This is an authorized facsimile
printed by microfilm/xerography on acid-free paper
in 1986 by
UNIVERSITY MICROFILMS INTERNATIONAL
Ann Arbor, Michigan, U.S.A. '

1416



8610250

Tuson, Amparo

LANGUAGE, COMMUNITY AND SCHOOL IN BARCELONA

University of California, Berkeley PrD, 1985

University
Microfiims
International sxen. zees Road, Ann Arbor, Mi4at0s

Copyright 1086
by
Tuson, Amparo
All Rights Reserved



INFORMATION TO USERS

This reproduction was made from a copy of 2 manuscript sent to us for publication
and microfilming. While the most advanced technology has been used to pho-
tograph and reproduce this manuscript, the quality of the reproduction is heavily
dependent upon the quality of the material submitted. Pages in any manuscript
may have indistinct print. In all cases the best avatlable copy has been filmed.

The following explanation of techniques is provided to help clarify notations which
may appear on this reproduction.

1, Manuscripts may not always be complete. When it is not possible to obtain
missing pages, a note appears to indicate this,

2. When copyrighted materials are removed from the manuscript anote ap-
pears to indicate this.

3. Oversize materials (maps, drawings, and charts) are photographed by sec-
tioning the original, beginning at the upper left hand corner and continu-
ing from left to right in equai sections with small overlaps. Each oversize
page is also filmed as one exposure and is available, for an additional
charge, as a standard 35mm slide or in black and white paper format.*

4. Most photographs reproduce acceptably on positive microfilm or micro-
fiche but lack clarity on xerographic copies made from the microfilm. For
an additional charge, ail photographs are available in black and white
standard 35mm slide format.*

*For more information about black and white slides or enlarged paper reproductions,
piease contact the Dissertations Customer Services Department.

UM
L. International




PLEASE NOTE:

In al cases this material has been filmed in the best possible way from the available copy.
Problems encountered with this document have been identified here with a check mark v .

PP o

o

8
9.
10.

1.

12,
13.
14.

18.

16.

Glossy photographs or pages
Colored Iliustrations, paper or print
Photographs with dark background

{ltustrations are poor copy

Pages with black marks, not originalcopy

Print shows through as there is text on both sides of page ___
Indistinct, broken or small print on sevaral pages ___\Z__

Print exceeds margin requirements

Tightly bound copy with print lostinspine ______

Computer printout pages with indistinctprint

Paghe(s) lacking when material received, and not available from school or
author.

Page(s) seem to ba missing in numbering only as text follows.
Two pages numbered _______, Textfollows.

Curling and wrinkled pages _____

Digsertation contains pages with print at a slant, filmed as received

Other

University
Microfilms
International



Language, Camunity and School in Barcelona

By
Tuscn

- Amparo
Graduate of University of Barcelona, Spain, 1973
M.A: (University of California) 1982
C.Phil, (University of Califomia) 1982
DISSERTATION
Submitted in partial satisfaction of the requirements for the degree of
DOCTOR OF PHILOSOPHY
in

Anthropology

in the
GRADUATE DIVISION
OF THE
UNIVERSITY OF CALIFORNIA, BERKELEY

Moo d T N o ipaber 1T €8
Date

----------------------

Approved: ..«

BOCTORAL EECATE COVFIRRED
DICEGR 17, 1985

----------------------------------------------



®1986

AMPARO TUSON

All Rights Reserved




Acknowledgments

First of all, I want to thank the different Foundations and
Institutions which made possible with their economic support
my studies at Berkeley and the fulfillment of my Ph. D.
degree: Fullbright/Bank of Bilbao, Fundacid "Jaume Bofill®,
and the "Comissid Interdepartamental per a la Recerca i la

Investigacid Tecnoldgica de la Generalitat de Catalunya".

I am indebted to my c¢oclleagues from the "Departament de
Filologiques" of the "Escola de Formacio de Mestres, Sant
Cugat™ from the "Universitat Autdnoma de Barcelona", who
trusted me and supported my petitions to be "on‘leave“ each
time I applied for them, making thus posible my stays in
Berkeley.

The members of my dissertation committee, professors John J.
Gumperz, Stanley Bfandes and Richard Herr helped me
immensely with their comments and encouragement. I thank

them for their patience and support.

I am deeply grateful to all my informants in the two schools
where I carried out my fieldwork: the fifth graders, their
teacher and the other members of the school board in Bamby,
and the future teachers and colleagues in the School of
Educat}on. All of them hélped me enormously with their good

disposition and collaboration at all steps of my work.

A number of people helped me. in the "adventure" of writing



ii

in English: Avi Chomsky, Kelsey Clark, Kitty Corbett,
Charlie Underwood, Jacquie Urla, and Dan Wohlfeiler. With
their correction of my dissertation draft, they contributed
greatly to the'"readability" of the final wversion. The

errors that remain are only my own.

With her understanding and support, my friend and colleague
Helena Calsamiglia has been a constant source of
intellectual stimulation and companionship, especially in
the low moments that always oceur in the process of
research. Together we started the sociolinguistie
discovery, and without her collaboration through the years,
this dissertation would not exist. I thank her deeply for
all her help and solidarity.

I am also grateful to Kit Woolard, who very nuch motivated
me to study at Berkeley, being a "live” example of an
anthropologist in the field, in Barcelona, Her insightful
analysis of the Catalan sociolinguisite situation has also

been an example for my own research.

Kitty Corbett has helped me in many ways. Her friendéhip,
sense of humor, intellectual brightness, her proximity and
generosity suppported me all through the writing of- my

dissertation. Her help with the last printing was erucial,

Finally, I want to express my deepest gratitude to Dan
Wohlfeiler. His hospitality and friendship made my stay in

Berkeley easy and comfortable. Thanks in large part to Dan,




iii

‘I will always have wonderful memories of my 1life in

Berkeley.



Table of Contents

AcknowledgmentS.cvsueevsrseresrsrassscssosssrrrccna

0.
1.

INTRODUCTION. i cvesnenssessasesssvssncsnnsosnsnns
THEORETICAL BACKGROUND....sossesvsesssanrsncccase
1.1. Communicative Norms and Language Cholce...

1.2. The Educational Setting as an Appropiate
Place tO LOOK.iioiiassroanossrsscconsasasnsas

1.3. The Classroom as a Micrccosm Where
Communicative Behavior Is Learned and
Negotiated.seeietniursnntnsesssasssssccnns

1.4. General Considerations about the Approach
Used and the Selected Setting...cveeceenses

1.5. Doing Ethnography in One's Own Society....
LANGUAGE IN CATALONIA. . vvecoonsccsssssssssnsses
2.1. A Note on History.cecsetesstoceoncssssacens

2.2. Legal Changes Regarding Language Use
Since 1978 uessvsacsascsscssssnsesacassonse

2.3. Socio-Political Changes Affecting Language
Use in the Last Few YearS.,..ccevessssnsess

2.4, Barcelona and Its Linguistic Repertoire...
2.4,1., The City of Barcelona@.ceseececnvaas

2.4.2. The Linguistic Repertoire of
BarceloNa.seseesscssnssacssasssasres

2.5, Catalan SociolinguisticS.ccsresocsrecreess
THE SCHOOL SYSTEM IN CATALONIA...:eetssesannnes
3.1. Language and School Before 1931......00000

3.2. The Years of the Republic and the
Civil War.eessseeassesnsscssasencssassssane

3.3. Language and School from 1939 until 19%70..

3.4, The General Law of Education and Its
CONSEqUENCES S . iotarsrasarsssrssssnstacsesesess

15
15

33

39

40

L

54

58

64
70
70

82
103
109
i1

115
119

120

iv




3.5. The Current Situation....vvsvecesiseioeess
3.6. Types of Schools in Catalonia Todayeseones
4. THE PRESENTATION OF THE DATA i iviierecnrsnnnnns
K1, Introduetion..eivesersrecoseesnssocacesnss
4.2, The'Elementary Seho0l.ueaiereevrannnncnsnes
4.3. The School Of EdUCAtiOoN...iveseeeennasenes

5. LINGUISTIC BEHAVIOR IN EVERYDAY CLASSROOM
INTERACTION. s v vevseesanatonaoncannnnnnsonnsnens

Sl INtroduetion..uccrsn e ereranstsonrocosnnes

5.2. The Elementary School Classroom:
"Telling News™ T....veuerovesectonensonnsss

5.3. "Telling news"'2..........................

5.4, The School of Education: "Working in
SmAll GroUDS™ Tuuuwueeeronsesonsnconnnnesss

5.5. The Elementary School: "Working in
Small GroupsS™ 2.i..uisiecvensrssanescsncsnsss

6. THE INFORMANTS TALK ABOUT THEIR LINGUISTIC

s

6.1. The Fifth Graders Use of Catalan
and Castililan.sicieiecernrosarorocararsses

6.2, The Futur Teachers Talk about Their Use
of Catalan and Castilian..ceeieeerecoonces

Te CONCLUSION . tueuiueevannssssnansneosusosscasanns
7.1. The Conflict between Change and
Persistance in Everyday Communicative
BeRAV IO v iuerinvaransnrsovacacncenssnanne
7.2, Methodological remarksS....veeiesscecscensas
ApDPeNndixX Ome.e.ueriiierosecnsoresosnsasasnceconnss

APPendixX TWO. .o oorsarnsnsesnsntssonnceannnsesses

L5 0.0 8 Yo =4 o o)

123
125
133
133
13%
148

158
158

160
165

175

183

191

191

195
205

205
211
215
217
219



LANGUAGE, COMMUNITY, AND "SCHOOL IN BARCELONA
Introduction

Language use in Catalonia has been at the forefront of
the region's political and ideological struggles since the
beginning of the century, and particularly since the 1960's.
Two languages are spoken in the region, Catalan and
Castilian Spanish. Since the distribution of their use is
very complex, as will be discussed in chapter two, language
choice and code-switching have also served as a symbolic
markers of socio-cultural identity. Implicit and expliecit
norms about language use governing which language should or
must be used in any given domain or situation, or to address
a given person, have always been present in Catalan society.
In the political and social transition following Francq's
death, new laws have been enacted regulating language use

and teaching in the school system.

The 1issue of language use in Catalenia appears
throughout its history. In moments of national awakening,
the flag of language has always been raised as a symbol of
collective i1dentity, and 1in periods of repression, one of
the first measures adopted has been the prohibition of the

public use of the Catalan language.

But to speak about languages is to speak about their
users. And, if a language becomes a symbel of anything, it

is because its users are making a symbol of 1t through their




everyday communicative behavior. in Catalonia, to
categorize the speakers of each of the two languages is not
an easy task. The use of one language or the other does not
automatically match with class division or with geographical
origin in a simplistic way. Although Catalan 1is the
language of the region, some upper class people abandoned it
and switched to Castilian as a way to show their agreement
with the political and economic ruling classes of the
central government. In the same manner, some immigrants
have adopted Catalan to show their ideological compromise
with a Catalan political party, or to show their cultural
integration into their newly adopted community.

Neither Catalan nor Castilian is spoken only by a
"given social'class. Although many times the simplistic
equation PCastilian workers/Catalan middle class™ has been
made, the truth is that the plcture is much more complex.
Catalan speakers range from peasants to Dbankers, and
Castilian speakers includes Dboth blue-collar workers and
businessmen. Traditionally, the Catalan language has been a
symbol of ideological positions. During the Francoist
regime, the simple fact of speaking the Catalan language in
a public domain was a way cof manifesting opposition to the
political status-quo. But today the picture is more
complicated. The central government is controlled by the
Socialist Party (moderately leftist), whereas the leaders of

the Catalan government are from a center-right party.



Catalanism is defended by moderately conservative
nationalists as well as by socialists and comrunists, The
former are speak of a liberal~burgecis type of nationalism,
the latter are trying to show if it is possible to build a
leftist Catalanism. The question of immigration in the
process of the "Catalan reconstruction™ is the subject of
heated debate, and the role of language as a means of

integration plays a cruecial role.

The instrumentality of learning Castilian 1s eclear.
There 1is a wide linguistic community (almost 400 million)
that speaks Castilian, and it is possible to use it to
communicate with everyone in Catalonia since all Catalan
speakers are bilingual. Why, then,do Castilian speakers
learn the <Catalan language in a community where everybody
shares the Castilian language? As has just been said, for
some people (a minority) there are ideological or
integrative reasons to do so. But, is there any

instrumental reason to learn it?

After the recovery of the Catalan institutions, in the
late 1970's, the Catalan administration had to fill a
relatively high number of job vacancies, and, for most of
them, the use of the Catalan language was reguired. Thus,
for a while, to know Catalan was seen as an instrument to
have access to certain jobs. Besides that, there is the no
less important question of ‘'prestige® (Woolard 1983).

Catalan is a language spoken not only by workers and lower




eclass people but also by the Catalan upper and middle
classes, by intellectuals, artists, scholars, ete. This
fact also cobtribu;es to the idea that to know Catalan can
serve to promote people socially, and explains why many
immigrants want their children to 1learn Catalan, even if
they themselves can not or do not want to speak it. In any
case, since the Catalan language has not been necessary "to
survive® in the Catalan society at large, its use has been

highly symboliec.

That 1is one of the reasons why the schooll system is
seen as one of the main instruments for "re-Catalanization”
(see chapter three). That occurred during the 30's, when
Catalonia had its first autonomous government, and it is
also taking place today. However, the role of the school
today 1s disminished by the immense power of the media,
where the Castilian language is much more used than Catalan.
Even today, when there are laws to promote the use of the
Catalan language, every single child in Barcelcena knows
Castilian before attending the school, due to the influence

of television and to the pervasive presence of Castilian

throughout society.

The changing situation that Catalonia, and Spain, have
been living during the last ten years, has affected people's
lives deeply. Regarding 1language, some Jlaws have been
issued %o regulate the use of Catalan and Cgstilian. The

question is: To what extent do these changes in linguistic



policy really change actual communicative behavier? What is
the role that the schocl system can play in the process of

change?

This dissertation examines the effects that changes in
policies regarding language use in Catalonia are having on
the way people actually use Catalan and Castilian. The
consequences of linguistie polieies in the working of a key
institution such as the school system are examined through
the observation and analysis of how people use both
languages to create activ;ties, to construct social reality
and to estahlish social relationships. Special attention is
given to the change or/and persistance of the norms

governing language use and choice.

The thesis of this study is that looking at the use of
languages 1in everyday interactions within an educational
setting is a particularly appropriate way to discover 1) the
effects that changes in the 1legal system are having on
actual c¢ommunicative behavior, 2) the changes, if any,
affecting communicative norms in 1language cholce; 3) the
symbolic use of language choice and code-switching and the

meanings that they convey for social relationships.

We are dealing with one of the more common problems
found in urban western societies, where people with
different socio=cultural backgrounds live together in the

same ecological environment, and where a growing number of




interpersonal interactions take place in: the form of
bureaucratic encounters. These kinds of encounters are both
a consequence and a reflection of the power relations
{including those along class, status, gender, and ethnic
lines) and social stratification of any given society.
Since these encounters take place mainly through oral

communication, language plays a crucial role in their

outcome.

Since the 1950's, language in a social context has
been the object of mﬁny studies from diverse perspectives.
Sociclogists, educators, psychologists, anthropologists, and
even politicians have given increasing weight to thelrole of
language, particularly in urban socleties where (almost
without exception) more than one language or variety is

spoken.,

From an anthropological perspective, the tradition of
the ethnography of communication (Gumperz 1964, Hymes 1962,
1964) offered the possibility of looking at the
sociolinguistic phenomena in an integrative way. Studies on
the acquisition and nature of the communicative competence
have given important insights for the understanding of the

cultural constraints of communieation.

This perspective, which has become known today as
interactional sociolinguisties, differs from others in

several aspects. First, the data used for the analysis is



naturalistie, collected and recorded through direct and
intensive observation. Second, the partiecipants' point of
view 1s strongly considered in the analysis of the data.
Third, soeial and linguistic factors are studied within the
same framework not as correlates but as integrate aspects of

the same social reality.

The development of this perspective as well as the
achievements of other disciplines such as conversational
analysis, symbolic interactionism, pragmaties, cognitive
science, and artificial intelligence have brought some
scholars (Gumperz 1982a, b) to see situated discourse as the
appropiate locus to study in order to discover how
communicative strategles are used by participants in an
encounter and how social reality is created and negotiated

in everyday communicative interaction.

The study of communicative interactions through the
analysis of conversational inference has already given new
insights into the relationships between language use and
social reality. Code-swuitching is one of the phenonmena

that can be analyzed from this perspective.

The study of code-switching (inecluding language and
style switching) and language choice haz proven to be very
frultful in results. Previous studies of code-switching and
language choice are based on the explanation of macrosocial

processes and focussed on the distribution of 1linguistic




varieties in multilingual or multidialectal societies.
Description and analysis of language policies in developing
nations have also been object of study within these

perspectives (see chapter 1).

Through conversational analysis, interactiocnal
sociolinguistice offers +the possibility of discovering how
these macro processes are generated and recreated in the
course of everyday interaction. Studies of code-switching
have shown the unconscious nature of some aspects of
communicative behavior and how people make associations and
evaluations that are evoked by 1language use and language

choice.

The role that 1language plays in the working of the
educational proeess/has alse been peointed out and analyzed
from different perspectives, lThe study of language as 2
vehicle through wich cultural transmission, cultural change,
and social selection operates has been fruitful in showing
that what happens in the classroom is not an isclated fact,
but indeed a true reflection of what happens in the broader

society.

The task of teaching must bde c¢onsidered as an
interactional process in which one of the main tasks of the
teacher is to¢ eliceit reponses from the students, who are
then ‘evaluated in terms of the appropriateness or

unappropriateness of their reponses. When the "appropriate®



and "unapprepriate® have different meanings for the people
involved in the interactional process that is taking place
in the classroom, miscommunication oeccurs, which can
sometimes result in a negative evaluation of students?

behavior.

In 1977 and 1978, Helena Calsamiglia and I collected
ethnographie data through participant observation in a
neighborhood of Barcelona. MNaturalistic conversations among
teenagers were recorded and analyzed, and leng interviews
with some of the participants were conducted. We studied
the way people used both Catalan and Castilian Spanish, and
the significance of their switching from one language to
another. As a result, we discovered that language choice in
Barcelona was governed by a set of implieit norms of
communicative behavior. We found that Catalan speakers felt
a kind of implicit obligation to shift to the Castilian
language to address a Castilian speaker, and that Castilian
speakers felt an implicit right of being addressed in
Castilian. In fact, whenever the presence of speakers of
both languages in an encounter could bring about some kind
of confliet (n¢ matter how "real"™ the possibility of
conflict would be), the Castilian language was used, even if

all Castilian speakers wWere passive bilinguals,

We also found, nevertheless, that political and
ideological consciousness in a moment of rapid change {the

ereation of the Spanish Coastitution, the return from exile
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of the Catalan President, Josep Taéradellas, the
establishment of the Catalan autonomous government, first
Catalan elections), and during the flourishing of
nationalist feelings in Catalonia, pecple made statements
(spontaneous or elicited) that made us think that we were
witnessing the beginning of a change 1in the sense that
Catalan speakers began thinking that they had the right to
speak, and to be understood, in their own language, and
Caatilian speakers started thinking that they had the
obligation of at least understanding the Catalan language
(Calsamiglia and Tuson 1980, 198%4).

In 1979 and 1980, K. Woolard carried out fieldwork in
the city of Barcelona., One of the aspects that she studied
regarding language choice was the exlstence of what she
calls the TMaccommodation norm"™ (Woolard 1983), similar to
the kind of communicative norms we found. This norm governs
language etiquette and language choice in the 'sense that
Catalan speakers shift to Castilian (or even start speaking

in Castilian) when addressing non-Catalan speakers.

At the time these studies were conducted, the
existence of that norm could be explalined as a persistence

of the norm created under the Franco's reginme.

Nowadays, there 1is a 1linguistic poliecy concerning
rights and duties of language use in public settings as well

as regarding 1language use and language teaching in the
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school.,

The new legislation explicitly states that all Catalan
speakers have the right to use the Catalan language in any
kind of situation, orally as well as in writing, within the
Catalan territory. The Spanish Constitution already
recognized this right for Castilian speakers throughout the
Spanish territory.

Regarding educational matters (here I am only
referring to elementary school), all the schools have the
minimum obligation to teach the Catalan language in all
grades and to teach at least one subject matter in Catalan
(and at least one subject in Castilian) in the three grades
that make up the "cicle superior®™, which includes children
11 to 14 years old. Besides these minimum obligations, any
school can decide to use either Catalan or Castilian as the
only language of instruction simply by conmmunieating the

decision to the Direccid General d'Ensenyament (the

governmental office for educational matters). The only
requirement is that they must attache to this communication
documents certifying that the decision is accepted by the
achool teachers and the c¢hildrents parents, that the
teachers are prepared to teach in the chosen language, and
alse giving some information about the sociolinguistic

situation of the children.

As a result of all these changes at the 1legislative
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level (the actual changes in fact started before as will be
shown in chapiers two and three), one finds that the types
of schools today in Catalonia range from the ones where
practically every kind of activity is carried on in Catalan
(except for the éourse on Castilian language) to the ones
where practically every activity is carried on in Castilian
(except for the course on Catalan language). Between these
two extremes, one can find almost every kind of situation
regarding language policy and 1language planning inside a

school (see chapter three).

Since one of my interests is to discover if there is
any change in the communicative norms that govern language
choice under the new legal situation, I selected two
educational settings that clearly favor the use of the

Catalan language for all kind of communicative purposes.

First, I selected a "Catalan" school, that is a school
where the language of instruction as well as the language
used for announcements and meetings is the Catalan language.
Second, I selected one of the three schools of education of
Barcelona, the School of Education of the Universitat
Autonoma, where Catalan 1is also the language used and
proposed as the main language of communication and
instruction. The reason for choosing a school of education
is that the students of these schools are the future
teachers of Catalonia and they will offer to their pupils

adult role-models to follow; so it is interesting to know



13

which are their patterns of communicative behavior regarding
language <c¢hoice and code-switching when interacting with

their peers and with their own teachers.

This work is organized into seven c¢hapters. Chapter
one offers the theoretical framework which serves as a
background for the study. The different trends in
sociclinguisties are presented and discussed, and I make
some considerations of what it means to do  participant

observationin one's own society.

Chapter two gives a picture of the social significance
of language use in Catalonia through its history; special
attention 1is given to the demographie and social
characteristics of Barcelona and its linguistie repertoire.
Chapter three is a diachronic description of the school
system in Catalonia analyzing the different linguistie
policies issued and implemented regulating language use and

teaching in the school.

In chapter four the data are presented through the
description of the settings where the research was carried
out; in this same chapter, the selection of certain
fragments of data for in depth analysis is Justified. In
chapters five and six, the actual analysis of the data is
carried out, Chapter five presents the analysis of some
pieces of conversations recorded in the classrooms where

direct, participant observation was done, and chapter six
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presents the analysis of the reported data collected through

questionnaires and interviews.

Finally, chapter seven offers some reflections about
what this study shows regarding Barcelona and Catalonia in
particular, and about the role of language use in general,
as well as some methodological remarks about the
appropriateness of interactional soclolinguisties. to

understand social phencmena.
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Chapter 1
THEORETICAL BACKGROUND

1.1. Communicative Norms and Language Choice

To understand how language use relates to social 1life
in an urban society, and how people use linguistiec variation
to convey social meaning, there are at 1least three levels
one c¢an look at. First, there is the legal order. At this
level one can look at the laws regarding language use in a2
given society, the 1linguistic policies that regulate
language use, and the ways in which these laws and policies
are implemented. Such an approach would focus on issues of
language and national development, 1deology, and social
structure, and data coming from large scale surveys and
statisties would be relevant here to understand these

maero-social processes.

The second level is that of the "public domain". At
that level one would focus on all public forums where public
1is created through mass media and various public aects
(meetings, electoral campaigns, ete.). In such forums,
people who represent the different sections of society
{political parties, unions, social classes, ethnie groups,
ete.) explain and debate their ideas concerning what are
considered to be the crucial problems of a given community.
Data coming from the observation of the media (television,

radio, newspapers, magazines) and from interviews with
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leaders and representatives would be relevant here. At this
level, analysis would focus on the different ﬁays people
express the opinions, beliefs and values which are the
cultural components of a given community or of a group
within a given community. The content of people's
expressions is the target of the analysis at this =second

level,

A third level ©of interest has to deo with the
observation of people's actual communicative behavior.
Looking at the way in which spontaneous speech occurs in
socially relevant situations can offer an accurate picture
of how people manage the construction of soéial reality
through everyday communicative interactions. At this level,
the data is naturalistic, coming from direct observation,

and recorded for further analysis.

The first two 1levels represent a macrolevel of
explanation of a given sociolinguistic situation, they are a
framework or background; the third level répresents the
microlevel of explanation. The analysis of people's
communicative behavior can give us a picture of the impliecit
assumptions that people have about their own culture and
soclety, and of how these assumptions are manifested through

the way people use theilr linguistic repertoire.

Changes at the first level can have, and probably will

always have, more or less direct reflection at the second
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level; social representatives of publiec institutions would
talk about these changes, would contribute to create a
publiec opinion, and would reflect and make explicit
ideological and political positions, but this will not
necessarily change people's actual communicative behavior
and individual attitudes, at least in the short run (and
viceversa, changes at the individual or behavioral level can

not have an immediate reflection at the macrolevel).

So, to understand what is actually going on in a given
society, one cannot restrict the study to the macrolevel
because one cannot %take for granted that general laws or
policies, or even people's reports, are an exact reflection
of people's behavior. Social reality is built through all
different kinds of interactions that pecople maintain among
themselves every day. From the intimate domains of the
family to the bureaucratic domains of work and
administration, passing through peer relationships at work,
in pastime activities or in voluntary associations, all
contribute to cereate, maintain, and/or change social life.
In each interaction social roles and norms are being
negotiated, and it is the weave created by all these

interactions that constitutes social reality.

In the following pages I shall present a review of the
main works that have accounted for the relationships between
language and society, and more specially those that have

dealt with the gquestion of communicative norms regarding
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language choice in multilingual Western societies.

Different Trends in Sociolinguisties

In the last twe decades, sociolinguistic research has
grown immensely.. The quantity and diversity of studies is
so great that it is not easy to make a systematie selection
of the works that have been done. Without a time
perspective, it is sometimes difficult to evaluate the
analytical scope of a given concept or the value of a
particular study. It is possible, nevertheless, to
distinguish among the main socioclinguistic approaches:
their theoretical frames, their methodologies, and some of
their most important results. This is what I intend in the

next sections of this chapter.

The Socicleogical Approach

One of the main issues studied .from this
macresociolinguistice standpoint has been the problem of
language in developing nations (Ferguson 1962; Fishman,
Ferguson & Das Gupta 1968; Haugen 1966, 1968). Especially,
the issue of language planning has been seen as the place of
convergence of many other problems: the <eriteria for the
choice of one language or variety for standardization and/or
officialization; the elaboration and establishment of a
linguistic norm, the regulation of linguistic policies, ete.
(Haugen 1966, 1968, 1972 <1961>).
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These activities are not politically or socially
neutral; as Haugen points out "planning implies an attempt
to guide the development of a language in a direction
desired by planners.,® (Haugen 1972 <1961>: 133). The
complexity of planning processes entalls such questions as
who are the planners, and what is their socio-cultural and
political position in relation to or within the whole
community in which the planning 1s taking place. Answering
these questions implies investigating the role of language
as a symbol of ethnicity, ideology, and political interests.
Thus, questions of power and political hierarchy are

involved,

Ferguson showed that there are sonme conmon
characteristics in the different cases of language
standarization in Europe that can be generalized. In every
case, the 1linguistic variety chosen was one spoken by the
urban middle class; this variety substituted the one that
was used in writing before; there was an explieit reference
to Mautoritas™ (known writers in that variety) to legitimate
the choice, and language was used as a symbol of identity
(Fergus_on 1968). Ferguson saw the possibilities that the
study of processes of standardization could offer to
sociolinguists, and especially the role that language plays
as symbol of national identity (Ferguson 1962) because it
could be seen as reflecting the social and economical

structure of a given society.
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Fishman studied with special attention the problem of
language and naticnalism, He saw language as a "unifying
symbol™ of nationalist ideology. In this sense, 1language
can be used to overcome ethnic or class differences in some
cases {(Fishman 1968b, 1975). Fishman has been interested in
the study of large scale social processes, and the role of
language in them. Regarding language choice, this author
has been interegted in describing what are the reasons which
make people choose among the different linguistie varieties
available to them (Fishman 1965). Rubin's studies of the
sociolinguistic situation in Paraguay also have focused on
the social distribution of Spanish and Guarani, and on
bilingual’s choice among these two languages (Rubin 1968).

The main problem with ¢these studies 3is that they
approach the iasue of language choice as if it would always
depend on the consgcious decision of the speakers who, after
analyzing what were the components of each communicative
event {in terms of contex%t, topie, speakers, time, etec.),
would decide whiech Jlanguage to use according to the norms
goveraning language distfibution'in the broader society. We
know now that the seléction of code is many times made
unconsciously and it is in itself a symbol which carries

socio~cultural meaning.

The attention given to linguistic problems from this
soclological perspective varies greatly, depending on the

investigator. In general, however, this appréach has been
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eriticized because the stress on large secale social
processes 1is too great, and language is seen simply as cone
more variable (though doubtless an important one) that
serves as an 1indicator for the explanation of social
processes that are, in fact, the very object of study. What
is generally studied within this frame are reported
attitudes or opinions about language as such, or about its
use, but never the role that language plays in the bullding
of social reality.

The Variation Theory

Correlational analysis was first carried out by W.
Labov during the sixties. Labov was Weinreich's student, he
had done dialectological work, and he was also trained in
structural linguisties. Influenced by Weinreich's theories
about the linguistic consequences of language contact, and
taking advantage of his training as dialectologist, Labov
carried out research in New York correlating 1linguistie
variables with context and with social variables (Labov
1969). The goal of this study was to show 1) that
linguistie variation is not random but systematic, and that
it is susceptible to being analyzed through quantitative
techniques, and 2) that each code was as appropriate as any
other to communicate within the community or group where it

was used,

During the sixties there was a great deal of concern
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in the U.S. about the high degree of .sehool failure
observed ameng minerity and lower class children. Deficit
theorists claimed that these children, and especially
blacks, speak a "deprived" or "poor" form of English, and
that this was the reason for their poor performance in
school; Labov demonstrated the falsity of this theory in the
study already mentioned and in the research he did

concerning the English variety spoken by black Americans.

He showed that Black Englisk Vernacular (BEV), as he
called this variety, has its own structure which can be
déscribed systematically. He demonstrated for the first
time that variation in BEV was not random and that it was
possible to apply the general principles of language
variation to the explanation of it (Labov 1972a). He also
showed that Bernstein's elaim about restricted and
elaborated codes (Bernétein 1975 <1971>) was wrong and that
each code has its own way of being communicatively effective
(Labov 1972b <1970>), Bernstein had found that class
division in Great Britain was reflected on the way people
use English, and that this had an effeect in children's
school performance. Lower class children would use a
"restricted code®, learned in the family and different from
what was used at school, whereas upper-middle class children
use an M"elaborated code"™ very similar to that used at the
achool. Thereby, lower c¢lass c¢hildren had many more

difficulties achieving school tasks that upper-middle class
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One of the characteristies of the correlational
approach is the stress its practitioners place on
methodology. They have developed sophisticated methods
taken basically from statistics, The two main models used

are variable rules methodology and implicational scales.

Variable rules methodology was first used by Labov in
his study of copula deletion and contraction in English
(Labov 1969). This first version of the methed 1is called
additive because in the algebraic formula only additions and
substractions are used to establish probabilities of
variation oceurrence. Cedergen and Sankoff (1974)
eriticized the additive model for not being appropriate to
the study of probabilities. They proposed a multiplicative
model that could account for independent constraint
families. This model can have two possible formulations:
the model of multiplicative application probabilities and
the model of multiplicative non-application probabilities
(ibid.). Years later, a new model, the logistic model, has
been proposed by Rousseau and Sankoff (1978}; it was created
with the object of accounting for all kind of variations,

and based on it a computer program has been created.

Several theoretical assumptions lie behind the use of
the different variable rule models. In their 1974 article,

Cedergen and Sankoff signalled that:
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the key of the new paradigm 1lies in Labov's
proposal to incorporate systematic variation into
linguistic description and theory by extending the
concept of a rule of grammar to that of variable
rule, where the predicted relative frequency of a
rule's operation dis, in effect, an integral part
of i1ts structural description. This single idea,
which 1s essentially a proposal about individual
linguistie competence, also has wide ramifications
for stylisties, socioclinguisties, dialectology and
diachronie linguistics. This stems from the fact
that, onece accepted and incorporated into
description, variability can be made a function
not only of the presence or absence of linguistic
elements, but  also can be constrained by
extralinguistic factors, all within the same
notional and theoretical framework. (Cedergen and
Sankoff 1974: 334)

In 1979, Kay and McDaniel published an exemplary
article about the advantages and disadvantages of variable
rule methodology. First of all, they make explicit their
positive position with respect to variable rule methodology
as a research strategy that has already demostrated its
analytical productivity. They then present the different
models and criticize each of them by pointing out their

ftechnical” deficiencies.

Kay's and McDaniel's eriticism, moreover, goes beyond
the technical aspects of the model to ecritique some
theoretical or philosophical assumptions (such as the ones
expressed in the Cedergen's and Sankoff's statement, quoted
before). They criticize the idea of regarding variable
rules as a community grammar, as something that is shared by .
all members of a speech community and that is independent of
(although correlated with) social variables. Putting it in

their words:
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An assumption in each of the variable rule models
so far proposed is that linguistic constraints and
social constraints operate independenly, that 1s,
that there 1is not interaction between linguistiec
and social constraints. In faect, a very common
pattern of observed language change, probably the
characteristic pattern, involves suech interaction.
(op. eit.:27).
Also:

Unfortunately, this notion of community grammar is
shown in many of Labov's data to be contradicted
by observed synchronic facts. (ibidem: 28).

The other theoretical criticism they make concerns the
belief that variable rules provide a way to "stretch" (using
their words) the Chomskian notion of linguistic competence.
For them the correlational approach differs from generative
grammar in its theoretical assumptions about language. The
variable rules approach shows the 1nabllity of generative
grammar to consider patterns of varlaticn as a part of
people's 1linguistie ability, but they do not see the
possibility of “*"ecompleting" the generativist conception of
linguistic competence by simply "adding® variable rules as a

part of grammar.

Despite all these criticisms, EKEay and McDaniel
recognize the value of variable rule analysis because such
analysis has shown that linguistiec variation 1s patterned
and quantifiable, and because it has illuminated the ways in
which language change oc¢curs as well as some of the

relations between language and society.
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The other methodology successfully used within the
correlational frame 1is the implicational scale. This
technique has been applied %to the study of creole languages
(Bickerton 1973; DeCamp 1969, 1971; DeCamp and Hancock

.1974). Implicational sczling 1s a statistical procedure
designed to account for variables which present a gradation
within a continuum. For this reason 1its use hﬁs been
illuminating in the case of pidgin and creole languages; it
has permitted researchers to represent in a very clear way
the existence of a linguistic continuum which rangés between
the two poles represented by the more "ereolized® linguistice
varieties on the one hand, ard the more "standardized"

varieties spoken in a given speech community,

Theoretically, the use of an implicational scale
methodology implies strong criticism toward Saussure's
dichotomized approach to linguistic phenomena, and toward
the Chomskian focus on - the ideal speaker/hearer in a
homogeneous linguistic community as the center of interest
for linguists  (Chomsky 1965). Linguistiec heterogeneity is
inherently characteristic of the data analyzed by means of

implicational scales (Bickerton 1973).

Variation theory and implicational .rules have
contributed very Iimportantly to the understahding that
variation in language is rule governed and not a random
phenomenon. Nevertheless, this approach still takes

linguistic variation as a correlate to other variables,
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without considering it as an integrative part of culture and

society.

The Interactional Approach

Interactional socliolinguisties owes part of Iits
theoretical and methodological framework to the
anthropological tradition called ethnography of
communication. Gumperz's fieldwork Iin India showed the
importance of the observation of natural speech for the
understanding of what language is and how it works (Gumperz
and Naim 1960). A few years later, Guumperz and Hymes
presented the basic formulations of this
microsociolinguistic approach (Hymes 1962, 1664; Gumperz
1964). In these earlier articles, they recognize their
theoretical and methodologlical 1links with people such as

Boas, Sapir, Malinowski, Firth, and Jakobson, among others.

The very name "ethnography of communication®™ reveals
the object of study and the method proposed. The objeet is
communicative interaction and the method used is the method
of ethnographic studies: partieipant observation. The
focus of analysis is on actual speech in natural situations
of communication. The unit of analysis is the speech event.
"Speech event analysis focuses on the exchange between
speakers, i.e., how a speaker by his choice of topic as his

choice of linguistie
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v~riables adapts to other participants or to his environment

and how others in turn react to him." (Gumperz 1972: 17)

As was said before, the universe of analysis is the
speech community. One of the main characteristics of the
speech community is its‘llnguistic diversity, which at the
individual level is reflected in people's verbal repertoire
{Gumperz 1964). The concept of 'communicative competence!
involves the ability that people have to use their. verbal
repertoire 1n a socially and culturally appropriate way
{Hymes 1967),'or, as Gumperz points out: "the knowledge of
linguistic and related communicative conventions that
speakers must have to initiate and sustafn conversational
involvement®™ . (Gumperz  1981a). The discovery of how
communicative competence is achieved 1s one of the main

concerns of the ethnography of communication.

One of the c¢omponents of people's communicative
ability is the set of rules that govern linguistic choice
and c¢ode-switching. Gumperz's analysis of code-switching
illustrate the theoretical and empirical scope of this
notion. Through code-switehing, cultural and social meaning
is conveyed and certain communicative purposes are achieved.
At the same time, an inappropriate use of this strategy can
be a source of misunderstanding and communiecative conflict

(Blom and Gumperz 1972; Gumperz 19756a).

Ir the past few years, interactional sociolinguistics
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has moved from an interest in the study and description of
communicative competence (still the abstract abilities of
speakers and hearers) towards the study of actual
communicative behavior. This approach rests on the belief
that communicative intent 1is negotiated in the very
interactive situation itself and that cooperation is created
through the production of contextualization cues that have
to be appropriately interpreted through conversational

inference.

Besldes ethnography of communication, other traditions
have contributed to the elaboration of what can be called,
following Gumperz, "conversational inference theory"®. One
of them is discourse analysis, which "deriving from speech
act theory, frame semantics, and artificial intelligence,
posits abstract semantic constructs, variously called
sceripts, schemata, or frames, by means of which participants
apply their knowledge of the world to the interpretation of
what goes on in an encounter," {Gumperz 1982a: 154),
Ethnomethodelogy (Garfinkel 1967, 1972; Cicourel 1973, 1984,
1981), conversational analysis (Sacks 1972; Schegloff 1972;
Sacks, Schegloff and Jefferson 1974), and some of the
insights of symbolic interactionists (Goffman 1959, 1974,
1981) are the other approaches which, coming from a
sociclogical perspective, have alsc contributed to the

further development of interactional sociolinguisties.

Now the wunit of analysis is conversaticn, considered
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as a microcosm in which social and cultural constructs are
created by means of communicative interaction. The analysis
focuses on how conversational involvement (Goffman 1974;
Gumperz 1982b, ¢} is ereated and maintained, how
participants' intent 1s transmitted, how conversational
inference works i1in the Iinterpretation of the multiple
signalling that 1is continously produced; these signals are
conversational cues that are largely of a linguistic nature,
such as intonation, rhythm, chunking, syntactic and lexical
choice, ete. All these complex processes presuppose that
participants bring to the encounter an idea of what a
conversation is, what the rules (or maxims) are for
maintaining cooperation (Grice 1975; Gumperz 1981b), and how
interpretation works. These "schemata® are culturally
determined and people apply them in an unconscious way.
Misunderstanding occurs when participants have different

schemata.

Ethnometholodogical studies of conversation have shown
how a conversation is interactionally negotiated and
sequentially organized, almest as a2 contingent 1logie; that
means that what happens at any moment in a given
conversation can be taken as a direct consequence of
previous. moves 1in the same conversation. Whereas the
sequential organization as an abstract property of any
conversation can be taken as an universal, the particular

way in which this organization is built and negotiated in a
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particular encounter is culturally determined; the
importance of culture in the building of interactional
encounters is one of the main contributions of the
ethnography of communication to the most recent studies of

interactional soclelinguisties.

In bilingual communities, one of the strategies used
by people to sequentially organize a conversation is
code-switching. This strategy is used as a particular way
of moving from one topic to another, to signal the
difference between new and old information, to change the
tone of the conversation, etec. Hellér (1982} shows the
importance of code-switching as a symbolic device to
negotiate social identity in Quedbec today. She stresses the
faet that shared cultural knowledge is needed to
appropriately produce and interpret code-switching and,

thereby, to be able to maintain conversational invelvement.

Interactional sociolinguistics has been applied to the
study of communicative encounters in urban Western socleties
where industrial development has created a bureaucratie
component that acts as mediator and evaluator of people's
social abilities for different kinds of performances (job,
school, ete). These settings are also characterized by
thelr social, cultural, and linguistic diversity. As a
result, one finds everyday interactions among people with
different cultural and sceial backgrounds. In these

situations the ability to communicate effectively is of
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crucial importaﬁce. Studies of interethnic communication
have illuminated the hidden processes that underlie these
kinds of interactions (Gumperz 1976b, 1978a, 1982).

Analyses of gatekeeping encounters (Erickson 1976:
Erickson and Shultz 1981, 1982) show that in fact what is
being evaluated is not people's actual ability to perform a
given task (in a jJob, in an academic curriculum) but

people's ability to communicate appropriately what their

abilities are. Something similar has been discovered in the
analysis of ¢lassroom interaction (Cook=Gumperz 18813
Erickson and Mohatt 1982; Green and Wallat 1981; Gumperz
1981b; Gumperz and Hernandez 1971, among others), where the
fact that children have different backgrounds is reflected
in their having different communicative strategies that lead

to misunderstanding and negative evaluations,

The relevance of interactional sociolinguistics lies
in the faet that it goes beyond the scope of other
soclolinguistic studies by focusing on the very locus where
social reality 4is created and reproduced: people's
interactions in any kind of relevant situation; besides,
interactiocnal sociolinguisties looks at language use as an
integral part of people's cultural and social life, and as a
symbolic device which permits the researcher to discover the
unconscious motivations and implicit rules that govern

people's behaviors and attitudes.
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The frame of ny study is interactional
sccliolinguisties. By analyzing people's linguistic behavior
in everyday communicative interaction in classroon
activities, I intend to contribute to the wunderstanding of

the social processes occurring today in Catalonia, Spaln.

1.2, The Educational Setting as an Appropriate Place to

Look.

From an anthropological perspective, the study of
education already has a long tradition, as an approach to
understanding how culture is created and transmitted. Since
the turn of the century, anthropologists have studied and
observed educational processes, Anthropelogists have always
been interested in the question of how culture Iis
transmitted, and they see the school not only as a vehicle
for literacy and numeracy but also as a vehiele for the
transmission of cultural values, beliefs and patterns of

behavior.

At first, anthropologists were mainly interested in
the folk systems used by the community under study for
. enculturation and socialization, that 1is, to ensure the
persistance of the set of values, norms and beliefs which
characterized its cultural world. Most of these folk
systems worked through the dinteraction of children and
adults within the family and/or the community, but there was

not a specific institution to acomplish that goal in the
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small-scale social worlds that early anthropologists
observed.

During .the 1960's and 1970's, when anthropoclogists
started looking more carefglly at the Western wcrld, they
started looking at formal education as an objeet of study.
(Spindler 1974, 1982; Comitas and Dolgin 1978; Roberts and
Akinsanya 1976; MacDermott 1974; Ogbu 1974, 1978; Cohen
1971, 1975; Gumperz 1981b; Green and Wallat 1981, ete.).
Some sociologists {Baudelot and Establet 1971; Bourdieu and
Passeron 1977) have already shown the role of the school
system in reproducing and maintaining the social status quo.
School, as a part of the state bureaucracy, has the function
of maintaining the . existing social structure through the
curriculum to which children must adapt to be successrul.
Thus, ©beneath the mnyth of the "unifying" school lies its
true role: maintaining sceial division, As a result of
this analysis, new pedagogical trends developed which put
the-streﬁs on the possibiiity of using the schoel to promote
social change. So¢, as Cook=Gumperz points ocut: "We look to
schooling to ensure the continuance of a stable society or
to bring about needed social changes" (Cook-Gumperz 1985:1).
One of the characteristies of formal, institutional
education is that it entails a confliet or disjuncture
between home and school. Also, with the
institutionalization of learning a new social group appears:

children peer groups in the presence of adults, whose
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interests may often be in conflict. The school thus comes
to be seen as an arena of conflict, specially since children
coﬁing from different backgrounds may attend the same

school,

At the turn of the century, E. L. Heﬁett wrote of
the necessity of looking at education from a systematic and
anthropological point of view (Hewett 1904, 1905). F. Boas
revealed the importance of socialization (as well as
nereditary conditions} in the development of thought
processes (Boas 1911); he explained how different factors
such as sex, ethniecity, and environmental conditions are
erucilally important in the way in which cultural
transmission is articulated (Boas 1928). R. Redfield
analyzed the specific problem created by the imposition of a
foreign system of schooling ({the Western model) in rural
Guatemalan communities (Redfield 1943). He was also
interested in how world view is culturally bounded and how
its tranmission through socialization processes varies from
culture to culture (Redfield 1952). B. Malinowski also
payed special attention to educational processes in
different cultures. Among other topics, he studied the role
of the family as an instrument of cultural transmission
(Malinowski 1927, 1929). He was also concerned with the
consequences of cultural contact in countries undergoing
rapid processes of modernization (especially in Africa) and

the specific problems created by the export of the European
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school system to these countries. He was probably the first
to talk about the necessity of planning education from a
erosscultural perspective (Malinowski 1936, 1943, 1945), 1In
sum, what anthropologists found from the first was that
every single society has its own folk system for apsuring
the transmission of the set of norms, values and beliefs

which constitutes its cultural world.

Anthropology has  brought its theoretical and
methodolegical apparatus to the field of formal,
institutional education. From the theoretical point of
view, the major contribution of anthropology has been the
consideration of education as cultural transmission. A4s J.
Singleton (1974) has pointed ocut, considering education as
cultural transmission has several implications: First,
anthropology assumes that all cultures are equally valuable
as human constructs; this means that the concept of cultural
deprivation 1is rejected. Second, the locus of the
investigation of how cultural transmission works is neither
the "heads™ of the children nor is it the schocl taken in
isolation; education is seen as a complex and multifaceted
process, and formal education and the school system are
particular forms of this. Third, the school is not a mere
instrument for the transmission of knowledge but a social
institution with amultiple functions related to all other
social institutions. Fourth, the school is a place where

different social groups meet {(parents, teacheré, children,



administrator, etc.,); as a result, the confliets that ocecur
in the breoader society are also reflected in the structure
of the schoel and found in its everyday life. Fifth, the
subjects of analysis are considered to be not only the
children but also the components of these other social
groups that more or less directly are related to the
educational phenomenon: parents, teachers, administrators,
peer groups, ete.. Finally, the idea of considering school
as one social institution among others implies taking into
account the different relationships existing between those

institutions and the school.

From the methodological point of view, the specificity
of educationzl anthropology resides in the use of the
ethnographic method for the understanding of educational
processes. The use of this method alsc presupposes some
theoretical assumptions. The most salient of these is the
erucial importance placed on the actors' perceptions and
interpretations of what they are doing, the "emic" point of
view. This implies that the researcher has to live among
the people under study, talking with them (knowing the
people's language is of crucial importance), and learning to
understand their cultural frames of reference (Bruyn 1976).

As Green and Wallat put it:
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When applied to the c¢lassroom or other educational
settings, ethnography wmeans that the researcher
wants to wunderstand what 1s occurring in the
educational setting, how 1t is oceurring, what
definitions of the event the partieipants hold
about these occurrences, and what it takes to
participate as a member of the various groups
within and across these occurrences {e.g. peer

groups, friendship groups, adult-child groups).

The ethnographer does not judge what occurs as
gocd or bad, as effective or ineffective; rather

the ethnographer deseribes what 1s occurring and
after considering the recurring patterns of
behavior in the environment, define rules and
processes for participation and membership.
(Green and Wallat 198t: XIII)

Thus, whereas other social scliences operate through
the previous establishment of hypotheses and base their
studies on surveys and other reported data to test the
hypothesis, anthropology relies on ethnography to isolate

the relevant issues later to be analyzed.

This 1s the common ground where all anthropological
studies meet, and the characteristic that makes anthropology
distinet from other approaches. Ethnographic studies,
nevertheless, can differ depending on the scope of the
sﬁudy, the focus of atﬁention, and the analyticél framework
in which they are found. Following F. Erickson and Mohatt
(1982), one distinction that can be made 1is that between
general or macro-ethnegraphies and micro-ethnographies. For
them, these two types of ethnographies although differing in
scope and in the analytical focus of investigation, both
share an interest in discovering people's perceptions about
what is going on in everyday 1life. Both approaches,

Erickson and Mchatt claim, are necessary if one wants to
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have a general, and at the same time deep, vision of the

object studied.

1.3. The classroom as a microcosm where communicative

behavior is learned and negotiated.

The defenders of doing microethnography in educational
settings focus on face-to=-face interaction as the way to
understand what culture is and how it works through actual
communicative behavior, As was said in the preceding.
section, this interactional model takes elements from
structuralism, symbolism, ethnomethodology, and
soeiolinguisties. What microethnographers working in the
school domain share is "the view that classroom events are
the mutually accomplished, emergent productions of the
inter-acting work of teachers and students who are
constantly creating and judging behaviors as contexts for

making sense of and to each other” (Campbeil 1979: 9).

One of the aspects most carefully studied is
communication in the classroom. The c¢classroom is taken as a
microcosm where aspects of the broader society are found and
recreated through everyday interaction. Researchers within
this framework {(Erickson and Mohatt 1982; Cook-Gumperz and
Gumperz 1982; Gumperz 1981b; Gumperz and Cook-Gumperz 197%;
Gumperz and Hernandez 1971; McDermott 197U4; Mehan 1974,
1977, 1979a, ©») have studied the "way in which social

inequality 1is recreated and maintained through interactive




4o

processes, as people bring different soglio-cultural
backgrounds (entailing different patterns of communicative
behavior) into an interaction. Through  communication,
people evaluate each other; if they do not share a code (z
set of interpretive strategies), miscommunication can occur’

and negative evaluations may be the result.

Children having a cultural or social background that
is not the same as that of the majority group “arrive at
school with a set of communicative habits that, in many
cases, are not those expected by the teacher, The faet that
all these processes are, to a great degree, unconscious
brings about difficult interactional situations based on

mutual stereotyping.

1.4. General Considerations About the Approach Used and the

Selected Setting.

The domain of the study 1is the school system in
Catalonia today. It is a ec¢ritical domain, given the
importance that this social institutioh is felt by natives
to have for bringing about desired changes for the whole
society, particularly changes regarding language use and
choice between Catalan and Castilian. Since the focus of
attention in thisrstpdy is on communicative behavior in
everyday interactions, mny main approach comes from
microethnography, and more specificly, from interacticnal

sociolinguistics. This does not mean that the description
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and understanding of the broader soclety is forgotten. On
the contrary, I have tried to bring a variaty of histeorical
and socloeconomical elements that can help in the
understanding of the key situations selected for deep
analysis. I collected this information from different
sources: from the observation of everyday 1life in
Barcelona, from interviewing key people in the <(atalan
government, in wuniversities, schools, or in the "streets",
from the reading of the 1literature on Catalan past and

current situation, from the media, etec.

The reasons I have chosen a micerocethnographie approach
should be c¢lear from the preceding sections about the
relevance of this type of study. If one wants to know what
are the subtle mechanisms through which social reality is
created and maintained in everyday activities, it is
necessary to observe and understand the real locus where
this is happening: everyday face to face interaction. The
school offers a very appreopriate scenario to observe the
gaps which can exist between the changes at the macro~level
{political, 1legal, etec.) and people’s actual behavior,
given that the two levels, the institutional and the level

of people's beliefs and values meet in the school,

Linguistic policies and norms regarding language use
try to regulate a domain of people's 1lives, by regulating
their rights and obligations or duties. If any of theses

policies and norms are tc have any effect, it can be only in
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one of these two ways: either 1) they ‘are integrate by

people as their own norms, or b) they are impoged by force

and sanctioned in some way.

Since the object of my astudy 1is to discover the
effects that macrosocial changes have in people's behavior,
it seems logical to look at the ways in which people behave
in thelr everyday activities. I agree with Green and Wallat
when they say that:

"Miero-ethnographies produce descriptions of what
it means to participate in various social
situations that occur within the whole culture,"

and

"By observing patterns of participation and
membership within and across contexts, the
miero-ethnographer can describe rules for
construction of contexts, rules of groups
membership, as well as the goals of specific
social interactions and the produects of these
social interactions {e.g. cognitive knowledge,
social rule learning).n (Green and Wallat
1981:XII)

I also think that if one chooses a relevant object of
study, the result of the analysis must be to gain a better
understanding of the soclety as a whole. That is why both
the object of study and the process of selecting the setting

are important.

As mentioned before, the reason for choosing the
educational setting 1lies in the importance that the school
system has in urban Western societies had as az- vehicle for

the socialization processes through which children learn
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cultural and social norms and rules of behavior (including
linguistic behavior). In Catalonia the importance of the
school in the whole process of catalanization 1s enormous.
The school 1is seen as one of the more important means of
widening the wuse of the Catalan language {see chapter
three). This view raises a very important theoretical
question: usually the school teacnes norms and rules
already existing in the broader society, helping in this way
to transmit cultural values and beliefs and to maintain the
established status quo. But what happens in <Catalonia 1is
different; what the Catalan school is asked to do, as a
result of recent laws, is to teach norms regarding language
use and language choice that are different to the ones
existing in the broader society regarding language use and
language choice. M. Mata, a socialist deputy and a well
known specialist on educational matters, said in a
discussion held in 1983:
[...] I would like to remind you all how difficult
is the task that we are asking the school to
undertake: that it contribute to offer a solution
to a problem that is not yet solved. We are
asking it to contribute to what the Statute says,
to contribute to the knowledge of the Catalan
language, to the normalization of its use, through
its teaching, and through the teaching in the
{Catalan] language, that is, the normal use of the
Catalan language in the school, (Aracil, Mata,
Moll 1984: 33).
For some people this contribution would be one of the

few hopes for avoiding the death of the Catalan language and

culture. During the same discussion, A. Moll, the General




kA

Director of Linguistic Policy of the Catalan government,
said:

The Statute establishes that it will be required
the teaching of Catalan and Castilian to all
children, so that all of them will master both
languages at the end of obligatory school, and
that seems perflect to me. When we will have a
generation that had followed this education, it
will be the moment to proclaim the obligation of
all citizens of knowing it [the Catalan language]
{and if someone had not wanted to learn it, it
will be his problem...)} (ibidem: U49).

In this way, the school is expected to contribute in
an important way in changing the existing linguistic norms
in Catalonia. By choosing an elementary school and a school
of education I expect to shed some light on the actual
communicative behavior of the c¢hildren (subjects of this
intended change) and the future teachers (the agents of the

intended change).

Studies of c¢lassroom interaction made from  the
perspective of interactional sociolinguistics have already
yielded some insights on how the socialization process works
through everyday communicative interaction. Children 1learn
cognitive strateglies through the acquisition of
communicative skills, and these c¢ommunicative skills are
applied and negotiated in the various communicative
situations found in the school -within the classroom as well

as on the playground.



1.5. Doing Ethnography in One's Own Society

I would like to make some remarks about my experience
doing ethnographie research in Barcelona. There are two
levels in which I consider this to be of some interest;
first, I would like to explain in what way the fact that I
was a native could affect my study; second, I would like to
explore what it means to do microethnography in a Western
urban setting like Barcelona. I could have considered a
third level, that of being a woman, but since in the setting
where I was doing research, education, is a setting where
many women work, I do not think that the faect that I am a

woman affected in any significant way my access to the data.

Let us start with the first level. 1In what way could
being a native have affected my study? First of all, it 1is
necessary to explain that I am a special type of "native".
On the one hand, I am myself an immigrant person, I was
born in Valencia, a city 370 km south of Barcelona.
Although Valencia is part of the Catalan linguistiec domain,
and my father was a Catalan speaker, I was raised to speak
Castilian. When I came to Barcelona ¢to study in 1969,
although I could understand Catalan perfectly, I spoke
Castilian, and I did not start speaking Catalan until
several years later. The language of my family was
Castilian because my mother's first language was <Castilian,
and my father also shifted to Castilian because in Valencia

speaking Castilian was a symbol of prestige (the relations
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between language and society in Valencia are quite different
of these of Catalonia; Valencian-Catalan, for economic and
political reasons remained as a rural 1language, while
Castilian was a symbol of urban life; most of the Valencian
upper and mnmiddle class shifted to Castilian). All my
father's family had emigrated from a village to the city
and, although they maintained Valencian-Catalan among
themselves, they started using Castilian with other people
and with their children. Thus, my three older brothers and
myself learned Castilian as a mother tongue, and we attended
‘school in Castilian, Nevertheless, we felt the presence of

Catalan because we listened to it in familiar gatherings or

when my father spontaneocusly manifested humor or anger.

In the 60's a protest song movement, el moviment de la
nova ggggé {the new song mouvement) appeared, for the most
part in Valencia and in Catalonia. The singers of this
movement sang in Catalan. Their songs were prohibited both
for the political content of the lyries and for being
written in Catalan. For the first time I was witnessing the
symbolic meaning of Catalan in expressing democratiﬁ
positions, and many people of my age started singing
(although not speaking yet) in Catalan. In 1969 I went to
Barcelona to study, and there I found that many people in
the city and in the university were speaking Catalan. Thus,
Catalan was not only a language spoken by the old generation

eoming from rural areas, but alsc an urban language spoken
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by educated people: a language of prestige the use of which

also could convey political and ideological meanings.

My integration into the social life of Barcelona took
a while, but soon I was feeling that I was a member of the
city community and participating in this new 1life. I
understood Catalan but I did not use it because everybody
addressed me in Castilian. In 1974 I started teaching at
the school of education of the Autonomous University of
Barcelona, created a year before (see chabter 4 for more
details about this school)., There, for the first time, I
found some people who would always speak to me In Catalan,
switching almost never to Castilian. They were teachers of
Catalan and for them this attitude was part of their
profession. Little by little, I started speaking Catalan,
and after the summer of 1975, I made my first public speech
in Catalan in front of all my collegues in a school meeting.
Nowadays, I speak almost to everybody in Catalan fexcept a
few people who are Castilian speakers or who, like myself,
teach Castilian), although at times, even now, some of the
people who have known me from the beginning address me in

Castilian.

The ecircle is closed. Two of my brothers (the oldest
went to Madrid when he was very young, then to France,
Cuenca, and again to Madrid, where he now lives) and I live
in Catalonia and speak Catalan as our main language of

relationship. There are several reasons for this: a) the
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symbolic meaning that the use of Catalan has had in our
lives with reference to ideological and political pesitions;
b) the fact that Catalan is a language of prestige, and by
using it we were achieving this prestige too; ¢) the desire
of Iintegrating intoc the new life that Barcelona offered us
(and to use the languagé is 1ike the 1last step in
integration), and d) the recovery, at the same time, of éur
identities as members of a cultural group speaking a

language different from Castilian.

On the other hand, I can not be considered a conmmon
type of immigrant, neither by my geographical origin nor by
oy professional status. The majority of the immigrant
population comes from Andalusia (most of them from rural
areas) and occupy the lower status in the labor hierarchy,
while I came from the eity of Valencia, was a student, and
soon after finishing my studies started teaching at the
University. I also started using Catalan regularly, so, I
can be seen as an almost "one of them" by Catalan people.
At the same time, I still have some +traits that can make
immigrant people see me as different in some ways from the
"Catalan-Catalan® people (about the folk names for talking
about ethnicity in Catalohia see Woolard 1983, eh. III), as
some phonetic traits or idiomatic expressions typical from

Valencia.

This complexity, or ambiguity in my own identity 1is
not something negative, I Dbelieve; instead, I think it
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helped me to see.the Catalan situation in all its complexity

and never as one where simple generalizations could be made.

Another aspect to take into account 1s that, when I
started carrying out my research, I was Just back in
Barcelona after two years of being abreocad working in my Ph.
D. at Berkeley, This specifiec situation enabled me to
assume a naive and unfeigned attitude in asking questions
about the changes that had occurred during my absence, even
though I had at the time a good emic knowledge of the

culture,

Thus, - I ecan say that I was at home in Barcelona, and
also "at home" in the two settings where I chose to focus
the analysis., The @salementary school I selected is in the
neighborhood where I live, and fhe school of -education 1
observed is the one where I work. Consequently, I already
had a soecial network formed by kins, frinds, and c¢olleagues,
did not have adjustment problems, nor did I have to explain
who I was and what I was doing in those settings, , since
everybody could identify me easily both as a member of the
community and as a member of academia; I knew the two
languages spoken in the community, and I did not have any
bureaucratic problem that either made difficult or prevented
me from doing research; finally, given my ambiguous yet
recognized position in the community, both native and
immigrant people could look at me with a certain amount of

sympathy.
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Yet, although there were advantages in doing
ethnegraphy in my own society, there were also
disadvantages. The first difficulty I found was in trying
to keep distance most of the time, in order to "observe®. I
could make Altorki's words mine when she says that "I became
what may be best described as an observant participant. My
primary duty was to pafticipate; to observe became an
incidental privilege." (Altorki 1982: 169)., A week after
I arrived I started working at the school of education in my
old position as a member of the department of Philologies,

where I taught Spanish language and linguisties.

After two years of being away, my first goal was to
regain an understanding of what was happening in ny
department, in the school of education, and in the whole
soclety. For a while, I was observing and asking questions
of anybody about everything, in order to readjust as soon as
possible, However, after two years of studying
anthropology, this process of readjustment was not innocent:
I took advantage of 1t to 1learn about Barcelona and
Catalonia as the "half ocutsider™ I had become, It was very
interesting to see how I had started looking at everything
from an anthropological perspective: everything was of
interest. I observed people, read newspapers, watch
television from this new point of view: I learned very much

during that periocd.
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At the same time, doing ethnography in a big city like
Barcelona always leave one, in a way, as a kind of outsider.
Apart from the closer networks of kins and friends, one can
remain a foreigner among most other people. Visits and
interviews had to be made by appointment, and first contacts
through telephone calls in which I gave references of some
shared acquaintances and/or a summary of the research in
progress. I had the advantage, nevertheless, of having a
good network of references anong sociolinguists and
educators, and that fact gave me easy access to the people
in charge of the 1linguistic¢ and educational poliecies at
several administrative offices. During the time I started
my fieldwork, the general atmosphere at the intellectual and
political levels very much favored the kind of research I
was doing; asa result, everybody with whom I talked received

me with warmth and enthusiasm.

Miner problems appeared later, because at times it was
not easy to keep a balance in the "duality" of being both a
participant and an observer. Most of the time these
difficulties turned into funny situations, with a friend or
collegue saying something 1like: "Wateh out!? Amparo 1is
analyzing us again!™ or "Come on, Amparo! relax a little,
give up observing and analyzing everything all the time!".
Other times, I have to confess that I felt tired of
discovering myself observing and analyzing people's

behaviors and attitudes through their speech instead of
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simply having a light conversation without second thoughts.

However, looking back now to the fieldwork process, I
can feel almost in a material way how the anthropological
and sociolinguistic prespective have helped me in having a
broader and deeper understanding of my own society. In a
way, I feel that I never will be able to give up observing
and analyzing the c<¢rucial role that language use plays in
any situation as a key marker of a person's identity,

intents, and goals.

Doing fieldwork in my own society has made me beconme,
I believe, a more competent member of the community to which
I belong, and, at the same time, has given me the
possibility of putting social reality into perspective and
being able to look at it from a relativistiec point of view,

without ethnocentrism and provincialism.



("for number sequence only"™)
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Chapter 2
LANGUAGE IN CATALONIA

2.1, Catalonia and the Catalan Language. A Note on

History.

Catalonia is a region of Spain located in the north
eastern part of the country, boundered by the Mediterranean
sea on the East, France on the North, Aragon on the West and
Valencia on the South. Its population £Is about 6,000,000
inhabitants, 50% of whom live in the city of Barcelona and
its industrial belt. Around 60% of the total population of

Catalonia speak the Catalan language.

The <Catalan language is not only spoken in Catalonia,
it is also spoken 'in Valencia, the Balearie Islands,
southern France, the Principality of Andorra (a2 small
ecountry to the north of Catalonia, the only place where
Catalan has been always the official language, along with
French), and in a town in Corsica called 1' Alguer. This
linguistic domain has its roots in the Middle Ages, when
Catalonia was an independent kingdom, along with Aragon, a

situation which lasted until the 15th century.

During the 11th century the Remance speech spoken in

the area crystallized as a 1language different from other
romance languages such as Castilian, French, ete, There has

been early 1literature written in Catalan since the second
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half of the 13th century in different fields 1like fictien,
philosophy, history, and so on (Azevedo 19814).

During the 15th century the Catalan c¢rown passed into
the hands of a Castilian dynasty, but still Catalonia
maintained its own laws. During this century there was a
flourishing of Catalan literature. An interesting fact 1is
that in this century the printing press was introduced in
the Iberian Peninsula, and the first book printed was one in

Catalan (Vallverdd 1984, 1985).

Little by 1little the political and administrative
influence of the Castilian monarchs grew in Catalonia, and
finally, in 17184, after a War of Succession, Catalonia leost
all legal autonomy and rights and become subject to the laws
and administration of Castile. All public institutions had
to use Castilian since then, except for some recent periods,

as we shall see (Woolard 1983).

In the second half of the 19th century compulsory
education was declared by 1law, and this as to be the
beginning of a very efficient means of Castilianization.
But, at the same time, it began a powerful process of
development of a Catalan nationalistic identity headed by
the bourgeoisie that felt that they could not get politieal
power from the central government (Vilar 1962),. There was
alsoc a rebirth of Catalan literature (Badia 19634). All this

resulted in the configuration of a Catalan autonomous
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government from 1914 until 1925 (stopped by the military
dictatorship of General Primo de Rivera) and continued with
greater support and power in the 1930's, during the time of
the Spanish Republic when Catalonia obtained a relatively
autonomous regional government (see section 3.2.). This
period was again cut off by another military uprising (that
of General Franco) that resulted in a Civil War =from 1936
to 1939.

The fascist forces headed by Franco won the war and a
period of dictatorship started which lasted until 1975, when
Franco died. This was a period without freedom and human
rights, strongly centralist. A1l Catalan institutions
vanished, and the publie use of Catalan was prohibited and

punished.

The impoverishment of the Scuthern regions of Spain,
and the relative industrial developmet of Catalonia and
other peripheral =zones of northen Spain, like the Basque
Country, reéulted in a migratory movement from the former
zones to the latter. So, Catalonia received big waves of
immigration of Spanish speakers during the 1950's and the
1960's, and for the first time in Catalonia, immigrants were
forced to live in newly built neighborhoods that evehbually
became ghetto-like. Mones states very clearly the problems
ereated by the massive arrival of immigrants to Catalonia:

f...] the immigratory avalanche of that years
{50's and 60's] and the vresultant social,
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economic, and cultural discrimination against the
newcomers, would bring about, and does still,
serious socio-cultural and sociolinguistie
problems, more serious even as a result of a
policy that only favored speculation and did not

try to satisfy the minimal = needs for
socio-~cultural equipments [...} the
socic-territorial marginalization prevented

immigrants from integrating into the catalan
community. (Monés 1980: 90-91)

In this period another important event took place:
the i1introduction and development of TV that used only

Castilian in its broadcasting.

During the 60's, a politieal and cultural movement for
freedom and democracy started in Spain. All thé Wastern
world was witnessing a period of resurgence of
ethnonationalism (Esman 1977), and for Catalonia this was
the beginning of a period of recovery of Catalan identity;
scme publishing houses started to publish books in Catalan,
some private schools and institutions started to teach
Catalan, and the supporters of this were mainly middle class
people who were clearly in opposition to Franco's regime and

joined with the working elass teo fight dictatorship.

By the early seventies opposition against Franco's
regime was very strong and the governmental power became
weaker and weaker. From the sociolinguistic peint of view
the consequences of this period (40 years, almost two
generations) were that speech norms appeared that clearly

favored the use of Castilian, since Castilian was the only

language permited for public purposes. Speech norms,
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implieit and expliecit, appeared that favéred the use of
Castilian leaving Catalan as a language used for only

in-group interactions.
L]

2.2 Legal changes regarding language use since 1975.

Up to Franco's death in 1975, the linguistiec situation
in Catalonia has to be understood as one in whiech Castilian
Spanish had a social dominance. In public domains, the
space 1t occupied was overwhelming. A1l native Catalan
speakers (the majority of the population of Catalonia) were
bilingual and had to use Castilian Spanish for any public
purpose. The non-natives were mostly monolingual Castilian
speakers, although some were passive bilinguais and a small
percentage were active bilingual, It can be said that by
that time one could live (and survive) using only Castilian,

but neot using only Catalan.

But, at the same time, there was a strong and long
history of struggle for linguistic rights that favored the
Catalan 1language. It had became a popular saymbol of
resistance against Franco's regime; it was also felt as =z
language of prestige maintained by the bourgeoisie, the
intellectuals, the Church, and also by wide ranges of middle
and lower middle ec¢lass Catalan people. The power and
pressure of all these different groups was what would give
grounds to the recovery of Catalan language as soon as the

political conditions changed.
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During the dictatership, the consideration of Spanish
Castilian as the only language in the country was a matter
of fact. Since the beginning of Franco's regime, languages
other than Castilian were forbidden in any public area
(schools, bureaucracy, media,...). This wasa based on the
jdeoclogy that Spain had to be united, so the existence of
autonomous regions and different languages was viewed as an
attack or a threat to one of the basic assumptions of the
regime. For that reason too, opposition to Franco in
Catalonia included the demands of a statute of Autoncmy and

the free use of the Catalan language.

After Franco's death, the Catalan people shared with
all Spaniards the huge task of c¢reating a democratic form of
government. One of the first outcomes was the Spanish
Constitution. After the first democratie general elections
in Spain (1977), all political parties in parliament
discussed and elaborated the Constitution, which was
presented to the people and approved in 1978. In one of its
articles, Spanish Castilian language was confirmed as the
official language in Spain, and other languages were also
accepted as official in the territories of the autonomous

regions where they were spoken, and under the local laws.

The Constitution, the legal framework for the whele
country, allowed the Catalan Statute of Autonomy to be
formulated, It was issued and approved by referedum in

1979. This Statute has several articles concerning
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language: First, Catalan is declared to be the own language
of Catalonia; second, the Catalan language is the official
language of Catalonia along with Castilian Spanish, the
official language of Spain, and third, the government of
Catalonia will guarantee the use of both languages and will
ereate the conditions that will permit an equal treatment
for both languages as well‘as the game rights and duties for

all citizens.

In other articles, the wording takes into account the
linguistic rights of the people in the north of Catalonia

who speak -Aranes, a different language related to the

Gasconian language.

If we analyze the formulae applied to Catalan language
they are rather ambigous, while, in contrast, all is olear
about the status of Spanish Castilian. The only move
forward in the Spanish Constitution is the recognition of

other languages as also having official status.

After the first Caﬁalan elections, held inﬁ 1980, the
political parties faced the task of working out a Linguistie
Act that had to elaborate the articles concerning language
in the Catalan Statute. A committee was formed of members
of all political parties to build up what was célled the law

of 1linguistie normalization, The work of the committee

began in July 1980 and the discussion took three years. The
law was finally enacted in 1983.
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The point of departure for the law was the "Carte de
la Langue Francaise", approved by the national assembly of
Quebec in 1977. In this "Carte" the French language was
confirmed as the only official language of the Quehecquois
territory, taking into account the reapect of personal

rights of people speaking other languages than French.

Through the discussions held by the members of the
committee, it eventually became clear that the pressure of
the institutional presence of Castilian Spanish as the
offieclal language in Catalonia as well as the respeet for
the rights of Castilian speakers living in Catalonla were
conditioning the elaboration of the proposition. As a
result, the law neither stresses nor confirms the Catalan
language as the first language of the territory. Instead,
Catalan and Castilian Spanish are considered legally at the
same 1level, as coofficial 1languages of the autonomous

region.

The - law favors the use of Catalan in 1) place names;
2) public signs; 3) schools and education, and 4) the media
which are controlled by the Autonomous government; but it
does not make any decision about the use of Catalan in
public services, theladministration of the Spanish state in
Catalonia, work relationships, private companies, public
entities and associations, and most of the media, which are
not controlled by the Catalan governement. All these

domains are not regulated by the law and so it is up to
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personal decision whether to use Castilian or Catalan,

In conclusion, it can be said that the law shows a
moderate beginning of favoring the use of Catalan that has
been accepted as such Sy all political parties, and this 1is
positively evaluated by most people. Nevertheless, some
sectors of the more radical nationalism are pessimistie.
They think that today any 1egi§1ation which favors
bilingualih is in faet favoring the use of Castilian, given
the recent history, the importance of Castilian in the
media, and the high percentage of Castiliap speaking
immigrants in Catalonia. For radical nationalists, the
Catalan language is in danger of T"death™. It will only
survive 1if it is declared the first language of Catalonia
(an interesting example of this debate can be found in

Quaderns d'Alliberament 8/9),

Other policies héve been implemented mainly in the
educational domain. There has been a process of introducing
the teaching of the Catalan language, which began in the
last decade of Franco's regime, when Catalan began to be an
optional subject in some private schools, In 1978 (before
the first Catalan eleetions took place) a law was issued
that stated that Catalan had to be an obligatory subjeet in
all schools of Catalonia. Later on, once the Catalan
parliament was constituted, the ‘possibility of giving
instruction in Catalan was considered, and 20% of schools

asked to do so.
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Since 1983, the Catalan government has total
responsibility for education (elementary, middle and high
schools, not in the universities), and an act was issued to
guarantee not only that the Catalan language had to be an
obligatory subjeet but also that at least one more subject,
other than language, had to be taught in Catalan in middle
schools., There was also a "recommendation®™ of using Catalan
as an all-purpcse means of communication inside the school
and in all relationships of the school with other social
institutions: municipalities, parents? associations,
neighhborhood associations, ete. {More about language and

school will be said in next chapter).

In the last few years there has been an improvement
regarding the use of the Catalan language in the media.
There are three public and one private radio stations which
broadeast only in Catalan (Catalunya R3dio, R3dio Associacid
de Catalunya, Rddio 4, and Cadena 13), and many others have
some programs broadcasted in Catalan (Gifrew 1983, 1985).
The situation in T.V. is as follows: there is one channel
(TV3) controlled by the Catalan government (in Spain all TV
is publie) which broadcasts only in Catalan (50 hours per
week); the other two channels (IV? and TV2) have some
programs in Catalan for a total of 20 hours per week., The
percentage of people who watch TV3 has been increasing
little by little, and the last data shows that it is higher

that the percentage of TV2 watchers (Vallverdd 1985; Guasech
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and Luna 1985).

Since 1976 there is a Catalan newspaper (Avui) which
covers all Catalonia, and since 1979 there is another (Punt
diari) which covers the province of Girona. There is also a
weekly magazine (E1 mén), a number of specialized
publications (humor, science, urban planning, ' history,
polities, juvenile, etec.), and a number of local newspapers
and magazines, Gifreu (1983) reports as thirty nine the
number of periodicals which come out once or twice per week

and have a relatively important diffusion.

2.3. Socio-political changes affecting language in the last

few years.

Before the Socialist Party (PSOE) won the general
elections in october 1982, the picture regarding the
languages and varieties wused, and the users of these

languages and varieties was as follows:

Until 1979 (whén the Spanish Constitution was
‘approved) Castilian Spanish was the only offiecial 1language
for all the Spanish territory, the language used at school,
in the media, ete.

In Catalonia, Spanish was also the 1language of the
non-Catalan speaking immigrant population (around 40% of the
total population). Most of the immigrants occupied lower

positions in the occupaticnal structure, whereas another
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part of the non-native population were civil servants for

the central government as well as the police, the army, etec.

It has to be said, nevertheless, that the Castilian
spoken by most of the working class immiérant population is
a southern variety of Castilian (mainly Andalusian) that
differs from the central variety, the standard one, used at
that time by rulers. Moreover, this southern variety was
stigmatized by the speakers of the standard variety. So,
the working class immigrants in Catalonia could not identify
themselves with the Central government either ideoclogically
or linguistically. That is something that has to be taken
into account when trying to explain the massive
participation that the working class had in the nationalist
struggle. Alsc we have to take into account that this
nationalist struggle was a part of the general struggle for
basic freedom and human rights; the slogan more used at that

time was Llibertat, Amnistia, Estatut d' Autonomia {Freedon,

Amnesty, and Statute of Autonomy).

In 1980 the first elections for a Catalan parliament
took place. The winner was the coalition called
"Convergéncia i Unid" {Convergence and Union)} formed by two
nationalist parties of a moderately rightist ideoclogy. They
did not reach the absolute majority of votes, sc they had to
take into account the politiecal views of other leftist
parties such as socialists and communists as well as other

parties more on the right in crder te govern Catalcnia.
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A General Office for Linguistiec Poliey ("Dirececio
General de Politica Linguistica®) was ecreated, and some
changes began to be noticed. But, at the same time,
something very interesfing began to happen: the Catalan
language was also a language of power, the 1an§uage spoken
by the leading politieal (and _also economic) elasses in
Catalonia. And the working = class (mainly

Andalusian~Castilian speaking) began to have mixed feelings.

On the one hand, their political project (this of the
leftist parties) was not the one of the ruling classes now
holding the political power. Immigrants could identify any
linguistic poliecy for the recovery of Catalan language as
diseriminatory. But, at the same time, the Catalan language
appears to be not only a prestigious language (it always was
seen in this way) but also a language that can.be useful for
social mobility givén that with the restoration of the
Catalan government, there was a rapid growth of all kind of
positions in the different departments of the local
administration. So, ﬁsing Lambert's words (Lambert 1972),
the Catalan language started to be 1looked at with an
instrumental attitude, and sometimes this instrumental
attitude could be in confliet with the lack ef an
integrative attitude. Although many times both instrumental

and integrative attitudes are found together.

At the same time the more radical nationalists feel

that the Catalan government is making only timid efforts
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toward nationalist goals and linguistie poliey regarding the

Catalan language.

Two manifestos written by inteleétuals were published
during that period of time. One, published in 1979 with the
title of "Una nacld sense estat, un poble sense llengua?”
(A nation without state, a people without language?} stated
that the situation regarding the use of the Catalan language
was then (1979) worse that ever, and that this language
would perish if a strong and agressive linguistic policy was

not implemented (Argente et al. 1979).

The authors of the other manifesto, published in 1981,
stated that in Catalonia the Castilian language was
oppressed, and that the Catalan people and government were
acting in an imperialistic way (as the Central government

formerly did towards Catalan) towards Spanish speakers.

Both manifestos had a broad public effect, and in a
way they served to make concrete what during the prior
period were general and abstract statements about language

and lingusitic policies.

In 1982 new general elections took place, and the
Socialist party, headed by Felipe Gonzalez won. A new young
team of politieians took the leadership of the country. For
the first time in history {with the exception of a short
period of time during the Civil War) a leftist government

was ruling the country.
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Here, it 1is interesting to note that an important
number of the new team, and in fact the Presidént; Felipe
Gonzalez, and the Viece President, are from Andalusia, so,
they speak the Southern variety of Spanish (although highly
standarized, they maintain the basic distintive linguistic

features).

On the one hand, the southern variety, that in
Catalonia was the wvariety spoken by the working class
immigrant population, is now used by the 1leaders of the
Central government, belonging to the Soeialist party -z
leftist (moderately leftist) party. On the other hand, the
Catalan language, which was one of the key markers of the
opposition to Franco's diectatorship, is now the language of
the Catalan political power, held by a moderately rightist

and nationalist coalition.

It would seen 'that some people could associate
nationalism with rightist ideoclogical or political
positions, and that all this could reinforce the political
positions of many people who are against the Catalan
government. But, in faet, the picture in now 'even more
puzzling. - In the 1last Catalan elections, that took place
last April, C i U, the nationalist coalition, was again the
winner, but this time they won the absolute majority. This
result was in part due to the high level of absenteeism of

the hypothetical leftist voters.
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Political analyses of these last elections state that
an important number of immigrants voted C i U as a way to
manifest their desire for integration, of being ruled by an
autochtonous party; other analyses state that immigrants
thought that the people who have the economic power could
solve the problems generated by the economie crisis, while
the socialists 1n the Central government are having many

problems solving it.

It has also being observed that the Central government
still shows a lack of understanding toward internal
nationalisms (apart from its ideoclogical positions); they
promote a Spanish nationalist 1deology that tends to
minimize and even deprecate other internal nationalisms such

as the Basque or the Catalan.

Catalan speakers continue to feel their language is
threatened (although less that before) given that the actual
situation is that Castilian Spanish 1s still much nore
widely used (and felt by many to be more useful) than

Catalan.
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2.4. Barcelona and Its Linguistiec Repertoire.

In the folleowing pages I intend to show the complexity
of the urban setting of Barcelona and its metropoiitan area,
the frame of the microanalysis presented in chapters four,
five and six. In section 2.4.1, demographic data are
presented, In section 2.4.2. the different linguistie
varieties spoken in Barcelona are discussed in an intent to
depict the city's linguistic repertoire. Demography, urban
planning and language are crucial aspects to understanding

social life in an urban setting.

2.4.1, The City and Its Metropolitan Area

To talk about Barcelona, the capital of Catalonia and
one of the two most important cities in Spain <{(the other
being Madrid), presents, first, the problem of its

geographical and demographic delimitation.

Like many indrustrial cities in Europe, Barcelona has
suffered many changes since the industrial revolution. As a
result of the migration from rural areas to urban settings,
many European cities had to extend beyond their medieval
limits and create new urbanized zones in order to

incorporate the new immigrant populations.

During the 1950's and the 1960's of the twentieth
century,urban growth was due to new waves of immigration

towards industrial eities, and new peripheral zones
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appeared. As Borja et al, (1985, note 3) put it, "the
underequipped, marginal peripheries were the sad expression
of development™. Some cities, like Madrid, annexed part of
their recently urbanized surroundings, enlarging their
municipalities. Others, like Barcelona, did not annex their
periphery but created a supermunicipal institution to take
care of the services common to the different municipalities
immediately surrounding the city and the city itself {Borja
et 2l. 1985, note 1).

Vo

Thus, in talking about Barcelona, it is necessary to
take into account the metropolitan area of Barcelona as well
as the city itself; otherwise, as we shall see, we could not
account for many of the most important demographic and
structural changes oceurring in the last thirty years. In
the following pages both domains are explored, comparing the
latest demographic data available when this study was

carried out.

Alemany et al. (1985), after discussing the different
territorial divisions of the metropolitan area of Barcelona
since the 1930's, choose the area of the Metropelitan
Corporation of Barcelona because of its administrative
consolidation. The Metropolitan Corporation of Barcelona is
an institution created in 1974 "for the promotion,
coordination, management, monitoring, and execution of urban
planning, and the rendering of relevant services for the

whole of the metropolitan area.? (Corporacid Metropolitana
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de Barcelona, 1984: 20). The metropolitan area (MAB) is
composed of 27 munieipalities, including Barcelona (see map
1), it has a surface of U478 km2, and 3,097,000 inhabitants
. (in 1981). Some of the "relevant services" that the
Metropolitan Corporation renders to the munieipalities under
its care include urban planning, energy and water supply,

transport, housing, fire brigade, etec..

As was sald before, the usefulness of zll this
information 1is its relevance te  understanding the
demographic changes that have affected the city of Barcelona
and its surrOundings. If one takes into account only the
city of Barcelona, one can observe that the population
inerease since 1950 until 1981 has been very little: 1.1%
(see‘table 1); yet, taking inte account the rest of the
metropolitan area, one sees that the increase has been 5.5%,
and 2.4% for the whole MAB., Also, if we compare the growth
of Madrid with that of Barcelona, the terms for the
comparison have to be the municipality of Madrid (607 km2,
3,188,000 inhabitants in 1981) with the MA of Barcelona (478
km2, 3,097,000 inhabitants in the same year) {(Borja et al.
1985, note 1) for the reasons stated above regarding the
different administrative solutions selected by the two

eities,
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BARCELONA METROPOLITAN AREA
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Table 1
EVOLUTION OF THE POPULATION

TOTAL
50;60 60~-70 70-75 75-81 1950-1981

% 3 4 - Absolute® ¢
Munie. of
Barcelona 1.8 1.3 0.1 0.02 476 1.1
Rest
MAB 5.6 8.1 5.0 1.8 1,086 5.7
Total
MAB 2.8 3.4 2.4 1.1 2,216 2.6
Total
Catalonia 1.9 2.7 2.1 1.0 2,716 2.1

¥ In thousands of inhabitants.,
(Source: Borja et al. 1985, and personal elaboration)

The MAB is organized in municipalities., Table 2 shows
some of the relevant data regarding the demographic and
soclal structure of each munieipality, and the totals for
the metropolitan area as a whole. As can be observed, more
than half of the total population of the MAB 1lives in the
city. Regarding the place of birth, it is interesting to
note that in some municipalities (seven in total) more that
50% of the population is from outside Catalonia, and in the
city the percentage of immigrants in U41.1%. The employment
structure of the MAB is clearly that of an industrial urban
setting: with some exceptions, the occupations which
predominate in the whole area are those belonging to the
secondary=-industrial sector and to the tertiary sector. As
could be expected, the tertiary sector have more presence in
the eity than in other mnunicipalities, given that it

concentrates the administration and other services.
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Table 2: The Metropolitan Area of Barcelona

(Source: Borja et zl. 1985, note 2)
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The educational level of the MAB still shows a number
of 1illiterate people, much higher in the municipalities
surrounding the city than in the eity itself. During the
big waves of immigration of the 60's some of the people who
came to the MAB were iIlliterate, and some children still of
elementary school age eoul§ not attend school:because in the
places were they went to live there was no scﬁool until five
or more years later, and, by that time, some of them were

already working.

Yet, the importance given to the metropolitan area
does not have to overshadow the socio-cultural and
historical personality of the ecity. The munieipality of
Barcelona covers an area of 100 sq km between two rivérs (E1
Besds and El1 Llobregat), the Tibidabo hills, and the
Mediterranean sea. Its geographical 1location on the
North-East of the Iberian Peninsula has made this city
through the centuries a kind of bridge between Northern and
Southern Europe and within the Mediterranean world (Borja et
al. 1985, note 2). In fact, Barcelona, and through it
Catalonia, has always looked more "in front of it", towards
the Mediterranean and towards Central and Northen Europe
than "back" towards the rest of the Iberian Paeninsula.
This fact has had 4its reflection on the Catalan cultural
manifestations through history; regarding literature, e.g.,
Catalan medieval productions were much closer to the French

or Occitane trends (trobadours, ete.) than to the epic
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styles dominant in Castilian 1literature and its subjects

regarding honour, purity of blood, or religion.

For many people, who come ¢to visit &the eity from
abroad, Barcelona is seen as a very sophisticated,
cosmopolitan European city, attractive in many different
ways: cultural activities, architecture, art museums, etec.,
besides its geographical location and its Mediterranean
weather. Names such as Josep Carreras, Montserrat Caballe,
Picassc, Dali, Miro, Gaudi, etec, can be associated with the
eity (all these considerations are probably in the minds of
the people responsible for deciding whether or not Barcelona

will be the Olympie City for the 1992 Games).

Barcelona city is organized basically in two different
ways: districts and neighborhoods (barris). The districts
are larger, ineluding several neighborhoods, and they have a
e¢learer administrative and bureaucratic existence (they have
representatives in the City Hall, are the basic divisions
for 1loecal elections, ete,). The neighborhoods are smaller,
and closer to the population {people talk about living in,
or belng from, such or such neighborhood, but never about
living in a district), and they have voluntary associations
(neighbors' associations), many of which have played an
important role in the last decades 1in the defense of
people's quality of 1life, and in organizing part of the

democratic struggle against the Franco regime.
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In their study of urban land and social ¢lasses, Bonal
and Costa (1978) start with the city division into 53 "urban
units™ which basiecally coincide with the neighborhoods (see
map 2). Since they are interested in showing the relation
between these units and the socio-economic distribution of
the population, they apply seven variables to the urban
units (urban structure, topography, urban infrastructure,
communication by publie transport, housing typoloy, and
price of the land). They edme out with 17 typologies after
correlating all seven variables, Table 3 shows some of the
data that can help us to understand the structural and urban

organization of Barcelona eity.

This table offebs a view of the different types of
neighborhoods that integbate the eity taking into account
several variables such as  the geographic origin of the
population, its economic level and the index of fertility.
There are neighborhoods that present a high concentration of
immigrants (like those in typologiles 1, 2 and 15), that at
the same time have a high index of fecundity, and where more
that 50% of the families 1live from a low salary. In
contrast, there are neighborhoods {(like 11 and 13) with a
lower presence of people from outside Catalonia, with a
lower index of fecundity and with a higher economic level.

Finally, there is a range of intermediate neighborhoods.

The =stated above corresponds with the picture of a

modern European city with a) a center and some suburbs where
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Mep 2

THE NEIGHBORHOODS OF BARCELONA

(Source: Bonal and Costa 1978)
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KEY FOR TABLE 3

Socio-Economie Variables:

Index of fertility.

Number of people arrived in Barcelona, per hundred
Barcelonans, -
Non~Catalan population, per hundred Catalans.
Andalusian population, per total of non-Barcelonan
population.

Percentage of immigrants who arrived in Barcelona
between 1960 and 1965, per total non-Barcelonans,
Percentage of families living with a high level
salary (managers and the like).

Percentage of families living with a professional
salary.

Percentage of families living with a middle category
salary.

Percentage of families living with a lower salary.

II. Nelghborhoods under each type.
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Vallbona, Torre Baro, La Clota, La Teixonera, 3ant Genis
dels Agudells, Els Penitents, and Vallvidrera.

Can Bar, Montjuich, Iberia, Trinitat Vella, Les roquetes-
Verdum, and El Carmel.

Vallcarca.

Ciutat Meridiana, Baré de Viver-Milans del Mosch, La
Guinegueta-Canyelles, Barcinova, Vall Hebrd-Montbau,
and Can figuerca.

El Besds, Trinitat Nova, Turd de la Peira-Ramon AlbS-Pi
i Molist, Congrés Eucaristic, and Zona Franca.

La Barceloneta.

El Teulat and Horta.

Foble Nou (Casc Antic), el Clot, and Sarrid.

Sant Andreu-La Sagrera, El1 Camp de l'Arpa, Gr3eia, Sant
Gervasi-El Putxet, Collblanch, and Sants-Hostafrancs.
Les Corts.

Tividabo, Pedralbes, and Sant Ramon.

Santa Euldlia-Can Porta, El Guniard§, Parc de les
Aiglies, and Poble Sec.

Bonanova-Tres Torres.

Casec Antine {(Ciutat Vella and Ciutat Nova).

El Poble Nou.

Sant Antoni, Sagrada Famflia, and Fort Pienc.

El Centre and L'Esquerra de¢ 1l'Eixample.
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native concentrate; b) some peripheral neighborhoods where
immigrants concentrate, and ¢) a series of neighborhoods in
between the center and the periphery which have mixed

characteristics.

The neighborhoods where I have lived and.done research
belong to typologies T, Sant Genis, and 4, Vall
d'Hebro-Montbau (more information about those neighborhoods

is given in section 4.2.).

Another aspeect worthy of note is the high percentage
of Andalusian- among the total of non-Catalans in the ecity.
We will return to this point later,

Increase and origin of the population

The biggest increase of the population since 1950 in
Catalonia took place in the decade from 1960 to 1970 (table
1, and the places most affected for it were the
municipalities surronding Barcelona ecity. The index of
'growth of the MAB (the city excluded) during the 1960's was
that of 8.1%. Of course, part of this was due to natural
growth, but the mosat important cause of the inerease of the
population was immigration (see graph 1 for natural énd
migratory growth in Catalonia). Migratory movements were
due basiecally to a) the impoverishment in the rural zones of
Spain; b) the policy of development (el desarrollismo)
implemented by the Spanish government during the 1960's

which favored industrial development in the already
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industrialized zones of the country.(like the Basque Country
and Catalonia), éﬁd ¢) the beginning of the turist flow to
some regions of Spain (the Catalan coast among them) where
hotels, apartament buildings, houses, bars, etc must to be
built to receive the visitors from abroad, creating a new
Job market. '

Table 4

IMMIGRANTS' ORIGIN
(Provinee of Barcelona)

1962-196% 1970
Andalusia 49,2 438.3
Castile and Leon 16,5 14.0
Extremadura 11.0 11.2
Catalonia (w/o0 the
prov. of Barcelona) 6.0 9.6
Aragon 5.1 5.0
Galicia 4.1 3.7
Murcia 4,2 2.8
Valencian Country 2.3 2.8
Base Country and Navarra 0.3 1.3
Asturias 0.5 0.5
Balearic Islands 0.2 0.3
Canarias 0.1 0.3

(Source: Termes 1984: 191)

The origin of the immigrant population is shwon in
table U, where the high percentage of immigrants coming from
Andalusia, the southern region 6? Spain can be observed.
Regarding the 1linguistie variety that they speak, people
coming from Andalusian, Extremadura and Mureia can be
grouped as speakers of the same Southern variety of
Spanish-Castilian (although with internal dialectal
differences}, and they are 62.3% of the total of immigrants

in the province of Barcelona. That explains, as will be
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discussed in next section, that one of the Castilian

varieties more spoken in Barcelona is the Southern variety.

The urban consequence of that sudden growth was the
rapid creation of underequipped, ghetto-like neighborhoods
occupied almost solely by immigrants who would have 1little
contact with the autochthonous population and serious
difficulties for cultural and linguistie integration (an
informant 22 years old, who was born and lived in one of the
industrial municipalities surrounding Barcelona, told me
that he did not remember having heard anyone speak Catalan

until he was 17).

Nevertheless, the political and economic situation
during the late 1960's the 1970's favored people's
participation through unions and leftist political parties
in the struggle for democracy and for the amelioration of
conditions of work and 1life. The incorporation of the
immigrant population (mainly workers) into the anti-Franco
astruggle during this period was decisive for the succes of

union and democratic movementis.

Regarding people;s place of birth in 1981 (see G%able
5), the percentage of people born outside Catalonia for the
MAB (excluding the city) was of 49.3%, and 35.7% for the
municipality of Barcelona. The rate of immigration is lower
in the city because most of the immigrants work in the

industrial sector, and most of the factories are located
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outside the city. Many of the outsiders who 1live in
Bargeleona ¢ity are functionaries of the central
administration, people who came to the city for business, or
to attend the universities. If we take into account second
generation immigrants, these figures would certainiy go up,
and the immigrant children are of crucial importance for the

soclolinguistic explanations that we will make in coming

chapters.

Table 5

PLACE OF BIRTH
S 1981
Barcelona Rest of MARB TOTAL MAB

Place of bdbirth % y Inhabitants 3%
Present
muniecipality of
residence 54,9 356.5 1,453,151 46.9
Rest of Catalonia 9.4 14,2 355,027 11.5
Total Catalonia 64,3 50.7 1,808,178 58.4
Rest of Spain 33.3 47.9 1,227,766 39.6
Abroad 2.4 1.4 60,804 2.0
Total outside
Catalonia 35.7 49.3 1,288,570 41.6
Total 3,096,748

(Source: Corporaci§ Metropolitana de Barcelona, 1984)

The changes that we have been commenting on have
affected in a crucial way the employment structure
(including rates of unemployment} of the MAB (table 6 ) as
well as its age structure (graph 2}. Table 6 shows the high
level of unemployment of the MAB, If we add the percentages
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of the people previously employed and now unemployed to the
youths who still are awaiting their first job, the rate of
unemployment that results is 19.5%, one of the highest of
Spain. That explains why immigration stopped several years
ago, and why some immigrants are already going back to their
places of origin. Given the international crisis, economic
investments which could create new job oportunities are very
low. Taking this into account, and looking at the age
structure of the MAB (graph 2), we can see that most
probably the rate of unemployment will increase in the
coming years given the quantity of youths between the ages
of 5 and 15. If a solution is not found, all the problems
stated above ocould result in an increase in confliet in

Barcelona and its metropolitan area, which today is not yet

very high.
Table 6
EMPLOYMENT STRUCTURE
1981

Total Total Total

active . active active

populat. ¢ populat. % populat.
Active
population 670,912 100. 491,550 100 1,162,462 100
Unemployed
previously
employed 76,035 1.4 76,185 15.5 152,220 13.1
Awaiting )
13t Jjob 32,866 4.9 1,127 8.4 73,993 6.4

Employed 562,011 83.7 374,238 76.1 936,249 80.5

(Source: Corporacid Metropolitana de Barcelona, 1984:10)
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2.5.2, The Linguistic Repertoire of Barcelona.

In the preceding pages I have tried to outline
historical elements, as well as the socio-cultural and
economic components of the curreant situation, in order to
give a complete picture of the complexity of soeial 1life in
Barcelona %today. Now, it is time to take a careful look at
the linguistic situation itself. I shall do that by
desoribing the 1linguistie repértoire of the community that
lives in Barcelona. But first, I will make some theoretiecal

and methodological observations,

The notion of linguistic repertoire was introduced to

account for the fact that most modern communities are either
multidialectal, multilingual or both. So, speakers not
simply speak a single language --they choose among a range
of options within the repertoire. The term “linguistic
repertoire' can apply either to individuals or to
communities. When referring to individuals, by linguistic
repertoire we understand the assemblage of all the
linguistic varieties (languages, dialects, registers) that a
given individual is capable of using, particularly in an
active way, although it is interesting to report also the
passive use (the capacity to understand, but not speak, the
language) in order to have a more c¢omplete picture of
his/her 1linguistic abilities. To account for what happens
in everyday verbal communication it is not enough to make a

simple 1ist with the varieties that a given individual can
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use, but it 1s necessary to give a qualitative description
saying when and why this person would use any one of the
varieties that compose his/her linguistie repertoire (this
implies indicating contexts, themes, situations,
participants, intents, and other factors which condition or

even determine the choice of one variety or another).

Following the same line of thought, we can say that to
know the linguistic repertoire (RL) of a given community is
to know which linguistie varieties its members speak. Thus,
as J.J.Gumperz says (19634), "the totality of 1linguistie
resources (i.e. incldding both invariant forms and
variables) available to members of particulér communities

conform the linguistic repertoire of this community".

Just as with individuals, it is not enough to make a
simple list of varieties, when one begins to draw the LA of
a community, besides describing each variety internally, the
elements for an externél description must also be given,
That is, one must specify who speaks each variety, when and
why, and in which way the speakers themselves evaluate the
different varieties. Hence, one must be able to explain how
the speakers use the different varieties in relation to
social domains, the switching of languange, dialect or

register, and the meanings that these choices convey.

This becomes considerably more complicated if the

community whose LR one wants to deseribe is a large
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community where more than one language is spoken, as it 1is
the case of many big cities in the Western world, and,

particularly, of the city that we are studying: Barcelona.

Traditional studies of dialectology, which analyzed
the historical development of particular dialects, never
regarded the city as a possible universe of study because
cities were in continuous change. Since dialectologists
were interested in finding “pure" varieties, without any
kind of ‘"contamination™, their M"ideal" informant was, as
Chambers and Trudgill (1980) said, a male, old, rural, and
socially non-meobile person. A type of informant that, as
the same authors point out, does not represent the majority
of the Western population who are young, socially mobile

women living in urban settings.

Socioclinguistics has been, the discipline  that has
called attention to the need for studying 1linguistic
variation in a1l its internal and external complexity in
modern urban settings, given that the cities are like
concentrates where all the fundamental problems of the
Western world can be found, and where linguistic diversity
is often used as a key marker of socio=cultural identities

or as a symbol of ideological and political attitudes.

The problem of establishing the LR in a big city has
been only parcially faced; yet, some studies as Labov's

(1972), Gumperz's (1958), Ferguson's and Gumperz's (1960),
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Fishman's (1968) or Gal's (1978, 1979) can be of great

assistance for our purposes,

One of the more dimportant characteristics that
differentiates sociolinguistic studies from dialectological
studies 1is the faect that the gbal is to study the social
meaning, import of variation, not change or variation for
its own sake. The starting point is no longer language
itself with the objective of finding some external limits or
the establishment of 1sogloses, that is, geographical
boundaries. Now, the starting point 1s either a social
problem seen as highly relevant (as in the case of Labov's
studies, which sought to explain educators' findings about
black childrent's failure in school, or Gumperz's studies on
interethnic communication) or a social unit (Fishman's
barrio, Ferguson's and Gumperz's Indian and Norwegian
villages, Gal's Austrian village, or Gumperz's, Erickson's
and Mehan's classrooms) to discover the effect that the use
of the different 1linguistic varieties have on people's

ability to communicate in a given situvation or environment.

The interest and importance of knowing the linguistic
repertoire of plurilingual socleties have already been
demostrated by different scholars, as we just saw.r Gal
{1979) states it in probably the most explicit way:

"In bilingual, unlike monolingual communities,
speakers can choose not only among the languages

available to them but also among styles of each
language. Marked and unmarked choices are
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possible with styles as well as with languages.
This 1s because, contrary to the tacit assumption
of internal linguistic homogeneity that has guided

most studies on billingualism, the 1languages
themselves are often internally heterogeneous and

include styles or dialects demarcated by
covariation rules{...)" (11)

Usual studies of bilingual communities tended to treat
the languages within the bilingual repertoire as internally
homogeneous units. This can be partially understandable
given the fact that description focussed on 1large scale
social processes (demographic studies with percentages of
speakers of one language and another, language distribution
and soclal domains, ete.) or on a soclo-political discourse
about the importance of languages as politiecal or
ideological symbols (e. g. studies on language and
nationalism, language and polities, ete.), I said that this
tendency of only discussing the twe languages was
understandable because it could be said (and not only by
social sclientists and linguists, but also by the speakers

themselves) that the main division 1lies between the two

languages, each of them taken as a whole.

In the spirit of Gal's remarks quoted above, I would
like to make some reflections in order to show that this
argument can be, if not false, at least dangerous, since to
simplifly in this manner the intrinsic complexity and
diversity of the linguistic phenomenon can prevent one from
seeing, and therefore analyzing, socio-cultural phenomena

that c¢an seem subtle but which are, in fact, extremely
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important.

Let us consider for a moment the consequences that to
speak of languages as something internally homogeneous,
without taking into aceount their social and geographical
varieties (which are precisely what the children speak when
they enter the school), c¢an have for the learning of writing
and reading. The danger in this approach is that teachers
may be led to underestimate the difficulties that children
face in switching from informal, home and peer group speech
fo the expository prose they are expected %o learn in school
along with writing. As the studies of Bernstein (1973) and
Labov (1972) show, many of the mistakes that have taken
place at the school under the word "correction® are due to

this reductionism.

Another question that can help us to understand why
the study of ¢the LR of a major city has not yet been
undertaken, are the actual and objective difficulties in
establishing the LR of a complex, demographically very large
eommﬁnity. These are not only material problems such as the
physical delimitation of the universe of study (either the
striet city or the metropolitan area); the necessity of
working in a team {founding, training), ete., but also
theoretical and methodological problems. It is necessary to
decide what method to use to be able to list zll the spoken
varieties while at the same time analyzing the dimensions of

their use, the socio~cultural meanings that they convey, and
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the attitudes and evaluations that they evoke in the
speakers. Let us explore now some of these methodologiecal

problems.

When one thinks of a large and plural community, it
seems that the first thing to do is to establish a sample,
representative of the whole unit, composed of these who will
be the informants or subjects of the study; a second step
would .be, usually, to elaborate a questionnaire adjusted to
the objectives sought. But, how to select a sample that is
both one that be truly representative and manageable? And
what type of questionnaire will assure that the reported

data are reliable?

The point is that the sample selection cannot be
approached, as is usually done in sociological studies, from
a gquantitative perspective only {(for a population numbering
X, we need a sample of Y number of people), selecting people
randomly from the census taking into account variables such
as age, sex, profession, etc. previously established. The
variables proposed for the selection of the sample have to
be carefully chosen to assure that they are not biases of
the researcher; they must represent the basic elements which
integrate and shape the constellations that define the
actual set of values for the people under study. If this
step, or steps, is seriously planned previous to the final
selection of the sample, it will be poésible to see that the

sample needed may not have to be as large as one had thought
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before, given that the gquality can very well counterbalance
quantity. These previous steps are precisely the basz for
the establishment, necessarily provisional, of the LR of
Barcelona presented here, and later we will talk about them

with some more detail.

The selection of the linguistic data also implies some
technical problems. The traditional gquestionnaires used in
dialectology are filled out in the course of interview
situvations which are, by definition, artificial and do
necessarily provides valid information about the 1linguistie
changes that occur in other communicative situations either
more or less formal than interviews. The presence of an
interviewer, most of the times a stranger to the
interviewee, the relationship ereated on the pasis of a
question-anawer exchange no doubt affects the way in which
people speak, precisely in the sense that the interviewee
selects among his or her linguistiec repertoire the variety
c¢loser to the standard (which many times 1is the variety

spoken by the interviewer),

Thus, other methods and techniques must be used. More
and more, social and linguistic researchers tend to create
situations which permit them to collect "naturalistie™ data;
that is, situations with a minimum of elements that could
distort the informants' natural way of speaking. It is
important that whoever collects the data be a person

familiar to the informant, and to tape long conversations
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among the informant and other people in different
communicative situations in which the toples are sometimes
mundane or subjective, to favor natural and affective
expressions. This kind of data can be compared later on
with data collected through nmore formal interviews or even
with cother reported data to discover what the informants say
they think about the different varieties spoken in their
community, and the differences between how they say they
speak and how they really speak in informal conversations.
To ecarry out research using these techniques the researcher
has to be what in anthropology is known as a participant

observer.

In fact, to establish the LR of a2 1large and complex
community it is necessary to use a multidimensional approach
to combine qualitative and quantitative methods and

techniques in order to correct and validate the results.

In the fecllowing pages I will present, first, a basiec,
comparative description of Catalan and Castilian, using for
comparison the standard varieties of both languages; second,
I will present the varieties of each language that are

spoken today in Barcelona (Tuson 1985),

The two languages: Catalan and Castilian.

Both Catalan and Castilian are Romance languages born
from Latin as a result of the expansion of the Roman Empire.

Originally, Castilian was the Latin dialect spoken in the
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north-central region of the Iberian Peninsula. During the
Middle Ages the people from this region undertook the
reconquest of the southern regions which were under arab
rules. Along with their political dominance, the use of
their linguistic variety also expanded. There is literature
written in Castilian since the 11th century, and since then
Castilian has been considered a language separate from

Latin.

Catalan was originally the Latin dialect spoken in the
northeastern region of the Iberian Peninsula. Like
Castilian, it is considered to have been a separatée language
from Latin since the 11th century (Woolard 1983 presents a

very good comparison of the two languages).

At the phonemic level the +twe languages differ in
their vocalic as well as in their consonanti¢ systems.
Regarding the vocalic systems, the Castilian language has
three degrees of openness, and the same vocalic phonemes
appear both in stressed and in unstressed positions. The
Catalan language has four degrees of openness and two
different subsystems depending on the position (stressed or

unstressed} in which the vocalic phoneme appears.

Regarding the consonants, the main difference rests in
several phonemes which the two 1languages do not have in
common. In Catalan /8/ and /x/ do not exist, whereas there

do exist /z/, {5/, /5/ and /d;/, which do not exist in
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Castilian. Moreover, although for many scholars the /1/ and
the /ts/ are the same for both languages, we have to say
that they present Iimportant differences that are very
noticeable in speech. In Catalan, the /ts/ is more clearly
africate than in Castilian where it almost sounds like a
simple stop: the /1/ 1is clearly alveolar in Castillian
whereas in Catalan is either palatal (or at least
palato-alveolar) or velar {occurring at the end of the

syllable).

The structure of vowel combination also presents
important differences in the two languages. While Castilian
exhibits a strong tendency to diphthongization, Catalan does
not. At the consonantic level, in Catalan it is possible to
find up to three consonants together in the same syllable
(temps ‘“time' or “whether'), something that never occurs in
Castilian. Castilian has a tendency to delete consonants at
the end of the word, between vowels, or in the so-called
woylte” (from Latin) groups (-gn-> -n-, -kt-> -t-, ps-> s-,
-bg=> =g~, etc.), whereas Catalan is a much more
fconsonantie" language (specially the southern variety). In
general, consonant distribution 4is also different (e.g.
Catalan has words ending in /A/ or /p/, and Castilian does
not). This has important consequences for being a source of
phonetic interferences when Catalan speakers speak

Castilian, as we will see later.

At the morphosyntactic level there are also important
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differences. Here we will only present some of the more
salient. The Catalan pronoun system has two forﬁs that do
not have equivalents in Castilian: these are the so-called
'week' (feble) pronouns en and hi, used in the same way as
the French en and y. Demonstrative pronouns and locative
adverbs have only two terms in the Catalan varilety spoken in
Barcelona (aguest, “this'/aquell, “that'; aguf, “here'/alld,
“there') where Castilian presents three (este, esge, aquel;
gggg, ahi, alli/a). - Catalan presents the use of the
partitive de (similar to¢ the French partitive), and
Castilian does not. VNegation in Catalan, like in French,
can be expressed by no ... pas, a possibility that does not
exist in Castilian. The word order is slightly more fixed
in Catalan; this 1is clearest for the adjective position:
after the ncun In Catalan, either before or after- (although

Wwith some constraints) in Castilian.

There are also many differences in semantic structure;
these differences cah also bcome scurces of interferenze and
ean produce misunderstandings. One of the clearest examples

is that of the Catalan verbs anar and venir in relation with

the Castilian ir and venir. Catalan anar means ‘to go from
the place where the first grammatical person is to the place
where neither the first nor the second grammatical persons
are'; Catalan venir means 'either to go from the place where
the first grammatical person is to the place where the

second grammatical person is or to come from the place where
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the third or second grammatical persons are where the first
is?t. In contrast, Castilian ir means *to go from the place
where the speaker is to another place!, and venir means 'to
come from any place to the place where the first grammatical
person 1is’'. Usually Catalan speakers speaking Castilian
would use venir covering the Catalan semantic fleld, and
this can bring about some misunderstandings if they do not
use other locatives to determine which places they are

describing.

Catalan and Castilian Varieties spoken in Barcelona.

To estabiish which are the linguistic varieties spoken

in Barcelona I used three sources.

1) First, of course, I consulted the existing
literature on this topie. Although the studies are partial
and, in many cases, they can hardly be applied to the
current situation of Barcelona, they provide some useful
elements. I am refering to Veny's studies on Catalan
dialectology (Veny 198% a, b); Zamora Vicentets (1970) and
Lapesa's (1942) studies on Castilian dialectology; Badia i
Margarit's on the language of Barcelonans (1969) and on the

Castilian spoken in Catalonia (1981), among others.

2} A second source comes from my teaching experience
at the School of Education of the Universitat Autoncoma of
Barcelona. This experience has brought to me tvwo kinds of

data. First, I have been able to observe the linguistic
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varieties spoken by my students, both Catalan and Castilian
(most of the Castilian speakers are today children of
immigrants). On the other hand, I listened to around two
hundred tapes (a part of a term assignment on dialectology)
recording different varieties of the Castilianrlanguage
spoken in Barcelona and its industrial belt, At my
suggestion, most of the time the students recorded people
they know well (neighbors, relatives) and asked  them to
speak about their youth or childhood, or to explain a
typical dish from their region of origin, ete. The
recording materials are, thus, narratives with some parts of
dialogue, made in a quiet and relaxed atmospﬁere which
favoers natural speech (éven if the presence of the

tape-recorder could have a small efect at the beginning).

3) Finally, I carried out a seﬁies of interviews with
several people (some of them were dedicated to the study of
language, and others were not; some of them were Catalan
speakers, and others were Castilian speakers) ‘with the
purpose of discovering which are the basie eriteria, the
emic categories, that speakers use to classify the
linguistic varieties spoken in Barcelona. These interviews,
approximately one half hour, consisted of slightly formal
conversations on the topic of the ways in which ﬁeople speak
in Barcelona. This topig, as any other regarding
soclolinguistie themes, is a part of what peohle can talk

about in more or less casual conversations, and I. have to
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say that none of my informants seemed surprised when I asked
them about the "different ways"" (the initial question was
openly asked) of speaking Catalan and Castilian in
Barcelona. An interesting question is that all the
informants included within the concept of ‘Barcelona' the
municipalities of its industrial belt, since all of them
would explicitly name them at some point during the
interview. Thus, they were talking about the Metropolitan

Area of Barcelona.

The first criterion used to speak about the varieties
of each language (Catalan as well as Castilian) is the
speakers's first language. Thus, the first division in the
case of Catalan language would be: the Catalan spoken by
the Catalan speakers and the Catalan spoken by the

non-Catalan speakers (see table 7).

Taking first intc account the Catalan spoken by
Catalan speakers, the clearest criterion used to distinguish
among varieties 1is that of neighborhood (or place of
residence), which is related to social class (Bonal and
Costa 1978). My informants distinguished between a more
popular Catalan spoken in aneient neighborhoods where the
majority of the population is from a Catalan origin and from
a middle-lower class (Sants, Barceloneta, Gracia, La Ribera,
ete.), and a Catalan spoken in more modern neighborhoods,
occupied by the Catalan upper bourgeoisie (Bonanova,

Pedralbes, ete.); this latter variety is called by some
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Table 7

THE LINGUSTTIC REPERTOTRE OF BARCELONA

Non-Catalan speakers (2 "xarnego")
"Dopular" (3 "xava")
Neighborhood
CATALAN < tapijat" (snob)
Catalan speakers {old people {= "barceloni")
Age Catalan in school
youths {Castilian in school
. . "oulte” (Mpurista', "de la cebaM)

{ Non-Castilian speakers
Andalusian
. Textremeno"
Place of origin "marciano”
"aragones”
from Galicla
0ld people (1st generation imm.)
Castilian speakersq Awe "
CASTTLIAN 4 N youths (2nd generation imm.)

"Sgardard” ("culte®, "del B.O.E.™)
.
"Castilianized Catalans"
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people apijat, meaning “snob', The variety called popular
goes from what dialectologists call Barceloni or
Barcelonina, a speech placed within the variety knouwn as

Central Catalan, to what people call xava, a popular speech

with interferences from the Castilian spoken by the
immigrants who came from the Southern parts of Spain. The
most salient 1linguistie traits of this variety are, at the
phonetic level, the co-variation in vowel oppeness batween
e/t and between o/a;' the voiced palatal africate [da}
becomes voiceless [ts], and the fricative {z] tends to
become africate [ts]. At the syntactic and lexical levels

the ocecurrance of Castilian structures and words is typical.

Regarding the variety that we called apijat (snob) the
more evident phonetie trailts are the absence of the neutral
{®] which is pronounced either [e] or [al, following the
Castilian system; the absence of velarization in the
articulation of the lateral voiced which 1is always
pronounced like the Castilian [1]. The Castilian variety
which interferes with this Catalan variety is the Northern
variety which is spoken in Catalonia basically by central
government functionaries, businessmen, and other

middle-upper c¢lass people.

It is important to say that the speakers of each one
of these varieties have a negative attitude towards the
speakers of the others (manifested many times through the

ridiculization of the other's way of speaking); Generally
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speaking, however, the barceloni is socially more positively

evaluated, especially when it is used without Castilianisms.

Another c¢lassificatory criterion used was age,
narrowly related to 1)schooling in one language or the
other; 2)to the consumption of mass media (especially
television which began broadcasting 1n Spain during the
1950's and widely spread out during the 1960's), and 3) the
the kind and intensity of the relationships that Catalan
people have established with the immigrant population.

According to that eriterion, there are: a) old people
who were taught in Catalan and whose personal relationships
where mostly with other Catalans; 2) people who went to
sehdol during the Francoist period, and were taught in
Castilian, as was 'the case with almost two genefatiohs of
people who have experienced the big waves of immigbation and
the spreading out of the media in Castilian, and ¢) a part
of the youngest generation, who are being taught in Catalan
and have the possibility of 1listening to the radio and
watching television in Catalan. The first group would
partially coincide with the speakers of Barceloni; the
components of the second group speak a highly castilianized
variety (either ‘'popular! or ‘apijat'), and the components
of the third group speak what we could call a new Catalan or
the Catalan of the future, somechow different. from the
varieties described until now, given the different

¢ircumstances under which they are learning the language.
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Another variety that almost all the interviewees
mentioned was the one used by people who speak a Meculte",
npurist® (these were the informants' words) or "de la ceba"
{(this is a folk expression, literally translated as "of the
cnion®, meaning very traditionally Catalan) Catalan. This
variety is basically spoken by middle and lower middle class
professional people concerned about the "correct"™ use of
their language, who try to avoid any kind of Castilianism ,
be it phonetic, morphosyntactiec or lexical.

The Catalan spoken by those who have Castilian as a
mother tongue 1s a Catalan marked by varying degrees of
interference depending on: a) the speaker's place of
origin; b) the speaker's social networks, .and ¢) the
speaker’s attitudes towards Catalonia and: the Catalan
language. It is important to remember that only some of the
non-Catalan speakers are bilingual, and the number goes down
if one talks about active bllingual). The more general
traits of the Catalan spoken by non-Catalan speakers are:
the neutralization of the phoneamic opposition between s/z,
using only the voiceless /s/; the absence of the neutral
vowel [?]; the non-velarization of [#1, and the
simplification or elision of consonantic groups or of some
consonants, 1like [A] in word end position, fellowing the
phonemic rules of Castilian, Morphosystactic interferences
of the prepositional system, adjective position (the

adjective in Catalan is almost always situated after the
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noun, while in Castilian in can be either before or after),
and, of course, many other cases of interferences at the
syntactic as well as at the lexical level. Sometimes this
variety is called xarnego, an adjective that originally
designated the children of mixed couples (one spouse
Catalan, the other non-Catalan), and has pejorative

connotations.

Regarding Castilian varieties, the first division is,
as was the case for Catalan, between those who speak
Castilian as their mother tongue, the Castilian speakers,
and those who have Castilian as a second language, the
non-Castilian speakers; this second group coineides with the
Catalan speakers, since_‘all of them are aetive bilingual,
given the history of the country, and a small group formed

by Galician speakers.

The clearest eriterion used to talk about the
varieties spoken by Castilian speakers has to do with the
immigrants' region of origin, which more or léss coincides
with the traditionally established Castilian dialects spken
in Spain: Andalusian, Extremeno, Murciano, Aragones, etec.
Here, however, we would have to add the variéty spoken by
Galician people ~- a variety which has its own interferences
from Galician language. These varieties are spoken by the
immigrant population, wunderstanding by that the 1low or

-unskilled workers arrived to Catalonia looking for a job and

for bettering their lives. The variety recognized by all my
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informants as the most spoken in Catalonia is Andalusian; in
fact the biggest part of the immigrant population comes from
that region. All these varieties are more or less
maintained as they were before migration depending on a) the
year of arrival to Catalonia; b) the place of residence, and
c) the social networks that the speakers established in

Catalonia.

The Andalusian variety presents some traits that make
it sound quite different from standard Castilian., Since it
is the Castilian variety most used in Catalonia among
Castilian speakers, it merits some discussion. The
Andalusian vowel system has five degrees of openess, and the
oppositions open/closed for i, u, g, o, and middle/velarized
for a are used as a number mark (singular-closed/
plural-open) instead of the standar opposition
singular-8/plural=-s. Thus instead libro/libros
(book/books), Andalusian presents  libro/libro. These
oppositions serve also to distinguish person in verdb forms:
third singular-closed/second singular-open; the standard [td
b&s/€1 bé] (you see/he sees) becomes [t bE/el bel. In both
cases the vowel openess replaces the -s deletion, changing,

thereby, the morphemic system for both nouns and verbs.

Other salient traits are: 1) the aspiration of what
was the Latin initial [f] e.g. fame>hambre (hunger), of the
implosive -8, e.g. [&hte] (this) and of the velar fricative

{x], e.g. [muhér] {woman); 2) Ceceo or seseo, that 1is,




102

either [s] or [8] dissapear and the other occupies all
positions; 3) Yefsmo, that is, there is no [A] and its place
is occupied by [J] (or [41); 4) deletion of consonants (-s,

~d, =r, ...) 1in end word position as well as within a word.

This variety is widely spread in Southern Spain, and
it has been one of the most important components in the
formation of American Spanish, which has strong similarities

to it (seseon, yefsmo, consonant deletion, ete,). But, in

spilte of its wide use, it has been highly undervalued by
Northern Spaniards, and even by the "Real Academia Espanocla
de la Lengua®™, either explicitly, describing it as a
"degenerated” Castilian (or Spanish}, or implicitly, talking
of it as "funny" or "colorful", These are stereotypes which
are in the minds of many people, Andalusian included, who

think that this variety is "inecorrect", "not serious".

Another group of varietles would be composed by what

people call "standard", "culte", or "de Boletfn Oficial del

Estado" (this is the name of the central government oficial
publication written with a clearly bureaucratic style),
spoken by most of the central government functionaries, by
some professionals from other Spanish regions, and used in
the communication media; this is also the variety that is

intended by the authorities to be taught at school.

The other criterion used has to do with speakers' age;

this criterion is related to the place of birth. Given that
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a majority of Castillian speaking youngsters are born in
Barcelona, they are the immigrants' children {or second
generation immigrants). Although they can keep some of the
traits of the variety spoken by thelr parents, this depends
very much on the school they attend, the neighborhood where
they live, and their social networks which, often, go far
beyond their family's. This is the variety spoken by my
Castilian speaking students in its most standarized version.
It has some Catalan interferences (basically lexical), it is
poor at the colloquial level, given they move away from the
familiar speech and, at the =same time, they do not
incorporate the more colleoquial levels of the territorial
language: Catalan (many of them do not learn Catalan at

all).

The Castilian spoken by a group of the Catalan upper
bourgecisie deserves special mention. Its speakers adopted
this language during Franco's regime because of ideologieal
and political reasons, given their afinities with the
Francoist regime (or because they were frightened). It is
basically the northern variety of Spanish spoken with

greater or fewer Catalan interferences.

2.5. Catalan Sociclinguisties

Sociolinguistic research in Catalonia since the 1960's
has been very fruitful. The importance of the studies has

been pointed out by Vallverdd (1980), a sociolinguist
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himself. After giving the figure of 400 as the number of
titles published in Catalonia between 1960 and 1978 having
to do with sociolinguistic topies, he says:

I do not believe there are many countries with the
demographic dimensions of ours which can exhibit

such a 1long 1list of works ranging from more or
less rigorous research to the usually brief

popularized works, on through historic,
psychological, demographic, and other works which
have addressed some of the sociocultural topiecs of
interest for sociolinguists,(7-8)

The introduction of sociolinguisties to Caiﬁlonia was
not surprising because éince the 1930's, a deep concern
about language prepared the grounds for the flourishing of
the new discipline. Studies on language and education {Gal{
1931), on stanadardization (Fabra, Corominas), on language
history (Banchis Guarner 1980), on dialectology (Moll 1964;
Veny 1965, 1984a). were a very good '"preface" for the
expansion of sociolinguistics. In fact, most of the
scholars that in the early 1970's specialized in-theoretieal
linguistics, are today also interested in text grammar
(Rigau 1981), sociolinguistics (Argente 1978), history of
language (Nadal and Prats 1982), culture and communication
(Serrano 1980), conversational analysis (Blecua 1982), all

of which are topies related to the gquestions of language use

and situated discourse.

The two main traditions that influenced‘ the first
sociolinguistic studies in Catalonia were the tradition of

the sociology of language (above all, the works of Fishman)
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introduced by Aracil (1966, 1982) and institutional
soclolinguistics (after the works of Firth and Halliday)
introduced by Vallverdd (1973).

During the 1960's and the 1970's the maln concern in
Catalan sociolinguistics was theoretical. Scholars worked
in adapting the theoretical frameworks of the new diseipline
to the explanation of the sociolinguistic situation in
Catalopia. Studies were done using the concept of diglossia
to Catalonia (Vallverdd 1970) and Valencia (Aracil 1968,
Ninyoles 1969), trying to explain the situation of the
linguistic domain of Catalan with the theoretical tools that
sociolinguistics offered. Conflict was the label wused to
talk about that situation (Aracil 1966, Vallverdd 1981) to
explain the tension between the institutional distribution
of uses of Catalan and Castilian, on the one hand, and the
individual attitudes and uses depending on people’s
political awarenesses and ideclogical positions, on the

other.

But also during the 1960's a first survey on the use
of languages and people’'s attitudes toward them in Barcelona
was carried out (Badia 1969). The results of that survey,
which has been taken as a point of depér;ure for many
subsequent studies, indicated that natives positively
evaluated their language and that immigrants had a tendency
to integrate into <Catalan society through the similarly

positive evaluation of the Catalan language. In the early
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1970's Reixach (1975) carried out a reseach project on the

same topiec In a Catalan region, the comarca d'0Osona

("comarca®™ is a land division roughly equivalent to U. S.!
"oounty"), through a sophisticated questionnaire with a

combination of multiple choice questions and open questions.

The questions of bilingualism and immigration in
relation to language use have beeen also addressed from a
psychological perspective {Siguan 1979) and from an
anthropological perspective (Esteva 1973, 1976, 19773
p{-Sunyer 1977, 1980).

In the 1last years there has been a flourishing of
sociolinguistic studies in response to the changes that
oceurred in Catalonia and stimulated by the helb.given by
the Catalan governmeht and other Catalan public and private
institutions to studies in thé field. There are already
some bibliographic overviews of great interesf for the
researcher (Badia 19763 Vallverdd 1980a). Some of the
studies are theoretical approaches to the changing situation
of Catalonia (Aracil 1982, Vallverdd 1980b); others are
evaluations of demographic data (Torres 1980; Strubell
1981), surveys made through questionaries (Bastardas 198%)
or through a combination of questionnaires and interviews

(Solé 1982).

A very small number of studies has been done using

qualitative methods. Among them it is worthy to note
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Woolard's study on the relations between 1language and
ethnieity in Barceiona (Woclard 1983) using ethnographic and
psychological methodologies; Turell's work on the use of
language in a factory applying some of the methods of the
ethnography of communication (Turell 1984), and the study on
use of languages and code-switching in a neighborhood of
Barcelona made by Calsamiglia and myself (Calsamiglia and
Tuson 1980, 1984).

In  1979-80, the Grup Catall de Sociolingifstica

{Catalan Group of Soclolinguistics) was legally formed. It
is made up of most of the people working in sociolinguisties
in Catalonia (I am myself a member), and it publishes a

specialized journal Treballs de Sociolingiifstica Catalana.

In 1981, the Institut Catald de Scciolingifstica (Catalan

Institute of Soeiolinguistics) was created under the
auspices of the Catalan government. Last year, a speclal

number of the International Journal of the 3Sociology of

language on "Catalan Sociolinguistices" was issued (Ros and
Strubell, eds,, 1984), and a 1local magazine published a
special number on the question of language (Quaderns

d'Aliiberament 1984),

As can be seen, the concern for soclolinguistie
matters 1is high, resulting in a Cfavorable climate for
sociolinguistiec research. Nevertheless, the stress until
now has been put either on the general theoretical or

ideological disccurse to explain the situation at the
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macrosociological 1level, or on the quantitative analysis of
reported data. It 4is wurgent to promote studies which
analyze directly observed data, to know in whiech way
language use in everyday communicative encounters
contributes to the construction of social relationships, and
in which way the changes at the politieal 1level are

affecting lives, values, and attitudes.
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Chapter 3
THE SCHOOL SYSTEM IN CATALONIA

In this section I intend to present a brief history of
formal education in Catalonia in relation to other social
processes and ideological or political attitudes which have
combined with education in the building of the Catalan

social reality.

Since the 1970's there is a conslderable amount of
literature on the subject. A group of Catalan scholars
linked to movements of schocl transformaticn have studied
that topiec thoroughly {Fontquerni and Ribalta 1982; Masjoan
197L4; Masjoan et al. 1979; Monds 1977, 1981a, 1981b, 19814,
among others). This fact shows very well how formal
education is considered one of the most important social
institutions - in Catalan culture. The school is seen as a
social domain related to all other social institutions,
which is an exponent of socio-political, economie,
ideological and cultural conflicts and changes (as we said
before, in the process of Catalanization, the school is
considered to be one of the main agents for the c¢hange in

the existing norms regarding language use).

A first consideration to take into account before
starting to look at the history of Catalan education has fo
do with its actual significance in the past in terms of the

numbers of the population affected by the school system.
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During the 1950's, the number of children aged & to 11 (the
ages of compulsory education at that time) who attended
school did not reach 70% of the total, and the illiteracy
rates (and in those days, for statistical purpoées, a person
who was able to sign hié/her name was considered literate)
was 14,24% (Monds 1981a). During the 18th century, after
the victory of the Bourbon troups and the defeat of
Barcelona, the first Castilianizing measures were issued;
but, at that time, only an elitist minority attended school,
and, as Mones poinis out, "... more than 90%, for many and
different reasons, only knew the Catalan language, and the
small number of individuals from the popular classes who

learned to read and write did that in our language

[Catalanl" (35).

A second consideration has to do with the inefficacy
of the different Spanish governments regarding educational
matters. One can say with Monds (198Y4) that in fact until
the 1950's phey "have been unable to organize an educational
system minimally efficient™ (39). <That explains why the
different centralistic governments never succeeded in their
goals of bulding a schobl ideologically and linguistically
homogeneous and monolithic, as was the case of céntralistic
France, for instance (for the relations between ideology and

school in Spain, see Linares 1966).



3.1. Language and School before 1931.

As we just have said, the first regulations regarding
the use of the Castilian language in the school and in other
public domains within Catalan territory came with the access
of the Bourbon dynasty to the Spanish throne. The goal of
linguistic unification was one aspect of the whole
unificatory and centralizing tendency culminating in the
triumph of the Jacobins in the French Revolution (Jacodb
1978), implemented since then by all French governments, and
exported to other countries as a part of the ideclogy of the
Enlightenment. That is one of the reasons why the Spanish
government ruled against the use of other languages than
Castilian. It also explains the existence of a
Castilianizing tendency among the Jleading <c¢lasses in
Catalonia who adopted Castilian in order to differentiate
themselves from the lower class people, who spoke Catalan
(Monés 1984). Thus, the Castilian language was 1little by

little reemplacing Latin in formal education.

During the 19th century the social and cultural
importance of the school increased. In 1857 the Moyano's
Law was issued; this law established compulsory education
for the first time (for children & to ¢ years old), and,
although its actual implementation was very far away, it
signaled the beginning of the modern Western view of formal
education as a democratic right of all the population.
Although the diffusion of schools carried castilianization
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along with 1t, the quantitative effect was only moderately
impertant since by the end of the 19th century century no
more than 50% of the Catalan population was literate (Monés
1984)., The important point is, in any case, that 1literaey
at that time was synonymous with Castilianization, since the
Catalan people who attended the school learned to write and

read in Castilian and not in their language, Catalan.

Nevertheless, it was during the second half of the
19th century that the first projects of Catalanization were
drafted and the school was for the first time seen as an
instrument for the reeatalanizatioﬁ of the whole society.
The movement called the Renaixenga {"Renaissance")
represents at the eultural level a new atmosphere of
consciousness about Catalan identity; also during these
years the first bases for the 3o called ‘'"politieal

Catalanism™ were ¢reated (Comes et al, 1980).

In 1887 the "Patronat de 1'Ensenyanca Catalana"
(Association of Catalan Schooling) is created; one year
before, Flos i Calcat received an award for his book Las

escolas catalanas where he presented a program for the

Catalanization of the schools, His ideas can be seen as a
precedent for the current conception about what a Catalan
school must be: "[...] By Catalan schools it should be
understood that besides having officially adopted the
Catalan language, their program should be an instrument for

the advance of our letters and the spirit of our land®
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(Citat a Monés 1984: 89). 1In 1888 the first public claim
for Catalanization in the school was made; the occasion was

the visit of the Queen mother Maria Cristina to Barcelona.

The majority position was, however, not radical; most
of the people who advocated the inccrporation of the Catalan
language were thinking of a bilingual soluticen: teaching
some subject matters (or for scme days or hours) in Catalan

and teaching other subjects (days or hours) in Castilian.

The Catholie Chureh (always very important regarding
educational matters for a great part of the school has been
in its hands) was divided on the matter. Some orders and
regular priests were for castilianization of the school; and
others, these closer to the popular classes and to the
movement of the "Renaixenga", were for Catalanization.
Probably the latter saw it as a way of recovering the people
that qith industrialization and with the new revolutionary
tendencies were getting away from thenm (Monés 1984)., This
division inside the Church regarding Catzlanism has been
maintained through the years, and reflects political and
ideological positions. The part which is politically,
economically, and ideologically linked to the sector of the
upper classes allied with the central government and ruling
elasses has tended %o favor castilianization; the part
working with the people in rural areas or in popular
neighborhoods in the cities has been closer to anti-central

government positions and for Catalanization of the schools.
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Towards the end of the century, only one fifth of the
population of Barcelona was from outside Catalonia, and part
of them was from other Catalan speaking territoires like
Valencia or the Balearic Islands. As a consequence, most of

the Catalan population still spoke Catalan.

Most of +the Catalan educational system, on the
contrary, was operating in Castilian. All the public
schools taught in Castilian as well as most of the private
schools that were'mainly religious or the so called "escoles
de pis® (litgrally, "flat schools™" for they were settled in
apartment buldings), a new modality of schools which
appeared then with a very low level of quality. Given the
incapacity of the public network for taking care of the
needs of the growing urban concentrations, these "escolaes de
pis"™ were a soclution, a bad solution, for the working
families who could not afford a "regular' private school and
did not find a place for their children in a publie school.
The owners of these achool were clearly 1looking after
economic rewards and were far from having pedagogical

concerns.,

Even some of the more advanced schools, like the ones
promoted by Ferrer Guardia (a salient Catalan pedagogue of
that times), used Castilian as a language of instruction in

the name of rationalism and Iinternationalism (Monés 19814).

It was during this time that the first Catalan school,
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in the modern sense of the term, was created: the "Sant
Jordi" school, named after the patron saint of Catalonia,
In the first years of the twentieth century other Catalan
schools opened their doors, and groups of scholars and
intellectuals made claims for autonomy of the university of
Barcelona and for it to wuse Catalan as the language of
instruction (Domenech i Muntaner, I <Congrés Universitari
Catall, 1903 and I Congrés Internacional de la LLengua
Catalana,1906).

The period of the M™Mancomunitat®, 1914-1923 (see
chapter two), saw an important move forward regarding
Catalanization in general, and in the school in particular.
During these years, spread the belief that through the
school the recatalanization of the whole society could be
achieved:

n{...] if in every neighborhood a Catalan school
could be established, we would believe in the
liberation of Catalonia and in the future grandeur
of our country, even if we were to lose all the
elections,” {Butllet{ de la Nostra Parla, Seceid
Catalana 3, quoted by Monds 1980: 7347,

At that time the Catalan language achieved
standarization through the works of Pompeu Fabra and the
#"Ipstitut d'Estudis Catalans™ (the Institute of Catalan
Studies). Although Catalan schools were very few, they were

qualitatively important: they were seen as advanced since

they incorporated the newest trends in modern pedagegy.

In 1923, the rightist coup d'etat of General Primo de
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Rivera broke up all these advances. The use of Catalan was
prohibited, and meny teachers suffered persecution as
"antipatriots®. As a result Catalanism moved to the 1left,
and many teachers went to private institutions (as the M{tua
Escolar Blanquerna, a. cooperative created in 1928) where
they could, in some way, carry on their profeassional

activities.

In spite of repression, at the end of this peried,
around 10,000 children were learning to write and read in
Catalan, in other words, 10% of the private schools and 7%
of the public schools (Monés 1984).

3.2. The years of the Regublic and the Civil War.

If, as we said before, the period of the Mancomunitat
was an important step regarding Catalanization in the
school, the period of the Republic (19371-1939) was cerucial.
Less than two weeks after the Republic was proclaimed, a
"De¢ret de Bilingiisme® (Decret of Bilingualism) was issued
by the Catalan reglional government; it declared boﬁh Catalan
and Castilian to be -legally equal in elementary schools.
Between 1931 and 1933, several institutions were created to
promote the use of the Catalan language in publie life (Dpt.
of Culture, Comit# de la Llengua, Consells Regionals de l1a 1

2a Ensenyanga).

Still, there were serious problems which made the new

linguistic and educational poliecies difficult, The lack of
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material means, qualified personnel, and political calm were
some of the most important along with the lightness of the
measures adopted (e.g. although the in-service training
courses of Catalan were free, they were not obligatory,

Mon&s 1984),

In spite of these problems some important changes were
made. The "Patronat” (see 3.1.) implemented the Decree of
Bilingualism, and incorporated the Catalan language in its
schools., The "Institut Escola™ (public high school) was
created, and in 1933 the very well known "Universitat
Autdnoma de Barcelona™ opened its doors. Many private and
public entities had an attitude actively preomoting
Catalanization in public life, and 1ittle by little, the

Catalan language was increasingly used for publie purposes.

The General elections of February 1936 gave the power

to the left (Frente Popular government), and in July of the

same year the insurrection led by General Franco took place.

On Jﬁiy 29, The Consell de 1'Escola Nova Unificada, CENU

(Couneil for the New Unified School), was created in
Catalonia. This organism operated following the
philosophical and pedagogical principles of the European
"New School". According %o that current of thought in
education, the school must be free, unified, compulsory
laical, and must be based on principles of work and
fraternity. These principles had been incorporated in the

1931 Constitution and in the 1933 Catalan Internal Statute
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(Fontquerni and Ribalta 1982).

After 19371, the public school in Catalonia had two
different networks: one, the nation-wide publie school; the
other, the regional, autonomous, Catalan schocl. The CENU,
logically, only operated at the regional level along with
the Patrcnat Escolar (The Barcelonian City Hall School

Patronate).

The number of pupils who attended the Catalan publiec
network of schools in Barcelona was around 69,000, that is
39% of the total of children who attended school (the
proportion in all Catalonia was a 23%) (Monés 1984). But
even in these schools Catalanization was not by all means
universal. According to Monds (1984) three type$ of schools
in terms of language policies could be found: first,
schools where Catalan was the primary language used and
Castilian was treated as a second language; second, schools
which followed the Decree of Bilingualism, trying to treat
equally both Catalan and Castilian, and, third, schools

where Catalan was only taught as a subject matter.

Even given the limitations mentioned, it was during
this period that the Catalan language was more present in
the school, as it was in other public domains, Thé triumph
of Franco's troops 1n- 1939 put a violent end to all the
progress . As Comes et al, (1978) point' out, M"the

Generalitat [(the = regional government's namé] was for
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Catalonia like a promise that did not have the time to
become fulfilled" (77).

3.3. Language and School from 193% to 1970.

As was explained in chapter two, all Catalan
institutions vanished and a strong repression followed the
end of the Civil War. Many Catalan teachers were put in
jail, or they went into exile, or simply were prevented from
teaching. Castilian language was declared the only language
to be used in the school, as in every other publiec domain.
At that time, the school became highly ideclogized around
three basic principles: "Fatherland (meaning Spain),

Religion, and Family" (Monés 1981a).

Although in 1945 an Elementary Education law declared
that education was compulsory for children between 6 and 12
years old, that was far from real. In 1950, the i1lliteracy
rate in Spain was 14.24% (9.86% among men and 18.30% among
women), and 1less than 70% of children between 6 and 12

attended school (Monds 1981a).

Little by little the repression was decreasing. This
was reflected also in what was happening in the schqol
system. During the 1960's compulsory education was extended
for children until 14 years oid, and the gestation of the
npetive School™ movement started (Mon€s 1981a) Some private
schools introduced modern techniques and methods in their

elassrooms, tried new patterns of democratic management, and
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also introduced the teaching of the Catalan language, all in
a more or less underground way. One of the main principles
of the active school was the belief that the school, and its
curriculum, has to be rooted into the environment. As a
result, in these schools the Catalan language began to be
taught, and some elements of the Catalan culture were
incorporated into the curriculum (Catalan .Geography,

History, Literature, Folklore, etec.).

In 1965 the pedagogical institution "Rosa Sensat" was
created by a number of people directly or indirectly linked
with the Catalan school of the 30's. The main goal of this
institution was tec offer courses and workshops for teachers
in service in order to fill the gaps existing in the schools

of education of the time.

Between 1965 and 1970 other organizations, like .

Coordinaci§ Escolar (School Coordination, later annexed to

"Rosa Sensat") collaborated in the creation of what has been

known as the Moviment de Renovacid Esecolar (Movement of

School Renovation) that expanded greately in the following
decade, incorporating within it many teachers with

pedagogical and democratic concerns,

3.4, The General Law of Education and Its Consequences.

—— —————t  ——— — ——— it s e, LT,

The General Law of Education was issued on August 4 of
1970, It was important because it tried to produce a change

in educational matters and because it was followed by a wide
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sccio-political debate in those years when all Spanish

society was highly politicized and confliective.

Neither the rightists nor the leftists were happy with
the law. For the former it was too progressive and
advanced, and for the latter it was too conservative and
classist. The debate was indeed a very important one and
lasted for aeveral years {Casas and Udina 1975; Subirats
1975, 1976). It served not only to discuss the law but also
to discuss and elaborate on the different educational

projects that had been generated during the previous decade.

The law stated for the first time that formal
education was a basic public serwvice, although in faet it
respected and favored private schoolé through the
establishment of a subvention system to help them survive.
Regarding language, the law recognized the existence of the
so called "vernacular languages" in the Spanish State, and
it opened a small door to their teaching. In fact, some
schools, depending on the attitude and permissiveness of the
inspector charged with the supervision of the school,
started teaching the Catalan language more freely, and even

to teach some subjects matter in Catalan (Monés 1981a).

The implementation of the General Law of Education was
very problematic and it was never totally done: political,
economic, and other social problems interfered (Subirats

1975, 1976) such as the baby boom and the migratory
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movements from rural te urban areas and frop South to North
during the 1960's, as well as the incapaclty of the regime
to aet with political strength within an everyday greater
loss of credibility (Monds 1981a).

Besides the introduction of the Catalan language in
some schools, as _was just mentioned, there were other
important consequences of the promulgation of this 1law.
First, the <c¢reation, between 1972 ahd 1974 of the Escola
Universitiria de Formaci§ del Professorat d4' Ensenyament

General Bi¥siec (The school of education where part of the

research reported here was conducted, and where I have been
working since 1974) under the auspices of the Institute of
the Educational Seiences of the Autonomous University of
Barcelona (for more information about this school see
chapter four). Second, the beginning and the promotion of
studies on bilingualism;. Third, the organization, in 1976,

in Barcelona of the I Jornades Pedagdgiques de Planificacid

Lingiifstica a L'Estat Espanyol (the First Meetings on

Linguistie Plaaning in the Spanish State, which I attended
as a member of the schocl of education which actively
participated in its organization). Fourth, training courses

of Catalan languages for teachers in service (Monés 1981z).

After Franco's death in November of 1975 a period of
great hope opened. All the rapid changes of the previous
years (see section 2 in chapter two) have had, obviously

their effects on the schoocl system at the institutional
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level as well as at the pedagogical level.

3.5. The Current Situation.

The Elementary School Sytem in Catalonia (and in the
rest of the Spanish State) is organized in three different
levels: 1) the Cicle Iniecial (Initial Cycle) which includes
first and second grades (children 6 and 7 years old); 2) the
Cicle Mitjd (Middle Cycle) which includes third, fourth and
fifth grades (children from 8 to 10-years old), and 3) the

Cicle Superior (Superior Cyele) which includes sixth,

seventh and eighth grades (children from 11 to 13 years
o0ld).

The Catalan autonomous government has had total
juriadiection regarding educational matiers, although there
are general laws (like the LODE) approved by the National
Assembly that affeect the whole Spanish state, and the
autonomous laws have to be approved by the central

government.

After the approval of the Spanish Constitution in
1978, the two main legal events that have affected the
school regarding linguistic matters have been the Decree of
Bilingualism, issued in 1978 also, and the Law of Linguistic
Normalization, approved by the Catalan Parliament in 1983.

Concerning the teaching and learning of Catalan and

Castilian languages, all schools in Catalonia have to
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fulfill t least some requirements which currently are as

follows:

In the Initial Cycie , schools must teach Ffour hours
per week of Catalan language; 1In the Middle Cycle it is
required to teach three hours per week of Catalan language
plus two hours per week of "common structures" and one M"ares
of knowledgeﬁ (Social Sciences or Natural Seiences) in

Catalan languwage, and in the Superior Cycle it is required

to teach three hours per week of Catalan language plus two
hours per week of "common structures", the Soeial Sciences

area and the Natural Seiences area in Catalan,

All the teachers are required to know bqth 1anguages
to be able to teach in Catalonia. The new teachers have to
pass, besides other exams, a specific language exam; if they
do not pass 1it, they are temporarily inecorporated into
service and have three more vears to pass it (Guasch and
Luna 1985). For the teachers already in service when the
law was issued there are several programs they have to
follow to 1learn Catalan language and "culture" (geography,'
literature, history, ete.). More than 50% have already
attended these programs. (in 1983-84 15,223 teachers out of
a total of 29,113 were taking these courses according to the

Department of Education of the Generalitat of Catalonia).

The 1latest data regarding elementary school teachers’

preficieney in Catalan language are as follows:
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Total Public Sch, Private Sch.
Use Catalan almost
exclusively...eeeees 67.7% 60% 76.9%
Understand Catalan
but do not speak it. 24.8% 29% 19.6%
Do not understand

Catalan.vscecaceseas T.4% 10.8% 3.4%

Besides the fulfillment of the wminimal requirements
stated above, a school can ask permission to use Catalan as
a primary language in the school., This petition 1is easily
approved if the school has the consent of the children's
parents and show it has a gualified staff to achieve its
goal. These achools have been called popularly "Catalan
schools™", a name that is under debate because for some
people it implies thet the others are not "Catalan®. In
these schools the Castilian language is taught following the

same criteria that were stated before for Catalan,

3. 6. Types of Schools in Catalonia Today.

The first big division among schools has to do with
school ownership. In Catalonia, as in most Spanish cities,
the private school network has had a great importance. In
the academic year 1977-7T8 the percentages of public and

private schools in all Catalonia were:




Public Private

Religious Laic

34.3 % 25.9 % 39.8 2

(Source: Monés 1981a)

The last available data for Barcelona

and
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its

metropolitan area are from 1981-1982. Some of them are as

follows:
Barcelona Rest of MAB Total MAB
Publie 21.1 % k5.6 % 31.5 %
Private 77.8 ¢ 54.3 % 68.4 %

(CMB 1984 and personal elaboration)

The percentages of students attending each type of

schools are:

Barcelona Rest of MAB Total MAB

Publiec 30.3 % 54.6 % 42,2 %
Private 69.6 % 15.3 % 57.7 %

(CMB 1984 and personal elaboration).
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Within the private network, there are very different
types of schools depending on: 1) if they are religious or
laic; 2) if they are schools for children of an upper class
origin or for a middle lower eclass children; 3) if they are
pedagogically TMactive" or "traditional" (authoritarian,

directive,non-scientific, ete).

Special types of schools that are private but will
soon become publie are the schools which integrate the

Col.lectiu d'Escoles per 1"Escola Piblica Catalana, CEPEPC

{Collective of Schools for a Catalan Public Schools). Most
of these schools initiated the pedagogical and managemental
transformations in the 60's; many of them function as
cooperatives, and are linked to "Rosa Sensat" and/or to the
general movement of pedagogical renovation. They have
already become "Catalan schools™ and many of them are
located in popular neighborhoods (the elementary school

where I carried out participant observation is one of them).

Types of Schools In Terms of Language.

From the point of view of language, two different
aspects have to be taken into account: first, the language
of the students, and second, the language treatment of the

achool itself,

With regard to the mother tongue of students, five
different types of schools may be characterized (Guasch and

Luna 1985): A) those with more than 30% Catalan speakers;
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B) those with between 60% and 90% Catalan speakers; C) those
with between U0% and 60% Catalan speakers; D) those with
between 10% and 40% Catalan speakers, and E) those with less
that 10% Catalan speakers. The percentage representation of

each one of these types in 1977 is as follows:

Catalonia

w/o Barna... 8.3% 24.2% 19.2% 31.3% 17%
Barcelona... 8.4% 23.1% 23.6% 31.8% 13.1%"
Barna.

Conurbation, ==-- 10.5% 21.0% 37.8¢% 30.7%

(Guasch and Luna 1985 and personal elaboration)

" Regarding language planning, three different ﬁypes of
schools c¢an be found today in Catalonia (Guaseh and Luna
1985). First are the schools that only have Catalan as a
subject matter. They.represent the 3/4 parts of the total
of public schools and 1/2 of the private schools. Second
are the schools which try to balance the weight of the two
languages (the s0 called "bilingual' schools"). The last
category encompasses the schools where Catalan is the

language of instruction.

During the academic year 1983-1984, the number of
schools of this 1last type included 131 public schools
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(B8.06%) and 172 private schools (9.69%). There are also a
number of schools which have started a projeet of
"Catalanization™: 439 publie schools (26.60%) and 162
private schools (9.4%). Thus, in 1983-84, 26.8% of the
schools in Catalonia were either already Catalan schools or
were 1in the process of becoming such (these data were
provided to me by the Department of Education of the
Generalitat of <Catalonia), and forecast for 1984-85 was to
reach between 40 ﬁnd k5%,

According to the available data the knowledge of

Catalan among elementary school students is as follows:
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Public S. Private S. Total

Use more
Catalan......... 24,8 % hz.9 % 33.7 %
Use both in - ‘
the family...... 9.8 ¢ 15.5 4 12.6 ¢
Use more
Castilian....... 12.5 % 13.8 % 13.7 &
Use Cast,
Understand Cat.. 30.4 % 19.0 % 24,8 ¢
Use Cast.
bon't und. Cat.. 22.3 ¢ 8.5 % 15.6 ¢

{Source: Guasch and Luna 1985)

As it can be observed the number of Castilian speakers
1s higher in the public schools than in the private schools
where the number of Catalan speakers is greater. In their
study, Guasch and Luna compare these figures with those of

the teachers' knowledge of Catalan and they note that:

From the superposition of the figures referent to
teachers and pupils a serious fact is c¢lear, fronm
the point of view of Catalan linguistie
normalization and of the implementation on the
legislation on which we just commented. The zones
in which the students who do not know Catalan are
concentrated are those where the teachers who do
not know that language either are also
concentrated, The Catalanization of the school
becomes, thus, more difficult. (15)

According to the Department of Education, during 1983-84 the
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percentage of Catalan speaking students was 59.52%, and only
15.60% did not understand the Catalan language. or
teachers, 67.73% were Catalan speakers, and only 7.44% did
not understand Catalan., Although these percentages are very
optimistic, they should not make us forget that
understanding Catalan is not equivalent to speaking it, as
we will show in the following chapters through the analysis
of the data presented.

In 1983, fhe Generalitat of Catalonia published a
study analyzing the progress reached after four years of
teaching Catalan in all schools (Alsina et al, 1983). The
study was carried out in 1981-82 and focussed on a sample

composed of 54 schools in all Catalonia.

They found that in all cases the results favored the
learning of the Castilian language. As they put it, giving
the example of the oral expression test:

The results of the test on oral expression are
highly conclusive in this sense, given that while
more that 90% of the Catalan speaking students
have good oral expression in Castilian, less that
30% of the Castilian speaking students have good
communicative skills in Catalan.™ (129)

Commenting on this study, Guasch and Luna {1985} note
that the environmental presence of Castilian is so strong
that all Catalan speakers learn that language in spite of
what is taught in the school, whereas the learning of

Catalan takes place only at home or at the school., We will

gZo back to this point in the last chapter of this study. By
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now, what 1is important to note is that the improvement in
the presence of Catalan in the schools has been very large,
but still the results are moderate, and some proﬁlems have
emerged, such as the concentration of Catalan speaking
teachers and pupils in a same zone, which have a difficult

solution.



Chapter Y
THE PRESENTATION OF THE DATA

4,1. Introduction.

In this chapter the settings where partieipant
observation was carried out will be presented, as well as
the data collected and the reasons for selecting the data

analyzed in the next chapter.

Two school settings have been the object of my
research: a f;fth grade classroom of an elementary school,
which I will call Bamby, and two classrooms in one of the
schools of education of Barcelona. In these two settings I
studied actual language wuse in classroom interaction 1in
order to know what the new policies regarding language use
in Catalonia have meant for everyday speech and in order to
understand the extent to which they have been accepted at

least in the domain studied: the school.

As I peinted out in the introduction, the reason feor
choosing these two schools is because in them the use of
Catalan is highly favored and positively evaluated. Both
Bamby and the school of education use Catalan as a language
of instruction and of general communication,. Thus these
are places where we can expect to find changes in
communicative norms regarding language choice, if there are

any.
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4. 2. The Elementary School.

During six months (from January to June, 1983) I did
participant observation in a fifth grade c¢lassroom, and in
June 1985, I returned several times. Since the school is in
the neighborhood where I have been living, I have often met
children, parents or teachers, in stores, bars or in the

streets.

From January to June, 1983 I went to the school at
least once per week, from nine in the morning until one in
the afternoon. I observed and participated in everyday
activities helping the teacher and the children whenever
necessary, dinside the classroom, on the playground or in
other activities (for instance, in a play that they
prepared). Through my observations, I wanted to get a sense
of what children did in the classroom and in other
activities, I did informal observation of spohtaneous
linguistic behavior in order to discover how these

activities were constituted through language use.

Finally, I tape recorded ten hours of actual language
use in the classroom. I recorded the main activity types at
different hours, so to have a representative sample of
c¢lassroom activities for further in-depth analysis of
language use, This analysis is the basis of my study and
has to be undertood in terms of the background of my general

observations and my knowledge of the historical and
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political factors which are the framework of the study.

The Neighborhood

The elementary school that I call "Bamby™ is located
in Montbau, one of the medium sized neighborhoods of the
zone called La Vall d'Hebron (Huertas 1976) on the hillside
of the city; the other neighborhoods that Huertas considers
within the same zone are Sant Gen{s, where I was living, El
Parc de la Vall d'Hebron, and La Teixonera (see map 2 in
chapter two). DBetween Sant Genis and Montbau is one of the
biggest and most important public hospitals of Barcelona (Lg
and the other two there is a bigger division created by the

segon cinturo de ronda (the second belt of round), an

important road which cuts across Barcelona from South teo
North. Montbau and Sant Genis are part of the western
limits of the c¢ity. Behind them are the Tibidabo hills
which separate Barcelona from the municipalities of E1
Vallés {(Sant Cugat, Cerdanyola, Bellaterra, Terrassa,
Sabadell, etec.). Most of the pupils who attend Bamby live
in these two neighborhoods.

What is today Montbau was built in three different
stages beginning in 1956; thus, it 1s a very new
neighborhood. The initial project was intended to be a
model of urban planning, but the actual realizétion did not

succeed since at that time land speculation was a current
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practice.

The largest part of the neighborhood is conposed of
apartment buildings, and a small part, on the upper zone of
the neighborhood, built in the late 60's, consists of nice
single~family houses. The apartment buildings were built to
be occupied by publie functionaries {some military among
them), most of them of immigrant origin., The houses, in
contrast, were built by a cooperative and were ocoupied by
young, professional couples (lawyers, doctors, professors,
ete), of a lower-middle social class. Most of them are
Catalan and some of them participated in the ereation of

Bamby.

Connected to Montbau through a recently paved street
that goes behind the hospital La Residéncia, Sant Genf{s
presents a slightly different aspect. First of al;, there
is a little Reman Church, built in the 11th century, in the
middle part of the hills, and around it a number of simple
single-family houses, most of them built by their
inhabitants. These are workers who arrived in the
neighborhood before 1960; some of them are Catalan, but most
of them are immigrants. Then, there are two sets of
apartment building both of them built without any kind of
consideration towards nature, thereby destroying the
landscape and some very ancient and beautiful farm houses
(Huertas 1976). One group of apartment buildings was
constructed at the beginning of the 1950's and is oceccupied
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by workers; the other, built a little later, is occupied
mainly by technieians and professionals. Among these
inhabitants, a number of them 1live there on a temporary
basis, such as people who come from other regions of Spain
to work in the Residencia and later move to a better

nelghborhood.

Sant Cenis and Montbau both lack public transport
systenms, and for this reason among others they are
considered as popular neighborhoods with insufficient publie
services in general (Bonal and Costa 1978). Nevertheless,
there are some aspects that make these neighborhoods
different and better than others with which they share such
characteristics as origin of the population, occupational
level, publie transportation, ete. Their location on the
hiliside of the city and the presence of two hospitals (La
Residencia and the hospital of San Rafael in Sant Genis)
that prevent toxie industries from moving there make this
zone one of the less contaminated of Barcelona (comparable
in this to the upper upper class neighborhoods), and
residents are very proud of the healthy air that they have.
In addition, the presence of the two hospitals is also very
convenient for neighborhood residents who report feeling
safe for this reason. Finally, in these twc neighborhoods
there are more schools than in any other neighborhood with
the same soclo~economic characteristics, so the population's

educational needs ‘are covered. Besides, in the last few
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years (coinciding with the democratic ruling of the eity)
the neighborhood has improved: more trees, one more bus,
more asphalted streets. And, as it becomes older, the

neighborhood becomes socially more alive.

The language that elearly dominates in the streets in
general terms is Castilian. Nevertheless, there are some
bars and small étores whose owners are Catalans, and there
you can hear the Catalan language spoken between owners and
customers and among customers. But if there is any
Castilian speaker present, the automatic reaction 1is to

speak in Castilian.
The School

The school 1is a MCatalan school®, which means that
Catalan is the language of instruction as well as the
language used for general communication. The Castilian
language is taught as a subject. Among the children who
attend the school there are both Catalan speakers and
Castilian speakers, The school is in =a heighborhood
inhabited by a high percentage of immigrants, although there
are also <Catalan people 1living there. There ére several
schools in the neighborhood, public and private, so parents
can choose among the possibilities according %to their

economic incomes and their opinions regarding education.

The school was started in 1966 as a cooperative

between parents and teachers, and, like some others during
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the same period and 1later, iﬁs goal was to offer an
alternative model to the ¢traditional, authoritarian and
obsolete school imposed after the Civil War, The school has
partiecipated in all the movements of pedagogical
transformation towards a scientifie, demoeratie and Catalan
school that have developed in <Catalonia during the last
twenty years. Currently, this school participates in CEPEPC
-- Col,lectiu d'Escoles per 1' Escola Péblica Catalana

(Collective of Schools for the Catalan Public School), one
of the school movements referred to in the preceding chapter
that has been most active in seeking to carry out pedagogic
transformations and improvements in school management in
Catalonia. CEPEPC has criticized the Catalan government for
favoring elitist, private schools or religious schoels
instead of giving CEPEPC schools publie status, which would
offer the population a Catalan, public school of quality.
Many CEPEPC schools are found in popular neighborhoods and
municipalities where public scheols are still needed
(finally, in the summer of 1985, a decree has been issued to
regulate the process by which these schools will becone

publie).
The Classroon

The fifth grade c¢lassroom 1s composed of 29 students.
All but two were born in 1972, and were eleven years old at
the time the observations were carried out. One of the

other two was born in 1971, the other in 1970, and both of
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them were having problems in school performance {(both had

Catalan as their mother tongue).
a) The Parents

Information regarding pupils' parents' place of birth,
is shown in the table (no information is given about 6
children because they 1left the school at the end of the
academic year, and their files were not 1longer 4in the

archives when I consulted them):

Parents'! Place of Birth
Barcelona Catalonia(-Barna) Outside Cat.
Father... 13 2 8
Mother... 15 “———— 8

The situation of the couples regarding the place of birth

of the spouses is:

Spouses' Place of Birth

Father Mother
Catalonia Catalonia ........'11
OQutside Qutside ...vvuvue. 8
Catalonia OQutside sovviveeee 8
Outside Catalonia ..o0vve.. U

At b b s i

Total...v0.ves 23
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The language used by the children's parents at home is
as follows: 1) the "Catalan-Catalan" couple use Catalan; 2)
the "Outside=Outside™ couples use Castilian; 3) two of the
nCatalonia-Qutside" couples use Castilian, one uses Catalan,
and in the other, each parent (they are separated) uses his
or her mother tongue; U) two of the "Qutside-Catalan®

couples use Catalan, and the two other use Castilian.

The above data show that it is a complex matter to
prediet what language a couple consisting of speakers of
different languages will use for perscnal communication. It
not only depends on personal decisions, on language
background, or on which language is spoken more in the place
where they live. Aspects such as social networks (family,
work, friends, voluntary association, ete.) and future
expectations, among others can condition, and even determine

the family's language.

Regarding parents’ occupation, the situation is as
follows: all fathers and sixteen mothers work; seven
mothers do not work outside their homes. The occupational

level of parents' jobs are:
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Fathers Mothers

Unskilled workers 0 0
Skilled workers 7 7
Technicilans 10 7
Professionals and

artists 6 2
Managers and the

like 0 0

b) The Children

Regarding the children's first language, there are 10
children (34.48%) who have Castilian as a mother tongue and
19 (65.51%) who have Catalan as a mother tongue. All of
them ean speak both ianguages. In a conversation that I
held with the teacher about ther children's actual use of
language, she came out with three defferent categories for
the Cafalan speaking children and four differént categories

for the Castilian speaking children.

Among Catalan speakers, she first distinguished the
"Catalans de la ceba", using this folk expression describing
a general category that means gtrongly Catalan, sometimes
interchangable with "Cétala, Catald" (Catalan, Catalan)

{Woolard 1983). They use Castilian very little, and are the
ones who even speak Catalan when playing. In this category

she 1included six children divided into two groups of three
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each. One group would have the traits indicated before more

intenselly and the other less intenselly.

Second, she talked about a group of two children who
speak Castilian very easily but who make linguistic
interferences. Third, she defined a group composed of ten

children who speak Castilian very easily and fluently.

number of % of % of total

students CTs students
group l.... 6 31.57 20.68
group 2.... 2 10.58 6.89
group 3.... 10 52.63 34,48

Among the children who have Castilian as a mother
tongue, she distinguished (A) "Castilian very dominant®; (B)
wCastilian very dominant but less than (A)"; (C) Those who
speak Catalan more and more, and (D) those who can be called

"pilingual® children.

Number of % of % of total

students CSs ~ students

20.00 6.89
20.900 6.89

group (A)...
group (B)...
40.00 13.79
20.00 6.89

group (C)...

[\C T S

group (D)...
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Note that the eriteria for classifying the Castilian
speaking children differs from the criteria used to eclassify
the Catalan speaking Children. For the former, the teacher
only uses the criterion of actual use while in the latter
she uses both actual use and proficiency. That shows that
all the Catalan speaking children must be using Castilian
from an early age although they make grammatical errors,
whereas the Castilian speakers must be learning Catalan at
the school, and their use of that language is the primary

matter of concern.

The children's expectations concerning further
education correspond to their social origin. - After
compulsory education some of them will attend'a high school
and some of them will attend a technical school; probably a

few will later attend a university.
¢) The Teacher

The teacher was a young woman in her late twenties.
She was very active and very concerned about educational
problems in general and about her puplils' success in
particular. Her college major was Mathematics, and she had
taken many different courses of different subjects and
workshops since college in order to remain up to date. At
the time this research was carried out, she was attending
the program promoted by the Generalitat to earn the title of

- "Catalan teacher", Her mother tongue was Catalan. She
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always spoke Catalan, except when teaching Castilianj thus
she had quite a strong Catalan accent. If a child addressed
her in Castilian, which happened some times, she would say
"Yhat?" using the same intonation as if she had not heard
well what the child had said, and this was enough to make
the child shift into Catalan.

In talking about the children' play activities, she
told me that the childrents mother tongue does not determine
the formation of groups among them; there are other factors,
sueh as gender, that account for children's choices of
friends. Similarly, I found no evidence that first language
affected children's choices. It was very clear during
playtime how they grouped: boys with boys, and girls with
girls.

d) .The Organization of the Ciassroom

The classroom was very well illuminated with natural

light which entered through four big windows. The students

sat in groups of three to five around five sets of two
tables put together. Hanging on the walls there were all
types of drowings and other works made by the children.
There wWwere two bookshelves and two closets to keep the

material needed for the class.

The teacher's style was informal; she created the
atmosphere of an open classroom, trying to make the children

participate all the time. Uaually the children were talking
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with each other; to the teacher or to myself, so the

atmosphere was very alive, and sometimes very noisy.

The main criterion for putting four or five children
together at one table was so that they could get along well.
Usually the teacher put boys and girls together, and
combined different levels in school performance. In all
cases she included both Catalan and Castilian speaking
children at the same table. The composition of the tables

changed every two or three months.

Regarding children's school performance, I observed
that to have Catalan or Castilian as a mother tongus was not
a conditioning element. I commented on this to the teacher
and she agreed with me. In faet among the four best
¢hildren there were twe Catalan speakers and two Castilian
speakers. Curiocusly, though, the children with more
problems were all Catalan speakers. I think that this was
due to the fact that in a neighborhood fike Montbau or Sant
Genis, it means a lot for the Castilian speaking population
that they can send their echildren to Bamby as a way of
amelioration and integration. Therefore, the Castilian
speaking children tend to be more motivated that the Catalan
speaking children, to whom this school can be one of the
best of the neighborhocod, but not the best of the city, by

any means.
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The Material Selected

Among the material recorded, I selected two kinds of
activities that were among the most recurrent in the way
teaching and learning were carried out every day. The first
was small group discussions: the students were generally
encouraged to work together, and for this end they were
seated in groups of five or six around tables, so they could
communicate, help each other and share their opinions about

the fork they had to do.

Second, I taped recorded what I called telling news.
This was the first activity of every day (with very few
exceptions). After the students sat down, the teacher asked
for silence, sometimes would make a statement about
something of general interest, and then she would ask 1if
anybody has some news to tell to the eclass. The c¢hildren
who had something to say would raise their hands, the
teacher would select one of them, and he or she would stand
up and start telling the story to the class. Thne children
usually followed this activity with most interest; they
would ask questions or make comments on the news btold, and
also the teacher would ask questions or make clarifying
comments on the content as well as on the vocabulary used,
ete. The stories told referred usually to some family
affair or to some actual news that they watched on 1TV the

night before.
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4. 3. The School of Education

In the second school I observed two classes during the
fall of 1983 and during the 1954-1985 academic year. These
students are being trained to become school teachers
speecilalizing in Language (Catalan, Castilian, and either
French or English) and Literature (Catalan and Castilian).
Although they are specifically trained to teach children in
the "superior cycle" (about school system organization see
chapter 3), children from 12 to 14 years old, they can, énd

in fact many of them do, teach younger children.

I selected these twe classes because the students have
the best conditions favoring the use of Catalan 1language.
For three years they have been taught in Catalan, they have
studied Catalan language and linguistices, and they are
suposed . to be in the near future fhe agents of
Catalanization in the schools. I wanted to discover what
they thought abdboul language use in schocls as well as what

their spontaneous linguistic behavior was.

I observed them and took notes both inside the
classroom and outside; 1 tape recorded five small group
discussions, some of them followed by class discussions. I
had 1long interviews with ﬁhree students who have Castilian
as a mother tongue, but who differ in their 1linguistic use
and attitudes, in order to have a picture of their life

stories. Finally, I tape recorded a c¢onversation carried
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out at a party at my apartment (after the course had already
finished); the conversation tcok place after dinner, and
after we had listened to pieces of the recording that I had
from then. Although the topie of the conversation was

already decided, the atmosphere was very light and casual.

Thne School of Education was created in the early
1970's when a group of Catalan educators took advantadge of
the possibilities opened by the General Law of Education
issued 1in 1970. First as a section of the Schoocl of
Education of Girona, in 1972-73, and later on as a school of
its own, from 1973-T4 on, this schocl came to cover several
needs manifested in Catalan society. On the one hand there
was a demographic need, since growth suffered during the
1960's was already dtarting to affect the universitary
population, and the only school of Education in Barcelona
was overloaded. On the other hand, there was a pedagogical
need. The transformations observed in the school since the
1960t's were overcoming the possibilities offered by private
institutions, like MRosa Sensat", and the necessity of a
public institution for the training of the future teachers
was considered urgent by almost all the people 1nvelved in
school transformation. Scme of the most prominent Catalan
pedagogs participated in the organization of the new School
of Education (Maria Ruhies, Marta Mata, Josep Pallach,

Francese Noi, ete.).

This school had very clear objectives from the very
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beginning. It was conceived to c¢reate 'a new model of
teacher based on the model offered by the "Normal" af 1931.
Its main objectives, or principles, were four:
L teo achieve a democratic organization in the
management, to root the contents of the
instruction, and the institution itself, into the
Catalan society; to assure a true universitary
level, and to 1link itself with the educational
world, in order to garantee the 1link between
theory and practice." (Villanueva 1983: 9). .
The task of teaching has always been viewed as the
result of a community effort among teachers and between
teachers and students, and team work has always been
promoted, as well as the participation of all faculty,
students, and administrative staff in the general management

of the institution.

The School of Education has always been very active in
participating in and promoting the transformation and
renovation of the school systenm into a democratic,
sclentific, and culturally rooted system. From beginning
the question of language has been a crucial one, since it
was an esséntial part of the defining principle bf training

teachers for Catalonia.

I started teaching at this school in 1974, one year
after it was legally created. From ﬁhe beginning, most of
the subjects have been taught in Catalan, except those
dealing with Castilian language and 1literature, foreign

languages, and some others which the teacher could not teach
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in Catalan (these have been very few). There has always

been a speecial concern regarding the non-Catalan speaking

students.

As a teacher of Castilian language and linguisties, I
remember how in the 1970's some Castilian speaking students
came to me at the beginning of the academic year to tell me
their concern, because they could not follow the lectures
given in Catalan. I tried to give them confidence. I teold
them that everybody would help them, that they would have
specially designed Catalan courses. I also said that 1if,
after $wo months, they still had problems, they should tell
me, so that I could help them. None of them ever came back,

and I noticed that they were doing well.

At the time this research was carried out, the
linguistic planning of the school was as follows, When the
students first entered the school, they answered a very
simple questionnaire. Those who reported to be Castilian
speakars took a proficiency test (written and oral) to
determine their level of knowledge of the Catalan languége.
From the results, they were classified into three groups:
A, B, and C, Students in group A were considered to posses
enough knowledge of the 1language to follow the ragular
course work in Catalan; students in groups B and C, during
the first year, had to take a speclal course in Catalan, and
during the second year, followed the regular course, but

could attend a M"reinforcement"™ course. During the third
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year, which is the last, all students followed the same
courge in Catalan and were suposed to have reached a minimum

level of proficiency to be able to teach in Catalan.

As has been said, the studies to become a teacher take
three years., During the first year, all students have the
same curriculum; during the second and the third year they
chose a specialization that is related either to the level
at whieh they want to teach ("Pre-school®, "Initial and
Middle Cyecle™) or to one of the areas specialties of

"Superior Cycle" (Sciences, Soclal Sciences, or Philolegy).

The two classrooms where I carried out observation
were in the two groups of third course of Philologies, third
A and third B. On the first day I told the students about
my research, I gave them a gquestionnaire asking for basic
personal information, such as place and date of birth, place
of residence, first language, ete. There was also an open
question asking about when, where, and how they learned

their second language (see. 6.2.).

In group A, 41 answered the questionnaire. OF those
31 (75.6%) were born in Catalonia;1 (2.43%) was born in
Menorca (one of the Balearic Islands whieh al;o belongs to
the linguistic domain of Catalan), and seven (17.07%) were
born in Spain outside Catalonia (2 did not answer this
question). Mosat of them were born between 1962 and 1964,

which make them around twenty years old. Regarding their
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mother tongue, 17 (41.46%) reported that Catalan was their
first 1language; 21 (51.21%) reported Castilian; 1 (2.43%)
reported both, and 2 (4.87%) saild that their first language
was Gallego {another Romance language spoken in Galicia, in

the Northwestern part of Spain).

In group B, 34 students answered the questionnaire.
27 (79.41%) were born in Catalonia; 4 (11.76%) were born in
Spain outside Catalonia; 1 was born in Germany (from Spanish
parents) and 2 did not answer this question. Most of them
were born between 1963 and 1964. 14 (41.17%) reported

Catalan as their first language, and 20 (58%) Castilian.

As can be observed, both groups were very similar with
regard to their demographic composition. In both of them a
slight majority of Castilian speakers was found, most of
them immigrants' c¢hildren born in Catalonia. Very few
reported themselves as having Catalan as well as Castilian

as their first languages.

In both classrooms the students sat around big
tables.This tended to favor communication and small group

activity.

All the subjects are taught in Catalan except
Castilian language, Castilian literature, French and
English. In the third course, the only subject that does
not have to do with either 1language or literature is

Pedagogy. I zhose %o observe this class, because in it the
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use of language was not determined by the content of the

subject matter.

411 students knew each other quite well, because they
had spent at least a year together (some of them were also
in the same class during their first year at the school),
and there were small groups of closer friends., Before
starting the classes and between them, many of the étudents
go out of the classroom inﬁo the hall or to the cafeteria.

There, they chatted in small groups.

All of them wused the Catalan language for public
academic¢ purposes: to " address the teacher, to make a
presentation in front of the c¢class, ete. But, when they
were working in small groups or talking informally between

classes, the Castilian language was also used a lot.

Among the tapes recorded within the two classrooms, I
selected, for illustration and analysis in next chapter, a
piece of one of them, in which a small group activity is
recorded. I selected this piece of data because what

happened in it recurrently happened in the others,

Interpretation of the selected pieces of data

For the interpretation of the selected pieces of data
I proceeded from a qualitative perspective. I listened the
the tapes repeatedly, loocking for passages where a} both

languages were used, and b) where it was enough internal
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evidence of what the episode was about. This was necessary
in order to evaluate what was happening in a particular
passage in relation to the whole episode. Once these
passages detected, I selected some of them for in depth
analysis, Then, I transcribed the fragment selected and
listened to i1t again and again as I looked for cues and
clues for interpretation. I not only payed attention to the
referential content of the passage but also, and very
closely, looked for inferences, for signals of shared
ecultural knowledge given through linguistie cues at both the
segmental and suprasegmental levels. One of the first
signals that was revealed to be of great interest involved
what was conveyed through the linguistic choice between the

two languages: Catalan and Castilian.

Subsequently, I also looked for pecple's
interpretations of their own linguistic behavior. To have
these interpretations, I played back some pleces of data to

the same speakers in order to have their comments on

them.

The Reported Data

Besides naturalistic, directly observed data, I also
colliected some reported data through interviews and

questionnaires. I do not believe that reported data by

itself can be & substitute for directly observed data since

what people say they do is not always exactly what they
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really do. This contradiction between what we say we do and
what we actually do is not a question of lack of honesty;
probably when we are asked about our behavior either we
select some bits of memoriés or we overgeneralizé, depending
on what our feelings.are about what the question is about,
or about what we think is important for the answer. Thus,
reported data can be misleading if it is the only source of
information; nevertheless, taken as a support and/or

contrast of the naturalistic data it can be of great help.

In the school of education I gave the students two
questionnaires. The first I gave at the beginning of my
observation, after I had éresented myself as a researcher in
a short speech. Since they knew me as a teacher of
Castilian and a Catalan speaker, 1 conseiouély spoke
constantly switching from one language to the other. In
this first quest?onnaibe, which was written in Castilian on
one side of the sheet and in Catalan on the other, I asked
basie information (age, place of birth, first and second
language, place of residence, etec.}. I also asked the
students to write a little about their own sociolinguistie
history: when and how they learned their second language,
and so on, The other 1 gave the second questionnaire to the
students after they had spent two months practicing in a
elementary schoolt In this second questionnaire, I asked
them questions about their experience in the elementary

school where they worked as a student teachers. The
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questions regarded socliolinguistic matters (see appendix

two).

In the elementary school, I gave one questionnaire to
the students at the time when I returned to play back their
tapes. The questions were about their use of the two
languages both inside and outside of the school {see
appendix one). Also, in the elementary school I was allowed
to look into the children's files; in this way, I was able
to obtain some information Qbout the socioc=cultural origin
of the students, by looking at data about their parents

(place of birth, occupation, language, ete.).

On the whole, I found that at times the reported data
confirmed the observed behaviors, while at times they
contradicted them. Combined, they contributed information

that was very useful for the analysis.
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Chapter 5
LINGUISTIC BEHAVIOR IN EVERYDAY

CLASSROOM INTERACTION
$.1. Introduction.

With the data presented here I intend to show first,
the changes that have taken place in some schools in
Barcelona where Catalan is the institutional language. In
these schools, Catalén is the language used for any public
purpcses, and this affects people's 1linguistic behavior,
Second, I will show that while some of the previous norms
persist, others are changing. As was said in the
introduction, in 1978 my own research showed the existence
of an implieit norm governing people's choice of language,
that 1is, that "Castilian mnust be used if ﬁﬁere is any
Castilian speaker présent in the interaction® (Calsamiglia
and Tuson 1980). In the pﬁesent study I set out to discover
the existence, 1if any, of concrete evidence of significant
changes 1in language usage as c¢ompared to my previous
findings. Third, I will draw some conclusions about the
relationships between what cccurs within the scheol and what

happens in the broader society.

The evidence I present consists of analyses of some
elassroom incidents which are typical of others I observed,
as well as questionnaires and other self reported data. In

analyzing the c¢lassroom talk, I will try to show how
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language is used to create a social situation or to describe
an activity. Through language use, social characteristies
and personal traits are evoked, often through the selection
of a particular linguistic variety (be it a language or a
dialect) and/or code-switching between varieties. In these
cases, code-switching is used as a symbolic device, through
whieh social and ecultural .meaning is conveyed. I assume
that to accomplish this, people rely on shared cultural
knowledge and on agreed-upon interpretations of social
nerms. So, by 1looking at code=-switching, we can make
inferences of what these-norms are (Gumperz 1982; Woolard

1983).

As the examples presented will show, 1interpretations
of code-switching vary depending on the situation and on the
goals of the actors. Thus, while some instances of
code-switching are seen by participants as inappropiate, at
other times, similar types of shiftings are seen not only as

perfectly appropriate but as necessary in order to construct

a given social situation or to achieve an intended effect.
Code-switching, in other words, functions in a way similar
to ecolor in a painting. In a painting, color or other
elements of form can not be considered in 1isolation; they
are Jjudged 1in relation to the other elements that make up
the whole, and the effects of a particular element would
change when the artist draws a different composition. The

different elements of a communicative interaction have to be
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understood within the particular situation where they occur.

In the analysis of the examples presented here, I will

take into account:
1) The socio-cultural definition of the situation.

2) The nature of the activity that is involved

(narrative, dialogue, ete.)
3) The actors and the goals they intend to achieve.

) The 1linguistic variety or varieties used in the

interaction.

The focus will be on the particular varieties used and
on the meanings that the switch from one to another carries,
Making these meanings explicit, the aim is to discover (1)
the influence that the stated or explicit norms of language
use have on actual interperscnal 1linguistic behavior; (2)
what are the implicit norms that govern communicative
interactions regarding language use and choice, and (3) the
relationship between explicit and implicit norms. I want to
show how through their linguistie behavior people build
soclal reality, and how, through the observation of
communicative interactions one can discover how culture

works in a given society.

5.2, The elementary school classroom: "Telling news" 1.

‘The purpose of the activity that I ecalled "telling
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news" 1is to make the children talk in front of the class
and, at the same time, %o get them invelved with what
happens in the classroom, since they are responsible for the

first activity of the day.

It is ten past nine in the morning. Finally the
children are sitting and the e¢lass starts. The teacher
begins an explanation about why the door could not be fixed
the day before and gives some instructions for 1its use,
Then, she signals with words the end of her explanation but
a student still asks a question about the matter. She
answers, and after a pause, asks if anybody has some news to
tell. Vicens , a Castilian speaker (CSs) raises his hand,
and the teacher, Tina, asks him to start telling the news.

Vicens stands up and begins a narrative in Catalan.
He says his house will probably be demolished to make room
for a new road. The teacher asks him two questions, which
he answers. Following that, another student, Mare, a
Catalan speaker (CTs), interjects to ask him why, if the
house 1is his, it can be demolished. Marc formulates his
gquestion in Castilian. Vicens atares at Mare with a look of
surprise. He starts an answer in Catalan, hesitates, stops,
and then, goes on with his answer to the teacher, but he
speaks in a way that gives the impression that he also
incorporates Marcis question in his answer. In the
following transcription English translation is given between

curly brackets after each turn. The underlined segments are
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the ones said in the Castilian language.

(1) Tina: (...} Hi ha alguna noticia? (pause) Au, Vicens,
(2) quina noticia tens?
{Is there any news? O0.K., Vicens, What news do you

have?}

(3) Vicens (standing up): Que la meva casa (noises) del
(¥) terreny que esta al al pis de deball aball casi segur
(5) que el tiraran. ‘
{That my house (noises) of the land that is in in the
floor below below it's almost sure that they will tear
it down}

(6) Tina: A terra?
{A1) the way?}

(7) Vicens: Sf.
{Yes.}

(8) Tina: Per qué?
{Why?}

(9) Vicens: Perqueé, perqud va passar, passard una carretera.

{Because, because it will pass, a road will pass}

{10} Marc: Pero, Vicens, dSi esos terrenos son tuyos por

(11) gu€ lo han de tirar?
{But, Vicens, if that land is yours why do they have to

tear it down?}
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(12) Vicens: Perqué... Perd després ens pagaran tot el gue
(13) ens hem gastat.
{Because... But then they will pay us all all that

we have spent}

{14) Tina: Us indemnitzaran.

{They will indemnify you}

{15) Vicens: Si.
{Yes}

(..0)

Vicens, the <Castilian speaker who starts telling the
story in Catalan, is very fluent in his second language,
although some traits in his speech show that he is a
Castilian speaker, as in the hesitation between va: asar,
a Castilian future form, and passard, the Catalan form {line
g9). Besides, like many young people of similar background,
his Castilian is marked by Catalan phonetics and by certain
Catalan 1lexical forms. At a point in his narrative, a
Catalan speaking classmate, Mare, asks him a question 1in

Castilian (lines 10 and 11).

In wusing Castilian in his question, Mare is probably
relying on the fact that this is the language that the two
use for personal communication, sc that the question can be
interpreted as a personal query rather than a formal one.

The fact that the query is prefaced by Vicens' name supports
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that. I assume that by means of the shift, Marc is making
an attempt to strike a personal note %o indicéte that he is
concerned about his friend's problem. Since Castilian is
their language of intimacy, he uses 1it. However, Vicens,
who is the principal actor, sees the activity as an academic
discussion, and knowing the school rules, which specify
Catalan for such discussiocns, refuses to comply, -continuing

in Catalan.

Vicens does not answer Marc's question directly, but
by his look and by hesitating, 5e shows that perhaps he
feeis Mare's question 1s inappropriate., Yet, at the same
time he probably wants to answer hils friend's question. So,
after a moment's pause, he finds the way, incorporating
Mare's concerns into his answer to Tina'é question, and goes

on to answer both of them in Catalan,

What 43 important to notice here is how the shift to
Castilian at this point serves to mark a message as personal
communication, while the use of Catalan serves to build up a
formal communicative situation. Thus, while Mare is trying
to get Vicens's attention by speaking to him in the language
used in more informal situations, Vicens refuses to answer
Mare's question because to do that may distrby the

rhetorical effect he wants to create.

Although the above interpretation is my own, I played

the passage to the teacher and other colleagues who know the
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schoeol aituaticn well, and all agreed with my interpretation

of Mare's question as a personalized interjection.
5.3. T"Ielling news" 2

Some time later, in the "telling news™ session, the
teacher c¢alls on another child who has raised his hand.
Pere (a CTs) stands up and starts telling a story about some
Andalusian fishermen who, while fishing in Portuguese
waters, were shot at by a Portuguese Army boat. In the
beginning of the story some confusion about the geographieal
origin of the fishermen: he is not sure if they were from
Morocco or from Seville; it even seems that he may think of
both places as being a part of the same country. At one
point, he remarks on the language that the protagonists of
his story speak, as a way of characterizing their origin,
saying that they speak "Sevillian-Spanish, that one hardly
can understand®"., This remark reflects a particular attitude
{or stereotype) towards Andalusian; later, in ancother story,
he will rely on this stereotype to describe one of the

characters of his story.

The teacher takes the floor to make some clarifying
comments on Pere's story, and draws a map of the Iberian
Peninsula and Northern Africa to show the actual location of

the different places Pere was talking about.

Once this story ends, Pere starts telling another one

about something that happened to him the day before, when he
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was going home from school, He explains that he found the
passage to enter the bullding where he lives bloecked by two
parked cars; he was trying to get through by ec¢limbing over
the cars, when his building's doorkeeper told him not to
touch one of them; he did his best and got by, but by then
some other older people were having problems also in getting
by, so his mother called the tow truck, which still had not
come the morning after all this happened. The teacher asks
him something abeut the tow truck, and after answering, he
goes on to give some additional details about his story
which he had not exﬁlained before, as if the teacher's

question reminds him about it.

‘He says that after his mother called the tow truek,
the ouwner of the car which was illegally parked arrived, and
his mother threw some water over the car. The woman, who
was already inside the car, came ocut and asked 'what were
they doing. Then, all the neighbors came out, yelling, and
his mother menaced the woman threatening to throw a
flowerpot at her, the woman shouted back at her, but the
mother did not hear her, and finally the woman with the car
left.

The episode is given in its entirety in order to give
the reader its flavor. English translation is 'given under
each line; the fragments underlined are those in which
Castilian is used. = Arrows at the right margin signal

relevant incidents of code-switching to be discussed,
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(1) Teacher: {...) Va, tu després, val. El Pere.

{0.K., you right after. 0.K., Pere}

(2) Pere: Que vull dir una cosa, que al Marro:c¢, e:h?
{That I want to say something, that in Morocco, eh?}
(3) eren uns... pescadors marroqui:s, creec que eren,
{they were scme Moroccan fishermen, I think they were,}
(4) o no sé€ de quin (noises) perd parlaven espanyol, no?
for I don't know, but they spoke Spanish, 0.K.?}
(5) parlaven espanyol-sevillano, que casi nc se'ls enten.
{they spoke Sevilian=-Spanish, which means you almost
can't understand them}
{6) Em sembla que eren sevillanos, 1 llavons anaven
{I think they were Sevilian, and they were going}
(7) a pescar i va vindre un vaixell i no sé qué ells
{to fish and a boat came and I don't know what they}
(8) pensaven que era la policia, llavons els van fer
{thought it was the police, so they made them}
(9) parar i no sé qué va passar que van discutir-hi
{to stop and I don't know what happened that they
argued}
{10) o no sé, sembla que eren eren atracadors o una cosa
{or I don't know, it looks like they were robbers
or scmething}
(11) per 1l'estil i: i: van anar al barco, el van enfongar
{of the like and, and they went to the boat, and they
sank it}
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(12) 1 van tirar un tiro amb un noi i el van matar.

{and they shot at a boy and they killed him}

(13) Teacher: El: S'ha mort aquest pescador? o estd
{The: Has that fisherman died? or is he}

(14) simplement ferit?
{simply injufed?}

(15) Pere: No sé.

{I don't know}

{16) Teacher: Els pescadors aguests que tu dius, Pere,
{That fishermen that you're talking about, Pere,}

(17) son andalusos. Aleshores, eeh, si recordeu el mapa
{are Andalusian. Then, eeh, if you remember the map}

(18) d'Espanya (she draws it on the blak board)} Andalusia
{of Spain, Andalusial}

(19) queda aquf: eh? Baix, i1 aixd &s Portugal, no?

{is here, eh? Below, and this is Portugal, 0.X.?}

(20) Aleshores, aquests pescadors devien ser , no 8é si
{Then, these fishermen must be, I don't know if}

{21) eren de... Huelva o de ,.. de una de les provincies
{they were from Huelva or from from one of the
provinces}

{22) que toquen amb el amb Portugal, estaven pesecant diuen
{boarding on the on Portugal, they were fishing, they
say,}

{23) en aig- en aigues portugueses, ne? Aleshores un un



(24)

{25)

(26)

27

(28)

(29)

(30

(31)

(32)

(33)

(34)
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{on wat on Portuguese waters, 0.K.? Then, a a}
vaixell de la Comand3ncia de Marina portuguesa
{boat from the Portuguese Marine}

va ser el que va disparar els trets contra

{was who shot at}

els pescadors aquests. Perd no sdn marroqufs, eh?
{these fishermen. But they are not Moroccan, 0.XK.?7}
El Marroc estd aquf, 41'Efrica.

{Moroecco is here, in Afriea}l

Pere: Tambe els hi van (noise) el barco.

{They also {(noise) them the boat}

Teacher: Eh?
{En?}

Pere: També els hi van enfongar el barco.

{They also sank the boat on them}

Teacher: Ah, aixd no ho s&.

{Oh, I don't know about that}

Pere: Ah, 1 una altra cosa, que ahir quan anava cap a
{Ah, and another thing, that yesterday, when I was
going}

ecasa meva jo, a lientrada havia un cotxe...encaixolat
{home, I, in the entrance there was a car boxed in}

i no es podia entrar; llavers hi va haver unes

{and one couldn't enter; then, there were some}
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(35) discussions i: i éi no volia donar tota la voita,
{arguments and and if I didn't want to go all around}

(36) anar fins a Major de Gracia 1 entrar,tampoé‘és podia
{to go to Major de Gracia and enter, you couldntt
even} ‘

(36) entrar gaireb&, jo volia entrar lo més a prop posible
{enter, I wanted to enter as near as posible}

(37) 1 1 havia un cotxe aquf i no podies passar si eres
{and there was a car here and you couldn't pass if
you were}

(38) bastant grasd, no? Llavors lo que va, bueno lo gque
a little fat, 0.K.? So what, well what}

(39) var fer molta gent era ve: va passar sobre el cotxe,
{many people did was they climbed over the car,}

(40) no? i anava a passar sobre: els... entre mig dels dos
{right? and I was going to pass on the... in between
the twol -

(41} cotxes, el de darrera i el de davant 1 era
fcars, the one behind and the one in front,:and it was}

(42) un Seat Panda i un Reanult Vuit espaxurrat, Llavors,

{a Seat Panda and a smashed up Renault Eight. Then, }

{#2) eh... quan entrava em va dir el porter: "No, no, el &
{eh... when I was entering the doorkeeper ;old me:
"Don't, don't,}

(43) Seat Panda no lo toques™, Llavors, bueno, valg passar <&
{don't touch the Seat Panda". Then, well, I climbed up}

(44) per sobre alld el motor de: del Reanult Vuit i



(45)

(46)

u7)

(48)

(ug)

(50)

(51)

(52)

(53)

(54}

(55)

(56)
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{over the engine of: of the Renault Eight and}

em diu el porter: métele un puntapid® 1 jo... <«

{the doorkeeper tells me: "Give it a kick" and I...}
no sabia que fer i1 hi vaig passar. Llavorens la meva
{didn't know what to do and I went on over. The myl
mare va trucar a la grua, 1 la grua em sembla que
{mother called the tow truck, and the tow truck, I
think that}

encara no ha vingut.

{it hasn't come yet.}

Teacher: Encara no ha vingut?

{It hasn't come yet?}

Pefe: Si ha vingut, a lo millor ha vingut a les dotze
{If it came, maybe it came at twelvel
o una cose per aix{.

{or something like that}

Teacher: Aquest demat{ Jja no hi era?

{Wasn't it still there, this morning?}

Pere: No, perqué s'en va anar quan, ja fela uns vint
{No, because she left when, it was after twenty}
minuts, bueno uns deu minuts, no? Llavors la meva mare
{minuts, well, ten minuts, right? Then my mother}

quan la va veure, va anar a busecar un Jjerro dfalgua
{when she saw her, she went to look for a water vase}

i 1i va volguer tirar perd ja estava al dins del cotxe




(57)

(58)

(59)

{60)

(61)

(62)

(63)

(64)

(65)

(66)
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{and she wanted to throw it at her but she was already

inside the car}
i liavors 1i va tirar i va... sobre el cotxe 1
{and then she threw it and... over the ecar and}

va sortir i va dir "éPero gue hacel sinvergiienza? &«

{she came out and said "But what are you doing,
shameless"?}

Llavons tots els veins van sortir "Eh!, Eh!®

{Then all the neighbors came out "Eh!, EhIn}

Es va armar un jaleo! i diu la meva mare: "4 ver «
{Ther was a mess! and my mother said: "I can}

81 te tiro una maceta con... a" al cap, no? li volia &

{throw you a flowerpot with... to" to the head, 0.X.?

she wanted}

tirar, i diu: "Atré%ete", i la meva mare no

{toc throw it, and she said: "You dare", and my mother
did not}

ho va sentir, perd si ho arriba a sentir 1i t;ra
{hear it, but if she would hear it, she will fhrow
{laughters)... plena de sorra i... 1 llavons

{full of sand and... and then}

s'en va anar.

{she left.}

Teacher: Val, el Xavier,

{0.K., now Xavier,}

‘Throughout all the narrative, one can see that Pere as
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well as his mother, his building's dcorkeeper and the
neighbors were angry about the fact that the car was parked
in the door blocking people's passage; he presents his
mother's performance very proudly, treating her 1like the
heroine of the story, while the other woman 1s the "bad"
character of the tale. When he says that if his mother
would h;ve listened to the woman's dare she actually would
have thrown the water, his clasamates receive his statement
with approving laughter. They have clearly been listening

very attentively to the whole story.

The entire narrative is told in Catalan, except when
Pere quotes people's words 1literally. In the first
quotations of the doorkeeper's words, besides explicitly
announcing the quotation with "and the doorkesper told me"
ke shifts to a higher piteh, and a faster tempo, along with
the shift to Castilian. In this way the quotation as a
whole is set off from the rest of the performance (lines 42,

43 and 45).

Later on, when Pere quotes the woman's discussion with
his mother, he again signals the beginning of the quote with
something like "she said", then, he changes his pitch and
tempe {lower pitch and slower tempo for the woman with the
car; higher pitch and faster tempo for his mother), and,
again, he shifts to Castilian. In fact, when he first
quotes the woman's words, he tries to imitate one of the

Andalusian varieties, the cegeante (see section 2.4.2),
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which is known as a low prestige variety.

In other words, in this narrative, Pere 1s trying to
recreate the whole scene and make it as colorful and lively
as possible to keep his classmates's attention éf and to
communicate the intensity of his feelings. To achieve his
goals, he uses different means. One of them, doubtlessly,
is direct quotation, marked by a change in pitch, tempo, and
a shift from Catalan to Castilian. The changes in pitech and
tempo, besides signalling the extension of the quoted word;,
contribute to the effect created by the code-switching;
¢code-switching and changes in prosody serve to build the
image of a situation and an activity, through the shared
cultural knowledge and the evoeation  of social

characteristics and personal traits.

Within this particular narrative context, the use of
Castilian for quotations as a part of the performance is
felt as perfectly apprépriate. In faect, 1t ig a crucial
part in the story-telling, since through the ‘use of a
specific language or dialect a particular persona is
depicted, giving by this simple device an image '¢f his/her

individual as well as social characteristics.

First of all, Pere wuses Castilian for quotations
because it was the language used in the encounte}s that he
is reporting; but at the same time, he is giving us
important additional information: it 1is felt as natural
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that the doorkeeper's language be Castilian, because his is
a lower position usually filled by someone from an immigrant
origin, although there are also Catalan doorkeepers. In
other words, he 1is creating a typical scene relying on

social stereotypes manifested through language choice.

Similarly, in the quoted dialogue between Pere's
mother and the woman with the ocar, he is also probably
bringing the actual language in which the interaction was
carried on. Nevertheless, we c¢an learn more about
communicative norms and linguistiec attitudes looking more
carefully at the reported interaction. The woman first
addresses the mother in the "ceceante Andalusian variety of
Castilian (a variety which Pere evaluated negatively before,
in his first story), and the use of Castilian by the woman
decides the language of the interaction. Pere's mother, who
is a Catalan speaker, would most probably alse speak
Castilian. At the same time, by imitating a particular 1low
prestige Andalusian 1linguistie¢ variety, he 1is trying to

convey a negative image of the woman with the car.

5.4, The School of Education: ™"Working in small groups™ 1

It is 9:35 in the morning when I connect the tape
recorders on three different tables. The class of Pedagogy
started at 9:15. The teacher explained the assignment the
students have to do during the first part of the class,

working in small groups. They have to 1imagine how to
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distribute the space 4in a e¢lassroom given a number of
constraints that she listed. Each group has to draw a plan,
and in the second part of the class they will present the

different plans for general discussion.

The group whose conversation I am presenting here is
made up of three women -- Anna, Rosa, and Carmen. Two of
them, Anna and Rosa, have Catalan as a mother tongue. The
other, Carmen, has Castilian. Rosa speaks a Catalan almost
without Castilian interferences, what people would call pur
("pure"); Anna's Catalan is also rather f"pure"™ but more
similar to the variety called "Barceloni". Both of thenm
have a Catalan accent when they speak Castilian, Stronger in
Rosa's case than in Anna’s. The Castilian speaker, Carmen,
was born in Andalusia, but she has lost many of the
Andalusian-Castilian traits; her Castilian 1s very standard
although when the conversation becomes highly casual or when
she speaks to her family (as she told me in an interview)
some of these apparently lost traits reappear. She started
speaking‘ Castilian ¢two years before, and her Catalan is
correct, although she has a very noticeable Castilian
accent. The three of them are good friends, and they do
things together outside school. Anna'and Rosa also share an
apartment during the week, living with their families on

Wweekends,

They start speaking about the academic subject in

Catalan, without any problem, and the three of them
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partieipate in the conversation. At a point, Anna switches
the topic asking another woman {from another group, but
sitting at the same table) if she has done the assignment
for Castilian Literature, She switches the conversation
towards a more personal and light tone. HRosa explains what
they were doing the evening before while preparing the
assignment at their apartment. Then Anna switches to
Castilian to state an invented ¢title for a supposed
"Romance™{a traditional poetic composition in Castilian

literature):

(1) Anna: ... i aquesta es va inventar un Romance

{2) entre una verdulera i un peixeter del mercat

(3) de Cerdanyola...
fand this one invented a Romance between

a greengrocer woman and a fish dealer of the

Cerdanyola's market.}

After a long pause, they go back to their work,
and the following piece of conversation takes

place:

(4) Rosa: Zona d'arxiu i documentacid.

{Zone of archive and documentation.}

(5) Anna: Que?

{What?}

(6) Rosa: Zona d'arxiu i documentacid, sten diu
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(1) dtaixs.
(8) Anna: [Qué?

{Zone of archive and documentation, is that
called,
What?}
(9) Rosa: D'ar-xiu-i-doc-u-men-ta-cid.

{0f archive and documentation.}

(10) Anna: [to €] Sf, ya era eso, ti decfas
(11) Carmen: sf.

(12) Anna: "goncentracidn de conocimientos™ perc

(13) ya era eso.

{Yes, that was it, you said
Carmen: qu

Anna: "concentration of knowledge" but that

was it}

(t4) Rosa: Ai! Pobre noia, pues se sembla bastant.

{Ai! Poor girl, it's very similar.}

(15) Anna: S{if, arxiu i documentacid.

{Yes, archive and documentation.}

(16) Rosa: Llavorens, les zones aquestes de passada,
(17) eirculacid...

{S0, these zones of passage, circulation...}

The conversation goes on. They talk about the

drawing they are doing. They speak Catalan. Then,
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Anna switches again to a personal topic, turning her
head towards Carmen. Just a moment before that happens,
Carmen has made a comment in Catalan. The conversation

goes like this:

(18) Carmen: Va, i qué posem d'aixd?

{0.K., and what do we put about that?}

(19) Anna: Mira, me cort€, Carmen, Carmen...

(20) Ahir va ser un dia negre per mi.
{Look, I cut myself, Conchi, Conchi...

Yesterday was a bad day for me.}

After that interruption, they went back to
the toplc of the class. And the three of them
participate in the conversation. Always in Catalan.
Anna makes fun of what they are doing. Now they are
distributing the furniture around the classroom
they are drawing, and they start talking about some
furniture that would look odd, at least, in a

classroon.

(21) Anna: No s& perque 11 deien "tocador"”,
{I don't know why they called it

"dressing table".}

{22) Carmen: Perqué es feien tocados.

{Because they did coiffures}

(23) Anna: 1AH! 10ye! Como t ... [laughters]
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{AH! Listen! Like you... }

After the laughters, they go back to the
topic and to the Catalan language. A little

later, Carmen asks another group's people:

(26) Carmen: Qué heu posat, d' aixd?

{What did you put regarding that?}

(27) Anna [imitating Andalusian accent]: Vaa,
{28) que noh copiamoh [laughters].

{Come on, we'll copy youl

Then, for a little while, the conversation
goes on among the people of the two groups.
They talk about the topiec of the class, sharing
their opinions.

When the conversation between the two groups ends,

Rosa thanks them:

(29) Rosa: Mercds.

{Thanks}

(30) Anna: Grasias. --Usted las tiene todas

{Thanks. You have all the thanks [o0ld formal and

nice way to answer]}

Then, again, the conversation turns to a more
personal tone, and they talk about what they are

going to do in the afternocoan:
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(31) Carmen: Qué voleu fer? A les tres?

{What do you wanna do? At three?

(32) Anna [imitating again the Andalusian accent]: Yo...

conduc{, mata...

{I will drive, kill...}

A while later they finished their assignment. Then,
one or two peqple from each group had to draw their plan on
the blackboard and explain it to the whole class. Carmen
was the person from this group who did that, and she

explained her group results to her classmates,

As can be observed, the episode 1s basically conducted
in Catalan. Nevertheless, on several occasions, the
Castilian 1language 1s also used. Looking carefully at the
passages where this occurs, it can be noted that through the

shift to Castilian special effects are reached.

Anna, who of the three most often shifts to Castilian,
uses that 1language for two reasons: a) %o make. some
personal remarks directly addressing Carmen, the Castilian
speaker (lines 12=13 and 19), or b) as a rhetorical device

to preduce a humorous effect (lines 27-28, 30, and 32).

When the topic of thelr conversation is the assignment
they are supposed to be doing, the language used by the

three of them is Catalan. That shows that the school norm

concerning language use, which specifies Catalan for
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academic-public purposes, has been internalized and is
applied when talking about an academic subject even working
in small groups and having a Castilian speaker in the group,
The shift to Castilian, then, clearly signals a shift in the
topic (from academic to personal) and a shift in the tone of

the conversation (from formal to light and personal).

In a conversation held some time after this episode
was recorded, Carmen told me that when they are together
outside the classroom (in or out school) they use Castilian
much more often among them, She told me that many times it
happens that she would speak Catalan and the others,
especially Anna, would speak Castilian to her, so that each
speaker is using the other's first language. This also
happens 1in the episode recorded (lines 31=32), when Carmen
asks a personal question to the other twe in Catalan (lines
31-33) and Anna answers her in Castilian imitating an
-Andalusian accent. With her shifts, Anna is probably also
evoking or recreating other more informal or more intimate

situations by her use of Castilian.

Another interesting aspect to be hoted iz Anna's
imitation of the Andalusian accent which has a humorous
effect (lines 28 and 32), It has to be remembered that
Carmen 1is Andalusian and that the three participants are
good friends, sc it is very improbable that the use of this
linguistic variety has the same meaning that it had in the

example presente in "telling news 2", There, we observed
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that Pere used this accent to negatively describe a
character in his story. Here, differently, it is wused to
create a light and friendly atmosphere. What happens is
that at most Anna 1is probably relying on the second
stereotype that was mentioned 3in seetion 2.4.,2; this
stereotype makes people think of the Andalusian dialect as

funny, colorful and very appropriate for joking.

What is important %o notice is that the two languages
are perfectly integrated for people's communicative goals.
Speakers take advantage of having two languages in their
linguistic repertoire and use them rhetorically, achieving
the same effects that other monolingual people would achieve

by shifting among different styles of a single language.

5.5. The Elementary Schogl: "Working in Small Groups" 2

The following conversation was recorded in the
elementary school during a ™working in small groups"
session, The teacher has explained to the whole eclass how
to play a game and distributed the necessary pieces. Each
child has a set of ten cardboard pieces with numbers written

in them; blue pieces have a whole number and orange pieces a

fraction. Each child has them in two piles in front of
his/her in such a way that they can not see the numbers. In
the middle of each table there is a numbered board. Each
ehild, at him/her turn, has to take one cardboard piece of

each pile and has to calculate the fraction of the whole
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number; for instance, if s/he has a card with 1/2 and a card
with 6, s/he has to calculate how much one half of six is,
and then s/he will advance three positions in the numbered

board.

In the table where I left the tape recorded there are
five children. One, A, is a Castilian speaker; the other
four are Catalan speakers. There are two boys, A and M, and
. three girls, Eu, An, and Al. A is one of the few children
in the class who uses Catalan as little és posible; he even
translates inte Castilian some of the mathematieal
terminology, and mixes both languages frequently.
Nevertheless, when he talks to the class, to the teacher or
to me, he always uses Catalan. He is very responsible and
the rest of the children respect him very much. He seems
more mature than the others; he is a good student although

sometimes, in math, for Iinstance, he is a little slow.

Although M, Al and Eu have Catalan as a mother tongue,
they speak Castilian very easily even if, as it is the case
with M, they show a 1lot of interference. An, ‘en  the
contrary, almost never speaks Castilian. Eu is a very good
student,too, quiet and well behaved; M and An are average
students, M is very talkative and moves a lot; Al always has
problems understanding. The make up of this table is a good
example of what was said before about the eriteria for
organizing the children around tables in the c¢lassroon.

They are not organized by sex, Ilanguage or school
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performance, but in accordance with the way they relate to
each other, to maximize the possibility that children help

each other and get along well.

The conversation starts when Al asks the group who is
going to start, Instead of getting an answer to her
request, M asks A how many cardboard pileces each of thenm
should have Dbecause he realizes that he has less than he
thought he should have. A also realizes that he has some
repeated numbers among his pieces. For a while the whole
group keep talking about this, and I myself talk several

times to the group tc calm their spirits,

(1) Al: Qui comenca? E1 M, 1'Eu, 1'An o 1'A? Perqué jo...

{Who starts? M, Eu, An o A? Because I...}

(2) M: Tienen de haber diez, eh?

{They have to have ten, don't they?}

Pause, Al sings, the other are looking at they

cards,

(3) M: A veure, vaig a contar jo els meus, eh?

{Let's see, I'm going to count mine, o.k.7}
Pause. They count,

(8) M: Yo tenfa diez y ahora tengo ocho.

{I had ten and now I have eight}

Now the teacher is saying something to the c¢lass,
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and A says something to M that is not audible; M
answers:
(5) M: Claro gue no, yo tenfa diez.

{Sure I don't, I had ten}

(6) A:4Y cuZntas tienes?

{And how many do you have?}

(7} M: Ahora tengo ocho.

{Now I have eight}

(8) An: Quants s'han perdut?

{How many have been lost}

(9) M: Jo tenia deu i ara en tinc vuit. He perdut dos.

{I had ten and now I have eight. I've lost tﬁo}

(10) A: Yo tengo nidmeros repetidoes.

{I have some numbers twice}

(11) An: Ale! Mira aquest!
{Hey!, look at this onel}

(12) Eu: Claro! Tenemos de tener nueve.

{That's it! We have to have ninel

(13) Amparo: A veure, a veure. Segur que tindreu els
(14) mateixos.
{Let's see, let's see. I'm sure you have the

same}



(15)

(16)
(17)

(18)

(19)

(20)
(21)

(22)

(23)

(24)

(25)

Al: Aquests tenen divuit, Jjo no sé...

{They have eighteen, I don't know..}

M: Jo en tenia deu i ara en tinc vult... dos,
tres, quatre, cinc...

{I had ten and now I had eight... two, three,

four, five,..}

Amparo: Veus, aquest es repetit, aquest també.

{You see, this ¢ne is repeated, this one too}

A: Jo tamb® tinc de repetits.

{I also have some twilce}

Amparo: S{? Aquests de la bossa? Qué no pot
ser, no pot ser gque...
{Do you? These on the purse? It can't bde

it can't be that...}

p hmn e Sm———————— ———

{I don't have two, that's not fair}

A: Yo tengo dos de dieciocho.
{1 have two eighteens}

{I don't have two}

Al [singingl: No puedo entender...

{1 can't understand}

187
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(26) M: Jo tenia tres gquatres, tres...

{I had three fours, three...}

{27) A:iSeis! |Cuatro seises!

{Six! Four sixes!}

_—r

(28) M:(Valel

{Al1 right!}

(29) A: Td tenfas cuatro seises.

{You had four sixes}

{30) An: AixS, quan...
{This, when...}

(31) M: Quatre ni un, ail sis ni un.

{Not one four, I mean, not one six}

(32) BEu: I§ que cartulina tenfas, A?

[{Which card did you have, A%}

This pilece of conversation is a very good example of
what is going on when communicative interaction becomes more
private, when children relate to each other as peers without
the teacher, the institutional intermediary, watching and

evaluating their behavior, as is the case in "telling news",

Why does M speaks Castilian so much? He could speak
Catalan addressing the whole group, but if he does that it
could also be interpreted as if he were only speaking to the

three girls, leaving A out of the conversation. By speaking
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Castilian he 1s clearly identifying with A, the only
Castilian speaker in the table. There are twe reasons to
explain this 1linguistiec choice. On the one hand, A is a
boy, like himself, and for these children gender division is
one of the primary criteria for grouping. As I observed
everyday in the playground, they group always by gender.

Boys would play soccer or something of the like, while girls

would remain in small groups of two to four talking or

playing some kind of quiet game. Now, working in small
groups is like a bridge activity between formal, academic
ones, like "telling news", and informal ones, like playing
in the playground. By speaking Castilian so much, M is
building the social relation based on gender division usual
among them when they relate to¢ each other as peers,
eliminating the ambiguity that the use of Catalan could

entall.

On the other hand, A is, as I said before, a good
student respected by all his mates. Thus, since ¥ is having
some problems with his cards, he is interested in seeking
A's attention because his respected position would assure
that the game is not going to start without him. By clearly
putting himself side by side with A, M is negotiating Ats
understanding and solidarity. Again, M's cholice of wusing
Castilian makes c¢clear for everybody their roles in the

interaction.

So, the -explanation of M's use of Castilian goes
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beyond the fact that A is a Castilian speaker, because, by
his language choice, M is probably negotiating and
establishing what the soeial rules and roles of their
interaction in the small group are going to be, and these

rules have to do with gender division and status.

There is a fragment of this conversation (lines 13 to
21) in which the use of Catalan is very consistent, and it
is eclearly marked by my presence among them trying to help
them. This fragment, is the only occasion in which A speaks
Catalan (line 19), and he does that to address me. Now,
they are talking "to the institution” (since my presence in
the classroom was associated with the teacher's role), and
the‘ institutional norm is applied without any problen.
After a while, and probably seeing that I c¢an not solve
their problems, M speaks again ir Castilian. In doing this
language shift, he is switching the conversation from a
formal interaction between the group and mySelf to the

previous form of interaction among peers.
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Chapter €
THE INFORMANTS TALK ABOUT THEIR LINGUISTIC USE

4, 1. The Fifth Graders' Use of Catalan and Castilian

—— — —

In June 1985, I returned to Bamby to play back some
fragments of the tapes I recorded two years before. The
students were now in seventh grade, some of them had left
the school (6), and there were some new students (2). I
went to the e¢lass with their fifth grade teacher; all of
them were expecting me because they had seen me several
times in the last weeks and seemed to be very happy about

it.

I played some pieces of the recordings taped and they
made comments on them. After a moment of surprise, they
remembered exactly the scene that was being played, and a
conversation about their use of Catalan and Castilian
followed. After this conversation, 1 handed them a
questionnaire to fill cut about their use of both languages
(see appendix one). In this questionnaire there were
questions about what language they used at school and at
home with different interlocutors (friends, teachers,

parents, ete.). Here are some ¢f the results.

OQut of the total guestionaries collected (22), all but
four (81.8%) said that they would answer in the language
they would be addressed. Two (9.09%) said that they would

answer always in Catalan; regarding the other two (9.09%),
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one said that he would answer in Catalan but shifting to
Castilian 1if he realized that the interlocutor did not
understand him; The other said that he would generally
answer in Castilian although he would do it in Catalan with

some people,

About the language they reported being their first
language, 14 said that it was Catalan, Y4 that it was
Castilian, and 4 that it was both, Catalan and Castilian. I
think that some of them interpreted "first language" as the
presently favored language, since I can positively state
that some of those who answered "both® had Castilian as a
mother tongue as was the case of Al (see section 5 in

chapter five).

The students who said they had Catalan as a mother
tongue (14), reported the following use of the languages

(see next table):
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talking

with Catalan Castilian Both
teachers 14 0 0
classmates

working 3 0 11
classmates

playing 0 0 14
father 13 0 1
mother 13 0 1
brothers/

sisters 14 0 0
other kin

at home 6 0 1
other kin 9 0 5
visiting

As can be observed all CTs reported using Catalan with
the teacher, and none of them reported using only Castilian
for any item. Nevertheless, all of them reported that they
used both languages when playing with their Elassmates, or,
what is the same, no student spoke of using only Catalan
when playing. Eleven (78.5%) students alsc said that they
used both languages when working with their classmates; only
three reported using only Catalan, and one of them was the
boy that I presented in "Telling news" 1 and in "Working in
small groups 2" as one of the <chilldren who shifted to
Castilian very easily.

The students who reported having Castilian as a mother
tongue, and those who reported having both languages

manifested their uses of Catalan and Castilian as follows:




First language: CASTILIAN

talking
with

teachers

classmates
working

classmates
playing

father
mother

brothers/
sisters

other kin
at home

other kin
visiting

First Language: BOTH CATALAN AND CASTILIAN

talking
with

teacher

classmates
working

classmates
playing

father
mother

brothers/
sisters

other kin
at home

other kin
visiting

Catalan

Catalan

3

4

Castilian

Castilian

0

0

Both -

Both

1

0
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The most evident results of these two last groups are
1) all but one reported using Catalan to speak with the
teachers, and the one who did not, reported using both; 2)
None of them reported using only Catalan to speak with their
classmates either when working or playing. When working,
three (37%) said they used Castilian and 5 (62.5%) =said they
used both. When playlng, three (37%) said they used only
Castilian, four (50%) said they used both languages, and one

did not answer.

Although some contradictions have been found, these
reported data basically comfirm what we found through direct
observation: Catalan is seen as the academic language by
all c¢hildren. In the family, Catalan speakers speak
Catalan, while bilingual and Castilian speakérs reported
speaking both Catalan and Castilian (this should be object
of further direct observation). Only three out of the total
clajimed to use only Catalan when working, and none of them

claimed to use only Catalan when playing.

This reinforces our observations about how Castilian

is still very much used in everyday communication in the

classroom when no formal activities are carried out in it.

6.2.The Future Teachers's Use of Catalan and Castilian

In the questionnaire I gave them when I first asked
them tc be my informants, there was an open question about

when and how they 1learned their second language. Since
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there are not significant differences between group A and

group B, I will refer to them as a whole here.

The important difference arises between rthe Catalan
speakers' answers and the Castilian speakers' answers. All
Catalan speakers said they learned Castilian before the age
of six, whereas all (but five) Castilian speakers said they
learned the Catalan language after the age of 13, and most
of them said they started actually using that language
between the ages of 16 and 719. That means that many of them
started to speak Catalan when they entered the school of
education, because it was required, although most of them

already knew it and have had Catalan courses,

Catalan speakers said they learned Castilian through
television, with friends, in the street, in the school, and
an important number of them did not remember how they
learned it. Most Castilian speakers said they learned
Catalan in the school and some added that, besides the
school, a relationship with some Catalan speaking friends

also helped them to start learning speaking Catalan.

Both Catalan and Castilian speakers reported their
mother tongue as the language they spoke at home (most of
them still lived with their parents). Most Catalan speakers
said that they also used Catalan outside heme, although some
of them said they used both languages. Most Castilian

speakers said they spoke both Catalan and Castilian outside
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home. The fact that Catalan seems to be more used is
clearly due to the gquantitativly greater amount of time

these people spend at the school or at school work.

In April I gave them a second questionnaire (see
appendix two). From February to the end of March, the third
year students of Philology went to do what 1is called
Prictigues (practice teaching} in different elementary
schools. For two months every one of them was in a superior
eycle classroom (grades 6th to 8th) observing and helping
the teachers in their profesaicnal tasks as a part of their

training.

In the questionnaire I gave them I asked them about
some sociolinguistic characteristics of the schools where
they were and about their own use of Catalan and Castilian.
Most of the schools they visited were publie schools,

because during the second year they visited mainly private

schools. Also, many of them were schools with pedagogical
concerna -whiech have started implementing some kind of
linguistic policy regarding the use and teaching of Catalan.
That meaﬁs that what we are going to present here should not
be taken as a representative sample of the schoel situation
of Catalenia. It can serve, nevertheless, for our purpcses
of understanding more fully what, if any, changes have
occurred in the school system in Catalonia. For instance,
the percentage of schools that use Catalan as the language

of the school or that are pedagogically "active™ is nuch
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higher that the actual percentage for Barcelona or for its

metropolitan area, as was presented in chapter three.

I collected 29 questionnaries in group B and 30 in
group A. I will present the results separately because 1in
some cases one student .of one group and one of the other
group were practicing at the same school, so it is not

possible to simply add the results for the two class groups.

Public Schools Visited by Group A Students

CT cs " Both

school lang. 8 (100 ) 4 {100 %) 18 (100 %)
CcT cs Both CT cs Both CT Ccs Both

pupils!' lang. ==nm 25.0 75.0 wcee 100 —cae mmes 77.7%16.6
teachers' lang. 25.0 -=== 75,0 ==== 50.0 25.0%16,6 5.5 77.7
IN THE CLASSROCM

teacher to N

pupils 75.0 =w== 25,0 ===- 50,0 50.0 16.6 22.2 61.1
pupils to

teacher 50.0 12.5 37.5 m=e= 100 —==e 5.5 61.1 33.3
among pupils 12.5 37.5 50,0 wwee 100 wee- 5.5 83.3 11.1

THE STUDENT

w/ pupils 75.0 12.5 12.5 25.0 75.0 wwe= 50,0 15.6 33.3
W/ teachers T5.0 ==== 25,0 ===~ 25,0 75.0 33.3 ---~ 66,6
w/ adm. staff 75.0 12.5 12.5 25.0 75.0 ---- 33.3 44,4 22.2
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Public Schools Visited by Group B Students

CcT cs Both
school lang. 12 (100 %) 6 (100 %) 4 (100 %)

CcT cs Both CT cS Both CT (] Both

pupils' lang. 25.0 33.3 41.6 ==== 83.3 16.6 25.0 25.0 50.0
teachers' lang. 91.6 ---- 8,3 33.3 50.0 16.6 25.0 «==~ 75.0
IN THE CLASSROOM

teacher to .

pupils 83,3 w=== 16.6 === 100 wm== 25,0 ===~ 75.0
pupils to

teacher 33.3 33.3 33.3 =r== 100 ==-e ccem w--- 100
among pupils 25.0 50.0 25,0 ==== 100 =-~-~ 25.0 50.0 25.0
THE STUDENT
w/ pupils 75.0 =—== 25,0 ===~ 83.3 16.6 75.0 ~~-- 25.0
w/ teachers 91,6 ==== 8.3 16,6 16.6 66.6 100 ——ov cw==
w/ adm. staff 75.0 16.6%ceen 66,6 33.3 =——= 50.0 25.0%a-n~

* One did not answer.

As the tables show, when Catalan was the official
school language, there were many schools where Castilian, or
both Catalan and Castilian were the languages of the
children and of the teachers. In the classrooms visited by
the students, Castilian was also used by the pupils,
although the teachers were reported to address the children
always in Catalan. A student said "Catalan children speak
Catalan among themselves, but they address the non-Catalan
speakers 1in Castilian. Castilians almost always speak

Casilian®.

When the language of the school was Castilian, the
consistency regarding language use was greater than in the
former case. Castilian was the language of the children and
the teachers in most of these schools, and it was almost the

only language used in the classrooms visited by the
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students. When the school did not have one or the other
language as the school language, the situation was more
diverse, although, in general, Castilian by itself or along

with Catalan predominated.

One thing to take into account, as we said in chapter
three, 1is that public schools in Catalonia have had
traditionally more problems for renovation and change at the
pedagogical as well as at the management level, Until a few
years ago, they depended on the central government and were
very traditional and atheoritarian, Besides, in many cases,
they concentrate teachers from outside Catalonia as well as
immigrants' children, so catalanization is more difficult to

be implemented there.

Regarding the students' s (the future teacheré) use of
the language, what seems to condition their choicé between
Catalan and Castilian is the language of the schools, on the
one hand, and the 1language of the interlocutor, on the
other. There are many students who made comments in the
questionnaire to explain why they chose one language or the
other; here are some of them (the students who wrote these
were in  schools where Catalan was the 1institutlonal

language):

"I tried to wuse Catalan, but sometimes with he

Castilian speaking pupils I used Castilian".

"I spoke Casilian [to the administrative staff] since
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they were Castilian speakers" or, as another says, "because

this was their language™.

"I would speak Cabtalan and Castilian depending on the

teacher's language™.

What was probably the case was that they tried to use
Catalan for academic purposes, since it was the language of
the school. Then, for interpersonal communication outside
the classroom, they would use more Casti;ian depending on

the language of the person with whom they were speaking.

Cne student who was in a school without an
"institutional™ language said: "I used preferably Catalan,
but I often switched to Castilian to eliminate ‘'barriers'?;
and another: "In most of the cases, the language of the
administrative staff was Castilian, therefore the language I

used was Castilian".

In these examples, I have underlined the words since,
because, and therefore, because, as logical relators, they
express perfectly the norm of switching to Castilian if this
is the perceived language of the interlocutor.
Furthermore,, this norm operates even in domains where the
institutional language is Catalar or where the <choice is

apparently free.
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CEPEPC Schools Visited by the Students

GROUP A GROUP B
Total schools 4 (100 %) 5 (100 %)

CT Cc3S Both cT c3 Both
school lang, 100,00 eewca  cowe. 100,00 memee  wenew
pupils! lang. 100.0 wceeca  cacw- 100,00 =crwe ace=-
teachers' lang. 100.0 edcme  wavan 100,00 mevee  caeea
IN TEE CLASSROOM
teacher to

pupils 100.0 «cwmw  cccee 100,00 wmmm= weeaa
pupils to

teacher 100.0 =wcwce  cene- 80.0 20.0 «===-
among pupils T5.0 =—ce=- 25.0 80.0 20,0 =maaw
THE STUDENT
w/ pupils 100,00 ==coc cwnae 100,00 —emee  cceaa
w/ teachers 100,80 ——ww- mmmmm 100,00 mmeen cema-
w/ adm.-staff TS.0% mmcae ccwmn 100,00 ——mme meeo

% One did not answer.

The first thing to note 1is the high  1level of
congistency reported in this type of school. Catalan was
the language reported to be used always except among the
¢hildren or, in one case, when they addressed the teacher.
Thiz confirms what was found in Bamby School. ' As has been
said, CEPEPC schools have very clear pedagogical and
linguistic programs, all the teachers are Catalan speakers
and work all together., _What was probably an error of
perception is that Catalan was reported to be the language
of all the children in all the school visited. Knowing this
type of school, it is h;rd to belleve that there were not
any Castilian speaking éhiidren.
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Private Schogls Visited by the Students

GROUP A GROUP B
Total schools 3 (100 %) 3 (100 %)

CT cs Both cT CS Both
scheool lang. 100.0 =ccece ccwaww 66.6 33.3 weaaw
pupils' lang. 66.6 ----- 33.3 66,6 33.3 --=--
teachers' lang. 100,0 =~-=eu  coee= 66,6 =—m—= 33.3
IN THE CLASSROOM
teacher to

pupils 66.6 ——-== 33.3 66,6 ~m=-- 33.3
pupils to

teacher 66,6 wmw=a 33,3 66.6 33,3 --o---
among puplls 100.0 wevee  ———e- 33.3 33.3 33.3
THE STUDENT
w/ puplls 100,0 ===n- ———— 66.6 33.3 cmwme-
w/ teachers 100,0 ~=cme  —mme- 66.6 w=w==  33.3
w/ adm. staff 100.0 =--we  awwa= 66,6 w--=--  33.3

All the schools visited by group A students had
Catalan as the school language, and, logieally, the
situation was very similar to the one described for the
CEPEPC schools visited. For the schools visited by group B
students, the situation was different because the presence
of Castilian varied according to whether Catalan or

Castilian was the school language.

As we sald before, these reported data seem to tell us
that Catalan 1is used for academic purposes if it is the
instituticnal language, with some exceptions in the publice
schools because of their particular history and
characteristies. Castilian is very much used when it is the
language of the school (more than Catalan in the same cases)
or where the chpice of one language or the other 1is not
required at the insitutional level. S0, when the

institutional norm specifying Catalan does not apply, we
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find that the dimplieit norm operates, which makes people
shift to Castilian when a Castilian speaker is present.
What is important to note, nevertheless, is the fact that in
some schools the Catalan language is indeed seen as the

prestige language, and it is used as such.
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Chapter 7
CONCLUSION

T.1. Conflict Between Change And Persistance In Everyday

Communication.

In the preceding chapter we brought evidence of the
tension between change and persistance of the previous norms
of communicative behavior regarding language use and choilce

in everyday classroom interaction.

The data presented and analyzed reveal an important
change, almost unthinkable only some years ago. The Catalan
language has become in a certain number of schools the
primary language, the "H" language, using Ferguson's {1959)
terminology; the language used for all formal, academic
purposes. In the schools studied, the Catalan language is
used always by the teachers (except when teaching Castilian
or another language, or, in the case of the schoel of
education, except for a small number of non-Catalan speaking
teachers). Catalan is the language wused in all written
communication issued by the school and it is the language
used by the students to address the teachers and the class
in the course of academic activities. In fact, we observed
how the actual use of the Catalan language can signal that a

formal, academic, public activity is being carried out.

When in 1978 H. Calsamiglia and I (Calsamigllia and
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Tuson 1980, 1983) did fieldwork in a neighborhood of
Barcelona, we were optimistic and thought that a change in
linguistic norms was starting to take place. ' We would
hardly have thought, however, that seven years later a
situation like the one just deseribed would be found to have
gsuch numerie importance. The same can be said, I believe,
with respect to Woolard's work (Woolard 1983). 1In these
studies, Castilian was the language found to be used for

almost all public and formal purposes in public life.

Thus, first and foremost, it has to be reported that a
change is oceurring in the Catalan society regarding
communicative norms. If some years ago it could be said
that the Catalan language was not necessary to "survive” in
any domain of the Catalan soeciety, now it has to be admitted
that there 13 at least a parf of the academic domain where
the Catalan language 18 necessary to survive. And we are
not talking about some kind of elitist, upper class schools:
the school of education belongs to a publie university, . and
the elementary school is a neighborhood school that,
although now private will soon become publiec, Obviously, we
are also not talking about lower lower eclass schools, but
rather something intermediate. In the schools studied (and
in similar others, as the CEPEPC sshools) all children have
to sﬁeak and write the Catalan language to be able to follow
the everyday activities of the schools. And they do.

Successfully. In the classrooms observed we did not observe
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that school failure/success was due to the mother tongue of
the individual by itself, as we pointed out in the previous

chapter.

Yet, another piece of evidence comes from the data
analyzed: Catalan speakers use the Castilian language bto
address a Castilian speaker (even knowing that they speak
Catalan fluently) in personal communication, and for

rhetorical reasons to create the image of a situation.

So, in the settings studied, where Catalan is the
language used for formal purposes, Castilian is often used
to signal, or create informal, intimate communicative
interchanges when someone whose mother tongue is Castilian
is present, or when a situation like this is evoked. Thus,
whereas in the public, formal level a change 1is observed,
the analysis of interpersonal communication at the informal
level and the reports given by the students of situations
iike this tell us that the previous norm still persists,
since Catalan speakers shift to Castilian when they speak
with Castilian speakers even if they can speak Catalan.
Nevertheless, the changes in progress affect the consistency
and the strengh of the norm, characterizing the current
period in the academic domain as transitional,

Can we generalize from the settings studied to the
broader society? I think that to a certain extent we can.
But first, we have to address two main issues. First of

all, we are talking about a specific domain, the school, and
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some would said that what happens inside the school has
little to do with the broader society. Secondly, we are
talking about two schools where the use of Catalan is
required, favored, and promoted, and in the Catalan society
the wuse , of Catalan, except for a small number of jobs, is

not required.,

Regarding the first issue, I would argue, piecking up
on what was said in chapter one, that the scﬁool, and
especially what happens in the classroom if deeply analyzed,
can be taken as a mierocosm where socio-cultural norms,
values, and relationships are created and reereated through
communicative interaction and evaluation. Rules of
socialization are learned through everyday interaction in

the classroom and in the playground.

Regarding the second issue, I would argue that if
Castilian is still very much used by Catalan speakers,
alongside Catalan, in a domain where the use of Catalan is
required and positively evaluated, it is  reascnable to
assume that it would be much more used in situwations where

its use is not required,

S0, we have a puzzliné situation: on the one hand, we
have a change in the explicit norms that govern ianguage use
and choice for public and formal purposes‘in a part of the
school domain; and this change affects people's actual

linguistic and communicative behavior in these contexts.
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But, on the other hand, we also have the previous norm
operating at the informal, personal, intimate, and
rhetorical level. This was observed in two settings where
the conditions for the use of Catalan were extremely good.
Traditionally, as we have said, the school has been seen as
one of the main factors of Catalanization of the whole
society. To what extent can the school contribute ¢to the

change of linguistic behavior of the broader society?

As our data and other studieg show, today, Catalan
speaking children learn the Castilian language before
attending school, whereas Castilian speaking children only
learn Catalan (if they do) through the school. And, even in
the more "pro-Catalan" schools, the previous noras, when

people are not involved in a formal situation, persist.

The problem formulated in chapter one is raised again:
What happens today in Catalonia is that the school is asked
to teach the children some communicative norms regarding
language use that are different from those operating outside
the school, in the broader Catalan society. This statement

thrwos some light on what the problem is.

In fact, the "Catalan schools"™ are acting as a
microcosms of the desired Catalanization; they are seen as
one of the strongest means at hand to peacefully achieve
linguistic normalization., But, again, to what extent can a

minority of schools (8.98% totally Catalanized, plus 17.82%
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in process of Catalanization) change the communicative norms

of a society?

In 1979, the group of Catalan intellectuals who signed
the M"Manifieato de Bellaterra"™ (Argente et al, 1979)
claimed that to teach Catalan as a subject matter would be
negative for Catalanizafion, because the contents of
instruction in the current school were not seen-as useful to

Upeal® life.

Now, children attending "Catalan schools" 3learn the
Catalan language and how to use it for any sch601 activity,
especially those which involve hierarchical relationships
such as talking to the teacher, or "publiem suchlas talking
to the class. These children are learning one set of rules
regarding language choice +to apply in the school, and
another set of rules to apply in the broader society. Do
these two set of rules interfere with each other? Can one
of them occupy the domain of the other?, What the data
analyzed show is that they. can be perfeetly compatible.
Again, whether or not the new norm is going to be applied
later on outside the school is something that depends on

other factors.

Something similar can be said with respect to the
student teachers observed. They are perfectly capable of
teaching in Catalan, but during the practice time they used

the Catalan language only if it was the language of the
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school where they were practicing, and most of them said
that they would do the same thing when truly teaching.

Besides, in all the informal conversations analyzed the

existence of the previous norm was cobserved.

Consequently, all the evidence presented points to the
fact that the new norm applies only if required. Thus,
without denying the importance of the changes achieved until
now, the future of the linguistic normalization remains

dubious.

Another general consideration regards thel use of
code-switching as a symbolic device. What our data show is
that the binomial "one language-one situation"™ does not
always work. Bilingual speakers have the two languages
integrated and use them for communicative purposes in the
same way that a monclingual person would use different
styles of one language. Our informants rely on linguistie
diversity as a part of their cultural world, and they take
advantage of it to accomplish their communicative intents.
They use diversity positively to enrich their talk and to

achieve some rhetorical effects.

7.2. Methodological Remarks.

Finally, I would 1like to make some methodological
remarks about the approach used, and basically about the
adequacy of the qualitative analysis of language use to

understand social processes.




212

People in the same community share a set of strategies
regarding language use. These strategies vary depending on
the situation, the aetivity, the goals, the aectors, and so
on. Linguistic c¢ues are used to aignal what kind of
situation is being built through communicative interaction.
These cues can be segmental or suprasegmental, and, as we
have seen, the selection of a given linguistic variety is

one among them,

The direct observation of people's linguistic behavior
gives us actual evidence of how these strategies work in
everyday interactions. Then, through the careful analysis
of discourse content, we can discover how much information
has been 1lexicalized -and how much has been left to be
interpreted through inference (and through which
mechanisms). When discovering strategies, we are
discovering which are the norms that govern people's
linguistic behavior, In processes of macro-changes, like
the one that is taken place 1in Catalonia today, the
knowledge of the internal mechanisms regulating people's use

and selection of languages is highly important.

The problems of iansuage use are direct constituents
cof the socio~cultural problems of a given society. For this
reason it is always necessary to have a deep knowledge of
the historical and socio-cultural reality of the community
under. study. This is the reason why two chapters of this

study are dedicated to explore the history and current state
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of relations between language, soclety and school in
Catalonia. But the process of knowledge is a dialectical
one, because in learning about a given community we learn
about its linguiétic usages and policies; and, conversely,
in analyzing language use, Wwe are learning about the
dynamics of a given soclety since language is a direct

reflection of the social universe in which peocple live,

Everyday life is ecarried out through c¢ontinous
interactions in which language plays a crucial reole. Social
reality is created, maintained and changed in the very
course of these interactions. The school, taken as one of
the institutions encharged with teaching individuals the
rules that govern life in their society, is an especlially
interesting domain to be observed. In the school, each
plece of behavior is a matter of evaluation. As we said at
the beginning of this study, evaluation operates primarly
through the use of language in 2ll the different
communicative situations which take place everyday within
the school: in the classroom as well as in the playground;
between teacher and students as well as between students

themselves; in formal as well as in informal situations,

Through this study we have learned something more
about the important role that language plays in everyday
life. Language 3is one of the main activities of human
beings, and it becomes a key marker of identity and an

instrument to create sccial reality. We also learned that
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the role of the school as a factor of change can be
important but not decisive given the importance that other
social factors, and first among them, the media, are taking

today in presenting to people patterns of bahavior in a more

powerful manner that the school does.

And last, but not least, we have 1learned that
focussing on language use, analyzing situated discourse
through qualitative methods, can help us a great deal to
understand the complexity of soecial 1life, of cultural

processes, and of human behavior in general.
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APPENDIX ONE
Questionnaire Given to the Fith Graders.
Catalan Version.

NOM: COGNOMS:
1a llengua: Catald Castelld .
1. Quina llengua uses quan parles amb

CATALE CASTELLX LES DUES

ELS MESEreS «vvevcvnneavennnnres
Els companys, quan treballeu...

Els companys, quan juguel......

El pare ,s..veervrenssscsorananss

La Mare ..oeeiesescsvsvcansnanss

Els germans ....vesesescoscress

Altres familiars que viuen a

£a8a beVA.siciceenensnanrsnansann

Altres familiars, de visita....

Quan algd se't dirigeix en catala, en quina llengua
11 contestes?

Quan algd se't dirigeix en castelld, en quina llengua
11 contestes?

Quina 1llengua uses més?

Catald Castelld Les dues iguél
Quins programes de televisid t'agraden mes?
Veus TV3? s{ No

Quins programes de TV3 t'agraden nés?

Quin canal de televisif t'agrada més?

™I TV2 V3

Per qua?
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Questionnaire Given to the Fifth Graders.
English Translation.

NON: COGNOMS:

Firat language: Catalan Castilian

1.

5.
6.
7.
8.

Which language uses when speaking with
CATALAN CASTILIAN BOTH

The teachers..iivsescntecccnnens
Your classmates, when working...
Your classmates, when playing...
Your father..iesveieececssesannss
Your mother...ciessivessesccaneane

‘Your brothers and sisters.,.

Other relatives living
at home. .o esvsnnasnsssvssassssns
Other relatives, visiting..

When someone addresses you in Catalan, in which
language do you answer?

When someone addresses you in Castilian, in which

- language do you answer?

Which language do you use more?

Catalan Castilian Both the same
Which programs in TV do you like more?

Do you watch TV3? Yes No

Which TV3 programs do you like more?

Which TV channel do you like more?

™1 TvV2 V3

Why?



2.
3.
4,
5.
6.
7.
8.

10.

APPENDIX TWO
Questionnaire Given to the Future Teachers.
Catalan Version.
Nom:
Escola de prictiques:
Localitat:
Tipus d'escola:
Llengua/es de 1l'escola:
Llengua/es dels alumnes:
Lengua/es dels mestres:
A 1'aula on tu eres, quina llengua usava/en:
a) El/la mestre/a amb els alumnes?
b) Els alumnes amb el/la mestre/a?
¢) Els alumnes entre ells?
d) Els alumnes amb tu?
Quina llengua useves tu amb:
a) Els alumnes?
b) Els mestres?
¢) El1 personal no docent?

Observacions.
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2.
3.
y,
5.
6.

7.

Questionnaire Given to the Future Teachers,
English Translation.
Name:
School where student teacher work was performed:
Place:
Type of school:
School language/s:
Pupils' language/s:
Teachers'® language/s:

In the classroom where you were, which language was
used by:

a) The teacher with the pupils?
b) The pupils with the teacher?
¢) The pupils among themselves?
d} The pupils with you?

Which language did you use with:
a) The pupils?

b) The teachers?

¢) The administrative staff?

10. Remarks.
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