made by different tgactielpants

based on their personal and professional identities. The discussion consisted of 62
individuals, 44 women and 18 men. The teachers were highly engaged in this discussion
and more than willing to create positive intellectual tension through multiplewiats.

At one point the lively discussion turned towards how teachers wish for their sttalents
address issues of morality and immorality in learning about the Holocaustgrék out

of learning about how different leaders of the Jewish Counltidefiraj in different

ghettos responded differently to requests from the Nazis to provide Jews for d@portat

to concentration and death camps, some giving in and some not, and some even going so
far as to kill themselves. This notion raised tough questions for teachers. vWiste Je

school teacher, Adina, stated, “We must also think about making moral decisions. That is
a very tough question. And it is something to be said for both sides [the Nazis and the
head of the Jewish Councils], making moral decisions, because that's what they did.”
Many teachers in the room agreed, and, as would be expected in a roomrijidyg la

with orthodox private Jewish school teachers, the discussion quickly veered toward the

religious implications of the decisions made by the Jewish elders in thegghet
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The discussion was largely a regurgitation of what the Jewish Councils did.
However, the calmness of the discussion quickly dwindled when Steven, a 46-year
veteran teacher at a reform congregational school and former sadiakstiepartment
chairman at a New York City public school, expressed that he teaches abouigtumnsge
of the Jewish Councils and asks students to give opinions on the ethics of the decisions
that different leaders made. “If a kid looks at it, and walks out and thinks, ‘No, he did the
right thing,” and kids walk out with a judgment, that’s part of what we wanted them to
do... we want kids to walk out with a judgment.”

At that moment, less than 10 minutes into this session, the room erupted in heated
but respectful disagreement with that statement. At this point it became ibhposs
follow all of the discussions and comments taking place in the room, though | did hear
many people say “No” and “Absolutely not.” Dr. Greenberg tried to calnotha r
quickly, and then Sharon, a passionate orthodox Jewish woman, stood up and made a
counterargument,

Of course we want our students to be able to make judgments, but I think we want

them to be able to make judgments in their own lives and the dilemmas that they

face. And I think that what we’re looking at, we don’t want to be in the situation
that they were in when they had those choiceless choices. So what we have to say
is, I can’t judge him. If I were to be in a situation where | had to do such and such,
this is what | would do that would be right for me. But thank G-d | was never

there. So, of course, we want to give them a moral compass. But | can’t judge

him for making his choice. He did what he thought was right at that point. If |

were there | don’t know what | would do.

As hands went flinging up in the air after Sharon made her point, and many

teachers continued to speak over each other, an entirely unexpected persawoit dfie f
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the room garnered attention: the Museum’s college intern. She stood forward, in front of
62 school teachers and a few survivors, and said,
As a student, I'm sure I've not received as much knowledge as a lot of the people
up here, I didn’t go to a Jewish school, but a lot of the education | did get was that
teachers presented you straight with facts, numbers, they wanted you to get a
sense of how horrible the Holocaust was....I think you’re both right in a certain
sense.Don't let your students leave the room thinking they know everything. |
think that's what you guys are saying. Let them think maybe | need tostill f
an opinion, maybe I still have judgments to make, because just to give them
straightforward facts without discussion, and you don’t challenge them, they're
going to leave without answering the question.
At this point, Dr. Greenberg spoke up and declared that inevitably Holocaust education is
bound up with moral questions that face both students and teachers. In an attempt to shift
the discussion, he reminded the audience of the inappropriateness of simulation as a
teaching method for the Holocaust, as well as the main goal of the threerdear of
the ghettos, saying,
You can try to recreate what it’s like to be in that bunker, but to really live for 3
years underground. You can’t do that. Because you can’t simulate it, it's beyond
the ability to comprehend totally, to experience completely, you don’t want that
it'd be traumatic. Thus, judgment is problematic. We tried to show you two
things. There are elements in which there are similarities to ghettos amdithe
other elements in which they are not similar.
At this point the session time had run out, and teachers still had to fill out a sabstanti
evaluation. No further group discussion took place. Teachers stayed about 10-20
minutes longer writing their thoughts and comments. Within 30 minutes, the room was
empty.
The implication of Dr. Greenberg’s remark, like Sharon’s, is that he believes tha

because students were not there and could not possibly know the horror of life in the
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ghettos or have a truly intimate understanding of the circumstances surrotinading
complicated decision-making by the head of the Jewish Councils, they should never be
asked to make such a judgment. This differing of opinion likely has its roots ircthe fa
that Steven, who made the original comment, has nearly four decaddgiaidypublic
school teaching experience and identifies most strongly with his role asbstodies
teacher in a public school, where questioning of authority, Jewish or otherwiseemay b
commonplace and where the identity of his students varies greatly.

In subsequent interviews, Steven explained: “I do not follow Judaism staictly,
the work | do teaching religious school is something | love and believe in, butllyequa
love the work | do in the public schools. 1think I bring that into the Hebrew school.” By
“that” he meant the style of teaching and ways of knowing that are found in the public
school he taught at, such as debate, open forums, and alternate opinions without
necessarily coming up with “right” answers. His Jewish identity angioel school
teacher identity co-exist with his public school teacher and administlatatities. His
identity allows him to consider a question such as, “Diditlienratmake proper
choices?” Steven acknowledged that such questions can be used to teach morality.
Sharon and her students, whom she described as having a very strong Orthoslox Jewi
identity, explained that in an institution with such a conservative orientationjaniegt
of Jewish authority is not typically seen as appropriate. She further explaateddral
guestions are largely left to rabbinical interpretation and would undoubtedly be

inappropriate for classroom debate. Her orthodox Jewish school teacher iaedtitgr



153

personal religious identity made it difficult, if not impossible, for her toesealuating the
morality of the Jewish leaders’ actions as appropriate.

The meanings Steven solidified for himself from participation in this@essre
that the Holocaust can be used to raise moral questions and allow students to make
judgments about the ethics of others. For Sharon and the other Jewish school teacher-
participants, their participation in this Holocaust professional developmenaprogr
meant learning how to present the facts of what happened, such as whakeheatdid
and the decisions they made, and informing students that their Jewish identity demands
they not question the actions of Jewish leaders who lived under circumstances that no one
except those who were there can ever know. The only teacher in the room who dxpresse
any disagreement with Sharon was Steven. For Jewish school teachers, Holocaust
professional development was meant to help them teach their students to affirm the
Jewish identity without entering the murky territory of moral judgments. Mioaky
space is exactly where Steven wants his public and Hebrew school students to be.

Programs for Jewish school teachers were always presented witsuhgtsn
that participants had a Jewish identity and an appreciation for and an understanding of
Jewish traditions, Jewish lore, and Yiddish and Hebrew phrases and words. Foeexampl
during one of the sessions during the summer three-day workshop FealieGhettos
Professor Sam Kassow used dozens of Yiddish phrases and words and made several
jokes that only those familiar with orthodox Judaism would understand. As Dr.

Greenberg put it, you “had to be enculturated Jewishly” in order to understand the
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content of the session. In that sense, you had to have a strong Jewish identity that
included knowledge of Jewish culture and some language. In public school and mixed
programs, teachers did not have to have any special knowledge of Judaism, as any topics
or terms of that nature were either fully explained or left out.

Throughout the study, most Jewish school teachers expressed a preference for this
approach and accepted it as a given at the Museum of Jewish Heritage. Jewokh sc
Holocaust educators frequently referred to the Jewish approach to Holocausbeducati
and the ways in which the event affected and continues to affect the Jewish cgmmunit
and their students as Jews. When asked what the impact of the Fanya @dtieltel
Conference on Nazi experimentation for all educators has been, Halle, audbloca
teacher who has attended many programs for Jewish school teachersegkpres
pedagogical thinking that was very much in line with the nature of the Jewisbl sc
professional development programs at the Museum. She said, “My goal iselbitto t
[Holocaust history] through the Nazi voice, but through the Jewish voice, Jewish
resistance, and Jewish response. | am hesitant to say | would spend angnmorethe
voice of the Nazis or their experiments. My educational philosophy is thatvwishJe
voice needs to be the loudest.” In her opinion, devoting more instructional space to the
crimes of the Nazis would take away from the time she can spend amplifyiacfitres
and heroism of the Jewish people.

Halle has taken her Holocaust classes to the Museum exhibits almoshsince t

Museum opened. In doing so, Halle used Museum programs and exhibitions in her own
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pedagogical choices: Just as the Museum devotes two-thirds of its petmemeit to
the culturally and socially rich aspects of Jewish life before andth#idfiolocaust, so
Halle chooses to spend much of her Holocaust education on similar themes. While
interviews with her revealed that she certainly does not ignore or downplap Jiésvis
and death during the Holocaust, she does couch it within a study of Jewish traditions,
survival, resistance, and renewal, similar to the Museum exhibitions, sinte#méngs
she makes of the Holocaust indicate that learning about it can and should be used to help
students strengthen their Jewish identity.

This provides evidence that some meanings made of the Holocaust in professional
development for Jewish school teachers (such as that it is an event that mugttie taug
the context of Jewish life before and Jewish renewal after the Holocdluushoes how
teacher-participants make sense of the Holocaust. Non-Jewish public selshetsedid
not typically agree with this. John, who has taught world history and the Holocaust for
11 years, stated, “It is important to inform students on the long history of antiis$emi
and how that laid the foundation for the Holocaust, but | do not think they [the students]
really need to know much about how Jewish people lived before the Holocaust. |
honestly don’t have time for that.” In a later interview, he elaborated orflthiso now
think it's important to teach about what happened after the Holocaust, espibeally
result of the Nuremberg trials.” No mention was made of teaching how thdJewis
community revived itself worldwide after the devastation of the Holocaust.sllewi

school teachers may have seen Jewish renewal after the Holocaust as inpartesy
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that public school teachers did not because their and their students’ identities gives
personal meaning to the topic. The Museum is intended to memorialize the Jewish
Holocaust and therefore those with a Jewish identity found the memorializati@n spac
more impactful to the meanings they made of the Holocaust than those withoutra Jewis
identity.
Even though there is an unquestionable Jewish identity at the Museum and at its
professional development programs, public and Jewish school teachers gdredieaiyd
that the content of the teacher training institutes was appropriate and balahaszh, S
an orthodox Jewish woman who attends every program for Jewish school teachers and
programs for all teachers and who teaches in an ultraorthodox Jewish schootezkpres
this by saying,
If the Museum program tries to say the Nazis hate everybody that is nolyentire
honest. The [professional development] program narrative is not too anything.
It's accurate. Other institutions might pander too much. There is centainly
little on the orthodox experience, very little on references to Jewish life cyc
events like Bar Mitzvah or kosher food. [It is a] pretty secular approach. There is
a huge history of Hassidic Jews, and that is notably absent. | feel part of the
museum. | stand by their narrative.
Her Jewish identity and her sense of the Holocaust as a Jewish event diedsalidne
professional development programs she participates in. She clearly caimes t
Museum to bolster her way of understanding the Holocaust, which is aligned with he
Jewish identity and the identity of the school at which she teaches. Bypaditigiin

professional development programs at the Museum, Sharon is reassured that her

understanding and way of teaching the Holocaust is correct, or, as she @asuitate.”
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By stating that she feels she is “part of the Museum”, she seems unt#ke identity of
the Museum itself.

Professional development programs at the Museum also aimed to attadbha Jew
identity to the Holocaust for public school teachers as well. At teachenggirograms,
Museum staff sometimes gave out scholarly readings related to the topic afrks@ep
or authored by the academic presenter. AMbeting Hate with Humanitsix-day
summer workshop for teachers, a 124-page spiral-bound course reader was distributed on
day one. In it were readings related to each day’s course content. The overwhelming
majority of readings related exclusively to the Jewish experience, ingllids
Onslaught of Modernity: Jewish History from 1880 to the Pre$emty Jewish People,
Jewish Thought: The Jewish Experience in HistoyyRobert SeltzeiThe November
Pogrom and Its Aftermatifrom Between Dignity and Despair: Jewish Life in Nazi
Germany by Marion Kaplan;Jewish Life Under German OccupationHolocaust — A
History, by Deborah Dwork and Robert Jan van Pelt; &wlish Life in the Shadow of
Destruction,by Yitzchak Mais. A few other articles appear in the reader, but the main
focus is on understanding the Holocaust from the Jewish perspective. Bob, who has
taught the Holocaust for just under a decade, noted,

| am always looking for new documents to use on the Holocaust. The ones in the

reader give a perspective have not focused on, the Jewish perspective. While

these are way to hard to for my students, | can see myself taking piece® of the

and using them in a DBQ [Document-Based Question] so the students can really
see how the Holocaust impacted the Jewish people.
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The Jewish identity of the Museum is impacting the pedagogic sense Bobohties
Holocaust.

Further evidence of the paramount importance of the Jewish identity of the
Museum in Holocaust education in professional development for public teachers was
seen in the guide distributed to public school teachers, Tidadhers Guide - Meeting
Hate with Humanity: Life During the Holocau®useum of Jewish Heritage — A Living
Memorial to the Holocaust, 2005). In the introduction, Jewish life and the Jewish
experience during the Holocaust are firmly established as the colttsidtes, “The
overall objectives of the Museum program are to...foster understanding of the ohpact
World War 1l and the Holocaust on Jewish lives and communities in Europe” (p. 1).
Contained within the background materials is information about what it means to be
kosher, the ways in which Jewish people sanctify the Sabbath, and the meaning behind
Jewish clothing.

In interviews, public school teachers rarely expressed any concern gvitbwish
identity of the Museum but recognized that it was ever-present in tlogirgons. When
asked what she thought of the Jewish aspects of the program Ashley, who attended only
theMeeting Hate with Humanityummer institute for public teachers stated during her
first interview,

The program did have a Jewish focus because it was at a Jewish museum, but not

too much..But it had to be Jewish—they taught us about the Torah, etc.—I think

it was necessary, it calls for it to be that way. | didn’t think anything badk tha

was heavily Jewish, | appreciated it because | don’t know much about the Jewish
culture or religion besides what | see as an observer. And | think everyone was
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very welcoming. No one looked at me like, ‘Oh, you're a non-Jew. | didn’t feel
anyone felt like | shouldn’t know these things since | am not Jewish.

Ashley believes that attention to Judaism in teaching about the Holocaustssamgce
When asked if she believed that before participating in the program, she statealy “I kn
that the Jewish people suffered the most in the Holocaust, but | did not know how |
should include Jewish culture and the religion in teaching the Holocaust.” However, by
her third and final interview, Ashley’s devotion to recognizing the Jewish ideftihe
Museum as a part of her own identity as a teacher of the Holocaust began to dwindle.
When asked the same question again during her last interview, the meanings she made of
the Jewish aspects of the program changed, as she stated, “I certainip&reonow
about Judaism and the Jewish experience in the Holocaust than | ever did; | just don’t
think that | will talk too much more about it [Judaism and the Jewish experience in the
Holocaust] when | teach the Holocaust. | am not an expert, and | can't realigrahe
kids’ questions.” Ashley’s participation in her professional devetpgmrogram did not,
or at least hasn't yet, led her to take on a Jewish identification for Holochucsttien as
it will be practiced in her classroom.

In that same vein, Bob, a New York City public high school Advanced Placement
American and World History social studies teacher for a decade, notechédrahe
signed up for a professional development course at the Museum of Jewish Heritage,
located in a city with a large Jewish population, he didn’'t expect to hear about the
experiences of homosexuals, Romanians, gypsies, and the disabled, among others, during

the Holocaust but rather the experience of the Jews. He said, “I got exaatly w
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bargained for.” When asked to elaborate, he said, “I am not Jewish, and | tell my
students about the 6 million Jews and the five and a half million others that weterkille
the Holocaust, but | knew at this Museum | was going to get the Jewish histottyepar
entire time. And that’s fine; it's just not who I am.” Bob may have gone to this
professional development program to see the Holocaust from a differentytdenti
perspective than his own in a “low-risk environment” (Rounds, 2006, p, 142) that does
not threaten the core of how he makes sense of the world and of the Holocaust. Bob
never really expected to develop new meanings and understandings of the Holocaust or
the way in which he identifies with the event, but, like most of the public school teachers
in this study, by opening himself up to the Jewish perspective of the Holocaustighe s

to at least explore the possibility of an alternate way of knowing. Rounds (2006jsonc
that for museum visitors like Bob and most of the other public school teachers in this
study, “Otherness is tolerated rather than embraced, and even toleratedtunly w

certain limits” (p. 142).

For one public school teacher, those limits were reached. This teacherezkpress
concern over the overwhelming Jewish identity of the Holocaust professional
development at the Museum. During a tour for public school teachers participétieg
six-day summer workshop of the first floor of the Museum, which is devoted to Jewish
life before the Holocaust, the tour guide (a former New York City public school
principal) stressed exhibits on the Toraly,aal(a pointer used only on the Torah), Jewish

family life, Jewish holidays, and Jewish holy objects. The tour guide evereteferthe
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Jewish people as “my people” and apologized for doing so. Max, who is in his eighth
year of teaching social studies, felt that “it was a little too much focus orsgdutai

When asked how that impacts his overall impression of the Holocaust training he
received, he said, “No effect at all. The amount that | learned is unbe&eévatdwever,
when | asked Max why he mentioned it to me, his answer revealed more ingighe
meaning his professional development experience has for his understanding of the
Holocaust. He said, “I don’t want to insult anyone here because the program atas gre
but | think we spent too much time on Judaism and how the Jews fared in the Holocaust.
| just also want my students to know that others suffered, that there are other Atadlie
honestly, do you really have to teach about Jewish traditions to understand the
Holocaust?”

Rounds (2006) believes that “museum experiences allow us to flirt with
alternative ways of being without undermining our ability to keep faith with ourréelcla
identity” (p. 142). This was Max’s experience at the Museum of Jewish Herithy
participating in a Holocaust professional development program at a Jewish museum, he
was able to experiment with learning and teaching about the event from thie Jewis
perspective without having to potentially alter his identity or the pedadagioae he
makes of the Holocaust. He felt uncomfortable with this new Holocaust identity and
stated that he will “take some of the facts | learned back to my classrdiois\very
likely he will leave the Jewish identity of the Museum at the Museum. It shouldtbé

that no other teacher mentioned any concerns in their interviews or survey,@ren w



162

directly asked, about how much space was given to exploring Judaism and the Jewish
experience in the Holocaust but that two of the nine participants is noteworthy.

In trying to move teachers toward understanding the Holocaust from a Jewish
perspective, the programs used the term Holocaust only when refertireglewish
victims. Professional developers consistently used the number 6 million to deseribe t
number of Jews killed. Not once in 85 hours of programs observed did they use the
number 11 million. This distinction is of profound significance -- it reflects wlstary
is included and whose is not, and it demonstrates how the Holocaust is intended to be
identified by teacher-participants. Since the programs leave outgothess targeted in
the Holocaust, teachers may unknowingly be making meanings of the event based on an
incomplete historical reality.

While the majority of interviewees did not see this as a cause for conesglra N
Holocaust educator at a suburban public school who has taught the Holocaust for more
than three decades, feels teachers may get the wrong impressionattaftding the 12
Annual Fanya Gottesfeld Heller Conference for Educators on Nazi medical
experimentation, he said, “Teachers who attend are unaware that there ane@anothe
million people [who died in the Holocaust], especially if your professional dpwednt
is coming from this Museum. Survivors certainly don’t bring that up, and neither does
the Museum staff.”

Only public school teachers raised this as a concern, perhaps since they did not

personally identify the Holocaust with the Jewish people as strongly a$ Jahizol
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teachers seemingly did. In the course of this study, survivors only spoke of tiier® mi
Jews who were killed. Auschwitz survivor Bronia Brandman said, “How do you speak
about 6 million murdered? 3,000 innocent murdered on 9/11. How would you feel if
were 100,000? A million? 3 million? 6 million? Can you begin to fathom that? We see
it as a statistic, and it's not a statistic. It was my friends, neighborgar&ess of how

the Museum used the term Holocaust, teacher-participants recognizeabtipest other

than Jews were targeted and most recognized that at a Jewish museum he or she was
likely to get only the history of the Jews as opposed to a comprehensive histay of t
Holocaust.

The data clearly reveals that Museum professional developers and the museum
exhibitions themselves promote a Jewish identity for the Holocaust. The nmeeaning
teacher made reveal that their personal identity played a far greater toé
pedagogical sense they made of the Holocaust than their participation in a brief

professional development program did.

(3) The Emotional Narrative

“[Holocaust survivor] Mrs. Heller makes you trufgel the Holocaust, and | want my
students to experience that kind of feeling in the same way | have.”

-Adina, Museum of Jewish Heritage Professional Development Participant
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The meanings and pedagogical sense of the Holocaust that teachers made of their
professional development experiences at the Museum of Jewish Heritageuner@
this study to recognize the importance of creating an emotional memadwy ldbtocaust
within the context of the social studies curriculum, most especially throughelué us
survivor testimony as the mechanism for memorialization. This led to a range of
responses from participants. Simon (1998) believes that listeners to Holodamsings
respond in both “spectorial” and “summoned” ways (p. 147). Spectorial means that
listeners attempt to place Holocaust testimony in categories thatseage to them.
Summoned means that when one listens to testimony, he or she is summoned to feel the
intensity of the experience and even the horror of the speaker’s past, &s et alf
Holocaust survivors. These two categories in this study were found not to be mutually
exclusive: the data showed that they can occur at the same time. Whendisteni
testimony, participants make meaning from their understanding of a susvétory even
if they are not cognizant of this process. Understanding a survivor’s testiwasnpund
in this study to be a process of individual meaning-making in summoned and/or
spectorial ways because teachers typically demonstrated that théy sougderstand
the experience in ways that made sense to them within their own frame aficefansl
also because teachers of all kinds expressed strong desires to have thes faabim
intensity of a personal Holocaust story.

Teacher meaning-making from survivor testimony revealed that teadimerst a

always responded in spectorial ways that allowed them, to the degree possiati for e
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individual teacher, to feel the power of the survivor’'s personal experiencewd#is
typically followed by a desire to replicate that experience for their tmdests as a way
to bring the “living memorial” model into their classrooms. Survivor testimomeda

be seen by professional development teacher-participants as perhapst thettiose
way to convey an emotional memory of the Holocaust in their social studissocias.
The vision of the Museum educators was for teachers to feel this way. This avas cle
from the Museum staff's introduction to every survivor. For example, at tharirual
Fanya Gottesfeld Heller Conference for Educators on Nazi medjgatimentation, the
largest public professional development program offered at the Museum, drawing 200
educators of all types, Dr. David Marwell, a European history expert andréwdD of
the Museum of Jewish Heritage, said, “[Holocaust survivor] Fanya hid from hed-woul
be murderers with the help of Christian rescuers. Beset by hunger, senterdesatti

by her neighbors, and faced with constant threat of discovery and execution, she
miraculously survived to share her message of memory and hope.”

These words resonate and spread the Museum’s main stated missions of
“Remember, Never Forget” and “There Is Hope for Your Future.” Manweliicued,
“Remember, by participating in this conference and passing those lessongan to
students, you can be hopeful, because people like Fanya Heller survived amddheref
she serves as a source of hope for all of our futures.” As Director of the Museum, Dr.
Marwell conveys the “living” aspect of the living memorial to themdiees by

suggesting they can use the Holocaust in their classrooms to help layridatfon for
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an emotional connection to the Holocaust that can impart the “lessons” of the life of a
survivor like Fanya Gottesfeld Heller. In introducing her, Dr. Marwgiregsed the
Museum’s mission of not focusing on the crimes and the victims but rather on the
survivors and the ways in which they and the entire Jewish community were revered af
the Holocaust. In his final words to the group of Holocaust educators, Dr. Maawkll s
“How survivors like Fanya who experienced the worst of humankind dedicate thesnselve
to being the best examples is surely the most inspirational of our time. That Fany
survived the war and made such contributions ...is a testament to the exponential power
of survival.” Dr. Marwell attempted to create an emotional connection to the Halocaus
for the teachers in attendance through the live story of survivor Fanyaf€ldttésller,
urging them to respond in “summoned” ways so they could experience the emotional
intensity of her story. Furthermore, they could use that story in thesratass to work
towards a more prosperous future.

A minute later, 87-year-old Fanya, with the help of Dr. Marwell, struggtet
climbed the six large steps to the stage. The room went completely sikdre took the
podium. Her passion was immediately apparent as she spoke with passion and a sense of
urgency. The teachers in the audience seemed to hang on her every word. They were
responding in seemingly “summoned” ways. Less than 60 seconds into her remarks, she
exhorted the teachers to use this special opportunity to learn everythirgatheyuld
from the scholars. Acknowledging the inevitably of human mortality and theuaent

loss of any firsthand witnesses to the Holocaust, she proclaimed, “You asknwhy
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doing this. I'm a Holocaust survivor. | am one of the last. | bear witness to what
happened to us.Of the 1,500 Jews in [my town in] the Ukraine, only 45 lived, and only
2 are alive today..l go to schools and students ask me, ‘Where was G-d?’ | say, ‘Where
was man?’ There is no answer.”

The emotional connection to the Holocaust Fanya Gottesfeld Heller fostered in
her talk was palpable. Adina stated, “Mrs. Heller makes you fieelyhe Holocaust, and
| want my students to experience that kind of feeling in the same way | have.eérhher
in Ms. Gottesfeld’s words is a fear that without survivors telling theirestpi is
conceivable that the Holocaust could be reduced to just another event in the history of
mankind, lacking the horror, enormous historical weight, and emotional signifideaice t
she feels that the Holocaust should have for all of us. She’s concerned that snudlents a
teachers will be unable to give the Holocaust its proper place in histoppaiadi studies
education unless they experience survivors’ testimonies in ways they dartoedad
understand. Her presentation laid the foundation for, and expressed the mission of, this
professional development program: that an emotional connection to the Holocaust should
be fostered and nurtured in students if they are truly to connect with its history.

Fanya Gottesfeld Heller spent the next several minutes speaking abosit@vhy
believes the topic of the conference, specifically naikerd Medical Professions and the
Holocaust should be taught to students, namely because it allows students to see what
happens when the educated “intelligentsia” abuse their knowledge and power and

virtually no one stands up in protest. To Fanya Gottesfeld Heller, a major donowyand ke
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player at the Museum, the Holocaust and its memory should be used to teach future
generations the lessons of what can happen from pathological intolerance and
indifference.

Reappearing in her remarks three minutes later was her desire to enstire that
history of the Holocaust is not lightened, that the emotional connection alwayasema
high, that deniers’ voices are never taken seriously, and that the Holocaust’s grave
importance to the world afterward is not forgotten about when all of the survivors like
herself have passed on. She said,

| speak on behalf of all survivors. Listen to us! We are now in our 80s and 90s.

We leave a lot of diaries and memoirs but when | come here [to educate the

teachers] | put a face to the suffering but I’'m not going to be around forever but |

can still tell people that | was there. | meet Holocaust deniers buttheses So

we have to teach our children [to] love our neighbors, [to] be tolerant [so as to]

live in a world with more peace and less anger and lessriatake and less hatred.

Thanks for everyone for coming | really want to hear what our professorschave t

say.

For Fanya Gottesfeld Heller and the Museum educational professional deeststaif
alike, creating an emotional memory of the Holocaust in the context of the Sodi&s
curriculum by using survivors is a way of ensuring the “living” lessons of therhare
taught and felt by current and future generations. The intent of this is to do exaatly w
living memorials and living memorial museums of all kinds around the world seek to do
by trying to use remembrance of the tragedy to prevent another one.

The approximately 175 teachers in the room then energetically clapped, some

even giving a standing ovation. Teachers were clearly moved and inspiradyay

Gottesfeld Heller's powerful words. They were, as Simon (1998) suggests, summoned t
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confront the horrors of the Holocaust. One older male teacher was so moved by her
words that he began to cry very loudly and could not stop. It was such dire screaming
that he had to be helped out to calm himself down. When asked if he needed help or
wanted to step outside, in a crying voice he said, “l don’t want to leave!” He ailgntu
stepped out to regain his composure. In most educational space this occurrence may
have been seen as an outlier event, perhaps even unrelated to the professional
development. Here though, given the power of the moment, it was not seemingly seen as
such given that others immediately went to console and support this teachely li&earl
was moved by the power of Mrs. Gottesfeld’s words, and those around him could
recognize this and immediately sought to comfort him since they too, on some level,
understood how painful hearing her testimony was.

Further data revealed that the emotional impact of survivor testimony was no
doubt felt by teachers in this professional development session. Neil, who follows
conservative Judaism and has taught social studies, including electives on thei$iploca
in the New York City public schools for 31 years revealed that for him listenifRgrtya
Gottesfeld Heller tell part of her story reminded him of the importance of bgngi
survivor accounts into his Holocaust classes. He said,

| have been doing this [teaching the Holocaust] for a long time and | usually try to

bring in a survivor or two at the end of the course so students can ask questions. |

see that | am not doing enough to really have kids feel what a survivor can help
them feel and learn. | guess | just did not realize the impact a survivorvan ha

on how my students can learn and remember the Holocaust and use it to better
their own way of thinking.
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While Neil always considered survivor testimony as an effective pedayagol in

teaching the Holocaust, as a result of participation in professional developnient at t
Museum he came to see teaching the Holocaust as means to create an emotional
attachment to it. For him it is no longer adequate pedagogy to have his students confront
the traumatic history of the past through secondary sources, and the occasioadl pri
source. Neil's comments imply that such a model is insufficient if he is atecitee

conditions whereby students can respond to the Holocaust in both spectorial and
summoned ways. By focusing more intently on survivor testimony to help students
“remember” the Holocaust, Neil is implying a belief in the living merdanodel of

Holocaust education in that he is intently focusing on using the “lessons of the

Holocaust” that he learned at the Museum (and that can presumably be taught by survivor
testimony) to help his students improve their own lives and, potentially, contribute t

larger society in ways that may help prevent future trauma.

Other social studies teacher professional development participants at other
programs at the Museum echoed similar sentiments about the meanings they thake
Holocaust testimony they were exposed to during professional development at the
Museum. At the six-dalleeting Hate with Humanityummer workshop for public
school teachers, there were six Holocaust survivors and one Rwandan-genocide survivor
who gave testimony totaling more than six hours of instructional time. There was
agreement among teacher-participants from both public and Jewish schools that survi

testimony had a powerful impact on them personally and would have an effect on their
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Holocaust instruction. Specifically, they will now include survivors as part of their
Holocaust instruction one way or another, if they do not already. Bob, an Advanced
Placement American and World History teacher, echoed this belief wherhe sa
The survivors’ testimonies were to show us it happened -- give us ways, facts,
stories to show us about the severity of what happened so we can tell our students
that and so we can use the testimony of the survivors or even bring them in to
make our Holocaust lessons more meaningful. | used to only spend a day or two
day on the Holocaust. | used to show some pictures and give a few facts, but now
| can definitely include more, and | choose survivors.
When asked how survivors will make his lessons more meaningful, he responded,
Listening to their [the survivors] testimony this week has made me feelatedne
to the Holocaust in a way that | never had before. | feel | can reallystader
sort of what they went through, what it was like. | want my students to feel that
too, because that is what they will use to reduce their own prejudice. And that is
what good teachers do. They get their kids to connect with the content they are
teaching. The Holocaust is perfect for that.
Bob went on to say that listening to the testimony of survivors was very much like
listening to the stories of utter hardship his grandmother would tell him about coming
from Eastern Europe to the United States in the period between World War | and World
War Il. Bob responded to the Holocaust survivor testimony in both spectorial and
summoned ways in that he was understanding the stories of survivors in ways that made
sense to him (through the lens of his grandmother) and in ways that emotionally
connected him to the survivors. That connection is what he seeks to replicate in his own
Holocaust pedagogy. Bob has created narrative space in his pedagogy obttaistol

much like a living museum does in that their common goal of is to use the Holocaust to

change learners emotionally, psychologically, and ethically. In otherswitke the
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Museum, Bob intends to use the horrors of the Holocaust to construct an alternate future,
individually and, perhaps, collectively. He wants his students to see that lmstory
general and the Holocaust in particular impact people’s lives in personatheaysve
tremendous emotional impact on those involved. His students can use learning about the
Holocaust to create lives for themselves that are less prejudicial ananeanengful,
because they will better understand the hardship and emotions of others. One why he wi
do that is to memorialize the Holocaust in his social studies lessons throughvextesesi
of survivor testimony.

Similarly, Ashley, another participant at theeeting Hate with Humanity
professional development program, who has been teaching world histhand 9§
graders in a New York City public high school, agreed that survivors will allow her
students connect more naturally with the history of the Holocaust. She stated, “I now
want to have a survivor speak to my students. The survivors were a huge part of the
[professional development] program, and there is no substitute for bringing survivors in.
Survivors make it more real. | want them to connect.” This implies that she twants
keep the memory of the Holocaust alive for her students and that she believes that a
function of Holocaust curriculum is to have students not only learn the history of what
happened but also learn from the mistakes of the past to improve their own lives. The
goal of all living memorials like the one at the center of this study is to enkdsting
impact on visitors and teacher professional-development participants, and' @shley

pedagogical understanding of the Holocaust is to do the same.
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Nearly all the teacher-participants expressed admiration fordloe&lst
survivors who told their stories. In tieeting Hate with Humanityession, fewer than
half of the teachers had ever seen or heard from a Holocaust survivor prior to the
workshop. The first Holocaust survivor to speak was Ruth Wachner Pagirsky, a German
Jewish girl who, after having a gun shoved in her face by an SS officer andsimitnes
her grandparents being shot in the face in the ghetto, pretended to be a Polish slave
laborer under false papers and was sent to a German farm, where she dctee asly
spoke Polish. She stood silent for three years as a cover. Only she and Imer cousi
survived the Holocaust, while 300 other family members died at the hands of the Nazis.
Throughout her talk, Ruth spoke of acts of resistance and defiance, courage and hope.
Her words were so powerful that after she spoke a circle of 7 of the 10 teacher-
participants and the Director of Education formed around her to hear more atatries
learn more of her experience.

John, a world history teacher at a juvenile prison, saw in her an ability to canvey
message in a way no other instructional tool in professional development had. In front of
the other teachers, he explained his unique teaching situation and asked, “Would you be
willing to speak to my students?” To which she responded, “I would be happy to speak
to them. We can meet here [at the Museum].” John laughingly said, “You would have to
come to us. There is no way they are going to be able to get out.” And without missing a
beat, she said, “That’s fine. I'm not afraid, I'm definitely not afraid.’| &lus who had

heard her testimony of witnessing the Nazis murder her family, getaigio by the gun
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of an SS officer, and being all alone when she arrived at the shores of Akmencghat
being in a room talking to convicted criminals paled in comparison to the horrors she
experienced in the Holocaust. During his interview, John stated forthrightly,
When | heard Ruth speak, that solidified it for me. | have to tell my kids survivor
stories. My students are very interested in the Holocaust, especiallyrthose i
gangs. They don'’t believe anything they read in books. | can’t imagine someone
telling their story live! That would be a completely different personal insingtit
they would just be blown away by.
Prominent in this reflection is that John wants his students to bear witness to the
Holocaust through personal engagement with a survivor. As previously mentioned, one
of the Museum’s goals is make visitors remember the Holocaust. In John’s gggdago
remembering can now happen by engaging with a survivor. The difficulties and
challenges inherent in listening to survivor testimony went unaddressed dllitimg
professional development sessions, and John did express some ambivalence as to how his
students would respond. He said, “I am not sure what to say to them [his students] when
she leaves, how to make this meaningful for them, considering their diffi@dt[being
incarcerated].” Museum professional development staff seemed to imp$jriipdy
listening to testimony would somehow make students remember, and remenst#rang
ultimate goal.
But remembering the Holocaust, and listening to stories like this one can also be
traumatic, especially for young people. Creating an emotional connectloa to t

Holocaust at professional development is done through survivor testimony, and its value

and meaning for teachers are supposedly self-evident. It is ultimatedyJojpr to
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interpret, reflect, and provide meaning of the Holocaust for his students basedwm his
identity and experiences. For professional developers at the Museum, allowing
survivors’ stories to speak for themselves is adequate. The meaning that Johtobrings
that approach is that testimony is of enormous value to help students “remember and
never forget,” but he’s not sure what messages he should impart through his pedagogy
alongside this instructional activity.

Some survivor testimony was so emotionally powerful that teachers expressed
shock, even at merely being in the presence of a survivor, such as Bronia Brandman.
Meeting Hate with Humanitgacher-participants could see her tattoo as soon as she
walked in: 52643. That was the number that identified her to the Nazis. Shortshafter
and her family arrived at Auschwitz, they were told to file past Dr. Josef®le, often
referred to as the Angel of Death for his horrific medical experimentdivho stood
there with white gloves on. All he did was move his finger and we had to move very
quickly.” When Bronia’s turn came, Dr. Mengele told one of her sisters to go tiglthe r
and her and two other sisters to go to the left.

In a split-second decision, | decided to run to the right. No sooner did | get to [my

sister] Mila’s line that | realized what | had done. It meant my talylsisters

were going to the gas chamber alone. It meant | was jeopardizing Méda’'s

having me, a young looking 12—year-old next to her. What situation would she be

in? Having me near would jeopardize her life. It was too late.”

This would not be the only time she stood up to Dr. Mengele. She explained how from

time to time prisoners were called back to their barracks and the dooroulezé, |

which meant Dr. Mengele was coming with a list of the numbers of people theetta
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the gas chamber. According the Bronia, “Once your number was written, you could
never come off. It meant there was no way out of the gas chamber.” In the barrack, her
friend prodded her to beg Dr. Mengele for her life as he was leaving. Despitenigelie

that there was no way he would agree, she tried anyway:

| asked him to remove my name. Low and behold, Mengele said, ‘Don’t worry,

little girl, you'll be okay.” But | knew | wouldn’t be okay unless he returreed t

remove my name himself. So | argued with him to return to remove my number.

| call it luck, I call it a miracle. Just as | was talking to Mengeleemsvent off.

At that particular instance, the Allies were circling overhead. ...And Menggte

deathly afraid of bombs. Because he felt so vulnerable at that particulat,insta

he called his assistant to remove my number from the list, so that bombing

[nearby] saved my life.

In interviews with teachers who heard this testimony, a range of othemgean
emerged toward the attempt to memorialize and establish an emotional conmettteon t
Holocaust through the use of survivor testimony. In a tone of deep appreciation and
conviction, Ashley explained that hearing testimony made her feelhthatas “in the
presence of a celebrity.” She said that she had never before met someond sdo ha
much courage and audacity. “She survived Auschwitz. She survived Dr. Mengele. She
survived the Death March in 40 below zero. She survived six years of the Holocaust.
She survived 50 years of silence. What she and her story can offer my students in ter
of life lessons in unmatchable.” It is precisely this aspect of testintloatyit is, in some
sense, pedagogically unmatchable for teachers in terms of emati@maity, that makes
its instructional use a critical thing to discuss in Holocaust professionalogevent.

Yet Ashley could not explain how she would use this or any other testimony in her

teaching, because the Museum staff didn’t provide any pedagogical guidarce, e
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though the nature of their work — teacher training — is an inherently pedagagical a
Clearly it cannot be assumed that teachers will know what to do with new content,
especially morally laden, emotionally charged content, in their clasgpoaxctice.

The overarching message of the Museum professional development staff seems to
be that survivors will force students to remember the Holocaust and to memadarialize
personal, emotionally charged ways, which warrants including their storiesnertiyi
in curriculums, like they were in the Museum’s professional developpregtams. Mrs.
Gold, the Director of Education, stated, “No teacher here has to figure out whatro cove
Take our [Holocaust education] program for teachers and copy it.”

Museum professional developers only once acknowledged that with Holocaust
survivors being a big part of professional development, they must caution tezotietrs
historical accuracy and the nature of memory. Over time, memories bigwggin to
fade, and this may impact the historical accuracy of anyone’s personay.hiSta only
such caution was given to public school teachers, whose participation in Holocaust
professional development programs is generally far less than that ofi el
teacher-participants. Mrs. Gold said, “Sometimes the Holocaust survivevami to tell
you about the history, but unless that survivor happens to be a historian, they are talking
about their experiences,” adding that the teachers could check the factatiathe
Museum historians. This assumes that all facts can be checked and that a&histor
“truth” can be discovered and agreed upon. This is not necessarily true, as history i

more complex than Mrs. Gold made it appear. She also cautioned teachers about the
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imperfections of memory when she said, “One of the ways that we learn histamyis fr
Holocaust survivors. They were there. And historians then check it against manyy, ma
testimonies to hear if things are repeated, then it becomes reliable andld@etsented
against other sources.” She concluded her remarks about survivor testimonygy telli
teachers that she believed survivor testimony was a highly effective waaki®
Holocaust history personal for students. The implication here is that sunatiordey
can be used as a prominent pedagogical tool that can turn the classroom into a quasi-
living memorial of its own.

For Holocaust educators it is common to experience the shock of students, their
faces of despair, and their outcries of anger upon hearing the storieseoivtims
survived Nazi brutality. Hearing or reading the accounts and testimonigs/vioss, of
the living victims, who are attempting to describe the indescribable, to rexipdai
“choiceless choices” (Langer, 1989, p. 222) thrust onto their shoulderszbynNederers,
and to communicate the utter destruction of their souls and their lives moves stidents i
the role of witnesses, albeit generations removed. At the core of the pedhgogic
difficulty for teachers is how to “psychologize” (Dewey, 1902/1980) the wtpainful
and unimaginable experiences of the survivors and make them non-traumatizing and
knowable for students. Museum professional developers didn’t seem to feel it was their
primary responsibility to help teachers make some sense of the tesfondimsir
students or provide guidance on how to engage students with that testimony. Survivor

testimony, like the content that scholars conveyed, was understood to have
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straightforward classroom application. Nearly every professionalapewent program
had at least one survivor speaker, but the Museum professional developmentptgff si
presented it to teachers, offering nothing about how to teach with or about enilttbn-f
survivor testimony. In short, they were “giving” content to them to “givehaart
students.

Like other teachers in this study, Bob took this lack of guidance on what to do
with Holocaust testimony in the classroom setting as an indication that,

| guess | am just supposed to show it to students and not try to have them explain

or do much with it. If I can hardly understand it there is no way my students will

know what it means. But they will be moved by it and it will bring history alive
for them. If they meet a survivor they will not forget the Holocaust.
Bob’s pedagogical understanding of testimony is that so long as his studentdezmem
the Holocaust and the testimony they heard, and therefore memorialize Wwijltheve
achieved his curricular goal, even if they do not engage in critical discussions about
meaning or the failures of memory.

There were outlier survey responses to survivor testimony based largely on the
emotional toll Holocaust testimony can take. One survey respondent from-thegysi
Meeting Hate With Humanifyrofessional development session explained how after
hearing from several survivors over many days, he was so overwhelmed and stresse
from “learning so many things | wish | didn’t have to learn” that duringealbhe went
outside the Museum and bummed a cigarette, something he had not done in years. The

implication here is that this teacher is seeking to deny himself infamaitid

experiences he feels he should know and remember. Through the Museum’s exhibits and
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professional development program, filled with survivor testimonies (thee sesen
survivors who gave testimony in this professional development program), this teacher
became more aware of the importance of emotionally connecting to the Holasdus
understanding the experiences of the victims.

Attempting to foster a powerful connection to the memory of the Holocaust
relates directly to the Museum’s mission. Mrs. Gold, the Director of Edu¢aeadily
admits, “We have to tie our professional [development] programs to our mission.” Since
that mission includes only Jewish heritage in the broad scope of the Holocaust, in the
Museum'’s professional development programs give little attention to otheciges and
peoples involved the Holocaust. Except for a passing comment, at no point in this study
was there any focus on any other group than the Nazis targeted. For all professiona
developers at the Museum of Jewish Heritage, the Holocaust is presenteniras a cr
against the Jewish people. The memory that teachers formed was offaHelwtsaust,
and it is the Jewish Holocaust that will be remembered and Jewish survivors whose

testimonies students and teachers are supposed to connect with.

Summary

This chapter revealed the meanings teachers made of their professional

development experience at the Museum of Jewish Heritage. In order to fulfill the

mission of that museum, professional development programs there had to fieinto t
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story of the Jewish Holocaust in a way that not only conveyed an historical bador
also aligned with the living museum mission, using the lessons of the Holoxauskt
toward eliminating the social conditions and behaviors that allowed it to occurfirsthe
place. This chapter sought to uncover the meanings teachers make of theirgmaifessi
development experiences. In learning about the Holocaust through the actions of
individuals like survivors, resistors, and rescuers, teachers made meanimgs of t
Holocaust that Americanized it by placing it within a hopeful narrativevattypically

in line with their own identity. The degree of trauma and horror associated with the
Holocaust may turn students off to the event, so teachers understood that it must be
presented in ways that make it accessible to students, such as through indierthsal st
of survival.

A meaning teachers made of the survivor testimony was that it could be used to
memorialize the Holocaust and help students gain an emotional connection to an event
they did not experience. Whether they responded in spectorial and/or summoned ways,
the teachers put themselves squarely into the history of the event, foheingwn
memories of it. In this way, teachers not only acquired knowledge of the Hdlbchus
also took on a memory of the Holocaust that has personal, individualized, and emotional
meaning for them even though they did not experience the event personally (kgndsbe
2004). The pedagogical sense that they made of this newly formed memohaithey
could help their students acquire some version of a memory of the Holocausy, largel

through the same means they did, which was predominantly through hearing survivor
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testimony. Ultimately, teacher-participants’ understanding of theseptations of the
Holocaust as a result of participation in professional development programsiae

with the mission and nature of a Jewish museum located in an American metropolis. In
the next and final chapter, | provide a cross-case analysis, discuss tleationi of this

study, and offer suggestions for future research.
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V — DISCUSSION AND IMPLICATIONS

In this section | bring together the findings of the previous chapter by arglyzi
across the cases of the nine teachers, two professional developers, anessiqoralf
development programs in this study. | base this analysis in part on Falk akicd$er
Contextual Model of Learning (2000), introduced in Chapter 2. To do this, | examine the
overlapping and interconnected areas of meaning-making, including the plopsitmatt
of the Museum, the personal context of the teachers, and the affective defiees of
teachers that influenced how participants came to understand their musedm-base
Holocaust professional development experiences. | begin by examining theaphysi
context of the museum as it relates to the meanings teachers made of the Halataus
their Holocaust pedagogy. | then compare and contrast the personal atiitiie
various teachers in this study to show how meaning-making may have been edluenc
by their prior knowledge and expectations, professional background, identity, and
interests. Next | examine the affective desires of the teach#reyaselate to meaning-
making. Then | discuss the implications of this study for literature andchsead for
professional development. | also provide suggestions for further reseatet telthis

study. Finally, | offer some concluding the thoughts.
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Cross-Case Analysis: The Physical Context, the Personal Context, andetig/Aff

Desires in Teacher Meaning-Making

In this section | provide a cross-case analysis across the intervidves Idf
participants and 6 professional development programs in this study. To do so | draw in
part upon the Contextual Model of Learning in museums (Falk & Dierking, 2000),
introduced in Chapter 2. The meanings of the Holocaust made by the 9 teachers in this
study were impacted by: (1) the physical context of the Museum; (2) the dersotext
of the teacher; and (3) the affective desires of the teacher. Thiscas®sanalysis
expands the findings in Chapter 4 by accounting for the influences on teacher meaning

making and pedagogic sense-making.

The Physical Context

The physical context that influences museum learning includes both the actual
museum space and the context for learning set up by the museum. This includes, but is
not limited to, the broad categories of exhibition content and museum architectigal des
(Falk & Dierking, 2000). In designing a museum’s pedagogical approachjtexii
designers at any museum must make difficult choices about the particukamtabety
wish to convey and how they will represent it. For Holocaust museum designers, these
guestions are more complicated given the traumatic nature of Holocdasy hisd the

complexity of the topic.
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The design of the Museum was found to directly influence the meaning teachers
made of the Holocaust. The characterization and pedagogical sense of the Holocaus
during professional development from an exclusively Jewish perspective @indhe
exhibition design as it focuses on articulating the Holocaust from the peévepefclews.

The first floor of the Museum is devoted to studying the vibrant Jewish community,
largely in Europe, before the Holocaust; the second floor is devoted to studying the
Jewish experience during the Holocaust; and the third and final floor is devoted to
studying Jewish renewal and rebuilding the Jewish community around the werlthaft
Holocaust. Mrs. Gold, the Director of Education, who has 10 years experience as an
elementary level public school teacher, agreed that the identity of the Mushilnitsex
explicitly influences their professional development programs by saying, f@grams
have to be tied to our exhibitions. Being that we are located at a Jewish histooyrmuse
does affect our professional development. It is our area of expertise. Nodon&tthalk
about other things, but this what | can do and do well.” The Jewish perspectitteeis at
core of the Museum'’s identity, and therefore it was found at the core of thengeeani
teachers made of their professional development experiences.

At the Museum of Jewish Heritage, meaning-making is a personal prodess tha
flows from visitors’ interaction with the objects, pictures, memoraliiiets, religious
items, videos and narratives that shape the story of the Holocaust, all of which are
presented within the context of Judaism and the Jewish people. The Jewish idendity of t

Museum was evident in the happenings and historical perspectives provided in its
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professional development programs. The Museum was always intended to be a living
memorialization space. Living memorial museums generally seek to exposaity’s
constant use of violence, typically focusing on somewhat recent events, nat only t
protect a particular narrative but also to teach “lessons” from the eveintisis Auseum,
the Jewish Holocaust is memorialized, and that impacted teacher mearking-ma

The nine teachers made understandings of the Holocaust that have their origins in
the way in which the Holocaust was represented at the Museum. For example, both
public and Jewish school teachers desired to have their students hear from a Jewish
Holocaust survivor (or watch testimony of one). In the exhibit and professional
development alike, the story of the Holocaust is told from the perspective of the people
who lived it, and since no single experience can encompass all of this histooys\asit
teachers engage with many who survived and many who did not through the objects they
left behind and the stories they tell.

On the second floor, devoted exclusively to the Jewish Holocaust, visitors can
choose to hear the testimony of survivors in side rooms or move past them into the
exhibit. Given the 4,000-odd audio and video testimonies of survivors, rescuers, and
Jewish soldiers in the Allied Forces in the Museum’s collection (Museum ahlew
Heritage 2011a), testimony is a key learning tool throughout the exhibition. Not
surprisingly, teachers from both public and Jewish schools came to see tgssr@on

critical component of Holocaust education.
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Content on any particular event or subject will not be the same at different
museums since it is formed in response to the particular place being regd8amnger
& Luckmann, 1966). This “social construction of reality” (Berger & Luckmann, 1966, p.
1) for the Museum of Jewish Heritage was no doubt influenced by the large Jewish and
Holocaust survivor population in New York, as well as the Jewish people involved in
New York City and New York State politics, whose funding and political power
ultimately made this museum possible. This museum has a uniquely Jewish identity.
Unlike the Simon Wiesenthal Center in Los Angeles, it does not take on the role of a
center for tolerance training or prejudice reduction, nor does it, like the Un#tes S
Holocaust Memorial Museum in Washington, D.C., remind visitors of the grand
importance of American ideals that are at the center of our democraey@am,

2006).

To represent the Holocaust, the core exhibition of this Museum is divided into
three floors: “Jewish Life a Century Ago,” “The War Against the Jews,” dadiish
Renewal.” Visitors start on the first floor and spiral through each exhipdgcending
to subsequent floors via a predetermined path. By bracketing the horrors of the
Holocaust between the first floor, which shows the vibrant Jewish community and
traditions in Europe and the United States before the Holocaust, and the final floar, whic
denotes Jewish successes, largely in the United States, after the Holocagisty mus
exhibition designers communicate a message of hope and pride for the future of the

Jewish people, who endured pain but once returned to a place of social, cultural, and



188

economic influence. In short, Jewish life goes on, and the Jewish people continue to
thrive after the Holocaust and presumably will do so in the future.

One would not have the same feeling after leaving Yad Vashem, the Holocaust
museum in Israel, as that permanent exhibit ends with the visitor overlooking the quiet
and empty Jerusalem Forest, which evokes feelings of nothingness and an uncertain
future. The conclusion of Yad Vashem’s permanent exhibition takes place within the
social construction of the Israeli reality — a nation that is well @whits formation after
the Holocaust, a nation whose tense political reality in the Middle Eastcrasgasiness
for its people. The Museum of Jewish Heritage’s ending takes place within thke soci
construction of the American reality and the American psyche, which tends ttovezet
the world from a positive perspective. Also unlike the Museum of Jewish Hertade
Vashem is a national museum that optimizes the national ideal of the nefossity
Jewish state as a safe haven for the world’s Jewry and the Israeli.people

The Holocaust helped lead to the creation of the State of Israel in 1948, and given
the high number of survivors within its borders, the Holocaust and its representation at
Yad Vashem is a part of the Israeli identity. The triumph of the Jewish people in
establishing a Jewish state is evident in Yad Vashem’s exhibits, captionsearuiats.
They send clear messages about the importance of learning about, remembering, and
memorializing the Holocaust, as well as the absolute necessity of Enaéle state in a
world where mass murder of Jews actually happened. No easy explanati@anorgs

are offered by museum exhibition and memorial designers at Yad Vashem given the
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complexity of the event. However, the message that it is important thhtaaiipiand
politically powerful State of Israel be in existence today is clear.

This is not to suggest that Yad Vashem’s designers wanted to necessathat
a powerful State of Israel necessarily assures the future of th&hJesaple; rather, that
a State of Israel might have prevented the Nazi destruction if it haddekisfore the
Holocaust (in fact, plans for a Holocaust memorial were being written el@me lbee
end of the genocide) and that the State today can help insure the futwal safrthe
Jewish people. Unlike the intentional design at the Museum of Jewish Heritage and i
many of its professional development programs, visitors do not leave Yad Vasthéis a
surrounding memorials with a sense of triumph from the acts of heroism during the
Holocaust. Visitors here are more likely to leave with a sense of the abtéeni
importance of Israel for the future survival of the Jewish people.

In contrast, the design of the Museum of Jewish Heritage and its pro&dssion
development programs seek to represent the Holocaust differently fronsather
institutions, through the experience of the largest group targeted by thefdtazis
complete obliteration: the Jewish people. The exhibits at the Museum of Jewistyéleri
do not universalize their narrative of the Holocaust within the larger contexinascr
against humanity, as the Simon Wiesenthal Center does. At the Museum of Jewish
Heritage, the Holocaust is presented as a singular event, albeguéasiewishevent,
that is best understood separately because it is unmatched in terms of thefextent

devastation and death brought on by the Nazis. On this point, the Jewish school teachers
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and the public school teachers disagreed in their pedagogic sense-makincgeOnly t
Jewish teachers felt it was adequate for the physical context of the Mtse€lisouss,
chronicle, and address the experiences of only the Jewish people, whereascbiablic
teachers believed a more broad-based approach is generally more elesiodinl (public
school teacher) stated, “I have to teach about the other groups who suffered so that my
students can see the full spectrum of who the Nazis targeted.” John revealedtitat, des
the Jewish orientation of his Holocaust professional development experienck, he sti
plans to teach other aspects of the Holocaust. In that sense, the physicalafah&ex
professional development program and the content itself did not alter his pedagogi
meaning-making of the Holocaust so much as to shift his prior beliefs about whose
experience he would convey to students.

Exhibition designers at the Museum of Jewish Heritage had to grapple with
guestions of how to construct the reality of such a historically profound eitbit the
confines of a museum. The pedagogy of museum exhibitions in general necessarily
engages in a process of representing that inevitably “condense]s], disl¢cateder[s],
(fictionalize[s]), and mythologize[s]” (Thistlewood, 1993, p. 8) the past. Choosindgnwhic
artifacts to show, which videos to play, what descriptions to attach to displayshand w
experiences to provide to visitors ultimately was found to help determinedhgqmgcal
sophistication employed in the professional development programs. At the Museum of
Jewish Heritage, the Museum’s identity is initially found in the architecti@sign of the

core exhibition building itself. It is a hexagonal building designed to look likaraoSt
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David, perhaps the most recognizable symbol in all of Judaism. The six sides of the
building represent the six million Jews who died in the Holocaust. The strucalie its
establishes the cultural identity of the Museum and telegraphs thah Jesimy is the
central and only focus of the exhibition.

In line with a postmodernist museum design, the exhibition offers visitors various
experiences which even in totality do not create a perfectly strungivewwbJewish or
Holocaust history. Visitors stroll through the hexagonal floors in a predetetmétie,
but every visitor's experience is unique depending on which side rooms they choose to
enter. No two visitors will ever have the same experiemzkna experience is complete.
Space is left for interpretation and personal meaning making. In professional
development programs as well, the Holocaust was always presented ashavyentis
with unique salience for the Jewish community before, during, and after the Holocaust
Halle (Jewish school teacher) stated her firmly held belief when shhe"8ae Holocaust
is a Jewish event.”

The museum visitor and the teacher-participant in professional developuomnt m
decide what meanings to attach to the parts and slivers of the Holocaust that ar
represented in the physical context of the Museum. The implication is that \isitors
never truly know the Holocaust, that we can only see what is left behind by thb Jewis
victims, like photographs, and what is left behind by the perpetrators, like the death
camps and documentation. The Museum'’s exhibition, like its professional development

programs, provides content with particularistic perspective and pedagogics;lamide
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visitors and teachers are left to determine the implications of the pedayabggif own
lives or classroom.

More than any other element of program design, such as the requirements of the
New York City After School Professional Development Program (ASPDP), butay®e w
in which the physical context and the core exhibition pedagogically engagedsvisit
identify the Holocaust as a Jewish event had the most profound influence on the
particular structure of teacher training. The objective of this Museum imajjén&o
preserve Jewish history as it relates to the Holocaust and not neceeszrigriicle the
history of other groups (Gypsies, Roma, Sinti, homosexuals, physically disabled, etc
during the era of Nazi rule. Since these other groups were never mentiongghoirta
professional development, it is not surprising that none of the data revealehthatrs
had any substantial knowledge of these groups or their history in the Holocaust.

The physical context of the Museum of Jewish Heritage seemed to impact many
teachers understanding about Holocaust curriculum. Ashley (public school Yeacher
admitted to knowing very little about rescuers and resistance beforepadinig in
professional development, and now she sees the as important parts of Holocaust
pedagogy. She exclaimed unequivocally, “I will absolutely include them now.” The
Museum and its accompanying exhibitions and professional development programs
emphasize the heroic actions of rescuers and resistors and Ashley hasemespimnded
in a similar fashion. She also admitted to having only limited knowledge of Jewish

culture and religion and how they were impacted by the Holocaust. Afteimgabout
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those topics in professional development, she came to see addressing thenmsasyneces
in her teaching. Bob noted that he wants his students to connect to the Holocaust
emotionally like he and other participants did in their professional developmentmrogra
at the Museum. Some teachers were so influenced by the context of the museum that
they stated they felt a part of the museum itself. Sharon (Jewish schoof)tsaahevith
conviction that she stands by the narrative of the Museum.

In addition to curricular meanings being influenced by the physical caritéxd
Museum, the nine teachers typically began to see certain classrooltiegciyi
paramount in Holocaust education that were common methodologies found in the
Museum. This includes survivor testimony, the use of written first person ascthent
importance of visual teaching tools like videos and photographs, stories of courage and
hope, and the personalization of the Holocaust. In all, the nine teachers were éafluenc
to varying degrees by the physical context of the professional developmerinprobhne
context influenced the pedagogic meaning-making of teachers in their cotizapitues

of Holocaust education.

The Personal Context of the Teacher

The personal context that influences meaning-making refers to the prior
knowledge, beliefs, expectations, desires, interests, and abilities (Fakerkirigi, 2000)
of museum learners. The cumulative effects of these aspects of professiolmgirdene

teacher-participants helps influence the meanings and pedagogical s¢isentde of
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museum-based educational experiences. In Chapter 4, | presented the bgmacksatk
teacher meaning-making a result of participation in professional developtreedewish
museum. Here | focus on the impact the Museum'’s identity combined with the personal
context of the teacher had on teacher meaning-making.

For some teachers, participation solidified pre-existing beliefs about disibc
education and pedagogy. This was true for Sharon (Jewish school teacher) who cam
the Museum believing that the exclusive Jewish narrative in teaching theaHstiozas
best and this approach was clearly endorsed by the Museum. For other teachers, new
meanings about Holocaust education were formed, such as for Ashley (public school
teacher) who, as a result of participation, began to believe that teaching ab@mJuda
was an important component of teaching the Holocaust. This was also true for John
(public school teacher) who was personally impacted by hearing testandnyow
believes it is important to include in his lessons. Sharon, who follows orthodox Judaism
and teaches the Holocaust at an ultra-orthodox school, took on the identity of the museum
because her personal context is in line with the Museum’s contexts.

Ashley’s and John’s personal contexts, both of whom teach at a public school and
neither of whom are Jewish, were influenced by the approach of the Museum because
they were convinced that the approach the Museum professional development staff was
presenting and advocating for had pedagogical merit within their teactrinexts.

Ashley teaches at a school with almost no Jewish population, and she said that her

students, like her, know almost nothing about Judaism. Teaching the ways in which the
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religion was impact by the Holocaust is appropriate in her teaching contegha feels
capable of implementing such an approach. John, who teaches at a publically funded
school for incarcerated youth, expressed very strong feelings about the anspacitvor

who persevered against horrific circumstances could potentially have dodests
population. Both of them took on the pedagogical identity of the Museum professional
development program and exhibitions when discussing how they now plan to teach the
Holocaust.

However, Falk (2006) suggests that museum visitors may take on the identity of
the museum when one is visiting and often lose that very identity when one leaves. The
data in this study suggests that for repeat museum-based professional development
participants to teacher programs (which is nearly all of Jewish school poofals
development program teacher-participants) these teachers, like Shammyrake on
the identity of the museum or use the identity of the museum to strengthen deadyalr
existing identity, but they come back again and again to continue their “identky wor
towards strengthening their understanding of a Jewish Holocaust. Rounds (2@86) stat
that when the visitor adopts the identity of the museum he or she is taking “or-arole
set of stylized actions—that belongs to the setting rather than to the individual. & he rol
is a part of the structure afforded by the museum as much as, or even more than, the
content of the exhibition” (p. 139).

The results of this study suggest that the museum and the visitor can share an

identity, especially since nearly all Jewish school participants come&ishJsechool
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teacher programs at this same museum over and over again over manyl heagfore,

the identity of the Museum as representing the Holocaust as a Jewish evest only i
sometimes shared by its professional development participants in waysgipeststhat
while Rounds may be correct for the traditional museum visitor, he may not bé&entire
accurate for the teacher professional development participant. In other mosssum-
based teacher professional development participants can (but not must) own the identi
of the museum as much as the museum does, especially when their identities are both
based in the same religious grounding.

Rounds (2006) further suggests that “By adopting the role while inside the
museum, the visitor is enacting an identity, not the role itself’ (p. 139). Jewish school
teacher-participants describe their core beliefs about the Holocaushsthkert are in
fact enacting the role and the identity of the museum at the same timen, Sbar
example, feels that she not only attends the museum but she is a part of it. Part of the
identity of the Museum itself is Sharon’s identity and part of Sharon’s idesityei
Museum. | agree that visitors likely do adapt to the identity of the museum whear¢hey
there, but | also believe that teacher professional development participaritet must
but as this study suggests often do), take that museum identity and make it part of the
own. For example, Ashley admitted to knowing very little about Jewish rescue and
resistance during the Holocaust. However, after participating in profed
development at the Museum she stated, “I want to include stories about how Jews did

fight back and how they did resist the actions of the Nazi’s, at least some of them di
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This shows to some extent that participants like Ashley do in fact begin to take on the
identity of the Museum and make it part of their own, in this case part of her proféssiona
teacher identity.

Bob, however, confirms what Rounds (2006) suggests since he stated that he
came to the museum knowing he would get the Jewish perspective of the Holocaust but it
did not become a part of his identity because it is not who he is. As Rounds (2006)
suggests, sometimes a visitor only plays a role when he or she is at a museum and never
really takes on the identity of that museum. Unlike any Jewish school tead¢hisr i
study, some public school teachers did not express much desire to teach the Holocaust
from the Jewish perspective or to see the Holocaust as a Jewish event desgite spe
six-days at a Jewish heritage museum during their professional develqpoggaim.

The personal contexts of each of the teachers in this study had an impact on the
meanings they made of the professional development program they attended.d&ince |
not follow these teachers into their classrooms to see if or how theirgoofals
development experiences affected their teaching, | can only draw conclusionthabout
meanings they made based on what they said during observations and interviews. In all,
these nine teachers combined their own personal contexts with the museurhindhtex
process of meaning-making. The meanings of the Holocaust that were engpbgsize
participants (a hopeful narrative and an emotional narrative) either saligife-existing

beliefs or formed new beliefs based within these two contexts.
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The Affective Desires of the Teacher

Teachers who attended any professional development program at the Museum
experienced firsthand the personal affective connection that testimonjfeato
Holocaust education, though most expressed hesitation about how to address similar
feelings in the context of their own classrooms. Survivor testimony wasdtedse
most-common methodology used in Holocaust professional development, just after
lecture. Duboys (2008) argues that making history more personal for stud&rdesnc
“teaching with an affective emphasis; it means attempting to have studeieistand
and experience at least some of the full emotional power of an historical’ €pea).
Of all of the public school teachers interviewed here, none said that survivootest
was a key component of their Holocaust instruction prior to participation in the
professional development program. All teachers came to recognize suriggtirsony
as valuable. For example, Neil (public school teacher) said he had neveeltrtiig f
emotional impact of survivor testimony before, even though he has had stedehts r
testimony or see a survivor or two since he started teaching the Holobkwsthe
believes that it is a critical component of Holocaust education for its abilttgnnect
students to the emotional dimension of Holocaust study.

While every teacher interviewed after their participation at profedsiona
development programs believed it is important to include a large number of survivor
testimonies in their classroom pedagogies, they often did not know what nsetming

bring to their students about how to understand such testimony, in what form to reflect
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upon it, or how to address the matter of historical accuracy of personal accooimts. J
(public school teacher) stated, “I know | want to bring in a survivor because she will
connect with my students in a way | or a movie can’t, but | will only be able to s the
are feelings that those in the Holocaust felt.” His response seemedeaunsitt the
approach of the Museum staff at Holocaust professional development in that he tdesire
include survivors’ stories but was highly tentative when discussing how he would use
them in lessons. His answer mimics the way in which the Museum professional
development staff did not typically contextualize or analyze testimony @atther
professional development participants, nor use such testimony to explore thg validi
use of historical sources. This may be due to the memorialization idefrttity
Museum; that is, it functions first and foremost to memorialize the Jewisit&ladt and
not necessarily to act as an all-encompassing provider of Holocaust historgy dlso
be due to the Jewish identity of the Museum and many of its staff in that they may not
want to engage in any type of discussion that may be deemed “lashon hara” (ex).tong
Examining the validity of Holocaust survivor testimony may border on breaking that
important Jewish principle since it may be construed as speaking poorly abthéra
person.

If teachers use Holocaust testimony, as all said they now desire tog¢tinacycof
the testimony is not likely to be addressed. The accuracy of Holocaumsbtgshas
long been examined by historians (Stone, 2000). Eaglestone (2003) suggests that

historians who question the historical accuracy of survivor testimony presuime tha
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accuracy must mean absolute, verifiable historical truth. He argues tlaattiracy of
testimony can be understood differently, “not as the agreement or correspontianc
judgment...but as an existential uncovering or revelation, a way of showing ‘whewe a

and how things are in the world’ ” (Eaglestp8603). The accuracy of testimonies then
does not necessarily have to correspond to historians’ views of “what happened” but
rather may offer a meaningful view for students into firsthand interpresadiolife

during the Holocaust as an attempt to memorialize and remember it. Unfortunately
however, when it comes to Holocaust history, this may begin to open the door to
unscrupulous and reckless deniers, which can lead to devastating results. Still,
Eaglestone (2003) suggests that the testimony of Holocaust survivors is not intended t
do the work of historians, or the work of fictional novel writers, but rather isegaey

of writing unto itself that fulfills a different need. For Museum professionatldpers,
that need was to bring teachers closer to the affective nature of Holedauaation by
revealing different realities about the Holocaust that history alone cannot.

When asked how their professional development experience would impact their
teaching, eight of the nine teachers interviewed mentioned including manmeotesas a
major change they would make (the one who did not, Sharon, had already been using a
lot of testimony). Rozett (2005) suggests that there are limits to whatdtstoc
survivors can convey in testimony, and therefore we as listeners canmévknow

their experience. Langer (2006) argues that there is a gross overaingeogiven to oral

and written testimonies, suchBse Diary of Anne Frankin a teacher-training session
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for both public and Jewish school teachers in 2010 at the Museum of Jewish Heritage, he
claimed that personal accounts of the Holocaust “teach us little” about the bistioe

event (Langer, 2010). He posited that almost nothing can be learned from those horrible
stories. In their widespread use at professional development programs in conjunction
with lectures from historians and museum staff, survivor testimonies seenuetior

more as attempts to memorialize the event and to inspire action rather than opg®rtuni

to convey Holocaust academic content knowledge.

Steven (public school teacher) connected testimony to improving students’
worldviews but not necessarily improving their knowledge of history: “I am ranggo
include much more survivor stories when | teach the Holocaust. My students used to be a
little bored actually [when learning about the Holocaust] because they laavedebout
it in many of our courses, but hearing a survivor will really wake them updiodeat
the Holocaust really was.” For Steven, having affective outcomes fetuaents is now
a pedagogical dimension that he will aim for in his Holocaust lessons in lithe of
meanings he made by participating in professional development.

Including the stories of the heroic actions of individuals in a Holocaust curriculum
is important because it increases the range of experiences studerisoaszi¢o and
because it raises questions about the nature of mankind without providing definitive
answers (Duboys, 2008; Haydn, 2000). If students can truly hear and not tune out
testimony because of its traumatic nature, they still cannot truly daddrns. Nor can

teachers. Almost none of us has ever experienced a world filled with such eviémor se
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the kind of hell they have. And yet, students typically do listen, at least parthgy |
own experience teaching the Holocaust, more often than any other refleciitemtst
relay to me that hearing testimony of heroism and/or of concentration camp survivors
was the single most meaningful experience they had during their entire hayi sareer.
If none of us can truly understand Planet Auschwitz, why do my students so often cite
survivor testimony as their most meaningful educational experienceérsBat{2007)
suggests that it is because,
The stories [survivors] tell are part of our own stories; deciding somedbioigt
this matter, we decide something about ourselves, about why we live and die,
what we hold dear and where we go from here. When the survivors bear witness
to what few eyes have seen, they entrust us with a message that we must attempt
to bear (p. 135).
Patterson believes that oftentimes testimony is ultimately uncehileeand that
the Holocaust itself is ultimately unteachable (Patterson, 2007). Yet heescihlat the
Holocaust must be taught because it is a way to refuse the Nazis “a posthumoy victor
and because “it has implications for every other aspect of an educational@h@ea
145). Listening to individual stories of overcoming the most challenging odds or of
bravery is ultimately an experience of listening to those who avoided beingl gadsd.
Testimony cannot stand in for a confrontation with the “banality of evil” (Arendt
1963/2006) that is at the core of the Holocaust. In listening to testimony, studgnmts m
like the teachers in this study began to, empathize with the speaker, perhapsexen to t

point where they claim to know their experience. Listening to such testimonyraler a

over again for hours allowed the teacher-participants to enter the hell thtteva



203

Holocaust but then escape it, to feel and indeed experience a way out (Schulweis, 1995).
By emphasizing survivor testimony as much as the evil committed by Hitetha

Nazis, museum professional developers suggest that the evil acts can be conngsthala
that somehow both the history of evil and the history of survival deserve equabegace
attention in teaching the Holocaust.

Many of the teachers came to believe that. For example, Max (public school
teacher) said that he now plans to “spend a few classes on the history and a &=sw class
listening to testimony.” In giving so much weight to the affective dimensiotieof
Holocaust, the meaning of the Holocaust may become distorted and imbalanced. The
heroic actions of individuals and the stories of rescuers, resistors, and survivors do offer
ways of learning about the Holocaust that shields students from the horror. Sudls space
needed in Holocaust classrooms to avoid traumatizing students. Nevertheless, the
popularization in American culture and at professional development programs in this
study of a less painful approach to the Holocaust, such asTsnDiary of Anne Frank
or listening to survivor testimony, may contribute to the less-than-desimasnings that
surround the Holocaust in American civil society.

Without question, the Holocaust was not a positive event. Themes such as the
overwhelming darkness and terror, the gas chambers and ovens, and the loss of more than
11 million lives with little intervention from the outside world are the dominantcéspe

of this horrifying past, and it may more desirable to emphasize themheverare
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hopeful stories. Putting too much focus on affective aims through individual survival

stories runs the risk of trivializing the Holocaust.

Implications

This research study examined the meanings teachers make from pnafiessi
development experiences on the Holocaust at a Jewish heritage museum. Her@e ex
the implications of the findings and conclusions of this study for literature asarces
as well as for professional development in general and Holocaust professional
development in particular. Since this study was conducted in a museum, these
implications largely relate to how teachers make meaning of profekgromah
opportunities within museum-based teacher education, though they have someeelevanc
in other professional development settings as well. To present these iimpiichhave
drawn conclusions from the individual findings discussed in Chapter 4 and the cross-case
analyses presented earlier in this chapter. Implications include: (1) undergta
museum identity and teacher meaning-making; (2) pedagogical decision-preaidn()

imparting lessons.

Understanding Museum Identity and Teacher Meaning-Making
The historiography of the Holocaust over time was found to be less important to

the meanings teachers made of their experience than the identity of gxenmuBhe
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complexity of the topic and the horrifying images that accompany it makeeithieim
through which it is viewed -- in this case, museum professional development pregrams
an agent of historical knowledge, which was found to sometimes impact the identity of
the teacher-participants and therefore lead to new meanings and pealagogic
understandings about the Holocaust, or a deeper solidification of alreadygeaistis.
The Museum’s mission, which forms the basis of its shared identity, is “to eqhecyite
of all ages and backgrounds about the broad tapestry of Jewish life in the 20th and 21st
centuries -- before, during, and after the Holocaust” (Museum ao$léveritage, 2001a).
This mission was carried out, to varying degrees, in each professionkpieeat
program observed and teachers made meanings of the Holocaust in light of thisrapproac
Actions done by and to Jewish people during the Holocaust dominated the content and
the meaning teachers made, including Jews as a vibrant community before traustoloc
Jews as victims, Jews as forced laborers, Jews as survivors, Jewpassedeas as
leaders, Jews as partisans, Jews as resistors, and Jews as a renewed people.

At voluntary professional development programs at specialized museums, it is not
surprising that the Holocaust or any other social studies topic would be presented f
the core perspective of the museum running the teacher program. Rounds (2006)
believes that the goal of museum program participation should not be to seek major
changes in a visitor or participant’s identity, but rather that his or her erpenmay lead
to changes in how he/she makes sense of the world. In that way, Rounds (2006) suggests

that museum visitors and museum program participants can be strengthening their
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existing identity and, at the same time, building a capacity to alter timityde the
future, which is a process he refers to as “identity exploration.” He ddfhigeas the
desire of museum visitors to confirm their sense of the world and also be open to new
interpretations and ways of knowing and understanding. Rounds (2006) suggests that in
the process of trying to maintain one’s identity based on prior knowledge anceexperi
like the Jewish school teachers did, one may in fact may be acquiring a storehouse of
information and ways of making sense of the world that may come to light in sgme wa
in the future. He states,
Many museum experiences offer opportunities to learn about alternativefvays
living, and of making sense of the world, without the risks that might be involved
in actual immersion in those alternatives. The visitor can maintain the present
boundaries that define his or her personal identity, while becoming familkar wit
the fact that other people see things very differently (p. 142).
The data shows this did occur in professional development at this museum: Teacher-
participants did not reveal major shifts in their identity, but they may be stdtemgede
perspectives for later use in their classrooms. Doering and Pekarik (1996 hawe
that overwhelmingly transformational experiences from museum visitarg.e For
example, the Jewish school teachers who attended professional developmaempiogr
this study, like Halle, who unequivocally declared that the Holocaust is ahJewvést,
confirm this as they all sought to have their sense of the Holocaust as alkgygshing
strengthened rather than to broaden their understanding of the event by including other

perspectives or victims. Jewish school teachers at the Museum of Jewislgderi

strongly suggested that they came to this Museum seeking Holocauststpaad
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information that would confirm their existing identities. Because this stadybound
by time and space, it is unknown to what extent the Jewish perspective of the museum
and its professional development programs impacted classroom instruction or student
learning. This and other recommendations for future research are addnetbsedeaxt

section of this chapter.

Pedagogical Decision-Making

Overall, teacher training activities designed to help teachers detiegnt to
students represented only a very small fraction of the total time of eachspyoéts
development program. Teaching the Holocaust adds pedagogical “burdens” tosducat
that other typical topics in a social studies curriculum do not (Rothberg, 2004, p. 467). In
my own Holocaust courses, these burdens include not overly traumatizing students,
encouraging personal reflection, adding an affective dimension to classraourges
and understanding the global implications of the event, which inevitably demands more
than knowledge of facts. For example, recall that in regards to the pedsgosgcBob
made of the use of Holocaust testimony in the classroom, he said, “I guesgstam |
supposed to show it to students and not try to have them explain or do much with it. If
can hardly understand it, there is no way my students will know what it means. But they
will be moved by it...” Pedagogical meanings like this one reveal how museum

professional developers in this study approach pedagogical teacher toanrihrey
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Holocaust. This lack of pedagogical guidance will likely have an influence @axtéet
to which teachers are prepared to deal with the unique burdens of Holocaust education.

Scholars (Totten & Riley, 2005) argue that “teachers who want to teach a robust
course on the Holocaust must select an appropriate framework, approach, or method a
the guiding principle that will direct both the teaching and learning of the tqpid23).
They further argue that a Holocaust course or unit should follow “authentic pgtagog
and engage in “tasks that require use of the tools of the discipline (history)cluntga
learning and assessment” (p. 124). Professional development at the Museumbof Jewis
Heritage largely does not seek authentic pedagogy in their participasts’aoms, as
evidenced by their overwhelming objectivist approach to content transmissitme |
Museum’s instruction on the Holocaust for social studies teachers, scholars wer
practically in lockstep with one another in that they constantly provided extesitent
information. Guidance on how to make difficult and morally laden content accdssible
students through tools of history was not typically part of the professional dewslbpm
programs.

More than a century ago, Dewey (1902/1980) argued that teachers, and not
content experts, are the only ones capable of “psychologizing” content, bymestibey
it in such a way as to make it powerful, valuable, and accessible for studentsctirepra
the Museum’s fact-packed, scholar-centered, “objectivist” (Castle, 2006) approac
contrasted heavily with Dewey’s (1902/1980) notion that only classroom teducdner

the ability to design meaningful, active learning models that promote student invotveme
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As evidenced by the professional development programs in this study, the
professional developers at the Museum consider knowledge to be fairly linear, both
implicitly and explicitly, and it does not need to be reconfigured in light of a student
audience. In the interviews, teachers rarely made pedagogic sensearitém they
learned. While they did come to see the importance of implementing a hopeditivearr
of the Holocaust and the importance of an emotional connection to it, the data also
revealed that meanings teachers made did not reflect deep pedagogicahnduhgys.
Most teachers expressed only tentative understandings, at best, of the peskgs®)i
they will make of content they learned, such as the heroic actions of rescuersigtocsre
or the powerful stories of survivors. For example, after listening to three dfonos-
interactive lectures at the Fanya Gottesfeld Heller confererthe Museum, Adina
expressed her fears when she said, “I always come for the content. Ihediryjust the
limited time | have on WWII, what am | supposed to do? | worry [that] hdttkis, and
now what?...How do | make it accessible to my eighth graders?”

In practice, it is unlikely that any secondary educator could easilydtarisree
hours of complex content into classroom practice unless Museum professiongbeesvelo
assisted them. Teachers recognized the tremendous opportunity the&xpesrencing,
hearing from world-renowned scholars, but comments like Adina’s show tbhetsa
also recognized their own limitations in knowing how to use such material.

By its very nature, new content is always learned and made pedagogical by t

teacher-participants, even without the Museum’s help. Museum professional deyelopers
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however, see this learning process as neutral and largely not worth exganiihiey

operate mostly with the unproven underlying assumption that it will be possibteror e
easy for teachers to translate extremely complex and morally ladant, conveyed in

a non-interactive lecturing style, into classroom instruction that vidtg¥ely reach
students. Furthermore they do not recognize that the literature as explaimegiar@
suggests that best practices in professional development should include modeling of
content and pedagogy, actively engaging teachers in professional grawitreacand
guiding and mentoring teachers in the process of, in this case, Holocaustiostruct
(Dudzinski, Roszmann-Millican & Shank, 2000; Ganser, 2000; Garet, Porter, Desimone,
Birman, & Yoon, 2001; Lester’s, 2003).

Their disavowing pedagogically, when professional development itself is a
pedagogical act, calls into question the impact of some of their professigrldpiaent
activities on student learning. Teaching the Holocaust cannot be approacheduefrom t
traditional conventions of teacher-centered instruction, and students cannot b& seen a
buckets to fill with factual knowledge. The affective dimensions of the Holocaust defy
the conventions of objectivist pedagogy. Since a key best practice of professiona
development is to emphasize both content and pedagogy (American Research
Association, 2005; Ancess, 2000; Borko, 2004, Fogerty & Pete, 2007; Wood &
McQuarrie, 1999), perhaps greater attention to teaching methods might help teachers
utilize the meanings they make of their professional development expeneoces

effectively when teaching the Holocaust. In helping teachers enter thedddt
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(Patterson, 2007, p. 145) of the Holocaust in their classrooms with young people,
professional development can hold tremendous potential to help teachers improve their
educational practice when it is focused on both content knowledge and pedagogical skills
that meet the heightened demands of Holocaust education. Greater attentionagyedag
may help assist teachers in making more explicit pedagogical meanfititgir

professional development experiences.

Imparting Lessons

Throughout all of the interviews in this study, the phrase “lessons of the
Holocaust” was echoed repeatedly by teacher-participants and the proflessiona
developers. There was no discussion or recognition of the possibility thaiigbtebe
no, or only limited, lessons to be learned. The focus on moral lessons in Holocaust
education is by no means unique to this museum or these study participants. The
meanings teachers made of the Holocaust usually centered around notionautihyabé st
the Holocaust can teach students to be more tolerant of and emotionally connected to the
plight of others, and that standing up to injustice (like the rescuers and sedid)ds the
only means by which to stop man’s inhumanity to man. For the Museum of Jewish
Heritage’s professional developers, the Holocaust has become synonymougsmgh m
ultimate evil. As such, they transmit their belief that many moral lessomsiff can and
should be conveyed to the world and to students. In addition, the Museum and its

professional development programs suggest that the Holocaust must never be reduced to
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yet another tragic event in human history due to its traumatic weight and inopléctr
the modern world. The Museum’s mission to promote remembrance of the Holocaust is
paramount in its professional development programs.

Surely the Holocaust can demonstrate to students the potential consequences of
racism, especially since it was taken to the most extreme form known to manaustloc
education also has the potential to help students understand the major ideals that form the
foundation of democratic nation-states, such as a respect for human rights and freedom of
speech, assembly, and the importance of a just legal system. As the dataensChapt
and 5 have shown, teachers have made substantial meanings about the Holocaust as a
result of participation in professional development. But in learning about the Hsloca
at the Museum of Jewish Heritage, key moral understandings — like survivors of the
Holocaust conveying hope for the future — were presented as unquestioned absolutes.
The meanings made by teachers from their professional development rogerie
revealed that no room was made for them to deconstruct the moral implications of the
Holocaust, if they saw any at all.

Teachers in this study revealed that the meanings they make of the Hblocaus
often pre-establish the moral lessons their students will learn from theRmasexample,
as was explained in Chapter 4, Adina (Jewish school teacher) revealed thédiesied be
the heroic actions of the Working Group (a group of Jewish activists in Slovakia in 1942
who tried to stop deportations to concentration camps) can teach students the power of

civic action and resistance, and that the actions of those responsible for ghsitgsipri
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can teach students “the power of perseverance.” As revealed through thegsnea
teachers made, what they’re planning to do in their teaching is “provide studints
both the content (the collective past to be taught) and the attitude that allows thesn t
themselves as part of that content (historical consciousness)” (Friedrich, 2010, p. 657)
As Friedrich (2010) has pointed out, educators often try to overcome the challenges and
difficulties inherent in assembling a story of the past by “arrivingcainsensus of what
should be taught and towards which goals it should be taught” (p. 657). This is precisely
the process teacher-participants went through at teacher-trainingrmpsogféae moral
lessons that the Museum considered important to be taught were presented as
ungquestionable absolutes, and teachers, in turn, largely internalized those bélgefs
Gold (the Director of Education) stated clearly that she wants tepah@ipants to see
how she and the other professional developers have designed and organized their
Holocaust coursework, look at what they emphasized (and what they left out), and “steal
it.” Almost never during the entire span of this study was intellectual spade for
alternative perspectives on any topic. As a result, the moral lessossdtogshe
Museum professional developers and the hired experts were accepted aggivens
process of teacher meaning-making.

Thus, the professional developers at the Museum of Jewish Heritage use their
representation of the Holocaust to make the authoritative decision on the moralgseanin
of the genocide in order to protect their version of this history stressing thesttieahe

were revealed in Chapter 4. The Holocaust is, in fact, one of the most immoral events
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ever to take place in human history. Beyond a few exceptions (like the acts efsgscu
there is nothing inherently moral about it (Friedrich, personal communicationa&hM
2011). The morals attached to the Nazi genocide have been added on afterward by
pedagogues like the professional developers at this Museum and teadbgrapéstin

their programs (Friedrich, personal communication, 21 March 2011). The singilar w
the Holocaust is presented to teacher-participants, and by extension the svagulaeir
students are presumed to understand it, make the history and the moral lessork attache
to the genocide fixed along lines acceptable to the Museum.

Friedrich (2010) notes that the function of a historian is “...dissensus, the
continuous task of raising questions and avoiding the overwhelming consensus that shuts
down discussions” (p. 661). The dominant lecture-oriented model employed at museum-
based professional development programs observed in this study attempted to create
consensus among teachers about meanings of the Holocaust, like the hopeful narrative
and the emotional connection required in Holocaust education, and not dissenus, as they
presented interpretations of the past in a singular format almost alway$hke
perspective of the Jewish museum. Discussions that might have create pesgion
— dissensus, alternative perspectives, or different understandings -thereen-
existent or simply footnotes to the pedestals of unquestionable moral supenority
which the ethical perspectives of the museum rested. And yet, the dissessigdent
in teachers’ divergent views of the museum’s offerings, such as Jewish schbef teac

Emily’s understanding the Holocaust as an exclusively Jewish event and suinaad
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teacher Bob understanding it as a more universal event with implicationsvioadd
non-Jews alike. This and other evidence of dissensus confound the linearity of the
museum’s intentions.

Ultimately, there are parts of the Holocaust that cannot be taught, and éere ar
parts of the Holocaust that have no morals at all. Therefore, there are ntarof par
Holocaust history that have no moral lessons that can be extracted favariassr
instruction. Museum-based professional development that assists teacheigningles
instructional approaches that allow students to make moral judgments could enhance
teacher training. If teachers can help their students recognieeaiteenot necessarily
any moral absolutes, then the students themselves can become the judgesstdtpis hi
thereby not leaving the difficult task of determining moral consequersenteone else.
Holocaust instruction should be a place where the consciousness of the Holocaust is
developedandimplications of its meaning are debated. Students must feel the weight of
the moral dilemmas of the Holocaust if those dilemmas are to have a substgrdl i
With genocide and other massive violations of human rights still pervasive in thenmoder
world, teachers should make meanings of the Holocaust from professional developme
that help students learn to make their own moral judgments, so that they can respond to
such fanaticism if they encounter it. Museum-based Holocaust professionalpteset
could play a critical role in helping teachers develop the skills in theirrggitie

determine the moral consequences of human action and inaction.
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Future Research

Museum-based professional development in general, and Holocaust-focused
museum-based professional development in particular, are under-studied areas of
educational research and theory. Teacher training programs at museumshargsen t
worldwide, largely because they provide an avenue through which museum professional
can assist traditional educational institutions and other community organizations
receiving pedagogical and content training in what are often highly §peditopics.

This dissertation serves as an initial inquiry into the topic in order to shed light on the
meanings teachers make of Holocaust professional development at a Jewish museum
devoted largely, though not exclusively, to Holocaust studies.

This study was limited in that it did not follow teachers into their classreoms
analyze the ways in which their professional development experience at thenMoise
Jewish Heritage translated into implemented pedagogy. A study of that natudebe
instructive in further understanding the meanings teachers make of thessoofl
development experiences in a variety of educational contexts. Reseantlidralso
create a study to measure the effects, if any, on student knowledge and pesasitie
Holocaust (or, for that matter, any other professional development topic offeaed by
museum) based on their teachers’ meanings and understandings of the Holoocadst deri
from a museum-based education program. How, if at all, do students’ understandings

differ based on the different meanings teachers make? How does a teadfessional
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development participation at a museum, which necessarily has a particafaqgbee,
influence student outcomes? Through a potential pretest/posttest and/or interview
research design, insight into the knowledge and attitudes of students in Holocaedt-rela
topics may be able to be revealed. Assessing what students learn in terms adtsoth f
and perceptions from a teacher who participated in a professional developoggabpr
at a museum might be a way of measuring the extent to which the meanangssea
made in museum-based professional development are translated to student meaning-
making. Furthermore, it is recommended that such research be conducted in classrooms
with varying pedagogical approaches, such as discussion-dominant and lectumranatiom
classrooms, so as to begin to understand the effect different instructional Approac
the Holocaust have on student learning.

It would also be valuable to replicate this study at hand or a study of a similar
nature at different Holocaust museums in different contexts, including, for exaahpl
the United States Holocaust Memorial Museum in Washington, D.C., and at Yad
Vashem: The Holocaust Martyrs’ and Heroes’ Remembrance Authorityusalem.
How Holocaust professional development takes place and what meanings tdadkiers
from their teacher-training programs can be compared to reveal the ooletext in
professional development. Since the results of this dissertation are limitexd they
cannot necessarily be generalized beyond the location of and teacher-partinigasts i

study, it is also recommended that other types of teachers, such as those frollm Cat
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schools or English teachers (who commonly cover the Holocaust) be included in future
research.

Finally, a longitudinal study that measures and assesses the long-peah ah
participation in museum-based professional development programs is needed. This could
reveal how museum-based teacher training programs influence teacressiatas
practices and pedagogical sense-making over a substantial period.ofQumstions to
be researched might include: How, if at all, do teachers who participate ialsever
museum-based teacher training programs alter the personal and pedageagitagm
they make of the Holocaust versus those who have only participated once? Are short-
term museum professional development program participants less lik@lgrtmah the
Holocaust from the perspective of the museum? What role do changing contextual
factors, like the soon-to-be fully implemented Annual Professional PenficenfReview
(APPR) protocols in New York State or other increasingly common mechanisms to
guantitatively measure teacher effectiveness, play in the long-tessraom impact of
museum-based Holocaust professional development? Much remains to be revealed in
educational theory for professional development, teacher meaning-making, the
educational role of the museum, and in Holocaust education. Research suggested here

would be substantial contributions to the burgeoning fields.
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Conclusion

Research into professional development at history museums in general, and
research into Holocaust professional development at history museums in paitcula
rare. This study is one of the very first explorations into the nature and goals of
Holocaust teacher education based at a Jewish heritage museum. By extmaining
meanings teachers make of their educational experiences at the Museuvisbf J
Heritage, this study provides new insights that have begun to fill the deartloetite
research into the topic. Through interviews, observations, document analysis, and
surveys, this instrumental case study has shown that museum professional developer
have specific goals and approaches in their practice that influence tesdreng-
making. The results of this study can help Holocaust museum educators begin to
understand how teachers respond to their professional development programs and can
help them address instructional concerns that have plagued the teachingrangd lear
about the topic almost since its inception in secondary schools.

This study revealed that teacher professional development participants make
meanings of Holocaust content and pedagogy in light of their museum-based learning
experiences as well as their own identities. All of the teachdciparits in this study
were passionate about teaching the Holocaust and demonstrated a desiredse@hc
attention in designing and implementing their Holocaust lessons based on the individual

meanings they made of their experiences. Throughout the study, despite engdmgng in t
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inevitable process of meaning-making, teachers expressed only tentative@amdiags
of how to transform the substantial amount of new knowledge gained into classroom
practice. This problem deserves the attention of Holocaust professional devalughe
educational researchers alike.

As has been explained, results from this study may not be generalizable beyond
the context and participants of this research. However, this study does contribete to t
nascent field of museum-based Holocaust professional development studies. Results
should be taken seriously for they begin to unearth how teachers respond to particular
arrangements of professional development at history museums, and they reveal one
approach to addressing some of the problems that teachers have long encountered in
teaching the Holocaust.

The limited attention or cursory treatment many social studies educatuiisue
to give to the Holocaust is of grave concern to this researcher. The continuing@ssault
Holocaust memory from various sources, the widespread use of some version of its pas
for Hollywood profit or personal gain, and the ongoing loss of first-hand survivors, could
in the near future mean that for our students and the world at large, the Holocaust might
become less gruesome, less unimaginable, and, somehow, as unthinkable as it is for me
more comfortable. Primo Levi, one of the most eloquent writers on life insiddattie
death camps, described his survival at Auschwitz by saying, “We are,slepeised of
every right, exposed to every insult, condemned to certain death, but we still possess one

power, and we must defend it with all our strength, for it is the last - the poweuse ref
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our consent” (Levi, 1996/1957, p. 40We educators also must continue to harness our
power to refuse anything that might be considered “consent,” by furthesvimgrour
own practices in Holocaust education. This study has shown that Jewish museums have

potential in this arena.
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APPENDIX A
FORMAL WRITTEN REQUEST FOR PERMSSION TO DO RESEARCH

David R. Goldberg

December 14, 2009

Dear ,

Thank you very much for meeting with me previously. The faculty at Columbia
University has approved my topic for my Ph.D. dissertation. | will be focusing on
seeking to understand how a museum devoted to Jewish history teaches the Holocaust
through a program of professional development. | am asking to complete this important
research at the Museum of Jewish Heritage.

Even though it is required by many state social studies curriculums, and there is
an assumed moral value, very little is known about Holocaust education in terms of what
instructional approaches professional developers and educators take. As moreeand mor
states are mandating the teaching of the Holocaust, and the interesbic¢Hetn
teachers themselves is on the rise, it is important for the educational comtaunity
understand the instructional approaches taken in Holocaust education professional
development.

This study will measure the “transfer of learning” that takes place gmon
participants. This study will be incredibly useful for your organization ingerhfuture
planning of professional development on the Holocaust, as well as for other museums,
organizations, and in-service workshops devoted to training teachers in Holocaust
education.

This is one of the first significant studies to examine these important fesearc
guestions. As the Holocaust continues to be an integral part of social education

curriculums across the United States, much can be learned for teachers,tetomsis
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higher education faculty, and museum professionals from the approaches of tbemMuse
of Jewish Heritage.

In order to complete the actual dissertation, | am required to compleet pisbt
study to work through any problems that may arise. The pilot study researchitargl w
need to be completed during the early Spring of 2010. The actual dissertation research
and writing will take place in the in the Fall of 2010 and the Spring of 2011. | expect to
defend the dissertation in the Fall of 2011.

| am very excited about the possibility of working with you and your orgaoirzat
in the future. Please let me know if | can be of any further help in fosteringptieistial

relationship. | very much look forward to hearing from you soon.

Sincerely,

David R. Goldberg, Ph.D. Student
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APPENDIX B

FIELD NOTES EXAMPLE

Project: Museum-Based Teacher Education: A Jewish Museum’s
Approach to Holocaust Professional Development

Date: July 7, 2011

Time: 4:05PM-5:00PM

Professional Shoah Teaching Alternatives in Jewish Educatior

Development (PD) Three Day Seminar for Jewish Educators - Four

Workshop Title Ghettos: Warsaw, Vilna, Lodz and Terezin.

Concluding Discussion: Applying What we Have
Learned. Sponsored by The Conference on Jewish

Material Claims Against Germany - The Rabbi Israel
Miller Fund for Shoah Research, Documentation and

Education
Number in 61
Attendance
PD Workshop Dr. Mordechai Greenberg, Museum Educator for
L eader Jewish Schools
PD Workshop Dr. Mordechai Greenberg, Museum Educator for Jewish
Presenters Schools an&itzchak Mais, former Director of the

Yad Vashem Historical Museum in Jerusalem and
founding Curator of the Museum of Jewish
Heritage— A Living Memorial to the Holocaust’s
Core Exhibition.

DESCRIPTIVE OBSERVATION KEY:

YM = Yitzchak Mais, Founding Curator of the Museum of Jewish Heritage— A Living
Memorial to the Holocaust’s Core Exhibition.

T1 =Teacher 1
T2 = Teacher 2
T3 = Teacher 3

T10 = Teacher 10

|1 = Museum Intern
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Descriptive Observation Observers Comments

T1 = | was looking at something from specific to Teacher is very
general that we can teach our students. One is the passionate about hoy
diversity of the Jewish experience... The Jews in | this professional
different countries had different experiences. Their development may
perspective on what was happening was different. | have helped her to
And it is important for our students to appreciate thebetter include the
diversity of the Jews and the Jewish experiences. | Jewish experience in
ghettos into her

T2 = We must also think about making moral lesson plans.
decisions. That is a very tough question. And itis
something to be said for both sides, making moral
decisions, because that’'s what they did.

<

T3 = It came across very strong during the 3 days thisliany teachers nod
we need to act non-judgmentally. Part of our religiptheir head in support
part of our — everything that we learned — we’re neyaf the comment about
done. And it was so strong during those three days acting non-

that | can give to my kids. Not to judge another judgmentally. Being
person in whatever case their found at. And we galjireechild of Holocaust
so much from that, just that alone. Secondly, being survivors is crucial in
the child of Holocaust survivors, the experience wasinforming this

very different for everyone. | used to hear my parentsacher’s Holocaust
talk about it. My father would say this really instruction, and her
happened, most would say that never happened. Mpelief is clear: as
father would say, but | saw it happen, and they wouldews the teachers in

get together with their friends and talk about the room should not
friendships and they’re so close with those people tHa judgmental and
were together with them in the barracks. So they should teach our
everyone’s experience was really different. kids that. Evidence

of the goal to infuse
T4 - The more | learned the more | realized | knew | Jewish thought was
absolutely nothing. What | really liked about the | heard by some.
conference was how it was set up between survivoy
testimony and a lot of history because growing up |
really only got survivor testimony. And | got from
school, we had survivors come in but | really like theSurvivors play a key
contextualization. You take the testimonies and putrole in Holocaust PD
names and dates and put things on the map that | wasthe museum, for
really lacking from my Holocaust studies. both Museum PD
staff and teachers.




249

T5 - You want kids to base opinions not on emotior
facts. | teach specific lessons, some of you do, on
Jacob Gens [head of the Jewish Council in the Viln
Ghetto]. I've learned a lot more than that...I want

them to make a judgment. We don’t want to impos
on some kid, but that's what we're doing. We've
looked at all the critical thinking things. If a kid look
at it, and walks out and thinks, no he did the right
thing, and kids walk out with a judgment, that’s par
what we wanted them to do...You're teaching somg
aspect of how the war started, we want kids to walk
out with a judgment.

T6 = Of course we want our students to be able to
make judgments, but | think we want them to be ab
to make judgments in their own lives and the
dilemmas that they face. And I think that what we’r
looking at, we don’t want to be in the situation that
they were in when they had those choiceless choic
So what we have to say is, | can’t judge him. If | w
to be in a situation where | had to do such and sucl
this is what | would do that would be right for me.
But thank G-d | was never there. So, of course, we
want to give them a moral compass. But | can’t jud
him for making his choice. He did what he thought
was right at that point. If | were there | don’t know
what | would do.

T7 = Based on this discussion, there might be a sli
difference between a judgment and an opinion. | th
we want the kids to be able to walk out of the class
after a discussion like this and have an opinion on
what they think based on the facts that they just he
during the discussion. To be able to say, well I thin
he was on the right track, | think he was a fair pers
| think he was doing this and that. But with the
knowledge that there are differences of opinions at
table that we sit at. That’'s what we want our kids t
have. It's not really a judgment, it's putting the fact
together and saying well | guess in my opinion this
where he was standing, but knowing that there are

nal

Several members of
athe audience express

rumblings as this ma
eis speaking, stating

quite clearly they
(gdisagree with him.
He is the only public
ethool teacher here
> besides me.

N

This is a highly
l@rthodox woman whqg
is making an
empassioned
argument.
es.
e@he is dealing with
ncomplexity of moral
choices on the part o
» teachers — should the
geacher ask kids to
make judgments? NG
clear answer from P[]
staff/scholar.

ylRliscussion veering
nim&ry philosophical,
and evidence exists
that teachers are
abéginning to think
kvery deeply about the
pigpmplex ethical and

moral components
anlgerent in teaching
pthe Holocaust. No
SCONsSensus exists in
ishe room.
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other circumstances.

I1 = As a student I'm sure I've not received as muchThis girl is the intern
knowledge as a lot of the people up here, | didn’t gpftor the professional

a Jewish school, but a lot of the education I did get
was that teachers presented you straight with facts
numbers, they wanted you to get a sense of how

horrible the Holocaust was. And | think the importa
thing that both of you are adding to this discussion,

think you’re both right in a certain sense, but what ydier perspective

really want the student to walk away with it the sam
sense that all of you have gotten. You don’t know

everything, the more you know, the more you have
learn. Don't let your student leave the room thinkin
they know everything. | think that's what you guys

are saying. Let them think maybe | need to still form

an opinion, maybe I still have judgments to make,
because just to give them straightforward facts with
discussion, and you don’t challenge them, they’re
going to leave without answering the question.

YM: Holocaust studies deals with moral engageme
and values. And we have to say to ourselves wher
it applicable and where is it not applicable. You wa
your students to walk out thinking that hatred and
other teachings the Nazis taught is despicable. In

Jewish school it’'s obvious, but in a non-Jewish schpldrael. Here his

it's not. You have to think a little about that. So th¢
are things you want them to reject. You want them
reject perhaps indifference on the part of world
response. When you go into the level of response
the victims, it gets a lot more complex. And judging
and blaming the victim is a very problematic situati
It's not the same thing to equate. | want my studen
have an opinion on fascism vs. democracy, of
humanitarian aid vs. closing of borders and
indifference. But victimization is very problematic.
We all know that it's good to get simulation in
schools. So if you're teaching democracy, you're
teaching the process, you want to have a mock cot

congress, or UN. You're the UN, you want to discugeacher’s making

if there should be sanctions applied against Libya

development staff at
, the Museum. No one
expected her to speak,
rihut she has the full

lattention of the room

geminds teachers of
their audience:
tetudents.

g

out

This man speaks with
authority, especially
nsince the audience by
ensw is well aware
rthat he was the
Director of the
AHolocaust Museum in

RrEomments reveal
twome of the possible
goals of the PD —

ofeject simulation as a

y method to teach the

piHolocaust,
tuaderstand that the
horrors of the
Holocaust to a large
extent are
unknowable, and
asking students to

Inske judgments or

judgments themselves

given what’s going on. That's a valid subject which about the decisions
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you’re entitled to have an opinion. What would be
invalid is, ok, simulate a discussion on the crisis an
you’re going to decide whether to revolt or not revo
And that’'s an impossibility. It's grotesque because
you don’t know what fear is, you don’t know what
hunger is, you haven’t seen death in the street. |'s
the movie | want to judge it is very problematic. YQ
can’t simulate that situation. That’s why | made a
point in the movie about simulation vs. recreation.
You can try to recreate what it’s like to be in that
bunker, but to really live for 3 years underground.
You can’t do that. Because you can’'t simulate it, it
beyond the ability to comprehend totally, to
experience completely, you don’'t want that it'd be
traumatic. Thus, judgment is problematic. We tried
show you two things. There are elements in which
there are similarities to ghettos and there are other
elements in which they are not similar. It's not blag
and white, it's grey. If you're going to have 30 hout
to teach all of the Holocaust, | don’t think
educationally it's sound to say, okay I'm going to
teach 30 ghettos. What we're trying to say is, let’s
aware that as much as there’s commonalities, ther¢
also significant differences. It's not something that
contradicts each other, it's a dialectic.

made during the
dHolocaust is
ltproblematic. He also
IS trying to correct for
the inaccuracy that
asome teach all ghettg
uare the same. They
are not and teachers
should use a few to
show how they are
different.
S

to
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APPENDIX C

HOLOCAUST IN SLOVAKIA
Shoah Teaching Alternativesin Jewish Education (STAJE) Seminar

Your thoughts about today’s conference are important. Please ratestedssions on a scale of
1-5, wherel=strongly disagree, 3=neutral, and 5=strongly agrela addition, please include
detailed written comments about the conference using the space providedional sheets.

Prof. Paul Hanebrink, Rutgers (discussed interwar Slovakia & itsJewish
Community)
The speaker provided new and informative material. 1 2 3 4 5
| will use material from this session with my students. 1 2 3 4 5
My teaching abilities have been enhanced. 1 2 3 4 5
Overall, this session was worthwhile. 1 2 3 4 5

Comments about this portion of the program

Bonnie Gurewitsch, Museum Ar chivist (speaker about the Working Group)
The speaker provided new and informative material. 1 2 3 4 5
| will use material from this session with my students. 1 2 3 4 5
My teaching abilities have been enhanced. 1 2 3 4 5

Overall, this session was worthwhile. 1 2 3 4 5

Comments about this portion of the program
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Survivor Eva Lux Braun

The speaker provided new and informative material. 1 2
| will use material from this session with my students. 1~ 2

My teaching abilities have been enhanced. 1 2

Overall, this session was worthwhile. 1 2 3

Comments about this portion of the program

Overall Educators Conference:
1. Overall, describe your experience at this conference.

2. How did this conference affect your understanding of the Holocaust?
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3. How will you use what you have learned at this conference frosttibkarsin your
teaching of the Holocaust, if at all? Feel free to list multiple ways ylbbuse what you

have learned.

4. How will you use what you have learned at this conference frosutkiesor in your
teaching of the Holocaust, if at all? Feel free to list multiple wayswill use what you

have learned.

5. How will your visit toThe Last Folioexhibit with your colleagues influence your
teaching of the Holocaust, if at all?
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6. Would you have preferred a guided toufTbé Last Folicexhibit? Why or why not?

7. What could have been done better at this conference?
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APPENDIX D
EXAMPLE 2 OF PROFESSIONAL DEVELOPMENT EVALUATION FORM

GERMANY FACESITSPAST
Shoah Teaching Alternativesin Jewish Education (STAJE) Seminar

Your thoughts about today’s conference are important. Please rate todaypisssessa
scale of 1-5, wherg=strongly disagree, 3=neutral, and 5=strongly agrela addition,
please include detailed written comments about the sessions and speakelespagd
provided or additional sheets.

Dr. David Marwell, Director of the Museum
The speaker provided new and informative material. 1 2 3 4 5
| will use material from this session with my students. 1 2 3 4 5
My teaching abilities have been enhanced. 1 2 3 4 5

Overall, this session was worthwhile. 1 2 3 4 5

Comments about this portion of the program

Professor Carole Fink, Ohio State University
The speaker provided new and informative material. 1 2 3 4 5
| will use material from this session with my students. 1 2 3 4 5
My teaching abilities have been enhanced. 1 2 3 4 5
Overall, this session was worthwhile. 1 2 3 4 5

Comments about this portion of the program
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Professor Wulf Kansteiner, Binghamton Univer sity
The speaker provided new and informative material. 1 2 3 4 5
| will use material from this session with my students. 1 2 3 4 5
My teaching abilities have been enhanced. 1 2 3 4 5
Overall, this session was worthwhile. 1 2 3 4 5

Comments about this portion of the program

Dr. Wolf Kaiser, The House of the Wannsee Conference
The speaker provided new and informative material. 1 2 3 4 5
| will use material from this session with my students. 1 2 3 4 5
My teaching abilities have been enhanced. 1 2 3 4 5

Overall, this session was worthwhile. 1 2 3 4 5

Comments about this portion of the program
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Overall Educators Conference;

1. Overall, please describe your experience at this conference.

2. What is the most useful content that you learned at the conference?

3. What are the most important teaching skills that you learned at the coaterenc

4. How, if at all, will you use what you have learned at this conference in yahiriga
of the Holocaust? Please be specific and feel free to list multiple waysilf use apply

what you have learned.
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5. What could have been done better at this conference?




la.

1b.

1c.

1d.

le.

APPENDIX E

PRE-SCREEING SURVEY FOR POTENTIAL PARTICPANTS

Where do you teach? What kind of a school is it?

What, if any, certifications do you hold?

How long have you been teaching and in what contexts?

How long have you been at your current school?

Please describe your formal educational background.
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1f. Please describe any formal or informal training you have had on the Holocaust
(college courses, symposiums, in-service workshops, previous museum-basangrogra
personal reading or museum visits, interaction of any kind with survivors or libgPators

1g.

What is your religious affiliation?
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1h. Please describe your level of observance to your religion.

li. Please describe your ethnicity.

1j. How old are you?

1k. What do you currently teach?
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APPENDIX F
SEMI-STRUCTURED INTERVIEW PROTOCOL FOR TEACHERS

INTERVIEW 1

1. How is the Holocaust included in the curriculum in your school (including what
grade(s) , what subject(s), and general comments about how it is taught)?

2. Prior to participation in this professional development session, how have you taught
about the Holocaust (especially the activities you used, content you covered oochose t
leave out, and the materials you have used)?

a. What, if anything, have been the challenges to student understanding and
instructional practice?

3. What was it about the professional development program at the Museum of Jewish
Heritage that attracted you to it?

4. Please describe the professional development activities you particifated in
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. To what extent was it what you expected it to be? What came true?

. To what extent was it different? What did not come true?

. What were the professional developers trying to do? Were they successful?

. What was it about certain parts that you found most valuable?

. What was it about certain parts that you found least valuable?
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APPENDIX G

SEMI-STRUCTURED INTERVIEW PROTOCOL FOR TEACHERS

INTERVIEW 2
1. Describe your overall reflections on the professional development program you
participated in.
2. Did you talk to anyone else about your experiences in the professional

development session? What did you say?

3. Which aspects of the professional development were most useful for you? Why?
Which were least? Why?

4, What new knowledge and/or skills did you take away from the professional
development session?

5. Looking back on the professional development session, please describe for me
what you see as the goals/aims of the professional development? Werethelf so,
how and if not, why not?
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6. Why do you think they did in the professional development
session? To what extent was that valuable for you?

7. If you could change anything about the professional development session what
would it be and why (this can even be as broad as the topic or as narrow as one small
aspect of the professional development session)?
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APPENDIX H

SEMI-STRUCTURED INTERVIEW PROTOCOL FOR TEACHERS

INTERVIEW 3
1. What do you feel that you got out of participation in the professional development
session(s)?
2. After now having participated in the professional development session(s), can you

please describe the extent to which your feelings have, or have not, changed about the
Holocaust in general?

a. Please describe the extent to which your feelings have, or have not,
changed about teaching the Holocaust?

b. In what ways do you find your self different from your usual self, if at all,
in your role as teacher (on the Holocaust or even otherwise)?

3. To what extent has the professional development you participated in been helpful
in your teaching (or planning to teach) about the Holocaust? Please give as tailch de
as you can here.
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a. What has been the greatest challenge in implementing instructional
strategies or content learned at the professional development, if at all?

4. You stated that was a challenge for you in the past in teaching
the Holocaust. How, if at all, has this professional development session improved your
ability to deal with that issue?

5. As you think about your participation in the professional development program,
what particular feelings do you have about having been a part of a prograsnbidised
at a Jewish history museum?

6. What further professional development do you desire on the Holocaust?

7. Will you attend future workshops at the Museum of Jewish Heritage? Why or
why not?
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8. Have there been any ways the professional development program has affected you
that we haven’t discussed?

9. Suppose you were being asked by your principal whether or not she should award
professional development credit for this course, what would you say?

a. Why?

b. Who should not participate in this professional development program?
Why not?

10. Thank you very much for all of your time over these last several intervieves. A
there any other thoughts or feelings you would like to add about the professional
development program, it aims, or its impact on you?
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APPENDIX |

SEMI-STRUCTURED INTERVIEW PROTOCOL FOR MUSEUM EDUCATGR

INTERVIEW 1

la. What is your position at the Museum of Jewish Heritage?

1b. What, if any, certifications do you hold?

1c. How long have you worked at the Museum of Jewish Heritage and in what contexts?

1d. Please describe your formal educational background.

1d. Please describe any formal or informal training you have had on the Holocawst pri
to your employment at the Museum of Jewish Heritage (college coursgssyms, in-
service workshops, previous museum-based programs, personal reading or visggum
interaction of any kind with survivors or liberators)?

1g. What is your religious affiliation?

1h. Please describe your level of observance to your religion.

li. Please describe your ethnicity.

1j.How old are you?
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1k. Do you or did you ever teach? What grade, class, and type of school?

2. Describe the elements of excellent professional development on the Holocaust?

3. What were your overall reflections about the professional development session?

4. How did the topic(s) of this professional development program(s) come to be?

a. Why did you choose this topic?

b. Why did you think this topic would be valuable for that particular
audience?
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5. What was it about this professional development program at the Museum of Jewish
Heritage that you want teachers to be attracted to?

a. How did you ensure that that happened?

b. Were you successful? Why or why not?

6. Please describe the professional development activities teacherpgtadian?

a. To what extent was it what you expected it to be? What came true?

b. To what extent was it different? What did not come true?

c. What were the aims of the session?

o

Were you successful?
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e. How, if at all, was there congruency between the actual happenings during
professional development and those aims?

f.  What was it about certain parts that you found most valuable for the teacher-
participants?

g. What was it about certain parts that you found least valuable for the teacher
participants?
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APPENDIX J
SEMI-STRUCTURED INTERVIEW PROTOCOL FOR MUSEUM EDUCATGR
INTERVIEW 2

1. How do you think the Holocaust should be taught in classrooms?

a. How do you think the museum can help teachers do that?

2. Describe your overall reflections on the effectiveness of the professional
development program you and your team lead?

3. Did you talk with your staff after the session? What was said?

4. Generally speaking, which aspects of Holocaust professional development are
most useful? Why? Which are least useful?

5. How do you approach educating teachers who may lack accurate knowledge on
the Holocaust?
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6. What new knowledge and/or skills did you want teachers to take away from the
professional development session?

7. Please describe for me what you see as the goals of the professionzpmeve?
Were they met? If so, how and if not, why not?

8. Why do you do in the professional development
session?
9. If you could change anything about the professional development session what

would it be and why (this can even be as broad as the topic or as narrow as one small
aspect of the professional development session)?
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APPENDIX K

SEMI-STRUCTURED INTERVIEW PROTOCOL FOR MUSEUM EDUCATGR

INTERVIEW 3
1. Describe the elements of excellent professional development on the Holocaust?
2. What do you feel that teachers got out of participation in the professional

development sessions?

a. To what extent was that what you wanted them to get out of it?

a. Why do you think your goals were or were not met?

3. To what extent do you think your session has or has not been helpful in helping
your teacher-participants teach (or planning to teach) about the Holoddlesise give
as much detail as you can here.
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4, Scholars have found that complexity of content is a challenge for teachers when
covering the Holocaust. How, if at all, has this professional development session
improved their ability to deal with that issue?

a. Inaccurate materials are another problem scholars cite. Howi] ifhaisa
this professional development session improved their ability to deal with
that issue?

5. How does the fact that the programs are based at a Jewish history mdsetm af

the design, content, and delivery of the programs, if at all?

6. Do you think schools should award professional development credit for this
program? Why?

a. Who should not participate in this professional development program? Why
not?

7. Thank you very much for all of your time over these last several intervigrges.
there any other thoughts or feelings you would like to add about the professional
development program, it aims, or its impact on participants?
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APPENDIX L
Table 1
INSTITUTIONAL REVIEW BOARD FORMS

INFORMED CONSENT

TEACHERS COLLEGE
COLUMBIA UNIVERSITY
Program in Social Studies

Dear Educator,

You are invited to participate in a research study on Holocaust professional devélopme
You will be asked to reflect on your experiences at Holocaust professionabuieesit
programs. The research will be conducted by David R. Goldberg, a Ph.D. Candidate at
Teachers College, Columbia University. The research will be conducted atifeaiiv

of Jewish Heritage — A Living Memorial to the Holocaust. Participation irsthidy is
completely voluntary and you may withdraw from participating at anytimearahfy
reason.

The purpose of this study is to better understand professional development on the
Holocaust at the Museum of Jewish Heritage. The overarching question that gsides thi
study is: How does a Jewish museum teach about the Holocaust in professional
development in a mandate state? The study will also seek to understand how the aims of
Holocaust professional development at a Jewish museum in a state in which the topic is
mandated are articulated, understood, and, to some degree, enacted by both teachers and
professional developers. It will also provide insight into how learning on the Holocaust

at the Museum is provided to secondary social studies educators more generally

Data from this study will be obtained from observation of professional development
session and interviews that will be audio recorded for transcription purposes odiy. A
tapes will be stored on the researchers password protected computer and will be
destroyed two years following completion of the study. You will be asked toipattic
in three interviews of about one (1) and hour each. Your total time commitment to
participate in this study will be no greater than four (4) hours.

Your name and the name of any school for which you are affiliated will be kept
confidential throughout this study and in any publications afterwards. Pseudoryms w
be used for both. You may refuse to answer any question and you may leave the study a
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any time for any reason. All audio-recordings, interview and observatiwsciipts, and

field notes will be kept confidential. They will be kept on a password protected computer
and no one other than the researcher will have access. If printed they will be&ept
locked cabinet.

This research has the same amount of risk associated with holding a normal comversat
However, in the event that you feel traumatized by this experience,taiellyou out of

the study and assist you in receiving counseling by providing you with a pticss

with mental health professionals.

The results of this study will be used to complete a Ph.D. thsiser at Teachers College,
Columbia University. The possible benefits of the research are an increased
understanding of the relationship between museum professional development programs
and teacher knowledge and pedagogy of the Holocaust. This study could lead to more
effective professional development in general, and on the Holocaust in particular.

You may contact me at drg2124@Columbia.edu with any questions you have mggardin
this research.

Sincerely,

David Goldberg

David R. Goldberg, Ph.D. Candidate
Program in Social Studies

Teachers College-Columbia University
Box 80

525 W. 120th Street

New York, NY 10027-6696
Drg2124@Columbia.edu
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TEACHERS COLLEGE
COLUMBIA UNIVERSITY
Program in Social Studies

PARTICIPANT'S RIGHTS

Principal Investigator: David R. Goldberg

Research Title: Museum-Based Teacher Education: A Jewish Museum'’s éppooa
Holocaust Professional Development

| have read and discussed the Research Description with the researchehddhthe
opportunity to ask questions about the purposes and procedures regarding this study.

« My patrticipation in research is voluntary. | may refuse to participate bdvaiv
from participation at any time without jeopardy to future medical care,cymgint,
student status or other entitlements.

. The researcher may withdraw me from the research at his/her professional
discretion.

« If, during the course of the study, significant new information that has been
developed becomes available which may relate to my willingness to continue to
participate, the investigator will provide this information to me.

e Any information derived from the research project that personally identikesill
not be voluntarily released or disclosed without my separate consent, except as
specifically required by law.

« If at any time | have any questions regarding the research or mypegtrtiol | can
contact the investigator, who will answer my questions. The investigator's phone numbe
is 516-992-2714.

« If at any time | have comments, or concerns regarding the conduct of the research or
guestions about my rights as a research subject, | should contact the Teatitbges C
Columbia University Institutional Review Board /IRB. The phone number for the IRB is
(212) 678-4105. Or, | can write to the IRB at Teachers College, Columbia Unjyersit

525 W. 128 Street, New York, NY, 10027, Box 151.

« | should receive a copy of the Research Description and this Participahtis Ri
document.

« If video and/or audio taping is part of this research,
| ( ) consent to be audio/video taped.
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| ( ) do NOTconsent to being video/audio taped. The written, video and/or  audio
taped materials will be viewed only by the principal investigator and merobére
research team.

e Written, video and/or audio taped materials
() may be viewed in an educational setting outside the research

() may NOTbe viewed in an educational setting outside the research.
« My signature means that | agree to participate in this study.

Participant's signature: Date: / /

Name:

If necessary:

Guardian's Signature/consent:

Date: / /

Investigator's Verification of Explanation

| certify that | have carefully explained the purpose and nature of thisgkgear
(participant’'s name) in age-appropriate
language. He/She has had the opportunity to discuss it with me in detail. | havesdnswer
all his/her questions and he/she provided the affirmative agreement (erg) &ss
participate in this research.

Investigator's Signature:

Date:




