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Abstract

This study explores the language ideological underpinnings of the politics of language and
identity in the context of two complex socio-political and sociolinguistic settings:
contemporary Catalonia and the Valencian Community. Specifically, it compares Catalan and
Valencian student perspectives regarding shifting boundaries and hybrid forms of language and
identity. Contemporary scholarship on the linguistic authority of the Catalan language in
Catalonia has identified a partial shift from the construction of this language as the essential
language of the Catalan people (ideology of authenticity) to that of everybody’s language and
yet nobody’s language in particular (ideology of anonymity) (Woolard 2016; Soler-Carbonell
2013; Trenchs-Parera et al. 2013). However, this research is often concentrated in Barcelona
and surrounding areas prior to the 1 October 2017 independence referendum. Therefore, this
thesis explores this sociolinguistic phenomenon in the other provinces of Catalonia, as well as
in other Catalan-speaking territories, especially from an inter-regional and comparative

perspective.

Sixteen focus group interviews were conducted between March and December 2017
with Catalan and Valencian final year secondary school students (4° ESO), in which
participants were asked to comment on sociolinguistic issues and engage in an exercise
comparing Catalan and Valencian ‘Language and Literature’ textbooks. The study takes a
qualitative and comparative-thematic approach as a means of examining the multifaceted and
complex language ideological landscape and negotiations of the authority of Catalan in
Catalonia and the Valencian Community. Students’ metalinguistic discourses and meta-
textbook commentaries reveal competing constructions of linguistic authority in Catalan focus

group discussions, while in Valencian groups the roles of the ‘anonymous’ and ‘authentic’



languages appear to be more rigidly defined. This thesis identifies in both Catalan and
Valencian groups recurring constructions of language and identity as rooted in ethnolinguistic
essentialism, thus as important markers of group difference and sameness. This thesis
concludes that processes of linguistic ‘de-ethnicisation’ (Boix-Fuster and Woolard 2020: 712)
may not be as pronounced as previously thought in Catalonia, while this transition appears to

have not started in the Valencian Community.

Key words: Language ideology, language policy and planning, textbook, Catalonia,
Valencian Community, qualitative research, thematic analysis
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Note on terminology

As a thesis which explores the language ideological underpinnings of the politics of language
and identity, it is difficult to evade the same language politics when writing about these
phenomena. The ways in which certain linguistic varieties are categorised and labelled can be
of great symbolic importance for some communities (see section 2.2.4). The case of the Catalan
language poses several complications in this respect, as the term ‘Catalan’ is not a universally

accepted glossonym, especially in the Valencian Community (see section 3.3 for a discussion).

Catalan and Valencian

“Valencian® (valencia) is used to refer to the linguistic variety used in the Valencian
Community. Linguistic unity (Mas 2012a) is acknowledged in the consideration that VValencian
is a diatopic variety of what is conventionally called the ‘Catalan language’ (catala or llengua
catalana). For comparative purposes ‘Catalan’ and ‘Valencian’ are used as contrastive pairs
throughout the thesis (e.g. Catalan and Valencian focus groups, Catalan and Valencian
textbooks, etc.). This is not an endorsement of linguistic particularism but rather constitutes

necessary terminology in the context of this project.

Spanish and Castilian

The glossonyms ‘Spanish’ (espanyol) and ‘Castilian’ (castella) typically refer to the same
language, especially in the context of the Spanish state and the autonomous communities of
Catalonia and the Valencian Community. In terms of their use, ‘Castilian’ is the preferred

nomenclature in these spaces (cf. Woolard 2016: xix), and is in fact the term used by the



majority of participants in this study (see section 4.2.4.2). While an argument can be made to
follow this convention, this thesis opts for ‘Spanish’ instead as it is more recognisable for a

broader readership.

Nation, nation-state, state, and patria

These cognate concepts are notoriously difficult to define. In popular discourses, these terms
are often used interchangeably, and thus invite not only overlapping but potentially conflicting
interpretations (see section 2.2 for a theoretical discussion). In this thesis, a nation is
conceptualised as a self-proclaimed and imagined community that shares characteristics which
the national community deem important. A state (or country) is understood as a clearly defined
political and institutionalised unit delineated by its administrative borders, on the other side of
which exist other states. Only when the boundaries of the state conflate with the boundaries of
a particular nation the state can be conceived as a nation-state. For this reason, not all states are
necessarily nation-states, and indeed, not all nations are states or nation-states. For
multinational states such as Spain, multiple national communities may co-exist within the same
administrative and political boundaries, though as will become evident, the relationship
between these nations is asymmetrical with the Spanish nation in a position of power and
dominance (i.e. majority nation) over the other national communities (i.e. minority nations).
Finally, the concept of patria is tied with the notion of a fatherland and the actions and decisions
that are made for and by the fatherland. Therefore, despite the conceptual blurred lines and
important similarities these concepts share, in this thesis ‘nation’, ‘nation-state’, “patria’ and

‘state’ are treated as distinguishable phenomena for the purposes of discussion.



Chapter 1

Introduction

This introductory chapter outlines the primary goal of the thesis: to examine and compare the
views of final-year Catalan and Valencian secondary school students in relation to language
ideologies and the politics of identity in the context of contemporary Spain. The first section
(1.1) provides an overview of the immediate socio-political context of contemporary Spain,
specifically with reference to conflicts of language and identity and the Catalan Independence
Referendum of 2017 (1°0), which took place in the autonomous region of Catalonia during the
data collection phase of this study. The following section (1.2) demonstrates the relevance and
timeliness of the thesis by exploring how this study contributes to existing knowledge in
relation to three interrelated areas of academic inquiry. The first (1.2.1) concerns its fit within
the established field of language ideological research and its contribution to discussions of
ideologies of linguistic authority in small language contexts; the second (1.2.2) relates to
language(-in-education) policy and an increasing interest in investigating agency and
individual or group responses to official policy ‘from below’; the third (1.2.3) responds to the
call for further research on inter-regional perspectives within the Catalan-speaking spaces,
specifically by exploring comparative views on and the reception of textbooks on the subject
of Catalan and Valencian ‘Language and Literature’ (Llengua i literatura, LL). The next
section (1.3) provides a self-reflexive account of the motivations of this research based on the
author’s own personal experiences Of living in the Valencian Community for almost a decade.
This is followed by the research questions that guide the thesis, and finally, the chapter

concludes by providing the structure of the study (1.4).



1.1 Contemporary Spain: A case of (dis)unity and conflict

Despite its proclaimed unconstitutionality and controversial status, a Catalan independence
referendum took place on 1 October 2017 in Catalonia. The vote for self-determination asked
the Catalan people: ‘Do you want Catalonia to become an independent state in the form of a
republic?’, with ‘Yes’ or ‘No’ as the available responses. Official data from Catalonia’s
regional government show that ‘Yes’ won, polling 2,044,038 (92.01%) in favour of
independence, with 177,547 (7.99%) votes against, on a turnout of 43.03%. The overwhelming
victory of the “Yes’ vote suggests widespread popular support of this movement, though the
precise numbers are unknown. While it is estimated that the percentage in support of political
independence and secession from Spain has risen from approximately 15% to 40% in the past
decade (Carbonell 2019: 796; Vargas 2018: 177), these numbers of course fluctuate. What is
clear is that a significant proportion of those living in Catalonia actively supported, or were in
favour of, an officially recognised referendum on the self-determination of Catalonia.
Nonetheless, the Spanish state has consistently and continuously rejected all petitions by the
Catalan government for dialogue exploring the legal avenues to hold such a plebiscite. At
present, and without the conditions and tools necessary to carry out such an inquiry, it is
difficult to precisely ascertain the percentage of the Catalan population who support secession

from Spain.

A day before the referendum, in an attempt to keep polling stations open and under
control, hundreds of state primary and secondary schools across Catalonia were occupied by
volunteers. Activities such as poetry readings, movie screenings, and even yoga sessions were
strategically organised on school grounds during the day, and sleep-over parties were held

during the night. While my data collection trip was planned and organised months prior to this



event, coincidentally I found myself in Barcelona city at the time of the referendum. Taking
advantage of this unique historical opportunity, | decided to volunteer in a nearby primary
school in order to experience this event first-hand. Prior to the day of the referendum, | had
met a group who were volunteering in a local primary school located in the outskirts of the
capital city of Barcelona near where | was staying. Given the limitations of space, many of us
slept under an outside sheltered terrace, only to be awoken in the early hours of the morning

by the overhead patrolling police helicopters.

Figure 1.1 - Volunteers participating in a sleepover event at a primary school the night prior to the referendum.

Source: Photograph taken by author and digitally edited for purposes of anonymity



Figure 1.2 - An official ballot box used during the 1’0 referendum

Source: Photograph taken by author

The diurnal and nocturnal occupation of these public and educational spaces had a dual
function: a legitimate celebration of ‘Catalanity’ or ‘Catalanness’ (henceforth catalanitat) on
the one hand, and, on the other, a strategic transformation of these spaces into temporary polling
stations. Ballot boxes were transported in secrecy to avoid being confiscated by the Spanish
National Police Corps, who had been relocated from all over the Spanish state to prevent the
referendum (Jones 2017). | was fortunate in that | did not witness any violence or uncivil
behaviour while volunteering at the school. However, in other areas of Barcelona and beyond
this was not the case. Official data provided by the Catalan government affirm that
approximately 900 civilians were injured to varying degrees on this day (BBC 2017), while the
Spanish Ministry of the Interior report that 431 police officers were also injured (La

Vanguardia 2017).



The Catalan independence referendum comes at the culmination, but not the
conclusion, of centuries of internal tensions and conflicts between Catalonia and Spanish state.
Political nationalism is more than an expression of an imagined collective self; it is a state-
building ideology that has a specific politically tangible goal (see section 2.2.2). This goal is to
justify territorial claims over what is conceived as rightfully ‘theirs’ (Gellner 1983).
Consequently, the quest for Catalan independence directly challenges and undermines notions
of a Spanish national unit and the integrity of the Spanish state, which in its present form
promotes a national model of Spain which is constitutionally ‘indivisible” (see section 3.2.3).

The topic of Catalan independence is therefore divisive, even within Catalonia itself.

The origin of the dramatic surge from a minority to an almost majority movement can
arguably be traced, though not exclusively, to the rejection of the Catalan Statute of Autonomy
reform between 2006 and 2010. In 2005, after thirty years of autonomy, a revision of the
Catalan Statute was proposed and approved by referendum in 2006. The reform consisted of,
amongst other matters, explicit recognition of Catalonia as a nation, as well as increased
protection for the Catalan language. The reform was inevitably challenged, resulting in a 2010
ruling by the Spanish Supreme Court which rejected fourteen articles as ‘unconstitutional’
based on the ‘indissoluble unity of the Spanish Nation’ (Spanish Constitution of 1978,
Preliminary Part, Section 2). According to this ruling, only Spain’s nationhood could be
constitutionally recognised (see Guibernau 2013: 382). The official rejection of the Catalan
people as a nation was no doubt a key contributing factor in the surging independence
movement. Public dissatisfaction in Catalonia was manifest in the numerous demonstrations
challenging this ruling and calls for a referendum on self-determination. In the years to follow,
this inspired several symbolic and non-binding referenda (consultes populars) across
Catalonia, but each with a low turn-out. It was not until the Catalan Independence Referendum

of 2017 that a plebiscite was held, though without support from the Spanish state.



1.1.1 Allegations of indoctrination in Catalonia and the politicisation of textbooks

Language is central to this dispute (Hawkey 2018, see also section 2.2.4) and is most visible in
controversies in the educational domain. Since the so-called transition to democracy, many of
the peripheral national communities that were previously repressed under the rule of Franco
have been trying to restore the use of their local language(s) in all social contexts. Such
revitalisation efforts have been most successful in Catalonia in particular (Woolard and Frekko
2013) due to the implementation of Catalanising language policies (see section 1.2.2, and also
section 3.4). The transformation and shift of the medium of instruction from the dominant
language (i.e. Spanish) to the dominated language (i.e. Catalan) is widely considered to be a
successful case of language revitalisation (Newman et al. 2013). However, Catalan language
immersion in Catalan schools remains a contentious topic still decades later. Catalan advocates
defend the right to an education in the Catalan language; a right guaranteed by the Catalan
Statute of Autonomy of 1979. Those unsympathetic to this system typically perceive
multilingualism as a threat to the Spanish nationalist monolingual model and argue that
normative Catalan-medium instruction violates the constitutional right to an education in the

Spanish language.

In juxtaposition to the rise of the Catalan separatist movement are also increased
allegations of political indoctrination within the Catalan school system. Most typically claims
of indoctrination are made by those who oppose the Catalan independence movement itself,
such as the Partido Popular (PP) and Ciudadanos (Cs) parties. In 2012, five years prior to the
1’0 2017 referendum, the ex-Minister of Education and member of the PP party José Ignacio
Wert (2011-2015) infamously stated that one of the aims of the Spanish government was to

‘hispanicise Catalan students’ (nuestro interés es espafiolizar a los alumnos catalanes), and to



make Catalan students feel as proud of being Spanish as Catalan. This goal was to

counterbalance perceived school indoctrination in support of independence (Woolard 2016).

While allegations of indoctrination have existed for years, it was in the build up to the
1’0 2017 referendum that these became prolific on different political and (social) media
platforms. Significant for this thesis is the instrumentalisation of Catalan textbooks in political
and public discourse. One such example involves the publication of a report by the AMES
Syndicate (2017) which details purported examples of partisan indoctrination in Science and
Geography primary school textbooks published in Catalonia. The findings were later presented
to the Congress of Deputies of Spain in May 2017 by Cs. Following the referendum, Albert
Rivera, the leader of Cs, once more denounced the indoctrination present in the Catalan school
system before Congress on 21 November 2017. Rivera substantiated his claims by showing
scanned images of an unidentified Catalan textbook, arguing that its pages alluded to Catalonia
being described as an independent state, as well as championing the concept of the Paisos
Catalans (Catalan Countries; for an overview of this concept see section 3.2.2). In a Tweet
published on the same day, Rivera claimed that ‘Today the PSOE has continued to ignore the
evidence: the separatist occupation of classrooms. Nowhere in Spain can we allow that they
use classrooms to indoctrinate our children’ (Rivera 2017).1 While the political dimensions of
textbooks published in Catalonia had been made previously by some Spanish nationalist and
civic groups, they had never become a topic of state-wide interest. The elevation of this on-
going debate into the highest levels of political discourse provides an important rationale for

the focus of this thesis.

! “Hoy el PSOE ha seguido negando la evidencia: la ocupacion de las aulas por parte del separatismo. No podemos permitir
que en ningun lugar de Espafia se utilicen las aulas para intentar adoctrinar a nuestros hijos’.



1.1.2 The less familiar allegations of indoctrination in the VValencian Community

In the neighboring region of the Valencian Community, there is no comparable nationalist
movement in size nor scope which seeks political independence from Spain. Despite sharing
administrative and geographical boundaries, the Valencian Community and Catalonia present
significantly different sociolinguistic and sociopolitical realities (see section 3.3 for further
detail). Perceptions of the local variety of Catalan spoken in this region (officially called
Valencian) tend to be more negative and its knowledge and social use significantly more
restricted, with speakers favoring the dominant Spanish language in most societal domains.
However, and unlike the Catalan context, in the Valencian Community there exists an
additional, multifaceted language conflict which concerns the status of the local Valencian
linguistic variety in relation to Catalan as its own independent language (see section 3.3.2 for
an overview of this ‘internal’ language dispute). Conservative-led sectors of VValencian society
in particular have historically rejected notions of a linguistic unity (Mas 2012a; Mas 2010)
between Catalan and Valencian linguistic varieties, despite an overwhelming endorsement of
such unity by experts (cf. Boix-Fuster and Woolard 2020: 715). Therefore, because of the
political indexicality of the term ‘Catalan’ in this context, the labeling of VValencian as Catalan
is perceived by many to support an alleged political, cultural, and linguistic imperialism from
Catalonia. Consequently, this has led to a widespread policy of glossonymic ambiguity and

ambivalence in Valencian society, including the education sector.

Similarly to the Catalan case, in the VValencian Community there are comparable claims
of indoctrination regarding the ‘Catalanisation’ of the Valencian education system and
textbooks published in this region specifically. However, and unlike in Catalonia, these

allegations are less frequently reported in national or international press. At the local



governmental level, prominent examples of this have historically included the censorship of
Valencian textbooks via the prohibition of certain terminology (e.g. Catalan, the Catalan
Countries, etc.), as well as the exclusion of literary works authored by those not born in the
Valencian Community (e.g. from Catalonia, the Balearic Islands, etc.) (cf. Limorti Paya 2009).
Most recently, in 2018, the (now opposition) PP party initiated an anti-indoctrination campaign
entitled ‘Say no to the indoctrination of our schools’, creating a website where users could
anonymously report ‘separatist ideology’ in the Valencian school context.? A year later in
February 2019, Mercedes Ventura, the education spokesperson of Cs, presented two reports
written in Spanish (Ruiz-Bravo 2019) to the Education Department of the Valencian
Government (Conselleria d’Educacié de la Generalitat Valenciana), which denounced the
political manipulation of Valencian LL textbooks at the level of 1° Batxillerat (first year of
Baccalaureate). In reference to the conclusions of the report, Ventura stated that despite being
Valencian LL textbooks, they ‘do not talk about Valencian’ and that they ‘only want to focus
on the Catalan Countries and alter the history of this community and the history of Spain’.?
The overt politicisation of LL textbooks are particularly prominent in the realm of social media,
where users frequently upload and comment on selected images of Valencian textbooks,
denouncing the perceived Catalanising indoctrination of their pages. Similarly to the examples
in Catalonia, there also exist reports and dossiers which denounce political indoctrination and
alleged Catalan imperialism in Valencian textbooks, such as the recently published ‘Catalanism
in Valencian schools and textbooks’ by the anti-Catalan and pro-Spanish nationalist group
Circulo Civico Valenciano (2013).* Underpinning these reports are different language

ideological beliefs which inform how individuals and groups construct group dynamics, as well

2 “No a I’adoctrinament a les aules’.

3 “[1] no es parla de valencia’ and “Gnicament es volen centrar en els Paisos Catalans i alterar la historia d’eixa comunitat i la
historia d’Espanya’.

4 The original title is ‘Catalanisme en els coleges valencians i llibres de text’ and is written according to the Normes del
Puig, an independent standard for Valencian promoted by those cultural and civic institutions which defend Valencian
linguistic particularism. These topics are addressed in more detail in section 3.3.2.



as social and linguistic boundaries. The ideological dimension of language and society is one

of the central areas of exploration in this study.

1.2 Situating the research project within current theoretical discussions

1.2.1 Language ideologies and linguistic authority in Catalan-speaking contexts

A language ideological approach is the main theoretical lens through which the data and the
sociolinguistic contexts of Catalonia and the VValencian Community are examined in this thesis
(see Chapter 2). Even though it is a relatively recent area of inquiry (cf. Silverstein 1979),
language ideology has developed an incredibly rich and diverse scholarly tradition, having had
a profound and transformative impact on the field of sociolinguistics, especially in the early
part of the twenty-first century. Research on language ideologies emphasises the social
dimensions of how ideologies shape, and are shaped by, linguistic and social structures.
Language ideologies not only inform the ways in which people and collectives view language
itself, but also the complex interrelationship between language and cultures (Woolard 2016;
Kroskrity 2000; Irvine and Gal 2000; Silverstein 1979). Scholars of language ideology do not
take for granted that language and societies are naturally occurring phenomena that constitute
coherent structural systems, as bounded and fixed entities (Heller, Pietik&inen, and Pujolar
2018; Woolard 2016), but rather language ideological beliefs are conceptualised as multiple,
overlapping, fluid, and negotiable. Even though some conflicts appear to be about language
alone, a central consideration of the field is that there is never a view ‘from nowhere’ (Irvine

and Gal 2000) and that language ideologies do not pertain exclusively to language matters.
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Typically, questions of language ideology are inherently tied to questions of power, struggle,
and inequality. For this reason, and associated with the accelerated processes of globalisation,
there has been an increase in the literature on small languages in contexts where an imbalance
of power is evident through language conflict and political tensions (May 2014; Jaffe 2013;

Duchéne and Heller 2012; O’Rourke 2011; Blommaert 2010; Casesnoves 2010).

The sociolinguistic context of Spain has been of particular interest to language ideology
researchers. The Catalan and Spanish languages coexist within the same spaces. However,
despite sharing geographical and administrative borders they present very different
sociolinguistic realities (see Chapter 3 for further detail). In Catalonia, researchers and
language activists alike have already started to refer to Catalan as a ‘medium-sized’ language
(Soler-Carbonell 2013; Mas 2012b) since the traditional labels of ‘majority language’ in
relation to Spanish and ‘minority language’ in relation to Catalan have become blurred in this
context. In the Valencian Community, Valencian can be more accurately described as being in
a minoritised position in relation to the dominant Spanish in almost all social domains. The
sociolinguistic situation of these areas is further complicated when considering recent political

events and a complex history of the politics of language and identity.

Since language ideologies are invariably intertwined with political and social positions,
it is in situations of language conflict where ‘ideologies take flesh and become voices in
discursive narratives on the language itself, and can serve as a springboard to index wider issues
of tension and conflict in society’ (Hornsby 2019: 76). In the Catalan context, Woolard and
Frekko note that traditionally the politics of identity in Catalonia ‘have been based in a
monolingual Romantic ideal that pits Catalan and Castilian against each other as two mutually
exclusive languages and corresponding identities’ (2013: 129). However, recent sociolinguistic
research has identified a disruption in the perception of language and identity in Catalonia as
an ethnolinguistically defined dichotomy of the Catalan-speaking Catalans on the one hand and

11



the Spanish-speaking Spaniards on the other (Byrne 2020; Boix-Fuster and Woolard 2020;
lanos et al. 2018; Woolard 2016; Pujolar and Gonzalez 2013; Soler-Carbonell 2013). Instead,
there is an emphasis on social harmony and an inclusive linguistic cosmopolitanism associated
with hybridity and fluidity (Boix-Fuster and Woolard 2020). This gradual shift, particularly
among younger generations in Catalonia, thus de-ethnicises the social meaning of language
and identity, framing these as a ‘matter of personal choice rather than a political principle of
community’ (ibid: 710). Much of this research is theoretically grounded in the concept of
linguistic authority (explored in detail in section 2.4.2), a language ideological framework
which explores how languages tend to be organized around competing notions of authenticity
and anonymity, with non-normalised minority languages being primarily attributed values of
authenticity while the majority language typically has exclusive claim to values of anonymity
(Urla et al. 2016; Woolard 2016). Contemporary language ideological research in Catalonia
has thus demonstrated that there has been a shift from the construction of Catalan as a national
symbol (ideology of authenticity) to that of Catalan as everybody’s language and yet nobody’s

language in particular (ideology of anonymity).

While there is a lively on-going debate in relation to this topic, it is to be noted that
ideological work on the linguistic authority of Catalan has historically been concentrated in
Barcelona and the surrounding areas in the context of Catalonia prior to the 1’0 referendum
(Woolard 1989, 2016; Soler-Carbonell 2013; Trenchs Parera et al. 2013). Little research has
focused on the other provinces of Catalonia: Lleida, Tarragona, and Girona. Byrne (2020;
2019), however, provides much-needed contemporary insights into questions of language and
identity in the context of Girona, following the 2017 referendum. Similarly few studies
investigate the sociolinguistic context of the Valencian Community through the theoretical lens
of linguistic authority. Indeed, recent examples include the works of Casesnoves, Mas, and

Tudela (2019), Flors Mas (2017), and Casesnoves (2010), though these tend to be more
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quantitatively focused methodologically. Thus, there is a significant gap in literature which
qualitatively examines the language ideological landscape of the Valencian Community from

the theoretical lens of linguistic authority.

This thesis situates itself in existing theoretical debates about shifting boundaries and
hybrid forms of language and identity, as well as the shifting ground of ideologies of
authenticity and anonymity (cf. Woolard and Frekko 2013) in the contexts of Catalonia and the
Valencian Community. Specifically, this study sets out to investigate how language ideologies
inform Catalan and Valencian students’ constructions and negotiations of linguistic and group
boundaries at a critical time in Spanish state history against the backdrop of developing
sociolinguistic and socio-political events. For the purposes of this study, focus group interviews
were conducted with Catalan and Valencian secondary school students in their fourth and final
year of secondary obligatory education (Educacio Secundaria Obligatoria; 4° ESO). A total of
sixteen focus groups were conducted (seven in the Valencian Community and nine in
Catalonia) in a selection of state secondary schools from different sociolinguistic contexts
between March and December 2017 (see Chapter 4 on methodology). Most of these group
interviews were conducted just weeks prior to and following the Catalan independence
referendum of 2017 held on 1 October 2017. Little research has yet been completed on the
impact or influence of the 2017 referendum. The originality of this research project and its
potential to contribute to current knowledge thus lies in the contextually unique opportunity to
explore what it means to be Catalan, Valencian, and/or Spanish and the role language plays in
this process for these specific social actors, in these specific social contexts and at this specific
juncture of history. Furthermore, the comparison of Catalan and VValencian student perspectives
also offers fresh insights and perspectives from areas that are currently under-researched in the
literature, namely the entirety of the Valencian Community and the Catalan provinces of

Girona, Lleida, and Tarragona.
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1.2.2 Language-in-education policy from a ‘macro-micro perspective’

Language policy is conceived in this thesis as the synchronous culmination, to various extents
and to various degrees, of a broad and complex series of interconnecting sociolinguistic
processes and practices, which detail how linguistic phenomena are perceived, used, and
managed by social actors. In adopting a language ideological approach, this thesis also
considers language policies as discursive and inherently ideological texts, which are both
spoken and written (Johnson 2016; Liddicoat 2013). Language policies constitute and are
constituted by the wider socio-political and sociolinguistic context in which languages are
planned (Shi 2015), thus embracing societal multilingualism (Horner and Weber 2017), and
the interconnectedness between language, its speakers, and the environment more generally.
According to this model, language policy does not originate in formal documents alone, but as
the interrelationship (McCarty 2011) between linguistic practices and ideological beliefs,

which operate at all levels in different contexts whether they are explicitly stated or not.

The field of language policy is a highly active field of sociolinguistic research
originating in the 1960s with a strong focus on the linguistic challenges of post-colonial settings
(Johnson 2016; Ricento 2006). In the context of Spain, international scholars have been
increasingly interested in language policy development since the transition to democracy
following the dictatorship of Francisco Franco (1939-1975). The focus of such academic
literature relates to the maintenance and revitalisation of the historical regional languages of
Spain: Basque, Catalan, and Galician; previously repressed during the Francoist dictatorship.
Specifically, however, Catalan is often considered one of the most successful cases of language
revitalisation in Europe and, of the three, has been given most scholarly attention in theoretical

discussions (cf. Woolard and Frekko 2013). Indeed, the Catalan case is widely claimed to be a
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successful example of language revitalisation efforts (Woolard 2016), especially at the time
when important official language normalisation policies were implemented (e.g. the 1979
Catalan Statute of Autonomy, the Llei de Normalitzacio Linguistica [LNL] in 1983, and the

Llei de Politica Linguistica [LPL]) in 1998; for an overview see section 3.4).

While significant attention has been given to the Catalan language in the context of
Catalonia, far fewer studies exist in relation to the other historical languages within Spain such
as Basque (e.g. Urla et al. 2016) and Galician (e.g. O’Rourke and Ramallo 2015). Fewer studies
still examine official language policy efforts in other Catalan-speaking areas of Spain, such as
the Balearic Islands (e.g. Duane 2017) and the Valencian Community (e.g. Burgess 2017).
While comparable official policies were implemented in the Valencian context (e.g. 1982
Valencian Statute of Autonomy and the Llei d'Us i Ensenyament del Valencia (LUEV) in 1983;
see also section 3.4) such efforts have been widely critiqued by academics, teachers, activists,
and cultural groups for not being effective enough (Bodoque 2011; Strubell and Boix-Fuster
2011), so much so that Pradilla (2004) describes some periods of Valencian language policy
implementation as instances of under-planning (infraplanificacio) or, even worse, counter-
planning (contraplanificacié). The pro-Spanish and anti-Valencian language ideological
beliefs promoted by the conservative Valencian Government at the time were highly influential
in this under- and counter-planning. At present, the Valencian Community is the second largest
Catalan-speaking area yet has the least promising sociolinguistic data in terms of linguistic
vitality and intergenerational transmission of Catalan (Casesnoves 2010; Casesnoves and

Sankoff 2004).

Language policy in educational contexts (see section 2.3.2), or language-in-education
policy, exists under various labels, such as Acquisition Policy (Paulston and Heidemann 2006)
and Language Education Policy (Cooper 1989). More broadly, language-in-education policy
can be understood as the ‘teaching and learning of the official language(s)’, as Liddicoat

15



proposes (2013: 7). However, Kaplan and Baldauf in their definition emphasise the language
ideological nature of educative policies as ‘user related learning goals that need to be achieved,
usually through the educational (formal and extrinsic) system’ (2003: 217). The education
system is both the object of work in language-in-education policy and also a mechanism
through which these policy goals are achieved (Liddicoat 2013; Shohamy 2006). These goals
are both ideologically informed and driven. The Catalan and Valencian ‘Language and
Literature’ (Llengua i literatura; LL) textbooks used as prompts for discussion during Stage 2
of focus group interviewing (see section 4.3) are considered in this thesis as tangible
manifestations of various intersecting language policies. Specifically, these authoritative texts
are part of the ideological state apparatus (Liddicoat 2013) in that they constitute one of the
ways in which language maintenance and revitalisation efforts are realised in these contexts,
primarily because the ‘Language and Literature’ subject is compulsory throughout secondary
education (see sections 2.3.2 and 3.4.3). In their discursive constructions of linguistic, spatial,
and group boundaries these textbooks reify context-specific, dominant, and naturalised
assumptions about language and society from both an official and institutional perspective.
However, the existence of such texts does not necessarily guarantee their implementation or
the realisation of the intended objectives or goals (Shohamy 2006; Spolsky 2004), as policy
texts can be read in a plurality of ways; they can be rejected, accepted, negotiated, and so on

(Liddicoat 2013).

Early language policy work was preoccupied with analysing language policy from an
exclusively ‘top-down’ macro-perspective. In response to criticisms that such research was ‘too
deterministic and underestimating of local agency’ (Shi 2015: 123), much recent scholarship
seeks to investigate the influence of language policies ‘on the ground’ through the analysis of
personal and group experiences, as a means of promoting linguistic self-determination and

identity. Therefore, local agency and the impact (or resistance) of language policy is the central
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focus of much contemporary research (Liddicoat and Taylor-Leech 2020; Johnson 2016),
including the present thesis. Specifically, this study contributes to what Johnson has termed the
‘fourth wave of language policy and planning research’ (2016: 14-15) which has a focus on
discourse analytic approaches to empirical data (i.e. language ideological approach), as well as
a focus on research methodology and researcher positionality (i.e. textbook comparison

exercise in focus groups).

This thesis therefore contributes to discussions of policy ‘from below’ in different
small language contexts, such as for instance Maori (Hill and May 2011), Welsh (Martin-Jones
2011), Luxembourgish (Horner and Kremer 2016), Scots (Unger 2013), Danish (Mortensen
and Fabricius 2014), and Galician (O’Rourke and Nandi 2019). In the examination of Catalan
and Valencian students’ wider thoughts and metalinguistic discourses on relevant (and
developing) topics pertaining to the politics of language and identity in Spain and their
respective local contexts, and indeed their comparisons and subsequent discussions of language
ideological representations in and across Catalan and Valencian LL textbooks, this thesis
explores the different meanings that these individuals, who are in different ways directly
affected by policy, attach to it. This thesis thus investigates how participants discursively
construct, interpret, and negotiate different macro-level policies, as well as their dialogic
relation to structure and agency from a macro- and micro-perspective (Johnson 2016). This is
particularly important in the present political climate wherein there have been allegations made
against the Catalan and Valencian school systems of political indoctrination. In these public
and political debates, student voices (Czernaiwksi and Kidd 2011) and their own perspectives

are rarely featured, despite their frequent political instrumentalisation.
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1.2.3 Inter-regional Catalan and Valencian perspectives: Un tema oblidat?

International and scholarly attention has been dedicated to Catalan and the sociolinguistic
context of Catalonia over the past three decades (Dowling 2018; lanos et al. 2018; Woolard
2016; Pujolar and Gonzalez 2013, etc.). While there exist some works that focus on Catalan-
speaking spaces beyond Catalonia (Hawkey 2018; Duane 2017; Casesnoves 2010), these are
fewer than those focused on Catalonia. Moreover, there is little existing research that
investigates and compares language ideologies and related discussions inter-regionally
between the Catalan-speaking spaces. Casesnoves, Mas, and Tudela (2019) and Casesnoves
and Mas (2015) comprise some of the few studies which address this comparative element
specifically and call for more research in this area. Indeed, Casesnoves and Mas (2015)
highlight this gap in the literature directly in the title of their article: Un tema oblidat: les
relacions interdialectals del catala (‘A forgotten topic: the interdialectal relations of Catalan’).
In their groundbreaking study, the authors demonstrate that current international scholarship
focuses predominantly on a language conflict between Catalan and Spanish and highlight that
there is a significant lack of attention given to other linguistic varieties, especially speakers of
what they call a ‘central Catalan variety’ (ibid: 55) in relation to others such as Valencian. This
thesis therefore aims to address the lacunae in current theoretical discussions, through the
comparison of Catalan and Valencian student perspectives in relation to relevant topics such
as the construction and negotiation of linguistic and group boundaries against the backdrop of
the Catalan independence movement and the controversial 2017 Catalan referendum. A
comparative analysis of students’ perspectives in Catalonia and the Valencian Community will
provide insight into the degree of social cohesion (or lack thereof) that exists within a so-called

Catalan language community in light of recent developments.

18



Another tema oblidat or under-researched area in relation to inter-regional perspectives
within Catalan-speaking spaces concerns comparative analyses of LL textbooks both from text
(i.e. production) and user (i.e. reception) perspectives (cf. Harwoord 2014). In spite of the boom
in new information and communication technologies in modern educational settings, many
teachers within the Spanish education system nonetheless continue to rely on traditional
pedagogic methods and tools such as physical textbooks (LOpez-Navajas 2014). Recent
research suggests that in Catalan language classrooms in particular, the textbook remains a
crucial element for the teaching of Catalan in the extensive use of these didactic texts by a
majority of Catalan language teachers (Ferrer 2015: 51). The extended use, if not reliance, on
these textbooks is significant since the teaching of Catalan (in Catalonia) or Valencian (in the
Valencian Community) is mandatory and enshrined in regional language-in-education policy
(see section 3.4.3). However, despite a keen political, public, and pedagogic interest in these
didactic materials, there is a need to investigate Catalan and Valencian LL textbooks from a
sociolinguistic and language ideological perspective. The earliest study appears in a special
edition of the journal Didactica de la llengua i de la literatura (1999, number 19) dedicated to
the investigation of textbooks of this subject. Here, Crespo and Lépez (1999, cf. Limorti Paya
2009) criticise the politicisation of textbooks published in the Valencian Community because
routinely they do not refer to Catalan authors and literary works. Moreover, the authors identify
the use of euphemistic expressions to bypass citing the term ‘Catalan’ explicitly (i.e. via use of
the expression la nostra llengua or ‘our language’). Similar findings are replicated in more
recent analyses (Bradley 2015; Pascual i Rubio and Jaimez i Zamora 2005), though these two
studies constitute the only contemporary text-based and comparative examples to date. At the
time of writing there is no literature specifically focused on this question: how the target
audience of these LL textbooks (i.e. the students themselves) interpret certain language

ideologically informed representations in these authoritative texts, such as the omission of the

19



term ‘Catalan’ in Valencian LL textbooks, or the explicit use of the term Paisos Catalans
(Catalan Countries) in Catalan LL textbooks. Consequently, this lacuna extends to student
perceptions and discussions of contrasting representations in LL textbooks published in
different regions, such as, for instance, Catalan students’ perspectives on certain elements in
Valencian LL textbooks, and vice versa, Valencian students’ thoughts on comparable and
competing constructions in Catalan LL textbooks. Seeking to address this gap in the current
literature, the present study provides, via the avenue of focus group interviewing, a platform in
which the participants can offer their own thoughts not only on the Catalan or Valencian LL
textbook they were using at the time of interviewing, but also their interpretation of a second
LL textbook (provided by the researcher) published in the other autonomous community. The
precise nature of the textbook comparison exercise and the innovative research methodology

of this thesis is discussed at length in Chapter 4 (section 4.3).

This section has outlined how this thesis contributes to modern theoretical discussions
in sociolinguistics in three areas: language ideological research, language policy, and Catalan
studies. The project thus serves researchers interested in the Catalan and Valencian
sociolinguistic contexts specifically, and also sociolinguists, language policy scholars, and
linguistic anthropologists researching small languages in general, who are interested in ‘seeing
how other language movements deal with the trials and tribulations of managing revitalization
attempts in the twenty-first century’ (Hornsby 2019: 66). Following a call for more ‘reflexive
research’ (Bucholtz 2001: 181, cf. Johnson 2016), the following section provides my own
personal motivations for writing this thesis, which are understandably informed both by my
researcher profile as an outsider (i.e. a visiting academic from a UK university), as well as an
insider (i.e. as a former student of VValencian who attended a Valencian state secondary school

for the entirety of my secondary education).
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1.3 Research motivation: A personal and self-reflective account

The politics of language and identity in Spain is not a distant topic for me, but one which I have
experienced personally and have observed over the course of a decade of living in a coastal
town in the Valencian Community, as well as having visited different parts of the Iberian
Peninsula since entering higher education. A particularly striking example comes from my own
language ideological beliefs towards Valencian while undertaking secondary education in a
state school (e.qg. institut d’educacié secundaria) located in Alacant province. Both | and my
peers ( natives and non-natives) considered Valencian to be insignificant compared to Spanish
or English. This was of course a self-fulfilling prophecy, as these language ideological beliefs
informed my own linguistic practices. Despite being able to read, write, and speak Valencian
to some degree, | defiantly refused to do so as a matter of principle and protest. My use of
Valencian was restricted to that which was strictly necessarily in order to satisfy the
requirements of passing the compulsory subject ‘Valencian: Language and Literature’
(Valencia: Llengua i Literatura) in each academic year. In stark contrast, | used Spanish (and
occasionally English) as the de facto language of everyday communication regardless of whom
| was talking to and the context of social interaction. Therefore, despite being able to use
Valencian to some degree, | did not identify as an authentic VValencian-speaker. Instead, | saw
Valencian as a language limited to and used only by those of the linia valenciana classes (see
section 3.4.2 for an overview of the bilingual language programmes in this context) and
Valencian-speaking families, such as the owners of the local bakery. Valencian was the ‘own
language’ of the Valencian people, seemingly inaccessible to those of us who were from other
countries and members of non-Valencian ethnolinguistic groups. This view was further
compounded by the fact that | had no knowledge of Valencian before moving to this town,

similar to the experiences and linguistic expectations of some Latin Americans upon their

21



arrival in Barcelona who did not realise that the vehicular language of education in Catalonia
is Catalan (Patifio-Santos 2018: 61). While the language of schooling may vary considerably
in the Valencian Community, | nonetheless saw the learning of Valencian as an imposition,

which | resisted.

Another significant example of the politics of language and identity | experienced while
in the Valencian secondary school system was a strong aversion to anything ‘Catalan’, alluding
to the political indexicality of this term as mentioned above in section 1.1. This term was often
used pejoratively by my peers. For instance, the term catalanufos was frequently used around
the school to refer to Catalans.®> Furthermore, in reference to the Valencian linguistic variety,
one of my Valencian teachers was particularly vocal about and unsupportive of conflating the
terms ‘Valencian’ and ‘Catalan’ when referring to the autochthonous linguistic variety. For this
Valencian teacher, and indeed many of my peers, Valencian was its ‘own language’ (e.g. la
llengua valenciana) thus very different from the Catalan language (e.g. la llengua catalana).
It is important to note that such views were commonplace in Valencian society at the time of
my schooling (2006-2011) and were actively supported by the regional government (e.g. the
Generalitat Valenciana), which at the time was ruled by the Valencian branch of the

Conservatively oriented (and historically anti-Catalanist) PP party.

| finished my obligatory and post-obligatory studies in this school firmly believing that
Valencian and Catalan were different languages. This was only challenged when | returned to
the United Kingdom to pursue an undergraduate degree in Classics at the University of
Liverpool. Seeking to understand the diachronic evolution of Spanish from Latin in preparation
for my undergraduate dissertation, I took a module in Hispanic Linguistics in my second year.

Here, the module coordinator stated in the introductory lecture that there are four languages

5 The term catalanufo or approximates such as catalufo or even lufo do not have direct translations in English, though -ufo
can be considered to be a non-standard derogatory augmentative suffix which could index comical or pejorative grandiosity.
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spoken in Spain: Spanish, Basque, Catalan, and Galician. Relying upon my past experience
and personal beliefs, | proclaimed that there were in fact five languages, distinguishing between
Catalan and Valencian languages. This moment and the subsequent discussion on the
ideological construction of linguistic boundaries sparked a profound academic and personal
curiosity to examine this topic further. 1 was interested in exploring how this language
ideological dispute is differently or similarly reflected in LL textbooks published in Catalonia
and the Valencian Community. This curiosity culminated with my MA dissertation (Bradley

2015) and much of the motivation for the present thesis.

1.4 Research questions and overview of the thesis

Having explored my own experiences as a past student in the VValencian education system and
my personal motivations in carrying out this research, as well as outlining the academic
justifications mentioned above in section 1.2, the research questions that inform this thesis are

as follows:

e What are Catalan and Valencian students’ views on the contemporary politics of
language and identity in both Catalonia and the Valencian Community? What can a
comparison of these perspectives contribute to our understanding of language and
identity in these contexts?

e How do language ideologies (of linguistic authority) inform the participants’
construction of catalanitat? What are their views on the Catalan-Valencian linguistic
and cultural inter-relationship?

e How do participants interpret and discuss certain (and occasionally conflicting)
ideological representations in and across Catalan and Valencian 4° ESO ‘Language and
Literature’ textbooks?
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In Chapter 2, the theoretical underpinnings of the thesis are explored at length,
positioning this study within the broader research context. A language ideological approach is
identified as the main theoretical lens through which the metalinguistic discussions of
participants in focus groups are analysed. Moreover, this chapter outlines the key theoretical
concepts adopted in this thesis, such linguistic authority (Woolard 2016), discourse and the
semiotic processes of iconisation, fractal recursivity, and erasure (Irvine and Gal 2000), agency
and positionality (Liddicoat and Taylor-Leech 2020; Blackledge and Pavlenko 2004), identity
construction and negotiation (Bucholtz and Hall 2005), and language policy (Johnson 2016;

Liddicoat 2013).

Chapter 3 provides an overview of the sociolinguistic contexts of Catalonia and the
Valencian Community. It examines issues pertaining to language ideological and identity
disputes in these areas, specifically the prevalence of an ‘external’ language dispute between
Catalan and Spanish on the one hand, and a less frequently discussed ‘internal’ language
dispute in the Valencian Community concerning Catalan and Valencian linguistic varieties.
This chapter also provides a comparative overview of the education systems of Catalonia and

the Valencian Community and the most relevant language-in-education policies.

Chapter 4 outlines the research design and methodological approach which informs this
thesis, specifically identifying a qualitative research methodology and constructivist
epistemology framework. It discusses the rationale for the use of focus group interviewing as
a data gathering approach as well as the methodological rationale for using textbooks as
prompts for discussion. Information pertaining to how focus groups were organised and carried
out, researcher positionality, reliability, participant biographical data, and other relevant
information such as how data is managed and the analytic model this thesis adopts (i.e. a

comparative approach to thematic analysis, Braun and Clarke 2006), are also discussed here.
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Chapters 5 and 6 address the research questions directly and comprise the analytical
blocks of this thesis. Focus group interview data are analysed in these chapters and the themes
that emerged in focus group discussions are explored at length. Chapter 5 addresses the pre-
textbook comparison discussions, exploring the participants’ wider thoughts on issues of
language and identity in the context of Spain, Catalonia, and the Valencian Community.
Chapter 6 turns to the second stage of focus group interviewing, examining students’
interpretations of Catalan and Valencian LL textbooks following the textbook comparison

exercise.

Chapter 7 revisits the research questions and presents the main conclusions of the
project. It discusses the theoretical implications of the data analysis specifically in relation to
current theoretical discussions on language ideology in small language contexts, language
policy, and Catalan Studies. Moreover, it suggests directions for future research, highlighting
the strengths of this study’s methodology, as well as offering recommendations for Catalan and

Valencian language teachers and textbook authors.
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Chapter 2

Theoretical framework

2.1 Introduction

This chapter outlines a language ideological approach as the primary lens through which data
is analysed. It lays out the specific theories, concepts and definitions that inform the thesis. The
chapter is divided into three sections, each dedicated to a specific field of inquiry: nationalism
studies, language policy, and language ideology. The chapter begins (2.2) with an exploration
of the theories of nationalism studies, nationhood, and (national) identity, highlighting the role
that language often plays as a significant marker of identity and group difference. The
following section (2.3) addresses the field of language policy and planning, identifying a turn
to the critical and an emphasis on lived experiences and individual experiences of policies in
recent literature. The final section (2.3) explores language ideologies both as a theoretical
concept and as a field of enquiry, looking at the relationship between ideologies, discourse, and
power, as well as related concepts such as indexicality and the semiotic processes of

iconisation, fractal recursivity, and erasure.

2.2 Nations, Nationalism, and the construction of (national) identity
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2.2.1 Nationalism studies: Conceptualising nation and ethnicity

Approaches to the conceptualisation of nation are multiple. The field of nationalism studies is
not only characterised by a significant divide between three main theoretical approaches
(primordialism, ethnosymbolism, modernism®), but also in the theorisation of nationhood itself
(i.e. ethnic and civic typologies of nation). Primordialism draws inspiration from eighteenth
century German Romanticism and the works of Johann Gottfried Herder. A primordialist
understanding of nation is the oldest in the history of the field and is founded on the belief that
nations predate modernity and are a naturally occurring phenomenon in human society.
Primordialist scholars posit that ethnicity is fixed at birth and is based on a series of non-
negotiable traits that unite members of the same ethnic group or nation. Indeed, primordialist
thinkers such as van den Berghe (1981) consider ethnic groups as an organic extension of the
family core and necessitates sociobiological factors, while others such as Geertz (1963) argue

that the sense of self is inextricably tied to notions of race, blood, and also language.

An essentialist conception of ethnicity is therefore crucial to the primordialist
theorisation of nation, as the two are seen to be one of the same. According to Jenkins’ social

anthropological model of ethnicity, ethnicity is:

A matter of cultural differentiation;

A matter of shared meanings;

No more fixed or unchanging than the way of life of which it is an aspect;
As an identification, is collective (externalised) and individual (internalised).

(2008: 14)

6 1t is beyond the scope of this chapter to explore the three paradigms in detail. However, it is also important to note that this
thesis does not intend to unify and treat these as monolithic categories, but rather as umbrella terms which present different
nuances and approaches to the understandings of nation and nationalism (cf. discussion in Ozkirimli 2000).
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Adopting an understanding of ethnicity according to this model, ethnicity in this thesis is
understood not as fixed at birth and non-negotiable, but as a social phenomenon based on traits
which are both objective (language, religion, culture and values) and subjective (sense of
belonging, groupness and group identity). Moreover, ethnicity is considered as an aspect of
‘relationship, not a property of a group’ (Eriksen 2002: 12). If ethnicity is conceptualised as a
relationship like Eriksen proposes, then, like relationships, ethnicity can be (re)constructed and
deconstructed. It is precisely the relationship between different ethnic groups and their
differences that informs this thesis’s understanding of ethnicity, as opposed to the inherent
fixed in-group properties these share. Primordialists equate nation and ethnicity primarily
because it is assumed that these in-group properties define the nation and that national identity
is established almost exclusively in terms of ethnicity and fixed ethnocultural traits. However,
the primordialist account fails to explain multiple ethnic identities as constructed, flexible and

negotiable (Brubaker 2004).

The debate in the modernist camp does not necessarily challenge the ‘when’ the nation
developed, but rather the ‘what’ constitutes a nation and the ‘how’ nations are constructed, as
there is a noticeable consensus shared between modernist theorists that the nation is a modern
construct. The central thesis to modernist thinking is that the state predates the nation and that
nations are the result of modernisation and modernity, these being the only conditions under
which nations can emerge (Anderson 2003; Hobsbawn 1990; Gellner 1983). In other words,
for modernists a pre-modern nation is inconceivable (May 2012). Despite the current dominant
position of the modernist thesis in the field, it nonetheless attracts a significant amount of
criticism, particularly from ethnosymbolists. The ethnosymbolist approach considers ‘the
cultural elements of symbol, myth, memory, value, ritual and tradition to be crucial to an
analysis of ethnicity, nations and nationalisms’ (Smith 2009: 25). According to May:

‘[ethnosymbolism] avoids the trap of essentialism associated with primordial/perennial
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accounts while still being able to explain the crucial interrelationship of ethnicity with
nationalism and national identity’ (2012: 56). Ethnicity for ethnosymbolists is thus not
synonymous with nation but is instead considered highly symbolic and mythic (Smith 1987).
Furthermore, ethnosymbolists argue that modernism places too much emphasis on modernity,
while ignoring important cultural traits such as the importance of language, history and culture
(Smith 2003) and the intense emotional bonds to the nation these create (Kellas 1998). The
nation for ethnosymbolists is pre-modern in the sense that it developed from a pre-existing
ethnie (Smith 2003), though this is challenged by modernists who perceive this as an
oversimplified understanding of modernity (cf. Ozkirnrmli 2003) and result of a
misunderstanding of key concepts (Ozkirimli 2000). In this thesis, nationalism as both theory
and practice is conceptualised through a modernist framework (see Chapter 3 on Catalonia and

the Valencian Community).

Following the Second World War, Kohn was one of the first theorists to popularise the
distinction between Eastern and Western types of nation. The Western nation for Kohn is seen
as a ‘political occurrence’ (1946: 329) and is based on the concept of ‘individual liberty and
rational cosmopolitanism’ (ibid: 330). In contrast, Kohn’s Eastern vision of nation is ‘held
together not by the will of its members nor by any obligations or contract, but by traditional
ties of kinship and status’ (ibid: 331). In describing the Western model, Kohn alludes to the
French and British nations and Germany for the Eastern variety. Kohn’s distinction has since
been developed further by scholars to establish a typological framework of ethnic (Eastern)
and civic (Western) nations. At one extreme sits the ethnic nation consisting of an exclusive
community which is united by kinship and the ‘common ancestry of its members’ (Brown
2000: 35; also Muller 2008). Subscription to the ethnic nation is thus involuntary, as members
are essentially born into it by means of sociobiological factors such as commonality of origin

and consanguinity (cf. primordialism above). At the other extreme of the continuum lies the
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civic nation, which consists of a sovereign and inclusive community united by the free will of
its members, regardless of the differences these members share, who also ‘take pride in and
share a commitment to common political values and public institutions of state and civil
society’ (Brown 2000: 34; also Stilz 2009). In theory, the ideal civic nation supports a model
of society which is multicultural and multiethnic with inclusivity as its bonding agent. In
practice, however, as recent research on language testing and citizenship in Europe has shown
(e.g. in Luxembourg; Horner 2015), the civic nation is not devoid of ethnocultural elements,
nor is it as inclusive as may be suggested or implied (cf. May 2012). Modern theorists thus
problematise the complex representation of nationhood in a simple binary opposition (see
Brubaker 2004; Wright 2004). In other words, the civic and ethnic conceptions of nation are
not considered in this thesis as mutually exclusive, but rather as non-competitive in that a nation

may be constructed in relation to both models differently over time and in different measures.

Drawing upon these discussions, the nation in this thesis is considered as a modern form
of group membership to a symbolic and imagined community, which is conceptualised in terms
of both civic and ethnocultural traits, and that for many national communities the convergence
of nation and state is a priority, if not a raison d'étre. Given the abstract nature of nationhood,
theorists such as Hobsbawm (1990), Gellner (1983), and May (2012) suggest that to fully
understand nation, it is also necessary to understand nationalism, which is the focus of the next

subsection.

2.2.2 Nationalism as theory and as practice

Expressions of nationalism are enacted by real social actors within real self-proclaimed
national communities. Drawing on Barbour, nationalism is understood in this thesis as a
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‘cultural and social movement which defends the interests of a nation and defends or secures
its political independence’ (2000: 4). Nationalism thus can be conceptualised both as an
ideology and as a practice. As an ideology, nationalism is a ‘state of mind’ (Kohn 1946: 10); a
system of ideological beliefs that explain the (constructed) attitudes members have in terms of
their own sense of belonging to a nation, in which members are conceived as sharing common
traits such as language, history, and customs. As a practice, nationalism — as a product of
modernity — is a movement that seeks political actions (usually statehood) in order to achieve
sovereignty to justify territorial claims over what is rightfully ‘theirs’ (Breuilly 1994) (cf.

discussion of Catalan nationalism and the independence movement in section 3.2).

In many respects, ‘nationalism’ in its multiple forms can be conceived as a state-
building ideology. Modernist scholars contend that nationalism is the process which conflates
the nation and the state. This is argued most prominently by Gellner who states that “political
and national unity should be congruent’ (1983: 1). This approach to nationalism dictates that
the nation is created, invented (ibid) or imagined (Anderson 2003) in reaction to nationalism.
For Anderson, the nation is a political community that seeks to secure political autonomy in
defence of the primary interests of the nation. Nationhood is ‘imagined’ in the sense that it is
socially constructed at the collective level and psychologically constructed at the individual
level. Understood in this way, the nation does not ‘exist’ as such, at least not in the empirical
sense, but is imagined by members of a national community. The objective of nationalism, or
as Guibernau describes it, ‘common project for the future’ (2004: 8), is necessarily political in
nature as self-governance can only be achieved through political means. Nationalism in this
thesis is theorised as political (both as a practice and an ideology), because it is this political
destiny that mobilises the transition from possibility to actuality. The political dimension of
nationalism is prominent for stateless nations in particular. In the case of Catalan political

nationalism, this movement seeks detachment from the Spanish state and the political
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independence of Catalonia through the creation of an autonomous Catalan nation-state (see

section 1.1).

The concept of banal nationalism as proposed by Billig (1995) explores how the
phenomenon of nationalism is experienced at the local level by individuals and groups. It
explains how nationalism is so intrinsically intertwined with Western and modern perceptions
of group membership that belonging to a nation becomes unquestioned, naturalised, and
ultimately, banal. The central thesis of Billig’s Banal Nationalism posits that ‘there is a
continual “flagging” or reminding of nationhood’ (1995: 8). Through this repetitive and
constant flagging, the reification and reproduction of the nation is accomplished through a
variety of means such as symbols, anthems, festivals, flags, and, significantly, the ‘national
language(s)’. What is of particular relevance to this study is that the theory of banal nationalism
highlights two different but correlated forms of nationalism: one at the state/official level (i.e.
textbook discourses) and the other at the popular/banal level (i.e. student discourses). Student
focus group discussions explore the interrelatedness of these two dimensions in the analysis of
students’ own interpretations and subsequent discussions of nationalist discourses as they are
reflected in different textbook prompts (see section 4.3 for research methodology). However,
and emphasising this banal dimension of nationalism, the participants in this study rarely refer
to concepts such as ‘nation’ or ‘nationalism’ overtly, as seen in the focus group analysis in

Chapters 5 and 6.

Expressions of nationalism are therefore multiple. The performance of a national
identity or identification with a nation can be considered as an expression or enactment of
nationalism itself. In this way, Bechhofer and McCrone argue that ‘there is no finite end to the
process of social identification; it is not simply a question of being, but one of doing’ (2015:
3). The next subsection explores the ways in which social actors ‘do’ nationalism via identity,
specifically the intricacies pertaining to the construction of (national) identities that are
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manifest in discourses of nationalism, as well as the role of languages, agency, belonging, and

positionality in this complex process.

2.2.3 ldentity construction, interactivity, and positionality

Identification with a nation forms part of a much wider constellation of other identities which
assist in the formation of self, especially in the context of the West where national identification
is not only taken for granted (i.e. naturalised and banal, see Billig 1995), but is essential for the
understanding of social identity and mobility. Before attempting to explain the concept of
national identity, it is necessary to explore the concept of identity itself. Identity is theorised

by Wodak et al. as a multifaceted and plural concept which resists definition:

The concept of identity [...] never signifies anything static, unchanging, or substantial,
but rather always an element situated in the flow of time, ever changing, something
involved in a process. (2009: 11)

This definition is reinforced by Guibernau who views identity as an ‘interpretation of the self
that establishes what and where the person is in both social and psychological terms’ (1996:
72). Identity is thus socially constructed both at an individual level (psychologically) and at a
collective level (socially). At an individual level, identities are significant because of a
psychological and anthropological need to ‘belong to a community’ (ibid). ldentities are
socially constituted, multiple, fluid, and negotiable because the societies in which they are
nurtured are themselves fluid (Wodak et al. 2009; Guibernau 1996). The understanding of
identity in this thesis corresponds to this dynamic constructivist approach, though it must be

noted that group identity building is influenced by both constructivist and essentialist
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ideologies, as can be observed in focus group discussions (see section 5.4). Central to
constructivist theorisations of identity is the importance of interactivity in the making of
identity through co-construction, negotiation, and contestation. Goffman describes this process
between social actors as a ‘ritual dance’ (1967: 31) which is performed in social settings rather
than being possessed a priori. For this reason, the study also draws heavily on Bucholtz and
Hall’s conception of identity, who emphasise the performative aspect of identity construction.
The authors conceptualise identity as both interactionally emergent, as well as intersubjectively
produced (2005: 587). This interpretation stresses the interrelationship between discourse,
interaction, and identity and thus guides the understanding of identity employed throughout

this thesis.

In what Omoniyi and White term the ‘sociolinguistics of identity’ (2006: 1), this thesis
perceives identity construction as a discursive and interactive process and one of social
positioning, in which social actors indexically position themselves and others through “displays
and ratifications of acts and stances’ (Ochs 1993: 291, also Bucholtz and Hall 2005).
Positioning theory is therefore integral to this conception of identity. Positionality is defined

by Jaffe as:

[h]ow speakers and writers are necessarily engaged in positioning themselves vis-a-vis
their words and texts (which are embedded in histories of linguistic and textual
production),  their  interlocutors and  audiences  (both  actual and
virtual/projected/imagined), and with respect to a context that they simultaneously
respond to and construct linguistically. (2009: 4)

The social act of positioning orients communicative acts in a given direction (Ribeiro 2006:

50), where meaning is (co-)created, contested, negotiated, challenged, etc. In the context of this
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study, positioning practices are crucial for understanding how social actors frame interaction,

as well as how others are framed in group discussions (cf. Blackledge and Pavlenko 2004).

Focus group interviews were designed to prompt metalinguistic discourses and, through
classificatory questioning, transparently demand that participants negotiate their positions on
certain topics of interest (see section 4.2.4 for research design). Students therefore engaged in
local stance-taking practices by comparing and contrasting the dominant discourses reflected
in textbooks with their own diverse interpretations of these, sometimes in collusion and
sometimes in contestation. By drawing upon the socially indexical quality of discourse in
interaction (see section 2.4 below), students discursively negotiated their positions with and
against each other with regards to relevant topics of their environment. This concerns both
interactive positioning, or how ‘one person positions another’ (cf. Davies and Harré 1990), and
reflective positioning, or how ‘one positions oneself” (ibid). What is pertinent here is that in
these interactive discussions and positioning practices, which rely heavily on ideological
structures and indexicality, participants also negotiate, mediate, and co-construct their

identities.

2.2.4 National identification and the role of language

Identification with a nation is a complex and plural process. Hjerm defines national identity as
the ‘awareness of affiliation with the nation that gives people a sense of who they are in relation
to others’ (1998: 337). This does not only concern who people accept as being like themselves,
but also the different claims to be ‘like themselves’ they accept or reject (Bechhofer and

McCrone 2015). National identities are thus consolidated and promulgated, shaped and
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reshaped, at the expense of antagonising other national identities. The importance of
homogeneity in the construction of national identity is emphasised in the dogma of
homogeneism, modelled by Blommaert and Verschueren, which supports ‘a view of society in
which differences are seen as dangerous and centrifugal, and in which the “best” society is
suggested to be one without intergroup differences’ (1992: 194-195). Language in particular
enables speakers to communicate with each other, which can reinforce a sense of shared
community and familiarity or, conversely, leave fertile ground for conflict and division. This
bidirectional quality of language is something of a paradox in the sense that it both unites and
divides; it may simultaneously create ‘identity and discontinuity’ (Blommaert and Verschueren
1992: 370). The natural barrier of linguistic (in)comprehensibility thus facilitates the (dis)unity
of groups and communities. In nationalist conflicts in particular, language is habitually used as
a means to legitimise one’s nation, or alternatively to delegitimise another’s. The different
evaluations of language use and structure inevitably promotes or directly leads to linguistic and
national conflicts and naturalises group (or national) boundaries. This is the case for many
multilingual societies (Trudgill 2000), in which linguistic varieties and communities are in
contact. These conflicts, as explored below in section 2.4, are never exclusively about
language, but are underpinned by a complex web of different ideological beliefs that pertain to

language, space, and identity construction.

The symbolic power of sharing a common language is such that it has facilitated the
legitimation of the nation in the reproduction of a naturalised and widespread assumption that
language and nation must be congruent and that nations should be linguistically homogeneous.
One of the most widespread language ideological beliefs concerns the ideology of ‘one-nation-
one-language’. Originating in the European nationalist movements of the eighteenth and
nineteenth centuries, it considers (named) language a natural and instrumental tool for national

cohesion and the construction of a collective national identity and subsequent justifications for
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claims of statehood (Gal and Irvine 1995: 968). Institutional backing, higher prestige, status,
and symbolic power are granted to the constructed national language, typically at the expense
of delegitimising and minoritising the other ‘non-national’ linguistic varieties within the same
geographic or administrative area. In this inherently exclusive conception of linguistic,
territorial, and national boundaries, multilingualism and multiculturalism are perceived as a
threat leading to linguistic stigmatisation, marginalisation, and, in extreme cases, repression.
The significance of language in particular in the framing of ethnolinguistic belonging and the

construction of catalanitat is of particular interest to this study (see section 5.4).

Language is also occasionally conflated with a specific territory or space, in an iconic
linkage that is considered as inherent and timeless. This concerns an anthropological and
sociological desire to ‘belong’ to a community (see Guibernau 1996). In many essentialist
views of nationhood and national identity, the nation must necessarily be anchored in a specific
place at a specific time. These spatial boundaries or borders are symbolically important for the
consolidation of a national identity (Diener and Hagen 2010) as a common territory evokes the
idea of a shared ‘homeland’, which is emotionally powerful in the context of nationalism
(Guibernau 1996). A sense of ‘national’ belonging is therefore central to national identification
and consequently many expressions of nationalism. For this reason, Anderson labels
nationalism as limited (2003), as nations are constricted in some way by boundaries (in
geographic, cultural, and political terms), beyond which exist other nations. In this thesis, space
is conceptualised here as socially produced, multiple, relational, unfinished, and contested
(Auer and Schmidt 2010), which are also typically delineated by boundaries. Borders are thus
social constructions, which have symbolic meanings, express power-relations, and are
inherently associated with identity: sameness on the one side, and otherness on the other. These
imagined and discursively constructed dividing lines (political, linguistic, administrative,

cultural, etc.) are reified and ratified when enacted by social practices in social interaction, such
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as in focus group discussions. In many respects, this study investigates the ways in which
Catalan and Valencian students ‘do’ borders, as well as the language ideological assumptions

about language and language usage that underpin and legitimise their spatial discourses.

The next section addresses the institutional frameworks within which dominant
ideologies and discourses are created, produced, and circulated, with a focus on the modern
education system and the school and curricular texts as an important site of power, ideology,
and discourse. The ways in which didactic materials (i.e. textbooks) are managed at the local,
regional, and national level are also assessed. Central to this discussion is the concept of

language(-in-education) policies.

2.3 Current approaches to Language Policy

2.3.1 The field of Language Policy and Planning (LPP)

Research in LPP started in the 1960s (see Johnson 2016 for a recent historical overview). As a
subfield of sociolinguistics with a strong focus on the linguistic challenges of post-colonial
settings, particularly the linguistic problems of newly formed states, the development of new
grammars and writing systems (Ricento 2006) and the status and officiality of these languages
(Ferguson 2006). During this early period of language policy research, it was considered
desirable to apply the essentialist and monolingual models of Western Europe to newly
independent states. Underpinned by ideologies of ‘one-language-one-nation’ and the dogma of
homogeneism (see above), the idealised model of society was thus both monolingual and

culturally homogeneous. Scholars have since identified the theoretical shortcomings that
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characterised some of the LPP field at the time, namely the treatment of language as a fixed
phenomenon (Pennycook 2001) and the perception of multilingualism as a threat to

modernisation.

These limitations led to a heavy rethinking of LPP, in what is referred to as the revival
of LPP field (Hornberger 2006). Characterised by a constructivist epistemology and a dramatic
turn to the critical, contemporary scholarship on language policy considers the wider socio-
political context in which languages are planned (Shi 2015), embracing rather than rejecting
societal multilingualism, and operate with a post-structuralist conception of linguistic
phenomena as non-static and fluid. Central to this constructivist conceptualisation is the notion
that language is inherently social and that contemporary language policy research must
consider the interconnectedness between language, its speakers, and the environment in which
it is situated, as well as other social variables. This post-structuralist understanding of language,

and by proxy language polices as a social construct, is adopted in this thesis.

Modern scholarship is additionally labelled as critical LPP (Johnson 2016; Shi 2015),
using a diverse range of methods such as Critical Discourse Analysis (CDA), critical literacy
studies, and critical pedagogy to theorise language policy in a critical light. According to
Tollefson, in language policy research the term ‘critical” has three interrelated but not mutually

exclusive meanings:

e It refers to work that is critical of traditional, mainstream approaches to
language policy research;

e Itincludes research that is aimed at social change;

o It refers to research that is influenced by critical theory. (2006: 42)

The first meaning of critical language policy has already been discussed above in relation to

the limitations of traditional LPP research in the 1960s and 1970s. The second ‘examines the
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role of language policies in social, political, and economic inequality’ (ibid: 43). Such research
serves to investigate the impact on linguistic rights and inequality perpetuated by dominant
language policies for minority or minoritised communities. Particular attention is drawn to the
reproductive power of language policies in the reinforcement and protection of the interests of
dominant groups (Tollefson 2006). The third meaning of critical language policy according to
Tollefson draws many similarities with the second and concerns ‘the processes by which
systems of social inequality are created and sustained’ (Tollefson 2006: 43). This body of
research focuses less on linguistic practices themselves and more on the discursive function of
language in policies, ‘with their attendant ideologies and as sites where social relations were
reflected, reproduced, and contested’ (Ricento 2006: 15). A discursive and critical ideological
approach to language policy (see McCarty 2011; Lo Bianco 2005) thus explores the
intersection between language, discourse, and power dynamics, and the importance of context
in the shaping of language policies. Despite the optimistic goal of exposing social inequalities,
critical language policy research has been criticised for being ‘too deterministic and
underestimating of local agency’ (Shi 2015: 123). Unlike early LPP scholarship, these works,
in what is often called the third wave of LPP research, investigate linguistic communities from
a ‘bottom-up’ perspective by examining the resistance and impact of dominant language
policies as a means of promoting linguistic self-determination and identity. This body of
scholarship is further described as being ‘characterized by increasing attention to how language
ideologies and discourses interact with LPP processes’ (Johnson 2016: 12). Thus, the hallmark
of critical LPP research has concerned the uncovering of how macro-level policy texts and

discourses are related to micro-level interactions (ibid).

While it has been common practice to refer to state-authored policy as ‘top-down’ and
community-authored policy as ‘bottom-up’, Johnson argues that what can be perceived as ‘top’

or ‘bottom’ is relative and fails to capture the ‘multiple levels of context which influence

40



language policy and ignores how policy-making power can be differentially allocated within

999

the “community”” (2013: 108). Furthermore, Johnson contends that this questioning and
reconceptualization of the macro-micro dialectic is becoming an important feature of what he
describes as a fourth wave of LPP research. This fourth wave explores the relation and synergy
between micro and macro structures of language policy (Johnson 2016) and considers language
policy documents as a by-product of larger socio-political and sociocultural discourses of that
particular time (Barakos 2016). From this perspective, the different levels in which language
policies operate are not isolated but synchronically interrelated, comprising a language policy
cycle (cf. O’Rourke and Nandi 2019: 494) or continuum (Canagarajah 2006). In addition to

this reconceptualisation of the macro-micro dialectic, Johnson explores several other

characterising features of this emerging body of research:

e Shifting definitions of ‘language policy’;

e The continued exploration and testing of theoretical frameworks with empirical data
collection;

e Increased focus on research methodology, which has entailed (among other things)
increased attention to ethics, positionality, and advocacy;

e Development of discourse analytic approaches for LPP research. (2016: 14)

There has been thus a progressive shift from LPP scholarship focused on official written texts
(i.e. at a macro level), to conceptualising language policy as products of discourse and as texts
which are both spoken and written at various levels (Johnson 2016: 15; see also Liddicoat and
Taylor-Leech 2020: 4). Even when policies are intent to promote languages, they may not
always be well conceived, received, resourced, or implemented (Wiley and Garcia 2016). As
such, individual agency and the interpretation, negotiation, or resistance to language policy are
at the centre of much contemporary LPP research, including the present study. Agency is

defined by Liddicoat and Taylor-Leech as ‘mediated by structure, or the recurring patterned
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arrangements that influence or limit the choices and opportunities available to individuals in
society’ (2020: 9). This thesis takes individual agency as a social actor’s ability and action to
position oneself reflexively and interactively position others (cf. Blackledge and Pavlenko
2004: 20). Individuals are therefore agents in the production of their own and others’ social
selves (Ochs 1993: 296). Social actors are not merely passive members of society, but active
contributors to the social world in which they live, including language policy matters. As has
been detailed above, interactants (co)create context and meaning in social interactions and
practices. The rejection, contestation, and dismissal of dominant and institutional discourses,
for example, is achieved through the agentive power of social actors and is therefore an

essential concept for the analysis of data.

In the interplay of power, identity, and agency, some voices are silenced whereas others
are privileged. As detailed in section 1.2.3, student perspectives on the language ideological
dimensions of Catalan and Valencian LL textbooks are minimal in Catalan and Valencian
society. This is significant in light of the frequent allegations of political indoctrination which
circulate in media and political circles with regard to curricular content. In this respect, student
voices pertaining to the politicisation of Catalan and Valencian language learning are silent,
and seldomly guide instruction or official policy making. A platform that facilitates these
voices is therefore lacking. Drawing upon the notion of voice as a sociolinguistic tool that
assists in the identification of social formations which are otherwise invisible (Dong 2017: 12),
this thesis addresses the invisibility of student voices in order to ‘make public the diversity of
Student Voice practice in local contexts’ (Czernaiwski and Kidd 2011: xxxvi). This was
achieved by conducting focus group interviews (see section 4.2.4) in order to record students’
own perspectives and thoughts on these topics, and thus enable their voices. The textbook
comparison exercise in particular (see section 4.3) provides an opportunity otherwise not

typical in a school setting. This thesis therefore explores students’ agentive role in interpreting
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macro language-education policies (i.e. as reflected in textbook discourses) in the micro-setting
of the individual focus groups (i.e. students’ metalinguistic discourses and textbook
metacommentaries). In so doing, it contributes to a growing body of scholarship which
investigates the local agency of social actors in reaction to dominant language policies in local

contexts (see section 1.2.2).

An additional recurring observation on the field is that an all-encompassing theory or
framework for LPP does not exist (Wiley and Garcia 2016; Ricento 2006; Kaplan and Baldauf
2003). The LPP acronym itself implies that policy and planning are distinguishable. In early
LPP research, language policies and language planning were understood as separately ‘two
different activities’ (Kaplan and Baldauf 2003: 6), in which the former was the result of explicit
efforts (typically written document of legislation) by the latter to influence and manipulate
language use (ibid). In this thesis, language policy is conceived not as the result of language
planning, but holistically as the culmination of several different yet interrelated sociolinguistic
processes through which policy decisions (both implicit and explicit) are made. Theorised this
way, language planning is but one of these processes and necessitates language policy (Wright
2004), whereas language policy may exist without explicit language planning. This inclusive
and general approach to language policy is reflected in Shohamy’s definition as ‘sets of
principles regarding language behaviour’ (2006: 49; see also Wright 2004: 1). While this
approach is helpful for the disambiguation of policy and planning and the relationship between
the two (i.e. as not separate activities), it does not overtly account for the significant
extralinguistic (i.e. contextual) and metalinguistic (i.e. ideological and discursive) factors and

contexts that condition language policy at various levels.

There is not a core body of literature which foregrounds language ideological
approaches to LPP scholarship. Language ideological approaches are much more prominent in
scholarly work that is positioned as Language Politics or the Politics of Language (e.g. Ricento
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2019; Horner 2015; Jaffe 1999, see also discussion in section 2.4). However, this is not to say
that discourse and language ideologies are absent in LPP research. As Liddicoat and Taylor-
Leech remark, LPP came to be seen as ideological and discursive as early as the mid-1980s in
the investigations on language rights from a post-modern perspective (2020:3). There is thus a
recognition that LPP can also be covert and unexpressed in textual forms (both spoken and
written). In order to understand more implicit forms of LPP, much contemporary research
theorises LPP as discourse (Liddicoat and Tayler-Leech 2020: 4; Johnson 2016; Tsui and
Tollefson 2007; Shohamy 2006; Lo Bianco 2005). Drawing on this research, this thesis
understands language policies as inherently discursive, and thus, as underpinned by language
ideological beliefs (concepts which are developed in section 2.4). Language policies represent
articulations of the ideological beliefs of a society about the value of languages and their use
(Liddicoat 2013) in a particular spatio-temporal context. The discursive dimension of language

policy as theorised in this thesis is articulated by Barakos as follows:

In this vein, ideologies and their analyses need to be addressed at both a macro- and a
micro-level, guided by the question of how, where and why ideologies emerge. The
macro-level relates to meta-discursive action, for example, policy debates about
language, people’s ordinary beliefs about language and their actions in specific

contexts. (2016: 38)

Language policies index the discourses which exist at the time of their creation and shape future
discourses (Johnson 2016; Barakos and Unger 2016; Liddicoat 2013). Barakos (2016)
highlights the interrelationship between language and society, in that policies are discursively
constructed and meta-discourses about policies can be considered mutually constitutive of
policy meaning, as well as constituted by it. The following subsection turns to a particular and
well-researched site of language policy and ideological production: the school setting and state

school curriculum.
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2.3.2 Language-in-education policies and textbooks as policy texts

Since the inception of language policy as a field of inquiry, LPP scholars have theorised
language planning as a primarily explicit practice. That is, language management cannot occur
covertly and is typically reified through discourse, as seen above. As an overt practice,
language planning measures are implemented by institutions or bodies which are often in
positions of power and authority at local, regional, and national levels. Cooper defines language
planning as the ‘deliberate efforts to influence the behaviour of others with respect to the
acquisition, structure, and functional allocations of their language codes (1989: 45; see also
Shohamy 2006: 49). According to the theoretical framework of language planning developed
initially by Hornberger (1994) and recently by Kaplan and Baldauf (2003: 202, see also Wiley
and Garcia 2016: 49), language management is implemented across four interrelated areas:
Status Planning (‘about society’), Corpus Planning (‘about language’), Prestige Planning

(‘about image’), and ‘Language-in-Education Planning’ (‘about learning’).

Status planning concerns ‘the external social goals for language(s) and their use that
must be made in a society about the language environment or language ecology that is to be
created’ (Kaplan and Baldauf 2003: 203). This primarily involves the status of a language by
promoting and ‘encouraging its use in wider areas and in particular by public authorities, such
as government and the judiciary’ (Mar-Molinero 2000: 78) through means such as proscription
and linguistic revitalisation efforts (see section 3.4). Originally conceived as a subset of status
planning, prestige planning is defined as ‘those image or prestige-related goals that need to be
met to promote and intellectualise a language effectively so that the language has the stature to
develop and sustain a stable language environment or language ecology’ (ibid: 222). The
primary goal of prestige planning is thus the promotion of language at all levels so that a

particular linguistic variety can be perceived as culturally prestigious and symbolic by the
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language community. Corpus planning involves the ‘internal linguistic goals that need to be
set to codify, standardise, modify, or elaborate a language(s) so that the language is capable of
developing and sustaining the language environment in which it exists’ (ibid: 209). In order to
accomplish this, the primary goals of corpus planning according to the authors concern
‘enhancing and refining the linguistic functions of a language through lexical modernisation,
stylistic modernisation, renovation and internationalisation’ (ibid: 213). These changes are
carried out and planned typically in state-supported language institutions by ‘elite model
givers’ (Wright 2004: 1). Much corpus planning is embodied and reproduced in the educational
domain, such as in dictionaries, standard grammars, language campaigns, and of course,

curriculum materials such as textbooks.

Out of the four major areas of implementation of language management according to
Kaplan and Baldauf’s model, Language-in-Education policy is of most relevance to this thesis.
The authors define this type of policy planning as ‘user related learning goals that need to be
achieved, usually through the educational (formal and extrinsic) system’ (2003: 217). This
concerns not only how targeted languages are being learnt and taught at school, but also how
the specific methods and pedagogic materials necessary for this process are developed (cf.
Wiley and Garcia 2016: 50; Tollefson 2013; Wright 2004). According to Liddicoat (2013, see
also Shohamy 2006), the education system is both the object of work in language planning and
policy and also a mechanism through which these policy goals are achieved. Language-in-
education policies are often used by authoritative institutions to promote ideologies in society
through formal education. Language-in-education policies can be overt written texts and
official documents (curricula, laws, etc), or embodied in school materials (textbooks,
instruction, assessment). Language-in-education policies are particularly influential in the
context of state schooling in that these institutions are tied to the nation-state (e.g. national

curriculum) and are spaces in which official policies are accorded both authority and
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legitimacy. An overview of the most relevant official language-in-education policies in the

contexts of Catalonia and the Valencian Community is detailed in section 3.4.

One of the ways in which this externally placed authority and legitimacy is manifest is
in the didactic materials used in the school itself. Thus, this thesis considers textbooks (in a
state-school context) as inherently part of an ideological state apparatus, functioning as
powerful texts that are explicit, tangible, and authoritative statements of language-in-education
policy positions (cf. Liddicoat 2013). As such, textbooks operate not only as pedagogic tools
but comprise a specific form of ideological production. Curdt-Christiansen and Weineger
further elaborate on the intimate inter-relationship between language teaching, textbooks,

language policy, and ideology:

As sociocultural materials, they [textbooks] are the products of complex selective
processes reflecting political decisions, educational beliefs and priorities, cultural
realities, and language policies. As such, language teaching and learning are not
ideologically neutral practices; they are located within complex webs of political and
historical contexts and sociolinguistic practices, all of which is mediated through the
textual and visual worlds of textbooks. (2015: 1)
The authors highlight the complex ideological dimensions of these authoritative texts. In this
respect, textbooks are particularly influential given their protagonist role in classrooms around
the globe (Risager 2018; Harwood 2014; Nicholls 2013; Koutselini 2012; Bartamolé 2008),
including not only the current Spanish state education system (Bonafé 2002), but the Catalan
or Valencian language classroom itself (cf. Ferrer 2015). Textbooks are also authoritative
insofar as they are often perceived (and used) as artifacts which disseminate ‘true’ or

‘legitimate’ knowledge (cf. Lomas 2002: 197).” Apple and Cristian-Smith reflect on the

influential role of textbooks specifically in the (re)production of this knowledge. They state:

7 This was observed in several interactions with participants in focus groups, where many students stated that they were not

overly familiar with engaging with textbooks critically (i.e. specifically in the discussion of multiple perspectives in relation
to how textbooks are written and how topics are represented). Similarly, and in another striking example, one student (Lia in
VC Group 3) considered her Valencian LL textbook’s depiction of language as more legitimate than her own (albeit

47



As a part of a curriculum, they [textbooks] participate in no less than the organised
knowledge system of society. They participate in creating what a society has recognised
as legitimate and truthful. They help set the canons of truthfulness and, as such, also
help recreate a major reference point for what knowledge, culture, belief, and morality
really are. (1991: 4; their emphasis).

It is not necessarily society as a whole that decides whose culture is represented in textbooks,
but rather what certain (powerful and dominant) sectors of society consider to be legitimate
and truthful. Textbooks are finite spaces and certain information is always privileged over
others. Stakeholders (e.g. legislators, policy makers, publishing houses, etc.) thus possess a
great deal of responsibility (and thus authority) in selecting what to include in textbooks, and
significantly, what to exclude from them. Lopez Navajas’ (2014) illuminating research sheds
light on this phenomenon, specifically in relation to the representation of women in ESO
textbooks. The author identifies a low presence of women across all subjects (12.8%), even
falling to under 10% for higher level materials (i.e. 3° and 4° ESO). Lopez Navajas concludes
that ESO textbooks are excessively limited in their treatment of women, omitting a great part
of their contributions throughout history. Moreover, the author considers such textbooks as an
‘efficient instrument in the systematic erasure of female knowledge’ (ibid: 301), 8 exemplifying
how textbooks (and the institutional frameworks which facilitate their production and
distribution) contribute to the construction (or erasure) of knowledge, and importantly, how

this knowledge is filtered through invested interests and ideological beliefs.

As stated in section 1.4, one of the main research questions of the present thesis is to
investigate how Catalan and Valencian students interpret and respond to official (i.e. macro-

level) language-in-education policies as they are reflected in and across Catalan and Valencian

different) perspective on the same topic. In reference to the perceived representation of the Valencian linguistic variety as a
‘language’ in her Valencian textbook (Morell 2012: 24), Lia states that ‘si el llibre diu que és una llengua, sera una llengua’
(if the textbook says it is a language, then it must be a language). In this example, the tension between Lia’s own view and
the contrasting position of the textbook was resolved by conceding the authority of the text. For similar examples of
perceived textbook legitimacy, see Unger (2016: 124).

8 ‘un eficiente instrumento de ocultacién sistematica del saber femenino’.
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LL 4° ESO textbooks (see Chapter 6). The participants’ metacommentaries of textbook
discourses are, in and of themselves, reflections on not only contemporary language policy
matters, but also dominant language ideological beliefs. The primary focus of the next section
is to explore the plural concept of language ideologies and language ideological approach this

thesis adopts.

2.4 Adopting a language ideological approach

2.4.1 Language ideology as a field of inquiry

Developing as a field in parallel with language policy, the vast expanse of sociolinguistic
research over the past six decades has shed light on the fluidity and variability of language
structure and use. Researchers no longer conceptualise language in an objectivist framework
as fixed and asocial, but as constructions which are inherently social, dynamic, and ideological
(May 2014). The theorisation of language ideologies was instrumental in this shift from an
essentialised and structural conception of language to one that is fundamentally rooted in social
constructivism. As discussed in section 1.2.1, language ideologies are theorised as cultural
systems of ideas and beliefs, which inform not only the way in which people view language
itself, but also broader relationships between language and society. Language ideological
matters are therefore never about language alone (Woolard 1998; Schieffelin, Woolard, and
Kroskrity 1998; Woolard and Schieffelin 1994) but are contingent upon multiple and varied

extralinguistic factors.

While the ideological dimension of language was originally overlooked in much of the

early sociolinguistic and linguistic anthropological scholarship, the field of language ideology
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has since developed into an increasingly significant academic tradition and well researched
field of inquiry. Studies with a focus on language ideology started in the late 1970s, in particular
with Silverstein’s contribution to the field. Silverstein defined language ideology as ‘sets of
beliefs about language articulated by users as a rationalization or justification of perceived
language structure and use’ (1979: 193). Silverstein’s seminal definition brings insight into
how certain social realities are rationalised by ideological beliefs about language and how these
mediate links between language practices and different social structures. Irvine and Gal expand
on this and similarly define language ideologies as ‘ideas with which participants and observers

frame their understandings of linguistic varieties’ (2000: 35).

A fundamental aspect of ideology is that this ‘framing’ is necessarily embedded in the
different contexts of the social actors in question. Kroskrity’s interpretation of language
ideology in particular highlights the multidirectional and plural nature of ideology, in which
the construction of identity, language, and power dynamics are all intrinsically interlinked. He
defines language ideology as ‘beliefs, feelings, and conceptions about language structure and
use which often index the political economic interests of individual speakers, ethnic and other
interest groups, and nation states’ (2010: 192). McGroarty similarly theorises ideologies in this

way:

[ideologies] related to language and language use do not exist in a vacuum,
conceptually or temporally; they overlap and continually share social and conceptual
territory with other core beliefs and related agendas that influence decisions regarding
appropriate alternatives in education, work, government policies and so on. (2010: 3)

McGroarty’s theorisation emphasises the plurality of ideology as well as the notion that
ideology is not a single belief system, but one that is shared and embedded in dominant value
systems (cultural, educational, political, etc.) that is also legitimised and naturalised through
institutionally circulated discourses (Curt-Christiansen and Weninger 2015). Language
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ideologies are therefore not only culturally and historically situated, but intrinsically tied to
power relations and dominant forces. The analysis of language ideologies therefore sheds light
on how these hegemonic power structures are maintained, or alternatively, how they are

contested, accepted, negotiated, et cetera.

The plural nature of ideology poses certain theoretical difficulties, however, as one of
the main criticisms of the field is a lack of conceptual unity and a range of definitions (Kroskrity
2004; Eagleton 1991). Approaches to ideology primarily (though not exclusively) diverge in
neutral (cognitivist) and critical (constructivist) conceptualisations, though scholars such as
McGroarty argue that this binary opposition is becoming increasingly seen as more of a
continuum than a clear dichotomy (2010: 7). A neutral or cognitivist approach to language
ideology assumes that all mental phenomena (ideas, beliefs, attitudes) related to language are
ideological (e.g. Spolsky 2004). Blommaert defines the neutral approach as a ‘generalizing
phenomenon characterizing the totality of a particular social or political system and operated
by every member or actor in that system’ (2005: 158), which according to Woolard and

Schieffelin also consists of ‘all cultural systems of representation’ (1994: 57-58).

For the purposes of this study, adopting a neutral approach to ideology is unsatisfactory
as it underestimates the discursive power of language and trivialises the relationship between
systematic belief systems concerning language and power relations, structures, and struggles.
Instead, a critical interpretation is employed, thereby acknowledging the difference between
student participants’ language attitudes and ideologies. Though these lines are indeed blurred,
in this thesis ideologies are understood as different from other mental phenomena in that
ideologies are specifically context-bound and thus embedded in social, political, and cultural
structures. Critical ideology is taken here as outlined by Blommaert, a ‘specific set of symbolic
representations [...] serving a specific purpose and operated by specific groups or actors’
(2005: 158). Blommaert’s theorisation of critical ideology is also significant in that it highlights
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the plural and group dimensions of ideology (cf. McGroarty 2010). Ideologies in this thesis are
not understood as individual nor singular, but as necessarily structural, multifaceted, and

spatio-temporally situated.

One of the central aspects of this thesis is the exploration of Catalan and Valencian
students’ language ideological beliefs, not only in their discussions of wider issues of their
environment (e.g. language politics, developing socio-political events, etc.), but also in relation
to students’ perceptions of the language ideologically informed representations (and
differences) in and across Catalan and Valencian LL textbooks which are used as prompts in
focus group interviews. Critical studies of ideologies and language policy, including the present
study, aim to address the bidirectional relationship between lived experiences and ideological
beliefs about language, in which converging and diverging ideological strands between both
individuals and collectives may occur (Kroskrity 2004). The primary goal of the analysis of
student focus group discussions is not to contribute directly to the wider theoretical discussions
concerning language ideologies, but rather to employ a language ideological approach to
language policy as a conceptual lens to make sense of the participants’ socially situated

experiences and ideological beliefs, as they were articulated in the focus group discussions.

The study of language ideologies is of relevance to this study precisely because
ideologies mediate social and (ethno)linguistic identities and practices. As a result, they possess
an important reproductive power and are highly influential in the (un)making of groups and
collectives. Language ideologies are thus instrumental in the reproduction and maintenance of
both social and linguistic boundaries and hierarchies (Gal and Irvine 1995); the construction of
identities and by proxy notions of Other and Self; the constitution of social groups, as well as
the valorisation and rationalisation of linguistic practices (Silverstein 1979). Much recent
language ideological work (see section 1.2.1) has focused on the value of languages in the eyes
of the speakers; how some linguistic varieties are seen to be legitimate or useful, while others
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are simultaneously inauthentic or useless. This work on notions of linguistic authority is the

focus of the next subsection.

2.4.2 ldeologies of linguistic authority

Recent language ideological research, including the present thesis, sheds light on the perceived
value of a linguistic variety in the eyes of a speaker or particular community (cf. discussion in
section 1.2.1). Research on the authoritative value of language first emerges in the seminal
piece by Gal and Woolard (1995) where the authors set out to explore the ‘role of linguistic
ideology and practices in the making of political authority’ (ibid: 130). The authors posit that
linguistic authority is established from two related but not dichotomous perspectives: on the
one hand, ideological constructions which consider languages to be ‘socially locatable’, and on
the other hand, those that emphasise the ‘aperspectival objectivity’ of language. The former are
linked to territorial belonging and essentialist epistemologies, while the latter are based on
cosmopolitanism and universality. Applying this theoretical conceptualisation of linguistic
authority to the socio-political and sociolinguistic context of Catalonia, Woolard (first in 2008
and most in recently in 2016) maps the ‘socially locatable’ aspect of language onto the concept
of linguistic authenticity, and ‘aperspectival objectivity’ onto the notion of linguistic
anonymity. Woolard defines the two non-dichotomous language ideologies of linguistic

authority as follows:

[...] an ideology of authenticity, which holds that a language variety is rooted in and
directly expresses the essential nature of a community or a speaker, and an ideology of
anonymity, which holds that a given language is a neutral vehicle of communication,
belonging to no one in particular and thus equally available to all. (2016: 7)
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Ideologies of linguistic authenticity thus mainly concern the value of a particular language
variety and its relationship to a particular community or speaker. In authenticity-based
discourses, origins and beginnings define essence. Thus, a linguistic variety must possess
locality and be rooted in a specific social or geographical space to be perceived as linguistically
authentic. In other words, it must necessarily be ‘from somewhere’. Similarly, a linguistic
variety is inauthentic when origin or locality cannot be traced. In contrast, for ideologies of
linguistic anonymity, a language is a ‘neutral vehicle of communication’ (Woolard 2016: 7)
which belongs to nobody in particular, and thus is equally available to all. Unlike in ideologies
of linguistic authenticity, social origins are often erased (Irvine and Gal 2000); if not, they are
represented as transcended. The relationship between anonymity and authenticity is not
dichotomous but interrelated; they are defined in relation to each other as poles on an axis of
linguistic differentiation (Gal 2012). Indeed, conceptualisations of authenticity are not always,
or necessarily, founded in (sociolinguistic) naturalism. One of the central arguments of
Woolard’s (2016) most recent work on linguistic authority in Catalonia is that a ‘post-natural’
authenticity is increasingly being perceived as a ‘project’ which can be a self-aware or reflexive
stance based on personal agency and choice. As stated in section 1.2.1, in Catalonia and other
small language contexts (i.e. Luxembourg, see Weber 2016), language ideological research has
identified a shift in the dominance of language ideologies of linguistic authenticity to ideologies
of linguistic anonymity. In other words, the identification of a transition from the construction
of a particular linguistic variety as a national symbol or as inherent to a particular
ethnolinguistic group and territory, to the language of inclusion, integration, and thus of nobody
and nowhere in particular. The ways in which participants in this thesis negotiate ideologies of
linguistic authority and corresponding (ethnolinguistic) identities is a primary focus in both

analysis chapters (see sections 5.4 and 6.3 in particular).

54



Taken as a whole, the understanding of language ideology employed throughout this
thesis, and through which data is analysed, is informed primarily by the works of those
discussed above (McGroarty 2010; Kroskrity 2010; Irvine and Gal 2000; Silverstein 1979).
Language ideology is conceived as a system of beliefs; a nexus and mediating tool between
perceptions of languages and different social practices and structures. As conceptual tools,
ideologies explain how both implicit assumptions and explicit belief systems influence
language uses, choices and behaviours, as well as how these communicative interactions are
perceived amongst members of a particular group. By adopting a critical and constructivist
understanding of ideology, this study argues that language ideologies both shape and are
shaped by the contexts within which they circulate and are inherently linked to power relations
and invested interests. Language ideological beliefs are not homogeneous and objective
representations of reality, but multiple, shared, and partial — always indexing some position in
some way. The next subsection addresses the ways in which ideologies are underpinned and
expressed through discourses, as well as some influential discursive strategies relevant to the

data analysis.

2.4.3 Discourse and discursive strategies

As systems of beliefs and cognitive processes, ideologies are also abstractions. These
ideological abstractions are materialised, articulated, and instantiated through the medium of
discourse. Like ideology, discourse is conceptualised in a multitude of ways and consequently
can refer to a variety of related phenomena. This thesis adopts Blommaert’s understanding of
discourse as ‘all forms of meaningful semiotic human activity seen in connection with social,

cultural, and historical patterns and developments of use’ (2005: 3). The relationship between
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discourse and society is cyclical in that, as a social practice, discourses not only reflect social
processes, but like ideologies, directly contribute to them. In other words, they are ‘socially
constitutive as well as socially conditioned’ (Van Dijk 2008: 25, also Fairclough et al. 2011).
This is expressed primarily through linguistic phenomena in the sense that ‘whenever people
speak or listen or write or read, they do so in ways which are determined socially and have
social effects’ (Fairclough 2001: 19). What is pertinent to this study is that this relationship
between language in society is reflected and mediated through discourse and underpinned by
(language) ideological beliefs (cf. discussion in section 2.3). Therefore, to examine ideologies

is to examine discourses.

The Foucauldian notion of discourse highlights the relationship between
communicative practices and ideologies underpinning language use (Foucault 1972: 220).
Here, discourses are understood as ideological in that ideologies are expressed through
discourses, which in turn circulate and naturalise the language ideological beliefs which
underpin them (Kroskrity 2010). According to Woolard (1998), discourse pertaining to
language is manifest in three main sites of language ideological production. The first is in
linguistic practices, the second in explicit metalinguistic discourse, and the third in implicit
metalinguistic discourse (ibid: 9). In this thesis, discourse is examined in two ways. First, via
the language of students, specifically in how differing or conflicting language ideological
beliefs about Catalan/Valencian and Spanish, embedded in a broader sociocultural, political,
and historical context, are discursively constructed and reproduced in focus group interactions,
and second, via the written language of the textbook prompts. The ways in which such language
ideologies are reflected in students’ metalinguistic discourses are therefore a central aspect of
this study. The focus group format is particularly suited for the analysis of discourses of
language in interaction, both in investigating students’ overt ideological metalanguage

(Blommaert 2005), i.e. that which is explicitly articulated (or contested), as well as by
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analysing what is not articulated, absent, or implicitly assumed (i.e. naturalised and hegemonic)
(Kroskrity 2004: 505). This study is therefore not an investigation of metapragmatic discourse
about linguistic practices, but of the language ideological dimensions of both overt and covert
metalinguistic discourse in response to on-going political and sociolinguistic happenings in
Catalonia and the Valencian Community, as well as of how these topics are represented in

different language policy texts, i.e. the Catalan and Valencian LL 4° ESO textbooks.

Discourses, which are upheld by dominant ideological beliefs, are moreover a medium
through which power relations are articulated and maintained. The ideological nature of
discourse assists in the reification of the status quo, the consolidation of dominant and
established power relations, and the (un)making of groups. Indeed, discourse is not inherently
‘powerful” or responsible for its own agency (Wodak 2009: 312) but is contingent upon the
multiple social actors and hegemonic structures which (re)produce and maintains it. Discourses
are a vital component in the reification and shaping of these processes. Here, this aspect of
discourse is essential to understand the intrinsic issues of power involved in the participants’
own discourses (i.e. local and individual) and those discourses reflected in textbooks (i.e.
dominant, institutional, and national), as well as the interplay between the two in focus group
discussions. Irvine and Gal (2000) propose three semiotic processes (iconisation, fractal
recursivity, and erasure), to describe how discourses pertaining to language are brought into
consciousness. They define these as ‘the way people conceive of links between linguistic forms
and social phenomena’ (ibid: 37). These processes underpin ideological constructions of
linguistic differentiation in particular. The first semiotic process is iconisation and consists of
a ‘transformation of the sign relationship between linguistic features (or varieties) and the
social images with which they are linked’ (ibid). Iconicity refers to how different linguistic
practices may index social groups and become naturalised, unquestioned, and essentialised

‘iconic’ representations of them (Gal and Irvine 1995: 953). The second concerns fractal
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recursivity (or recursiveness), which involves ‘the projection of an opposition onto some other
level’ (ibid: 38). It is based on the construction of an ideological distinction between groups in
relation to perceived (linguistic) differences which are made to be iconic in the creation of an
‘Other’. This is due to the symbolic nature of language which is often inextricably tied to
communities (see section 2.2.4 above), whereby the value attributed to a language becomes
recursively attributed to the members of that community (Ricento 2005: 355). This in turn
facilitates the construction and legitimation of both super and subcategories. The final semiotic
process within the tripartite model is erasure or ‘the process in which ideology renders some
persons or activities invisible’ (Irvine and Gal 2000: 37). Erasure promotes uniformity and
homogeneity by ignoring, generalising, or assimilating differential traits, in turn creating or
maintaining these linguistic distinctions and/or group differentiations. Irvine and Gal’s three
semiotic processes inform the ways in which participants construct and negotiate linguistic

boundaries in focus group discussions (cf. section 5.3).

An additional and related semiotic process relevant to the interpretation of data is the
concept of indexicality. An index is defined by Bucholtz and Hall as a ‘linguistic form that
depends on the interactional context for its meaning (2005: 594), while indexicalisation is
understood here as the semiotic and ideological process through which groups are constructed,
delimited, and categorised in a particular sociolinguistic setting or interaction (Gal and Irvine
1995: 973). While conceptually similar, indexes differ from icons in that indexicality produces
ideology through practices, whereas iconisation represents practice through ideology (Bucholtz
and Hall 2005). In other words, indexes have a relationship of contiguity, while icons have a
relationship of formal similarity or resemblance (Jaffe 2016: 87). These semiotic processes
provide a solid basis for mapping out students’ discourses, which are underpinned by
ideological beliefs and drawn upon in a focus group setting to make sense of wider issues of

their environment in a contemporary setting. Since ideologies both contribute to larger social
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belief systems and allow individuals to construe particular instances of discourse, widely
shared ideologies about language predispose speakers to interpret particular instances of
discourse in certain ways (Wortham 2003). Evaluations of indexes are therefore not fixed and
singular, but plural. The polysemic nature of social indexes is reflected in what Eckert describes
as an indexical field, which she defines as a ‘constellation of ideologically related meanings,
any one of which can be activated in the situated use of the variable’ (2008: 454). In
communicative acts and social interactions such as focus group interviews, certain terms or
‘referential indexicals’ (Jaffe 2016: 88) are deemed ideological depending on the purpose they
serve, the context in which they are articulated, and the political effects they generate (cf.
Eagleton 1991: 9). A given sign may be interpreted by some social actors as having an essential,
natural relationship with a social type, and by others as indexing social identities in a more or
less deterministic way (Jaffe 2016: 87). Both a fluid and fixed construction of identities was
observed in focus group discussions (see section 5.4). As per this study’s research design,
participants were asked to navigate between several indexical fields in the identification and
negotiation of complex ideological terms employed in and across authoritative and institutional
textbook discourses, and to mediate these with their own individual perspectives in group

interaction.

2.5 Conclusion

This chapter has introduced the conceptual and theoretical framework employed in this thesis.
It has aligned itself with a discursive turn in sociolinguistics and language policy that employs
a constructivist epistemological framework to explore the construction of boundaries and

linguistic differentiation. Specifically, this chapter identifies a language ideological approach
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to sociological concepts such as identity construction and language policy as the primary
conceptual lens through which the metalinguistic discourses of participants and their textbook
meta-commentaries in focus group discussions are analysed. In summary, the theoretical
underpinning of this research lies in an interpretative sociolinguistic approach to concepts such
as agency, identity, discourse, language ideology, positionality, and textbook reception. As
Horner and Bradley remark (2019: 302), some of the fundamental assumptions that characterise
a language ideological approach are: language is inherently social and political, debates about
language are never about language alone, and a neutral point of view is an illusion.
Understanding that language ideologies are necessarily context-bound, their interpretation and
analysis must also be positioned within an adequate contextual framework. The following

chapter fulfils this purpose.
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Chapter 3

Contextualising Catalan and Valencian language politics

3.1 Introduction

This chapter provides the necessary contextual information and applied theoretical knowledge
to frame the research questions of this thesis and facilitate analysis and discussion of the
sociolinguistic phenomena in question. The chapter starts by providing a sociolinguistic
overview of the Catalan language (3.2) and the sociolinguistic context of Catalonia (3.2.1). The
contested concept of a shared Catalan language community in the form of the Paisos Catalans
(Catalan Countries, 3.2.2), and the complex politics of language and identity in Catalonia
(3.2.3) are also explored. The following section (3.3) similarly explores the politics of language
and identity, albeit in the context of the VValencian Community specifically and the co-existence
of both an internal and external language dispute. The final section (3.4) details the official
language-in-education policies and linguistic revitalisation efforts which have been
implemented since the transition to democracy in both autonomous communities. This final
section moreover provides a comparative overview of the Catalan and Valencian education
systems more generally (3.4.1 and 3.4.2), and information pertaining to the compulsory school
subject Llengua Cooficial y Literatura (Co-official Language and Literature), as well as the
territorial variations of its curriculum contents in Catalonia and the Valencian Community

(3.4.3).
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3.2 The Catalan language

The Catalan language is a member of the Romance language family with its own internal and
mutually intelligible varieties. According to the estimate of the Institut Ramon Llull, a public
body tasked with the promotion of Catalan internationally, Catalan is spoken by approximately
14 million people, being the ninth largest language of the European Union (IRL 2019). Catalan
is a supraregional and pluricentric language distributed across various political and
geographical boundaries. Currently, the Catalan language is present in four different states:
Spain, France, Italy, and Andorra. However, since the linguistic boundaries of Catalan do not
necessarily coincide with political or administrative boundaries, there is a certain degree of
legal asymmetry in terms of its legal recognition and officiality. In Spain, Catalan is co-official
in Catalonia, the Balearic Islands, and the Valencian Community, and has some legal
recognition in La Franja de Ponent, or ‘the strip’, located in the Eastern edge of Aragon that
borders with Catalonia. Catalan also has a minor and historical presence in a small area in the
North-East of Murcia (EI Carxe) but lacks legal recognition in the Murcian Statute of
Autonomy (Vernet and Pons 2011: 64-65). Beyond the administrative boundaries of the
Spanish state, Catalan is present in southern France, specifically Roussillon, which
approximately corresponds to the current département de Pyrénées-Orientales. In many pro-
Catalan circles, this area has also historically been referred to as Catalunya del Nord (Northern
Catalonia). In Italy, specifically on the island of Sardinia in the city of Alguero (L Alguer),
Catalan is recognised as one of the historical minority languages according to Law 482/1999
of the Norme in materia di tutela delle minoranze linguistiche storiche. Finally, Catalan is also
spoken in the Principality of Andorra, where it is the sole official language of the state
(Andorran Constitution of 1993) and is furthermore the only independent state in which Catalan

is recognised as an official language.
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The spatial boundaries of Catalan are thus concentrated in Western Europe, though
there are millions of Catalan-speakers around the globe. Catalan dialectologists typically
establish a divide between Western and Eastern varieties of Catalan (Massanell i Messalles
2020: 373). These two divisions (or blocs) are known as the Bloc Oriental (i.e. Eastern variety)
and the Bloc Occidental (i.e. Western variety), with each one encompassing several
subdialectal variations. The Western or Occidental variety spans across Andorra, the occidental
part of Catalonia, the strip of Aragon, as well as the Catalan-speaking areas of the Valencian
Community and Murcia (for a discussion on Valencian specifically, see section 3.3). The
Eastern or Oriental variety covers southern France, the oriental part of Catalonia, the Balearic
Islands, and Alguero in Italy. According to Veny and Massanell, the main linguistic features

that characterise the different varieties are mostly phonological:

From a synchronic perspective, we can formulate this difference by stating that [...]
there is a reduction to five atonic vowels in occidental Catalan ([a], [e], [i], [0], [u]),
and three in oriental Catalan ([2], [i], [u]).® (2015: 89)

While the authors state that the major differential traits are of a phonological nature, the two

main varieties evidentally also feature morphologic, semantic, and lexical variations.

3.2.1 Knowledge and social use of Catalan

Given the focus of this thesis on the language ideologies of Catalan-speaking adolescents in a
school context, particular attention is given to the use of this language in this setting and by

this age group; that is students of 4° ESO (14-16 years of age) (see section 4.2.4). Recent

9 ‘Des d’un punt de vista sincronic, podem formular aquesta diferéncia dient que [...] es produeix una reduccio a cinc vocals
atones en el catala occidental ([a], [e], [i], [0], [u]) i a tres en 1’oriental ([2], [i], [u])’.
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official surveys of language use in Catalonia commissioned by the Generalitat de Catalunya
reveal that 94.4% of the population above the age of 15 understands Catalan, 85.5% is able to
read it, 81.2% able to speak it, and 65.3% able to write it. This can be seen in the following

Figure (3.1):

Poblacio de 15 anys i més segons coneixement del catala. Catalunya. 2018
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Figure 3.1: Population of Catalan speakers over 15.

Source: IDESCAT 2018.

According to the same survey, in terms of language preference Catalan is the first language for
31.5% of those over 15 years of age, while for 52.7% it is Spanish. Both Catalan and Spanish
are the first language for only 2.8% of the population of this age group. With regard to the
language of identification, Spanish is placed at the highest among this age group representing
46.6% of the population, followed by Catalan with 36.3%. Only 6.9% report that they identify

with both Catalan and Spanish in equal measure. Moreover, the survey reveals that among this
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age group, Spanish is the most frequently used language for almost half the population (48.6%),
followed by Catalan at 36.1%. Only 7.4% identify both languages as their habitual language.
The linguistic usages among family members indicates that intergenerational linguistic
transmission process in Catalonia favours Catalan, as the use of Catalan by the oldest child
(38.5%) is higher than that of the father (32%) or mother (31.4%), and higher still than the
maternal (29%) or paternal (29.5%) grandparents. Catalan has thus maintained a successful
and stable intergenerational transmission in Catalonia compared not only to the other minority
languages of Spain (Torres 2007), but also to Catalan in the Valencian Community, where

intergenerational transmission has not been so successful (see section 3.4).

The official survey data show that the knowledge of Catalan is highest among Catalan
youth, who have benefited most from the pro-Catalan language-in-education policies put in
place after the transition to democracy. This has resulted in higher intergenerational
transmission of Catalan and an increase in its social use and prestige, though usually in the
shadow of the dominant Spanish language. These figures decrease synchronously with age,
especially in the domain of writing. The data also elucidate the different domains both Catalan
and Spanish occupy for adolescents. For example, Catalan has traditionally been limited to
endolingual relationships and the school, whereas Castilian is associated with ‘public’ spaces
and exolingual relationships (Woolard 2016; 1989). With regard to the knowledge and use of
Catalan in the school setting, the Catalan language can be regarded as the language of school,
especially in primary and secondary education. Catalan is not only the language of instruction
but has been entirely ‘normalised’ in the school setting (Woolard 2016: 213), whereas the
presence of Catalan in the Valencian Community is still divisive and contentious. Catalan in
the education system stands out in comparison to other social domains, precisely due to its
extensive presence. The use and knowledge of Catalan is thus highest among adolescents in

Catalonia. This is particularly the case among peers (endolingual relationships). According to
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official statistics, 36.3% of Catalan adolescents use Catalan with their peers compared to
Spanish (32.8%) (IDESCAT 2018). In a previous survey on Language Use of the Population,
Catalan is reported to be used most with fellow students (42.9%) compared to Spanish (30%)
(EULP 2013). However, recent studies show that in important spaces of interaction and
language use (the playground, el pati), Spanish is used to the detriment of Catalan. Only 14.6%
of students in the ESO are reported to converse in Catalan exclusively during breaks between
lessons and on the playground (Plataforma per la Llengua 2019: 27). This small but significant

disparity points to an increase of Spanish in the Catalan school context.

In spite of these statistics, Catalan is also often categorised as a ‘minority language’.
The minority language status is used pejoratively in language debates, comparable to the
descriptors of ‘dialect’ and ‘non-native’ (Vargas 2018: 139). A ‘minority language’ category
is an ideological construction that draws upon the perceived lack of prestige and status of a
(subordinate) linguistic variety in relation to others (often superordinate and hegemonic). The
hierarchisation of linguistic phenomena into ‘minority’ and ‘majority’ categories does not
concern quantitative difference, but rather qualitative interpretations and ideological
assumptions about language (Paulston and Heidemann 2006: 293; Tollefson 1991: 16). Thus,
the label ‘minority language’ in relation to Catalan can be problematised. As stated in section
1.2.1, scholars and activists prefer to describe Catalan as a medium-sized language (cf. Soler-

Carbonell 2013) or as a language ‘in transition’ (Mas 2012a: 283).

Catalonia is a bilingual society (cf. Boix-Fuster and Woolard 2020), though this
bilingualism is not uniform nor proportional but asymmetrically favours Spanish in several
different domains of language use. The three main factors which have contributed to this
asymmetry have been: (1) the historical repression of the language, (2) the reactionary and
subsequent will of the Catalan people to revive, codify, and normalise the language in spite of
this repression, and (3) two significant waves of population migration. The first significant
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wave of immigration occurred between the 1950s and 1970s, when Catalonia experienced an
influx of mostly monolingual Spanish immigration from other parts of Spain (Woolard 2016),
in an effort by the Francoist regime to promote its vision of a homogeneous Spanish linguistic,
cultural and national unity. The second concerns the ‘noves immigracions’ (Vila and Salvat

2013) from outside of the Spanish state since the early 2000s.

This immigration is linguistically and culturally heterogeneous and currently accounts
for 14.24% of the population, according to the Catalan government’s official data, compared
to just 2.9% two decades ago (IDESCAT 2019). The increase of immigrant population has
contributed to the convergence of linguistic and social borders, as well as a shift in the social
and economic capital (Bourdieu 1991) of both languages. In certain areas of Catalonia, Catalan
has come to be associated as the language of the emergent middle class, social mobility and
integration (see Trenchs-Parera, Larrea, and Newman 2014: 289), whereas Spanish is the

language of both ends of the social extremes: the working-class and the elite.

3.2.2 The Paisos Catalans

The term Paisos Catalans (Catalan Countries) is often employed to describe the areas where
Catalan is an autochthonous language variety, wherein a certain degree of linguistic and
cultural unity is assumed, supported and promoted (Casanova and Saragossa 2010: 10, see also
Hawkey 2018). In contemporary uses of the term and typically in Catalan nationalist discourses
(Woolard 2016: 171), the concept of the Catalan Countries underpins a legitimate cultural
entity bound by a shared language, culture, history, and a shared sense of catalanitat. As with
any imagined space, the Catalan Countries are ideological constructions. Their multiple,

unfinished, and contested borders are conceptualised and reified (Auer and Schmidt 2010) in
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intersubjectively and interactionally constructed spatial discourses, and underpinned by
ideological assumptions about language, space, and identity. In some contexts, as seen in
section 1.2,3, the Catalan Countries are seen to be iconically linked to (national) identity, either
to reinforce sameness by evoking a sense of (national) belonging or common catalanitat, or to
establish difference and distance from other (national) communities. All of the constituent areas
of these ‘Catalan Countries’ share a complex relationship with the language, especially in the
case of the Valencian Community where notions of a ‘linguistic unity’ between Catalan and
Valencian varieties (Mas 2012a) are rejected by some groups. Therefore, the concept of the
Catalan Countries is not unproblematic; it is complex, plural, and multifaceted. It is an umbrella

term that encapsulates various interpretations and manifestations over space and time.

The visual representation of the Catalan Countries is complex, as the concept is
inclusive of several superimposed and non-mutually exclusive ideological borders: political,
spatial, linguistic, cultural, et cetera. Mostly typically, the Catalan Countries are represented
as the Catalan-speaking spaces, thus images often include all of these areas (which are outlined
in section 3.2). However, in some media and political representations, the Catalan Countries
are also often depicted as a simplified territorial silhouette which encompass the three largest
Catalan-speaking areas of the Spanish state, the trio of Catalonia, the Valencian Community,
and the Balearic Islands. These depictions are typically inclusive of the non-Catalan speaking
areas of the Valencian Community (see 3.3.1) yet exclude other Catalan-speaking territories
(e.g. La Franja, El Carxe, L’Alguer, etc.). While it is to be assumed that these areas are
theoretically included, especially when the linguistic and cultural dimensions between these
spaces are being emphasised, their visual presence is seldom explicit in these particular

representations. This can be seen in the following figure (3.2):
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Figure 3.2: Mural depicting Catalan Countries in the town of Vilassar, Catalonia.
Source: WIKI COMMONS ‘One nation, the Catalan Countries! One language, Catalan!’

The overarching concept of a shared linguistic and cultural community that reaches beyond
Catalonia has existed much longer than the term ‘Catalan Countries’ itself, which is a
comparatively recent phenomenon. The Valencian Benvingut Oliver i Esteller employs the
term Paises Catalanes in 1876 (cf. Miralles and Solervicens 2007: 338), while the first
President of the Mancomunitat of Catalonia, Enric Prat de la Riba (1870-1917) talks of a
‘Greater Catalonia’ (Catalunya Gran) two years later in 1878, though it is not until the 1960s
and the promulgation of the Spanish Constitution of 1978 that the term Paisos Catalans gained
popular traction and use.'® Joan Fuster in particular was influential in popularising the concept
of the Catalan Countries. In his work Qdiestié de noms (1962, see section 3.3), Fuster explores

the linguistic and cultural relationship between the Catalans and Valencians:

10 The new legal framework of Spain which is outlined in the Spanish Constitution of 1978 prohibits the formation of new
federations between existing communities (Article 145), mostly likely a preventative measure in light of the unstable and
unpredictable political climate following the Francoist dictatorship.
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A more appropriate term than ‘Great Catalonia’ is ‘Countries of the Catalan Language’, or even
better, the ‘Catalan Countries’, which has been used over the past decade, and on that basis is
proof enough of its viability. Catalan Countries has, firstly, the advantage of concision and
‘normality’. It also has, secondly, another advantage [...] it is a collective.!! (Fuster 1962: 8)

For Fuster, the Catalan Countries concern the recuperation and (re)fortification of a previously
repressed community that not only shares a language and culture, but also a ‘realitat étnica’
(ethnic reality) (ibid: 2). For this purpose, Fuster argues that this concept is ‘the most opportune
term that we can find’ (ibid: 8).12 Nonetheless, Fuster was aware of the theoretical limitations
of the Catalan Countries, namely the ambiguity of ‘Catalan’ and the potential for assumed
hierarchisation. Over time, several alternative designations have been proposed, albeit not very
successfully, such as terres catalanes, terres de llengua catalana, Comunitat Catalanica, Espai
Catala, as well as Gran Catalunya as Fuster remarks above (see Lainz 2014: 287 for an

overview of these).

In the current socio-political climate, the Paisos Catalans have become increasingly
politicised in their perceived association with the Catalan independence movement, possibly
because of the political connotiations of the term pais (country), which is often equated with
statehood (see section 2.2). While the inclusion of ‘Catalan’ in Paisos Catalans does not
necessarily imply Catalan exclusivity or dominance, in the same way that ‘country’ does not
uniquely index statehood or political independence (e.g. Pais Valencia, Pais Basc, etc.), it is
nonetheless perceived in this way by adversaries of Catalan independence and Catalan
nationalism more generally. Therefore, since there is language ideological contestation
regarding the conception of a shared ‘language community’ between the Catalan-speaking

spaces, some scholars prefer to describe the Catalan Countries not as a linguistic or speech

11 “Més apta que la forma ‘Gran Catalunya’ o ‘Catalunya Gran’ és la de ‘Paisos de Llengua Catalana’. I millor encara, la de
"Paisos Catalans", que tant s’ha estes en els ultims deu anys, i que amb aixo mateix ha fet la prova de la seva viabilitat.
Paisos Catalans té, en primer lloc, I’avantatge de la concisio i de la ‘normalitat’. En té, de més a més [...] és un plural.’

12 <¢] terme més oporti que hi podriem trobar’.
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community but as a ‘communicative community’ (cf. Mas 2012a), purportedly evading the
assumed linguistic hierarchisation of the term ‘language’. Pradilla moreover proposes the term
catalanofonia (2011) to emphasise the philological dimensions of these areas, but this does not
avoid the semantic and ideological complications that arise with the term ‘Catalan’ (see section
3.3.2). While several names have been proposed over the past century, there are no clear
preferences as the ‘Catalan Countries’ are conceptualised in a variety of ways and its different
ideological borders are emphasised in particular moments for particular purposes. For instance,
and in the build up to the 1’0 referendum in 2017, the ‘Catalan Countries’ as a political project
of Catalan expansionism gained currency in media and political circles, especially within the
allegations of political indoctrination made against the Catalan school system (see section
1.1.1). The next section further explores the interrelationship between language and politics

with specific reference to Catalonia.

3.2.3 The politics of language and identity in Catalonia

3.2.3.1 The Renaixenca

Between the eleventh and fourteenth centuries, a progressive shift occurred from Latin to
Catalan as the language of literary production, during which Catalan enjoyed a high level of
social and literary prestige, in what is often described as the Golden Age of Literature (Segle
d’Or; Ferrando Francés and Amords 2011) or the siglo valenciano (‘Valencian century’)
(Melchor and Branchadell 2000: 89), due to the city of Valencia being the centre of cultural
dynamism at the time and the heart of Catalan cultural production and literary output. This

cultural prosperity eventually culminated in a slow decline that spanned over two centuries
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(1500-1830), coinciding with the Black Death in Europe, the fall of the Crown of Aragon’s
naval and commercial Empire, and the ascendance of Castile. In linguistic terms, it is in this
context that literary production in Catalan decreases dramatically, though not necessarily the
popular use of Catalan (Mas 2012a: 288). The prohibition of the administrative use of Catalan
with the decree of Nueva Planta (1716) solidifies the hegemony of Spanish and legitimises it

as the language of the elite.

In the eighteenth and nineteenth centuries the Catalan language and culture began to
recuperate and extend again towards the Catalan-speaking spaces (Melchor and Branchell
2002). This period of cultural revival and preoccupation for language and its history is known
as the Renaixenca (Rebirth). This literary and cultural movement is essential in understanding
the future relationship between language and identity in twenty-first century Catalonia. The
Renaixenga marks the start of one of Catalan literary history’s most important eras, having
repercussions that go beyond the cultural and literary into the sociolinguistic and political. The
Renaixenca starts in the first quarter of the nineteenth century and takes place throughout most
of this century, gaining momentum in the decade of 1850-1860, and coming to an end around
1892 with the succession of Modernism. The year 1833 in particular is often considered the
starting point of this movement with the publication of Bonaventura Carles Aribau’s poem ‘La
Patria’, more usually referred to as ‘Oda a la Patria’, published in the diari EI Vapor on 24
August 1833. The Catalan language (referred to as llemosi in ‘La Patria’), the mystification of
the past, rural life (la terra), and the homeland (la patria) are prevalent themes not only in his

work, but are developed throughout the entire Renaixenca.

The Renaixenca gained significant popular interest with the (re-)introduction of the
Catalan poetry festivals, known as the Jocs Florals (Barcelona, 1859). These festivals were the
source of much poetic output that appealed to a conservative Catalan bourgeoise, mainly with
the evocation of family life, religion, and the homeland. The Jocs Florals were significant in
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the recovery of cultured use of Catalan, facilitated by competition and the creative performative
environment. The Jocs Florals therefore initially become the de facto platform of the
Renaixenca literature and interest in the Catalan language. The increase in literary use of
Catalan in turn came with an increase in Catalan’s cultural and social prestige, where
previously Spanish occupied the space of cultural expression. In the early eighteenth century,
the language of administration, the school, commerce, and public spectacles is Spanish, with

Catalan’s use restricted mainly to family and popular spaces.

The main literary objective of the Renaixenca was the restoration of the ‘past glories of
Catalan literature’ (Melchor and Branchell 2002: 124).1® The allusion here is to the works of
the Golden Age of Catalan literary history, as well as to the retelling of a Catalan (medieval)
history and legends by Catalan authors. The primary goal of the Renaixenca was revival and
this was successful. The Renaixenga contributed thus to a ‘Rebirth’ in several areas: linguistic,
literary, cultural, historical, and philosophical. While the Renaixenca started as a cultural and
literary movement, it has been essential in the process of a ‘reawakening’ of Catalan political
consciousness (Etherington 2010) and the redefinition of the differential traits of Catalonia; a
shared identity fostered by a common language. The return to historical roots and the revitalised
interest in a shared ‘na