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ABSTRACT

EDUCATING NEW AMERICANS:
HMONG IMMIGRANT LIVES AND LEARNING

By
Donald F. Hones

This study addresses the question of what it means to be an American through the
life history of a new American from Laos. Shou Cher is a community liaison for an
elementary school, an evangelical preacher, a community leader, a husband and a father.
His lifetime of learning, presented mostly in his own voice, is framed by various
historical and sociological contexts that have shaped his life, the lives of other Hmong
refugees, and the lives of other Americans, old and new: These contexts include the
history of immigrant education policies in the United States, as seen through the lives of
immigrant children; the historical and sociological impact of warfare as well as
missionary work in the lives of the Hmong people; and the sociology of generational
conflict, especially as it is felt among immigrant groups. Finally, Educating New
Americans suggests that immigrant parents such as Shou Cher can contribute to the
process of teaching peace to children, and making peace between diverse groups in
America, the land of e pluribus unum.

This study is in three parts. Part One, "The Immigrant, the School, and
Society," provides a methodological and conceptual framework for the life history
narrative that follows. Narrative inquiry is suggested as a method best-suited to explore
the experiences of immigrants becoming Americans, as it highlights their lives and voices
in story form. Part Two, "The Life History of a Hmong American," forms the narrative
body of this book. This part begins at a point where Shou Cher's life almost ended, as he
recounts how he was shot and seriously wounded near his house in Michigan, and his

subsequent feelings of alienation and homelessness. Following this episode Shou Cher's



educational experiences are highlighted, from his youth in mountain villages in Laos and
Thai refugee camps, to his adulthood as an immigrant in the cities of the United States.
Part Three, "Resourcefulness, Relationship, and Respect: Lessons from a Life,"
interprets three major themes in the life history of Shou Cher: Resourcefulness is
exemplified by Shou's ability to adapt to changing circumstances, and make use of a
lifetime of informal educational opportunities to improve his life situation and that of his
refugee community. The value of Relationship is seen in Shou's strong ties to family and
community, and his emphasis on building relationships across cultural boundaries in his
work at the school. Respect for people and for diverse traditions is what makes these
relationships work. These "3 R's" are of value not only for Hmong immigrants, but for all
Americans, as they embody communitarian traditions that have a long history in the
United States.
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To elders, who keep the memories;
to children, who carry the dreams;
to parents, who provide the bridge.
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Part One: Immigrant and Identity, School And Society



Introduction: On Being and Becoming American

Shou Cher remembers. He sees the young boy, walking quietly through the
jungle, hunting squirrels and monkeys with a crossbow. He sees the red, the yellow, the
purple flowers blooming on the mountain walls of Laos. He listens: Far off are the
sounds of war, a land mine exploding, killing a brother, American bombs dropping along
the Ho Chi Minh Trail, then a silence. He sees quiet figures of refugees moving through
the shadows of night, heading for the Mekong River and an unknown future. He
remembers the faces of Hmong warriors, America's "secret army" in Laos, now unwilling
captives inside Thai refugee camps. He hears the sound of the shaman's prayer now
challenged by the preaching of the missionaries, and the strange sounds of a new
language he must learn: "Good morning. Please take a seat." He remembers getting on
the "bus to America," and the "plane to America," and eventually, getting to America. He
sees the young father working three jobs, trying desperately to keep a growing family and
extended relatives together in a new land. He sees the father holding a baby and
watching six other children while the mother works at a factory. He sees himself and his
wife, tired from their various jobs, yet encouraging their children to learn English, to
study hard, and to never forget the important traditions of their family, clan and people.

He is Hmong from Laos, and that is an essential aspect of Shou Cher's identity.
Yet, over the course of fifteen years of life in the Midwest he is also becoming an
American. For Shou Cher, being Hmong and American is both possible and desirable: It
means a sense of communal support for himself and his family, and an important addition
to the American cultural landscape. Shou Cher speaks:

Many different peoples live in the same town
black, brown, yellow.
If they look a certain way, they have

their own community.
I don’t deny it.



It is good to serve your own community.

Please do your best for them.

But then you should

treat others nicely, too.

Black, white, brown, yellow:

We are the same people.

We are different in skin only,

but we are all human.

We are the same, created by God,

one creator,

and it is very beautiful.

Different colors, and very beautiful.
What It Means to Be an American

Two essays by imminent scholars have appeared in the pages of the New

Republic in recent years addressing the question of what it means to be an American at
the close of the century. In an essay entitled "Against Identity: An Idea Whose Time
Has Gone," Leon Wieseltier (1994) writes that "In America, we are choking on identity"
(24). For Wieseltier, "the American achievement is not the multicultural society, it is the
multicultural individual," that focusing on group differences ignores the diverse roots and
group ties that each American possesses (30).1 He concludes that if the differences
between individuals and groups were really as great as some multiculturalists claim,
dialogue would be impossible, and "There would be only total silence or total war" (30).
In "For Identity,"” Michael Walzer (1996) writes that the current debate over
multiculturalism must be understood in the context of an American history in which deep
differences have led to nearly genocidal wars against the native population of the
continent, slavery and systematic subordination of African Americans, anti-Catholicism
and anti-Semitism, and "hostility to 'Orientals' that culminated in the concentration camps

of World War I1." Walzer suggests that in spite this history of conflict between diverse

1 In much of his essay Wieseltier refers to the work of psychologist Erik Erikson, who popularized the term
identity in the social sciences in the 1950s. For Erikson (1950), identity was a process located in the core
of the individual and also in the core of communal culture, and this process of linking the individual to the
community was fundamental for the adolescent stage of human development. Sociologists of the symbolic-
interactionist school differed from Erikson by suggesting that identity was socially constructed, sustained,
and ever-changing. These two ways of conceptualizing identity contribute to two distinctive ways of
viewing ethnicity, as either primordially given or optionally cultivated. For a useful discussion of the
historical roots of debates over identity and ethnicity, see Philip Gleason, 1983, Identifying Identity: A

Semantic History. The Joumal of American History, 69(4), 910-931.



elements of American society, some Americans continue to “cling to the vision of a
singular America, arguing that multiculturalism is the great divisive force. But perhaps
their love of singularity also divides us" (39).

Concern over who is and who ought to be considered an American is not only
expressed in scholarly debates, but at the level of public policy. This is exemplified in
recent legislation aimed at both legal and illegal immigrants, as well as speakers of
languages other than English. Immigration reform legislation signed into law in 1996
limits the numbers of legal immigrants and denies them welfare benefits; state laws such
as Proposition 187 in California preclude basic services, including education, to illegal
workers; and English Only initiatives in several states seek to limit the use of other
languages. Such efforts to control immigration and the use of languages other than
English follow upon thirty years in which the United States has experienced the largest
influx of immigrants in its history. Since the passage of the Immigration Act of 1965
twenty million people have emigrated to the United States (Kennedy, 1996). These
newcomers, many of whom are refugees from wars, revolutions, and drastic economic
change, differ from previous generations of immigrants in that most come from Latin
America and Asia, and relatively few from Europe (see Table 1).2 By 1976 there were
more than twice as many immigrant nationalities represented in the U.S. than there had
been in 1920 (Fuchs, 1990).

This latest wave of newcomers to the United States has helped to fuel continuing
debate about who we are as Americans. Proponents of cultural pluralism believe that
America's strength lies in her ability to draw from and honor many traditions, many
languages, and many roots. Conservative scholars, however, have blamed cultural

pluralists for the "disuniting of America", and have called for a renewed focus on

2 Refugee status has generally be conferred upon people fleeing communist regimes (Cuba, Laos,
Vietnam), but not those flecing regimes deemed "friendly” to the United States (e.g., El Salvador,
Guatemala). Nor is official refugee status granted to persons fleeing the chaos caused by rapid economic
change and accompanying underemployment and impoverishment of millions in places such as Mexico.



"American" cultural literacy and "traditional American values" (Schlesinger, 1991;
Hirsch, 1988). Okihiro (1994) summarizes this conservative critique as follows:

In its stress on racial, gender, class and sexual inequality, in

its insistence on identity and self-definition, the margin has

led the nation astray, far from the original formulations that

made the Republic great, has created instead balkanized

enclaves--ghettos--and even worse, has stirred up social

conflict and "culture wars." Without a center, things have

fallen apart (149-150).

Who are we, as Americans? Can we find a common identity within a diverse
society? Are the diverse groups which make up American society to be considered
weaknesses or strengths? Has our plurality of cultures, languages and traditions become
so many loose threads unraveling the national fabric? Or can we acknowledge the
contributions of all people to the growing and changing nature of the American nation?
Rather than unraveling the existing fabric of society, can immigrants be seen as colorful
new threads which add life and vitality to the weaving?3
Challenged Memories

Public education, with its role of assimilating the many into the American
republic, has historically been a battleground between forces of uniformity and pluralism.
How we define what it means to be an "American" has many implications for the
education of immigrants and others.4 In his comprehensive history of American
education, Lawrence Cremin (1988) notes that immigrants to the United States have often
experienced "discordant” education, as school, society and home have tried to inculcate
conflicting sets of values and attitudes, often in different languages. "Discordant” can be

defined as "lacking in agreement", yet, as Cremin seems to indicate, discordant notes can

be rearranged to create harmony. In spite of these discordant notes in their lives, many

3 The metaphor of the American tapestry has been overused of late. Nevertheless, since pandau
storycloths or tapestries play an important part in the retelling of Hmong history and traditions, I feel the
metaphor of tapestry represents well the Hmong addition to American culture.

4 These others include all the diverse cultures represented in the United States, but especially those that
have been marginalized by the dominant culture, such as Native Americans, African Americans, Asian
Americans and Latino Americans.



immigrants have sought ways to contribute to American society without losing their own
particularities. Cremin suggests that immigrants have transformed American life and
thought, creating "through their efforts alternative American paideias> both for
themselves and for the American community as a whole" (150).

In an essay entitled "What Does it Mean to be an American," Michael Walzer
(1990) examines the paradoxes present in a nation made up of people who came largely
from elsewhere:

It never happened that a group called Americans came

together to form a political society called America. The

people are Americans only by virtue of having come

together. And whatever identity they have before

becoming Americans they retain (or better, they are free to

retain) afterward. There is, to be sure, another view of

Americanization, which holds that the process requires for

its success the mental erasure of all previous identities--

forgetfulness, or even, as one enthusiast wrote in 1918,

"absolute forgetfulness." But on the pluralist view,

Americans are allowed to remember who they were and to

insist, also, on what else they are (595; italics in original).
From many lands, from many cultures we have come together, and for Americans
concerned about who they are, the dilemma would seem to be how much should one
remember, how much should one forget.

Forgetfulness of one's past, often encouraged by the schools, has made an impact
on the lives of immigrants and on social relations in the nation. Immigrant children in the
past have probably often felt what Adrienne Rich (1986) describes as the "psychic
disequilibrium" when a teacher describes our society, and "you're not in it...as if you
looked into the mirror and saw nothing" (199). For the historian Ronald Takaki (1993),

the sharing of our different ethnic stories allows us recognize ourselves in the mirror, and

5 Paideia is defined by Webster's Third NewIntemational Dictionary (1976) as training the purpose of
which is to "produce a broad, enlightened, mature outlook harmoniously combined with maximum cultural
development.”



also recognize our commonality. In the aftermath of the 1992 riots in Los Angeles,
Takaki asked:

Will Americans of diverse races and ethnicities be able to

connect themselves to a larger narrative? ...America does

not belong to one race or one group...and Americans have

been constantly redefining their national identity from the

moment of first contact on the Virginia shore. By sharing

their stories, they invite us to see ourselves in a different

mirror (17).

E pluribus unum, "out of many, one." This motto on our national seal symbolizes
for me the central paradox of American identity, and a pivotal purpose for American
schools. To what extent should our schools support a plurality of cultures, languages, and
ways of knowing the world? To what extent must they prepare all students with
academic and civic skills to participate in a democratic nation? By sharing our many
stories we come to grips with our changing sense of what it means to be and become

Americans at the close of the twentieth century.



Table 1
New Americans

Regions/Countries of Origin and Size of Foreign-born Population

(Based on 1990 census data)

Regi Population (N) % of total immi |
Africa 363,819 1.8

Asia 4,979,030 25.2

Latin America/Caribbean 8,416,924 42.6

Europe & Canada 5,095,233 25.8

SE Asian C ies of Origi *

Cambodia 118,833 0.6

Laos 171,577 0.9

Vietnam 543,262 2.7

Speakers of Languages Other Than English in Schools
6.3 million children ages 5-17 speak languages other than English in the home;** 2.31
million children classified as Limited English Proficient (LEP).*™

* Figures for Southeast Asian countries are pulled out of the general category for Asia in order to give
readers an idea of the numbers of people, such as Shou Cher and his family, who have come as refugees as
adirectresultofthe Viemam War and its aftermath.

Basedonthel990census

anmm for 1992 from U.S. Department of Education, 1993. Descriptive Study of Services to Limited
English Proficient Students. Washington, DC: Planning and Evaluation Service.



A Life History of a New American

The debate over American identity has reached south central Michigan, where the
Michigan Bilingual Education Conference invited Ray Suarez of National Public Radio
to host a panel on the topic of what it means to be an American. Suarez and panelists
such as R. Richard West of the Smithsonian's National Museum of the American Indian
and John Ogbu, professor of anthropology at Berkeley, discussed the problems with the
"melting pot" metaphor, and why it was particularly difficult for darker-skinned, non-
European Americans just to "blend in." The panelists contended that rather than seek to
"melt down" or eliminate the cultures and languages of American minority groups, the
cultural contributions of these groups to the enrichment of American society should be
acknowledged. I sat in the back of the back of the ballroom with Shou Cher and Pao
Xiong, Hmong refugees who work as bilingual assistants for an elementary school. As I
listened to the discussion from the panel, I pondered the words Shou had spoken to me a
few weeks earlier, when I asked him to define his own place in American culture:

I think the teacher and the school where I work teach one
major culture, and that it is American culture. But that does
not mean "white" culture. America, even though I am not a
citizen yet, America is this country, is my country!

This study presents the educational life history of Shou Cher, a refugee from Laos
and a new American. Within this story of a particular life, I wish to explore the
educational implications of who we have been as Americans, who we are, and who we
are becoming. The life and leamning of a new American, shaped by his relationships with
his family, the school where he works and three of his children study, and his community,
provides the context for a larger discussion of what it means to be an American.

The following questions guide this work:

* How can we understand the educational lives of immigrants within the broader

societal and historical contexts of immigrant education policies?



e What kinds of literacies are learned in contexts outside the school, in immigrant
homes and communities, and how can schools acknowledge and benefit from this
learning?

* How can the study of the educational life of an immigrant help address the
educational needs of immigrants themselves and increase our understanding of how
best to further the education of all Americans?

Shou Cher's life history is unique, shaped by his personal choices and the exigencies of

family, community, and sociohistorical contexts. Nevertheless, as an immigrant, a non-

native speaker of English, and a person of modest income, he shares much in common
with many Americans whose histories are seldom told. For teachers, policymakers,
researchers, and all Americans concerned with the education of the next generation, such
histories must be remembered, and lessons from such lives must be learned, in order to
foster unity within a diverse society. Educating New Americans, the words which open
the title of this study, has two meanings: On the one hand, it refers to the education of
recent immigrants and their children who are actively engaged in the adaptation to, and
transformation of, America. New Americans, in this sense, is an inclusive term that
recognizes members of diverse cultural and linguistic groups as sharing certain common
features as Americans. On the other hand, Educating New Americans suggests that

American identity is not static, and that infusions of diverse peoples into our society

changes and renews America and continues the education of all American people.

This life history explores the role of history, culture, spirituality and language in
learning, and follows important periods of Shou Cher's life, framed by social and
historical crises which have forced changes upon the Hmong in their long journey from
Laos to America. Shou's learning experiences are charted through his youth spent in
mountain farming villages in Laos, experiences of war and refugee camps, adaptation to
the new life in the United States; his conversion to fundamentalist Christianity, his

ministerial training and the spiritual rifts caused within his family and community;
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generational issues arising between Shou, his wife, and their Hmong children, who have
grown up in the United States; the special mission of the Horace Kallen School, and
Shou's role therein as an educator for all children; and Shou's role as a member of the
Hmong community and American society.

Shou Cher is a member of the Hmong refugee community, whose presence in the
United States is a direct result of their past efforts in support of American personnel
engaged in the war in Southeast Asia in the 1960s and 1970s. After years of protecting
American airbases in Laos and tying up North Vietnamese troops on the Ho Chi Minh
Trail, the Hmong were left alone after 1975 to face the wrath of the communist victors.
The American government, which did not even acknowledge the "secret war" in Laos
until 1970, had no evacuation plans for its former allies, and thousands of Hmong were
forced to flee their mountain villages on foot and seek refuge in neighboring Thailand. It
is estimated that one-third of the Hmong in Laos were killed during the war and its
aftermath. Those that escaped endured years of confinement in Thai refugee camps.
Many have since arrived in the United States as political refugees, where approximately
125,000 Hmong now live.6 Many of the Hmong live in America's dangerous, decaying
urban centers. Hidden away in pockets of poverty, the older generation tries to keep
memories alive, while the younger generation of Hmong cross the many borders that
separate their home culture from that of the school and larger society.
A Narrative of a New American’

I had read about Shou Cher long before I actually met him.8 A newspaper story in
November, 1994, reported the shooting of a Laotian immigrant on the northside of

6Thisﬁgm'eisacoordingtothe 1990 census. Due to undercounting, a high birth rate, and continued
emigration from the camps in Thailand, the actual number of Hmong now in the United States is probably
closer to 250,000.

7 Throughout this text American and America refer to the people and political entity of the United States.

8 In order to protect my subjects’ confidentiality, all personal names, the names of schools, and the names
of some cities have been replaced with pseudonyms.
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Windigo. The story quoted police who suggested that Mr. Cher had been shot "by
accident,” as the bullets had been intended for another party at the gas station across the
street. The paper also mentioned that Mr. Cher had undergone emergency surgery and
was in critical condition at a local hospital.

What the paper did not mention is that a few days later, after he had regained
consciousness, Mr. Cher received a visit from Diana Canek, director of the Horace
Kallen School, a public elementary school of choice with a large immigrant population.
Mr. Cher had been told about a job at the school by a friend, but, because he felt
unqualified due to his lack of formal schooling, Shou had never applied. Ms. Canek had
been hesitant to hire an evangelical minister to work in a public school with children of
diverse spiritual beliefs. However, as he lay there in the hospital bed, Canek told him that
there would be a job waiting for him when he recovered. That is how Shou Cher came to
be a bilingual assistant and community liaison for Kallen School.

I eventually made contact with Shou Cher with the help of another Hmong
community liaison at Kallen. My work with a different Hmong family had ended, for a
time, with their departure to a smaller town in the north, and I was seeking another family
with which to continue my narrative research of immigrant lives. When I talked with him
over the phone, Mr. Cher was eager to participate, and he invited me to his home. Shou
Cher lives with his family in a brown, aging two-story rental on the northwest side.
Living at this home are Mai Cher, his wife; their children Sammy, Mai Jia, Paj Huab,
Jesse, Joshua, Rebecca, and Gong Wendy; and Jerry Lee, whose family has moved north,
and who wishes to finish high school in Windigo.

As a society, we rarely stop to consider what new immigrants have contributed,
and are able to contribute to our ever-changing America. Despite the often passive
portrayal of immigrants in policy circles, this life history will illustrate the many ways in
which a particular Hmong immigrant utilizes new and old cultural tools to actively

engage in the transformation of himself, his ethnic community, and American society.
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Particularly relevant to educators is his role as a peacemaker, between his ethnic
community and the school, and between children of various ethnicities within the school.
In the pages that follow I will contend that new Americans like the Hmong have much to
contribute to the education of their own children, and to all of our children. They also
have much to teach us about the meaning of "America."

To better understand the Hmong experience as new Americans I need to go back
four or five generations to envision, again, my ancestors' arrival to the United States. It
was they who left behind a land devastated by famine and foreign oppression, and they
who were greeted by the ubiquitous signs advertising "No Irish Need Apply." They,
through their work in the mines, fields, and factories, their spirituality, their music, and
their relationships to people and to the land, have forever changed the United States. So,
too, have other sojourners from Asia, Africa, Europe, and all parts of the Americas. The
promise of the United States lies in its global roots and the understanding that you do not
have to be born here to be considered an American (Walzer, 1990). Shou Cher and I,
then, are both involved in a process of becoming and being Americans. Perhaps
together, we can construct a dialogue and reconstruct the dream of America for the
children who will come after us.

This study combines an interest in larger sociological and historical contexts of
immigrant education and experience with the use of narrative inquiry to represent and
interpret an immigrant's life. Through the telling, retelling and sharing of the life history
of a new American, the problems and possibilities inherent in the education of new
generations of Americans will be explored.

Overview of Chapters

The plan of this study is as follows:

Part One is "Immigrant and Identity, School and Society," composed of two
interrelated chapters which build the conceptual framework of this study. Chapter One,

"Narrative Inquiry and the Life Histories of new Americans," is comprised of two parts.
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The first part discusses narrative inquiry as a method, laying out some of the important
issues in this type of qualitative research.? The wide use of the narrative mode of inquiry
across disciplines and the distinctions between narrative and paradigmatic thought are
discussed. Moreover, issues in story reconstruction, and representational and interpretive
dilemmas arising in this mode of inquiry are addressed.

The second part of this chapter addresses these major issues while explaining the
methods of data collection, textual representation and interpretation used in this study of
the educational life history of a Hmong American. Education is defined broadly,
including what goes on formally in school, but, more importantly, the learning which
takes place in the immigrant home and community. This life history includes the
compiling of educational life stories through interviews with family members and those
who know them (such as teachers), participant observation, and examination of letters,
documents, and other artifacts; and the connection of these stories to larger social,
cultural and historical contexts.

Chapter Two, "Visions of America: Narratives of Immigrants, School and
Society," uses the methods of narrative inquiry to provide a new reading of the
educational lives presented in the immigrant autobiographies of Richard Rodriguez and
Leonard Covello. The lives of Rodriguez and Covello illustrate the value of educational
narratives for grappling with questions of immigrant education and what it means to be
an American. Woven into these educational narratives is a discussion of the larger social
and historical context of immigrant education in the United States. Conflicting societal
goals regarding the education of immigrants have problematized the following questions:
How can a unified culture be developed within a nation made up largely of immigrants
and their descendants? How can the children of cultural minorities best be prepared for

participation within the dominant culture? This new reading of the lives of Rodriguez

9 The broad field of qualitative research both influences and is influenced by narrative inquiry, so I have
highlighted some of the major trends and issues in this field in Appendix A.
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and Covello serves as a reminder of the importance of creating educational narratives of
new Americans such as Shou Cher.

Part Two, "The Life History of a Hmong American," forms the narrative body of
this study. Part Two begins where Shou Cher's life almost ends, in his story of "The
Shooting." From there, we return to Shou's past: Chapter three, "A River in the
Mountains,” develops Shou Cher's educational experiences from his youth in Laotian
villages to his arrival in the United States. The history of the Hmong is a history of
movement and struggle, and Shou's understanding of the present is shaped by his
knowledge of the Hmong's long road from the Yellow River in China ages ago, through
the Laotian villages and Thai refugee camps, to the urban landscapes of the United States
in the 1990s. Significantly, the history of the Hmong in the last forty years is intimately
entwined with the history of U.S. military, political and economic involvement in
Indochina. The Chers, as new immigrants, are part of the latest chapter in American
social history. This chapter suggests the significant learning that often takes place in the
lives of persons, such as Shou, who have little formal education, and that their
resourcefulness is an educational value for all Americans.

Chapter Four, "The Word," has two interconnected strands. On the one hand, it
develops Shou Cher's experiences with religion, especially recounting his conversion and
work within an evangelical ministry. The Chers spend much of their time with the
Hmong Christian community in Windigo. Shou Cher ministers to this Christian
community, his children are active in its youth group, and his house is a common meeting
place for its members. This ministry is perhaps one of the most significant aspects of
Shou's adult life. On the other hand, this chapter explores the powerful association
between the "word" of religion and literacy, especially for the Hmong. This chapter.
considers the troubling issues which accompany evangelization, as well as assessing the
significant teacher preparation and literacy education which takes place within the

church.
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Chapter Five, "Generations," focuses specifically on the parent--children
relationship in the Cher family. Special attention is paid to the way in which the young
generation of Hmong Americans faces their world, and how their world is shaped by
cross-currents of home culture and the dominant culture. The role of generativity, the
handing down of important life information from one generation to the next, is discussed
within the context of Shou's family life: Proud to recall his own family past, Shou is yet a
problematic mediator between the traditional world of his forefathers, his own
fundamentalist beliefs, and the new, "Americanized" ways of his children. Recent work
by Bruner (1990) has suggested the value of studying the lives of individuals within the
family context, as the family represents the "microcosm" of the culture. Hmong culture
has been described as group-focused, and, and in comparison to the dominant American
culture, the Hmong place little emphasis on individuality or self identity (Walker-Moffat,
1995). By focusing on an individual's life within the family context, I seek to better
capture Hmong cultural nuances. Moreover, analysis of family interactions can help to
uncover the intergenerational leaming which takes place within a context where
immigrant elders pass many values to the young, but where the young often take on many
responsibilities for the family due to their greater facility with the language and cultural
norms of the adopted country.

Chapter Six, "Making Peace," examines Shou Cher's efforts to "make peace"
between and within Hmong families, between families and the school, between children
of various cultural backgrounds, and with himself, and his own changing Hmong
American identity. Three of the Cher children attend the Horace Kallen school, in
Windigo, Michigan, where their father works as a bilingual aide and comrhunity liaison.
Community liaisons such as Shou Cher play an extremely important role in this
multicultural school. More than cultural border guides, they play the role of peacemaker
for children from various fractious communities, preparing in this way the next

generation of multiethnic Americans. The perspectives of the director, assistant director,
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the classroom teacher with whom Shou works, his fellow community liaisons, and Shou
himself are brought into an overall discussion about "making peace"” as an important
aspect of educating children for a diverse society. Finally, Shou Cher provides his own
rcﬂ_ections of how working at this multicultural school has helped him to make peace
with America, and has served as an antidote to the feelings of homelessness and
helplessness he felt after being shot near his home.

Part Three, "Lessons from a Life," reflects on what can be learned from the life
history of a Hmong American, and returns to the educational policy issues raised in
Chapter One, and the concerns of narrative inquiry raised in Chapter Two. Chapter
Seven, "Resourcefulness, Relationship, Relationship, Respect: Lessons from a Life,"
examines the major themes in this life history and discusses their implications for a
variety of readers. I examine three themes of resourcefulness, relationship and respect
which emerge from the life history narrative: The value of resourcefulness is explored
through Shou Cher's tremendous ability to adapt to changing circumstances, a quality
which seems to also be present within many refugee and immigrant communities. The
value of relationship is seen in the high value Shou Cher places on ties with family, clan,
and community. Respect, at all levels, is what makes these relationships work. I will
suggest that these three values are not only of fundamental importance to the Hmong, but
for all Americans. Therefore, these "3 R's" are also needed as part of anyone's education.
Implications of This Study

- This life history research has implications for a variety of readers. Teachers,
concerned with the education of diverse American children, may find in these pages that
parents and community leaders such as Shou Cher can provide rich educational, cultural
and linguistic resources for all their children. Shou Cher's story, much like earlier stories
such as Leornard Covello's, reminds us of the potential benefits of reconnecting schools
to varied cultural communities. Socially all children could benefit from sharing cultures

and languages, learning to respect and value the differences present in our democratic
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society. Psychologically, immigrant children could benefit whenever efforts are made to
reconnect the culture of school with that of the home. Moreover, immigrant parents, who
have often been left isolated and alienated from the wider society and their own children,
could benefit from the school's recognition that they, too, are important actors in the
education of the community's children. Policymakers may find that this narrative account
of a current immigrant family challenges rather static images of immigrants associated
with previous historical eras with quite different social and historical contexts. Second,
through a lens provided by the personal experiences of one family we can reexamine
bilingual and multicultural educational policies, and influence educational policies at the
local level to better meet the needs of all Americans, new and old. Researchers,
especially those interested in finding ways to represent the voices of diverse American
informants, may find that this life history of a Hmong immigrant suggests a variety of
forms, including poetry and dramatic dialogue, that illustrate the aesthetic quality
inherent in the stories of other human beings, and that narrative inquiry can touch the
heart as well as the mind of the reader. Moreover, researchers may learn, as I have, the
importance of resourcefulness, relationship, and respect when encountering the life of
another.

Finally, this is a work of relevance to all Americans, as it focuses on who we have
been, who we are, and who we would be as a people. Shou Cher, the peacemaker from
wartorn Laos, may teach us that schools can be made places of peace; places where
diverse Americans can find unity, not by turning their backs on rich cultural and

linguistic heritages, but by occupying, in gentle ways, a common civic and moral space.



Chapter One:
N tive Inqui 1 the Life Hist f 2 New A i

Interpretation is an art; it is not formulaic or mechanical. It
can be learned, like any form of storytelling, only through
doing.

- Norman Denzin (1994:502)

In Keeping Slug Woman Alive (1993), Greg Sarris reflects on the difficulties he

experiences and the insights he gains from doing the life history of Mabel McKay, a
Pomo medicine woman whom he has known since childhood. He concludes that such
work is best envisioned as a dialogue of discovery of the self and the Other:

In understanding another person and culture you must

simultaneously understand yourself. The process is

ongoing, an endeavor aimed not at a final and transparent

understanding of the Other or of the self, but at continued
communication, at an ever-widening understanding of both

(6).

In this chapter I will argue that narrative inquiry offers unique possibilities for fostering
such "continued communication" between the self and Others, and that engaged in a
narrative dialogue with diverse Americans, we can gain a deeper understanding of who
we are, and who we would become. In the first part of this chapter I provide an overview
of narrative as a mode of inquiry across disciplines, outline the distinctions between
narrative and paradigmatic ways of thinking, describe issues in story reconstruction,
address representational dilemmas arising in personal narratives, and discuss methods and
issues involved in narrative interpretation. In the second part of this chapter I will
describe how I used narrative inquiry in writing the educational life history of Shou Cher.
Narrative Inquiry

There is an increasing use of narrative inquiry within the broader field of
educational research. Phillips (1994) traces the history of educational inquiry from

naturalistic social science to hermeneutics to narratives, a history marked by "the gradual
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erosion of the positivist model of man...and the struggle to replace it with a model that
more adequately reflects what we humans take to be the nature of ourselves as thinking,
feeling, and sometimes rational creatures"(14). Much importance in qualitative research
today is placed on meaning-making and folk psychology (Bruner, 1990). Bellah, et al.
(1985) suggest that social science, when utilizing interpretive methods, can become "a
form of self-understanding or self-interpretation” as it "seeks to relate the stories scholars
tell to the stories current in the society at large" (301) The integration of historical,
sociological, psychological and cultural perspectives to describe the lives of others allows
for what Rabinow and Sullivan (1987) call the return to the hermeneutical circle, or
"circle of meaning" that is a goal of interpretive social science.

Narrative research takes hermeneutics one step further by arguing that people
understand their lives and explain their lives through stories, and these stories feature
plots, characters, times and places. Polkinghorne (1995) argues that the narrative is "the
linguistic form uniquely suited for displaying human existence as situated action" (5).
Clandinin and Connelly (1994) suggest that the reconstructed stories of people's lives are
a fundamental educational tool:

People live stories, and in the telling of them reaffirm them,

modify them, and create new ones...Stories...educate the

self and others, including the young and those, such as

researchers, who are new to their communities (415).
Moreover, noted scholars in many fields have suggested that the study of individual lives
over time is indispensable for social inquiry (see, for example, Cremin, 1988; Gardner,
1994; Clausen, 1993). In anthropology Rabinow (1977) and Crapanzano (1980) have
explored the difficulties and possibilities of combining life histories with cultural
analysis; in psychology, life history has often been part of the study of personality
development over time (White, 1952; Erikson, 1962); and in sociology, individual life
histories have been woven into community mosaics (Becker, 1970; Terkel, 1972). Such

biographical work encompasses C. Wright Mills' (1959) contention that "Man is a social
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and an historical actor who must be understood, if at all, in close and intricate interplay
with social and historical structures” (158).

In her extensive survey of narrative research in the field of education, Kathleen
Casey (1995) suggests several reasons why this mode of interpretive inquiry has wide
appeal at the end of the twentieth century: Narrative research reverses "the academic
trend toward deterministic economic analysis and reproductive cultural studies of
schooling" by focusing on human agency, and the ability of individuals to creatively
construct their lives within social and historical contexts (214). Much current narrative
research focuses on the lives of ordinary people, individuals whose lives are in part
defined by racial, class and gender boundaries constructed by the dominant culture. By
"celebrating" the lives of diverse individuals and diverse histories, such narratives offer
an alternative to a traditional canon shaped by a history of "great White men" (215).
Moreover, narratives offer contrasting ways in which to address the social and
psychological disruptions which characterize the postmodern era. At the level of the TV
talk show, "telling one's story becomes exhibitionism, and listening to another's becomes
voyeurism." However, narrative also offers a "way to put shards of experience together,
to (re)construct identity, community, and tradition, if only temporarily” (216).

What is narrative research? Polkinghorne (1995) notes that although the term
narrative has been used extensively in research reports to describe any prosaic discourse
(e.g., field notes, written transcriptions ), used more specifically, narrative refers to a
story (or "emplotted narrative"). Clandinin and Connelly (1994) distinguish between the
narrative phenomenon, or story, and the narrative method, inquiry. In narrative research
stories are what the inquirer collects, retells, and writes. Central to the construction of a
narrative are time, place, character and multiple researcher "I's": "The 'T' who speaks as
researcher, teacher, man or woman, commentator, research participant, narrative critic,

and theory builder."(416)
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Narrative Thought

The term narrative can describe a form of cognitive organization. In recent years
psychologist Jerome Bruner (1985) and others (Polkinghorne, 1995; Ricoeur, 1983) have
argued that narrative knowledge, rather than a mere emotional response, is a form of
reasoned knowing. Bruner suggests that there are two types of cognition, one
paradigmatic and the other narrative. Paradigmatic cognition involves classifying by
category or concept, and has traditionally been held as "the exclusive cognitive mode for
the generation of trustworthy and valid knowledge."” (Polkinghorne, 1995:9)
Paradigmatic thought guides much of contemporary scholarly work, as it provides a way
to bring order to individual items through categorization. Narrative cognition, on the
other hand, involves understanding human action by noticing the differences, and the
diversity of human behavior. Experiences are translated into specific, "storied" episodes.
The object of narrative inquiry is not to find instances of a general type, but to find
analogies to a similar remembered episode (Polkinghorne, 1995). Thus, inherent to the
method of narrative inquiry is the use of narrative cognition as a way to organize life
events. Table 1 presents some of Bruner's (1985, 1986) contrasts between paradigmatic

and narrative modes of thought in a more "paradigmatic” fashion:
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Table 21

Modes of Thought and Understanding in Science and Scholarship

Goals, ideals of inquiry

Form

’ Language

Verification

Paradigmatic
(Logical/Scientific)

Formal, mathematical system
of description and explanation
of causality; knowledge of
universal truths; certainty,
predictability

Categories and systems;
abstract argument; timeless

Consistent and non-
contradictory; neutral;
minimizes voice of inquirer

By appeals to procedures;
reflects established methods

Narrative
(Literary/Historical)

Expressive representations of
human intention, thought, and
action, and of relations
between events and human
meaning making;
verisimilitude or lifelikeness,
representativeness

Narratives and stories;
particular, concrete; temporal

Multiple and many leveled

meanings; figurative;
recognizes, sometimes

maximizes, voice of inquirer

By appeal to representational
effectiveness; conveys
meanings

Based on the work of Bruner (1985, 1986), this table illustrates that paradigmatic and

narrative modes are distinct ways of knowing, with different goals, forms, language and

ways of verification. Bruner and others have argued that each mode of thought has value

for empirical research.

1 From Weiland, S. From Adult Learmng to Adult Leamers In Welland, S., Thompson, C., and

Huberman, M.,
forthcoming)
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Retelli Life. R . g
Narrative inquiry can be distinguished from other types of qualitative research by

its focus on the individual, the personal nature of the research process, its "practical”
orientation and its emphasis on subjectivity (Hatch and Wisniewski, 1995). Focusing on
the central moments in individual lives allows life history and narrative researchers to
bring more complexity and ambiguity to the reality of human interaction in the world,
with characters who are "more 'rounded' and believable...than the 'flat,’ seemingly
irrational, and linear characters from other forms of qualitative inquiry" (Sparkes, quoted
in Hatch and Wisniewski,116). Related to this focus on the individual is the personal
nature of the narrative inquiry. To be effective, this type of inquiry requires the
researcher and the subject to work toward a shared understanding of the subject's story,
and their relationship is built upon dialogue and subject collaboration in the design,
conduct, and analysis of the research. The focus on individual lives enables narrative
research to place social theory in a practical light, as well as to connect an individual's
personal history with the social history of her life span. Finally, narrative research is
marked by subjectivity. The focus on the subject's "voice" and story are seen as a
positive contribution of the narrative genre to social science research. This feature of
narrative research has been utilized by writers who seek ways to let their informants
speak for themselves, especially those informants who, by nature of their race, class or
gender, have mostly lived on the margins of the dominant society (see, for example,
Belenky, et al., 1986; Kotlowitz, 1991; Gwaltney, 1980; McLaughlin and Tierney, 1993).
Smith (1994) contends that the life history writer must identify a hero or heroine,
even if the larger society does not recognize the person as such. Moreover, the writer
must attempt to find the "essence” of the protagonist, the inner person behind the outer
veneer. Finally, life history writers must acknowledge their own inability to ever

completely understand the "other." The anthropologist Clifford Geertz (1983) contends



24

that at best one's understanding of the "other" is more "like grasping a proverb, catching
an allusion, seeing a joke or...reading a poem--than it is like achieving communion" (70).

Narrative inquiry shares much in common with other forms of qualitative research
in its methods of collecting and processing data, yet there are important differences. As
with ethnography, narrative inquiry involves data from both "outside" research, such as
interviews, oral histories, and field notes, and "inside" research, with letters, documents,
and library materials (Smith, 1994; Clifford, 1970). Perhaps more than with other
qualitative methods, narrative inquiry is concerned with the way in which a subject's life
and thoughts are represented through field and research texts. Clandinin and Connelly
(1994) suggest that this collected data, or "field text", gains its meaning through the
relationship between the researcher and the subject. Between the field experience and the
field text are various levels of subject collaboration, interpretation, and researcher
influence. Some narrative researchers are inclined to present powerful passages from oral
histories, interviews and other ficld texts without comment, letting them "speak for
themselves." However, Clandinin and Connelly argue that the field text must be
reconstructed as research text, by probing for meaning and social significance, and
developing patterns, themes and narrative threads in the subject's story.

Drawing on the work of Dollard (1935), Polkinghorne (1995) suggests several
criteria for the development of life narratives. These include the description of the
cultural context; the physical, mental, and psychological nature of the protagonist
(subject); the social relationships of the protagonist (family, friends, coworkers); the
choices and actions of the protagonist moving toward a goal; consider the historical
background of the protagonist; the construction of a coherent story with marked
beginning and point of denouement; the development of unique characters and plot; and
the writing of a storyline that is plausible,understandable and consistent with the data.
Polkinghomne suggests that these guidelines "advance the ideal of an integrated plot that
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synthesizes the cultural, biological, historical and individual aspects of the person into a
unified story" (32).

The narrative inquirer recognizes the primacy of writing in the research process.
Denzin (1989) argues that "fieldworkers can neither make sense of nor understand what
has been learned until they sit down and write the interpretive text” (502). He suggests
four interrelated problems that the writer of narratives must address in moving between
the field and the text: This interpretive movement involves sense making, wherein the
researcher decides what from the field notes and transcripts shall be included in the
research text, and how the story will be represented; representation, wherein the
researcher grapples with how best to represent the voice of the Other, and recognizes that
"representation...is always self-presentation” by positioning herself in the story;
legitimation, wherein the researcher must decide what type of authoritative claims to
make about the public text; and desire, which involves the creation of a text that is vital,
engaging, and an adventure for both the writer and the reader.

R ional Dil inP [N .

Narrative researchers surveyed by Hatch and Wisniewski (1995) suggested that
there are strong ethical concerns to be addressed in relationships with research
participants. How can a narrative inquirer retell the another's life in way that avoids
distortion and disempowerment? Researchers must recognize the vulnerability of
subjects, and addressing issues of authorship, ownership and voice in texts. One of the
respondents, Lisa Smulyan, asks :

How do we carry out a collaborative, mutually beneficial
project while working through issues of knowledge, power,
control, and privacy; how, as a researcher, can I contribute
as much as the subject of my work is giving (119)?
Recognizing that the story reported will not be the same as the story told, Grumet

(1991) nonetheless argues that the narrative inquirer must give a fair representation of the

story back to the teller:
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So if telling a story requires giving oneself away, we are

obligated to devise a method that returns a story to the teller

that 1s both hers and not hers: that contains her self in good

company (70).
By sharing manuscripts with informants and involving them in the analysis and
interpretation of their life narratives, researchers can combat a long social science
tradition of paternalism towards "natives" that has accompanied cultural, economic and
political colonialism. An example of such a collaborative approach is found in the work
of anthropologist Sally McBeth with informant Esther Burnett Horne (McBeth and
Burnett Homne, 1996). Their joint analysis and interpretation of Burnett Home's life
history is presented to the reader as a dialogue. Such dialogues between the worlds of the
researcher and those of the informants, according to Tedlock (1983), "will stand or fall on
their own merits...not on the basis of whether the investigator got what he claims he had
been looking for" (333). Thus, the representation of the informant and the researcher in
the text is a major concern of narrative inquiry. Bill Tierney suggests that "how we
present that life, who is 'author' and how subject-researcher gets defined are issues that go
to the heart of doing qualitative work in a postmodern world, and they are best dealt with
in life history work" (quoted in Hatch and Wisniewski, 1995:121).

A possible form for representing the interplay between researcher and informant
is suggested by psychologist Robert Coles. In Children of Crisis: A Study of Courage
and Fear (1964), Coles presents in narrative form his interactions with several
participants on both sides of the movement to desegregate the South. Coles chooses to
represent long stretches of informant "voice", interspersed with his contextual comments,
without using indentations, single spacing and other traditional means of differentiating
between the voice of the researcher and that of the informant. Here is a sample from his
narrative of "Larry", a student from the north who was finishing his "Freedom Summer"
sojourn in Mississippi:

Larry left very early in the morning, and he left quickly.

The goodbyes were kept down to a minimum. They all
pretended--or believed--he would soon be back. As he
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drove north he never doubted that he would see the
Johnson's again, but he did doubt his capacity to resume life
at college. "I kept on wondering how I could face it: the
silliness and emptiness; the instructors who think they're
God because they've read a few books and can sit and talk
about 'ideas'; the ivy that doesn't only climb the buildings
but grows up the legs and into the brains of both teachers
and students. What would a football game mean to me? A
spring riot over nothing? A rule about wearing a tie at
breakfast?" (202)

Coles is able to present the voice of both researcher and informant within the context of a
life narrative by combining his contextual descriptions and interpretations with direct
quotes from informants. This form of arranging the narrative allows Cole to "give
prominence to the lives of those people, to their involvements with the world--but there
has to be the qualification: as I have seen and known those lives and involvements" (34).
Moreover, Coles uses this form to "convey to the reader what about that person...sheds
light upon the central (and vexing) issue this book aims to examine: the relationship
between individual lives and the life of a nation--where crisis has come upon them both."
(33).

Anthropologist Greg Sarris (1993, 1994) offers another viewpoint on how to
represent the interaction and dialogue between a researcher and a protagonist. Sarris
found that the ethnographic interviewing methods in which he was trained at Stanford
University were inadequate in representing the life of Mabel McKay, a Pomo Indian
medicine woman whom he had known personally since childhood. Once, when driving
McKay back to the Rumsey Reservation after her lecture at Stanford, Sarris sought her
help in identifying a major theme for her life history:

"Mabel, people want to know about things in your
life in a way they can understand. You know, how you got
to be who you are. There has to be a theme."

"I don't know about no theme."

I squirmed in my seat. Her hands didn't move. "A
theme is a point that connects all the dots, ties up all the
stories."

"That's funny. Tying up all the stories. Why
somebody want to do that?"

"When you write a book there has to be a story, or
idea, a theme..."
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"Well, theme I don't know nothing about. That's
somebody else's rule.” (Sarris, 1994:5)
Sarris reflects on what McKay's stories teach him about life and about himself, and he
suggests that the goal of his work is to "chart dialogues that open and explore
interpersonal and intercultural territories” (1993:5).

Truth or Fidelity

Should "truth" be a criteria in judging personal narratives? Various narrative
researchers have argued that such interpretive work be guided not by concerns for
"validity,"” but rather by concern for believability, fidelity and plausibility (Bruner, 198S;
Blumenfeld-Jones, 1995; Polkinghome, 1995). Bruner (1985) argues that "narrative
accounts can be lifelike and exhibit verisimilitude even when they contain demonstrable
falsehoods." Citing psychoanalytic theory, Bruner contends that "human adaptation to
life itself depends upon (one's success) in generating a believable narrative, one
that...weaves in but does not necessarily mirror the historical truth" (99). Fred Erickson
(1992), on the other hand, suggests that thickly described narratives that involve close
analysis of elements of social interaction can achieve a descriptive validity.

D.C. Phillip's (1994), however, argues that the issue of truth in narrative accounts
must not be overlooked. Phillips suggests that, when seeking to explain events, subjects
may offer stories which they mistakenly believe to be true. At other times, narratives are
offered as justifications or rationalizations of actions taken. Phillips adds:

Unfortunately, human nature is such that we have a
pronounced tendency to readily believe that the
considerations we offer by way of justification of our own
actions were the factors that actually led us to act that way,
and it might take a very refined degree of self-
understanding for some of us to realize that we have
become victims of self-delusion (20).
Several other aspects of personal stories influence the "truthfulness"” of narrative

accounts: Stories are grounded in culture, and a cultural understanding of "truth;" they
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come in multiple, ever-changing versions; and the story told differs from the story heard.
Each of these aspects will be explored further below.

Stories of individual lives are grounded in culture, and cultural criteria for
understanding "truthfulness.” Denzin (1989:25) contends that "autobiographies and
biographies are only fictional statements with varying degrees of 'truth’ about 'real’ lives.
True stories are stories that are believed in." Crapanzano's (1980) work with Tuhami, a
Moroccan tile worker, illustrates this complex relationship between "truth" and
believability. Tuhami's account of his life is full of events that probably never took place,
and yet these events contain "truths" which Crapanzano calls "autobiographical":

It was Tuhami who first taught me to distinguish between
the reality of personal history and truth of autobiography.
The former rests on the presumption of a correspondence
between a text, or structure of words, and a body of human
actions; the latter resides within the text itself without
regard to any external criteria save, perhaps, the I of the
narrator. Their equivalence is, I believe, a Western
presumption (5).

"Truth” in personal narratives comes in multiple versions and is ever-changing.
Subjects reporting on the same events or experiences may not concur with each other on
the "truth” of what happened; furthermore, versions of events offered by individual
subject's may change. Freeman (1993) contends that in the study of lives, truth is ever-
changing, as former ideas are challenged, and complexity and comprehensiveness are
added. Furthermore, the process of understanding, like the process of development, has
no endpoint. Narrative inquirers could use ever-changing, multiple versions of the "truth"
to build a more meaningful, believable life history account, much as Kurasawa used
several characters' versions of events to give deeper meaning to the story of "Rashomon."
Certainly the reports of more than one participant in a given event could be represented in
the text, allowing the writer to triangulate sources to create a more believable story.

"Truth" in narratives is further problematized by the nature of the subject--
inquirer relationship. As Denzin (1989:77) suggests, "the stories told are never the same

as the stories heard." Blumenfeld-Jones (1995) notes that many layers of intention and
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reconstruction are present in the process of telling life stories: The subject has purposes
for telling particular stories, which causes him to reconstruct his own life narrative. In
addition, the narrative inquirer has her own purposes in mind for the story heard, and is
also reconstructing the narrative. For this reason, Blumenfeld-Jones argues that a
narrative inquirer must maintain "fidelity" to both the storyteller and the story, much as
an artist would maintain fidelity with her subject. Rather than the objective truth of
science, then, narrative inquirers could pursue the subjective beauty of art:
Narrative inquiry is an artificial endeavor existing within
layers of intention and reconstruction. This
artificiality brings fidelity and narrative inquiry into the
arena of artistic process (28).
Perhaps through the artistry of this subjective relationship the inquirer remains
more "true” to her subject and her subject's story than through the objective methods of
positivist science. Miller (1996) suggests that one can reject both absolutist claims to the
truth, as well as cultural relativism, arguing instead that reality is negotiated through
social interactions:
As anthropologists, as educators, as individuals, we must
not presume to have an edge on the nature of reality. The
life stories told us can provide insight into other worlds
which we ourselves have not experienced. If we respect the
narrator and the story, then perhaps we can invent a reality
which includes both perspectives and fosters understanding
(116).

N, el .

Denzin (1994) identifies several major research paradigms which influence the
interpretation of narrative texts. One popular postpositivist interpretive style involves the
use of grounded theory. As developed by Glaser and Strauss (1967), grounded theory
does not seek to force data to conform with existing theory, but rather develops theory
and interpretive categories that are "grounded" in the data itself. For example, Ruth and
Oberg (1992) used grounded theory to analyze the collected life stories of several women,
grouped qualitatively similar life stories together into categories, and then labeled the

categories by their dominant qualities. Thus, commonalities existing across life stories
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were uncovered. A constructivist interpretive style makes use of grounded theory as well
as inductive data analysis and contextual interpretation. The goal of constructivist
interpretation is to triangulate various data sources that are credible, transferable,
dependable, and confirmable. Critical theorists use an interpretive style that seeks to
engage the voices and collaboration of oppressed groups of people within the framework
of a neo-Marxist cultural critique of social structures. Poststructural interpretive styles
are varied, yet have certain tenets in common. Denzin makes an important distinction
between positivist and post-positivist types of analysis and the analytical frameworks
employed by post-structuralists. Unlike the former, post-structuralists do not rely on
preconceived categories, and do not seek to impose their theoretical frameworks. Rather,
their goal is to let "the prose of the world speak for itself," and they highlight
multivocality and multiple perspectives (511). Denzin's interpretive style of choice
involves the organizing of life histories around "ephiphanies,” important, life-shaping
events, using a poststructuralist interpretive framework he calls interpretive
interactionism. This style "begins and ends with the biography and the self of the
researcher,” and encourages personal stories that are thickly contextualized, and
"connected to larger institutional, group and cultural contexts" (510-511). Moreover, the
stories presented in the text "should be given in the language, feelings, emotions, and
actions of those studied" (511).
Writing the Life History of Shou Cher

In the life history of a Hmong American which follows, I have chosen the
following methods drawn from narrative inquiry: Following the advice of Polkinghorne
(1995), Smith 1994) and others, I have chosen a single protagonist and sought to develop
a plot, and describe fully the setting and characters. Like Grumet (1991) and McBeth
(1996), I am concerned with representing my informant's story in a respectful manner,
and with including him in the process of analysis and interpretation. Furthermore, like
Coles (1964) and Sarris (1994), I seek a form for this story that allows for the
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representation of the dialogue between myself and my informant, and for substantial
passages of my informant's "voice." Moreover, I wish to use narrative forms that are
engage readers aesthetically as well as critically (Brunner, 1994). My interpretation of
this life history narrative encompasses four dimensions: First, through the arrangement
of the story itself, punctuated by epiphanies experienced by my informant (Polkinghorne,
1995; Denzin, 1994); secondly, through the contextualization of my informant's life
within history, culture and the social milieu; third, through the identification of emergent
themes, drawing on a combination of grounded theory (Glaser and Strauss, 1967) and
Denzin's (1994) interpretive interactionism; and finally, through a search for significance
which both shapes and is shaped by the story itself.

Education comes from the Latin educere, "to lead out." Through the medium of
this life history I seek to represent or interpret an individual's educational experiences,
with education understood broadly as a process of leading out: that is, those experiences
in the family, in school, in books, in nature, in community, in solitude, material as well as
spiritual, which help guide an individual on his or her path in life. Moreover, I seek to
place these educational experiences within important contexts of family, community,
school, society and history.

The Protagonist

The writer of educational life histories begins by choosing a protagonist whose
life and learning will be explored. Every one of us has stories to tell about our lives, and
many of these stories could be of educational interest. Therefore, it is important for the
researcher to narrow the quest for potential protagonists somewhat, perhaps by posing
questions to oneself: Is there a particular educational problem I would like to explore
through biography? Would I like to examine this problem through the life of a teacher, a
student, a parent, and/or a community member? Is there a particular sub-group of the
general population that is of interest? When I thought about these questions, I realized

that the "problem" I was interested in was the role of education in assimilating (or
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facilitating the adaptation of) new immigrants into American society. Because of my
experiences as a teacher of adults and a father, I was interested in doing the biography of
a parent who had children in the schools. Finally, a long-standing interest in linguistic
and cultural minority communities led to my decision to look for a protagonist among the
Hmong refugee community. There is a limited but growing literature about the life
experiences of the Hmong in America (see, for example, Chan, 1994; Ungar, 1995;
Donnelly, 1994; and Santoli, 1988). Although I do not speak Hmong and have not
visited Southeast Asia, I felt that by exploring the life of a Hmong adult, one of the
newest Americans, I would learn more about the Hmong, myself, and the meaning of
"being American."

Not being a member of the Hmong community, I was fortunate to have the
assistance of a Hmong community liaison who worked at an elementary school where I
did research. This liaison talked with members of his community, and came back to me
with the name and phone number of a man who had children at the school and who spoke
and understood English reasonably well. I called the man, Mr. Lee, arranged to interview
him at his home, and began an initial series of weekly visits that would last
approximately three months. During my visits I was able to communicate in English
without an interpreter with Mr. Lee and three of his older children. A few months later,
as I called to explore the possibility of interviewing additional members of the family,
Mr. Lee informed me that he and the rest of the family would be moving north to open a
restaurant in a small town. Unfortunately, due to my own family obligations, I was
unable to accompany the Lees on this new adventure. Therefore, I called up the liaison
again, and he suggested I talk to Mr. Cher, a new member of the bilingual staff at the
school. When I met Shou later at his house, I found myself in the presence of someone
with a special vitality and warmth. He was a handsome man in his mid-thirties, with dark
hair, bright eyes, and a lively, expressive face. Shou was delighted to share stories about

his life with me, and became an enthusiastic participant in this research.
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His articulateness in English, his charisma, the multiple roles he plays in life and
his receptiveness to the inquiries of a stranger made Shou Cher an ideal protagonist for
life history research. With some of my previous Hmong informants my inability to
communicate in Hmong or Lao limited our conversations to minimal questions and
responses in English. Shou and I were able to have long discussions about a variety of
issues, and this facilitated the greater representation of his "voice" in the text. Shou's
charismatic presence in the local Hmong community facilitated my meeting with other
Hmong adults and children, many of whom could be found visiting the Chers in their
home in the evenings. I became aware of the variety of roles that Shou Cher played: He
is a husband and father of seven school-age children; he is an active member of his clan
council, working specifically on ways to heal the generational rifts in the Hmong
community; he is a bilingual assistant and community liaison for a local elementary
school; and he is an evangelical minister. Finally, like the various members of the
Hmong community, I was always made to feel welcome in Shou's home, his church, and
his workplace. Coming from our disparate linguistic and cultural backgrounds, we were
able to form a friendship and converse about the new America that is coming into being.

My research data was comprised largely of audiotaped interviews and observation
notes. Iinterviewed Shou Cher, his wife, some of his children, and his employers and
coworkers at the school. In addition, I observed Shou's interactions with his family, his
church, members of the Hmong community, coworkers, and children at the school. Once
a protagonist is identified, an educational biographer can prepare an initial interview
protocol that allows for open-ended responses, yet at the same time focuses on particular
issues which may be relevant to guiding questions of the research and the particularities
of the informant. My initial interview protocol used with Shou Cher can be found in
Appendix B. Of course, once I became engaged in dialogue with Shou Cher, some of

these questions became more relevant than others, while new questions arose during the
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course of our interviews. Other important questions occurred to me later as I listened to
Shou's audiotaped stories or reread transcripts of our conversations.
Gathering Data for the N .

My life history of Shou Cher involved collecting and categorizing data through
semi-structured interviews and participant observation. Over the course of six months I
spent frequent evenings at the Cher home, especially on Saturdays, the one night of the
week Shou Cher usually had free. I also spent a few hours each week at Kallen school,
interviewing, observing, and volunteering in music activities and on the playground. In
addition, I also spent one afternoon as a guest at Shou's church, attending Sunday school
and the service.

Interviews were conducted with several informants, principally Shou Cher, the
protagonist of this life history; members of his immediate and extended family; members
of his church and the Windigo Hmong community, and his coworkers and employers at
the Kallen school. Because I am unable to communicate in Hmong, the first language of
many of my informants, all interviews were conducted in English. When necessary,
Shou Cher, who has strong communication skills in four languages, has helped interpret
for me, especially when I was a guest at his church.

Participant observation is a key feature of this research, as formal and informal
interviews can only reveal part of the life of an individual. Fred Erickson (1992) suggests
that through participant observation, "one can test one's theory of the organization of an
event by trying out various kinds of participation in it" (209). Participant observation
allows for a better understanding of the verbal and nonverbal interaction within the
family. I was able to get to know Shou's children largely through helping with
homework, playing chess and checkers, watching them watch television, and doing
outdoor activities. I was able to observe Mai Cher as she organized the household,
prepared meals, and interacted with the children, Shou, and the many members of the
Hmong community who frequented their home. I gained an appreciation for Shou Cher
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at work, observing him in his interactions with colleagues, parents and especially
children, in his role as an intermediary between the world of the Hmong community and
the world of the school.

Interpreting data collected from interviews, participant observation, artifacts and
library research in order to craft an educational life history is always problematic, but
moreso when one's protagonist has very different cultural and linguistic practices than
one's own. My protagonist, and members of his family and ethnic community, must
communicate their lives to me through the medium of a second language and culture. It
is likely that many of the nuances which they may wish to communicate will be lost in
translation or cross-cultural miscommunication. Moreover, some of my informants may
have hesitated to speak "freely" with a researcher who is an outsider to the community.
As refugees, they have suffered the calamities of war, loss of homeland and relocation to
a strange new land; their lived experiences and their knowledge of history have given
them reasons to distrust people from outside their group.

By taking seriously the dialogical (Bakhtin, 1981) relationship between myself,
my informants, and our subject matter, I have tried to overcome some of the initial
hesitation on the part of my informants. However, dialogue, encompassing the sharing of
stories, information, and interpretation between informant and researcher, raises
Clifford's (1988) intriguing question, "Who is actually the author of field notes" (45)?
Subjects of ethnographic studies have influenced the direction of research in many subtle
or more blatant ways (see, for example, Rosaldo, 1980). To what extent will Shou Cher,
as well as other informants, author this research? By proposing a life history format, I
acknowledge my part in deciding what is included, what is left out, and how the story is
arranged on the printed page. However, by regularly sharing relevant sections of my field
notes and interview transcripts with Shou Cher, his family, and other informants, I hope
to allow them to interpret the text of this life history with me, and to produce vignettes of
immigrant life that are meaningful both to the Chers and to educators and policymakers.
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In order to create a meaningful life history I seek to document the "circles of meaning”,
the everyday common sense understanding of the Cher's themselves, what Geertz (1983)
calls the "native's point of view."

Through interviews and participant observation I hope to construct a believable
narrative of Shou Cher's educational life, and to maintain "fidelity" with my subject and
his story. I hope to approach a "true" record of events, ever-changing as that truth may
be, by triangulating the stories of various informants, their letters, and photographs, with
the historical record represented in books, articles, video documentaries, and other
published research. For example, personal stories about life in a Thai refugee camp can
be triangulated with books and videos about such camps.

Finally, I agree with Denzin (1994) that interpretive research is an art, not a
science, and something which must be learned through practice. How to best write the
tale of the Cher family will be learned through the telling. And, as Van Maanen suggests,
"The magic of telling impressionist tales is that they are always unfinished." (1988:120)
R ion of the Life Hi

The form of the text for Shou Cher's educational biography varies. Each of the
choices of how to arrange the text have been influenced by decisions on how to best
represent Shou Cher's life history, my place in the re-creation of this life history, and how
to capture the deeper meanings which can often be lost in the sea of words on a page.
Some sections contain longer vignettes and little interpretive commentary, such as where
Shou Cher relates episodes in his life history; in other sections I try to represent the
dialogue which took place between myself, Shou Cher, and other informants.
Representation of this dialogue seemed especially important when our interactions were
leading us both to deeper reflection, or when we attempting to interpret parts of the text
together.

At several points I have chosen to arrange the narrative text as a poem. Several

anthropologists and folklorists have argued that the rhythmic repetitions and formulaic
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language present in traditional oral cultures such as the Hmong should be represented in
the form of poetry instead of prose (Fine, 1984; Tedlock, 1983; Clifford and Marcus,
1986; Conquergood, 1989). Tedlock has written:

If anthropologists, folklorists, linguists, and oral

historians

are interested in the full meaning

of the spoken word

then they must stop treating oral narratives

as if they were reading prose

when in fact they are listening to dramatic poetry (1983:123)
Sociologist Laurel Richardson (1992) takes this concern with aesthetic representation one
step further by suggesting the poetic in apparently bland stories of ordinary Americans
such as "Louisa May:"

It was purely chance

that I got a job here,

and Robert didn't.

I was mildly happy.

After 14 years of marriage,
that was the break.

We divorced.

A normal sort of life (128).
In seeking to represent lived experience in ways that reaffirm the lives of those being
studied, Richardson used poetic structures to engage both the emotions and the critical
minds of readers.
Along with the work of Tedlock and Richardson, Conquergood's (1989) life story of a
Hmong shaman, presented as an epic poem, has been particularly influential in my
decision to occasionally represent the emotive power of Shou Cher's narrative in poetic
form. These occasions were few, and tend to come at points where Shou Cher is
narrating particular life crises.

Below I give an example of my representation of the "voice" of Shou Cher as I

moved between an initial audiotaped transcript and the final form of the research text.2 1

2'I'llefulltl‘anscriptofﬂlisepisodecanbefouMinAppendixC.
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begin at a point in one of our first interviews where Shou has just finished telling the

story that opens Part Two of this study, recounting how he was shot in the back outside a

convenience store near his home, his recovery in a local hospital, and his feelings when

the doctors told him he could go home:

w“w 9 v U

But after I came from the hospital the things that I think in my mind--now its
quite changed, its changed a lot, but back to that time, the first week, I'm gonna t
ell you what I think, back to that time. I said,

There isn't any solid place, any place of peace on Earth. There isn't. I stay in the
hospital or two weeks. Ido not, I disown that place. The hospital is not my place.
They said, you can go home. And I don't have a home to go . This house I live in
which is not my house. Not my home. I live by the money. This place belongs
to someone else. It's not my house. I don't belong to Earth.

Besides, I scared. I do not know if nextday I get shot again. I don't trust going
outside. I do not know how I should live. I do not want to stay by the window. I
don't want to sit by the window. 1 don't want to live in this area. I don't want to 1
ive anywhere. I don't belong to this Earth.

These, there were a lot of things in my mind. And a couple, five days from the
day I got shot, my mother, who stayed with me in this house, she prepared my
youngest, my younger, my second youngest daughter going to kindergartner
school. And somehow, she does not know why, she fell on the cement walking,
sidewalk. And all her face got scratched and bruised, And she does not know
why. And that even bring me lower. I said, Why that happen? And she has a
problem too, she has a disease sometimes, too. And I said, Why she fall down.
And she does not realize how, why, how she fall down. And when I came back
her mouth still kind of

Swollen?

Swollen, her face was still, uh

Bruised?

Bruised and scratched, and swollen too. And I said, Oh no. Why me? Why me?
my mother also said, this Earth does not belong to us. We do not belong to the

So that's bad, but the only good thing by that time we experienced we say, we
don't belong to the Earth. We belong to Heaven, where we should go. And we
should go until we are there. That's the feeling back at that time. Very strong.

Here is the same story as represented in the research text:

But after I came from the hospital, the first week, I'm gonna tell you what I

thought.



I said:

There isn't any solid place,

any place of peace on Earth.

There isn’t.

I stayed in the hospital for two weeks.
I disown that place.

The hospital is not my place.

They said:

You can go home.

And I don't have a home to go to.
This house I live in is not my house.
Not my home.

1 live by the money.

This place belongs to someone else.
It's not my house.

I don'’t belong to this Earth.

Besides, I am scared.

I do not know if

the next day I will get shot again.

I don'’t trust going outside.

I do not know how I should live.

I do not want to stay by the window.
1 don't want to live in this area.

I don't want to live anywhere.

I don't belong to this Earth.

Five days after I got shot,

My mother fell on the cement sidewalk.
And all her face got bruised and scratched.
She does not know why.

And that even brought me lower.

I said,

Why did that happen?

And when I came back

her mouth was still kind of swollen,

her face was still bruised and scratched.
And I said,

Oh no.

Why me?

Why me?

My mother also said,

This Earth does not belong to us.

We do not belong to this Earth.
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The only good thing we experienced at that time
is when we said,

We don’t belong to the Earth.

We belong to Heaven,

where we should go.

And we should keep going until we are there. 3

Several issues are apparent in the representation of this episode in Shou Cher's
life. First is the issue of language, and whether or not the "voice" of the protagonist is
best represented in his exact words. Shou Cher is not a native speaker of English, and he
makes occasional grammatical or speech errors. I felt that the meaningfulness of Shou's
narrative to an English-speaking audience would be enhanced by correcting such errors.
Another issue to is the representation of my own voice. For this episode, I made the
decision to delete my questions and comments from the research text, and reconstruct it
as a longer story in Shou's voice. I made this decision because I felt that, as a major
event, or epiphany, in Shou's life, the story had an underlying cohesiveness which was
somewhat fragmented by the inclusion of my short questions. Moreover, I felt the
meaningfulness of the episode was enhanced when it was reported in Shou's words only,
even as he described the dialogues he engaged in with hospital personnel and visitors.
Finally, I made the decision to represent part of this episode as poetry. I was moved by
Shou's description of his feelings when leaving the hospital, and I felt that, represented as
poetry, and set off from the rest of the text by the use of italics, the emotive quality of this
passage would be more clearly conveyed in the text than if it were represented as prose.

The representation of Shou's voice in the text has also been influenced by his
reading and our discussion of earlier drafts of this life history. Shou, perhaps because of
his early training in Hmong song, enthusiastically supported the rendering of some of his
oral speech as poetry. Moreover, throughout the text he added additional information or,

in some cases, advocated that some information be left out. I would like to discuss two of

3 Shou, as it turns out, learned and practiced traditional Hmong oral poetry from an early age. A short
discussion of how this traditional artform has influenced Shou's poetic voice in English can be found in
Appendix D.



42

these instances, since they illustrate both Shou's part in fashioning the research text as
well as the importance he places on maintaining strong relationships within his family.

In one of our first interviews Shou recounted to me a dream he had in Chicago
that influenced his decision to go to theological school.4 After I showed him my initial
rendering of this dream as a poem, Shou told me that it some of it was missing. When I
replied that I had transcribed everything on the audiotape, he brought over a marker and a
drawing board and explained the dream to me again, diagramming the action from his
village in the mountains, along the path through the fields, to the deep, dark jungle. After
this initial explanation, he closed his eyes and, speaking rapidly, retold the dream again,
adding quite a few details. When he saw the second draft of this dream, he added one
more part that he said was missing: The closing dialogue between he and his wife, as
they prepared to be parted until the arrival of the "second ark." Through the additions of
these details the text of the dream more than doubled in length.

When I asked Shou if there were parts of the text that he would like to see revised,
I thought he might ask me to change sections of the text that might challenge his religious
convictions, or his role as a father. Actually, he was not concerned with these parts of the
text, but with sections that might reflect badly on members of his family. Sections that he
particularly wanted to change involved episodes where his brothers did not measure up to
the expectations of their father. Because of Shou's concerns, details in some of the stories
concerning the relationships between his father and his brothers have been deleted.

My representation of Shou's voice in the text cannot match the authenticity of an
autobiography. Nevertheless, by quoting from him frequently, choosing forms that
suggest the emotional power of his speech, and by including him in discussions and
revisions of the research text, I feel that this life history of Shou Cher has gained an

authenticity of its own.

4 For the text of this dream, pages 139-141.
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Four Di . f Life Hi L .

Story as Interpretation

From beginning to end, this life history research is a process of interpretation.
Shou Cher begins by interpreting his life to me by means of stories. As a researcher and
writer, my retelling of his life history involves three levels of interpretation. The first
dimension of interpretation involves organizing the data gathered from interviews,
participant observation and library research into the form of a story. This is what
Polkinghome (1995) refers to as the process of narrative analysis, wherein elements of
data are configured into a unified, meaningful story. The text which appears in this study
has been chosen to present an account which is readable, accurate and meaningful, and
which retains fidelity to the accounts given to me by my informants. In many ways I
follow the model of the impressionist tale as described by Van Maanen (1988):
Dramatic recall, condensed yet vivid contextual descriptions, and the "voice" of the
protagonist are all important elements in such tales. Rather than seeking "correctness,"
the audience must judge this life history by the standards of "interest (does it attract?),
coherence (does it hang together?) and fidelity (does it seem true?)" (105).

Narrative analysis involves the production of an emplotted narrative or story
(e.g., life story, case study, life history). The inquirer seeks to configure data elements
into a unified, meaningful story. This means discovering and developing a "plot" that
reveals the connection between elements of the data. Narrative analysis involves
synthesis of data, not categorization. Polkinghorne suggests that in narrative analysis the
inquirer must begin with the question, How did this happen? Then the inquirer gathers
the data necessary to answer the question. For one form of narrative inquiry, life history,
this may include personal diaries, writings of the person, interviews with friends, family
and associates of the person, and interviews with the person herself. This collected data
is then interpreted and integrated into a story. Polkinghorne (1995) suggests that "the
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final story must fit the data while at the same time bringing an order and meaningfulness
that is not apparent in the data themselves" (16).

Lives in Contexts

The second dimension of interpretation involves the contextualization of a life
within history, culture, and a social milieu. My "inside" research served to deepen my
understanding of the varying social and historical contexts of Shou Cher's life. As the
research text grew, I found it necessary to become familiar with a variety of literatures,
including the cultural history of the Hmong; the historical relationships between nations
of the West (e.g., France, the United States) and Indochina; religious fundamentalism and
missionary activity; and bilingual and multicultural education, specifically regarding the
education of new immigrants. Drawing from these and other literatures, I am better able
to relate the life of Shou Cher within particular social, historical and cultural contexts,
thus making that life more meaningful for a wider audience.

Of course a dilemma faces narrative inquirers who wish to provide a meaningful
account of an individual's life, and at the same time address the larger social, historical
and cultural forces that shape that life. Brunner (1994) suggests that a major issue
involving narrative form is the question of creating "professional texts that name
problems and literary texts...that illumine those issues and invite vicarious participation"
(93). In the same vein Smulyan asks:

How do we place the individual within her social context

and demonstrate the powers and forces that shape her

experience and also provide a rich description of her story,

her shaping of her world? (quoted in Hatch and

Wisniewski, 1995:120)
Representing in some way the "dialectic" between individual lives and societal contexts is
one of the major challenges facing narrative inquirers, a challenge Hatch and Wisniewski
(1995:128) argue is essential for narrative research:

We see the power of life history and narrative accounts in

the dialectic between the unique experiences of individuals

and the constraints of broad social, political, and economic
structures. It may be possible artfully to weave these
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constraints into life stories so that they are barely visible,
but their presence is essential.
A life history of an individual, to be meaningful, must be placed within social, cultural
and historical contexts. Such contexts for the life of Shou Cher are developed in the first
four chapters of part two, focusing particularly on the intersection of Shou Cher's life
with history, community, family and school.

Emergent Themes

The third dimension of interpretation involves the development of themes which
emerge from the narrative. The complexity of an individual life should not be sacrificed
to an overriding theory, be it positivist, postpositivist, constructivist or critical. In my
interpretive work I have chosen a post-structuralist interpretive strategy similar to the
interpretive interactionism described by Denzin, examining critical "epiphanies” in the
life of Shou Cher, and placing his lived experience within historical, social and cultural
contexts. At the same time I examine emerging themes from the narrative, using
grounded theory without the rigid categorization of data, relying rather on the critical
encounters with the developing text that I share with my protagonist. Thus, while this life
history narrative is punctuated by critical moments in the life and learning of Shou Cher,
the arrangement of chapters is as much thematic as chronological.

Though I wished to allow important themes to emerge from the narrative, as I
began the interviewing process, I had certain important questions in mind. As a Hmong
refugee from Laos, what insights could Shou Cher provide me on the question of being a
new American? Through shared stories and dialogue, could Shou and I make some sense
of what it means to be an American, of American identity? Since the concept of identity
has come to have many different meanings (Gleason, 1983), I began my analysis by using
a framework provided by Eriksonian (1950) as well as Vygotskian (1978) concepts that
combines the self identity of the individual personality with the social, cultural, historical
and ideological contexts of individual lives. An alternative version of the self which

reflects years of work among various cultural groups in the schools is put forward by
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Spindler and Spindler (1994). They conceptualize an enduring self which reflects one's
past and cultural heritage, and a situated self which responds to the exigencies of
everyday interaction within a dominant cultural context.5 However, in analyzing the
remarkable adaptations that Shou Cher has made in his long journey from the mountains
of Laos to life in the United States, I began to realize that, as the work of Freeman (1993)
suggests, Shou was rewriting his self over time. Moreover, Robert Lifton's concept of
protean identity, wherein the postmodern self can adapt to a variety of shapes and forms,
seemed particularly relevant to the lived experience of this refugee from Laos.

The protean self, in some ways, weds Eriksonian identity theory to post-
structuralist concerns for individual and cultural variation. Lifton writes that the protean
self "requires a modicum of inner continuity, and of coherence as well, but on its own
personal and cultural terms" (88). Drawing on Langer's (1951) theory of the symbolizing
mind, Lifton suggests that "the self becomes an engine of symbolization as it
continuously receives, re-creates, and extends all that it encounters" and "centers on its
own narrative, on a life story that is itself created and constantly re-created” (28, 30).
Proteanism is a response to the increasing rate of flux in modem life, influenced by
historical forces of historical dislocation, mass media revolution, and threat of extinction.
Individual sources of flux include a sense of fatherlessness (or homelessness), and the
adoption of survival strategies that vary from shutting down to opening out--reactions
Lifton refers to as fundamentalist or protean. As will be illustrated in later chapters, Shou
Cher’s life history may well illustrate the complexities of a Hmong American identity
which draws from fundamentalist Christian values, Hmong cultural traditions, and a

protean ability to adapt to new conditions.5

5 A more extensive description of the Spindlers' analysis of how members of minority cultures negotiate
their identities in school contexts is provided in chapter six.

6 This work is influenced by various concepts of the self, including those put forward by Erikson,
Vygotsky, the Spindlers, and Lifton. A comprehensive review of the many traditional and

metaphors of the self is found in Hoskins, M. and Leseho, J., 1996. Changing Metaphors of the Self:
Implications for Counscling. Joumal of Counseling and Development, 74 (January/February), 243-252.
The development and change in identity over the life span is explored through the perspectives of
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One's culture plays an enormous factor in shaping one's sense of identity. Clifford
Geertz (1987) defines the culture of a people as "an ensemble of texts, themselves
ensembles, that the anthropologist strains to read over the shoulders of those to whom
they properly belong” (239). Being an outsider to the Hmong community and unable to
speak the Hmong language, I had no pretensions of coming to a deep understanding of
Hmong culture. However, as an American, I hoped to learn some of the cultural nuances
of a fellow American, whose "ensemble of texts," as a new American, were both similar
and vastly different from my own. Coming to understand American culture as it is
transformed by one of its diverse participants, then, was my goal. Rabinow and Sullivan
(1987) suggest such a dialogical approach to understanding culture:

Culture--the shared meanings, practices, and symbols that
constitute the human world--does not present itself
neutrally or with one voice. It is always multivocal and
overdetermined, and both the observer and the observed are
always enmeshed in it (7).

I wanted to learn what values Shou and members his family found in Hmong culture and
in what they perceived to be American culture, and ways in which they saw these cultural
values complementing or contradicting one another.

The Spindlers (1990) have argued that at the center of the American cultural
dialogue are mainstream values such as individualism, personal achievement, and a
belief in progress, yet "various forms of biculturalism...may constitute viable adaptations
to the need to 'get along' in America at the same time that ethnic pride dictates a retention
of self-orientation within one's own culture of origin" (37). In what ways are the Chers
adapting to the dominant culture, and in what ways are they retaining a separate
"identity"? How have both formal and informal educational experiences influenced their

views on what it means to be a "new" American, and what it means to be Hmong? What

knowledge and values are the Cher children learning from their parents (and/or other
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adult family members)? Specifically, what is the role of the adults in passing along
cultural information to the next generation--what Kotre (1984) calls "cultural
generativity" (see also Erikson, 1950)? What knowledge about the dominant culture are
the children passing on to the adults? Such questions regarding informal and formal
education and intergenerational learning are thus important elements in coming to
understand the lives of new Americans as they are both transformed by, and transform,
America.

Search for Significance

A final dimension of interpretation involves the search for significance within the
emerging themes from a life: What makes a person's life history memorable or relevant
to the lives of others? To some extent, Shou Cher’s differences help shape the
significance of his story: By presenting the beliefs, traditions and worldview of a
member of a minority culture, his story challenges readers to extend their own visions of
the world; it challenges educators to reexamine the educational role of immigrant parents;
it challenges all Americans to rethink the role of schools as places to bring diverse young
people together, not to separate and pit them against one another. However, the search
for significance also extends to what Shou Cher and I (and many readers) share in
common, and in many ways these commonalities shape the life history itself: We share a
concemn for histories, of families, peoples and nations; we share a concern for
relationships within families and communities and across generations; we share a concern
that schools support families and serve to bring children of diverse families together in
positive ways. These issues of history, community, family, school, and differing
worldviews, which impact on the education of new Americans, guided my search for
significance in the analysis of Shou Cher's narrative.

The chapters which follow consider Shou Cher's learning over a lifetime, and his
relationships to history, family, community and school. They also reflect his deep
spirituality and religious commitment as an evangelical preacher. Most importantly,
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values emerge which guide Shou and with which he would guide the next generation of
Hmong Americans.
Summary

Narrative inquiry can offer researchers an intimate portrait of an individual,
situated within historical, social and cultural contexts, yet revealed as an active agent in
his or her own life. Through varied narrative forms, writers of lives can bring out the
aesthetic in social science texts and bridge some of the gap that separates the language of
informants from that of the academy. Moreover, when narrative inquirers take seriously
questions of representation, they can better insure that the stories they retell are given
back to informants "in good company,"” as Grumet advocates.

Narrative inquiry also contributes conceptual tools for readers of lives. Through
biography and autobiography, readers can come to an understanding of the complex
relationship between individual agency and the social and historical contexts that
influence lives. The next chapter provides a new reading of the history of immigrant
education in the United States as seen through the lives of two immigrant children who
lived, and made, part of that history: Richard Rodriguez, whose parents immigrated to
Sacramento, California in the 1940s, and Leonard Covello, who immigrated with his
family to New York City in the 1890s. The lives of Rodriguez and Covello presents the
reader with different answers to the question of how best to educate new Americans, and
whether educational "success" neccesitates a break with one's linguistic and cultural
community. Moreover, the history of immigrant education that backgrounds the lives of
Rodriguez and Covello provides a fundamental context for understanding the educational
life history of immigrants such as Shou Cher who have arrived in the United States in the

last generation.



5T

V),

l I}
I,
Youy
Offer
1ip |
Se\q



Chapter Two:

What visions have immigrants had of America and American schools? What can
.we learn from the lives of those who have learned to become Americans? Millions of
immigrants have participated in American public education, and their reactions to
schooling have been and continue to be varied. In what follows I examine some of our
history of immigrant education policies by comparing and contrasting the experience of
two children of immigrants, Richard Rodriguez and Leonard Covello, who have written
autobiographies about their educational experiences in America.! Hunger of Memory
(1982) is Richard Rodriguez' story of how he achieved a public American identity
through education. The book and its author have been influential in the last two decades
as debates over bilingualism and affirmative action have raged. The Heart is the Teacher
(1958) is less well known. It recounts Leonard Covello's life from his days as an
immigrant child in America through his years as a principal in the New York City
schools. Although Leonard Covello and Richard Rodriguez both grew up in immigrant
families in the United States, in many ways their stories are quite different: Covello was
an Italian-American who arrived in New York at the turn of the century, while Rodriguez
was a Mexican-American growing up in Sacramento in the 1950s; Covello's family lived
in a tenement building surrounded by fellow countrymen and the Italian language;
Rodriguez' family lived in a middle class Anglo neighborhood where the language of the
street was English; Covello championed the teaching of immigrant languages in the

schools, whereas Rodriguez champions the use of English, the language of public life;

11 have chosen the autobiographies of Rodriguez and Covello because each deals at length with issues of

immigrant education, and because they offer contrasting viewpoints on the relationship between immigrant

youths, immigrant communities, and the larger society. However, other immigrant autobiographies which

offer perspectives from women and other immigrants of non-European origin would be valuable to bring

into this discussion. A short annotated list of immigrant autobnographles can be found in Appendix E.

Several review wsays on unmlgrant autobxographnes can be found in Holte, J., 1988. The Ethnic L. A
graphy. New York: Greenwood Press.
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Covello's educational life was community-centered; Rodrgiquez's centered on the
individual. Yet, the crossing of linguistic and cultural boundaries between the home and
the school held similar consequences for both Covello and Rodriguez in their familial
relationships.

The lives of Rodriguez and Covello help frame some of the dominant policy
themes in immigrant education: Rodriguez' life, filled as it is with the angst of a middle-
class American man who forsook his home language and culture to achieve a public
identity, intersects with the rise of influential sociological theories ranging from cultural
deprivation to cultural capital, theories which in different ways suggest that immigrants
and members of other non-dominant groups must embrace the cultural forms of the elite
if they wish to succeed as Americans. Based on his own experience Rodriguez cautions
against bilingual programs in schools, arguing that these will slow the achievement of
public identities on the part of second language students; nevertheless, Rodriguez's later
work suggests that, in a world of infinite cultural intersections and transformations,
schools must acknowledge the cultural contributions of all Americans. Covello's
experiences as a student, teacher and principal intersects with the one of the largest
historical efforts to "Americanize" immigrants. Moreover, in his educational career he
challenged eugenic explanations of mental deficiency, and worked for the academic
achievement of all students, no matter the color of their skin, their accent or their
socioeconomic status. Furthermore, Covello's insistence on the importance of home
language and culture in the educational process foreshadows contemporary educational
concerns with the representation of diverse cultures and languages in the schools.
Finally, through his work as a principal in East Harlem Covello fostered an understanding
of the school as a center of the community, where all community members, no matter
how poor or how heavy their accent, would be welcomed home.

E pluribus unum: "Out of many, one." I believe that the challenge to American

educators for the next century remains much the same as it has been since the time of
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Horace Mann: A place must be found where the pluribus can gather as equals, where
diverse traditions are respected, and where the unwn can acknowledge conflict, yet strive

for peace. Schools must be such a place.

Richard Rodri . Of Vai 1 Sil

Hunger of Memory is Richard Rodriguez' story of how he gained a public voice in
America, and lost the power to communicate with his parents. In the opening pages we
learn that this dark-skinned child of Mexican immigrants has become an assimilated,
middle-class American. Yet, despite his economic and social success, his sense of loss is
palpable:

What preoccupies me is immediate: The separation I

endure with my parents in loss. This is what matters to me:

the story of the scholarship boy who returns home one

summer from college to discover bewildering silence,

facing his parents. This my story. An American story (5).
Educational achievement would enable Richard to gain what he calls a public identity as
an American, and to fully participate in the social and political arenas of an English-
speaking dominant culture. It would also distance him from his private identity as a
happy youth growing up in the warm, Spanish-speaking world of his home.

Interestingly, it was Richard's parents who encouraged their children to speak
only English at home, following a visit by Richard's teachers. Physically separated from
the Spanish-speaking community in Sacramento, and encouraged to use English by his
parents and teachers, Richard embraced the new language. He blossomed in school, and
became enamored with the world of books. In later life, he would not defend the use the
first language in school, because he felt that it would prevent the adoption of a "public
identity":

Without question, it would have pleased me to hear my
teachers address me in Spanish when I entered the
classroom. I would have felt much less afraid. I would
have trusted them and responded with ease. But I would

have delayed--for how long postponed?--having to learn the
language of public society. I would have evaded--and for
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how long could I have afforded to delay?--learning the
great lesson of school, that I had a public identity (19).
However, for Richard there is no middle ground between the public identity of society
and the private identity of his (formerly) Spanish-speaking home. Acceptance of one
entails the rejection of the other. To be economically and socially successful in America
means breaking with the traditions and language of nondominant cultures.

Nevertheless, Richard illustrates his continuing "hunger"” for the rich Spanish
communication of his childhood home by contrasting this with the silence that
accompanies his assimilation to the dominant culture:

Matching the silence I started hearing in public was a new

quiet at home. The family's quiet was partly due to the fact

that, as we children learned more and more English, we

shared fewer and fewer words with our parents. Sentences

needed to be spoken slowly when a child addressed his

mother or father. (Often the parent wouldn't understand.)

The child would have to repeat himself. (Still the parent

misunderstood.) The young voice, frustrated, would end up

saying, "never mind"--the subject was closed (23).
Richard began to feel embarrassed by his parents’ lack of formal education. "It was not
that I thought they were stupid,” he writes, "but stupidly I took for granted their enormous
native intelligence" (52). The authority that had formerly rested in his parents was now
transferred by Richard to his new idols, his teachers. Books became his new source for
knowledge, especially the books his teachers considered important, and "the information
gathered from a book was unquestioned" (53).
Culturally Deprived?

In Sacramento, in the 1950s, Richard's working-class family "lived among
gringos and only a block from the biggest, whitest houses. It never occurred to my
parents that they couldn't live wherever they chose” (12). From his earliest years Richard
identified English as a public language and Spanish as intimate, the language of the
home:

Like those whose lives are bound by a barrio, I was

reminded by Spanish of my separateness from los otros, los
gringos in power. But more intensely than for most barrio
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children--because I did not live in a barrio--Spanish seemed
to me the language of home...My parents would say
something to me and I would feel embraced by the sounds
of their words. Those sounds said: I am speaking with
ease in Spanish. I am addressing you in words I never use
with los gringos. I recognize you as someone special,
close, like no one outside. You belong with us. In the
Jfamily. Ricardo (16).

Richard Rodriguez's description of how he became a public man, by distancing
himself from the private world of his home language and culture, helps to frame theories
of cultural deprivation and cultural capital that have influenced educational research and
practice. The 1950s saw the rise of cultural deprivation theory. According to this theory,
immigrants and other minority groups suffered from environmental factors--families
which did not place emphasis on education, lower-class values and lack of English
language skills. Therefore, the job of schools was to change the culture of the "culturally
inferior", and thus overcome the inherent handicaps of the immigrant background. Much
of the "culture of poverty" research in the 1960s accepted this premise, and sought ways
to "replace" the impoverished "culture"” of the "disadvantaged classes" with tenets of the
dominant culture (see, for example Hellmuth, 1967).

Culture deprivation theory influenced many of the Great Society programs, and
continues to be influential for many politicians and policymakers today--witness the
attention given to "at-risk" students and the problem of "single parent” families (see
Swadener and Lubeck, 1995;Baca Zinn, 1989). In a critique of Culture deprivation
theory, Di Leonardo (1984) suggests that by focusing on the family as the determining
factor in failure or success, one could conveniently overlook racial and class inequalities
in America:

[Culture deprivation theory] divorces individuals' economic
statuses from the larger economy and its evolutions, and
from its entire ethnic/racial infrastructure of institutional
racism...It blames the victim (21).
"Cultural capital" theory has come into vogue among educational theorists as a

new way to explain the environmental factors that contribute to educational failure or
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success. Rather than place blame on the family, theorists argue that socioeconomic class
(as well as racial) distinctions contribute to educational achievement. Pierre Bourdieu
(1973) argued that members of higher socioeconomic classes had more cultural capital
because of their greater exposure to high culture (e.g., the arts, music, literature).
Because of their accumulation of cultural capital, their children would have better
chances at success in school, where such capital was valued: They were better prepared
to master academic material, handle abstract concepts, and receive the favor of teachers.
Children of lower socioeconomic classes, on the other hand, had little exposure to "high
culture,” and in school the often became discouraged, had fewer accomplishments, and
little positive recognition from teachers. In studies of cultural capital in the United
States, Wells and Serna (1996) have described how elite parents use their cultural and
political capital to resist curricular changes that would end the separation of students into
academic, general and vocational tracks, thus mixing their young with the children of
lower social classes. Kalmijn and Kraakamp (1996) have suggested that ethnic
minorities, when given access to what they call "highbrow" culture, may find a means for
social mobility. This could certainly be said to be the case with Richard Rodriguez in his
transformation into a "middle-class man."

However, caught up in the effort to find ways to provide cultural capital to those
who seem to lack it, many educational theorists have failed to question whether there is
indeed a hierarchy of "cultures," or the extent to which all socioeconomic and ethnic
groups contribute to the arts, music, literature, and other elements of a supposedly "high
culture.”" Our national literature, for example, is imbued with a richness that derives from
its multiple roots and subjects, a richness embodied in the poetry of Walt Whitman and
Maya Angelou, and the prose of Mark Twain's Huckleberry Finn and Louise Erdrich's
Love Medicine. Michael Walzer (1990) illustrates the multicultural roots of American
"high culture” with his description of Gene Kelly's danse Americaine in the movie,

American in Paris:
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"Une danse Americaine,"” Gene Kelly tells the French

children as he begins to tap dance. What else could he call

it, this melted-down combination of Northern English clog

dancing, the Irish jig and reel, and African rhythmic foot

stomping, to which had been added, by Kelly's time, the

influence of the French and Russian ballet? Creativity of

this sort is both explained and celebrated by those writers

and thinkers, heroes of the higher culture, that we are likely

to recognize as distinctively American (607).
All the cultures that influence "American" culture have value, whether or not a price tag
can be placed upon them; failure to recognize this explicitly is the supreme fallacy of
cultural capital theory, just as it is with theories of cultural deprivation and eugenics. In a
world where cultures are constantly intermingling and transforming, new theories are
necessary that neither seek to promote the domination of one culture over others nor to
isolate culturally distinct groups from each other.

In his recent book, Days of Obligation: An Argument with My Mexican Father
(1992), Richard Rodriguez engages in a process of reexamining the interconnectedness of
cultures, especially those of California and Mexico. He looks at the multiple Native
American, Mexican and Anglo histories of the mission towns in California; the influence
of Mexican workers who constantly renegotiate national and cultural boundaries; and his
own paradoxical role as a writer and researcher of Mexican descent, interviewing in the
honky-tonks of Tijuana by day, retreating to San Diego, the land of promise, at night. In
illustrating the ongoing process of cultural transformation taking place in Mexico, in the
United States, and within himself, Rodriguez is perhaps finding a way to make peace
with his heritage, his family and his America. Language Deficiency and Bilingual Policy

In Hunger of Memory, Richard Rodriguez makes a strong argument against
bilingual education, suggesting that it could prevent working-class, non-native speakers
of English from achieving a public identity, and the rights and opportunities due all
Americans:

Only when I was able to think of myself as an American,
no longer an alien in gringo society, could I seek the rights

and opportunities necessary for full public
individuality...Those middle-class ethnics who scorn
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assimilation seem to me filled with decadent self-pity,

obsessed by the burden of public life. Dangerously, they

romanticize public separateness and they trivialize the

dilemma of the socially disadvantaged (27).
Rodriguez seems to recognize that, to have access to social and political power, members
of cultural minorities would have to learn, and conform to, the parameters set by the
dominant culture. Referencing Shakespeare's quintessential dispossessed native, he says
"I have taken Caliban's advice. I have stolen their books. I will have some run of this
isle” (3).

Rodriguez speaks also of the danger of romanticizing public separateness.
Clearly, the historical debates over language and cultural issues in the United States are
filled with references to the danger of political and social fragmentation which might
result if large numbers of people were to continue speaking languages other than English.
Benjamin Franklin, who had taught himself French, German, Italian, Spanish, and Latin,
and in 1732, had published the first German-language newspaper in North America, was
one of the first colonists to emphasize the importance of "Anglifying" the general
population. In his "Observations Concerning the Increase of Mankind" (1751), Franklin
wrote that the increase of the German-speaking population in Pennsylvania was a definite
threat:

Why should Pennsyvania, founded by the English, become

a Colony of Aliens, who will shortly be so numerous as to

Germanize us instead of our Anglifying them, and will

never adopt our Language or Customs any more than they

can acquire our Complexion? (quoted in Shell, 1993:109)
Although many English colonists of the time may have shared Franklin's sentiments,
diversity of languages and bilingualism was a fact of colonial life. Besides numerous
Amerindian languages, the African languages of slaves, and the French and Spanish of
adjacent colonial territories, one-quarter of the Europeans in the British colonies spoke
languages other than English. During the Revolutionary War, the Continental Congress
published many official documents in French and German, including the Articles of

Confederation. In matters of education, the use of English spread in the early years of the
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19th century, but many non-English language schools continued to thrive, and German,
French and Spanish were sanctioned by several states as languages of instruction
(Crawford, 1989). However, by the early Twentieth century the arrival of millions on
non-English speaking immigrants began to raise worries in some quarters that internal
divisions would follow. Theodore Roosevelt, one of the strongest supporters of
Americanization programs, summarized this reaction to massive immigration when he
said, "We have room for but one language in this country, and that is the English
language, for we intend to see that the crucible turns our people out as Americans, of
American nationality, and not as dwellers in a polyglot boarding house" (quoted in
Crawford, 1989:23). Public policies against the use of diverse languages in schools were
not widely implemented, however, until the advent of World War One, when the use of
English was increasingly seen as a test of political loyalty.2

"Sink or swim" English teaching strategies slowly gave way to language
replacement strategies and the rise of specific English as a Second Language (ESL)
instruction in the 1950s. Within such ESL classes, curriculums continued to exclude
discussion of minority cultures or present them in stereotypical fashion. In the words of
Diego Castellanos, ESL's replacement strategy tended to produce "half-lingual stutterers
in thought, stammerers in spirit." (quoted in Crawford, 1989:27).

In response to the advocacy of members of minority language groups and growing
awareness of low academic achievement and high dropout rates among minority language
students, Congress passed the Bilingual Education Act of 1968. This was the first federal
legislation to support the needs of non-English speaking children in the schools.
However, the goals of the program seemed unclear: Was it to be a remedial program,

2 For example, in 1915 German was the most widely spoken language in the United States after English,
and 24% of all secondary students were enrolled in the study of German. However, anti-German feeling
caused by the war would curtail the use and study of German sharply. Several states banned German
speech in public places, including schools; the study of German was forbidden at public and private schools
in Ohio; German language teachers were either thrown out of work or reassigned to teach "Americanism."
By 1922 enrollment of secondary students in German was less than one percent (Crawford, 1989).
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overcoming "language deficiency" and working for assimilation--or was it to be bilingual
enrichment, developing students' inherent linguistic resources, and preserving pluralistic
cultural heritages?

Amendments, civil rights guidelines and a key court decision were to help clarify
the intent of the Bilingual Education Act. Amendments in 1974 clarified that both
English and native languages could be used in bilingual classrooms. Further amendments
in 1978 and 1984 would redefine eligible children as "limited English proficient" (LEP),
thus reinforcing the deficit approach to teaching minority language children; provide
Family English Literacy programs for adults and youths not in school; and, in a
significant move away from the deficit model, provide programs aimed at the
achievement of proficiency in English and a second language.
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Table 3

Some Important Events in Immigrant Education History

1780s

1840s

1850s

1890s
early 1900s

1917

1924
1950s
1965

1968
1974

1986

1995

1996

Articles of Confederation and other official documents of the new United
States published in English, French and German.

Massive immigration to U.S. by Irish, and later Germans. Rise of the
common schools.

Sometimes violent controversies as immigrant Catholics are forced to read
Protestant bibles in public schools. Rise of the Know Nothing anti-
immigrant movement.

Beginning of massive immigration from Eastern and Southern Europe.
Rise of Americanism movement. Spread of eugenic explanations of
immigrant (and other non-Teutonic) inferiority. Expansion of
comprehensive high schools with academic and vocational tracks,
immigrant children largely occupying the latter.

The United States enters the war against Germany. With the war come
efforts to forbid the teaching of German in schools. The teaching of
second languages declines.

New laws passed by the U.S. Congress severely restrict immigration.
Rise in popularity of cultural deprivation theory.

Congress removes barriers to immigration. A new wave of immigrants,
largely from Latin America and Asia, begins to arrive in the United States.

Congress passes the Bilingual Education Act.

In Lau v Nichols, Supreme Court rules that schools must provide
meaningful education to non-English speaking students.

California passes Proposition 63, making English the official language of
the state. Other states follow this lead with similar legislation.

Passage of Proposition 187 in California. Denial of medical and
educational services to illegal immigrants and their children.

Illegal Immigration Reform and Immigrant Responsibility Act signed into
law. Removes welfare benefits for immigrants, places limits on extended
family who can immigrate, strengthens barriers to illegal immigration.
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Title VI of the Civil Rights Act, which prohibits discrimination on the basis of
race, color or national origin, influenced federal guidelines regarding equal opportunity
for "disadvantaged" minority language students. In 1974, the U.S. Supreme Court ruled
in Lau v, Nichols schools were obligated to prepare non-English speaking students for a
meaningful education. Justice Douglas, author of the court's decision, wrote:

There is no equality of treatment merely by providing
students with the same facilities, textbooks, teachers, and
curriculum; for students who do not understand English are
effectively foreclosed from any meaningful education
(quoted in Lyons, 1990:71).

Richard Rodriguez, however, sees contradictory impulses driving bilingual

education that could endanger the education of those it is meant to serve:

(Advocates) propose bilingual schooling as a way of

helping students acquire the skills of the classroom crucial

for public success. But they likewise insist that bilingual

instruction will give students a sense of their identity apart

from the public (34).
Rodriguez argues that bilingual education, in fact, is a disservice to students, as it will
slow the non-native speakers acquisition of a public identity in an English-speaking
society. Like Rodriguez, many supporters of an English language amendment feel that
students participating in bilingual education classes are unfairly segregated from the
dominant culture and its opportunities. Thernstrom (1990) contends that bilingual
programs have led to low student academic achievement, inability to pass employer
English tests, and de facto segregation of minority language students:

Those who monitor desegregation plans count ethnic and

racial heads in a school and pretend that the presence of

Hispanic and other language-minority children counts

toward integration. Yet there is little that is integrated about

the education of these students. The students may dabble in

paints and dribble a ball together, but, for most of the day, a

bilingual classroom is a school within a school--a world

apart (48).
U.S. English spokesperson Gerda Bikales has argued that such segregation leaves
minority students "cut off from interaction with their American peers, doomed to remain

forever strangers in their new country” (quoted in Imhoff, 1990:57).
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In the 1980s efforts to more fully assimilate immigrants have crystallized around
the perceived threat to national unity posed by speakers of languages other than English.
In 1986, California voters passed Proposition 63, making English the official language of
the state. In the following two years, ten more states passed similar legislation. In
addition, groups such as U.S. English are actively working to pass the English language
Amendment, making English the official language of the United States. Gary Imhoff
(1990), a consultant for U.S. English, contends that the organization respects diversity of
languages and cultures within the United States, but believes that schools must teach
students English as quickly as possible, and the government should "foster the similarities
that unite us rather than the differences that separate us." (49)

The fact that federal support for bilingual education was initially presented as a
program to reduce the language deficit of "disadvantaged" minority language children has
led to much of the controversy surrounding the efficacy of bilingual policy. Opponents
of bilingual policy such as Bikales, Thernstrom and Imhoff tend to ignore the fact that
minority language children have historically been placed in lower tracks and in special
education classes (Oakes, 1986); yet clearly separate bilingual education classes can lead
to an unequal education as well. Proponents of bilingual policy tend to stress the
importance of proficiency in two (or more) languages, for minority language children as
well as all members of American society. Moreover, some see legislation such as the
proposed English Language Amendment as a new effort at language restriction, the
passage of which could lead to a denial of basic rights to non-English speakers, as well as
political and social turmoil. The English Language Amendment, in this view, would
represent "exclusionary language policy"” and send the following message to minority
language groups:

Return to the age of less dignified status--to that time when
your children were linguistically excluded from the
classroom, to a time when language barred you from
voting, to a time when you were unable to understand court

proceedings because you could not speak English. To
minority language groups, the picture is clear: The English
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Language Amendment has little to do with language; it has
everything to do with oppression (Duenas, Schott, and
Vasquez, 1988:29).

The supporters of English Only legislation claim that they would defend the rights
of individual non-English speakers to the achievement of a public identity in an English-
speaking nation. Richard Rodriguez' story in Hunger of Memory provides them with
some ammunition, as it tells the tale of how one man overcame his family and his past by
embracing English and becoming a player in the larger society. Yet, Hunger of Memory
is also the story of a youth, a family, and a multiethnic, multilingual society in the throes
of fragmentation, that have yet to make peace with themselves.

L { Covello: Teaching for C i
Leonard Covello was nine years old when his family immigrated to America from
the poverty-stricken village of Avigliano in Southern Italy. The family settled into the
Aviglianese colony in East Harlem, New York, a neighborhood that Covello would later
describe as "one of the most heterogeneous and congested communities in the United
States, with poverty and unemployment as its main characteristics and its atmosphere one
of tension and struggle” (179). In this neighborhood Leonard would go to school and
later, spend much of his career as a teacher and administrator, as he made a lifelong
commitment to improving the lives of East Harlem's residents.
Shortly after his family immigrated to New York City from Southern Italy in
1896, Leonard began attending the Soup School, a place characterized by its strict
discipline and bow! of soup at lunch, and run for immigrant children by the Female
Guardian Society of America. The school assemblies and the singing of songs in an
unknown language are vivid memories for Covello:
It was always the same. We stood at attention as the Bible
was read and at attention as the flag was waved back and
forth, and we sang the same song. I didn't know what the
words meant but I sang it loudly with all the rest, in my

own way, "Tree Cheers for de Red Whatzam Blu!" But
best of all was another song that we used to sing at these
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assemblies. It was a particular favorite of Mrs. Cutter's,

and we sang it with great gusto, "Honest boys who never

tread the streets." This was in the days when we not only

trod the streets but practically lived in them (27).
The emphasis on God, country and personal morality symbolized by the Bible reading,
the flag, and the song "Honest Boys" reflect the goals of a civic and moral education that
extend back to the time of the Common Schools. In their mission to "make Americans"
out of immigrants, to forge an unum out of children of diverse cultures, schools have
sometimes failed to honor the values and traditions of immigrant children and their
parents. In this regard schools merely reflect the generations of political and educational
leaders who have left large numbers of our diverse people out of their definitions of
"American," and out of their visions of America.

Carl Kaestle (1983) has suggested that the Common School reform movement of
the mid-Nineteenth century contained an ideology of republicanism, Protestantism, and
capitalism. At the heart of the ideology was a series of Anglo-American Protestant
cultural beliefs and values:

Human beings are born malleable and potentially good but

need much careful  guidance; all men are equal in some

formal ways, but some groups are more able, wise, and

refined than others; and therefore it is important that in

education, economics, and politics, institutions be shaped to

maintain the values and leadership of cultivated, native,

Protestant Americans (95).
Kaestle argues that the arrival of the Catholic Irish, as well as massive immigration by
non-English-speaking Germans, reinforced the moral, cultural and civic mission of the
schools. These "outsiders" threatened the uniform, Anglo-American Protestant world of
the reformers and the native elite, and thus common schools would need to teach "a
common English language and a common Protestant morality, much as earlier charity
schools had been directed at those qualities of blacks or poor whites that educational
reformers saw as undesirable or threatening" (71).

By the end of the Nineteenth century children of immigrants were becoming

schoolteachers themselves, and the Anglo-American Protestant values presented in
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schools were transformed to a certain degree. Nevertheless, Handlin (1982) suggests that
the new generation of teachers retained the same sense of mission as that propagated by
the earlier generation of Common Schoolmen:

To stamp out dialect, to stamp in correct modes of

behavior, to define life's goals and prepare all to grasp its

opportunities. The men and women who had made it

valued their respectability and were no more tolerant of

Wops and Sheenies than their predecessors had been of

Micks (14).

On one occasion Leonard brought home his report card to be signed, and his
parents discovered that "Leonardo Coviello" had been changed by the school to "Leonard
Covello." Angrily, his father asked him why the family name had been changed, and
Leonard responded that the principal had changed it to make it easier for her to
pronounce. Leonard asked:

"What difference does it make? It's more American. The i

doesn't help anything." It was one of the very few times

that I dared oppose my father. But even at that age I was

beginning to feel that anything that made a name less

foreign was an improvement.

For a moment my father sat there, bitter rebellion building

in him. Then with a shrug of resignation, he signed the

report card and shoved it over to me. My mother now

suddenly entered the argument. "How is it possible to do

this to a name? Why did you sign the card? Narduccio,

you will have to tell your teacher that a name cannot be

changed just like that...A person's life and his honor is in

his name. He never changes it. A name is not a shirt or a

piece of underwear" (30).
A youth such as Leonard could see the value of stripping away vestiges of foreignness
that might cause him ridicule. This stripping down, and remaking of immigrants into
"Americans" would be a goal of the Americanization movement of the early Twentieth
century and would have a lasting impact on immigrant education policies.

Higham (1971) suggests that the Americanization movement contained both
democratic and nativistic impulses. Initially concerned with the social welfare of new
immigrants, the National Americanization Committee sponsored a nationwide

"Americanization Day" on the July 4, as a celebration of new citizenship. However, the
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Committee's pluralistic slogan, "Many Peoples, But One Nation," would soon give way
to "America First." As American involvement in the war in Europe loomed, business and
civic organizations and schools embraced Americanization, with new importance placed
on being "one hundred percent American." By 1918, the National Americanization
Committee was urging "the suppression of unrest and disloyalty, the elimination of
conditions under which 'anti-American' influences flourished, and the dissolution of
minority cultures” (248-249).

In the world of business Henry Ford set an example for Americanization
programs, compelling his non-English speaking immigrants to attend a company English
school where they would, besides learning English, re-enact the theory of the melting pot
on stage:

A long column of immigrant students descended into the

pot from backstage, clad in outlandish garb and flaunting

signs proclaiming their fatherlands. Simultaneously from

either side of the pot another stream of men emerged, each

prosperously dressed in identical suits of clothes and each

carrying a little American flag. (Higham,1971: 247-248)
Ford's efforts at "Americanizing" his immigrant workers reflected an Americanization
movement increasingly threatened by the cultural attachments immigrants maintained
with their lands of birth. Americanization, which began as an effort to improve the social
conditions of immigrants and to educate them as democratic citizens, turned into an effort
to weed out "divided loyalties" and the dissolution of minority cultures during and after
the First World War.

More Americanization legislation was adopted at the state level during the post-
war economic recession and "Red Scare,"” when political and business leaders, citing the
threat of communist revolution in the United States, cracked down on trade unions, leftist
political parties, and ethnic organizations. The impetus to reform immigrants soon gave
way to a renewed effort to exclude them. Immigration laws in 1921 and 1924 severely

restricted total immigration, and established a nationality quota system. "While the
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movement for the redemption of the alien ebbed in 1920, the old drive for the rejection of
the immigrant passed all previous bounds." (Highham, 1971:263) Historian Oscar
Handlin (1951) writes:

There was a fundamental ambiguity to the thinking of those
who talked about 'assimilation’ in these years. They had
arrived at their own view that American culture was fixed,
formed from its origins, by shutting out the great mass of
immigrants who were not English or at least not Teutonic.
Now it was expected that those excluded people would alter
themselves to earn their portion in Americanism (274).

Covello's life, of course, was touched by the Americanization movement, yet he
found a way to return to the philosophy of "many peoples, but one nation.” While a
student at Columbia University Leonard Covello became involved in the YMCA's
Americanization campaign as an English teacher in his old neighborhood. Leonard soon
discovered that when he communicated to the older Italian men in their own language,
they became more willing not only to learn English, but to share other concerns with him
as well:

Some of the men brought their children with them, to ask
my advice about a school situation or problem concerning
them. It was then that I realized how little these parents
understood about school conditions and regulations
affecting their children. Not knowing the language, they
were reluctant to make any attempt to straighten out a
child's difficulty outside the home. I came to the
conclusion that while it was important to teach English to
immigrant people, it was equally important for me to find
out about the problems they were unable to solve in
becoming adjusted to a new way of life in a new country.
And I could only do this through the use of their native

language.
Covello would eventually work to create an Italian language program in the New York

City schools, but his efforts would be constricted by larger societal pressures at the time

of the First World War to encourage only the use of English.
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Leonard Covello was not deterred by the difficulties of American schooling,
largely because he saw education as a way to avoid the life of toil of his father and so
many other members of his Italian immigrant community:

The constant drilling and pressure of memorizing, the

homework, and detention after school raised havoc with

many students. For me, this type of discipline seemed

merely the continuation of my training in Italy. I wanted to

go to school. School meant books and reading and an

escape from the world of drudgery which dulled the mind

and wore out the body and brought meager retumns...

"Nardo," my father repeated again and again. "In me you

see a dog's life. Go to school. Even if it kills you. With

the pen and with books you have the chance to live like a

man and not like a beast of burden (41).
With hard work and the help of a scholarship Leonard went on to study at Columbia
University. Based on his own experience, he knew that children raised in immigrant
homes and poor neighborhoods such as East Harlem were capable of academic
achievement. Yet, many civic and educational leaders did not share his beliefs about the
abilities of poor youths. When a high school was being planned for East Harlem, Covello
fought hard to make it a comprehensive, rather than an industrial or trade school:

The stigma attached to an industrial high school! The

psychological effect upon the pupils and the community!

Sure, people say on the outside, "the proper school for them

dumb immigrants. They don't deserve any better" (181).
Benjamin Franklin, a comprehensive high school, was established in East Harlem with
Covello as principal. Nevertheless, Covello admits that he and his staff "had constantly
to be on the alert against those who wanted to lower academic standards” (203).

By maintaining that poor immigrant children could achieve as well as other
children Covello was in opposition to beliefs about the inferiority of certain ethnic and
racial groups that were firmly entrenched in many educational and policy circles. In his
description of the new immigrants from Southern Europe who arrived to the United

States in large numbers after 1890, Ellwood Cubberley (1934), dean of Stanford
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University's college of education, reveals a great deal about the ethnocentric and racist
attitudes that guided much of educational policy in his day:

Largely illiterate, docile, often lacking in initiative, and

almost wholly without the Anglo-Saxon conceptions of

righteousness, liberty, law, order, public decency, and

government, their coming has served to dilute

tremendously our national stock and to weaken and corrupt

our political life...The new peoples, and especially those

from the South and East of Europe, have come so fast that

we have been unable to absorb and assimilate them, and our

national life, for the past quarter century, has been afflicted

with a serious case of racial indigestion (485-486).
Many Progressive Era educational reformers shared Cubberley's views, and their
arguments were bolstered by the results of English-language IQ tests given to
immigrants, which suggested strongly that their inferiority was genetic. Not surprisingly,
eugenic explanations of immigrant inferiority grew in popularity as the nation's economy
contracted. Horace Kallen (1924) observed that in the early part of the century
"immigration, formerly more than welcomed as an economic boon, was now scrutinized
as a eugenic menace"(24) Louis Terman, one of the early proponents of IQ testing,
suggested that the immigrant "dullness seems to be racial...Children of this group should
be segregated in special classes.” (quoted in Oakes, 1986:149) The widely-accepted view
of immigrant cultural inferiority led to a policy of segregation for many immigrant
students in "vocational”, rather than academic, tracks. As America approaches the year
2000 members of minority linguistic and cultural communities continue to be
overrepresented in lower academic tracks (Oakes, 1986).

At Benjamin Franklin High, however, the story was somewhat different. By the
1950s, forty to fifty percent of graduates of one of the poorest neighborhood schools in
New York were applying to attend college. Covello realized that "a vocational or trade
school would have restricted many of these boys in their preparation for higher

education” (203). Without question Covello believed that a comprehensive school would
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better serve the needs of his students, yet at the same time it would serve to support the
interests of a socially and economically marginalized East Harlem community.
School. Famil Te .

In writing of his experimental school in Chicago, John Dewey (1900) suggested
that a preeminent question guiding progressive education must be how to connect the life
of the school with the life of the community:

What can be done, and how can it be done, to bring the

school into closer relation with the home and neighborhood

life--instead of having the school a place where the child

comes solely to learn certain lessons? What can be done to

break down the barriers which have unfortunately come to

separate the school life from the rest of the everyday life of

the child (166)?
Through his work with the New York public schools, Leonard Covello would develop a
community-centered approach to education. The need for such an approach was apparent
from his own school experience as an immigrant whose Italian culture and language were
effectively and completely ignored by the educational system. Significantly, Leonard
saw this as part of the process for Americanizing immigrant youth, and for dividing them
from their parents:

The Italian language was completely ignored in the

American schools...I do not recall one mention of Italy or

the Italian language or what famous Italians had done in the

world, with the possible exception of Christopher

Columbus, who was pretty popular in America. We soon

got the idea that "Italian" meant something inferior, and a

barrier was erected between children of Italian origin and

their parents. This was the accepted process of

Americanization. We were becoming Americans by

learning how to be ashamed of our parents (43).
As the gulf between the world of school and the world of home became wider, Covello
found he had less and less to share with his parents; rather, personal issues were shared
with other young Italian immigrants who could better understand what he was going
through.

As carly as the 1870s, William Torrey Harris, superintendent of St. Louis schools,

argued that immigrant culture was an important ingredient in the educational formation of
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immigrant children and that efforts aimed at breaking the child's bonds to family and
culture would have detrimental consequences (Crawford, 1989). A few decades later,
Jane Addams, whose close work with immigrant families in the settlement houses had
alerted her to the cultural gap between home and school, argued that schools needed to
reconnect immigrant children with their families:

The public school too often separates the child from his

parents and widens that old gulf between fathers and sons

which is never so cruel and so wide as it is between the

immigrants who come to this country and their children

who have gone to public school and feel that they have

learned it all...Can we not say, perhaps, that the schools

ought to do more to connect these children with the best

things of the past, to make them realize something of the

beauty and charm of the language, the history, and the

traditions which their parents represent (quoted in

Lagemann, 1985:137-138).
Horace Kallen, a contemporary of Addams, took issue with educational leaders such as
Cubberley and Terman who argued that the "new immigrants" of the early 20th century
weakened America culturally and genetically. Kallen contended rather that the
"flowering" of American arts and sciences after a generation of massive immigration was
a testament to the immigrants' enrichment of American culture. He asked:

Can it be that the freshness, the candor, the poignancy and

beauty as well as the strangeness of this flowering have no

relation to the contrasted doctrines and disciplines of the

communities living in the land, nourishing one another's

spirits through mutual contagion? (230)
Although the voices of Addams and Kallen were largely lost in a sea of
"Americanization", tenets of cultural pluralism and the importance of reconnecting
schools with immigrant homes would be put into practice by school leaders such as
Leonard Covello.

When he became principal at Benjamin Franklin High School in East Harlem,

Covello worked to bring parents and community members into the school and take the
school to the community. Franklin High was open twenty-four hours a day, seven days a

week, effectively serving as a center of community life. The school respected the
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diversity of the East Harlem community, and Covello understood the importance of being
able to communicate in the languages of the immigrant students and their families:

The bilingual teacher is a necessity in our schools. I myself
speak English, French, Spanish, and several Italian dialects,
and have a working knowledge of German...We had a
dozen other teachers equally at ease with the different
languages of our students. The importance of this cannot
be overstressed. It helped gain us the confidence of the
boys. It set us on an equal footing with the mothers and
fathers. We were not separate, off somewhere in a world of
our own, unapproachable to the man, woman or child who
could not speak English. How often have I seen the
lightning joy on the face of a dubious immigrant parent
when he hears the sound of a familiar tongue! How many
barriers crumble before the shared language! (266-267)

Covello was determined to bridge the gulf that often separated immigrant families from
the life of school. Moreover, he sought to bridge the differences that sometimes gave rise
to racial and ethnic strife in East Harlem. With students from Ben Franklin, Covello
would tour the neighborhood, talking with its diverse members, advocating solidarity,
"for the necessity of all people sticking together in the fight for a better life" (223). Often
his most tempestuous encounters were with Italian Americans:

One group of younger Italian workmen argued against the
Puerto Ricans coming into the neighborhood and working
for less wages. "They're not like us. We're Americans. We
cat meat at least three times a week. What do they eat?
Beans. So they work for beans. That's why we have
trouble here." 1 asked them, "What do you think your
parents ate when they came to America? You don't want to
remember. I was there. Pasta e fasul, " 1 said. "Beans and
macaroni--and don't forget it. Don't forget that other people
used to say the same things about your mothers and fathers
that you now say about the Puerto Ricans" (223)

Despite the poverty and desperation that often characterized life in East Harlem, Covello
remained convinced that the through the school and education, solutions could be found

to the problems of each generation of new Americans.
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The Int tion of Li

The educational journeys of Richard Rodriguez and Leonard Covello offer a
useful framework for examining important issues in the education of new Americans.
There are some striking differences in the importance they place on learning from and
within immigrant communities, yet interesting similarities in their struggles to define who
they are as Americans.
Home Language and Culture

Rodriguez grew up in a neighborhood where only his family spoke Spanish.
Once his parents became convinced by school personnel that they should speak English
in the home with the children, Richard's home language environment was fundamentally
changed, and his community was the larger gringo world; he makes the logical decision
to pursue a public identity in that world and leave behind the limitations of a broken
English home. Covello's story, largely unfolding in a working-class, multiethnic urban
setting, is about the importance of school as a center for the community, where students
of many languages and cultures can come together in the process of becoming
Americans, and transforming America. In Rodriguez' story, the scenes of which vary
from the middle-class neighborhood of his childhood to exclusive parties in Bel Air,
school is presented more as the means for individual mobility, a place where someone
given the right tools can succeed in mass society and achieve a public identity. Having
been himself educated in an immigrant school, Covello realized that English was
necessary, but that the school's familiarity with a child's home language and culture
would ease the child's learning, and open lines of communication with parents. For this
reason there were several bilingual teachers on his staff at Benjamin Franklin.

Educational research since the 1970s has returned to themes raised in Covello's
The Heart is the Teacher, suggesting that the home language and cultural practices of
non-dominant cultural groups are rich in meaning and valuable for the education of their

children, and, some insist, for all members of society. Heath (1983) reflects the concerns
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of many researchers by calling upon teachers to recognize that language differences exist
between the "ways" words are used at school and at home, and to try to provide
scaffolding that will allow students from non-dominant groups to build on the language
skills they already have, and learn the "ways" of school. Unfortunately, the educational
success stories of immigrant children such as Covello and Rodriguez cannot erase the fact
that historically a disproportionate number of immigrant and minority language students
are placed into lower tracks and special education classes (Oakes, 1986). For students,
this signifies unequal educational opportunity, and leads inevitably to lower status jobs.

However, it has been suggested by Ogbu (1982, 1991) that some cultural
minorities may have an easier time adapting to the dominant culture in school than others.
He distinguishes between "voluntary" minorities, such as immigrants who chose to come
to the United States and tend to place more value on and trust in schooling, as a way to
make it in the new country; and "involuntary" minorities, such as African Americans,
many Mexican Americans and Native Americans, who were forced into the U.S. social
system by means of slavery, war and conquest. Involuntary minorities tend to view their
options as already limited by society, and schooling as a waste of time--in effect, they
often adopt a "resistance” stance towards school (see also Anyon, 1995). For such
involuntary minorities, occasional educational "success" for a few individuals often leads
to alienation from both their own cultural group and the dominant culture, relegating
them to the no-man's land of the Rodriguez' "scholarship boy".

A question arises, however: Just how "voluntary" are the experiences of many
immigrants relocating to the United States? What have been the range of choices that
they entertain? Did the Irish of the 1840's, for example, choose to immigrate to America,
or did the potato famine and massive starvation choose for them? When facing the
alternative of continued lives of grinding poverty, is it surprising that many from the
south of Italy, such as Covello's family, chose the uncertainty of the tenements of New
York? When faced with the choice between genocidal regimes, the brutality and squalor
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of refugee camps, and the move to a strange land and culture, is it surprising that refugees
such as the Hmong have opted for the latter? The choice of these and many millions of
immigrants have been reluctant, at best, and such reluctance must be accounted for in
Ogbu's typology.

Portes and Rumbaut (1990) make a useful distinction between four types of recent
immigrants to America, and their relationship to schools and education: Labor migrants,
by the nature of their migratory labor, their poverty and their often-times undocumented
status, have fewer educational opportunities to offer their children; the vast majority of
refugees also live in poverty, and although many refugee parents have few of the
linguistic or cultural tools valued by the dominant culture, many see education as the
means for their children to live a better life; professional and entrepreneurial immigrants,
on the other hand, can offer their children access to better educational opportunities
because of their own significant educational and/or economic resources. Thus, in many
ways children of labor migrants and refugees, despite any parental wishes for their
educational advancement, are more likely to find themselves in urban and rural schools
that are poorly-equipped to handle their linguistic, cultural and educational needs. Some,
like Covello and Rodriguez, achieve success; others, like many youths among involuntary
minorities, become alienated from the school as well as the home.

School as a Bridge

What Covello and Rodriguez share is a belief that anyone can succeed through
education, yet also a yearning for the lost family ties which often accompany educational
success. Rodriguez’ story illustrates that minority children can, indeed, be given the
"cultural capital” to succeed by schools, yet the success of such "scholarship boys" seems
largely material, and rather hollow: Despite his love for them, he can no longer
communicate with his parents. The silence of Richard's father at family gatherings is
paralleled by the increasing silence between Leonard and his father. Although these

immigrant parents advocated education for their children, and encouraged them in their
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studies as best they could, they are largely left by the wayside, silent, as their sons
advance in their careers. Covello, at least, realizes that this gulf between immigrant
children and their parents must be bridged, somehow, and he makes an effort to involve
parents in the school, and engage students in service to the immigrant community.

The quandary teachers who work with non-dominant groups face, according to
Gee (1990), is how to recognize and honor the "discourse communities” of students while
at the same time giving them the tools to operate in the dominant discourse community,
what Delpit (1987) refers to as "the rules of power." Gee advocates that teachers teach
students to "make do" in the dominant discourse, learning the literacy tools that will
allow them to participate effectively in the larger society without requiring them to
"reject” their own community. These educational researchers are, in Gibson's (1988)
terms, suggesting that immigrants can adapt to the dominant culture without being forced
to assimilate; that they need not be forced into dichotomies such as Richard Rodriguez'
public and private identities.

Important research on the relationship between schools and minority language
communities draws on Vygotsky's (1978) cognitive theories, which suggest that the
young learn about the world through interaction with more knowledgeable members of
the community and culture, and that meaning is socially constructed and mediated
through language. Moll and Greenberg (1990) extend Vygotskian theory to argue that
funds of knowledge --valuable resources for everyday living--are exchanged among the
immigrant home and community, and that these "funds"” are indispensable resources for
schools. Moreover, Moll and Greenberg argue that connecting schools with the homes of
minority language students will give students and teachers new learning opportunities:

We are convinced that teachers can establish, in systematic
ways, the necessary social relations outside classrooms that
will change and improve what occurs within the classroom
walls. These social connections help teachers and students
to develop their awareness of how they can use the

everyday to understand classroom content and use
classroom activities to understand social reality (345-346).
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In important ways, the research of Moll and others recovers the resources existing in
immigrant communities that Leonard Covello and other educators of a previous
generation had once mined.

How best do we prepare young people with the skills necessary to participate in a
dominant culture and language which may be very different from their own? Reading the
lives of immigrant children such as Leonard Covello and Richard Rodriguez remind us of
the importance of learning English as well as important tenets of American culture, if
immigrants wish to succeed academically, socially and economically in the United States.
However, their lives also poignantly illustrate that when immigrant children reject their
native language or culture, serious family and societal consequences may result. Caught
up in the identity crisis of who we are as Americans, educational practitioners and
policymakers often overlook the unique contributions which the life stories of the new
Americans can provide. A better understanding of how new Americans see themselves,
the schools, their communities, and the American society could help to break
policymakers of their dependence on the two-dimensional images of immigrants handed
down from the past. Moreover, a better understanding of the lives and learning of
immigrants could help educators better teach diverse children with a respect for their
cultural and linguistic backgrounds while fostering a common identity as Americans.
Lives within Communities

In interesting ways, these two immigrant stories address themes of individualism
and communitarianism running through the American experience. Rodriguez' narrative
presents the quintessential American individual who works hard, loses something of his
past, but gains freedom and the ability to create his own future. Covello's narrative, on
the other hand, is about the importance of community. Historians Tyack and Hansot
(1982) portray Covello the educator as a "community organizer":

His ideal was a school that was community-centered, rather
than subject-centered or child-centered. And he used the

school, its students and staff, as an agency for organizing
the people of East Harlem to improve their lives (208).



78

Rodriguez' autobiography illustrates that individual hard work, initiative and creativity
are worthy characteristics to encourage in schools. Nevertheless, if educators seek to
forge a community and a society that is more than the sum of its parts, and to challenge
reform efforts that continue to ignore the needs of many Americans for social and
economic justice, important lessons can be learned from Covello's community-centered
education in East Harlem.

The lives of Covello and Rodriguez also illustrate ways in which immigrant
children are transformed by their experiences in America, but also how they contribute to
American society. Rodriguez, as a writer and critic of education and culture, suggests the
importance of all children achieving a public identity as Americans. Covello asa
teacher, curriculum innovator, principal and community leader, suggests that by valuing
the languages, cultures and ideas of the pluribus, educators can find ways to create unity
within schools and communities.

The autobiographical writings of Covello and Rodriguez remind us as well that
immigrant parents are often marginalized not only by the larger society, but by their own
children's public "success." Leonard recounts how he eventually lacked the words to
communicate with his father. Richard tells of how, when he would come home from
college, it was a struggle to make conversation with his parents sound anything more than
an interview. The voices of mothers and fathers soon are silenced, as the young men
make their way in America.

If we believe that meaning is socially constructed, that funds of knowledge exist
in immigrant homes and communities, and that parents are the primary educators of
éhildrcn, it is necessary for us to hear again the voices of immigrant parents. What are
their learning experiences? What values do they hold, and how do these values influence
their children's education? What contributions are they making to America, and the next

generation of Americans? When the voices of parents are missing from immigrant
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autobiographies, a role is created for the narrative inquirer to present such voices, in the
beauty of their own words whenever possible, in life history and biographical texts.

I have written the life history of Shou Cher, an adult Hmong refugee in America,
in order to bring such a parental voice into a dialogue about the role of education and the
meaning of being American. Part Two of this study chronicles Shou's lifetime of
learning. In a prelude to his life, Shou describes a violent encounter with America that
has shaped his subsequent educational experiences. Chapters three through six recount
Shou Cher’s educational journey from Laos to the United States, his adoption of
evangelical Christianity, his relationships within his family and across generations, and
his efforts to make peace between communities, schools, and family members, and
between himself and America.

Reading the life of Richard Rodriguez provides us with a personal lens on the
present, a time when programs designed to support members of minority groups, such as
bilingual education and affirmative action, are being reconsidered or eliminated entirely.
Itis a time when many Americans believe that individuals must learn to take care of
themselves, and depend no longer on government support for their difference. Reading
the life of Leonard Covello provides a personal lens on America's past, a time and a place
where the school worked actively to build a strong community out of a variety of ethnic
enclaves, a community of individuals who would support each other, and appreciate the
differences that made them strong. Writing the life of Shou Cher provides us with the
opportunity to consider the past, present and future of a member of our diverse society, to
acknowledge once again the role of the community, as well as the individual, in the
educational process, and to hear the voices and learn from the lived experiences of some

of the newest Americans, the Hmong.



Part Two: A Hmong American Life History



Prelude to a Life History: The Shooting
My days are swifter than a runner;
They flee away, they see no good.
They go by like skiffs of reed,
Like an eagle swooping on the prey.
- The Book of Job, 9:25-26

On a cold November night in 1994 Shou Cher, a Hmong refugee from Laos,
finishes his shift as a pizza delivery driver, picks up his wife and daughter, and drives to
the convenience store around the corner from his home. The store is on Michigan
Avenue, a busy one-way street which cuts through a tough northside neighborhood in
Windigo, Michigan. There are no windows in the store. Outside, on the grim brick
exterior, is a sign posted, "No loitering. Ten minute parking only. Violators will be
towed.” Across the side street is a rib joint. On the opposite corner, across Michigan, is
a gas station. Next to the convenience store is a block of apartments whose narrow, dark
windows remind one of a prison. Inside, the store contains the limited selection of
overpriced food items one customarily finds in inner city neighborhoods. Save for the
unsmiling clerk and two teenage girls, Shou is alone in the store. He pays for his milk
and heads back to the car. As he prepares to get in, four shots ring out behind him. Shou
Cher, who has survived a war that annihilated one-third of his people and years spent in
a dangerous, squalid camp in Thailand, has been gunned down in the "land of
opportunity.” He describes this pivotal incident of his American experience, and his
thoughts and feelings at that time.

I remember that the time was 8:30pm, and I put my two sons into their room
because they were stubborn. So I said, "You stay in your room until I come back!" Then
I and my wife and the little girl went to the store. In the parking lot there wasn't any car
except mine. There were not many people in the store, just two girls who were before

me, so they paid for what they wanted and they came out fast. So I paid for my bottle of
milk and I came out. I opened my door, and I lifted up my seat, and I put the gallon of
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milk behind the seat, and I pushed it back. And as I was turning to sit down, I heard the
gunshots, four times, from behind me. And my mind told me to sit down fast, in case the
bullet came straight. SoIdid. And when I sat down, I already had gotten shot, in the soft
spot in my upper hip, and the bullet almost came through the skin in front, in the upper
part of the stomach. So I fell down, sort of sitting and sort of falling down.

I told my wife, "Somebody shot me."

She said, "You're kidding."

"No, I'm not kidding."

My hands were holding the place where the bullets came through, and I showed
her my hands, and there was blood in my hands, so she believed, and she yelled, and she
went to the store and called for help.

The police came about two minutes after I got shot. And they asked me qucstions;
and I was not able to answer them. I did not use my mouth, because it was too weak to
say the words, I just made motions.

About two minutes after that the ambulance came.

They asked me, "Are you all right?"

"No, I am not all right. No. No."

Then they hurried up and put me on the stretcher. You know, when they stretched
me straight, I almost passed out. Because in a sitting position I felt better, and they
stretched me laying down, and it got worse. About that time I said to myself, suppose 1
do not make it. I was not able to tell my two sons, whom I put in the bedroom that you
can come out. You know, because I put the two in there and said stay here until I come
back. Suppose that I did not have the time to tell them to come out? I might never have
the chance to talk to them again.

At that time, I promised to God: "Dear God. If I made some mistake that caused

this to happen to me, forgive me."
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I said, "Dear God, if you want me to live on, I will live on. And whatever you
want me to do, I'll do it. But I need your help to recover from this."

And I said, "Dear God, if I do not make it, receive my spirit into your hands."

That's how I prayed. And everything happened at the same time, one thing after
another. So they put me in the ambulance, and I asked for a pillow, and they said, "No,
you are OK with this."

"You're OK."

They told the driver to drive west on Michigan--the wrong way. Because that was
the fastest way to the hospital. And it took about two minutes to arrive there. And then
the men took me inside the emergency room and there was the nurse who I used to be a
translator for. So she screamed, "Oh, he's one of our translators!" She screamed, and
then everyone came right away! And they just tore me apart, someone held my hand,
someone held my head, someone held my legs, someone tore my clothes. And it got
worse. And I almost was killed by that time, too. They were putting the tube into my
nostrils, it was terrible. Everything was terrible. And my strength was reduced. And
they asked me if I was OK, and I said, "No."

"I'm not OK."

Then my wife said, "I'm such a simple person--what can I do?"

I said, "Go and talk to Pastor Lor,"” who was one of my friends, and who lives in
Detroit. "Go and make a phone call and so you guys can pray for me."

And she said, 'Suppose that I do not get back?'

I had no answer for her.

So she left, and immediately the surgeon came, and they demanded that I go,
because I heard the nurse say, Hurry up! Go!' And they just rushed me through and went
to the surgery room.

I asked the doctor, "Doctor, I would like to pray my last prayer." Then I prayed

again.
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I said, "Doctor. Suppose that I do not make it. Tell my wife to love the children."

He said, "Don't worry. You'll make it."

Then he said, "Are you ready?"

I said, "Yes, I am ready." And that is all I heard.

The next thing I heard, one of the pastors who was my friend called my name.
And he said, "Can you hear what I say?" I could not answer, because I was so weak. So
I made the motion, Yes. Someone told me that I was unconscious for four or five hours.

At that time I was still in intensive care so just two people could see me at any
one time. I had so many friends see me that I could not sleep at all! Which is good, but I
could not sleep. Yeah. So the nurse said, "You go! And he can sleep!" I'd love them to
stay, but I could not sleep! There was very much support. Many of the pastors from
around the country called me and supported me in a lot of things. The district
superintendent for my area called and he supported me and sent a representative to visit
me. So everything went well at that time. I had a lot of help from my family, too. My
mother was in St. Paul, Minnesota at that time, where my youngest sister lives, and my
brother-in-law, too. They heard about the shooting immediately, because my wife called.
So they even wanted to go to the airport and fly to see me right away if they had the
chance. They supported me so much. They came and they stayed the whole week, and
my mother stayed for the whole two months.

The people in the neighborhood supported me so much, too. I didn't know them
very well. But they know me quite well, just because I am the one with the family with
the most children, and of course, my children and their children go to the same school,
and when they talk to me, I talk to them, and when they ask me questions, I answer them.
Besides, the police officer who works in this area, he mentioned the shooting to the
neighborhood. Also, the sergeant-major of the police department came to visit me a
couple of times. He came to talk to me, too. He mentioned that if I would like help, they
would ask the neighborhood to help, and they helped a lot. Some of them brought
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mattresses, couches, food and Christmas items. I should say, talking about Christmas
presents, that year was the most that we have seen. In these things you need someone to
encourage you. And the encouragement really helps.

I believe it was the first day, because I was still in the intensive care room.
Someone was calling me, and I just opened my eyes, and someone was holding me, and
said, "Mr. Cher?"

And then I saw Rachel, and another person, Diana. And they introduced
themselves. Diana was the principal, and Rachel, who I knew better. They were
working in the school that my children go to. And they visited me.

So, I said, "Oh, I forgot to fill out the application for a job as bilingual aide in the
school.”

They said, "No! Don't worry! We'll save the job for you! That job is yours!"

So, I think that they had mercy in that, too.

You know, by that time, so many terrible things had happened to my family.
Before I got shot, I and my wife already made a decision to resign as pastors. We just did
not have the paper to resign, but we already made the decision. Because our income, our
way, our encouragement, everything was low. So we said, that's the bottom. We'll stop.
Maybe God does not choose us for this. So we were ready to stop. But for the shooting, I
put my hope in God, only, and some of the church helpers, too, they helped me a lot.
And I could not stop, so I had to go on.

But after I came from the hospital, the first week, I'm gonna tell you what I
thought.

I said:
There isn't any solid place,
any place of peace on Earth.
There isn't.
I stayed in the hospital for two weeks.
I disown that place.
The hospital is not my place.

They said:
You can go home.
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And I don’t have a home to go to.
This house I live in is not my house.
Not my home.

1 live by the money.

This place belongs to someone else.
It's not my house.

I don'’t belong to this Earth.

Besides, I am scared.

I do not know if

the next day I will get shot again.

I don'’t trust going outside.

I do not know how I should live.

I do not want to stay by the window.
I don’t want to live in this area.

I don’t want to live anywhere.

I don't belong to this Earth.

Five days after I got shot,

My mother fell on the cement sidewalk.
And all her face got bruised and scratched.
She does not know why.

And that even brought me lower.

I said,

Why did that happen?

And when I came back

her mouth was still kind of swollen,

her face was still bruised and scratched.
And I said,

Oh no.

Why me?

Why me?

My mother also said,

This Earth does not belong to us.

We do not belong to this Earth.

The only good thing we experienced at that time
is when we said,

We don't belong to the Earth.

We belong to Heaven,

where we should go.
And we should keep going until we are there.

Since that time my thoughts have changed. The only thing is that I cannot resign
the ministry because of this: I got shot. I should say, I got killed, and God saved me
because he might have that purpose for me to go on, and he helps me a lot, and the

neighborhood helped me, I do not know why. I cannot give up the ministry, no matter
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how much I suffer. I cannot give up. The only thing that is still in my mind is that you
should not give up. So that is why I am still here today.



Year

1860s

1890s
1917

1954

1960

1961

1965

1968

1969

1970

1972

1973
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Table 4
Life History Chronology!

War and destruction in the southern provinces of China. Choua Pe Tung, Shou
Cher's great-great-grandfather, leads a large group of Hmong south into Laos.

France gains control of the opium monopoly in Southeast Asia.

First leader of the Hmong Chao Fa, "Angel of the Sky" movement leads an
insurrection against the French colonial authorities in Southeast Asia.

Defeat at Dien Ben Phu spells the end of French colonial rule in Southeast Asia.
Division of Vietnam into north and south.

Royalist, communist and neutralist factions jockey for power in Laos. Vang Pao,
general in the Royal Lao Army, offers Hmong support for the American CIA's
"secret war" against communism in Southeast Asia. Over the next several years
Vang Pao's troops are used to interrupt the flow of troops and supplies along the
Ho Chi Minh Trail, which runs through Xieng Khouang Province in Laos.

Shou Cher born in Luang Prabang Province, Laos. American and Russian
military involvement in the struggle for power in Laos. Over one hundred
thousand Hmong evacuated from their villages in Xieng Khouang Province
because of the widening conflict.

Gulf of Tonkin Resolution signals the expansion of American military presence in
Vietnam.

Shou Cher is learning to hunt, fish and help with the family farm. In Vietnam the
Tet Offensive marks the beginning of the end for American military forces in

%(l)ltl}theast Asia. In Laos, Vang Pao's forces come under heavy attack near Long
eng.

At its peak strength, Hmong "secret army" numbers 40,000. Over 60,000 North
Vietnamese operating in Laos.

For the first time, the American public learns of American military involvement in
Laos.

Seventy percent of all American air strikes in Southeast Asia aimed at targets in
Laos, mostly within Xieng Khouang Province.

The Geneva Peace Accords signal an end to U.S. military involvement in
Southeast Asia. An agreement is reached between the warring parties in Laos,
specifying the withdrawal of all foreign military forces.

1 This chronology of important events in the life history of Shou Cher is intended as a reference for the
reader. A fuller narrative and important themes in Shou Cher’s life history are explored in this and the
following chapters.



1975

1976

1978

1979

1980

1982

1983

1985

1986
1987

1990
1992
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Chronology (continued)

The Lao People's Democratic Republic is proclaimed. The last Americans leave
Long Chieng airbase. General Vang Pao is officially relieved of duty, and he and
some of his lieutenants are flown to Thailand. Several months later, these first
Hmong refugees are resettled in the United States. Members of Vang Pao's army
systematically rounded up by the new authorities in Laos and sent to "seminars"
in reeducation camps, where many die from malnutrition and forced labor.
Fearing reprisals because of their support for the Americans, thousands of Hmong
flee to Thailand on foot in the next few years.

Hmong village life is undergoing political, social and economic reorganization as
a result of new government policies. Shou Cher suggests to his father that the
family leave for Thailand, but his father rejects the idea at this time.

Shou Cher gains his father's blessing for his plan to relocate the family to
Thailand. Shou crosses the border with a group of villagers, arrives in Nam Yao
camp, and takes a course in photography.

Shou Cher returns to Laos with the "resistance” and helps his family and other
villagers make the journey to Thailand. They join thousands of other Hmong,
together with hundreds of thousands of Vietnamese, Cambodians, and Lao, who
are entering refugee camps along the Thai border.

Shou Cher meets his wife, Mai, at Sop Tuang refugee camp. He begins studying
English and the Bible with the missionaries, and teaching Hmong language
lessons at the missionary school. Shou is unable/unwilling to attend the spirit
ceremony following his father's death, and a religious rift separates him from
some members of his family. Mai has a miscarriage.

Shou Cher and Mai's eldest son, Sammy, is born. Shou begins preaching in
Phanat Nikhom camp, a refugee processing center near Bankok. Some months
later, Shou, Mai and other members of their family arrive in Chicago. Shou
begins working the first of a series of low-paying jobs and continues to participate
with the evangelical church.

Mai Jia is born in Chicago. Shou has a dream that leads to his decision to join the
ministry and attend school in Milwaukee.

Mai, alone in her living room, gives birth to Paj Huab. Shou begins the second
year of his ministerial training in Milwaukee.

Yisay born.

Joshua born. Shou completes his ministerial program. He continues to teach
Sunday school and occasionally preaches.

Rebecca born. Shou takes his family and his ministry to Windigo, Michigan.

Gong Wendy born. Shou works odd jobs and continues trying to build the
ministry.



1994

1995

1996
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Chronology (continued)

In November Shou Cher is shot at a convenience store near his home. He receives
support from fellow ministers, neighbors, and the directors of Horace Kallen
School, who ask him to join them as a bilingual assistant and Hmong community
liaison.

Former Hmong soldiers and American military and intelligence officers meet in
Colorado to commemorate Hmong support of the U.S. war effort in Southeast
Asia, and the Hmong presence in America.

Shou continues his work with the ministry and with Kallen School and begins
evening classes towards his high school diploma. On weekends he commutes to
preach with two different Hmong congregations across the state.



Chapter Three: A River in the Mountains

One day, the Hmong and their neighbors had a dispute over
ownership of land. The King ordered both parties to depart
at nightfall and to return before sunrise. He decreed that
each would be the owner of the land they had traveled over
during the night. The party that did not return on time
would have to remain at the place where the rising sun
caught them traveling.

At daybreak, the Hmong found themselves on a high
mountain...

- "Why the Hmong Live on Mountains" (Livo and Cha,
1991)

The history of the Hmong people can be traced back at least five thousand years.
Over time the Hmong have wandered, or been driven, southward through China, from the
fertile river valleys to the harsher environment of the high mountains. Centuries of
struggle with the Chinese empire climaxed in the so-called "Miao" Rebellion in Guizhou
Province from the 1850s to the 1870s. The rebellion ended with a province destroyed,
millions reported dead, and the Hmong people serving as scapegoats for the wider
peasant revolt against high taxes and the injustices of the central government. To
preserve their lives and their freedom, many Hmong moved southwards, into Vietnam,
Laos, Thailand, and Burma. 1 In a brief overview to the Hmong's long history of struggle
and relocation, Trueba and Zou (1994:3) ask: "What would make us think that the
(Hmong)--after centuries of migration--have retained an ethnic identity, a sense of
peoplehood?" Shou Cher's narrative reminds us that stories shared from generation to
generation are an important source of cultural identity, especially so within an oral culture
such as the Hmong.

How far back does an individual's life history go? What incidents should be

included, and which should be left out? One of the ways I have come to understand the

1 ForaverygoodanalysnsofthembelhonmGulzhou,andtheroleoftheHmongpeoplethaem see
Jenks, R., 1994, - rde )
Honolulu: University of Hawan Press
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education of Shou Cher is by examining his reflections on the history of the Hmong
people, as told to him in his childhood; the many skills he learned as a child in a remote
mountain village; his knowledge of people, learned through interactions with family
members, villagers, soldiers, guerrillas, and missionaries; and the intense thirst for
knowledge and understanding of the world which led him to books, photography,
language classes, and ministry.

This chapter's title, "A River in the Mountains," is doubly significant: On the one
hand, it represents the historical-geographical context of Shou Cher's story, which begins
in oral traditions conceming the driving of the Hmong people out of the fertile valley of
the Yellow River in China, and into the mountains; and more recently, the story of
thousands of Hmong who fled the mountains of Laos and made the dangerous crossing of
the Mekong River to refugee camps in Thailand. On the other hand, the mountains are
symbolic for the solid foundation of Shou's knowledge in the history and culture of his
people, while the river, fed by countless springs and streams, represents the variety of
sources that have contributed to his lifetime of leamning.

The Setting

The Chers live in a brown, aging two-story rental on the northwest side of
Windigo. As I park in the street, Mai Cher pulls up and maneuvers around me into the
driveway. Two or three children have come out on the porch to greet her, and another
two children follow her out of the car. Iintroduce myself, and we shake hands. She is an
attractive woman, not quite five feet tall, with dark hair, brown eyes and a bright smile.
She asks me to please come inside. The outer vestibule is filled with several pairs of
women's shoes on a rack, coats of various sizes hanging, boots, and other odds and ends.
When I enter the inner door Shou Cher gets up from a nearby table and greets me, saying,
"Are you Don?" He is a handsome man in his mid-thirties, with dark hair, bright eyes,
and a lively, expressive face. I find myself in the presence of someone with a special

vitality and warmth. He invites me to sit down on a used sofa in a large living room
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which is lined with oversized furniture featuring a view of the street and a raised shelf for
the big screen TV. Shou sits down next to me. Several children are moving on the stairs
to our right and in and out of the room.

A little later I go upstairs to use the bathroom. There is peeling, blue paint on the
walls of the upper hallway, and animated voices coming from behind the closed door to
the children's room . The place looks unfinished, as if someone were in the middle of
repairs. In the bathroom a few errant cockroaches run along the ceramic surface of the
tub.

Mai reenters the house without my ever noticing that she had left. With her are
two of the older children as well as Alfred Lee, whom I am surprised to see in the Cher
home: A few months earlier I had interviewed him and other members of his family
before they moved to the north. Evidently, Alfred was going to follow through with his
plan to remain behind in Windigo to finish high school. Shou introduces me to the
children, and tells Sammy, his eldest son, that I'll be coming around and can help him
with his homework. Sammy and Alfred carry what looks to be a 50 pound sack of rice
into the kitchen. Soon I smell rice cooking through the door.

Mai brings out a tray with coffee, cups, sugar, and cream for Shou, herself, and
me. Later Shou and I repair to the small table near the entrance to record some of the
family history.

The Ancestor

When I asked Shou Cher if he had heard stories about the Hmong and how they
came out of China, he said:

"My great-great-grandfather was a marshal from China. He was a representative
of the governor in Laos. He fought the war back in China and escaped with a group of
people to Laos. And he was famous. My father always told us, and relatives always told
us that our great-great-grandfather was a great one! His name was Choua Pe Tong."
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"My great-great-grandfather would sometimes call on the Thunder Angel. Here
in the United States you just call it thunder and lightning. You have the thunder. But
American people don't believe that there is an Angel or Supernatural Power up there with
the thunder. But to the Hmong people, they believe that the thunder is not just scientific.
It's not. There is something supernatural in it. So my great-great grandfather could call
the Thunder Angel to help him, if necessary. And he did. He would call, and the Thunder
Angel would appear right away, no matter how sunny it was. Also, rain would appear
right away to fight the war. That's what happened to my great-great grandfather. 1didn't
see it, but that's what they say!"

For the Hmong of Laos, the earth, water and sky were filled with living spirits
who could be called upon for aid, or who could punish the transgressor and the foolish.
The thunder angel was one such pchrful spirit. Called upon for aid in war, this spirit
would also punish those Hmong who broke certain taboos. Shou tells me, for example,
that if an adult Hmong were to drink breast milk, he would be struck dead by a bolt of
lightning.

Shou proudly recalls stories of Choua Pe Tong:

"I remember my father told me that when Choua Pe Tong settled in Laos, his
house was quite long. Compared to America here, his house could be as long as a block.
So, imagine how big his family was! So many people supported him. He was kind of
like a chief leader or chief soldier at that time. My father, my uncles and other relatives
always told me that he was a soldier-leader, a marshal. I can imagine how tough he was!
And when he came to Laos, he received a position as a representative of the governor.
Because he had the right, he had the authority to punish someone who disobeyed his
decisions, or discipline someone, for a whole region, for part of Luang Prab<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>