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Part 3: Code choice in the Kgge project

The development of code choice practices

In part 3 | describe the development of code chpiaetices
among the Turkish-Danish grade school students &pragmatic
point of view. | will consider structural aspect§ the code-
switching only when they shed light on the pragmasipects. It is
not unimportant for the students’ development eirtbode choice
patterns that most of them began their school caueestrongly
Turkish-dominant. During the first years of schtiwé students
mainly used Danish words from school life, andhiis phase they
mostly use the words in the basic form with litherphology. At
later stages, when Danish words have become inéegraith
Turkish morphology and syntax, the students haveradvanced
structural means of using codes for their pragnmatrposes. That
might be taken to mean that the students no loogigrproduce
monolingual utterances and code-switched utterarmgsalso
mixed utterances in the sense that there is nly edavays a shift
going on in an utterance which involves both Turkasd Danish
words. An integrated grammar could be at play, foisad lect, in
Auer’s (1999) terms, as Havgaard (2002) suggests fart 2).
Nevertheless, | do not believe this to be the c@ke. detailed
structural analysis of code-switching is outside sicope of my
analysis here. However, it is certainly importamt my analysis
that inclusion of words from both Turkish and Ddnlsappens
smoothly without any flagging, hesitation, or othmarking
devices. Therefore, it is sometimes possible tegmize each
individual feature of an utterance as Turkish omiBh, but
difficult or even useless to categorize certainerathices or
exchanges as Danish or Turkish. They are neitlédyoth. They
represent the poly-lingualism of the users.

Furthermore, after a few years the students grjdpaksent

another aspect of poly-lingualism, as they intredeiements from
other languages than Turkish or Danish into th&eraction. In
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addition to this, what we think of as “Danish” elents may be
standard Copenhagernigsmal Danish, but they may also be
characteristically Sealand Danish, youth Danishmignant
Danish, and in other ways bear the mark of a nanestrd
Copenhagen rigsmal Danish code. It goes witholhgdiat this
is equally true for Turkish and the other languaigeslved. It
becomes clear in the analyses of the studentsubaye use at
different stages that we can not uphold a definiienber of
categories, of “languages” (I refer to my discussiopart 1 about
languages as ideological constructions). We cancoant the
number of “varieties” or “codes” used by the speaké/e can still
determine codswitching Code-switching happens when
interlocutors use features which are ascribed fferdnt sets of
features (different “codes”), and the interlocutars in a position
to interpret the use as such. The practical diffies in
distinguishing what is generally thought of as Tsinkand what is
generally thought of as Danish, are not overwhejn(see the
section in Part 1 about tRékoj analysis). So we can still work
with the concepts of code choice, which is a phesron related
to the speaker, and code-switching, which is a phrsmon related
to both speaker and listener(s).

A speaker may produce an utterance which contailysfeatures
about which the interlocutors agree that they lgptorone and the
same code. In certain cases a speaker may dediteaduce an
element which the interlocutors normally ascribeatdifferent
code. Such introduced elements may consist of glesimord or
some words tied together in a unit which may or matybe a fixed
expression. The crucial part is that the introdugad does not
involve grammatical features ascribed to the coalafwhich it is
taken (except grammatical features which are usddrin the
word) which are different from the grammatical teas ascribed
to the code which is otherwise used in the uttexanc

The utterances where the introduction of featuresfanother

code does not involve grammar contain so-cdtéeds They are
different from code-switchgswhich do involve grammatical
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features from two codes. There is a long traditibdiscussion of
the distinction between these two types of simeltars language
use. In one type, elements are “inserted” intoragyoong utterance
during the production. In the other type thereasnsertion, there
is simply a “change” or a “switch” - the speakespst doing one
thing and starts doing another (e.g., Poplack 18B@rs Scotton
1993a, Backus 1996).

By loansthe speaker produces an element from one languiage
utterance which is otherwise structured in anoldneguage. That
an utterance is “structured” in one language simphans that the
utterance follows the rules of particularly syntabuyt also
morphology and to a certain extent pronunciatiathat language.
It is rarely difficult to distinguish between Tusgki grammar and
Danish grammar, or Turkish grammar and English gnamlt can
be more difficult to distinguish between Danishtayrand English
syntax, but this has caused only few practical jgrob in the Kgge
project.

By code-switchinghe utterance changes grammar, it begins with
(typically syntax) grammar from one language, ananges into
grammar from another language. This sounds sintpéer it is.
The question of when we are dealing with “one” laage, and
when we are dealing with “another” language isiclift enough

in itself, as | discuss in part 1. It becomes ewarder when we
want to determine whether a given utterance igagtin one
language, or partly in another one, because soeneegits are not
unequivocally from one or the other language.

In the long run it is difficult, probably impossélto maintain the
distinction between loan and switch, but that iseracial at this
point of the Kage project, because Turkish and §ram@ire so
different and separate that it is very rarely epem to determine
whether a linguistic element is Turkish or Danigigluding

syntactical features. There are exceptions. Indrgpieech the
Danish loanword from Engliskcomputer may be hard to
distinguish from the Turkish loanword from Frerkdmputey but
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such examples are really very rare.

The distinction between loanword and switch has/gmoto be
useful when we describe the development of bilihguactices
among beginning grade school children. This wilckesar in the
following. After a few years, however, the diffecen partly
dissolves, and the borders between languages bddomed. The
young language users do not give up the distindigtween two
languages as concepts, but they do to an extéheinpractices.

Another distinction, that betweed hoc loangPoplack’snonce
borrowingg and integrated loanswill also be relevant. Ad hoc
loans are elements, typically words, from one lagguused in a
connection which is otherwise entirely, or almostirely, in
another language, by one speaker in a given tuabut not
otherwise. In other words, ad hoc loans are nott) (ye
conventionalized among the speakers, in the gibaan not be a
surprise that the line between these two categquiekly becomes
blurred (as it is in real life when first-time lcam@re gradually
being accepted into the speech of a group of speake

It is no great discovery that the code choice prastof school age
children become refined over their school yearswi the Kage
material we are able to describe several stepggmevelopment.
In the following | present typical code choice firees from each
grade level as the Turkish speaking students passgh a Danish
school career. The grade level is a practical einitme, but it is
not meant to explain the development in any wagoés without
saying that this development, just like all otheuman
development, does not happen in neat equidistaps sind regular
intervals. For further discussion of the conceptde-switching,
language mixing, and other notions, for instafused lectssee
part 1.
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The conversations

In the Kage project some 450 conversations havefeeerded on
sound tape. When we eliminate those with a souatitgtoo low
to be useful for analysis we count the followingmiers of
conversations:

43 group conversations involving only minority stuts

38 group conversations involving both minority amayjority
students

43 group conversations involving only majority stats

3 group interviews involving only minority students

2 group interviews involving only majority students

149 face-to-face conversations between an adulaatddent, in
Turkish (minority students)

132 face-to-face conversations between an adulaatddent, in
Danish (minority students)

41 face-to-face conversations between an adulsstddent, in
Danish (majority students)

1 pair conversation (minority students)

The most important part of the Kgge project datatie study of
code choice practices is the collection of groupvessations
involving Turkish speaking students at the Ahorreen&chool.
There are altogether 53 such conversations recatdedg the
nine years, and they provide the majority of exaapl have
presented this far, and the majority of examplgzain 3 also. The
group conversations recorded at Ahornengen and é&irap
schools contain a total of 54.800 utterances, 4Bb@hese from
the Ahornengen classes.

In this connection | have concentrated particularythe group
conversations which involve Turkish-Danish studenteth
conversations which involve only minority studentnd
conversations which involve both majority and mityostudents.
The conversations which involve only majority spaakof Danish
are one of my two additional data sets. | lookoae of the code
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choice characteristics of these conversations ¢d §ight on the
observations | make in the main data.

There are 38 group conversations involving bothamin and

majority students. They were recorded in gradend,then every
year from grade 4 and on. There are 36 group ceatiens
involving only majority students recorded over thiee years of
schooling. The number of conversations recordeshah grade
level can be seen in table 3,1.

Grade |1 (2| 3| 4| 5| 6| 7| 8| 9

Conver- |14 19 | 12| 16| 10( 11 10 104 10
sations

Table 3.1. Number of Kgge project group conversati@corded
at each grade level.

Eskigehir group conversations

A third set of data involves Turkish speaking gracl®ool students
in Eskkehir, Turkey. As a parallel study to the Kgge prgjEatma
Hulya Ozcan, ilknur Kegik, and | have collected group
conversations between grade school students. Uitierds are sons
and daughters of migrants who have migrated tasEskiand now
live in a working class neighborhood in the towheTtudents in
the area all attend the same school. This grougatd is both
cross-sectional and longitudinal.

We have a cross-sectional collection of group cosateons

involving the students who attended gradel, gradea8le 5, and
grade 8 respectively in the spring of 1997. Tho$® attended
grade 1 in 1997 have participated again in gradgetie 5, grade
7, and in grade 8. This means that we also hagtiahnal data

from Eskgehir to compare with the Kgge data.

The conditions under which grade school studentkvaoe of
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course very different in Esiehir and Kgge, but we have strived to
set up the data collection as parallel as readibyipossible. The
students are recorded on sound tape as they #&ng sagether
alone in aroom at school which is not a classrodmy have been
assigned a new task every year which involved the af
magazines, free postcards, scissors, glue stittksl leere are four
members in each group.

In this data material there are 24 conversatiotisaiongitudinal

study, namely 7 conversations in grade 1, 5 caat®ems in grade
3, 3 conversations in grade 5, 5 conversationgadey7, and 4
conversations in grade 8. The difference occursaalmse the
equipment has given difficulties. In the cross-ee@l study there
are 16 recorded conversations, namely 7 conversaitiograde 1
(the same as the grade 1 conversations in thetimhigal study),

3 conversations in grade 3, 3 conversations inegfadand 3
conversations in grade 8.

Participants

In the Kgge material 102 students have contribigeshe or more
conversations. Of these, 31 are members of theiShuianish
minority in Kgge. There are a few more linguistianority
students among the participants, including two &oirgpeakers,
a Tamil speaker, and an English speaker. The res lmguistic
majority students.

Our data collection concentrated after the firse¢hyears of the
project on one group of students, namely the stsdeho began
in grade 1 at the Ahornengen School in 1989. Dutleg6 years
after grade 3 there were students who left thedcdhed others
who came, so the students have contributed in giiiferent

numbers to our data. The core group of students &0 the
section on Kgge in Part 2) and their participatiangroup

conversations can be seen in table 3,2. Eighteofthdents have
participated in at least one group conversatioh gaar, and two
more have participated in eight out of the nineryed school.
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Ahmet and Al left the school after grade 7, sosjtde not appear
in the conversations in grade 8 and 9.

1 2 3 4 5 6 7 8 9
Canan 1 (2 1| 4| 2 2 2|1 3 2
Erol 1 1 2 1 4 2 2 2 1
Esen 1 1 2 1( 4 1) 2| 2 2
Asiye 1 |1 |1|2|2|2|2]|2]2
Merva 1 1 1 2 | 2 1 21 3| 2
Selma 1111 2|1 2| 2| 2| 2
Bekir 1 2 1 1 1 2 1 2 2
Eda 0 1 1 1 2 3 2 2 1
Murat 1 1 1 2 2 1 1 2 2
Huseyin 1 0 1 2 1 1 2 1 2
Ali 1 (12 |12 |2 (2 |2 |0 |0 |O
Ahmet o|o|1|2|2|2[0fO0|O0

Table 3.2. The core group of students and theiigyaation in
group conversations grade 1-9.

Code categories

The utterance is the basis of transcription inGhédes format
(see Part 2 about the transcriptions), and | haeeetore used the
utterance as the unit of code analysis. The utterasich contains
only features ascribed to Turkish | have markedhit. In case
such an utterance involves a loan from Danishirtagk has been
t1-in case of loans from elsewhere the mark hast2e&imilarly
utterances which contain only features from Dahesle the mark
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d, with loans from Turkish they have the malk and with loan
from elsewhere they have the maR Utterances which only
contain features ascribed to English, | have marked e, and
utterances which contain only features from folatiyuages have
the marka. At this level of analysis | have not distinguidhe
between sub-categories of the ideological categoifiETurkish”,
“Danish”, “English” etc. The category afcovers such languages
as German, French, and Spanish - but not Jutlangsbal rabzon
Turkish, or American English. In other words, tharks are cover
terms for several sets of features which gradualfy used as
separate sets by at least some of the speakessisTdi course a
problem. When Esen in example 3,1 pronounces tind wgalt
with an exaggerated Sealand glottal constrictiotwd)s the
utterance is still in thel category. These finer categorizations
become increasingly important, the older the piiats get. The
guantitative analyses of the code choice patténas) report, will
nevertheless miss these finer distinctions (seevbealbout the
guantitative analyses).

A qualitative analysis is necessary to catch therfpoints of code
choice, simply because there would be too many ilpless
categories for the analysis of the utterancesdthti@an, as | have
discussed in Part 1, it is not possible to distisigumeaningfully
between languages, dialects, etc. - except astppem Therefore
it makes sense to distinguish between Danish arkishy but not
to try to count the number of possible Danish cdtlesstudents
may use and refer to. | will return to the qualtatanalysis below.

Example 3,1:

*ESE: Erol den duer altsa ikke derinde der er nggiit
%eng: Erol it does not work in there, something ismvg.
%com: ‘galt’ pronounced with an exaggerated Seatiad
%koj: $d

Generally, | have not categorized names as oneldaggor the
other. Likewise, | have not categorized expresssuth asnm
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When there could be doubt, for instance with Ehgbsgin words

like cola, I have taken the different characteristics oftioeds into

consideration: segmental pronunciation, intonati@ontext,

addressee, etc., before | have marked the elementestion as
Turkish, Danish, or otherwise. | have marked Emgbsigin words

as Danish words, if they are integrated into Dar{iglenage)
language, particularly when there is phonetic awigeto confirm

this.

Utterances which contain words from more than anguiage, but
(syntax) grammar from only one, | categorize asbtasn one
language, but including a loan. Example 3,2 isttgrance which
is Turkish-based, but includes a loan from Danligte analysis is
tl.

Example 3,2:

*ERO: bilmiyorum ordalandvar mv bilmiyorum
%eng: | don’t know | don’t know if there isndthere
%koj:  $tl

Utterances which involve code-switches, i.e. utiees with
grammatical features from more than one languagemearked
according to the languages represented and thedésatsed. For
this | have used marks suchtasdt, andde, see example 3,3. In
this example the first part of the utterance islpieed with Danish
words and word order, the second part with Turlgghtax,
including a pro-drop. It is therefore markeid

Example 3,3:

*ESE: jamen vi behgver ikke lave overdien Afrika'ya
yapyorum daha iyi.

%eng: Yyes butwe do not have to make it everywhane going
to work on Africa, it's better

%koj:  $dt

All stretches of features are represented in thénaad all code-
switches cause a new letter to be included in theknTherefore
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there will be strings of categories with marks sash$dtdt and
$t1dl, as in example 3,4.

Example 3,4:

*SEL: bir tane ben gordimygeg kan ikke huske ikke den heller
ikke xxx herbu ne EserPusher.

%eng: | saw one somewheta&on’t remember it, it wasn’t xxx
here eithewhat is it, EsenPusher?

%com: ‘Pusher’ is the title of a Danish movie

%Kkoj:  $tdtd

In example 3,2 the whole utterance is Turkish ekttepone word
land. The word serves a purpose in the situation, addas not
appear in otherwise Turkish surroundings elsewidms.is an ad
hoc loan. Example 3,2 is straightforward, and oteenbinations
are more complicated. In more complicated casesvé hmade
decisions which could have been made differemlgxample 3,5
there are two elements of Danish involved in aeratice which is
otherwise in Turkish. The first one is a kind oéfmositioned tag
which is a full expression in itself. | have scoredeparately (in
the section on Sources of error in Part 4 | wiplexn that we have
had an unfortunately inconsequent practice witpbeesto tags).
Theadis also a full expression, but here it is usedosihas an
adjective, and therefore | analyze it as a loan.

Example 3,5:

*SEL: ah ja Erolxxx gordigtinde benimkini almg ad degil mi
Esen

%eng: oh yeah, Eroixx so you have taken mine, iyesk,isn’t
it, Esen?

%com: xxx incomprehensible

%koj:  $dtl

The integrated elements may, for instance in tise cd quotes,
add up to more material in the utterance than taenmatical
parts. An utterance may have Turkish syntax, eeagh most of
the words are Danish. Example 3,6 includes 4 Damgslds which
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add up to a cliché among childredN is stupid, but which are
framed by theyaz A curse in Danish is also added.

Example 3,6:

*AYL: fjerde b er dumyazfor helvede.

%eng: hellwrite Fourth B is stupid.

%com: Fourth B is another class at the same geaci |

A special case is the situation where the speagemsbine a
Danish infinitive with the Turkishyapmakor etmek.Both verbs
function in combination with nouns in Turkey-TurkisThe
constructionyardm etmekwith an old Turkish nounineansto
help, ziyaret etmek(with a loan from old Arabic) means to
continue andpaten etmekwith a French loan) means skate In
diaspora Turkish such constructions are abundantkigh
speakers borrow infinitives from the majority laage where they
live, and combine them wiyapmaloretmek Turker (2001b, 87)
points out that constructions involvizggpmakare most frequent
among the Turkish speaking minorities in the Turldgaspora in
Europe, for instance with Norwegidag afslutte yapacaz (we
finish a school subjert This seems to be the case at least in the
Netherlands and Germany, cf. Backus & Boeschot& 1Bfaff
1998. In North America, however, constructions eithelappear
to be more frequent, for exampleontribute ediyorum (I
contributg. In the Kgge data both types are representexk. $7-
3,9.

Example 3,7:

*AHM: ah gokke | ma gokke om det.

%eng: oh you must play gokke about it.

%com: gokke is a verb which means to play the ssmi&sors-
paper game

%koj:  $tl

*ERO: hagokkeyapalm.

%eng: yes let uplay gokke

%koj:  $tl

*BEK: ikinizdegokkeyaparsnzz oldu bitti
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%eng: if you bothplay gokket’'s over and done with
%koj:  $tl

*MUR: he hanigokkeyapacaiz

%eng: yeah, come on, we wplay gokke.

%koj:  $tl

Example 3,8:

*AHM: tale tabeo tale tabegyapabiliyor daMogensgibi degil i ste
anla.

%eng: take losinge canalsotake losinghe is not likeMogens
if you see what | mean

%koj:  $dtdt

Example 3, 9:
*BEK: lenliminizi laneedeyim benimki olmuyor
%dan: man can | borrow yougluemine doesn't.
%koj:  $tldt

In example 3,10 we have three finite verbs, twdheim in the
imperative. The constructiaplama ne olumggaris complex. The
first three words are Turkish, the last one Danidte verbgare
may in Danish function as a kind of pro-verb, sitb8hg another
verb or a whole verbal phrase, such adag bryder mig veeldig
meget om hash, jeg gémeanind like hash very much, | giobut

in case of a negative phrase the negation mustalew the form

of gare as inJeg bryder mig ikke ret meget om svinekad, jeg gar
ikke (meaning do not like pork very much, | do noln example
3,10 the form of@resubstitues a negative, but is not accompanied
by a negation. Even if the first imperative hadrbeesitive, it
would have been difficult to determine which langeas the
matrix here. Thae olurliterally meansvhat will it be but here it
functions as an appeal, Eda says something likenaotional
please

Example 3,10:
*EDA: ay Asiyeundskyldaglama ne olurgar.
%eng: aj Asiye undskyld graed ikke vel gar.
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%koj:  $ttd.

Passages of the conversations may use severakigegamong
each other as in Example 3,11. The individual attee does not
always employ more than one language, but thregubges,
Turkish, Danish, and English are present throughesgn’s first
utterance is Danish-based with an English loan. fbllewing
utterance by Erol (his first) is Turkish with a Dstmloan. Esen’s
second utterance begins in Danish and continuesurkish.
Selma’s first utterance is in Danish, as is Ersésond utterance.
Selma’s second utterance begins in English andirageg in
Turkish.

Example 3,11:

*ESE: er det ik [/] det er sgu ikke Afrika i Afrikar der
ikke sa grent # og smukt # og beautiller [/]
naeh.

%eng: Is this no [/] this is bloody not Africa inffaa it
Is not so green # and beautiful # and beaubiful
[/] no.

%koj: $d2

*ERO: Afrika ne kadar ¢irkinadd.

%eng: how uglyyerk Africa is.

%koj: $t1

*ESE: se lige hebu Afrika m.

%eng: look hereis this Africa?

%koj: $dt

*SEL: ah ja.

%eng: oh yes.

%koj: $d

*ERO: ah ja.

%eng: oh yes.

%koj: $d

*SEL: yes | anmxxx degil mi bu.

%eng: yes | anthis is xxx, isn't it?

%koj: Pet
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Quantitative analyses 1: Code profiles

Janus Mgller and | have developed a way to illtstitze variation
in code choice in the course of a conversatiorg-eatled code
profile see Jgrgensen (2004d). A code profiletithtes the choice
of code in each utterance as a function of the reunab the
utterance in the course of the conversation. Taetgc illustration
is based on a simplified set of code categorieaghal for Danish
utterances with no loan (the categaty 2 for Danish-based
utterances with loans (categordésandd?), 3 for code-switching
utterances and other utterances (categorids td, etc., plus
categoriese anda), 4 for Turkish-based utterances with loans
(categories$l andt2), and 5 for Turkish utterances (the catedpry
(In some cases we have omitted the utterancesutienish and
Turkish. The resulting illustrations give a cleactpre of the
relationship between the use of Danish and theotiSarkish).
The utterances are ordered according to the segquehthe
conversation. In the graphs the first utterance®arthe left hand
side, the last ones on the right hand side, seefig.3.

In figure 3.3 the utterances are registered hotalhyn the order
they have appeared in the conversations, regardfeafo the
speaker might have been. The graph thus drawsfidepobthe
course of the conversation as a whole. The illtistrais not
without its weaknesses, of course. Simultaneowsarttes will
have to be registered separately (I have done $olloyving the
order in which they appear in the transcripts). Stmes a group
conversation involving four participants temponadissolves into
two conversations involving two persons each. se@ne of these
sub-conversations is in Turkish, and the otheraniBh, this will
appear in the graph as constant switching fromishrikto Danish
and back again with each new utterance. In sudickis of
speech each utterance is not a response to the disuely
preceding utterance, but to an utterance one gteyef back. This
situation is quite rare in the data, although gslappear.

The code profiles tell us quite a bit about théetdldnce between
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conversations. In figure 3.3 it is obvious that tredsonversation
122 goes on in Turkish. There are some 600 uttesa(see the
lower right hand corner of the figure). Most of graph runs along
level 5 in the figure, i.e. it represents Turkisithwio loans. There
are a few occasions where an utterance is in Tutkith a loan.

These appear as spikes from line 5 to line 4 infithee. The

spikes reaching line 4 are fewer, i.e. utteranaés moth Danish

and Turkish (or perhaps a rare occurrence of d taimguage -
which is highly unlikely in a grade 1 conversatioffjere are very
few instances of utterances at level 1 or 2, herd is very little

Danish. This graph is quite typical for grade 1 \@nsations

among minority students.

Conversation 408 shows a change after the first dfalthe

conversation, see figure 3.4. Until utterance rafl &a.) of the
conversation, Turkish dominates. Next, betweemnanie no. 390
and utterance no. 450, we observe a series of mpitthes
between Danish and Turkish. Between utterance B6. ahd
utterance no. 480 the conversation is entirely unkiBh, but it
turns upside down after utterance no. 480. Thedast of the
conversation runs primarily in the lower part of tjraph, i.e. in
Danish. Roughly expressed, the participants prisnapeak
Turkish in the first part of the conversation, ahdn primarily
Danish.

Conversation 901 shows the extreme opposite ofergation 122,
see figure 3.5.. There is not one Turkish-baseerante in the
whole conversation, and only few loans. Exceptaaouple of
spikes into level 3, there is only Danish to bertiem this

conversation (which by the way does not containy veany

utterances at all). This is not an indication tdraguage shift, but
a matter of choice. I discuss this below in theiea@about grade
9.
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Figure 3.3. Code profile of conversation 122.
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Figure 3.4. Code profile of conversation 408.
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Code profile conversation 901
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Figure 3.5. Code profile of conversation 901.
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Figure 3.6. Code profile of conversation 903.
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An entirely different conversation is no. 903, figare 3.6. This
profile is a good example of the most frequentgrative observe
among the students in the higher grades. The talkinntense,
with more than 4 times the number of utterancespaoed to
conversation 901 (in the same amount of time),thack is rapid
switching going on. Furthermore, several utteramtssccession
are at level 3 (in casu: they are mixed). We alsgeove that the
least frequently used level is level 2. This mahasDanish-based
utterances with Turkish loans are rather raretfbhe sure, any
other loans). Level 4, on the other hand, is natided by the
speakers to the same extent. Finally, we can ssethk rapid
switching leads to a profile with no stretchespdech at the same
level. It does not happen in this conversation éhatde is chosen
and then the speakers stick with that for whilel @mother code
is selected. The switching is constant.

The code profiles illustrate the development ofgh&lents’ code
choice patterns. These four examples show thastingents
develop not only skills in Danish, but also in n@anating the
balance between Danish and Turkish. They can chaiffeeent
combinations of features, and they obviously doeg@ardless of
the traditional ascription of features to seteatéires, “languages”
such as Danish and Turkish. In the following anedysf the young
speakers’ code choice patterns and their develophvah refer
to such code profiles of the individual group caisa¢ions.

Qualitative analysis: Sequential analysis

The qualitative analyses | present in this parhagehodologically
inspired by conversation analysis, with importamtdifications,
particularly regarding my understanding of the ps=c | will now
discuss the aspects of conversation analysis wiésie been
valuable to the Kgge project, and also why thewsadferstanding
of conversation analysis is incompatible with thre@hsions of the
Kgge project. Conversation analysis of spoken laggwata has
gained prominence over the past decades, alsoeirsttidy of
bilingual interaction, cf. for instance Auer (199998) and Li
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Wei (2002, 2005), see more about this below. HutéhW/ ooffitt
(1998:14), in one of the key textbooks of conveosaanalysis,
define the school as “the study of recorded, nadlfuoccurring
talk-in-interaction”. There are several key coneept this
definition. Firstly, the recording is important. @ersation
analysis needs data which is accessible for mgmsated rounds
of transcription and observation. This would of =& be
impossible without audio- or video-recordings. Swully,
conversation analysts emphasize that their dataedizom what
they call “natural” conversation. Sometimes conaBos analysts
use the word “authentic” or “authentically occagfi about their
data. They see it as opposed to (i.e., better thgnyociolinguistic
settings such as role playing games and group csaivens.

The conversation analyst collects authentic data on
audio- or video-tapes. One does not use labordtig
where for example a group of people is asked tp pla
role play, and one does not use research interviews
unless it is the structure of this particular fooh
conversation one wants to study (Nielsen 1999,32, m
translation).

Steensig stresses that conversation analysis datgscollection
has its focus on interaction which appears in pEslaily lives
and which has not been produced under any spemditons or
experimental control (see also Huchby &Wooffitt 899 on
experimental settings).

Conversation analysis stresses the importance of
"naturally occurring” talk, meaning that the dateans
from recordings of situations in people's dailyebv
where nothing has been done to favor certain tgpes
behavior or otherwise "experimentally control" wisat
going on (Steensig 2001, 56, my translation).

Conversation analysts believe that their data sgmtawvhat people
"really" do with language, and such data can opgmath to
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understanding the order of language use in whatsis called
talk-in-interaction. This is a view of languagealatan not follow.
The use of the word “natural” about some languagepposed to
other language is sheer nonsense (see in partdistyssion of
this issue). The belief that some data types aree nmaluable
because they were produced in a situation to wtheparticipants
were not invited by the linguist is also less thanvincing. There
is nothing more “authentic” about a job intervieswwhich the
applicant has been invited by the employer, thanetlis about a
group conversation among friends who have beenedwy a
sociolinguist.

The third crucial element of Hutchby & Wooffitt'sfthition is the
concept of sequentiality, i.e. how the participacdsitributions to
a conversation are sequentially organized.

a key notion in CA is that those turns are not just
serially ordered (that is, coming one after theeoth
they are sequentially ordered, which is to say ttheate
are describable ways in which turns are linked ttugre
into definite sequences (Hutchby & Wooffitt 1998).3

It is important to the self-understanding of cosation analysis
that its method is inductive, that it carries witho pre-conceived
theories about what is going on in the conversatistudied.
Nielsen calls this method "a type of grounded thed999:11, my
translation), see also Hutchby & Wooffitt (1998:116
Conversation analysts have developed concepts Hisaittivities
that go on in verbal interaction, particularly witkspect to the
administration of turns. It is an important poihat the analyst
reveal what the speakers do, considered as acts.

the aim is actually to come to an understandinglidt

the participants themselves take it they are ddiogin
order to do that, we need to have some accessto th
interpretive and inferential resources which the
participants are relying on. In other words, it is
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absolutely necessary that conversation analyststhes
members of, or have a sound understanding of, the
culture from which their data have been drawn (Hioyc

& Wooffitt 1998, 113).

The concept of context in conversation analysiarsow. It relates
to the concept of turn and usually covers onlttines adjacent to
the specific turn being analyzed. Thus the segalktutin-by-turn
unfolding of a conversation guides the analyst, aints to unfold
the way in which the interlocutors produce underditag - and
most importantly: show each other how they undadstthe
development of the conversation. Broader contexés anly
allowed into the analysis, if they are specificatiyoduced by the
interlocutors themselves. Conversation analysiectej what
Hutchby & Wooffitt label the “container” view of ctexts of
interaction, i.e. contexts as empty units whichgbecan walk into
or out of. Instead they emphasize the "specialattar of speech
exchange systems that participants can be founaoriémt to"
(1998:147). The analyst knows that there is a woulikhere, and
that it may have a relevance to any particularaadion. We may
even have “intuition” about this wider context.

But for conversation analysis, this intuitive vias/
inadequate. By relying on the private realm ofwdlial
awareness, it fails to account for the essentpallylic
means by which participants display for one another
their orientation to context (Hucthby & Wooffitt
1998,148)

In the self-understanding of conversation analylses analyst
approaches the data without pre-conceived of vehatit. There
must be no pre-conceived hypothesis to be testadstghe data.
Instead data leads the analysis and the analysiciParly, the
analyst does not take into consideration typicaiadmguistic
information such as the speakers' socioeconontigsstgender,
age, or ethnicity (Steensig 2001, 23). Nevertheldss analyst
relies on her or his own so-called "member's imgnit i.e.
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linguistic and conversational knowledge and expeee which
enables the analyst to understand what goes dreiddta. The
glaring discrepancy between these two claims isirsgly
discussed in the literature.

Conversation analysis in other words does not tedetext” in
the wider sense of this word into considerationless it is
brought into the conversation by the participaimtse argument
is partly that it is not relevant if the particigardo not make it
relevant in the situation through their (linguigtactions, partly
that we can not analyze a context in any relevagasure. In
conversation analysis “context” is primarily a senqtially
determined concept of the adjacency of turns,isratcover term
for different institutional settings. “Context” the sense of who
are there, what they are like, how well they knaeteother, etc.,
Is at best secondary.

The strength of conversation analysis is the detaginalysis of
conversational sequencing. The results of conviersanhalyses
typically present regular patterns of interactioo@ahtributions,
particularly with respect to turn-taking patternsSxcellent
examples of such analyses of Kgge data are Stésresigl
Cromdal’s contributions (see about these in Part 2)

Conversation analysis emphatically rejects conckpgssocial
status and power. Power is only relevant if it ede relevant in
the conversation by the participants through tbemtributions.
Otherwise it is rejected as an issue by convenrsanalysis.

Rather than seeing contexts as abstract socia¢dorc
which impose themselves on participants, convensati
analysts argue that we need to begin from the other
direction and see participants as knowledgeablilsoc
agents who actively display for one another (amtthe
also for observers and analysts) their orientatotme
relevance of contexts (Hutchby & Woffitt 1998,147).
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On the one hand it is assumed that with our knogdeaf culture
we know that adults are allowed to talk at wilkle company of
children, but not the other way round. But we htvebserve this
in conversations among children and adults in otdestablish
people's "orientation” to such a rule. Howeveranesin principle
expected not to know or "have the pre-conceivedrifi¢hat some
participants are children and others adults. Weardy invoke
such factors when the contributors do so themsehedetermine
when interlocutors actually do invoke factors efider context the
conversation analyst relies on her or his "memiitstion”, i.e.
the experience with language and conversationghables the
analyst to understand and determine what goes ow it is
possible to do so without also invoking one's kremigle of the
surrounding world, i.e. the wider context, is naplained by
conversation analysis linguists.

Conversation analysis has an ambivalent relatipnshith

guantitative studies which | will leave aside hénat, we still have
to wonder what happens when people meet and praihede
contributions to a conversation in a similar fashas adults and
children. If they do not themselves demonstratertexplicitly

show each other that there is a power differenteden them, we
may have difficulties in realizing what goes onr ltstance, a
speaker may not say very much, but neverthelesheayetvay

throughout a discussion. There may not be any pinthe

conversation where the interlocutors "show" eatieiothat they
are "oriented" towards brought-along power diffees) but the
power differences are nevertheless there, and/térgal outcome
of a discussion may be heavily influenced by thas Qlesen
(2003) finds in her analysis of a grade 8 convesamong four
boys, see also the section below about Murat’sriturtions to

conversation 903). To understand that, an analgsidvhave to
involve more than knowledge about the words beiragyced

during the conversation, the gazes being throvenhtinds being
moved, etc. An analysis which deals with conveosegtibetween
interlocutors who know each other well before tbawersation,
and who have known each others for years, muspécicat the
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speakers will also bring shared histories into ¢baversation.
Consequently the data accepted by conversatiogsasia not all
thatis present and relevant for the interlocutdings is particularly
obvious for bilingualism studies.

Conversation analysis and bilingualism studies

Code-switching creates social meaning in the sjgemintexts in
which itis used. Bilingual speakers do not oniyake values from
a wider context, they also create, negotiate, aadrange the
values ascribed to the sets of features which geothe linguistic
items in the course of interaction. The linguistems involved
may even stretch far beyond the two (as we remember
ideologically constructed) languages of the prefaeal bilingual
conversation. Among poly-linguals there is no linsitwhere the
speakers can get the features they use. Language msyy use
items from languages which they do not commandich they
do not have “access”, etc. (see in Part 1 the d&on about poly-
lingualism). Majority language speakers in conveosawith
speakers of minority languages, for instance yayribups in
multilingual settings, will be aware of the mingrianguages and
the values ascribed to them. If a majority memisessutems from
this range of languages, the borderline betweeri lamguage and
"your" language becomes blurred, and the valuesbastcto the
languages may be challenged:

Crossing [...] focuses on code alternation by pewio

are not accepted members of the group associated wi
the second language they employ. It is concernéud wi
switching into languages that are not generallyi¢find

to belong to you. This kind of switching, in whittrere

Is a distinct sense of movement across socialhoet
boundaries, raises issues of social legitimacy that
participants need to negotiate, and that analysifdc
usefully devote more attention to (Rampton 19998)28

To reach this sociolinguistic understanding of minfual
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conversations the analyst not only relies on a "b®ta intuition”

about the meaning (denotation or connotation) efwrds and
phrases used, but also on knowledge of the widetezg

including the relations between the languages weshl There is a
tradition in sociolinguistics, e.g. Rampton (199G¢bba (1993),
and Li Wei (1998, 2002), of employing a methodrdlgsis which

is indebted to conversation analysis. This apprdaas been
systematically described by Auer (1984, 1995), wdescribes
bilingualism

from the perspective of the conversationalist.Htoror

her, it has its foremost reality in the interactive
exchanges between the members of a bilingual speech
community (as well as between them and monolingual
outsiders), by which they display to each othed an
ascribe to each other, their bilingualism. Accogdia

this perspective, it is the task of the linguist no
discover by tests or other methods something wisich
basically concealed from the naive language usetpb
reconstruct the social processes of displaying and
ascribing bilingualism (Auer 1995,115)

Auer argues that "The most important of all therdebnal criteria
for code-alternation is that of its interpretatieality. It is the users
of the signs who decide on their status" (1995:1%&yeral terms
and points in Auer's proposition rely directly tonwersation
analysis in its radical forms. But Auer does nddetéhe radical
position of conversation analysis.

Its autonomy is only relative, however, particujavith
regard to the social meaning of code-alternation,
because in a given bilingual speech community, the
conversational patterns of code-alternation andedd
the local meaning given to an instance of
code-alternation in a particular context will vay a
function of the status of the codes in the repertoi the
community (Auer 1995,132).
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Several of the contributions in Auer (1998a) discube

relationship between specific code-switches andaboelations

outside the given conversation. Li Wei (1998, 2@I)5) has also
argued that conversation analysis may indeed helmderstand
code-switches, but that it is not enough. The kedgé of values,
role expectations, norms, and other societal phenemis

necessary to fully understand the meaning of cedtises.

Although he specifically states that his main psgs "to make
a case for the conversational-analytic approacbde-switching"

he also concludes that

Thus, the fact that a bilingual speaker has chasen
code-switch invites a more detailed, perhaps
multi-layered analysis which can demonstrate that i
addition to its capacity of highlighting the statf¢he
ongoing talk, code-switching as a contextualisatioe

has the capacity to 'bring about' higher-level &loci
meanings such as the speakers' language attitudes,
preferences, and community norms and values. While
the need to avoid the wider contexts overshadotieg
participants' procedures is apparent, it is equally
important to prevent entanglement in over-detailed
description of conversation structures without mgki
any sensible inference (Li Wei 1998, 173).

Two concrete examples will illustrate these poinkbe first
example in the following, example 3,12 is Steess{@000b,
2001a) conversation analysis-based descriptionnef crucial
excerpt from a conversation among four Kgge gradaudents.
His analysis shows us what radical conversatiotysisacan offer.
The examples following Steensig’s, also from they&@roject,
may serve to illustrate what radical conversatioalysis can not
provide.

Steensig finds that lines 1-4 of example 3,12 farfarerunner of

a more important project (the layout of Esen's gidea), a quite
common phenomenon when speakers introduce a stoan o
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announcement. The forerunner calls for the intertiars to signal
their willingness to listen. Formally the story gaot go on unless
there is a signal of acceptance from the otherkgseaHowever,
Selma flatly refuses to go along, and Asiye doesafier the
acceptance Esen needs. Soin line 8 Esen addtkessesposal to
Erol, and he accepts it, and Esen can go aheahsigeargues that
the course of events is very dense in lines 6lamtbllowing lines,
and that the conversation analysis approach cam shdnow and
what happens:

Line 6 consists of two parts, a “Nej’ ('no’) plus an
explicit rejection, Vi vil ikk' hgre det(‘'we don't want to
hear it'). Thenej does not seem to be constructed to
stand alone, it has no independent stress andrihg, s
“nej vi vil ikk", is spoken as one unit. The rejection is
constructed by reusing Esen's words from lineVl, I
gerne hgre dé&t, with only the syntactic changes
needed to turn it into a declarative clause ardhémge
the subject of the clause, plus a replacement @f th
softening adverbial gerné (literally, 'willingly’) with

the negation,ikk™ (Steensig 2001a, 60).

Asiye speaks in line 7. Her utterance starts dfter
beginning of Selma's turn, and by that time Selias h
uttered enough for the listeners (including Asiy@)
realize that she is going to saynej (English no).
Although Selma is still in the process of utterimey
contribution, Asiye is - by the analyst - considkte
have information enough to be able to form, adjoist,
redress her own reaction to Esen's original questio
Line 7 begins witldet kommer afEnglishit depends

In Danish this can not be a clause on its own but
projects a complement stating the condition on whitc
depends”, wherepa (English on) is the required
preposition antiva' det eEnglishwhat it ig is a more

or less predictable complement, given the situation
(Steensig 2001a, 60).
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This means that Esen, when she sets out to talk,agas still
more information on which to base her reaction éinfa's and
Asiye's reactions. Both have produced so muchHkanh is in a
position to predict the general gist of their re@ats - they will be
negative. This gives her the opportunity to addsetsanother
member of the group, namely Erol. She can alsogdeker
proposal to solivit his expectance. Steensig fitds she uses a
switch into Turkish to achieve Erol's acceptancgédiessing her
request directly to Erol is, according to Steensigneans to
achieve the same end. Steensig also observessatf@&ms her
utterance to be heard not only while the othergrettee process of
uttering theirs, but also for a little while aftéhey have
finished.Example 3,12:

Conversation 801 in Steensig's CA transcriptionr.ft&é/01:8 -
2.20 min]

(Steensig 2000b, 40).

1l EEEN: Jeg [hayr en] ide,=Vil I gerne ho:re det.

eng: ra [ have ar] didea,=Would vou (FLiR) like to hear it.
Z EROL: [ (nE, )]

sndg: [ zow)

com: ((first 4 words spoken enthusiasticallwy))

3 pauses: (0.5)

4 ESEN: Altsd en ide:.

andg: vou know z2n idea
Com: ({digtinct, calm voilce))

5 pause: (0.3)

A SELMA: QE.LJ vi vil JTkk'[ ho:re] \,g:.'?wt\..! ]

eng: Hleo we will mot [ hear] it ]
N[ o we don't warnt[ teo kear] it,
7 OAZTIYE: [Det kommner an[ pd lhwva' det] ex]
ang: It depends - on ] what it ] i;]
3 ESEN: [ Dilnle Elr lel,Dinle.=
sng: Listen(smz) Erocl, Listen
com: {{all three talk calmly))
9 EROL: =Tamam Bakivorum.
sndg: Right I'w-looking
Com: ({calm, friendly wvoice))

Thus Steensig analyzes this excerpt as a strugigt@htrol which
is won by Esen. After this she is entitled to predesr idea. And
he argues:
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Her entitlement can, of course, be assumed to be
effective as a result of the setting; the partictpaare
gathered to glue pictures onto a poster and mataya

But conversation analysts want to be able to simaiva
data what kind of entitlements, rights, obligati@msl
relations are at work (Steensig 2001a, 64).

Through the conversation analysis presented bySiggwe realize
how Esen wins her verbal fights, how she gets hay W this
excerpt. Steensig's analysis with its care foridatal substantial
observations is certainly very convincing. And &tag is right in
claiming that he has been able to show in his @atavhat he
accepts as his data) how Esen wins. What we dkniowt, and can
not see through conversation analysis, is howtawdy why, Erol
bows to her wishes immediately without any attetaglign with
the two other girls. But if we involve more data may get a clue.
Madsen (2001b, 2002) has analyzed the open canfimturring
in a number of group conversations in the Kagge éetojThe
conflicts do not always end in a discernable resuwit those who
do have been analyzed by Madsen with respect todhcome.
Madsen has found cases where one party in a cotilics out the
winner and another party loses. She has also foanflicts that
have ended in compromise. The total results shedleslated for
each speaker. The figures for some of these speakgrear in
table 3.7.

Esen is a strong participant in discussions, ash¥an (2002,

2003) has also demonstrated. In the grade 7 cati@ishe wins

9 out of the 10 conflicts in which she involvesdedf. Her success
rate is the exact opposite Asiye’s who loses alBneonflicts. The

results are very unevenly distributed among this.glihe results
are more evenly distributed among the boys.
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Table 3.7. Conflict outcomes in group conversatiomgade 2 and
7, results for three girls (Esen, Selma, and Asigril three boys
(Murat, Bekir, and Erol).

At other grade levels the results Madsen findssamglar or even

more pronounced. Esen always wins most of the opefiicts in
which she is a part, while Asiye will lose mostloé ones in which
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she is a part (and she is not even the weakesofgtHe Kage
project). For the boys there is less of a consigpattern. It is
noteworthy that compromises are more frequent anto&dpoys
than among the girls. How this is played out in¢baversations
can be observed in example 3,13, which is frommaersation in
grade 2. The transcription follows the Childes antions
(MacWhinney 1995).

Example 3,13:

*CAN: yapmay verin sizde siz yapacaksmiz.

%eng: then don't make it will you make it

*ESE: sa skrid hvis du ikke vil lave vi gider sglkékat have dig
hvis du snakker.

%eng: then fuck off if you don't want to work we bty do not
want you here if you talk

*CAN: bebebe.

%com: nonsense

*ERO: det er rigtigt nok.

%eng: itis so

%com: Emine hums

*EMI: e skal vi snakke altid [//] dansk hvad.

%eng: hey must we always speak Danish

*ERO: nej.

%eng: no

*ESE: nej men vi skal heller ikke snakke vi skaldkve.

%eng: no but we must not talk we are going to work

*EMI:  jeg snakker altid tyrkisk <sa.> [>]

%eng: then | will speak Turkish

*ERO: <kat> [<] kat kart cart curt curt cart<cart cart> [>]

%com: (Turkish) sounds for cutting with a pair ofssors

Canan in the first line asks with a bit of crititisvhether Esen is
(really) going to do some (unidentifiable) parttioé task. Canan
asks in Turkish. Esen is obviously annoyed by disstion, she
seems to take it as an insult, perhaps an attadkeonSo she
reprimands with a very strong (colloquial, but rtabooed)
expression in Danish. Canan, apparently unableetet this level
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of sharpness, resorts to meaningless sounds. &t to back
Esen, in Danish, sensing which way the wind is lohgwEmine
then throws in a diversifier: she asks - in Danishit is really
necessary to speak Danish. Erol joins her, againnskng the last
strong girl who has spoken. Esen then also saysdt necessary
to speak Danish, but with the qualifying statemiéat it is not
necessary to talk at all. Emine follows up her sssdy stating, in
Danish again, that from now on she will speak TshikErol again
reacts, this time with a clear demonstration of lamtwely he is
working with their task (cutting and pasting). Seenhis light,
Erol's behavior in the grade 8 conversation becamestter of
habit - or perhaps self-defence. If he has obseofteh enough
what happens to attempts like the one Canan lasnchéhe
beginning of example 3,13, he has a good motivati@tay on the
side of the strong part, as he certainly does fwref course he
can keep a low profile.

The conversation analysis can show us the meandizh Esen

gets her way under certain circumstances, butmnathiers. As we
can see that Esen almost never does not get henwvealgave a
good indication that she may get her way evenrcuaistances
where there are no observable signs of it (at leasigns that the
conversation analyst will accept). There is go@soa to believe
that her strength is part of the wider contextrof eonversation
involving these students. And there is good redsdielieve that
this is a crucial element in the evaluation of ¢itaation as it is
formed by the interlocutors participating in theaiation. It is hard
to think of Erol entering the situation of the gedtlconversation
of example 3,12 entirely oblivious of the many temiee has
witnessed - or felt - Esen's strength. The soaoiistically

oriented analysis thus gives us a frame of referefar

understanding Erol's behavior in example 3,12 twvisctotally

absent from the conversation analysis. Esen may&ehieved (or
been ascribed by Erol and others) an identitytasgh bitch. Such
identities abound everywhere, but they are not eéisn brought
into conversations involving people to whom thewédeen

ascribed. Blommaert (2005, 205) dryly remarks thexty few
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people “self-qualify as ‘arrogant bastards’, ‘lia ‘cowards™.
There is a difference between such identities hadhes people
inhabit, but all of them involve semiotic processes

Such processes are semiotic, of course, but theg ne
not be interpersonal, and this invalidates thentlaf
Conversation Analysis that identities are not refgv
until interactionally oriented towards by immediate
participants in conversations. Identities can berdh
long before the interaction starts and thus comdliti
what can happen in such interaction (Blommaert 2005
206).

This is of course also a question of different date comparison
of a large body of text is precisely what charazest classical
sociolinguistics, and this is an advantage of #pgiroach. The
advantage of the conversation analysis-inspiredoggp is that it
can go into close detail with the individual smigkt bit. The

advantage of conversation analysis is on the merel (see also
Steensig 2001b), why the advantage of traditionalbdinguistics

is at the macro-level. | see no reason not to eynploth

perspectives in studies of language use.

Conversation analysis provides us with an excelteot for
managing the sequential analysis of interactiogéimeral, and not
to forget, in particular convincing analyses of soaf the Kgge
data). However, it offers absolutely nothing witbspect to
understanding what goes on among interactants degovery
superficial level of linguistic structure. Therenist muchwhyto
thewhy that now?

Quantitative analysis 2: Development of code choigeactices
By means of the Childes prograneq and the SPSS package of
statistical programs | have calculated the distidyuof utterances
over the categories of code choice. This can be donversation
by conversation, person by person, year by yedriramany other
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ways. The figures give us an overview of the dgwelent of code
choice practices throughout the school career efittvolved
students. Figure 3.8 shows the Danish-based ottesaas a
percentage of all utterances in group conversatiouslving
Turkish-Danish students from grade 1 through geadeéne figure
shows that the percentage of Danish-based uttes@cery close
to zero by grade 1, and it increases to about &Mfhg the nine
years. The developmentis not even, however. Taesii Danish-
based utterances is low during the first four yeBetween grade
4 and grade 5 the percentage of Danish-basedntassancreases,
but between grade 5 and grade 6 it decreases &gaim.grade 6
to grade 8 there is a considerable increase, dgliwed by a
small decrease between grade 8 and grade 9. ThEgenn
development does not change the fact that the n@jange
between grade 1 and grade 9 is the vastly increakack of
Danish-based utterances. In group conversation grarkish-
Danish grade school students attending school inniaek, it
would be theoretically possible to speak Turkisth @anly Turkish
throughout (and this is in fact a frequently useglienent among
educational decision makers against allowing the afsnon-
prestigious minority languages in classrooms)ithsifar from the
reality we can observe here.

It is obvious that the amount of Danish spokenh®sé students
was much larger in grade 9 than what it was in grad
Furthermore there is a general tendency to speak Banish as
time goes, although this is not an unbroken deveé&g. For this
to be true, firstly there would have to be lessiBlaimn grade 5 or
more Danish in grade 6, and secondly there wowe kabe less
Danish in grade 8 or more Danish in grade 9.

The uneven development of the share of Danish-batsednces
between grade 4 and grade 8 which appears fromef§)8 can to
a large extent be explained by the combinatiortudents in the
group conversations year by year. This becomesabvn figure

3.9. In figure 3.9 the conversations each yearcategorized as
either girls-only conversations, boys-only convBose or gender-
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mixed conversations. Figure 6 shows how the boymys-only
groups begin using more than just the occasionaidbabased
utterance earlier than the girls, but the boysagskonly group
never reach a point where Danish-based utteranoasrd to more
than half of the utterances they produce, not &yegrade 9. The
girls in girls-only groups practically only use kish-based
utterances except for an occasional Danish-basectste, until
and including grade 6. Between grade 6 and gratheer? is a
major change in the code choice of the girls ingdlin girls-only
group conversations. By grade 7, and through géadeanish-
based utterances are the vast majority of all ansgs they
produce. This change can not be explained by tie giddenly
learning Danish. We can see in the gender-mixedearsations
that the girls use as many Danish-based utteraineesas the boys
do. This is evident in grade 5 where we coincidéntanly have
gender-mixed conversations.

This does not mean that the girls learn Danish then the boys.
As we can observe from the graph for the gendeedix
conversations, the girls do use Danish when theyiarthe
company of boys. By coincidence we have only genaiged
conversations in grade 5, and this year the prapodf Danish-
based utterances is relatively high for both gerulgrparticularly
for the girls. At this age the girls typically speBurkish when they
are among girls, but Danish together with Turkidrew they are
among boys also. This may add another dimensitretooncepts
of we-code and they-code (Gumperz 1982). If theseepts have
a meaning for the speakers here, it may be thagittereserve
Turkish as a we-code for the situations which tleajly think of
as a “we”-situation, i.e. excluding boys. The bowy&-code is
neither Danish not Turkish, but rather the use @thbAnother
possibility is that the girls reserve one we-cauteohe type of we-
situation, namely in a group with only girls, arust code is
Turkish. For another we-situation, with anotheretyif group, in
casu with both boys and girls from their schoolgerhaps young
male and female minority members), the girls usdtaar we-code,
namely both Danish and Turkish. If so, the girlsdhdeveloped
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skills in handling different types of social groupgh different
linguistic means. The girls choose to express tleéras in a way
which shows them as members of the group in whosgany
they are at a given time. In other words, they ttocsa girl-group
in one way, and a youth-group in another way.

In the older grades the girls use a higher pergertdDanish than
the boys do. In grade 8 there are no boys onlyggcand we see
that the percentage of Danish rises in the gendesdn
conversations compared to the boys-only conversatibhe boys
and the girls use roughly the same amount of Daniste gender-
mixed conversations. This means that the boys fme@se more
Danish in gender-mixed conversations than in bayg-o
conversations. This may mean, as was possible athergyrls in
grade 5, that the boys with their language choaestruct their
relation to and belonging to different groups wiliferent
linguistic means. By grade 8 the boys have develdpe skills
which we observed among the girls in grade 5,ighré 3.9.

We can make an observation which is trivial am@winguists,
but often comes as a surprise to decision makdtgators, and
minoritiesed themselves. The use of mixed languiageasu the
use of Turkish features together with Danish (andli&h, etc.)
features is not a result of lack of linguistic catence. We have
further evidence for this. Figure 3.10 shows thecgetage of
Danish-based utterances in the minority studentsfridoutions to
group conversations involving both minority and anay students.
In grade 2 about one-third of the contributions @me-Danish-
based (in fact Turkish-based). By grade 4-5 theiseshas dropped
to about one-tenth, a good part of which are Ehgdigsed (see
figure 3.12). After grade 5 the percentage of n@mibh-based
utterances remains low, 5 % or lower. In other \gptide minority
students have at a relatively early time develdpenlistic skills
enough to participate in Danish. They have alselbped social
skills enough to adjust their code choice accorthrtbe situation,
in particular the other participants, whether thes the other
participants’ skills, or the other particpants’ egtations, or both.
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Figure 3.11 is an overview over the intersentermiae-switches
in the minority students’ group conversations. Hiows the
percentage of all utterance which are based difesieht code than
the immediately preceding utterance. Again the d&silprogram
does not allow for an exact illustration of the smu of the
conversation. | have used theal program of the Childes package.
Kwal analyzes the utterances in the sequence they hesre b
transcribed. The outcome will therefore show whitdrances are
based on another code than the immediately pregeti@rance in
the transcription. The utterances must be ordeyadexcutively by
the Childes transcription, also when they are dSiamgous.
Therefore there may be instances where an utteisinategorized
by the program as an intersentential code-switabnwhis in fact
only different in base language from a simultangopsoduced
utterance which just happens to be transcribetiefirst one of
the two. The problem is not serious, as there ateao many
instances of such simultaneity with different cqdbes we must be
aware that figure 3.11 is not absolutely exact.

With this said it is still quite obvious that theade 5 conversations
differ considerably from the other years. Until dga5 the
intersentential code-switching never gets abovi16ut in grade
5itis about 40 %. After that it decreases agathl@overs around
20-25 % during the remaining years. This indic#tes grade 5 is
a crucial point in the development of languagingctices among
the minority students. The observation | have mad&gure 3.9
supports this interpretation. There are quite is¢amegotiations of
code in grade 5, and after grade 5 the studerdsfiavel of code-
switching which they maintain throughout their schyears.
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Percentage of Danish-based utterances

100

Use of Danish in group conversations

Grade level

Figure 3.8. Danish-based utterances as a percerdhgsl
utterances in the minority students’ group conversa, grade 1-9.

Percentage of Danish-based utterances

Use of Danish in group conversations

Grade level

Gender

Boys

Grls

Both

Figure 3.9. Danish-based utterances as a percerahgl

utterances in the minority students’ group conuérag, grade 1-9,
different group compositions.
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Use of Danish in group conversations
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Figure 3.10. Danish-based utterances as a perecraball
utterances produced by minority students in grauprersations
with majority students, grade 2-8.
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Figure 3.11. Utterances involving intersentent@e-switching,
as a percentage of all utterances in minority sttglegroup
conversations, grade 1-9.
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Use of other codes in group conversations
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Figure 3.12. Utterances based on other languagedilirkish and
Danish, as a percentage of all utterances in minstudents’

group conversations.

Code-mixed utterances in group conversations

~ -
L
AN

Code-mixed utterances (pct. of all utterances)
AN

o

o

Grade level

Figure 3.13. Utterances involving elements from enitran one
code, as a percentage of all utterances in minstuiyents’ group

conversations, grade 1-9.
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Mixed utterances in group conversations
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Figure 3.14. Utterances involving elements from entbran one
code, as a percentage of all utterances in minsttiggents’ group
conversations, grade 1-9, girls and boys respdygtive

Figure 3.12. points in the same direction. It shtvespercentage
of utterances which involve other languages tharki¥h and
Danish, most frequently English. “Other languages’in this
connection a crude term which covers traditionaloldgically
constructed “languages”, not varities such as &ddbanish. The
graphin figure 3.12 represents utterances basethenlanguages
than Turkish and Danisplus utterances based on Turkish or
Danish with loans from third languages. In otherdgso some of
the utterances represented in figure 3.9 are a&presented in
figure 3.12, etc. The percentage of utterances i third
languages is very low until grade 5, increasingnfnoothing in
grade 1 to about 0.5 % in grade 4. In grade 5 #regmtage
increases to 2 %. After grade 5 it decreases agaoughly 0.5 %.
In the following years it gradually increases agatil it reaches
its highest level, at 2.5 % in grade 9. This isidlfer indication
that there is something special going on in grad& possible
interpretation could be that this is the year wtienstudents as a
group discover the many and varied uses of codt&isivg. There
will be more about that below in the section abitwt grade 5
conversations.
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| have also calculated the percentage of utteramd¢esh are
“mixed”, i.e. they involve intrasentential code-teties. Figure
3.13 shows that the share of intrasentential cedtises in the
minorty students’ group conversations increasedugidy from
almost nothing in the first years to about 8 % radg 9. This
graph does not include utterances with loans. Eigut4 is based
on the same calculations, but separately for ginid boys. The
development does not follow the same pattern f@two gender.
Until grade 5 there is little mixing to be found ang the boys, and
more among the girls. After grade 5 the boys useenmaixed
utterances than the girls, and increasingly sauiingrade 9. The
girls’ use of mixed utterances is more stable, aitth a short
increase in grade 5 stays around 3-4 %. When wéio@nthe
observations in figure 3.9 and figure 3.14 we genapression of
the girls as much more frequent users of Danightth@boys, and
the boys as users of both languages, Turkish sflighbre than
Danish.

These quantitative analyses show an important amdapive

development of the students’ relationship to lagguaver their
nine years of grade school. Their relationshipth®individual

ideological constructed languages of Turkish andhi€ra are

dramatically altered. In addition, features asatitieother sets of
features than Turkish and Danish enter into theestts’ language
use.

There are some general tendencies. Danish isrrahe ifirst few
years, but becomes increasingly more frequentlg,.esed among
the girls becomes the dominant language. At onetpother
languages, i.e. other ideological constructedd eétfeatures,
appear in the language use of the students, firdtfaremost
English. Code-switching, both intersententially and
intrasententially, becomes increasingly commonughout the
nine years. Some of the phenomena related to ¢alescseem to
peak in grade 5, which also appears to mark thenbewy of the
differences in the development of girls and boys.
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The use of other languages as well as the simutenase of
features from more than one language increaseatidg that the
students integrate the linguistic features theyes&cmore and
more through the years.

In order to take a closer look at these developat@hienomena |
analyze the code choice practices of the studeatsedevel by
grade level in the following. Most of my analysigsncerns the
languaging of the students in group conversatioms minority
students. Occasionally | include material from censations which
involve both majority and minority students. | abseefly compare
with these conversations, and conversations amoapprity
students.
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Code-choice in grade 1

In grade 1 only few Danish-based utterances appeahe
conversations between the Turkish-speaking childnethonly few
code-switches. In the altogether 10 group converssitnvolving
Turkish-speakers, there are only few instancesfandypes, of
simultaneous use of features ascribed to diffdamgfuages. There
are some intra-sentential code-switches. Thetoadarge extent
either tag switches or borrowed words and exprassidimost all
the students use tag switches such as in excdrpt 1,

Excerpt 1,1:
*MUR: nej seni bekleyip duruyorum deminden beri.
%eng: noJ have been waiting for you ever since

Among the borrowed units are several types. Aqratierogatory
words and other expressions which are regularlg useserbal
fights, for examplehold din kaeft, dumme, ti stil{&nglish:shut
your mouth, fool, shut QpThey are heard especially among the
boys, see excerpt 1,2.

Excerpt 1,2:

*ERO: hold din keeft hold din keefilur simdilik olur
birde bizim sesimizi essah oraya ¢ekti mi.

%eng: shut your moutlit, will be okay, it will be okay

now, has he really recorded our voices there?

We can observe that loans are sometimes used waiiotactical
integration, see excerpt 1,3.

Excerpt 1,3:

*BEK: he manyak

%eng: yes fool

*ERO: manyak<dummemanyak [>] manyakdumme
manyak

%eng: fool stupidfool fool stupidfool.

*ALL < sensin manyak [<]
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%eng: you are a fool yourself

The intonation of Erol's utterance shows us tha Danish
adjectivedummads not here an adjective subordinatedchemyak,
but rather an independent epithbtanyakis by the way not
necessarily a noun in Turkish.This utterance of'&re a series of
six derogatory words addressed to a classmateclHsismate, Ali,
is not very pertubed by the exclamation, he rettiragompliment
with no nonsense. In addition to the epithets tlelents loan
Danish words for objects and phenomena which betontpe
everyday of a Danish grade schadks, lim, computgiEnglish:
scissors, glue, compujerSome of these loans are used by several
of the students and on more than one occasion. diieeso to say
in the process of being established as Danish loadsvin the
mother tongue Turkish of these students. One legaiticularly
interesting, see excerpt 1,4.

Excerpt 1,4:
*BEK: len liminizi laneedeyim benimki olmuyor
%eng: mancan | borrowyour glue,mine is no good

It is a widespread practice among Turkish speakingrities in
the western world to borrow words, especially noand verb in
the infinitive, from the local majority languagendause these
words in combination with the Turkish vedimekor the verb
yapmak see above in the section about Code categorileat W&
can observe in Bekir's appeal for gluestickis a construction
which seems to go against the tendency among Tuskisaking
minorities in Europe (see the section on Code eéhaitd code-
switching in Part 1), as he uses a form agftmek not a form of
yapmak However, loans witlyapmakalso appear, such as in
excerpt 1,5.

Excerpt 1,5:
*SEL: tam prgveyaptm nv.
%eng: have you reallyried
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Some of the expressions in Danish are formed dersess, ageg
ved det godt(Englishl know if). This expression may have been
borrowed as an entity (in acquisition studies teotogy:chunkg.
But it may of course also be constructed as a seat@ith Danish
syntax and all. The boys seem to produce verg htthich is not
most likely borrowed as a chunk. This is not theecamong the
girls, however. Girls do construct utterances vidmish syntax
which can not have been acquired as unanalyzeteentie. which
have been designed and constructed by the speakénei
interaction.

Excerpt 1,6:

*CAN: cok pis Emine ¢ok pis azbutin bize okullara
anlatn.

%eng: she is very silly, Emine, that girl, very silly,uyo
have told all of us, you have told the (whole)
school

*AYL: Canan er spastiker hun ger.

%eng: Canan is a spastic, she does.

%com: Aylin, Nevin, and Merva laugh

*CAN: Aylin er syg.

%eng: Aylin is sick.

%com: Canan, Aylin, and Nevin laugh.

*AYL: Nevin er spastiker hun kan ikke snakke dansk
hun er [//] hun er spasser dum hun er svin.

%eng: Nevin is a spastic she can not speak Danéesh sh
is [//] she is a spastic stupid she is swine

*NEV: Aylin er stor ejAylin blyuk diyorunAylin dum
<og svin.> [>]

%eng: Aylin is big, oh am saying that Ayh is big,
Aylin is stupid and swine.

*CAN: <Aylin bery [<] bunu aldm wy viy viy vay ay

%eng: Aylin | have taken thiszy viy viy vay oh

The constructiolCanan er spastiker, hun glaas not been copied
from a mother tongue speaker. Aylin here genezslile rule that
allows the use of the verb to be replaced by a fafrgare Aylin
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does not, however, take into consideration, ohges she does
not know, the fact that this replacement specifyagalnot possible
with the verb veere Such a generalization is typical of
interlangauge, and generally it is considered dication that the
learner has acquired a higher level of acquisititan the level
indicated by chunks. The sequence we are lookingeat is
characterized by stereotypical constructions otype NAME +
er + epithet, but that does not change the facttieatitterances are
actively produced in this situation. The girls dmdguce the
utterances independently on the spot.

It is further clear that the situation involvesmayer struggle. Aylin
comes out of it strongest - the struggle is no essdor Nevin.
Aylin’s success is not least helped by the fact s$ha& can deliver
more epithets, and she has the little pdinh kan ikke snakke
dansk Whether or not the girls generally think of Dsnias
somebody else’s language and not theirs, it igicaytplaced as
such by Aylin in this conversation. In Gumperznts Danish is
here placed as theycode with the according status attached to
such a function. Included in this is that Danish ba used as a
resource in an ongoing power struggle.

This exchange between the girls is also languagg plth the
Danish epithets as the focus of the play. The i@asto the two
first utterances in the exchange show that thepesely taken
to be play. But Nevin's last contribution fails, vilever. She does
not contribute by building further on top of theepious
contribution and add new epithets, and the plagsstdhis little
exchange bears a certain similarity to the phenamesmhich
Labov (1972) has labeled sounding, a kind of laggualay in
which the participants subject each other to irgirgdy insulting
remarks. Teasing as such is not at all unknowntudiass of
language use among grade school students, andacortr
conventional wisdom, it is as prevalent among gislamong boys
(Lytra (2007), Pichler (2006), Tholander (2002),dden (2002) to
mention a few examples).
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Danish elements are regularly subjected to langptye among
the boys mainly as loans or chunks, see excerpt 1,7

Excerpt 1,7:
*MEH: <Ole Bole> [<] da la la.
%eng: [a character from a children’s rhyme] da la la

The girls construct complete sentences which arm@dbaas we
have seen, but also in other ways, as in exce8pt 1,

Excerpt 1,8:

*CAN: der er nogen der graeder.

%eng: there is someone who is crying.
*MER: kim graeder.

%eng: whois crying?

Merva’'s reaction to Canan’s utterance shows us shat can
analyze it syntactically. For Merva it is therefaret a chunk,
although in this exchange it might be for Canarcefgt 1,9 also
contains a construction which can not be an unaadlynit.

Excerpt 1,9:

*CAN: ay ben var ya mutfak odas aldm bak mutkak
aldim surdan da odaya salonaiql iyor.

%eng: ay | have taken the kitchen room, | have taken
the kitchen, from there one can walk into the
room, into the livingoom

*MER: kom lige jeg har ikke nogen saks.

%eng: come here, | don’'t have any scissors.

*NEV: oh.

%eng: oh.

*AYL: mutkak dgil mut, mutfak

%eng: it is not called mutkak, it is called mutfak

(kitchen).

In excerpt 1,9 we also observe that the utteraddeeased to the
project worker is in Danish. In Gumperz’ terms fikia situational
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code-switch. There are only few examples in gratkewhere a
Danish utterance is met with another Danish uttahhe series
of epithets in excerpt 1,6 is the most elaborate on

In excerpt 1,10 most of the utterances may be uyzethchunks
which are repeated, but Agls reply to Canan’s questidwvad er
der nuis not.

Excerpt 1,10:

*AYL: hej.

%com: speaks directly into the microphone, as if
addressing the project worker.

%eng: hi.

*CAN: hvad er der nu

%eng: what is it now.

*AYL: der var noget galt kom lige engang # der var
noget galt.

%eng: there was something wrong, come here # there
was something wrong.

*CAN: ja kom nu.

%eng: yes, come now.

*AYL: kom lige <engang.> [>]

%eng: come here.

*NEV: <ja kom> [<>] nu

%eng: yes, come now.

*MER: <ne oldu> [<]

%eng: what has happened?

*CAN: der er nogen der graeder.

%eng: there is someone who is crying.

*MER: kim graeder.

%eng: whois crying?

*CAN: kom nu.

%eng: come now.

*NEV: kim agl yor kuz.

%eng: who is crying, girP

*AYL: der var galt.

%eng: there was wrong.
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*MER: la la la.

*CAN: ja kom nu <for helvede.> [>]
%eng: yes, hell, come now.

*NEV: <kom nu.> [<]

%eng: come now.

*AYL: kom nu for helvede din lille ko.
%eng: hell, come now, you little cow.

A part of the Danish utterances are obviously asiré to the
project worker, who can not hear them. The studspeak straight
into the microphone at short distance, or they esllthe project
worker by name, or they call, wikom nuor kom lige There are
also more equivocal examples, for instance whepangcipants
comment what is happening in the situation, perhatgisa fake
address out of the room. In excerpt 1,11 Esen shibatsshe is
aware of the tape recording going on, and she corsren the
previous passage of the conversation. She hakdithiz story with
the additionEsen told this storyn Turkish. The others tell her that
she should not tell stories, because the projedtavas going to
listen to the tape, and she reacts with a remaldkamsh which is
(fictitiously) addressed to me.

Excerpt 1,11:
*ESE: Normann jeg sagde en historie da na na hi.
%eng: Normann | said a story da na na hi.

In the same way the addressee ofi&ygl last remark in the
example above is not cledrg(l, come now, you little cqwit ends

a series of attempts to draw the attention of tbgept worker, and
this happens with a broken taboo. This accele@temn’s yes,
hell, come nowThere is not one example in the material, ormothe
observations made during the project, that stuceadsess adults
directly in this way. Therefore this example indesthat they
have become aware that the project worker caneatthem, and
they play with transgressing this linguistic norm.

It is characteristic of the conversations in grddthat they are
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heavily dominated by Turkish. Danish does appeatliof them,
but primarily as borrowed individual words or exgsmns, or as
(perhaps faked) addresses to an adult Dane. Inadeases the
participants play with the Danish, including whaeyt transgress
borders. This is probably the most general obsenvéd be made
in the grade 1 conversations that Turkish is usedvery purpose,
and Danish is used for playing. This play is inwaln the way, in
which the participants build their social relationgh each other.
The only exception is that Danish is used in irdeoa with an
adult Dane. There are indications that the studeatsexploit the
status of the Danish language ab&yrcode, but by and large we
witness Turkish-medium conversations with a fevertesd Danish
units. The code-switches can be characterizedhgsé#aye play or,
when the interaction turns to an adult Dane, amsdnal code-
switches.

The code profile of conversation 122 shows a typicdure of the
grade 1 conversations. On the vertical axis arekeuarthe
students’ code-choice at the level of utteranageriotes entirely
Danish utterances, 2 Danish utterances with Turkasims, 3
utterances which include a code-switch, 4 denote#i3h-based
utterances with Danish loans, and 5 denotes entirarkish
utterances. On the horizontal axis are marked tileeaumnces from
the first to the last utterance in the conversatiegardless of who
has made them. This axis is therefore a time d&kigs the profile
gives a picture of how the conversation developsenms of
language choice. The illustration has some wealkse$ise most
important one being that it can not show when attees are
completely or partly simultaneous. Neverthelessavelearn quite
a bit about differences between conversations pfiles of this
type, as we shall see.The most obvious charaateoisthe code
profile of conversation 122 is that almost the entionversation
is in Turkish, i.e. the graph stays on level 5t vertical axis,
with a few utterances at level 4. In this way itsical of the grade
1 conversations.
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Code
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Code profile conversation 122
s .

1 31 81 ot 121 151 181 211 241 a7 301

Utterance no.

Code profile conversation 125

]

1
1 15 29 43 57 7 £ 99 113 127 141

Utterance no.

Code profile conversation 133

Utterance no.
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The code profile of conversation 125 is not veffedent from the
profile of conversation122. In conversation 125¢he a string of
utterances at level 3 around utterance 200, maitdyances which
can not be categorized as either Danish or Turkssh. long
stretches of talk are held only in Turkish, whhere is very little
Danish.

The code profile of conversation 133 is very simila that of
conversations 122 and 125. The code profiles,tjueds, and the
analysis of the exchanges all confirm that theesttglin grade 1
rely heavily on their Turkish.

Altogether in grade 1 the Turkish-speaking studentie whole
project produce 4051 utterances, out of which 3@@1Turkish-
based, 115 of them with Danish loans. There arddH2sh-based
utterances, not one of them with a Turkish loaneréhare 34
utterances with intrasentential code-switchingddition there are
1055 utterances which have been disregarded, mbadguse
someone not participating in the conversation wasent, for
instance a project worker.

In grade 1 we have not recorded group conversatiomving
both minority and majority students. We do havevessations
between majority students. The percentage of prafysh-based
utterances in these conversations is close toQ@0of a total of
1449 utterances, the 1445 are Danish-based, 2f With loans.
There are 2 English-based utterances, and 2 interséal code-
switches. The very few exceptions give a total ait&rances
altogether in 4 conversations. The exceptions ®ginmvolve
single English wordsnp and pleaseand fuck and one time
German fa doch.

By grade 1 we find two groups of students, the migjand the
minority, who are learning to know each other. Thappensnly
in the way that the Turkish-speaking kids also @egbanish, not
the opposite, and not by everybody learning somgthlse, such
as German.
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Code-choice in grade 2

Also in grade 2 there are only few Danish-basestatices and few
code-switches in the conversations between theidhudpeaking
children. In grade 2 we have collected 7 group eosations with
minority students. In these conversations theradeev passages
in Danish, as in excerpt 2,1. The use of Danisle Inas a very
concrete and context-bound content, as is evident.

Excerpt 2,1:

*ESE: hvor er min saks henne.
%eng: where are my scissors?
*HAV: her.

%eng: here.

*ESE: hvor.

%eng: where?

*HAV: der.

%eng: there.

*ESE: her er den den gemmer+...
%eng: here it is, it is hiding.

In excerpt 2,2 we see an intersentential code-Bwitdch is more
than play, and not a situational code-switch either

Excerpt 2,2

*ERO: bakmn pik.

%eng: look, a dick.

%com: Erol, Ali, and Bekir laugh
*MUR: aha jeg har fundet en.
%eng: aha, | have found one.
*BEK: jeg har <ogsa fundet en.> [>]
%eng: | have also found one
*ALL <hvad fundet du.> [<]
%eng: what finded you?

%com: non-standard past tense

In several turns Murat has argued that the fouslmaght to work
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with their task while the others one by one logérttoncentration.
Here Erol has found something which looks like alema
reproduction organ, @k, and he shows it to the others. Everybody
except Murat laugh, and he changes subject, f@angk|anguage
all in one. The code-switch is not situationallytmated, rather it
is a change of footing or mode (Goffman 1981, AL&95), or at
least an attempt at it. A change of the conversatsosubject and
footing, i.e. the position from which the spealeaddressing the
others, and his relations to the other participastsaarked by the
switch from Turkish into Danish. The change is situationally
motivated, but on the other hand neither can wencthat the
languages are drawn into the conversation as we-aond they-
code. Only the fact that the languages used arhestme, marks
the change.

In grade 2 there are also tag switches, and therdoans of
individual words, as in the (unrelated) construasiof excerpt 2,3.

Excerpt 2,3:

*CAN: insallah kristendonda da burda dururuz dél
mi.

%eng: we hope we can stay here also during the
Christian studies clasdon’'t we?

*MUR: frikvarter bitti.

%eng: the recess over

Also words such dsamsdEnglishteddy beay, lim (Englishglue),
Mester Jakoh(English Brother Jacl, andgymnastik (English
physical educatioyappear as loans in theTurkish-based utterances.
As in grade 1 most of the borrowed material frora anish
language belongs to the school everyday. In additicsuch loans
there are instances where taboos are broken addrisdgested, see
excerpt 2,4.

Excerpt 2,4:
*ERO: Normannkonusuyor.

366



%eng: Normanis talking

*BEK: Normann kan du hgre mig.

%eng: Normann can you hear me?

*ERO: Normann jeg skal sige noget til dig hurtiginko
her svinepisse.

%eng: Normann | want to tell you something swine
piss.

Erol’s addition to his call for the project workieoks similar to
the one we observed in grade 1. We have no readmlieve that
this utterance is a genuine expression of angenstgan adult,
intended for the adult to hear. In the situatiom students are not
quite certain whether the project worker can attua¢ar them
while the recordings are going on. In school they ased to
working in similar situations, but usually the teacor an aide will
be within earshot. This is not the case here,@sliave been told,
but they seem not to be quite convinced. Under ethes
circumstances, throwing an epithet at an adultagut it gently -
socially experimenting. An utterance which preterds be
addressed to the adult may thus rather be intefutetie other
students to hear as audience.

When we understand Erol’s line in this light, tleele-switch is
superficially situational. The official addressean adult Danish
speaker. But the point is that he is not goingaioanything to the
official addressee. Firstly, with the form of higewance he can
show resistance, opposition - to the adult woHd,4chool world,
the Danish world. His use obvine pissdas subversive, and it
would not have been received mildly by (most of taachers.
Secondly, by overtly stepping over the borders| &lsp presents
a piece of performance (Bauman 1986, see in Pun# Section
about youth language), and Erol involves the otharghe
subversion of adult power.

Excerpt 2,5 shows us an exclamation which is Dapisinounced
corresponding to the orthographical foeadd and tagged to an
utterance otherwise in Turkish. The utterance byabais
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interesting, because it starts a discussion alkoudle decency and
swimsuits during which Canan represents the coaigevview,
and Ayhn the liberal one. Ayh draws the attention of the others
to the pictures of swimsuits, and this leads to @&
condemnation of pretty, but cut-down swimsuits, grelwomen
who wear them. Ayh’'s reaction is to divert the accusation of
indecency away from children who wear such swinsgiand she
tells that she in fact has one herself). The exgbdras become a
struggle between Canan and Aylin which both argue through
norms about which they pretend to agree. Canant igaing to let
Aylin off - she claims it is sinful for big childrenteear cut-down
swimsuits. The utterances the two girls produgegeslly Canan,
have the form of rulesatiyiik cocuklara giinaiThese utterances
are here produced as the girls’ own as can befse@nCanan’s
utterance about not liking that kind of women, ey are
references to norms outside their group. The wads in
Bakhtin’s terms, the words of the other. This cimition by
Canan echoes a norm they all know and which ishkeyway
controversial in Denmark (although it was less stha time).
Canan voices a norm in known words (see a simxiamgle in the
section on Power and language use in Part 1). Gudbie-voiced
discourse can, as we have seen, be observed amraategsghool
students at least as early as grade 2.

Canan utters the words of a conservative norm atiggl the
behavior of Turkish females, and there is no redem on her
part. Much to the contrary, she openly expresseslisgust for
women who violate those norms. Her doublevoicinguis-
directional.

Excerpt 2.5

*AYL: oh bunun igcinde de hep mayolar var bak simdi
%eng: oh, in this one there are only swim suits, look.
*MER: he

%eng: yes.

*CAN: add # seddbu nasil iyimis ama acik

%eng: yerk # yerkhis one is pretty, but cut-down
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*AYL: oh mayoya bak ne guzel

%eng: oh look at the swim suit, how pretty

*CAN: hi¢c sevmem bdoyle kadinlari

%eng: | don’t like such women

*AYL: kadinlara giinah ama ¢ocuklara gtinah degil degil mi.

%eng: it is indecent for women, but it is not indecent fo
children, is it?

*CAN: ama buyuk ¢ocuklara giinah<su guzelmis ya aman
sey[<].

%eng: but it is indecent for big children, this one isfiy.

*AYL: < biliyorum biyuk ¢cocuklarg<].

%eng: | know, for big children

*CAN: bdyle giyinmesi iyi olmaz degil mi

%eng: to be dressed like that is not nice, is it

*AYL: kuguk cocuklara birsey olmaz

%eng: to little children nothing happens

*MER: bengseye+/.

%eng: | eh+/.

*CAN: ihianne[//] annelere fazla glinah olur suna bak hagzk
giyinmis.

%eng: no it is more indecent for mothers, look & tme, how
cut-down she is.

*AYL: oh benim bundan var ama agndegil .

%eng: oh | have one like this, but it is not the same

Other Danish words are used in grade 2 as epih@sconflicts.
The expressiodh ja with an insulted, complaining intonational
pattern appears several times. In excerpt 2,8vesdo attract the
attention of the other participants. Eda has jusédu this
expression, and Selma comments on it, accusingEmaerusing
the insultedih ja. Selma says Eda say$iérgiin the implication
of which is that Eda’s Danish is not very variedready in grade
1 we observed how this could be a powerful accosati

Excerpt 2,6:
*SEL: oh# oh Eda hergurah jadiyorsun dgil mi.
%eng: oh # oh Eda all the time you s&h ja,don't
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you?
%com: ah ja pronounced mockingly

The social negotiations among the students can ladsplayed
bilingually while involving separate code choicdhe code-
switching need not have a pragmatic function whaththe

participants realize and understand, or much lesspd, see the
analysis of excerpt 2, 10 below. The excerpt shuoove the social
relationships are being skillfully manipulated thgh language
choice, to the benefit of Esen.

There are a few examples of Danish with Turkisim$oia grade 2
involving the wordvallahaand the worden. The use of Turkish
loans in otherwise Danish utterances is not neslfrequent as
the opposite - Danish loans in Turkish surroundidgsexample

of a Turkish loan in a Danish-based utterance appaaxcerpt
2,7. This excerpt also has a combination of a Daeigpression
kom sa (Englishcome on literally come thepand a Turkish
ending -sAnA which indicates an imperative. The equivocal
structure leaves us with a second syllable which lma both a
Danish word and a Turkish ending.

Excerpt 2,7
*ISM: kom lige komsmalenkomlenkom hej kom ind hej hvor
er du.

%eng: come hengoucome nowmancomemancome here hey
come in hey where are you?
%com: whistles before he calls, then laughs

The language awareness and creativity of the stsdennot
limited to the Danish language or the code-switclibe speakers
create new words and expressions, including aceRpressions,
as in excerpt 2,8. In this excerpt Selma plays thighwordkatcen
which imitates the sound of paper being cut byiagdascissors.

Excerpt 2,8:
*SEL: sen hepsini ktgcen mi
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%com: kat imitates the sound of a pair of scissors cuttimg i
paper

%eng: are you going to kt them all?

*ASI: krtgcen mi

%eng: do you meank?

*SEL:  katgcen mi

%eng: do you meank?

Language play involving nonsense words and soypjksaas now
and then, see in the following example (see alsemx 2, 11
below).

An example of language play:

*ERO: wauv ma ikke <cykebini ini pirci pici porcs pirci porcr
porcz pok pok>[>]

%eng: wow, must not bicyclani ini pirgi pici porgz pirgi porgs
porc¢z pok pok

In grade 2 we have so far been able to observethewtudents
continue to loan Danish words into their Turkistg garticularly

school-related words. There are hardly any Turloginwords in

their Danish at all. Danish-based utterances agemeral rare, and
they are often addresse-related. The studentsdewadoped, or
are in the process of developing, skills in usimghblanguages
simultaneously, and we have seen a clear exampleodé-

switching as a power tool. Code-switching is alegdming an

object of language play. The students still plathwhe Danish
language, but code-switches, rare as they are,lben@nme more
advanced than we observed in grade 1.

The conversations among the Turkish-speaking stadea by and
large Turkish-dominated with some Danish loans anéew
Danish-based utterances. The code-switches are jumit
situational, but they also appear with a certastegtice to the status
generally ascribed to the languages in societgrgel

The use of other languages than Turkish and Daisisstill
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negligible in these conversations. There are attog two
instances of Turkish with English loans in gradea@d one
English-based utterance. The English-based utteriamroduced
by the only boy patrticipating in the conversatiomkcerpt 2,9. As
can be seen in excerpt 2,9, His utterance is cdeiplenrelated to
the matters which the others discuss. The boyé&as singing and
humming for a while without contributing to the amgg
conversation. At this point he then utters the ramé two
characters from TV series, still without becomingalved in the
discussion going on among the others.

Excerpt 2,9

*MEH: dididididi.

%com: sings for a while

*NEV: oh yrtidd:s bu da# ben de elbiseyi al/m ny surdan
keseriz biz dé& olmad be

%eng: oh that one also brok&h#uld | also take the dress from
there, we can cut out that o#eno it didn’t, man

*HAT: belki bunlam sunlarm hepsini ben kestim Nevin
herhalde

%eng: perhaps | have cut out all these Nevin, perhaps

*MEH: Michael Knight Knight Rider

*MEH: <Kit Kontur.>[>]

*NEV: <bence dgil.>[<]

%eng: |don't think so

*HAT: bak sunu ben kestigunu ben kestilunu ben kestim
simdi+/.

%eng: look | have cut out that one, | have cut bat bne, | have
cut out that one now +/.

Other Turkish-based utterances with English loangrade 2 are
the following:

*SEL: oh oh pantolonunuzkartzyor # xxx shortkilot kilot.

%eng: oh oh she is taking off her pamfsxxx shortpanties
panties

372



*BEK: oh noo kadar ¢ocuklar dersini yapacak btz..
%eng: _oh nothen all those children are going to do their
homework, we...

Code profile 246.

The code profile of conversation 246 is similattte code profiles
in grade 1. The majority of utterances are in Tshikand the graph
runs mainly along level 5. The instances wherectiresersation
moves away from level 5 are slightly more frequdnii the

difference is not remarkable. We see a few spiadevtel 3, and
around utterance no. 260 there is a stretch ofcepedich runs

along level 3. The difference to conversationsradg 1 is that
Danish takes little more space.

Conversations 242 and 243 have profiles which aem enore

similar to the grade 1 profiles. Especially in cersation 243 there
is very little Danish. In all of the three profilésere is very little

going on at level 2. The tendency among the yotundests not to
loan Turkish words into their Danish shows in thgssphs.

The grade 2 conversations among the Turkish-speaitudents
produce 2835 utterances, 2719 of which are Turkested, of
which 79 contain Danish loans, and 4 contain |dams other
languages (English). There are 96 Danish-basethattes, 3 of
them involving Turkish. Finally, there is 1 Engliblased utterance
and 19 intrasentential switches.

In grade 2 we have collected 4 group conversatidnsh involve
both Turkish-speaking and majority children. In iéidd we have
8 group conversations with only majority studerdagtipipating.

Excerpt 2,10 is from conversation involving a mayoooy, Peter,
and a majority girl, Pia, plus a minority boy, Erahd a minority
girl, Esen. Esen is in control of the conversati®he maintains
two simultaneous conversations, or sub-converssitimna large
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extent by using two different languages. One cosat@n takes
place between Pia, Peter, and Esen. This sub-czati@r is
entirely in Danish. The other sub-conversatiopesveen Erol and
Esen, and it is mainly in Turkish. The studentsehaeen asked to
do a task in which they decide what a nuclear famill need
when it lives in Denmark, but is going to Turkey arsummer
vacation. They are then supposed to cut out frongaziaes
pictures of whatever they find necessary, and tilagictures on
a large piece of cardboard which lies on the tablgveen them.
On this cardboard is a picture of a nuclear family.

The Danish conversation begins in the first fomed of the
extract. Peter addresses Esen and asks for heeamhpermission
to do a bit of the task with which they are workiggen answers
uncommittedly, but Pia breaks in and tells Petgotahead which
he accepts. The next part of this conversatiogagaPeter asking
Esen for permission to cut out something, apparengicture of
a dog, and Esen grants the permission, provided tet is,if it
may come over.e. that the authorities will allow dogs intorkay
without a quarantine. Peter again gleefully accdpss As before
Pia intervenes with a practical remark, but Pataetioues with his
joy over the little dog. Pia insists on lookingdla task practically:
he must also take shirts with hjrand Peter accepts this, too. At
this point Esen intervenes to direct Pia and Peteut off the
heads of the models wearing the shirts.

In between these utterances falls the exchangesbeat&rol and
Esen. It begins with Erol who, like Peter, appéalssen. He does
not have a pair of scissors, and complains. But Egms him

down, saying that Peter is using the scissorsrdstiagly, there
were three pairs of scissors on the table (delibfaso the girls
must have taken one each, and Esen here takegyitaiuted that
the boys will have to share the third pair - or &&l Pia) simply
have decided so much. Esen clearly answers Emdjgast as a
request, not for the pair of scissors that sheirsguherself, but the
one Peter is using.
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Erol’s reaction is to invite Esen to join him inmapetition against
the two others. He suggests (in Turkish) a conepita work
faster than them, but Esen again rejects his pebosl tells him
to wait. In the meantime he finds a pair of scissand says so (in
Danish), but Esen is not finished yet - she agals him to wait
and not be like AsiyeAsiye gibi olma an attack on his identity
which causes an indignant denial from Erol. Mostho$ sub-
conversation is in Turkish, in this excerpt inigdtby Erol. Esen
and Erol can not be in doubt that the two othetigpants do not
understand any Turkish at all. This sub-consermacaherefore
only intended for the two of them. Thus Esen plagth of her
linguistic hands, keeping the two conversationstapad being in
complete control of both of them, divide et impera.

In both sub-conversations we see the others, sittlea two boys,
appealing for Esen’s attention and support. Pes&s dor her
permission to do the simplest things in their taskl Erol suggests
an alliance between himself and Esen against eatEsen uses
several Turkish utterances to keep him in line, gandugh this,
she controls the conversation without interventiom any of the
others who know no Turkish. All the while Esen atiieects the
others in Danish. She uses two languages, she ctntvo
simultaneous conversations, and she dominates®oécontrols
Erol by accepting his choice of language, and #téacking him
on his identitydon't be like Asiyle an attack that apparently hurts.
She controls the other sub-conversation, whichnigredy in
Danish, by directing the two other participants] &g correcting
them. All the other participants seem to acceptduetrolling
position. At least they address her specificallyg aot each others,
with their contributions. Esen’s code choices iis #xcerpt may
be addressee related, but not simply in the nasevge that she
chooses the code which the interlocutors prefee. i8akes code
choices which place her in a controlling positigler code choice
IS not just co-operative, it is also serves to &nhbr to control the
situation.
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Excerpt 2,10:
*PET:

%eng:

*ESE:
%eng:
*PlA:

%eng:
*PET:
%eng:
*ERO:
%eng:
*ESE:
%eng:
*ERO:

%eng:
*PET:

%eng:
*ESE:
%eng:
*PET:
%eng:
*PlA:

%eng:
*ERO:
%eng:
%com:
*ESE:

%eng:
*PET:

%eng:
*ERO:

Esen skal vi ikke have sadan en lille hund med
pa ferie.

Esen, aren’t we going to take such a littipao
vacation?

ah.

oh.
sa Klip [//] s& klip den ud.

just cut, just cut it out.

hej sgde lille hund.

hello, sweet little doggie.

hvad skal jeg sa [//] si [//] skal ogs& brusgks.
what am | then, sa, | also need a pair ofsrss
jamen han ma jo gerne fa det.

yes, but he can have it.

<xxx daha kesmiyor. gel bunkagecelim[//]
bunlar: gecelim>[>]

XXXit can’t cut any more, come let us be faster
than themlet us be fastethan them

<skal jeg Kklippe det her ud [//] skal jeg kip
det ud Esen.>[<]

do | cut this out, do | cut it out, Esen?

hvis den altsa ma komme over og rens den.
that is, if it may come over and clean it.

jeg tror jeg godt du ma # sgde lille hund.

| think you may # sweet little doggie.
ah hvor den sgde hund <skal han [//] skal han
+..>[>]

oh where the nice little dog, is he, is he +..
<jeg fundet den xxx.>[<]

| finded it xxx.

xxx incomprehensible

<beklicen bizi Erab[<]

you will wait for us, Erol

<puddelhunden ma gerne komme med over.>[<]
the poodle may come over.

saks.
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%eng: SCiSsOrs.

*PIA: han skal ogsa have skjorter med.

%eng: he will also need to take shirts with him.

*ESE: bekle sen de Asiye gibi olma

%eng: wait, don’t be like Asiye

*PET: han skal ogsa have skjorter med <og Danidl ska
ogsa+...> [>]

%eng: he must also take shirts with him, and Daniel
must, too

*ERO: <Asiye gibi dgilim.>[<]

%eng: I am not like Asiye

*ESE: | skal klippe deres gh hoved af fordi de gkal
ikke+...

%eng: you must cut off their heads, because they are
not +...

Esen controls this conversation by keeping therstbecupied in
different conversations. She has the skills to cohdwo
simultaneous conversations without losing the cotioe, and one
of the skills is her linguistic agility. Of courshe does not just
control the conversation because she knows twaukges - so
does Erol, as we can see, but he is absoluteipcontrol. On the
other hand, there is no doubt that Esen’s langchgee skills
contribute to her control of the situation.

Turkish appears in one more conversation involwngority and
majority children, namely conversation 210. Thisersation
involves four girls, two minority girls and two naaijty girls. Most
of the Turkish is a children’s song in Turkish winicne of the
majority girls joins a couple of times. Apart fratmat there are
short exchanges involving the two Turkish-speakigigls

commenting on pictures they see in the magazindshwdre
included in the task.

The conclusion to these figures must be that ajrbgdrade 2, the

Turkish-speaking children have realized that theirkish is less
welcome than Danish. There are many attempts byniherity
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children to address the issues at hand in Danghge f them
obviously learner language with deviations in graamnand

pronunciation. The use of Turkish is largely cosfinto very
specific purposes which become quite clear wheohgerve the
conversations at a distance. It is not that Turkigs completely
disappeared. There are still exchanges betweenmiherity

children which are in Turkish, and they must be ranwthat the
other parties in the conversations do not undedstaurkish.

Nevertheless, Turkish plays a much less importalet in these
conversations than Danish.

The conversations involving only majority childrehow a few
examples of code choice involving non-Danish items.
Conversation 202 involves two majority girls ancbtmajority
boys. In this conversation there are 19 utteramtese English is
somehow involved. Except one, they are all onhleene obh my
darling, and almost also verbatim in that form, which¢h#dren
say, hum, or sing, alone or together. The last @kam the word
shit. A rare use of a Turkish word also appears inreversation
among two majority girls and two majority boys, seeerpt 2,11.

It involves language play also, as it is followadire meaningless
monuzwhich rhymes witlrdomuzand sounds Turkish, but is not
recognizable as a Turkish word otherwise. Theme&smore use
of the worddomuzn conversation 222, but that is also all there is

Excerpt 2,11:

*KAR: men de store rev jeg altsa i stykker # her ghiknuz

%eng: but the big ones | tore up # cqig

*MAR: ah du kan veere en ididlomuzdu kan veere edomuzog
enmonuz

%eng: oh you are an idiot yoursgdfg, you are gig and amig.

%com: monuzs nonsense, but rhymes wdbmuz

There is perhaps one more attempt from one of th@nty

children to use Turkish in this conversation. Mexka boy, says,
as he apparently assumes that | am on my way dheabom at
the beginning of the sessiagula gula.This is possibly intended
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as the Turkish farewell greetimggile gule However, there are no
apparent attempts among any of the speakers tessidrinority
students in Turkish or with the use of Turkish teas.

English appears a few times scattered over theersations. In
conversation 230 there are 7 utterances involvimgligh, most of
them the wordswe have companiesapparently used without
connection to the rest of the conversation, seerpk@,12. This
excerpt shows the first time in the conversatigadicipant uses
the phraseve have companiesThe expression has no obvious
relationship to what is being discussed in the eosation, it
sounds more as an instance of performance. Thigigorted by
the fact that the two boys laugh, and by the faat the words
appear again several times without any direct icglato the
content of the ongoing conversation.

Excerpt 2, 12 (conversation 230)

*LOT: jeg skal <klippe+/.>[>]

%eng: | am going to cut+/.

*MOG: <jeg har>[<] en stol er den ikke flot.
%eng: | have a chair, isn't it nice?

*OLE: we have companies

%com: Mogens and Ole laugh

*LOT: jeg skulle klippe denne her ud.
%eng: | was going to cut this one out
*OLE: nejjeg mangler <bare>[>] et spejl.
%eng: no | just need a mirror

*MOG: <sa.>[<]

%eng: so.

The grade 2 conversations which involve both migasiudents
and majority students produce 1156 utteranceshafiwl034 are
Danish-based, 81 are Turkish-based, 25 are Engéisked, and 16
are intrasentential switches. In the conversatetwben majority
children there are 3805 utterances, 3773 of whrehCanish-
based, and 2 are Turkish-based. In addition threré & English-
based utterances (and a single one-word utteranghich a girl
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saydtalia with something approaching Italian pronunciati@mygl
there are 10 intrasentential code-switches.

In grade 2 we have found beginning signs of sogaison in the

code choice patterns of the minority children, igatarly Esen.

We have also seen that the minority children togd extent avoid
using Turkish in the presence of majority childré&do such

inhibition seems to work when the conversationive only

minority children. The majority children exhibitfew, very few,

signs of awareness or attention to Turkish, amshenfiore signs of
attention to English.
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Code-choice in grade 3

The conversations between Turkish speakers in @ade, as in
grade 1 and 2, strongly characterized by the Thrkitiere are
some tag switches, and there are Turkish utteramiteDanish
loans. Compared to the two previous years theneawvealso loans
which do not refer to the school everyday of thelshts. They are
integrated into the speech of the students witlamyt specific
markings (they are not flagged, in Poplack’'s 1988&nt). The
conversation flows rapidly and without hesitatigusst like an
prototypical monolingual production. Nevertheleg®re is no
doubt that the words are Danish, among other reasecause the
form is most often Danish. The loans are ad hoaddaonce
loans, Poplack et al. 1988), the loans only appeee (at least at
this time - ad hoc loans may of course be on thay to become
integrated). On the list of (unrelated) utterancethe examples
below, the relevant Danish loanwords ak®v TV2 hyggelig
rutschebang sommerlandfjernsyn (English forest, TV2, cozy,
roller coaster, summer amusement park, televjsion

Examples of grade 3 Danish loans not related toach
*ESE: ohskovbura
%eng: oh here isa forest.

*SEL: ben[//] kim bu G¢ adama bajor ben bakyorum bunu
tvto'da

%eng: |, who sees the three men here, | see theifiih

%com: TV2is a semi-publicly financed TV station

*CAN: bura okul olsaydbirde karneyi alsayd¢ok xxx olurdu
hyggeligyani ¢ok iyi

%eng: if this was school and we got a report card, thand be
very xxx, so to sagosy,very good

*ESE: en rutschebanbu tju sommerlanda bir tanesi sdyle
gidiyor bak heletjum dum fjernsynsu da bir metre
gidiyor olirmezsin
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%eng: aroller-coastdrerein thesummer amusement padge
goes like this, look hergtjum dum, television,and the
water goes one meter, don't let it die

%com: o6lurmezsinis a non-standard form perhaps created on the
spot

The school world loans which are so important ie finst two

years, are still used by the students. This isemtiffom excerpt
3,1 in which we observe the wordalleg and the following
examples which include the loakkyp, teaterstykke, danskand

lim. In addition to these the word matematikappears. It is
pronounced in Danish and therefore a loan worldpaljh Turkish
also has such a word.

Excerpt 3,1:

*ESE: ne numarasaz.

%eng: what number, girl?

*CAN: talleg numaraskiz.

%eng: the numbers game number, girl.

*ESE: Dbirtalleg olunca ne olacak da.

%eng: and what happens in a numbers game?

Further examples of grade 3 Danish loans relatsdhool life:

*CAN: ben Karen [//] matematikdersinden olarakMaria oh
dansldensimdilikte Karenile Mariayi istiyorum dahada
degil o ikisi 6gretmenimiz olacalt

%eng: | Karen [//]l wantMariain matheh inDanish Karerand
Maria like now it should be no one else but those
teachers.

*BEK: teaterstykkeyapyoruz ayin yirmi alismda gelen gelsin
gelen gelsin gelsin gele gele gelsin.

%eng: we will performa dramapn the twenty-sixth of this month,
those who want can come those who want can come com
come come come.
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*ESE: onu da keklip ogsa derkiz hep bunlarkes hep kes kes
bak hele dolu hep kes onlar

%eng: cut also that one owut also that one oudirl, cut out all
these, cut out them all, cut, look here, therelatg cut
out them all.

Because of the situation in which we arrange theugr
conversations the students can hardly avoid talkingut glue,
glueing, and glue sticks. The Danish wadrds(Englishglue) and
lime (Englishto glue appear frequently, and almost all the
students use one or another forntimf, as in the two (unrelated)
utterances in excerpt 3,3. The foitimleyim is a first person
singular of a Turkish verbal derivativiemekof the Danish noun
and indicates a certain integration.

Excerpt 3,3:

*BEK: simdi su ugagr limleyim

%eng: now | am going taluethis airplane on
*CAN: lim e bak kz lime Allah.

%eng: look at theglue,girl, at theglue,God.

This does not mean that the students do not knewuhkish word

for glue. They also use yagir- in different forms and word
classes. The following extract contains exactly #nard. It is not

the case that Bekir has chosen the Turkish worditaational

reasons which would prevent a Danish word. In #raescontext
he uses the Danish watmmj (Englishclotheg without hesitation or
marking, see excerpt 3,4.

Excerpt 3,4:
*BEK: te) yapistr ym nv tgj.
%eng: clotheslo | glueclothes.

As in grade land grade 2 the Danish language pgs\vachumber
of taboo words, words for protests, epithets, aheroemphatic
words and expressions which the students use, aseins,
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particularly in company with each other. The (uatedl) utterances
in excerpts 3,5 and 3,6 contain words liked jeres keeftEnglish
shut your mouthandlort (Englishshit).

Excerpt 3,5:

*AYL: nu holder | jeres kaeft bebir sark: sdyleyecgim
susunsimdi.

%eng: now shut up,am going to sing a song, shut up
NOW.

*CAN: ah mand.

%eng: oh, man.

Excerpt 3,6:

*MUR: Huseyinlort boklu Hiseyin Ikea'ya gidiyor

%eng: Huseyinshitshitty Hiiseyin goes to Ikea

In grade 3 the students construct the more combbex
constructions of which we saw a single exampleratdg 1. They
combine a Danish verb in the infinitive with a Tistkverb which
carries the morphology. The Turkish verb is eitheretmekor
yapmak the latter of which is the most commonly usedvier
such combinations in diaspora Turkish elsewhereEunope
(Tarker 2000, 2001, see also the section Code @agsgabove).
The interesting aspect is that the words borrowed the majority
languages are borrowed in the infinitive. The tgpeonstruction
is known from Turkey-Turkish, but with nouns. Redjass of the
structural discussion one could lead over this @ssthe
construction in itselfis relatively complex. Toauscreatively, one
must possess a minimum of grammatical command ¢h bo
languages. See the different (unrelated) utterancescerpt 3,5.

Excerpt 3,7:
*ERO: sonrapakke sammeeadecgiz bunlar bakalm.
%eng: then we are going topack up,let us look at

these.
Other examples of (ad hoc) constructions with ai§raimfinitive
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and a form of the Turkish vegapmak(see the discussion of the
use of borrowed verbs withapmakor etmekin Part 1 in the
section about Code choice and code-switching):

*HAS: lyi istedigin yere yap sebestemmeap.
%eng: okay make it in a place you want, yiecide.
*YUS: kapaty:m Ozur dilerimforstyrreyaptm.
%eng: | will close it, | am sorry disturbed.

In some cases, although still not very many, Damishds and
expressions are used as quotes or pseudo-qualesj@nuses can
be marked with a code-switch. In other cases weatmerve
Danish set phrases, clichés, advertising slogahiég game
routines, or similar expressions. Sometimes theytaken over
verbatim, in other cases creatively. In excerBt@anan uses a
line which is typically used by children and youpgople to
stylize, to portray someone as spineless or chijdiswanna go
home to my mama

Excerpt 3,8:

*CAN: jeg vil xxx ben mahsustan ben Swacagm uhu
jeg vil hjem til min moiByle diyecgim orda ¢ok
korkuyorum.

%eng: jeg vil xxx1 am going to shout with intentidn
wanna go home to my mantaat is how | will
say | am very scared there

%com: xxx incomprehensible

In excerpt 3.9 Esen creatively uses a journalisoh&l changing
the usual life around 50 (or 60, etc.) to an agenayears more
than her own age. The effect is humorous, becausagplies a
typical adult phenomenon on her own childhood.

Excerpt 3,9:
*ESE: livet omkring de tolv #erseri mi
%eng: life around twelve & he crazy.
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In grade 3 we find more passages than we did iedhnker grade
where more than one utterance is entirely in Damishtterances
with more than one loan word or loan expressiomuitianeous
use of features from two languages is still to gane extent
triggered by one of the project workers being tti@drassee (or the
theme) of one or more of the utterances. In bottempt 3,10 and
excerpt 3,11 there are references to the projedtenoThe word
kylling appears in an utterance which pretends to be sskehtéo
the project worker. But it is unlikely to be anytbibut a piece of
performance intended for the participants in theveosation. Ali’s
reaction shows us that he has interpreted it theesaay.

Excerpt 3,10:

*ERO: jeg skriver mit navn.

%eng: I'll write my name

*ALL nej ikke nu.

%eng: no, not now.

*ERO: jo <jeg skriver det.>[>]

%eng: yes, | will write it.

*ALL <Normann sonradarr[<] yazdr xyor.
%eng: Normannvill make us write later

Excerpt 3,11:

*AHM: adam nerde

%eng: where is the man?

%com: the man, i.e. the project worker

*ERO: adam gittiha hej kylling.

%eng: the man leftha hi chicken.

%com: the last words said straight into the micrapho
at a short distance

*ALL kylling deme

%eng: don’t saychicken.

Contrary to what one might expect, we have notvesg many
discussions about language, or comments on landuragjeding
attempts at correcting). We have seen an exampieatie 1 in
which Aylin corrects Canan’snutkak and in grade 2 we noted
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some language play and the discussion about tlaivaeverb

krtcen but there have been no elaborated discussiofttse Imext

extract we have such adiscussion. Itis a diseasghich involves
both languages as media, although the topic afifwission is the
Danish language, or more precisely, a verbal forrthe Danish
langauge. Again the Danish has probably been trighby an

address to me.

Excerpt 3,12:

*ERO: gemi kesilir mi manyak.

%eng: can a ship be cut out, faol

*ALL: Normann kom lige.

%com: Normann pronounced as Normal.
%eng: Normann, please come.

*ERO: du skal ikke komme Normann han lggner.
%eng: don’t come, Normann, he liers
*AHM: <ha lggner.>[>]

%eng: ha liers.

*ALL: <lggner lggner.>[<]

%eng: liers liers.

*ERO: bvadr lggneyalant...

%eng: yerk lierdie+...

*AHM: bunu kim istiyorsa als.

%eng: who wants this one may take it.
*ALL: lyver lyver.

%eng: lies, lies.

*ERO: lyver lggnerda denilirlyver da denilir.
%eng: lyverone can say botlegnerandlyver.
*ALL: lyver da<denilir>[>] lggnerda derr...
%eng: one can sapothlyver andlggner.
%com: singing

*AHM: < oh gidiyor.>[<]

%eng: oh it is running

The discussion in excerpt 3,10 evolves around tresh verlyve
(Englishto lie, i.e. tell untruths). The boys call for the prdjec
worker to come, well aware of the fact that he wahhear them.
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As we have observed before this move can be usadadical
tool in the jockeying for positions among the studelt is Ali who
calls, but Erol rejects his call. Both speak Danighs part of the
game that addresses to adult Danes are in Danish.

Erol uses the formggner to characterize Ali's activities, an
impossible verbal form in mother tongue Danishggneris in
standard Danish the nomen agentis correspondiggecdhe verb
which meando lie (in the sensdell untruths). Erol sayshan
lggner, an interlanguage present tense which respecfiettiee
morphology of Danish. It is a deviation, howeveonfi standard
Danish which haan lyver It is therefore another instance of
creative language use, but Ahmet immediately rdaesingly by
repeating the formlggner condescendingly. Ali follows up and
repeats, but Erol does not give up. With an exjppassf disgust
he starts to explain that lagner meanslies (present tense).
However, Ahmet changes the subject and startstaldbout their
task, and he changes the language back into TurkighAli
continues to insist on the foripver. Still Erol maintains - in
Turkish - that one can say botlyver andlggnerin Danish. Al
follows up and repeats Erol's words (once againdksehonored
speaker is right by Ali), after which Ahmet againaoges the
subject, this time drawing attention to the facattithe tape
recorder must be running and therefore has reconded they
said.

This discussion demonstrates that the studentBnagrastically
conscious, and that they do sometimes direct tiéantion to
form. It also shows a great respect (or anxiety®ant of Danish
normativity. The disagreement relates to whatid 6adenilir),
understood as what the Danes say, or perhaps hBlanes say
they say. It is worth noticing that the discussi®ronducted in
Turkish with Danish as the theme. The studentstdtsly employ
one of their languages in order to discuss therofftes does not
only happen in serious discussions as this onalsti causes
language play across languages.
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We can note also that Erol seen from the pointieivvof the
linguist is wrong. The Danes do not say, and thenat say that
they say,lggneras a verb in the present tense. In mother tongue
Danish lggner is a noun and only a noun. Nevertheless, the
discussion ends with him being right and the othecepting that.

He gets out of this discussion as a winner, aftdraais the one
who most effortlessly moves from one language ¢odther.

This brings us to the language play. The extraeirerpt 3,13 is
from the end of the same conversation. In the first Erol
addresses the project worker (me)Adsselwhich is probably in
itself testing the border. Ali firstly reacts sugad, he has not
understood Erol’s joke. Erol continues in mock ®elfrection,
showing that he was well aware that Aksel was notigiht name.
Both Ahmet and Ali find it necessary to stress fhet that the
adult's name is Normann, and this sets Erol ofd@ambling tour
of words, on which he plays with the name andiitslarity to the
Turkish wordorman Even after he has begun on this, Ali still tries
to correct him.

Excerpt 3,13:

*ERO: vi er ikke feerdige Aksel.

%eng: we are not finished, Aksel.

*ALL: ne Aksel

%eng: what Akse?

*ERO: nej Normann.

%eng: oh no, Normann.

%com: wildly exaggerated intonation implying self-
correction.

*AHM: vi er ikke feerdige Normann.

%eng: we are not finished, Normann.

*ALL: Normann.

*ERO: orman orman <orman>[>] orman ne diyorsun

orman orman aghs unuttum neydi orman orman

neydi adn orman orman agh neydi orman.
%eng: forest forest forest forest what dop you say forest

forest | have forgotten your [or his] name forest
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forest what was your name forest forest what
was your name forest.

*ALL: <Normann.>[<]
*NOR: bittiniz mi.
%eng: have you finished ndv

In the last part, Erol's rambling remark may beradded to the
project worker (me) as | enter the room. In theKislr sentence
admz unuttumthe first word may be the accusative of both sdcon
person singular possessive and third person singoksessive,
and thus refer to botyour nameandhis nameBut in the last part
of Erol's utterance there is no doubt that thd fiverd in  adm
neydiis in the second person singular possessive ardftre
overtly addressed to Normann. His voice is not lasg, however,
and it is possible that he either has not notioedhat he is again
playing up to the other boys. He gets no reactitreg and the
session ends.

Both of these extracts show an awareness of laregulbigh is part
and parcel of the students’ linguistic activitidfey turn to, go
through, and leave many issues, and language isfdhem. But
language is also the object of some of their mtagfpl activities.
There are quite substantial differences betweesttigents. It is
obvious that Erol’'s language play does resound wetlwith Al
and Ahmet. Likewise, the phenomenon we have desittamong
the boys, or at least with Erol here, first cameaapng the girls
already in grade 2. The girls develop these sk#idier then the
boys, as we also noted in the grade 1 examples.

In conclusion we have found that the Turkish-spegktudents in
grade 3 have developed and are developing theie cbdice
practices. The mechanisms which we observed inegiadnd
grade 2 are still in operation, but the vocabulamywhich they
operate, has been extended considerably. Schabvédelords still
appear as loans, and gradually they assume a téraohcon-ad
hoc loans, i.e. as integrated words. But many otloeds are used
as ad hoc-loan. It is possible to introduce Damisirds and
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expressions into Turkish all the time, but vergiditgoes in the
other direction. The students usually do not inficed Turkish
loans into their Danish. Intrasentential code-smetcare also used,
and passages with several utterances in Danistaaf@eguage
choice becomes a source of play and joy, andalsisinvolved in
more serious business, including discussions dbhogtiage, and
power struggles. It seems that new developmentbearoticed
among the girls before the boys, and that theregaite big
individual differences among the students in thelmtion to and
use of code-switching.

In grade 3 conversations among Turkish-speakindestis other
languages than Turkish and Danish appear herdare ailthough
not with any consistency. Most of the cases invéwglish, and
they either are in English because the participsintgan English
pop song padabab badab get up get)upr they are standard
phrasest love youandthank yol. There is an utterance involving
German:

Excerpt 3,14:

*AYL: <was ist das meineblyanter skrive min navn
yazaca@m hepimizin aghz.>[<]
%eng: what is that mgencils write mine namlewant

to write all our names

In excerpt 3,15 Aylin has been playing the paradklevision
announcer mixed with an airline hostess for a whilelTurkish.
She has had some response from the others, butaning off. In
the excerpt Asiye reacts to her line by singingreetwhich she for
her part has been singing off and on during theemation. Both
types of activities, the singing of popular tuned the imitation of
media figures, appear quite a bit among the girigrade 3, and
mainly in Turkish. In excerpt 3,15 Aylin interrugter own act and
declares that she does not want to play any mbeeeSiphasizes
her statement by switching into Danish, but Asiyge not
particularly affected. The girls again and agaiertly use the word
of the other, and in one case the word of the other English

392



(thank youi. The fact that Asiye declargsg gider ikkeshows us
that the girls are aware that they are playingoting out the word
of the other.

Excerpt 3,15

*AYL: susun simdgevet sayn seyircilep[<].

%eng: be quiet, yes, dear viewers

*ASI: <yerimiz mi dar yoksg<].

%eng: IS it too narrow her@

%com: singing

*EDA: obidibi.

%com: nonsense

*AYL: oynamyorum oynanyorumjeg gider ikke.

%eng: | don’t want to play | don’t want to plalydon’t
want to.

*ASI: ama tabi tabi oynama oynama

%eng: but of course, of courseon’t play, don'’t play.

The code profile of conversation 311 shows us tupowvhich is
slightly different from what we observed in conairsn 122 and
246. There is still most utterances which are Tairkand most of
the graph runs along level 5. But things are cham@here are
even utterances at level 1, which occasionallyifatiroups, for
instance around utterance 180 and 210. The gragsdi indicate
a lengthy exchange in Danish, just that there isenb@anish here
than before. There are also more spikes into I8wblan in the
earlier grades. These two observations add up patiern of
increasing alternation in the speakers’ code choitere are both
intersentential and intrasentential code-switcimes, many, but
they occur. This could also be described as a begjnntegration
between the two sets of features - or an increasjegtion of the
separation of the two sets of features.

The profiles of conversations 308, 309, and 31@arngsimilar to

code profile 311. The use of Danish is less freguetonversation
310 and also to an extent in conversation 309, Wesee in the
profile of conversation 311, but generally theramsincrease of
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utterances at the middle levels, indicating inareaginguistic
integration.

In the grade 3 conversations between the Turkislaspg
children the students produce 2282 utteranceshahw2141 are
Turkish-based, 106 of them with a Danish loan, analith an
English loan. There are 106 Danish-based utteranoas of them
with a Turkish loan. Altogether 7 utterances in€udther
languages than Turkish and Danish, and 28 uttesacgetain
intrasentential code-switches.

Code profile conversation 311
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Code profile conversation 309

T | I
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Utterance no.

Code profile conversation 310

T —\T B j/?

Utterance no.

In grade 3 no conversations were recorded whicblued both
minority and majority children. There were 6 corsations
between majority children. In these conversatibesd were 2166
utterances produced, 2150 of them are Danish-baséedjot one
is Turkish-based. There are 13 English-based uitesaand 3
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intrasentential switches involving Danish and EstgliMost of the
English material appears in conversation 306 wtrerg have the
form which can be seen in excerpt 3,14. Convensai@b is a
gender-mixed conversation, in the excerpt the ygside the
English items.

Excerpt 3,16

*FRA: va pa bu la vap dut fut xxx <vut dut fut atettmama
l00.>[>]

%com: singing, most of it incomprehensible

*LIS:  <ad den.>[<>]

%eng: yerk, it

*JOH: <at themut trutti frutti at the moony.>[<]

%com: singing, most of it incomprehensible

The English production here does not make sentgimarrow

discussion going on, involving the task and otlssués. But of
course it makes social sense to the two boys whodnd sing and
throw in some words here and there which are, ¢tiném sound

as, English. This is not just performance, bug &lso co-produced
performance (cf. Lytra 2007).

By grade 3 the minority students are beginningstoagstrong hold
of Danish, and their code choice patterns are bawpmmore

advanced. The majority students are still main&yiplg with non-

Danish items, almost exclusively English, but thglish items are
not integrated into the ongoing discussions, theyniyp serve
social purposes.
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Code choice in grade 4

In grade 4 there are obvious differences betweenTtlrkish-

speaking girls’ bilingualism and the Turkish-speakiboys’

bilingualism. Danish achieves a more prevalenust#tan it has
had in the previous years, but primarily amongabgs. A greater
part of the utterances are Danish-based, amorigpifse and there
are a few examples of English. This means that e lmore
intersentential code-switches. All the while the fac loans
continue together with the other types of bilingpabduction

which we have observed in grade 1-3.

The Danish loans are sometimes integrated into iShurk
morphology and syntax, as we can observe in thiewoig
excerpts. The wordngblerlarin excerpt 4,1 has both a Danish
(-er) and a Turkish-{ar) plural ending. The (vowel harmonic)
form of the Turkish ending reflects the Danish pnociation with

a low back tongue vowel of the ending, as the plioran -lar is
attached to syllables with back tongue vowels alses where the
plural ending was attached to the written formhef Danish word,
i.e. with the ending, we would have had the Turkish forter.
This means that the word is integrated throughusaland not in
the written version.

Excerpt 4,1:
*ESE: mgblelar ve koltuklar masa xxx
%eng: thefurnitureand so the sofas, the tabiex

In excerpt 4,2 the Danish wolakrerveerels€English: teacher’s
room) appears in the nominative, but with a Turlaskusative
ending.

Excerpt 4,2:

*ESE: oh bir leererveerelse nej det er Kklasseveerelse
lsererveerelse zar zor bulduk dgl mi.

%eng: oh, ateachers’ room, no it is a classroeme found the
teachers’ roonwith great difficulty, did we not
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In excerpt 4,3 Ahmet uses a construction with aifraadjective
combined with Turkish endings. Turkish is a progllanguage,
and in constructions like the one in the excergtdlare no copula.
Therefore the endingz represents the meanimge are and the
Danish wordheldigis integrated as a loanword, perhaps ad hoc.
There are many words like this which are morphaaly
integrated but which appear only once in the maoyr$ of
conversation. The students have developed an attegr
mechanism which allows them to integrate any Dawisitu in any
Turkish-based utterance. This permanently blursdisgnction
between ad hoc or nonce loans on the one handpageerm
loans on the other hand. All Danish words as wekhla Turkish
words are available to the students in their mutoalersations,
and in their production the students integratenbrds (and other
features) with apparent ease.

Excerpt 4,3:
*AHM: xxx heldigiz musikenkurtulduk
%eng: xxx we arducky, we escapedusic class.

In excerpt 4,4 Murat forms another integrated fosaler, with a
Danish stens@(Englishlake) and the Turkish plural endinter.

In the following sentence the Turkish word Fakeis used. Murat
says he does not want to wrgeler, i.e. the Danish names of the
lakes which appear in their assignment. Murat'®sdsentence
is an explanation in Turkish of this assignmentaxyplains that it
involves writing place names on a cardboard shidete he
distinguishes between on the one hasd meaning the Danish
name of a lake or a lake as it is referred to imiBta and on the
other handyol (Turkish for lake), meaning a lake as it is inlrea
life.

Excerpt 4,4:

*MUR: bak sderi yazmayacgz bizsey gol yazacaz landeri
sderi degil.

%eng: look, we are not going to write thakes we are going to
write thoselakesthere, thdands,not thelakes.
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From this, we can draw several conclusions. Firktlyrat uses his
access to two sets of words to distinguish betviweraspects of
language use: talking about things, and talkinguatiee words for
things. He uses the Danish wosd about the name of a lake, or
about the Danish reference to a lake. But wherpbaks about a
lake, a real lake, it is with the Turkish wogbl. What he says is
that he is going to write not the name of the lade®# is withsgin
Danish, but he is going to write the real life lales they are in the
land, not as aa

Secondly this means that he also shows that heesdhat things
are not what they are called. They are called wWiet are called,
and that is different in different languages. lhastwords, he
distinguishes between things or phenomena as tlegyaad the
names for them - a lake is not a lake, a lakellsa¢ta lake.

Thirdly he shows a linguistic awareness which aiénn to make
these distinctions instantly and with ease. We hah&erved a
gradual development of morphological integratiorerothe first
four years of school, and here we can see thatst leen
accompanied by a development of linguistic awargnes

Fourthly, once again we see how effortlessly thepmnology of

Turkish is applied to Danish loanwords, ad hocair Apparently
any Danish word can be morphologically integrated & Turkish

sentence by these speakers. This does not meathéhstudents
confuse Danish and Turkish, obviously not, as ome see in
Murat’s utterance. But it means that the studeataat maintain
the distinction between Danish words and Turkislmdsall the

time. In these group conversations, words are warasall words
can be combined with Turkish morphology.

This does not mean that the bilingual behavior Wwive observed
in the earlier stages has been left behind. Oodh#&ary, what has
once been acquired as a linguistic means, will nenf@anish
remains a language which can be used in a dergga@y. In
excerpt 4,5, Erol uses the Danish wskdd which is quite strong,
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in an otherwise Turkish utterance.

Excerpt 4,5:
*ERO: o0 zamarskrid yapnmyorsanskrid.
%eng: thenfuck offif you are doing nothinduck off.

Aylin’s utterance in excerpt 4,6 is interesting &ase it is actually
Turkish-based, with a Danish quote, and a DanighThere are
seven Danish words and only one Turkish word. Tdmstuction

shows us her syntactical virtuosity, in that it dems a certain
level of skills to maintain word order rules in tgpiof the

vocabulary used in the utterance.

Excerpt 4,6:
*AYL: fjerde b er dumyazfor helvede mand.
%eng: hellwrite class fourth B is stupid, man.

Both boys and girls use derogatory words and phrase Danish
with great ease and great pleasure. They are igrgavare of the
value attached to these words by speakers of Daassxcerpt 4,7
shows. Esen describes a place on the map theyoskéngy with,
using the ternskrat op Literally it meansliagonally upwardsbut

it is also used to mearp yours Esen is or becomes aware of the
double meaning of the phrase, and she commentsroher next
turn. Her comment is that she did not intend to fe&i This
means that she did not intend to spyours and she explains the
meaning with a similarly loaded English wofdck

Excerpt 4,7

*ESE: dur ha dgiu Maras skrat op.

%eng: wait oh yeah that is right Magaup yours.

*SEL: Antalya Antalya burda o ka¢g numara cek elini kag
numara.

%eng: Antalya is here, which number is it, move your hand
which numbe?

*ESE: skrat opdedigim yer fuck xxx demek istemiyorum bak
sOyle yani yukardan deneyelim.
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%eng: when | saidskrat opl did not want to sayfuck (xxx
incomprehensiblepok there we try from up and down.

The boys in grade 4 use more Danish than the ginis. does not
mean that the boys use more advanced forms of wdehing
than the girls. Excerpt 4,8 shows how easily treakprs move in
and out of the languages. The first utterance enEsattempt in
Danish to attract the attention of the project veorlvho is as
usual not present in the room). Perhaps it is g@raine attempt,
butin reality intended for the other participantthe conversation,
as we have seen it happen several times. It ddematber very
much here. From Selma’s reaction we can see tkassipposed
to calling the project worker, and that she considleis an issue to
be negotiated. Esen and Selma disagree whetheathegady and
finished, and they make their points in Danish, tredaddressee
therefore is still possibly the project worker. Hoxer, then Esen
argues in Turkish, and thereby she takes the dismuaway from
the exchange (in Danish) between herself and S@&mspeaking
in Turkish Esen makes it clear that the utteraso®t intended for
the project worker, but is a contribution to theatdission between
Selma and herself. And Esen has decided that sheallithe
project worker. She probably even gets up to gbeaoor behind
which the project worker can be found, and Selna#fempt to
keep the discussion in Danish fails. The mattesetsled by the
project worker’s arrival in the same moment.

Excerpt 4,8:

*ESE: Normann vi er altsa feerdige kan du ikke skamime

%eng: Normann we are finished can you not come soon

*SEL: nej vi er ikke feerdige

%eng: no we are not finished

*ESE: valla.

%eng: by God.

*SEL: se nu har jeg findet Tyrkiet og og billig xxx.

%eng: look now | have found Turkey and and cheapx (xx
incomprehensible).

*ESE: sen burda dur ben birgietmenin yama gidiyim.
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%eng: you stay here then | will go out to the teacher.
*SEL: ma ikke.

%eng: must not.

*ASl:  aha geliyor

%eng: there he comes.

Play with language develops further during Grade #volve

other varieties than simply Turkish and DanisleXoerpt 4,9 there
is at least one more variety at play, namely stdiammigrant
Danish, a version of how the majority of speakéi@anish mock
the way immigrants speak Danish. Thus, this is anabpy of

immigrant accent, but a mock version of the majelbanish

(mis)representation of immigrant accent.

Excerpt 4,9:

*BEK: hvad er den stagrste by i Tyrkiet.

%eng: which is the biggest city in Turkey.

*HUS: Istanbul.

*MUR: Ankara.

*BEK: ja det er rigtigt det efstanbul sig et tal.

%eng: yes that is correct that is Istanbul say abarm

*MUR: otte.

%com: pronounced [ute]

%eng: eight.

*BEK: nej han sagde otte men det er ikke rigtigt.

%com: otte pronounced [ute]

%eng: no he said eight but that is not correct

%com: Murat laughs

*BEK: kom sa nu griner han helt vildt mand

%eng: come now he laughs wildly man

%com: they all laugh

*BEK: Huseyin der griner xxx de ser hit med videamand
videre.

%eng: Huseyin there laughs (xxx incomprehensibley thatch
give me the video man go on

%com: Huseyin laughs

*MUR: fuit.
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%com: nonsense word

*BEK: han sagde fuit vi vil have et tal vi vil haler et bogstav
kom sa bogstav ja et bogstav det var a nej det vatere
nu skal jeg sparge hvad er den stgrste by i Danmark

%eng: he said fuit we want a number we want a laettez come
on letter yes a letter it was an a no it was an ergnow
| am going to ask which is the biggest city in Demkn

*HUS: Kgbenhavn.

%eng: Copenhagen.

*MUR: Kopenhag

%eng: Copenhagen.

*BEK: ja det er rigtigt stop uret din fulde perker.

%eng: Yyes that is correct stop the clock you drunkgger.

%com: they all laugh

The boys in this conversation are involved in gfolbexchange
organized by Bekir. He acts as a television qumghost and asks
the others questions. Throughout the excerpt lees#d the genre
of televisions quiz shows (stop the clock, giveamaumber), but
at the same time he exaggerates it in ways thaldimuabsurd in
a television show (you drunken nigger). The exagiims are not
random, however, but triggered by Murat’'s way @iyohg. Murat
acts the dumb immigrant by speaking stylized imamgiDanish,
and he and Bekir join in a variation of the Danigtrd for eight
which actually lasts longer than the excerpt shbene. The hearty
and repeated laughter shows that the boys appzdtiatironic
caricature aimed at the trivial and cliché-riddanguage use of
television quiz shows. On the one hand, the induldiee ritual of
TV quizzes and perform the linguistic acts conngdte those
rituals. This is varidirectional double-voicing Bakhtin’s terms,
as the boys employ the words and behavior of th&cgants in a
television quiz game. On the other hand they atsegly violate
the norms, especially of the host, much to theareth pleasure.
Hinnenkamp (2003, 32) suggests that such uses ybfest
minority varieties of majority languages amountmamicry in
Bhabha's sense (see also in Part 1 the sectionowmrerPand
language use).
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This is one instance where the boys seem to haxedajeed their
bilingual behavior before the girls. We have seew lthe girls
certainly double-voice in grade 2 and 3, but weehaat seen such
vari-directional double-voicing (Canan’s doublesiag in grade
2 was decidedly uni-directional, she made the woudols
conservative social norms for Turkish girls her amithout any
reservation). The one who introduces the code-bwiith a vari-
directional effect, is Murat. Holmen and | haveegbere (2000,
150) argued that Murat in some ways follows a patte his
development which is more similar to that of thesgihan to that
of the other boys. In this excerpt he shows a siagt¢he
development before anyone else.

More English is added in Excerpt 4,10, where Hisayes
English, and he is clearly understood at least kkiBwho
comments in a way which is relevant to the contérdiiseyin’s
English utterance. The Danish wopkrker is a (frequently
derogatory) word for an immigrant or a descendahtao
immigrant, particularly Moslems with a backgroundhe Middle
East. In this connection the word acquires a pasialue when
Bekir as a member of that particular minority deetahatHeman
is en stor perkeandsej

Excerpt 4,10:

*HUS: Heman you got the power
*BEK: nej han er en stor perker han er en sej mand
%eng: no he is a great nigger, he is a cool, man

Let us finally look at the use of language cho®a #ol in power
struggles among the students. The event is lecsby.E

Excerpt 4,11:

*ESE : helt zerligt kom nu sa kom sa i gang biz mi
yapacaiz og lad veere med at snakke.
%eng: honestly get going get startall it be us who

make itand do not talk.
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*AYL: oh canta olur.

%eng: oh it can become a purse

*CAN: biliyorsun biz boyle yagt maalesef

%eng: unfortunately we already have made such one as
you know

*ESE: det har vi ogsa gjort.

%eng: so have we.

*ERO: det har vi ogsa gjort.

%eng: so have we.

*CAN: yapmayn verin siz de siz yapacaksmzz

%eng: then don’t make it are you going to make that

*ESE: sa skrid hvis du ikke vil lave vi gider sgikékat
have dig hvis du snakker.

%eng: then fuck off if you don’'t want to work we
bloody don’t want you here if you talk.

*CAN: baebaebee.

*ERO: det er rigtigt nok.

%eng: it is true.

*AYL: skal vi snakke altid dansk hvad.

%eng: must we always speak Danish.

*ERO: nej.

%eng: no.

*ESE: nej men vi skal heller ikke snakke vi skaléar
lave.

%eng: no we must not talk we must work.

*AYL: jeg snakker altid tyrkisk sa.

%eng: | will speak Turkish then.

*ERO: kirt krt kirt cart curt curt cart.

%com: Erol imitates the sound of cutting scissors

In excerpt 4,11 we see Esen in the role of thedeatho puts the
others to work. She does so by Danish imperatimdsaar urkish
interrogative. The Danish imperativé® sdandlad veerg have
the form of powerful adult-style talk to childremhile the Turkish
question piz mi yapacgiz? more is a suggestion on behalf of
them all. This difference is hardly any coincidence
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Aylin follows up on Esen'’s initiative by proposimagsolution to a
part of their task. This leads to a critical remfrdin Canan. The
tone of her rejection is not mild, and tbafortunatelycombined
with the youknowis apparently taken by the others as a rejection.
Both Erol and Esen rush to relate that they has@laken involved

in a task like this before, which leads Canan terthy reject
Aylin’s proposal, again in relatively strong wordssen clearly
finds Canan’s rejection unacceptable, and she depldShe tells
Canan that she can work or fuck off. In front oéE's blast Canan
only answers with a meaninglds®ebaebae

Until now the main feature of the conversationhiattEsen has
been speaking Danish and been seconded by Erahéather

hand, Canan’s criticism has been made in TurkisenEs first

appeal is both in Danish and Turkish, but the dgselent makes
her choose Danish - in opposition to Canan. Thasldeto an
interesting reaction from Aylin who asks whethentimust speak
Danish or what. The girls thus show that they knloat they can
choose to speak Danish or not to speak Danishtheayddecide
explicitly on Aylin’'s recommendation to switch Taurkish. It is

Esen and Aylin who discuss. Aylin announces hegnitibn to

speak Turkish, and Erol once again seconds theefohonored
speaker.

In grade 4 we can observe that it becomes podsibilee students
to loan Turkish words into their Danish, see extérp2. The first
one involves the loan of the word for closed, damlsimilar to the
Danish loans in the Turkish of the students. We szsnthat the
mechanism of loaning Turkish words into Danish doetsdiffer
from the mechanism of borrowing in the oppositection.

Excerpt 4,12:

*HUS: ja nu tror jeg ogsa jeg skal ogsa se det faoge
tak i dag ekapat.
%eng: yes now | think | am going to leave also, look

here, goodbye and thank you, todaglessed
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*MUR: du yok yokotte.
%eng: youno noeight.

The utterance in excerpt 4,13 involves a Turkighatiad a switch
into an otherwise Danish utterance. As with thenJage can see
that the mechanism is the same regardless of thetidin of the
alternation, from Turkish into Danish or from Ddmisto Turkish.
The values attached to the indivdual languagesatealways
involved in the local creation of meaning througle-switching.

Excerpt 4,13

*BEK: evet nu har vi Huseyin Murat og Kenny vi
spgrger dem gh hvor blev Jesus fadt.
%eng: yesnow we have Hiseyin, Murat, and Kenny,

we ask them, eh, where was Jesus born?

It is part of the students’ relation to languagat they can choose
between a range of varieties according to their owads to

express themselves, and that they know they cansehdrhe

patterns of their choices involve a number of isssach as

competence, preference, power, values attachdu tiahguages
in society at large, and precision of terms. Té#ls to discussions
in which opposing interests get into conflict. Sbcelations are

openly negotiated, and the available languagesised without

inhibition or narrow-minded norms.

The students show an increasing tendency to usdewdra
linguistic means are available to them without rdg@ other
people’s grouping of the different means into safgagroups. In
doing so, the students do not treat words flilek arastrmalar,
hestevognandgemditlich as if these words belonged to different
sets of linguistic units and items and therefoudthbe kept apart
in language production. The students seem to havgqualms
about using all such types of words in the sameuage
production. It becomes increasingly hard to sepdta languages
neatly in their production, we can no longer grthafeatures into
separate languages, allowing some loan here ané.thide
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students are developing into poly-lingual languager

This does not mean that anything goes. But theestsdlo make
conscious decisions about when to use which liniguisatures,
i.e. they know when they can code-switch - and Hase acquired
this knowledge by experience. Somehow childremlgéarcurse
and swear without being taught in school. Somelheya&lso learn
when to swear and when not to swear. Similarlydrbih somehow
learn to code-switch without being taught in schaal they learn
from hard experience when they can not code-switch.

Other languages than Turkish and English are soll very
frequent, but they can be observed in use in skugstances.
English appears more than other languages, botloaas in
utterances mainly formulated in Turkish or Dangsid in English-
based utterances, se excerpt 4,14. The utteramesserpt 4,14
are from the same conversation, but otherwise ata@| See also
excerpt 4,10 with an English utterance.

Excerpt 4,14:

*BEK: Nordrup kom lige herind han draeber mig helt
vildt help meellers smadrer jeg dig.
%eng: Nordrup come in here, he is killing me wildly,

help meor I'll crush you.

*BEK: ninety-five hvad var det for et tal.

%eng: ninety-five what kind of number is that?

*BEK: sa sagde han til mikrofonen | love ydat gjorde
han hvem sagde | love you baby.

%eng: then he said to the microphone: | love, \oe!

did, who said; | love you, baBy

*BEK: Denver the last dinosaur
*MUR: ninety-five.
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There are two short exchanges which involves Gerlaey are
from the same conversation as the English in exekfgl, and
they are produced while they boys go through thie qoutine

which we also observed in excerpt 4,9. This gantiated and
run by Bekir who is behind most of the Englishxecerpt 4,14, but
actually Murat introduces the German here, seerpkdel5.

Excerpt 4,15:
*BEK:

%eng:

*MUR:
%com:
%eng:
*BEK:
%eng:
*HUS:
*MUR:
%eng:
*BEK:
%eng:

*MUR:
%com:
%eng:
*HUS:
%com:
%eng:
*BEK:

%eng:

han sagde syv vi ma have et bogstav kom sa
bogstav ja r det var et r nej det var et m kom sa
videre nu hvad er hoved+/.

he said seven, we must have a letter, comg now
letter, yes, r, that was anr, no, it was an m,e&om
on, go on now, which is the main+/.

German

one one

hvad er hovedbyen i Danmark.

which is the main city in Denmark?

Ankara.

Kopenhag

Copenhagen
ja det er rigtigt stop uret hvad for et tagysr du.
yes, that is correct, stop the clock, whiamber

do you say?
ein zwei drei

German

one two three

ein vier.

German

one four
vi ma have et tal nej vi vil have et bogstaank

sa bogstav bogstav seks tusind kroner mand.
we must have a number, no, we want a letter,
come now, letter, letter, six thousand kroner,
man.
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It has become an aspect of the students’ relatidanguage that
they can choose between different kinds of languaige this has
led to discussion where different interests awoimtrast with each
other. The social relations among the studentmaeveral cases
openly negotiated, and there are certainly powaggtes among
some of the girls. The girls obviously master aevidange of
linguistic means more skillfully than the boys,dathe new
developments seem to appear among the girls fivéh one
exception - the boys seem to introduce new langubgtre the
girls. The boys involved Danish with their Turkisarlier than the
girls, and here in grade 4 the boys use a littiglish and German.
The boys, however, seem to use the new languagebyiioa play,
while the girls employ them as tools in their sbaiegotiations,
and they do so in more advanced ways than the boys.
observations we can make regarding the differeinaese between
the boys and the girls support the conclusionstbérostudies
which have found that the girls, when they are agnginls, are
very competitive and employ a wide range of lingaistrategies
to succeed in the struggles (see Part 2).

Another development of grade 4 is that the loammgghanisms
have become more advanced and involve more corngadica
morphological and syntactical structures. The niigjof loans are
still Danish loan taken into Turkish-based utteemcbut the
mechanisms are used on a wider range of Danistbutarg than
before. Ad hoc loans can be integrated into a Blrki
morphological and syntactical context on the spot.

More languages have been added to the studentsiqaraStylized
immigrant Danish and German are involved. The zdi
immigrant Danish is used in a way that shows howl we
students know the values ascribed to it in soctiarge (you
drunken nigger), but they openly enjoy playing whhbse values,
using the reference with an ironic distance.

In the grade 4 conversations between Turkish-spgakiudents
there are altogether 2833 utterances producech&3et2481 are
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Turkish-based, 69 of them with loans, 64 from Dan@hd 5 from
other languages, mainly English. There are 297 $habhased
utterances, 5 of which involve Turkish loans, andwlve loans
from other languages. There is more widespreadfusaguages
other than Turkish and Danish, such as utteramcEaglish, and
most importantly: there are different varietie®ainish involved.
There are 46 utterances with intra-sentential cwiéches.

The code profile of conversation 401 shows us arexmation

which involves a more frequent use of Danish thanthe

conversations of the earlier grades. There areualemf short

stretches which stay along level 5, but generaléyd is a lot of
movement from level 5 to level 3 and back againthwan

occasional utterance at level 1. In conversatidnth@re are three
girls and one boy. In other conversations from gradwe can
observe a difference between conversations amorig gnd

conversations among boys.

The code profiles of the conversations in gradeednamely not
entirely similar. There is more Danish in gradé&drt before, but
only among the boys. The boys are quantitativelyant in their
development of language choice patterns, althosgivea have
seen, not qualitatively (with Murat as an excepti@onversation
405 is a conversation among girls, and its codéleiooks quite
a bit like the code profiles from grade 3. Thera d&ightly longer
stretch which stays at level 3, namely around aitiee no. 440, but
apart from that we observe no important differeriic@s the code
profiles of grade 3. The profile of conversatiof®4®very similar
to that of conversation 405. There is a stretch@level 3, and
perhaps a little bit more Danish, but apart fromt tthe profile
looks like the profiles we found in grade 3.

The profile of conversation 408 shows a conversatimong boys.
A little more than half way through the conversata marked
change takes places. Until around utterance 390kiStur
dominates, more than in conversation 311. Betwdtsramce
number 390 and utterance number 450 the convensaternates
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rapidly between Turkish and Danish. From utterangaber 450
until utterance number 480 it is all Turkish agéiat from then the
conversation slides into Danish (level 1) with sospées into
level 3, but only very few to level 5. Very roughdgscribed, it
seems that the first part of the conversation iJumkish, the
second part in Danish. This confirms the imprestianthe boys,
even though they use more Danish than the girlsodantegrate
Danish and Turkish to the extent that the girls @ibe code
profiles support the conclusions we reach by amadyzhe
transcripts.

There are 8 conversations in grade 4 which inchath minority
and majority students. In these conversations Datsninates
strongly, with 4525 Danish-based utterances oattofal of 4784.
There are 162 Turkish-based utterances, of whicuta#0 are
produced in conversation 402 involving four giAdot of the time
the girls are involved in attempts to get all f@fithem singing
together. Both Danish. English, and Turkish songspaoposed,
and in several cases one or more of the girls sgging a song.
Now and then they all join in, as in excerpt 4,16.

Excerpt 4,16

*EME: gsiirimin dili <agtlardan surmeli.>[>]

%com: singing, laughing

%eng: XXXX

*PEM: <agtlardan surmeli.>[<]

%com: singing, laughing

*BRI: skal vi ikke hellere synge de fadselsdagssange
%eng: shouldn’t we rather sing those birthday songs?
*SID:  skal vi begynde.

%eng: let's begin

*BRI:  ja happy birthsday

%eng: yes, happy birthday

*EME: happy birthsday to yau

*PEM: happy birthsday

The largest part of this conversation consiststbéesinging and
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attempts at singing or gossip about teachers aodt &oys. The
task is not very much a matter of discussion, batas relations -
and the social activity of singing are. The singimgplves three
languages, the gossip is mainly in Danish. It seessf the
interaction involves that the girls understand ¢batent of each
other’'s contributions, there is room for very éttbut Danish.
When the interaction is more oriented toward th@a@spects,
and less toward the semantic content, Turkish auglih also get
involved, but Turkish is only used by the minogiyls. There are
no indications that the majority girls appreciateunmderstand
Turkish, with one possible exception, see excepi .4

Excerpt 4,17

*BRI:  <jeg skal tisse>[<]

%eng: | need to pee

*AYL: kes be sesini

%eng: shut up

*BRI: ja men jeg tisser i bukserne.
%eng: butlam peeing in my pants.

In excerpt 4,17 Britta for the second time in arshehile
complains that she has to pee. It is possible liea¢ she
understands the exact message delivered by Aykem ishe does
not understand the Turkish utterance word by waxdin’s
utterance is fired off rapidly and not in very fiddy voice, so it
would not take much social insight to understardtiessage. We
can not assume that Britta understands Turkishymatail on the
basis of this excerpt.
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Code

Code

Code profile conversation 401

T [ [N [ 1

1 23 a5 o7 89 11 133 155 177 199 221 243 285 287 09 331 a3 ars 07 419

Utterance no.

Code profile conversation 405

1 29 57 ES 13 141 169 197 225 253 281 300 337 365 203 421 449 ar7 505 533

Utterance no.

Code profile conversation 408

3

1 24 67 100 133 168 199 232 265 208 231 £ 397 430 a63 496 529 562 595 828

Utterance no.
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Erol produces more of the Turkish-based utterancethese
conversations than any other participant. Out efité2 Turkish-
based utterances, he is behind 76 (and 31 of thaaéentential
switches between Danish and Turkish), He partiegpan two
conversations, both of them with Esen. In ExcerfiB4ve see
Esen and Erol in the company of two majority studetine same
students as in excerpt 2,6. Again we notice how &tempts to
negotiate with Esen in Turkish. The only remarkéys in Danish,
once he has begun this exchanghoid kaeftOtherwise he insists
on Turkish and on what he wants. Esen on the btadf insists on
speaking Danish, and she specifically orders hidotso too. Esen
carries out this discussion with Erol, withoutilegtit disturb her
involvement in a discussion in Danish with the tatber group
members. This is the same constellation of paditip as in
conversation 209 (see excerpt 2,10), and the coafsthe
conversation is somewhat similar to that. Esen taaia control
of the situation by involving herself in two differt sub-
conversations. She attempts, apparently in vainytave Erol by
making him speak Danish, but most of the time heéntams
Turkish.

Excerpt 4,18:

*ERO: du er sgu da jeg vil klippe fra Folkeskolerdaf
er ikke nogen indianerbunlarzs okula asamaz
mzy1z kiz.

%eng: you are the, | want to cut out from Folkeskple

there are no Indianspuldn’t we hang these on
the wall at school, gift

%com: Folkeskolenis the magazine of the teachers’
union

*ESE: lad nu veere med at snakke og klip

%eng: don’t talk, just cut

*ERO: hold keeftdur bak Esensunu seye yapamaz
myiz.

%eng: shut upyait, look, Esen can’t we make this one
into that?

*ESE: snak dansk.
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%eng:
*ERO:
%eng:
*ESE:
%eng:
*ERO:
%eng:
*ESE:
%eng:

*NIN:

%eng:

*ESE:
%eng:

speak Danish.

bunu okula yapamaz snz.

can’t we make this for the sch@ol

ma jeg se.

let me see.

okula ggarsa

if there is room for it in the schaol

nej.

no.
der er jo ikke noget med en sko [//] jo her@ée
en klasse.

there is something with a scho [//], yes, here
there is a classroom.

der er ikke er det ikke klasseveerelse hvad.
there isn't, is that not a classroom, isft it

There are some cases where the Turkish-speakiragrgsu
exchange information which might as well have beebanish,

for instance the girls discussing fashion in coeagon 402, but
this happens only rarely, except for Erol’s conitions which we
see in light of the ongoing social negotiationsvimch he is held
under control by Esen. She asks him to speak Daniglshe will

simultaneously participate in two separate sub-eosations, and
Erol is not in a very central position. As alwayere is no or
extremely little Turkish produced by the majoritydents. One
instance is interesting, however, as pointed olR&iff (2002a),

namely in conversation 415, see excerpt 4,19.

Excerpt 4, 19:

*FRA: domosensik
%eng: you are a pig
%com: in a heavily accented Turkish

*EDA:
%eng:
*FRA:
%eng:
*EDA:

domosensik
you are a pig
esek domuz salak <pis.>[>]
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%dan: ass, pig, idiot, disgusting

*FRA: <det skal>[<] nok veere rigtigiis domuzsensik

%eng: thatis probably trugpu are a disgusting pig

*EDA: manyak aptal geri zekal

%dan: idiot fool idiot

*KEN: hold lige keeft.

%eng: shut up now

*EDA: ]a jeg XxX.

%koj:  yes | xxx.

%com: xxx incomprehensible

*KEN: du kan ga ned og snakke med tyrkerne.

%eng: you can go down and talk to the Turks.

*FRA: eller ogsa <kan du ga ud og snakke med har.>[>

%eng: or you can go out and talk to him.

*EDA: <du kan ga og snakke og+/.>[<]

%eng: you can go and talk and+/.

*FRA: du kan ga ned og snakke med Deutschland bites
schwein

%eng: you can go down and talk with Germany thealiggs

Frank and Kenny are united in an alliance agaimst. Hhis is

evident several times during the conversation wipcbsents
several examples of teasing which is not well-idesgh(or jocular
in Rampton’s 1995 terms). In excerpt 4,18 Frardstout with a
derogatory term in Turkish which he must have heardirst Eda

does not realize what he has been trying to satyafiar his

repetition she retorts with a string of Turkishults. He tries to
brush her off after the first salvo, but she camds, and Kenny
joins in asking her to shut up. He further play=ally negative
card, the ethnic derogation, and Franks supplententsvith a

German diatribe. This excerpt shows us a rareafasessing, and
one which is used negatively, not to bond with agnty member,

but in fact the opposite - to ostracize her, sevaln Part 2 about
teasing.

The conversations between majority students prodl@&6
utterances, 1635 of them Danish-based, 1 is Ergbsied (a one-
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word utterancedamni). Out of the Danish-based utterances, 2
include English loans Jack the Rippgr The majority students
have no Turkish whatsoever in their mutual conversa.

In grade 4 the code choice patterns, particulavtjeeswitching
develops among the Turkish-speaking students. of&ibvolve
more Danish in their Turkish, but except for Mutateems as if
the girls are developing their behavior to integrB®@anish and
Turkish more. Quantitatively the boys integrate ejobut
qualitatively the girls do. The majority studentdl &lmost only
use Danish.
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Code choice in grade 5.

Between grade 4 and grade 5 the code choice pattdrthe
students develop dramatically. In grade 5 therenamy more code
switches, and the code switching practices are mksch more
complex than up until grade 5. Code profile 50ladie
demontrates how the patterns have changed. Theirequent and
repeated moves up and down the levels, the chafidegels are
very dense. There is still more utterances on fpeulevels, but
there are regularly utterances at level 1, an@icgytmore than we
have seen at any time during the first four yeéts.can also see
that there is not as much going on at level 2 a=etls on level 4.
Borrowing from Danish into Turkish is still moreefjuent than
borrowing from Turkish into Danish.

There is an important difference between code lgraf®8 and
profile 501. Both can be said to represent a redti even
distribution of utterances on Turkish and Danishcdnversation
408, however, the utterances are distributed femiht parts of the
conversation. One partis primarily Turkish-based| another one
is primarily Danish-based. This is not the caseoafe profile 501,
in which there is constant code-switching.

In code profile 501 there are also frequently attees at the mid
levels, i.e. with features from more than one laugy as loans or
in mixed utteerances. It would be meaningless bellguch a
conversation as “Turkish” - even as “Turkish whictolves also
Danish”, or vice versa, to label it as “Danish™“@anish which
also involves Turkish”. The two languages are irdegg in the
language use which leads to such a profile. Thguages are
really positioned as ideological constructionstmy speakers, and
the ideology which lies behind the monolingualisorms, the
sprachliche Reinheitare entirely rejected by such practices. We
can identify almost all of the individual featuras Turkish or
Danish (or, from grade 5 and on, English). Nevéesgsgewe can not
identify very long stretches of speech as produtegher one or
the other language. The fluctuation is too derilsesome cases it
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is even hard to identify an individual word as @né¢he other.

Code profile 502 appears to show much the samedesrofile
501. There are a couple of short phases, or pethages, during
which the interlocutors use only one language, @ilaiterance no.
40 and around utterance no. 935. Around utterancé20 there
is a short stretch in Turkish followed by one wdteze at level three
and then a short stretch in Danish. In conversd&fiinit seems as
if there are only very few cases in which an utteeais followed
by another utterance which uses the same code. i$hmot
completely absent from conversation 502. Convers&03 has a
profile which is similar to the profile of convetsm 502, with to
or three very short stretches of speech in one,dndeotherwise
with the same rapidly changing picture as convens&01.

The differences between the code profiles of gfaded the code
profiles of grade 5 are indeed remarkable. A vergient change
has taken place. By grade 5 the young speakersfband the

oppotunities offered by variation in language pseticularly code
choice. In the following analyses we will get asdolook at that,
including the potion of involving utterances frorthad language,
English.

It appears from the code profiles in grade 5 thatd is a lot
happening with the code choice patterns of the iShrkpeaking
students in the grade 5 conversations. In ordki® a close look
at the changes at the level of the individual attee, and not just
the graphs, | analyze conversation 501 in someildéthis
conversation illustrates in many ways the phenom&aacan
observe in grade 5. The conversation has also seeled by
Jacobsen (2002), Madsen (2001b), and Reiff (2008 following
rests to a large extent on my analysis (Jgrgen86A3e) with
references to the others.
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Code

5

Code

Code profile conversation 501

|

Utterance no.

5

26

Code profile conversation 502

Utterance no.

41

o

29

316

37

361

385

433 81 529 s17 625 673 721 769 817 65 913
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The conversation involves two boys, Erol and Atidawo girls,

Esen and Selma. In the conversation as a wholghlp$0% of

the utterances are in Turkish, about 20 % in Dargsid the
remaining 20 % other (either in a third languagemia, or

unclassifiable). From these figures one could ambel that
conversation 501 is a conversation in Turkish. Metess, as we
can observe in the code profile, the inclusion oh-Turkish

elements is so frequent that we would oversimpfifwe just

considered conversation 501 a Turkish conversatgh an

occasional loan or code-switch.

The use of non-Turkish elements is not evenly ithsted among

the four students. Selma’s use is close to theageeof the group.
The boys are the most frequent users of Turkish watighly 70

%, 10 % Danish, and 20 % other, respectively. Aksia little

more Turkish and a little less Danish than ErokrElBas about a
third of her utterances in each category. In theveosation as a
whole the girls speak less Turkish than the boys.

During the conversation a variety of themes appgsideveloped,
are left and re-introduced. The task that the greagsigned to do
is geographical. The task is a frequent themeerctinversation,
it is frequently referred to, in fact it is permaitlg present as a
possible frame of reference. This theme leads weraé sub-
themes, such as particular geographical placegaappears in
six different connections. In one connection Eseamments on a
picture from Africa. In another connection the fatudents all
look for Africa on the map. In a third connectiae¢ excerpt 5, 4
below) they discuss how to illustrate Africa astpdrtheir task.
Turkey is another theme that appears - and it |éadiser to a
different theme, namely holidays spent in and detSiurkey (see
excerpt 5, 1). Similarly the theme of Paris leada tliscussion of
the Euro-Disney amusement park there, and agaiatioas.
Sweden is a theme of Erol's which he brings upteigtes during
the conversation. First he looks for it, then hekk he has found
it, and then again he asks the others whether ©i;mbaed found
the right place, but he never gets a straight réylgne point Esen
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reacts to his initiative, by playing with the wor®verige(see
excerpt 5,5). At another point Ali discusses whethis correct to
write Sverigeon the cardboard. In excerpt 5,1 we can obserwe ho
a theme unfolds.

Excerpt 5,1.

*ERO: Pamukkale'ye gittim ben

%eng: | have been in Pamukkale

*SEL: Pamukkale mi

%eng: in Pamukkal@

*ESE: ben ¢ok gittim

%eng: | have been there a lot

*SEL: ben <gitmedirm [>]

%eng: | have not been there

*ERO: <ben de [<]

%eng: me too

*ESE: gitmedin mi.

%eng: have you not been thé&re

*SEL: nejbiz hamanm ¢ok uzaktag ondan gitmedik biz

%eng: nowe are very far from the Turkish bath, that is wiey
did not go

*ERO: biz Atanbul'dayz <bir de Usak'tayz bir de
Ankara'dayz> [>]

%eng: we spend some time in Istanbul, then we aresakliand
then we are in Ankara

*ALI: < biz eskiden/]> [<>]

%eng: in the old days w§]

*SEL: <Australien> [<]

%eng: Australia

*ESE: biz Ankara'dayg

%eng: we are in Ankara

*ALI:  ulan biz nerdeyiz

%eng: man, where are v

*ERO: biz de

%eng: we too

*ALI:  <dmd: Turkiye'mi gene kaybettimf>]

%eng: dindi | lost my Turkey again
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*ERO: <c yerdeyiz bizmir'de bak dort yerdeyizp<] Zzmir'de
Ankara'da/stanbul'da <Uak'ta>[>] /sta [/] eh iste dort
yerde oluyoruz

%eng: we are in three places, iemir, look, we are in four
places, inzmir, in Ankara, infstanbul, in Uak, &tal[/]
eh so we are in four places

*ALl: < Turkiye mi xxx bak bak bak bak Es€gx] <Irak Irak
Irak Irak> [>]

%eng: is it Turkey? xxx, look, look, look, look, Eselglriraq,
Iraq, Iraq.

*SEL:  <benim mikrofonumaeyimizi>|[<]

%eng: into my microphone that thing there of ours

%com: Selma blows into the microphone

*ESE: vier kun i <Ankara> [>1] og sén glinferieyagidiyoruz
ya soyle Mersin'e oluyor ya Keéadas'na ya Pamukkale
<birisi> [>2] oluyor

%eng: we are only in Ankarand then we go on ten days of
vacation it will be Mersin or so, or Ksadas, or
Pamukkale, one of them

*ERO: <Ankara> [<1]

*ALl: < ulan> [<2] Erol

%eng: man, Erol

*ERO: biz Pamukkale'ye gittik ay ne guzeldi

%eng: we went to Pamukkale, and was that pretty

*ESE: Marmara Deniz'e hepsine gittik ay

%eng: to the Marmara Sea, we went everywhere, ey

*ERO: bir yere gittik boyle bedava otelin orda otel <hiaglar
aj mand birguizel> [>]

%eng: we were at a place, a free place next to the hbeeshotel
lots of rocks, oh man, so pretty

*ALl:  <lIrak aha Turkiye [<]

%eng: Iraq, there, Turkey

In excerpt 5,1 we see how the place-name Pamukkgdgers an
exchange about vacations spent in Turkey. The raosve
participants are Erol and Esen. They both relatéeitail where
they usually spend their summer vacations in Tunkék their
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families. Selma also contributes to the subjettpaigh mostly by
saying what she does not do. Then she turns restat to the
task @ustralier). Ali, however, apparently does not really know
where he spends his summer vacations, and he gipes
contributing further to this theme. He shifts hiteation to the
task. He has lost what he caltsy TurkeyIn his next remark he
tries to attract Esen's attention, looking for Irsl¢ith the final
utterance in the excerpt he seems to have foumh@dgg, and as a
consequence its geographical neighbor, Turkeyhemtap.

There are several characteristics to notice indgkeerpt. Firstly,
at is noteworthy that not one of Ali's utterancegms to be
integrated into the flow of conversation betweendthers. All of
his remarks are simultaneous with something anqthgicipant
says, and both Erol and Esen blatantly ignore dri¢ributions. It
is not because Ali's utterances are monologic rkesnar
independent statements - they all relate to theasation and the
themes introduced by the others. He refers eithéng vacation
theme or to the task. But he does not get anytaitefrom the
others. Secondly, Ali is not the only one who exgeses being
ignored. Erol and Selma both react to Esbals ¢cok gittim but
Erol's reaction is ignored by the two girls. He gi&is rather
stubbornly with the details of his vacation, andtfthen does he
get a reply from Esen, while Selma still ignores laind continues
with the task. A certain hierarchy appears frors thicerpt, with
Esen as the strongest individual, the girls betranger than the
boys, and with Ali as the weakest individual. Atten and replies
to initiatives are the observable features of agoorg power
process. The girls seem to master the power handiith more
success than the boys. Thirdly, we observe howstiigect of
Pamukkale develops into the theme of vacation,farttier into
what is pretty or fun. Fourthly, we observe how gagticipants
shift effortlessly from theme to theme and backimgaven Ali.
Although he does not receive very much attentiomfthe others,
he is still able to follow the conversation, angiway contribute.
His remarks are relevant enough, they just do ective any
reactions. His contributions are real contributidng they are not
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met with any acknowledgement.

This raises two issues. One issue has to do wétlctmtent of
discussion. What do the participants talk aboud,\ahat do they
say (see also Esdahl's (2001a) concept of focus).ofher issue
has to do with the relations between the spealdrs:has power
(over whom), who makes the decisions, who teasesnylwvho
supports whom?

With respect to the content, the place-names dfreeatore of the
conversation. Not only is the task about place rsimat they also
amount to a point of departure for other themedtlaay constitute
a frame of reference which the participants caragbwvesort to at
any point during the conversation (cf. first Sebrand then Ali's
return to the task in excerpt 5,1). Several othergonames figure
in the conversation, and in some cases they leadlehemes.
The subject of travels leads further to discussmirarlines. At
one point a jingle from a TV commercial for an iail plays a
central role in the conversation (see excerpt 5¢Bovi).
Advertisements, pictures, and the different plaaeyes trigger
several introductions of short themes. There ase akveral
instances of singing, humming, shouting and otrersmof having
fun which are not conversationally focused. Moghef activities
and themes one way or another grow out of the plagees which
appear in the students’ work with the task.

The acitivity, and the introduction of place-nanaesnot occur
equally frequently with the participants. SelmalEand Ali each
mention about 20 different place names (types)duttie whole
conversation. With Selma and Ali we find roughly &kens;
Selma ha#\ustralia 9 times,Turkey8 times, andapan6 times;
Ali mentionsParis 8 times. With Erol we count 80 toker&xeden
17 times, andParis 9 times). Esen stands out with more then 40
different place names mentioned altogether mone 11@® times
combinedAfrica 8 times Euro-Disney8 times,Belgium7 times,
TurkeyandFrance6 times each. She may or may not know more
place names than the other speakers, but shetdbfiproduces
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more names, and a much greater variety of plackaames than
the others do.

The social relations among the four speakers atesmople.
Madsen (2001b) studies the power relations betwbkenfour
speakers on the basis of four different quantiéatuteria. She
finds that Esen is by far the most powerful pgptgcit. The others
are not very different from each other. Madsentsd&elma as the
second most powerful speaker, and Erol as the [saserful
speaker. Jacobsen (2002) agrees that Esen is utetigpthe
leader of the four. Jacobsen illustrates this \Esglen's use of the
medium of Danish as a means of control. Jacobrés that Esen
uses Danish more often than Turkish to get thersthéention or
to administer the conversation through reprimardi@maise.

These two strands of observation support each .offsen is

dominant in the sense that she introduces moregtiéiman the rest
of the group, and she mentions more place-names.isSalso

dominant in the sense that she uses powerful |@ysyuwand

achieves control of large parts of the conversation

The constant oscillation between languages whichasacteristic
of conversation 501 (in comparison to the earliEversations we
have seen), and which involves several languagasyeobserved
in excerpt 5,2.

Excerpt 5,2

*ERO: manyak

%eng: fool.

*ESE: ih Erol.

%eng: oh Erol.

%com: reprimanding
*ERO: yapma valla kiiserim
%eng: don't, by God, I'll be angry
*ESE: pis.

%eng: dirtbag.

*ERO: terbiyesiz.
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%eng:

*ESE:

%eng:

*ALL:

%eng:

*SEL:

%eng:

*ALL:

%eng:

*SEL:

%eng:

*ESE:

%eng:

*ALL:

%eng:

*SEL:
%eng:

%com:
*ERO:

%eng:
*ESE:
%eng:

*ERO:

%eng:

*SEL:
%eng:

*ERO:

%eng:

%com:

*ESE:
%eng:

%com:

*SEL:
%eng:
*ERO:

scum

sen de

you too
< Erol ya> [>]

Erol now

<Erol xxx> [<]

Erol xxx

Esen valla sen gd misin.

Esen, by God, isn't that y@u

ah ja Erol.

come on, Erol.

det er du selv.

you yourself are.

evde de bdyle yayorsan

if you do like that at home too.
<SAS.> [>]

SAS.

SAS is an airline.

<ha.>[<]

what?

hvad.

what?

simdi Zehra sildim Ozkan sildim
now, Zehra, | have wiped it out, Ozkan, | have dijpe
out.

biz hig yat/.

we have writ (or perhapsion) nothing
ah ja.

come on

complaining.

ah ja <Erol.>[>]

come on, Erol.

complaining.

<manyak>[<]

fool.

Esen dedi ki eh xxxim parasm: biz 6demiyoruz dedi
manyakDummkopfkart kart cik cik cik cik.
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%eng: Esen said that eh we do not pay xxx's money stigfsal
fool, cut cut no no no no

*ESE: det erlggn.

%eng: thatis a lie.

*ERO: yaz xxx as

%eng: write Xxx ace.

*SEL: Erol Ugsuttiin

%eng: Erol you have gone crazy

It is not difficult to see that Danish is mainlyeasfor quarreling.
However, Danish is not the only language usedhisrpgurpose -
Turkish and German both provide explicit terms egative
evaluations of the other. The flow of the quarmgismconstant and
fluent. The speakers use a range of negative esipress There is
no apparent flagging or other marking of the cod#ehes.
Furthermore, the stream of invectives is briefliermupted by a
reference to the task (the remark about the SASeoy). The
speakers are clearly able to handle two themdseasdme time
without dividing the issues between L1 and L2. ¥seie of the
task appears intermittently throughout the conversa and
simultaneously other negotiations go on, in thsecan elaborate
exchange of negative evaluations - an exchange ukat
invectives from L1, L2, as well as an L3.

The speakers seem to have no difficulty in handiengeral themes
and several languages within the same conversétitns excerpt
there is no obvious importance to the involveménhe separate
languages. The important thing is not how each@fanguages is
used differently from the other. The important thimthe very fact
that more than one language is involved. This tdmeay that the
individual switches do not carry meaning, but if #ds a very
local meaning (cf. Hinnenkamp 2003). The materiaég us no
reason to assume that the variation which chaiaetercode-
switching is disappearing. We do not here obserfused lect in
Auer's (1999) terms, but we may witness an eadgesin what
could in theory become a development towards adfleset. In
social psychological terms, we may see this langusge as a
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means to strengthen in-group ties, at the cosirokith the extra
bonus of) alienating several others at one time plarent
generation, the monolingual Danes, the teachers sahdol
authorities. Such linguistic signaling of youth gpomembership
is not different from the use of advanced vowehpirtciation in
monolingual language use (cf. Eckert 2000) or $eaf a group
specific argot (cf. Mgller & Jargensen 2002). Wikaalient in the
language use of the speakers in excerpt 2 is abthby use more
than one language. In a sense the four studemgu&ge use in
this conversation works as if only one language atgday - there
is nothing to distinguish this behavior use frdra tanguage use
of monolinguals who use every available negativenteo haul
insults at each other.

In fact, at least sometimes the attitudes of yadoiigguals also
point in the same direction, cf. Landsberg (199@)18ho in her
conclusion finds that “I have come to understadichdpiialism as
one language” among the young Finnish-speaking mipant
Sweden. She has observed that the values attazkeaedh of the
languages of Finnish and Swedish are not unequivarepted
and used by the young speakers.

But even if the youngsters do not talk explicithyoat
the ideological language arena, they are very npach
of an ongoing debate concerning how a multicultural
Sweden is to be organized (Landsberg 1997, 181).

This is not to say that the languages are justgoamxed
arbitrarily. This is probably only rarely the caBeerywhere in our
material and at all times we seem to find meanmghe code
choice. Cromdal (2000, 2001), for instance, haadcaidiscourse
level division of labor between Danish and Turkisbonversation
801 (see the section on grade 8 below). Indeethtigriaging of
the four students in conversation 501 involves dp&on of
dividing the work between the involved languagdse $peakers
may simplychooseo let the languages do different jobs. This we
can see in excerpt 5,3.
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Excerpt 5,3

*ALL:
%eng:
*ESE:
%eng:
*ALL:
%eng:

*ERO:

%eng
*SEL:
%eng:
*ESE:
%eng:
*ALL:

%eng:

*ERO:

%eng:

*SEL:
%eng:
*ALL:
%eng:
*ESE:

%com:

*SEL:
%eng:

*ERO:

*ALL:
%eng:
*SEL:

*ERO:

%eng:
*SEL:
%eng:
*ALL:
*ESE:

hej benim kartma bakar nsmiz.

heywill you look at my card.

0 zamansdyle keg/a det skal ikke [//] det fylder meget.
in that case cut it like thig is not [//] it is quite big.
Erol bak benim kartn guzel dgil mi.

Erol look isn’t my card nice

bakaym # arkasna.

let me have a look on the backside

kesti.

he has cut

Italien.

Italy.

surdan vard bende kopartin gitti.

| had one of these | tore it.

<seye sokarm denersin olur# paran olur o zaman
XXX >[>]

you can put it into that one you can téythen you will
have money xxx

<kopart xxx>[<>]

cut it off xxx
<nej shit mand>[<] Jackpot hele verden.

no_shiman Jackpot all over the world.

Jackpot takes you thedadadadidu.

Esen sings.

hele verden.

all the world.

are you finish
Jackpot hele verden.

Jackpot all over the world.

<no | am Danist»[>]

<no | am DanisH[<] reklamda

no | am Danisim the ad

he

yes.
no | am Finnish.

<Morocco>[>]
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*ERO: <ihgilizce>[<] hello.

%eng: Englishhello.

*SEL: hello | would like a squash

*ALl:  hello | would like a squash# | am Danish

In the beginning of excerpt 5,3 Ali proposes aymetfor inclusion
in the task. Esen takes the floor. In the first pmher utterance
she addresses in Turkish the issue which was &t lheaflore Ali’'s
remark. In the last part, she switches into Daarsth brushes off
Ali’'s proposal. Ali instead turns to Erol and as&shis support,
but Selma agrees with Esen, and nothing comes.ofhée
discussion continues, mostly in Turkish, until gdits another idea.
He finds an advertisement (a free postcard) forSAS airline.
This postcard advertisement was at the time partaimpaign for
the SAS company. The campaign was organized arthertieme
"Jackpot takes you there" which Ali reads out. Tihifative of
Ali’'s triggers a series of remarks: The girls imnaely fall in and
show that they recognize the campaign and its th&sen even
singing the jingle of the corresponding TV commalcEsen’s
humming reinforces the turn of attention from thskt to the
advertisement theme.

Erol develops this line further by contributingrael from another
widely played TV-commercial:are you finished In this
advertisement, a green-grocer asks an insistingpmégs - in
English: Are you finished?and the customer answelo, | am
Danish Ali does not immediately realize that Erol hasoduced
a new ad, so he continues with the jackpot therne SBIma has
noticed, so her following remark is a reaction tolB initiative,
and in a way a corrective to Ali's inappropriateacton.
Simultaneously with her reaction Erol also stresisesppropriate
answer to his own initiative - with the same woadsSelma. Erol
even adds in Turkishreklamda Thereby Erol uses Turkish to
explain what the appropriate reaction to his owerahceAre you
finished?Is supposed to be, and thereby he also explams th
development to Ali.

432



The four participants now develop the conversatwoti this
finish-Finnish word pair. The original pun of th&-Eommercial
is picked up by Ali who turns it into the oppositeNo, | am
Finnish Esen and Erol react simultaneously. Esen kttdscco-
(possibly) a double reference to the punning gamdetlae map in
front of them. Erol also double-comments, as henagaes
Turkish (ihgilizce to explain what the appropriate remark is
supposed to. Selma extends the reference to theo@mie
sequence of remarks from the TV commercial. Alidals up on
this and continues, again in non-correspondendetiv original
sequence witham Danish.

With the change of language back and forth betwieeglish,

Danish, and Turkish the bilingual adolescents ind¢ share their
enjoyment with the pun of the TV commercial, extegdt further.

They also build up an obviously shared attitudeht® use of
English. They make fun of the English which is esigely used
in ads and slogans in Denmark. This works partlghaeser fun,
partly as an alleviation of the disagreement witi¢bllows.

The speakers do indeed select linguistic itemglyfrfflem the
languages they meet in their everyday. They chdiogeistic
items, words, and insert them into new combinatwhigh relate
new values and attitudes. The effect is that tHggia in a mutual
activity of poking fun at the world - through thensiltaneous use
of three languages. This unites them in the siwatand it
contributes to bringing about and negotiating sthasdues which
may reach beyond the situation. In this sequencis Aluch more
part of the ongoing conversation than we obsemexkcerpt 5,1.

However, the languages are not used completelyanilyi. Firstly,
the use of English is primarily bound to the texik the
advertisements and TV-commercials, but the childdennot
restrict their use to verbatim quotations. They alsborate on the
lines of the ads, still using English. Secondlytkish seems to be
used by Erol for side remarks, particularly to expkto Ali) what
is going on. In this excerpt as opposed to exéeBthe languages
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do not seem to share their functions. Danish sderhe used at
least once by Esen to mark opposition to Ali’'s @sgd.

In this excerpt we have seen different codes hesed for separate
conversational functions. The choice of code is,ffmit it is not
arbitrary. The different languages serve diffefanttions, but the
division of labor is not based (not entirely, adg on norms of
appropriateness (Boyd 1985), not even on a disghimdietween
we-code and they-code (Gumperz 1982). Within theesa
conversation the codes may exchange their fungtfonsstance
so that a language which represents one functioménpart of a
conversation may serve other functions in othetspafrthe same
conversation. In such circumstances, code switdhasleed carry
local meaning, but it is the code-switch itselft tiee direction of
it, that matters (cf. Jgrgensen 1998a).

In excerpt 5,4 we find the four speakers a bitrlate the
conversation than in excerpt 5,3. Esen commentisantask Det
er Greekenlang and Selma addSjeellandwhich she produces
with an exaggerated intonation contour and an eqaiv
apposition. In Esen's reply, thdackpot takes you thertheme
appears again, as it does several times durirgptiheersation. The
success of the use of the jingle that we observedagerpt 5,3 has
established it as a theme which the speakers tartoavithin this
conversation. It is part of the shared frame oénm&ice which
conversation 501 becomes in its course. But thmotsthe only
instance of singing and humming. There is singimit) Wurkish
sounds (both Erol and Esen), and there is Selmaggerated
intonation (while she speaks Danish) which bordarsinging. All
the three languages are thus employed within 8psa.

Erol interrupts Esen's singing in order to tease lHe comments
on something she has pasted on the cardboard.tunébely it is
unclear just what or hovkulagma yapstrmzs may refer to both
Esen's own ear or somebody else's ear. Esen afipa®es the
comical side of pasting paper on one's ear andeggghile Erol
follows up on his success. Selma's remark adddlzefuayer on
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to this:kulagma yapstrmamay meardo not paste it on her (his)
ear, but alsado not paste it on your eafgain it appears as if Ali
is not quite with the others. He refers to the fewit "they”
(probably those who are eventually going to listen the
recordings) can in fact hear what goes on. He nwyhave
realized that the three others are in the procésseating yet
another frame of reference - the pasting of cutymaper on
somebody's ears. At least there is a short silaftee his remark.
Esen breaks the silence with a sentence thatlissb@ply to Ali's
comment, to Erol who fingers with his microphone] a reference
to her own singing of the Jackpot theme. If inda&dhere shows
that he has not understood the game the otherglegiag, Esen's
remark is a face-saver on his behalf. We may riateih excerpt
5,3, Erol used Turkish in his face-saving efforisb@half of Ali.
From this we can see that a specific function mayna time be
served by one language, at another time by anddinguage -
within the same conversation and within the sarpe tf speech
event.

In the continuation, Erol concentrates on his npbane while
Esen tells him there is something wrong. She does Banish,
but the word fowrongis pronounced with a distinctly exaggerated
local vernacular (Sealand) pronunciation of theds{glottal
constriction). Esen’s remark comes across as fdlayfid not
necessarily informative. Her use of the local pronation for
effect is not a privilege for bilinguals. As poidteout by
Kristiansen 1990 and others (see the section omguage and
power in Denmark in Part 1), Denmark is characeeliby a
comparatively intolerant sociolinguistic atmosphanhich non-
standard varieties are systematically stigmatizbd.Sealand stad
pronunciation is one stigmatized feature whicloisistimes used
for comical effects by non-Sealanders, and in stases it is
pronounced precisely the way that Esen uses hargtdkes the
power out of her somewhat critical remark to Eibls further
interesting that these Turkish-Danes are Sealamdisr Danish,
although Esen is less so than the others. Esenrdgrates her
knowledge of the way in which standard speakersilaely
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exaggerate the Sealand stod as well as her capahiid
willingness to activate this feature as a mitiggtfactor in an
utterance that is also a face-threat. The useeofSémland stad
becomes an act of solidarity in this context. Tikienly possible
because the feature (i.e. the exaggerated Seadlaahds ascribed
negative evaluations in Danish society at large axdicularly
among Copenhagen standard speakers. Esen is dbiadahis
feature into the conversation, turn the valuesrpand use the
feature with positive values.

Then Selma intervenes, as she attracts Esen's@ttefpparently
Selma shows Esen a picture, but Esen finds tisatigieless for the
purpose at hand. It is too pretty, and Esen fihdt &Afrika er der
ikke sa grent # og smukt # og beautifasen first reaction is a
sharp rejection, but it is mitigated through heatding up of praise
for the beauty of the picture that Selma has fourfte word
beautifulamounts to a hyperbole, because of its face valuie,
first and foremost because it is in English, aray @l react to this
point with laughter. Esen’s use of the English watdch might
be risky in other contexts, here helps to allevtageface-threat
involved in rejecting Selma'’s proposal.

We have already seen that face-saving is doneeogdhticipants
in this conversation through intersentential codéehing. Erol
switches into Turkish to explain the situation tb, And Esen
switches into Danish under similar circumstancé®sE last bits
have shown us that intrasentential code-switchenywork the
same way. Esen's use of stigmatized local Danisherutterance,
and of English in another utterance, have exaa#ysame effect -
they soften otherwise negative contents.

Excerpt 5,4

*ESE: det er Greekenland og det # er gh

%eng: this is Greece and this # is eh

*SEL: Sjeelland <dos> [>]

%eng: Sealand dos

%com: with exaggerated intonation, "dos" equivosdhare are

436



*ESE:

%eng:

*ERO:

%eng:
*ESE:
%eng:

%com:
*ERO:

%eng:

%com:

*SEL:
%eng:
*ALL:

%eng:
*ESE:
%eng:

%com:

*SEL:
%eng:

%com:

*ERO:
%eng:

%com:

*ESE:
%eng:

%com:

*SEL:
*ESE:

%eng:

%com:

*ERO:
%eng:

(is) alsoor fool.

<yesgh> [<] det er her eller desuraya yap# Jackpot
takes you theredi di.> [>]

_yesh, itis here or thermake it thereJackpot takes you
theredi di.

<oraya> [<] yapustr kKimse duymaz seni

paste it on there, nobody can hear you

daha iyi en +/.

even better, the most.

giggling

kulagma yapstrmzs manyak

she has pasted it on her (his) ear, fool.

they all laugh

Esen kulgma yapstrma.

Esen, do not paste it on your (her, his).ear

ama Erol duyuyorlar

but Erol, they hear it.

# man kan hgre jer ikke mig

# they can hear you, not me

Erol fingers with his microphone

<daaah.> [>]

oh.

protesting

<dududu> [<]pakm mikrofondududududu.
dududulook at the microphoneludududu.

singing.

Erol den duer altsa ikke derinde der er nggit

Erol it does not work inside, there is sonmgwrong.
galt pronounced with an exaggerated Sealand stad.
Esen.

er det ik [/] det er sgu ikke Afrika i Afrikar der ikke sa
grent # og smukt # og beautifeller [/] naeh.

is that no [/] that is bloody not Africa, irfrisa it is not
that green # and pretty # and beautifu[/] no.

they all laugh

Afrika ne kadar c¢irkiradd.

how Africa is uglyyerk.
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*ESE: se lige hebu Af rika m.

%eng: look here for a momenms, that Afric&

*SEL: ahja.

%eng: come on.

%com: protesting

*ERO: aaah.

%eng: oh.

%com: impressed

*SEL: yes | am<xxx deil mi bu> [>]

%eng: _yes | anms that not xxx

*ERO: <Afrika degil bu>[<] <kikicikcik Afrika deil.>[>]

%eng: this is not Africa, kikicikciKsinging)this is not Africa

*ALl:  <it's you Africa>[<]

*ESE: dan cici bororrom don cici kulgimdakiseyleri duysun
bocekleri

%eng: dan cici bororrom don cici let him hear those sosii
my ear the insects

Reiff (2002) has noted that the exchange which b&eved in
excerpt 5, 3 may be described as an instance tdrpence (in
Bauman’s terms, see the section on Youth languagsit 1).
Speakers have shared an enjoyable moment, andetlee this.
They can later always refer to this moment of shdoe. They
may also want to continue social relations to peepth whom
they have shared pleasant moments. This is nstiine as saying
that speakers play with language only or primawohbuild their
social relations with others. Fun can be a purposéself.
Rampton (1999a) shows the performative use of Gebrta and
pieces by London school boys, and Reiff finds samilatterns in
conversation 501, particularly in the Jackpot theAreexample
not mentioned by Reiff 2002 is excerpt 5,5.

In excerpt 5,5 Esen reacts to Erol's repeated dogrton of
Sweden in his search for the place on the map. Esenthrough
several different pronunciations of the wor8verige There are
several interesting points in this variation of muaciations.
Firstly, Esen’s pronunciation is a very particutaim of Swedish.
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The basic pattern of pronunciation is the same saghhe
intonation and the consonants. Both aspects remrésgedish
pronunciation - and especially the pronunciationtleé word
Sverige- such as Danes stereotypically think that Sweslsinds.
Esen’s pronunciation doestrepresent Swedish pronunciation as
it can be heard from Swedes, but the way Démakit is. It is not
mock Swedish, but rather functions as mock Danisketsh.
Secondly, the change of vowels in the three vessiothe excerpt
(there is more later in the conversation, butithbeyond the point

here) is a fun ride through Danish vowels, afl which can be

heard when Danes imitate Swedish. Thirdly, the &sgn forms

her utterances, at least the second and third doet contribute
content to the ongoing conversation, only entemant. The

entertainment does indeed rely on a Danish roatioeit Swedes,
but it does more than that - it develops the tharmeextends its
phonetic shape. Thus itis a case of performanppating Reiff's

description of the Jackpot theme.

Excerpt 5.5

*ESE: Sverige.

%eng: Sweden.

%com: pronouncedis s o is] with tongue tip r, consonant g,

and imitated Swedish intonation
*ERO: ha burda yagor ah buraya yagtraym.
%eng: ha it says it here, let me paste it on here.
*ESE: Sverige.
%eng: Sweden.
%com: pronouncedis _ac3 ] with tongue tip r, consonant g,

and imitated Swedish intonation
*SEL:  vya.
%eng: so.
*ALI:  ne Sverige'si yag/orsun.
%eng: which Sweden are you writing?
*ERO: valla valla.
%eng: by God.
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*ESE: kucgucuk yap Sverige.
%eng: make it very small, Sweden.
%com: Swedenpronounced {.&snc38e] with tongue tip r,

consonant g, and imitated Swedish intonation
*ALI:  ne Sv [/]
%eng: which Sw [/]

In conclusion we have found that the adolescemshesfollowing

languages and varieties: Standard Danish, exagge&aland
Danish, Turkish, English, stylized Swedish, GermAan.least,

Danish, Turkish, and English are used for both arge of

information, practical task-solving, and administia of social

relations in power struggles as well as in facargpvin some
situations, there is no clear difference in functimetween the
languages, in other situations there is. The spsalenot rely on
a concept of "appropriate” language choice as ddflyy society
outside their group. They may choose - and switidtween their
languages independently of such norms, and theyanhieve

certain effects by their choices and switches. Hametheir

language use is not completely separated fromrmramt of the
norms of society. They, especially Esen, bring irtee

conversation signals of attitudes that are widaldhn Danish

society, and they use these values to jointly opgosh attitudes,
to play with them, and to create a shared framrefefence which
is obviously related to (commercialized) youth ardt

In conversation 501 there are many references uthyculture,
particularly popular culture and media culture. fehare a few
references to gender, but there are hardly anyemfes to
ethnicity at all. We witness a language use whglpnmarily
carried by its users’ adolescence, and not théiniety. The
speakers violate, with premeditation, pleasuréjesity, skill, and
wonderful effects all the norms that linguistic ity children
and adolescents are confronted with in Denmarkstli#rthe
speakers curse and yell and scream like all otti@eacents who
are left alone. They fight, and they are nowhew ibeing soft in
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their sometimes playful (and sometimes not so playferbal
fights. At other times, they can carefully calileratsentiment and
avoid a face threat through punning, through pokingyr nose at
the outside world, or in other ways. All in allethspeak precisely
the kind of adolescent language that is downgrdmeddults.
Secondly, the speakers use whatever linguisticaier feature
they find useful. There is not a single passagedahan remotely
looks like an attempt to speak one and only onguage. This
could be mistaken for a specifically "bilingual"ashcteristic, but
of course it is not. Thirdly, the speakers violatgh obvious
pleasure and high sophistication the double mogobfism
norms. They show no attempt to accept the langhagarchy
which is prevalent in Danish society in generalgdtber the two
latter points indicate that the students do nttiatstage approach
Auer’'s “fused lect”. The code choices are meanihghd not
arbitrary.

New and more complicated uses of code switching W& have
found in the earlier years can be found many tinmeghe
conversations of grade 5. Excerpt 5,6 is one exampl

Excerpt 5,6
*EDA: ay Asiyeundskyldaglama ne olurger.
%eng: oh Asiye’'m sorrydon’t cry, okay, do

In this utterance we have three finite verbs, tabich are in the
imperative. The constructiaaglama ne olur ggis complicated.
The verbggr functions as a (Danish) substitution verb, but in
relation to a negative imperative, and this is usal in mother
tongue Danish. Even if the first imperative hadrbpesitive, it
would have been difficult to determine whetherlthse language
here was one or the other. Tiolurwhich comes in between is
a further complication. Literally it meamghat will it become;but
in the context it is an appeal - something likeeaaphatic please.
The example shows us how structurally complex todents’
code-switches can be.
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From grade 4 to grade 5 the code-switching praxtamvelop
rapidly, they almost explode. Not only are therenynaore code-
switches. But they are also much more complicdtad hitherto.
The code profile of conversation 501 shows thisaitnuch more
dense pattern of level change. This profile looks the profiles
of the other conversations of that year.

Because of the group constellations we can not kfuovsure

whether we can place this development precisetyade 5. We
only have gender mixed groups, and it is possid this has
provoked more switches than the gender specifigggaovhich, at
least in grade 1-4, tended to use less complicdtete patterns,
especially the groups involving only girls, see sieetion on the
grade 4 code profiles above. If complicated codeaehbehavior
is triggered by gender-mixing, it could in prin@palso have
appeared already in grade 4, but in fact it did, r@st can be
observed in code profile 401. The expanded useds switching,

and the pointed choices made in grade 5, mark @ ist¢he

development of the students’ languaging. The stsdé&ave

developed an advanced level of code switching.cDfse not all

the students have reached the same level, andl statdents code
switch equally much. As a group they have nevestigtieveloped
an advanced patterns of code choice.

In grade 5 there are 3 group conversations betweemurkish-
speaking students, 4 conversations in groups imvghboth
majority and minority students, and 3 conversatibesween
majority students. The Turkish-speaking studentsoug
conversations produce 2538 utterances, of which & Turkish-
based, and 847 are Danish-based. There are 4andés which
are based on other languages, mainly English, alsawe seen.
There are 103 intrasentential code-switches. Thggees make
less sense in grade 5 than earlier, because tlee dbaseveral
utterances can not be categorized sufficiently thiése categories
(cf. The stylized Swedish), but they neverthelesicate clearly
that Danish is now an important part of the conatos, and that
switches are not occasional accidents.
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The conversations involving both minority and mayostudents
deliver 3007 utterances. Out of these there arg P&hish-based
utterances, 10 with English loans, and 5 with Tslikbans, all of
the Turkish ones produced by minority studentstlseexamples
below.

Examples of Turkish loans in Danish-based uttersance

Excerpt 5,7:
*HAV: det betyder ogsa dumanyak
%eng: it also mens stupsdupid

Excerpt 5,8:
*ERC: Turkiyedet er hernede.
%eng: Turkeythat's down here

There is also some German involved in convers&iiifi) both as
loans in Danish-based utterances and as Germad-bseances,
see excerpt 5,7. The wide variety of forms whicthaee observed
in conversation 501 does not seem to be used icottnveersations
involving both Turkish-speaking and majority stutigmowever.

The German is not integrated into the conversaitiothe way

Turkish, English, and Danish are in conversatioh. 50

Excerpt 5,9:

*KEN: hvor hvor <Deutschland Deutschlanr{>]

%eng: where is Germany Germany

*JOH: <Kenya Kenya.>[<]

*ERO: Deutschland Deutschland Deutschland <Deutschal
land >[>]

%eng: _Germany Germany Germany Germa la la land

The same goes for most of the uses of Englisheircdimversation
with both majority and minotiry students, althougtere are
examples in which English is used as a meaninghutrtbution in
a sequence, and not as performance or languagespkagxcerpt
5,8 which is also from conversation 506. Johan dsusing
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Kenneth in Danish of stepping on the chord to tlrang board,
and Kenneth takes the power out of the accusay@tdting - in
English - that this (his stepping on the chord) msatter of course.
This short exchange is part of an ongoing teasetgden the
boys, and the English-based remark fits in nicely.

Excerpt 5,8 (conversation 506)

*JOH: ja nu jokker du pa ledningen.
%eng: now you are stepping on the chord
*KEN: of course | do.

In these conversations we can also observe langulagehich at
least borders on the cross-linguistic, such asianples from
conversation 504 below. Majken pronounces the wavih
Danish sounds, but she runs through a series afswahich point

to items such asameleonscalamities camelsandzillions. There
are probably more, but this is a genuine examplangfuage play.

It runs along the same lines as Esen'’s rollercoaste with the
word Sverigein conversation 501. In the second example wisich i
triggered by the naméstanbul Majken plays with the names
IstanbulandLissabonand pretends not to know the words.

Excerpt 5,9:

*MAJ: <kalam kalamiyoner>[<] meloner meloner <kaldoreer
kalmeloner.>[>]

%eng: kalam kalamiyoner melons melons kalameloner
kalmeloner.

%com: except fomelonsthe words are meaningless

Excerpt 5,10:

*MAJ: listabul listabon na lista.

%eng: listabul listabon, | see, lista.

%com: except fonathe words are meaningless

The group conversation between majority studerddyme 1301
utterances out of which 1260 are Danish-basedy@®ased on
other languages (not Turkish), and 6 are intraseialecode-
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switches. Of the utterances based on other languagere in
English. In conversation 510 there are several iEmgdased
utterances, interestingly some of them are a iateep we also
saw in conversation 501, see excerpt 5,11.

Excerpt 5,11:

*JAN: squash are you finish

*OLE: <no | am Danistr [>]

*KEN: <no | am Danist> [<]

*OLE: xxx Paris.

%eng: xxx Paris.

*JAN: Malaga jeg troede der stod Mallorca.
%eng: Malaga | thought it said Mallorca

The reference to the item&duashtriggers the reference to the TV
commercial which advocates the softdrink calgdashas it did

in excerpt 5,3. But this time the exchange doegjndieyond the
reference to the commercial. Ole and Kenny simelais reply to
the questiorare you finishwith the appropriateo | am Danish
and there it stops. The conversation continuestivdask. A little
later Ole tries again with the utteranteello | would like one +...

, but he does not get any reaction from the othleren later he
finds the Jackpot card and tries with thitckpot takes you there
but this time he does not get any reaction, eitfi@ally when he
tries a third time, Jacob reacts and repeats theantceJackpot
takes you therebut that is it. The other uses of English in
conversation 510 are not integrated to a very bkiglnt, either.
Some of the occurrences are meaningful contribatitan the
ongoing conversation, such as excerpt 5,12, buersttare
nonsense words (and in one instance, a fictitiensrk addressed
to me).

Excerpt 5,12:

*MOG: hvor ligger Holland.
%eng: where is Holland?
*KEN: [don't know

*MOG: hjeelp mig lige Kenny.
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%eng: give me a hand here, Kenny

There are a few utterances which use German. Iaxample in
excerpt 5,13 there is a discussion about the nafrgtate railways
companies. DSB is theanske Statsbanawhich are the Danish
ones, and DB is thBeutsche Bundesbalwhich is the German
version. Around this the discussion in excerpt 5ak&s place, and
it triggers the utterance from Frank in Germawas sagst du?
which may be a genuine question formulated in Gartmat which
more appears as a piece of performance. The wapthlees react
support this understanding - they do not reacth® German
remark as a question at all. On the contrary, ttenton turns
straight away from the German, even Frank who goet® pay
with stereotypical East Asiatic sounds triggeredtbg word

Thailand.

Excerpt 5,13:
*KAR:

%com

%eng:

*THO:
%eng:
*FRA:
%eng:
*THO:
%eng:
*FRA:
%eng:

Dannemark # Danmark DSB her her passer det
ikke at DSB er fra Danmark det burde det ggre
hvis xxx DSB danske statsbaner.

the a-sounds exaggeratedly pronounced
conservatively, DSB are the Danish State
Railways

Denmark # Denmark DSB here here is it not true
that DSB is from Denmark it should be so if
XXX DSB Danish State Railways

nej det er deutsch&tatsbaner.

no it is Germastate railways.

# was sagst du

what are you saying?

gh det er vist Morten Olsen.

eh | think it is Morten Olsen.

hej Thailand sjing sjang sjang sjing sjangskja
hey Thailand shing shang shang shing shang
splash.

In grade 5 we have seen an important developméaetdé&€pth and
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the width of code choice practices have increasextneously,
especially for the Turkish-speaking students, qapédeently led by
the girls. Turkish and Danish have become intedratach more
than before, and English is also being employedc-standard
forms are also becoming part of the resources availto the
students. The majority students are clearly behimdthis
development, although we see clear indications Emaflish is
beginning to be used, and sometimes with some cbntse
integration into the conversations.
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Code-choice in grade 6

In grade 6 we have three conversations involvinggish-speaking
students, one between boys, one between girlspaadender-
mixed conversation. The percentage of Danish-battedhnces in
the girls’ conversation is small (6 %), but almtis¢ same in the
two remaining conversations (23 % in the boys’ @sation, and
26 % in the gender-mixed conversation). This défexe confirms
the impression from figure 3.9 in which we obsertheat the girls

in the company of boys use considerably more Datfiah the

girls do when they are in the company of only giflse combined
use of Danish in grade 6 is relatively smaller timegrade 5. There
was no girls-only group conversation in grade Bteer the total

amount of Danish. The code profiles of the threeseosations are
also accordingly different. The profile of conversa 602, a girls’

conversation, looks to a certain extent like theéecprofiles from

grade 1 through 3. A major part of the graph ieatl 5, Turkish

with no loans. There are forays down into otheelgybut no

longer stretches of talk at the lower levels of flgeire. The

utterances at lower levels than level 5 are maguent than we
found in grade 1 through 3, but nowhere near aguést as in
grade 5.

With the distribution of Danish-based utteranclks,dode profile
of the boys’ conversation must be quite differeanf that of the
girls’ conversation. Code profile 601 shows theddopnversation.
The profile is quite similar to the grade 5 prddil@he switching
back and forth is not quite as dense in code géfll as in the
grade 5 profiles, and there are several strettia¢stay on level 5,
although they are all very short. In general thpasghalf of the
profile of conversation 601 is thicker than the éwwhalf,
indicating that Turkish is still stronger repressshamong the boys
than Danish is. Both conversation 602 and conviers&01 show
a more diversified use of codes. An integratiorfeaitures has
taken place, and that shows on the code profiles.

All conversations in grade 5 involved gender-migealips, so we
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can not compare the grade 6 conversations andethavior in

boys’ only groups and girls’ only groups with theade 5
conversations. The girls’ group in grade 6 (conatosn 602)

differs distinctly more from the grade 5 groupsarttthe boys’
group (conversation 601) does. This is confirmethieyprofile of

the mixed group in grade 6, conversation 603.Trddilpr of

conversation 603 looks quite different. The paptcits are two
girls and two boys. As in conversation 602 thema@e Turkish
than Danish. The graph moves more in the uppeohétie figure

than in the lower half. However, we can also seas tihe

continuous stretches of conversation are not ohlfeweel 5.

Around utterance number 130, utterance 275 andwvaotbéer

instances there are passages which stay on levBetiveen
utterance 115 and 140 all utterances are Danistdb@®me of
them with loans). In this conversation Danish playsnore
important role than in conversation 602. We obsetvat

conversation 603 differs from conversation 50hat the switches
between Turkish and Danish do not appear with sslobrt

intervals in conversation 603. In conversation 84 course is
hectic, with frequent switches, intersentential agll as

intrasentential, and many loans. Switches and laemsot absent
from conversation 603, but there are also stretabieshe

conversation which maintain the same code for dewhi

The grade 6 code profiles show a wider variati@amtive observed
in the profiles of the conversations in the yourgrade levels. The
integration between the levels which can be obskalows
elements from different codes to appear side by isich range of
varied combinations. In conversation 603 we seeidbaand
Turkish in different combinations, but there isyéittle in other
languages. There is one utterance in Arabic whgatigarly not
received as a serious remark. Ahmet’s utteraAtiahu ekber
causes Canan to laugh, se excerpt 6,1. Ahmet'ssnoad/ have
been just come to him by association, thereforattesance stands
as a pointed remark.
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Excerpt 6,1

*HUS:
%eng:

*AHM:
%eng:

<hey hadi balyoruz>[<] buyuk bir adam yapah len
hey come on we are beginning now, let us make a big
man, man

Allahu ekber
Allah is great

%com: Canan laughs

Except for the example with the exclamatAltahu ekbeywhich
is Arabic, we only see Turkish and Danish. The exge in
excerpt 6,2 is typical of the grade 6 conversatiofse two
languages are involved in the individual utteranicedifferent
ways, and all the participants use both Turkish@auish in their
contributions.

Excerpt 6,2:

*HUS:
%eng:
*CAN:
%eng:

*HUS:

%eng:

*MER:
%eng:
*HUS:
%eng:
*MER:
%eng:
*HUS:

%eng:

Merva ya
but Merva
ay dinleyeceklerinden <geldiyser{r]
if I could just get away from those who are goiong t
listen
<Merva hvor er du dum du baeksan&[<] sura det skal
veere sadan her nar man ser sa skal de to veerets@dan
0g sa skal det veere sadan her.

Merva you are stupid you doek at thisit has to be like
this when you look at it then these two must be tikis
and that must be like that.
ha ver la
yes give it to me man
ama yapma lgimdi srasr mz.
but don’t man is this the right moment.
hadi le bglyalm ya
come on man let us begin.
basiyoruz ste Ahmet gel buraya Ahm&bm her for
pokkernasl getirdim.
we are indeed beginning Ahmet come here Altoete
here for Pete’s sakeow did | make him come.
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*MER:
%eng:
*HUS:
%eng:
*MER:
%eng:
*HUS:
%eng:
*AHM:
%eng:

*MER:
%eng:
*HUS:
%eng:

*AHM:
%eng:
*MER:
%eng:
*HUS:
%eng:
*AHM:
%eng:
*HUS:
%eng:
*MER:
%eng:
*HUS:
%eng:
*CAN:
%eng:
*HUS:
%eng:
*MER:
%eng:
*HUS:

kom nu Hiuseyin

come on Huseyin.

deniyoruz herhalde Merva.

we are trying Merva.

he hadi

yeah come on.

hadi be

come on, man.

Oyle deil la he Merva'nn dedgi dogru boyle.

it is not like that man yeah it's correct what Marsays
like this.

bak boyle

look, like this

nejama bunlar bunlarla yapalm daha iyi olmaz m
noput we are going to make these with these herddwou
that not be better

dur.

stop.

nej nej jo jo.

Nno no yes yes.

er det ikke meget bedre.

isn’t that much better.

he zaten koca kafaya

yes on the already big head.

iste sOyle xxxdem her nej.

so like this xxxthese, no

de skal veaere de skal ikke veere bla de skat ikdere bla.
they must be they must not be blue they natdienblue
jo.

yes
de skal veere gul.

they must be yellow

butlin hegeyblaolsun

everything must bielue.

bukserne skal veere bla.

the pants must be blue

ha.
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%eng: what

*AHM: iste bukserne.

%eng: this isthe pants.

%com: Merva laughs

*HUS: iste buksernéounlar.

%eng: this isthe pantshese.

*MER: he

%eng: yes.

*HUS: hey bgtane olacak ha ltane olacak.
%eng: hey there must be five there must be five.
*MER: hvad

%eng: what

In excerpt 6,2 all four participants use both Tsihkand Danish.
There are utterances which are strictly TurkisthaagHuseyin's
ama yapma lgimdi srass mz. All four students, Ahmet, Canan,
Huseyin, and Merva, produce utterances entirelynkish. There
are also utterances which are strictly Danish sisc@anan’sde
skal veere gulin this excerpt Merva, Huseyin, and Canan produce
utterances entirely in Danish. There are also arttses which are
Turkish-based but contain Danish loans, for instadiseyin’s
iste bukserne bunlaand there are intrasentential code-switches
such as Huseyin'vas yoruz iste Ahmet gel buraya Ahmiedm

her for pokkenasl getirdim.As in the rest of the material Danish
words and expressions are loaned into Turkish maie than the
opposite happens. Within this comparatively shoceept, we see

a range of different code choices administered bytre
participants.

In the following examples there is one Turkish lvard in each
of the Danish-based utterances. In each casa iTigkish word,
to which the students know the corresponding Damvsind.
Nevertheless, the utterances are marked by inguaifurkish
word. These words do not seem to be integratediSutans in
the Danish of the students. In fact there are feswyT urkish words
which appear more than once in Danish-based uttesaim the
whole material (one example beingllah which we will look at
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below). The Turkish words appearing in Danish sumcbngs are
ad hoc loans. The students have extended their etemge in

including Danish ad hoc loans into their to inchgliTurkish ad

hoc loans into their Danish. This is an indicatodithe languages
becoming more equal in the usage of the studamdxfancreased
integration of the two languages.

Examples of Turkishitalics) ad hoc loans into Danish-based
utterances:

*ESE: Selma du tager dewa sé tager jeg denne her og du tager
den og du tager den ikke ogsa.

%eng: Selma you take thatw then | will take this one, and you
take that one, and | take this one, okay?

*CAN: vi laver sadan en lang en og sl laver vi sddan der sa
laver vi+...

%eng: we will make a long one like this and thie® one there
we will make like this and then we will make +...

*MUR: nefgrste gang.
%eng: whatfirst time?

Between grade 5 and grade 6 the languages andodwble
combinations have stabilized. The students inviheedifferent
combinations in their contributions to the convémsss with the
functions which language use happens to have inereations,
parallel to choice of words, tone, etc. Still cocleice is not
arbitrary - at least not always. In excerpt 6, 3fraonversation 601
we can see how the code choice is systematicffereint parts of
the conversation each of the boys maintains hieetaf language
contrary to the others. However, at any time anyigpant may
maintain any of the two languages, depending osithation. One
and the same boy may in one sequence stay withshy&nd in
another sequence in the same conversation stay dathsh,
apparently with the same interactional purposeh\ttis the code
choice and code switching as such have becomeifi#tgrated
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into the languaging of the students - they havéeaell linguistic
skills on a par with morphological, lexical, msyctia, etc. skills.

Excerpt 6,3:

*BEK: han skal have t-shirt pa.

%eng: he is going to wear a t-shirt.

*MUR: ne nad diiz mu olsun.

%eng: how is it going to be straight

*ERO: hvad for noget.

%eng: what?

*MUR: soyle iki ikiser tane burda

%eng: like this, two, double here.

*ERO: bu tarafa d@ru gitsin xxx.

%eng: it is going to go stright to this side xxx.

*MUR: cik yok

%eng: no no.

*ALl:  hey ayak Oyle olmas s0yle sdyle

%eng: hey the leg is not going to be like this, like thile this.

*MUR: o kuguk olur ya

%eng: but it is going to be too small.

*ALI:  bogver iste kuguk

%eng: never mind if it is small.

*MUR: dur bir dur dur.

%eng: wait a little wait wait.

*BEK: nej kucuk olmayacak ayaklar buyik olacak

%eng: nahey are not going to be small the legs must be big

*MUR: aha bak bu ayakkaty smdi surdan dagey gider.

%eng: look here this is the shoe and noe something goes o
from here.

*ALl:  he.

%eng: yeah.

*BEK: den skal mindst veere sa stor.

%eng: it must be at least this big.

*ERO: na jo mand.

%eng: oh yeah, man.

*MUR: anladmn m.

%eng: did you understand?
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*ERO:
%eng:
*MUR:
%eng:
*ERO:
%eng:
*MUR:
%eng:
*ERO:
%eng:

*BEK:

%eng:
*ERO:
%eng:
*MUR:
%eng:
*MUR:
%eng:

*ALL:

%eng:
*ERO:
%eng:

*BEK:

%eng:
*ERO:
%eng:

*BEK:

%eng:

*ALL:

%eng:
*MUR:
%eng:

*BEK:

%eng:

ja.
yes
bu bir ayagr xxx.
this is one of its legs xxx.
na der.
oh, there
Oteki ayarm: da yapyor.
and he is going to make his other leg.
jeg troede den skulle vaere sadan her.
| thought it was going to sit like this
na jahelestikir anlad.
oh yeaHjnally he understood.
xxx ben siyahlarbuluyorum
xxx I'll find the black ones
XXx de sorte xxxtamam.
xxx the black ones xxokay.
# sen ne yapacakt
#what were you going to make
ayak
leg.
hepimiz ayak yagoruzsmdi, krop guizel olsun.
we are all making legs now, the body must be nice.
krop zor olur.
the bodys going to be difficult.
bogver det er lige megegiizel olsun yeter.
never mindt does not matteas long as it is nice
guzel de olmaalet bliver svaer krop <xxx kroppen.> [>]
but it is not going to be nigat is going to be a difficult
body xxx the body.
< kag xxx> [<]
how many xxx.
dur o kadar ¢ok déil <xxx sey de olacak: [>]
stop, not so many there must be xxx
<det skal ikke veere tyndt> [<] Murat kropperukét det
skal ikke vaere tyndt det skal ogsa veere tykt.
it is not going to be thin Murat the body Mutas not
going to be thin it must also be thick
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*MUR: ja ja.

%eng. yesyes

*BEK: jeg skal bruge de der ellers kan jeg jo ikleeddlers jeg
kan ikke blive ved.

%eng: | needthose or else | can not se, or else hot continue

*ERO: aman ya biraz daha uzawsya.

%eng: yeah but it needs to be a little longer.

*BEK: ellers kan jeg ikke blive ved.

%eng: or else | can not continue

*MUR: yo burada pantolon mu ey olacak boyle darlara
giden.

%eng: no, there must be pants or something like that lvgic
outside.

Excerpt 6,3 illustrates how the boys vary theirafdbe languages.
The code switches serve different functions. Most tloe
conversation focuses on the task, but simultangdbusie is a
struggle for control of the conversation.

The first utterance in the excerpt is in Danish,Murat switches
into Turkish. This code-switch Erol does not untird. In his
answer Murat explains that he meant somethingréifitethan the
t-shirt Bekir was talking about. Then Erol contisyand after him
also Murat and Ali, the conversation about Mur#tieme, and
they do so in Turkish. Bekir chips in with a remaikich contains
a Danishnej, but is otherwise in Turkish. Bekir's contribution
leads to no reaction from the others, and he repgdhis time in
Danish. This attracts Erol’s attention, and he aeladges that Ali
has a point: nd jo mand Murat teasingly asks Erol in Turkish
whether he really has understood, and Erol maisthoth the
medium and the message when he claims that heMhasit
nevertheless continues with an explanation in Birkand Erol
admits that he had not quite understood afterstll, speaking
Danish. Throughout this stretch of conversationl Esounder
pressure from the others, particularly Murat, wheaks Turkish.
Erol distances himself from the pressure, but naastthe subject
at hand, achieving both by speaking Danish.
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At the end of this part of the excerpt Erol changés Turkish and
introduces a new subject. Murat accepts this chahgebject and
develops it, in Turkish. All four boys discuss tlsk, which is a
LEGO-construction. They use the Danish wkrdp as a loan in
otherwise Turkish contributions, until Erol emplzas his point of
view by repeating his Turkish utterance in Danidét er lige
megetBekir counters, and does so by similarly usingt firurkish
and then a repetition in Danish. In the rest ofekeerpt Erol and
Murat take sides against Bekir. They do so in Tlrkivhile he
speaks Danish.

There is pressure and jockeying for positions is éxcerpt. The
boys are more or less quietly fighting about thsk tshe medium,
and other issues. The social negotiations are gqaeticularly in
Erol's case. Erol involves himself in jockeying fpowerful
conversational positions, in one case by insistimdpanish, and
shortly after by staying with Turkish. The choidéamguage is not
arbitrary, because he positions himself vis-a-us or more of the
other participants, but at is arbitrary in the sethat neither of the
languages is the one that is used for power steggddoth can
serve that purpose.

There is tendency for Danish to be the languadgieso$chool, into
which one can switch in order to invoke its powed @restige.
There are cases where Danish is usedthsycode in Gumperz
terms, and Turkish aswaecode. These are values which they
interlocutors can choose to invoke, but as we sescerpt 6,3
they may as well choose not to. The code switatsetf is a tool
in the social negotiationrggardless of directiorAli continues in
Danish at a certain point in the excerpt, althobghl and Murat
speak Turkish to him. This is not because Erol knooo little
Danish, or does not prefer Danish, because a feansis earlier
he was the one to maintain Danish. Using the oppasedium of
the others is the trick in this pragmatic game.

The following examples show Danish-based utterangihs
Turkish tags. Interestinglyallah may be on its way into majority
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Danish as one of extremely few loanwords from recamigrant
languages (Christensen 2004, Quist 2000a, Maeg2@0d).
Danish generally borrows freely from several larggsa and there
is only a very weak tendency to danify loans. Hoeveuhe
languages which have come to Denmark as motheuésnafter
the 1960's have left few traces in majority DanistKage or
elsewhere so far.

Excerpt 6,4:
*ERO: tamamdet skal veere hardt.
%eng: okayit must be hard

Excerpt 6,5:
*ERO: vallahdet har vi ikke taenkt
%eng: by Godwe have not thought about that

The use of two languages goes much further thaplsipractical
rules. Our description of code choice is not sudfitif it is only
concerned with utterances in one language andaattes in the
other language(s). The mixed utterances must lmdvied, exactly
with their character of mixing. This does not pravihe loaning
mechanisms from being more or less the same betiveish
and Danish. There is one exception, a system obamg Danish
into Turkish which does not go the other way. Safritae Danish
loans into Turkish are integrated with the veragmalandetmek
This process has also been documented elsewhei(see in the
section on Code categories about Turker 2000, Zofatf 1993,
etc.). As we saw, it seems to be generally sodiagpora Turkish
speakers in North America mainly integrate wattmek while
diaspora Turks in Europe integrate wyipmak It leads beyond
the scope here to deal with the processes thattad the national
and linguistic borders, but there are probably éeees in the
development of language use among these studeaitsah be
ascribed neither to their Turkey Turkish roots, taotheir contact
with Danish. In excerpt 6,6 and 6,7 we find exarspioans with
yapmak
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Excerpt 6,6:

*BEK: istemiyorum

%eng: | won't.

*AHM: ah gokke | ma gokke om det.

*ERO: hagokkeyapalm.

%eng: yes let'splay gokke

%com: gokke is a colloquial Danish word for the gt@eissors-
paper game

*BEK: ikinizdegokkeyaparsnzz oldu bitti

%eng: if you bothplay gokkeit is over and done with.

*MUR: he hanigokkeyapacaiz xxx.

%eng: yeah come on we witlay gokke xxx

Excerpt 6,7:

*AHM: Mogens gibi degil onun gibi

%eng: he is not likeMogensdlike him

*MUR: iki tane Uglu lazm ona

%eng: he needs two times three

*AHM: tale tabeo tale tabeyapabiliyor daMogensgibi degil i ste
anla

%eng: take losinghecanalsotake losinghe is not likeMogens
if you see what | mean

*BEK: ah ja Mogens han er altsa meget.

%eng: yeah Mogens he is a bit too.

*MUR: Peteroynamyor mu daha

%eng: doesPetemot play any more

By grade 6 the students have integrated their agest They
switch without any flagging or hesitation, some etitan others,
but all produce in both languages and in differhbinations.
The intensity of code switching is not as highragrade 5. The
relationship between the languages has become establ
Remarkably, the girls behave differently in compavith boys
than they do when they are in the company of ginlg. The boys

do not change behavior to the same extent. Apdgréné
linguistic flexibility of the girls is greater thahat of the boys. The
boys seem to have the same level by grade 8 (sesetiion on
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grade 8 below), and again we can observe that eselapments
appear with the girls before the boys.

In addition we can observe that there is a devetopirtowards an
equilibrium between the two languages. TurkishVeamls appear
in Danish surroundings. They are still less frequénman the
opposite, but their existence is an indication thatwo languages
function on less different terms than hitherto.

The group conversations between the Turkish-spgakudents in
grade 6 give 2394 utterances. There 1799 Danisbdhaterances
and 467 Turkish-based, and only 7 utterances basedther

languages. Roughly half of these are English, hrdést are in
German as in excerpt 6,8.

Excerpt 6,8:
*YUS: jaja ja was gucht man dass
%eng: _yes yes yes what does one see that?

Most of the English and German elements appeaniguage play
such as in excerpt 6,9 which is also from convasa&01.

Excerpt 6,9:
*YUS: einz zwei polizei drei vier finf und xxx fiveix.
%eng: _one two police three four five and xxx five. si

In addition there are 121 intrasentential codedvas, all except
2 are between Turkish and Danish.

There are 4 group conversations in grade 6 invglboth Turkish-
speaking and majority students, and further 4 gsg@opversations
with only majority students participating. In thenwversations
involving both minority students and majority statethere are
2843 utterances, and 2751 of them are Danish-bd$edle are
only 33 Turkish-based utterances, 41 utterancesdbas other
languages, and there are 18 intrasentential codeh®s.
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Some of the Turkish-based and English-based uttesamccur in
exchanges as excerpt 6,10. Ahmet and Ali are twdkiSlhr-
speaking boys, while Thomas and Kenneth are twoniapoys.
Ahmet and Ali are discussing the size of the LE@Qre they are
building. Ahmet wants Ali to stop adding more o tof the
construction they are working on, and he is arguimagt their
construction is already bigger than the one Ali atiters have
constructed in another situation. He puts this et in Turkish.
Kenneth intervenes with a comment in Danish thaly thre
supposed to add more blocks. The conversationvesaround
the LEGO figure, but this is one of the rare ins&mwhere
Turkish-speaking students use Turkish in spitestrfidpaddressed
in Danish. In the middle of this, English is inttmeéd also.
Kenneth attracts the attention of Ahmet with dello, which is
followed up by Thomas’®uch meand Kenneth’ges, don’t touch
me There is no much coherence in this exchange titharthe use
of English, but Ahmet continues with a don’t sik mewhich
involves a Turkish verb in the English constructiand which is
in fact also a more coherent continuation of thigative than the
first parts, although it is taken up by Kennethiagaa way which
leaves the whole sequence as a piece of perfornaartaot an
exchange of content through English. The simultasegse of
Turkish, Danish, and English involving the majostydents is not
yet as advanced as we observed in conversatiorms@Imajority
students have not had very much experience withidfngnd they
have not been encouraged to take advantage ofciaiact with
Turkish at all.

This is confirmed by the figures for the group cersations which
only have majority students as participants. Theseersations
produce 1803 utterances, of which 1795 are Darasiedy, and 7
are English-based, while 1 single utterance isn&naisentential
code-switch, all of the non-Danish being English.

Excerpt 6,10:

*AHM: ikke mere Ali ikke mere.
%eng: no more Ali no more
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*ALL:

%eng:
*AHM:
%eng:
*KEN:
%eng:
*AHM:
%eng:
*KEN:
%eng:

*ALL:

%eng:
*THO:
%eng:
*AHM:
%eng:

*KEN:

*AHM:
%eng:

*KEN:

%eng:
*THO:

*KEN:
*ALL:

%eng:

*KEN:

nej nej.
no no
ellers sasizinki bu kadar buyik muydu
or elsewas yours as big as this ane
hej | skal seette dem op.
hey you are supposed to put them up there
ne kadar dbu kadar m.
how big was it, like this?
ikke hgjere ellers falder de.
not any higher than that, or else they willdawn
soyle birsey vard.
there was such a thing
oh shitnu er den teettere mand.
oh shjtnow it is even closer, man
bizim de bu kadar
and ours is like this
hello Ahmet
hvad.
what
XXX.
$o
touch me
yes don't touch me
don't sik me
_don’tfuckme
oh fuck me

I will finish the description of the grade 6 consations with a rare
example of student awareness of identity and lagguzeing
expressed. In conversation 606 there are expressf@wareness
of language choice that we do not see very ofteerdis also an
exchange about national identity, see excerpt @,iié.claim by
Kenneth that he only understands Turkish is of e@uot serious.
He is challenged by Ali and retreats with a nervgiggyle. This
leads to a brief discussion about nationality, wAkpursues the
guestion. Kenneth suggests a squeeze out of thstigudy the
criterion of birthplace. Ahmet and Ali do not actéms, but they
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do not get any further than that when Kenneth dsveéhe
discussion into nonsense, and a new subject iklguaken up.

Excerpt 6,11

*ALl:  kan du ikke forsta dansk.

%eng: don’t you understand Danish.

*KEN: nej jeg forstar kun tyrkisk.

%eng: no | only understand Turkish.

*ALI:  hvorfor det.

%eng: why that?

*KEN: det ved jeg ikke fordi jeg er dansker hihi.

%eng: |don’t know, because | am a Dane hihi.

*ALl:  na hvorfor er du dansker.

%eng: so, why are you a Dane?

*KEN: fordi jeg er fadt i Danmark.

%com: Thomas whistles

%eng: because | was born in Denmark.

*ALl:  na hvorfor +...

%eng: so why +...

*AHM: Ali du er ogsa fgdt i Danmark <det er jeg ogs@er Vi
ogsa danskere.>[>]

%eng: Ali you were also born in Denmark, so améntlve are
also Danes.

*ALI:  <nej.>[<>]

%eng: no.

*KEN: babbarabababado>[<] yabado er | danskere dansk
statsborgere.

%eng: babbarababado yabado are you Danes, Danidmsi?

*ALI:  nej jeg har ikke.

%eng: no | haven't.

*AHM: jeg har heller ikke.

%eng: neither have I.

*KEN: har ikke | er ikke der skal en lang en.

%eng: have you not; a long one goes there.

*ALI:  <jeg er>[>] ikke dansker fordi jeg er tyrker.

%eng: |am not a Dane, because | am a Turk.

*KEN: <mik>[<] Mickey Maiki.
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Code choice in grade 7

In grade 7 a dramatic change happens to the cameecpatterns
of the girls. The use of Turkish decreases to tkierg of a

complete shift of language. Until grade 7 the ginlgirls only

groups have spoken little Danish. As we have segnade 5 this
is not an indication that the girls do not know 3&nbecause in
the company of boys they speak as much Danishealsays do.
From grade 7 the girls speak primarily Danish (gpee 3.9), and
this remains so through grade 9. The boys charegelémguage
use much more gradually, and the boys never ré@athdminance
of Danish which we find among the girls from gradand on.

The profile of conversation 703 shows the develagnmost
abruptly. The conversation mainly runs at level thie graph. This
means that the girls who participate in the corateya by and
large speak Danish, with a few spikes into Turkesig with a
Turkish loan here and there. The same three gaiScpate in
conversations 802 and 901 to which we return belawkish is
not totally absent, but immensely reduced comp#rdts share
among the girls in girls’ conversations in the iesigrades.

Furthermore, several of the Danish-based utteramaies include
non-Danish elements do not involve Turkish attadiglish appear
in several cases, as in excerpt 7,1.

Excerpt 7,1:

*MER: hvad star der | love yostar der ikke ja jeg skal lige xxx
sadan der jord.

%eng: what does it say it says | love y@s, | am just going to
xxx like that, earth

When Turkish is used, it is often flagged. Typigahis happens
when the girls whisper their Turkish-based utteesnastead of
producing them at the same volume as the reseafdghversation,
as in the following examples.
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Excerpt 7,2:

*CAN: duger diser soyle

%eng: it falls down it falls down likéhis.
%com: Canan whispers

Excerpt 7,3:

*CAN: s0yle yapacaks e h p.
%eng: you do like this e h.p
%com: Canan whispers

In conversation 703 Turkish is almost marginalizeadd the
behavior of the participating girls indicates tttegy are aware of
this. In conversation 702, which involves threeeothirls, the
picture is not quite so clear. The code profiledimeleed show a
conversation which mainly runs at level 1, but éhare also short
stretches which are at level 5, and there are switehes on the
way.

The profile of conversation 702 is to an extentdpposite of the
profile of code profile 408. In conversation 70213 is the most
used, but Turkish is certainly there too, as Turkiss the most
used language in conversation 408, but Danish esaioly there
also. There is a difference, however. In conversali02 the two
languages are more integrated. There are moret®sitand there
are more utterances at level 3 in conversation @@ in
conversation 408. In addition to the abrupt chamgknguage
choice the girls have also integrated their langaag grade 7.

There are more code switches in conversation 7@2 fin

conversation 408, but the switches are not asuémegas in the
grade 5 conversations. The switches are fluen¢Hiadless, as we
can observe in excerpt 7,4. The change from TuinkighDanish

happens at a crucial point in Esen’s short accoant the
switching sentence is also effective, as we carfreee Selma’s
reaction. Her reaction is in Turkishgok gciksn, so that this
exchange is in Turkish except for Esen’s point.
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Code

Code

Code profile conversation 703

5
4
3
2
1 U L
1 13 25 a7 ag 81 73 85 o7 109 121 133 145 157 169 181 193 205 217 229

Utterance no.

Code profile conversation 702

5 |
| l I MMM

13 141 169 197 225 253 281 300 337 S 393 a21 449 a7 505 533

Utterance no.

Code profile conversation 701

50
4
3 WWW
2
11U

97 145

1 49

193 241 289 237 85 433 481 529 577 625 673 721 769 817 865 913

Utterance no
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Excerpt 7,4:

*ASI:  anlat hepsunu

%eng: tellit all.

*ESE: ahablas tam 6nimdeydi biz yan yana duruyorduk boyle
ah jeg kunne meerke hans pik ah ja ah jeg kan iklke |
ham.

%eng: ohhis sister was right in front of me we were stagdin
next to each other like thizh | could feel his dick oh |
don’t like him.

*SEL: c¢ok gcksn Esen

%eng: you are very strange Esen

*ESE: 1don’t like him any more

The opposite relationship between the two languages be
observed in excerpt 7,5. There is a similar swinidine middle of
the utterance, this time from Danish into Turki$he switch is
just as fluent, and it marks a point. Selma agaacts, this time by
laughing in appreciation of the point.

Excerpt 7,5:

*ESE: jo det er bagfra det ser meget bedrgatd yuvarlak
%eng: yesitis from behind it looks much beitg@ass is round.
%com: Selma laughs

The code switching is automatized. The studentdyatipe
switches like they apply the other linguistic resms at their
disposal without every time specifically marking thvaluations
attached to the codes. They may indeed refer teegalttached to
the codes by society at large, but they may alsteckwithout the
values becoming relevant. In the following examhesswitching
goes back and forth without any particularities.itSmes under
these circumstances do not seem to be the resatefil flagging
or other kinds of marking, because they happenwsfilys and
effortlessly that they must be automatized.

Excerpt 7,6:
*ESE: Selmagurdan kesebilir miyindlet er blevet for stobasm:
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det ligner en hund for den skal sidde sadan her.
%eng: Selma can | cut it from theré has become too biggs
headit looks like a dog, it should sit like this.

Excerpt 7,7:

*ESE: kim tutacak ¢cok gr derhenneeya orda tusurdan tut o
zamanhvad kan du ikke lige jeg kan ikke se gi@tasm
duzeltiver.

%eng: who holds it, it is very heaygver thereor there, hold it
from there in that casevhat, can’t you, | can’t see get
that one straight right there

Escerpt 7,8:
*ESE: daha iyi kz clinkiden er ikke sa stor denne her.
%eng: thatis even better, girl, becau@s one is not so big.

The girls again seem to have developed their skdtfier than the
boys. Most of the examples of such effortless nadahif
intersentential code-switching are produced bygihs.

Conversation 702 also involves ad hoc loans whielreluded in
the utterances just as effortlessly as the codékes we have
seen. The following examples has a Turkish loaianish-based
utterance.

Excerpt 7,9:
*ESE: hvem gidetutmakmand.
%eng: who willhold, man

In excerpt 7, 10 Selma and Asiye exchange remarkstahe
product of their task, a figure which they thinloks like a pig.
The Danish word for pig igris, and the Turkish word idomuz
Both words are used in the excerpt.

Excerpt 7,10:
*SEL: iyidi tamam bigey demedilgrismiz bitti.
%eng: that's fine, okay, we did not say a sound, our pig is
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finished
*ASI:  grisimi bitireyim xxx.
%eng: let me just finish mpig xxx.
*SEL:  uh dur.
%eng: oh stop.
*ASIl:  xxx Amca Domuz Amca Domugahey
%eng: xxx Uncle Pig Brother Pig.

The third conversation in grade 7, which is conatosn 701,
involves four boys. The code profile is quite semilo the grade 5
profiles with dense and frequent switching betwakrihe five
levels. There are a few more stable phases whemthversation
stays at one level, mainly level 1 or level 5, Baror Turkish with
no loans. Many utterances are nevertheless mixetitreere are
also examples of complicated code choice like thesoin
conversation 702. They are just not so frequeatrasng the girls.

Excerpt 7,11:

*ERO: det er nok det er nok mand det er nok for éanalla jeg
var ikkeben iki tane at det siger jeg ogsa.

%eng: itis enough it is enough, man, it is bloodgwgh by
God | was not) threw twoand | am going to say so, too

Here Erol refers to an incident which has just leaqgul. The
groups were given the task and recorded with bhtiten
microphones in a room at the school, but not ilmsscoom. They
were left alone, and in this case the boys did match our
expectations of appropriate behavior. The task twakorm a

sculpture out of a block of clay. Instead the bfiysned small
balls of clay and threw them around in the roonmtipalarly into

the ceiling where the balls stuck. Realizing thiais twould

probably cause some consternation among the adutitved in

the project, they started recriminating each otlmeexcerpt 7,11
Erol both tries to stop the activity and defendsidelf against
accusations of having been instrumental and leaditing episode.
He employs both languages eloquently and shifta fbanish into
Turkish into Danish into Turkish into Danish.
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In excerpt 7,12 the boys juggle with numbers apcetidingskant

or -gen which are the Danish and Turkish equivalents & th
English-angle The excerpt is in two parts. The whole stretch is
longer, and throughout the students alternate letwee forms.

Excerpt 7,12:

*ERO: Bekir o dortgeni yap ondan sonra sag falan yapalm
bunlarz da onlarn Ustiine yerlgirir.

%eng: Bekir make that quadrangle there, and then we cakem
hair and so for it, and these we can place on top. 0

*MUR: durun bir birfirkantyapm ici delik olsunsunun iginesey
yapalm xxx Ustiine

%eng: stop a moment make guadranglejt must be hollow
inside, inside, inside, we can make this here an th
outside xxx.

*ERO: valla.

%eng: by God

*HUS: en firkantyap

%eng: makea quadrangle

*MUR: simdi bubeskantyapsn.

%eng: now this one is going to makeenangle.

*BEK: det kan han ikke finde ud af.

%eng: he does not know how to.

*HUS: ha siktir len

%eng: oh fuck off, man.

*MUR: neyse okant.

%eng: but then adeangle.

*BEK: du skal ikke lave trekant det er jeg i gangdne

%eng: don’t you make a triangle, | am doing that.

*MUR: nej vi gar ikkeben ne yapacgam.

%eng: no we dontwhat am | going to make

In the course of this short excerpt from a longehange we find
the formsdortgen, firkant, bgkant, onkantandtrekant The boys
master both the Turkish form and the Danish forng &hey
produce mixed forms in between using the Turkighthe Danish
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ones. It is important to understand that these aoaibns are
regular words which the speakers can use wherrtteegct. There
is nothing peculiar or cumbersome about these fothey are

linguistic features just like the ones we usuatigfn dictionaries.

They are not flagged, they are not marked in aegigpway, and
they do not cause any reactions for their form.yTdre examples
of integrated language use. It does not changéimgythat this

integration apparently happens ad hoc in some c&esthe

contrary, it indicates that the whole treasurdrgjuistic features
which are in the possession of the speakers iseatimmediate
disposal at any time - when they are in compargach other.

Conversations 701 and 702 have been analyzed eradesther
connections (Jgrgensen 2001a, Jargensen 2001 28dH. b,

2003a, Madsen & Nielsen 2001, Petersen 2000, seeraPart 2
the section about Linguistic aspects). There taldrsg difference

between the way the boys and the girls handle $beigal relations.
The boys’ conversation is characterized by conslant key

guarreling, extensive use of epithets and mutuatradiction.

There are many stretches with disagreement ahbiswarid that, but
the concrete disagreement usually does not lagtoeg. Itis left -

often unsolved - for the benefit of another disagrent. All the
boys take active parts in the exchanges of insatid, they all
laugh together, when there is laughter. They seesnjpy the not
too serious verbal figthing.

Among the girls, Esen and Selma ally against Asigd,they build
up a conversational theme in which they pretentiAlsgye has a
boyfriend, and Asiye very clearly does not liketth&ith regular
intervals during the conversation Esen and Selrfex te the
fictitious boyfriend. At one moment Asiye launches
counterattack, accusing the two of telling otherasthing she has
told them in secret. As we observed in part 1,beamay develop
into an unpleasant controversy (Pichler 2006, Mill@86, Keim
2007) and this is what happens here. However, irelagant
maneuver Esen gets the upper hand, and she caniwtreher
teasing remarks. In an analysis of the linguisticelates of these
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difference between the boys and the girls, Mad2604, 2003)

finds that the girls compete much more fiercely agneach other
than the boys do. In addition, the girls’ conflistsult in losers and
winners much more often than the boys’ fights. Hesvenuch this
finding goes against classical feminist views oa timguistic

differences among males and females, it illustrates the girls

develop advanced skills earlier than the boys. Es{2001Db,

2003a) reaches a similar result when she finds thatgirls

develop code switching for power wielding purposadier than

the boys (see also Jgrgensen 1993).

The apparent language shift among the girls betwesae 6 and
grade 7 is probably best understood as an indicatiadentity
work (see for instance Mgller 2001, Jgrgensen 208&knen &
Jargensen 2000, 149). As Quist’'s sociogram (192&3) og
Mgller's (2001) studies find, ethnicity is a monegortant factor
among the girls than among the boys. Both gendenagoily
express themselves on behalf of their age grougy &re first and
foremostyoung.When this is said, gender is a very important
factor to which everybody relates.

Among the boys there is complete integration. ThekiEh-
speaking boys are members on a par with majorifs,bof a
comprehensive and inclusive network which is higvmal. The
minority boys are distributed evenly over the hielng. In other
words, one can not predict anything about a giveyisbrelations
to the other boys, even when one knows he is aibtig minority
member.

As opposed to this the minority girls are groupegether with
other minority girls in pairs or very small grougere are two
exceptions, Canan and Esen. Both are members ofstmadl
groups, one consisting of minority girls (one foaran, and a
different one for Esen), and one consisting of m@j@irls (one
for Canan, and a different one for Esen). Both @aral Esen in
a sense build bridges in the social organizatiorthef girls.
Ethnicity is far more important among the girlsriremong the
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boys. With increased awareness of ethnicity in rtrsgicial
organization (see Bgll 2002, Mgller 2002) the gldaguage shift
between grade 6 and grade 7 amounts to a markiagdsntity
statement or possibly an identity experiment.

The three group conversations between Turkish-spgakudents
yield 1662 utterances. Of these 683 are Turkiskedhaend 870 are
Danish-based. Altogether 9 are based on other égeg) and 100
are intrasentential code-switches. The utteranessdon other
languages include French, see excerpt 7,13. Bnying) to attract
the others’ attention to something which he caltsedty view. It
is unclear what it is, but Bekir comments on ithwibhe positive
evaluation in French. Almost verbatim the same arge is
repeated a little later in the conversation, arabaple of more
times Murat and Bekir use versions of this Frengbression in
similar circumstances.

Excerpt 7,13:

*ERO: oh vallahsuna bakn manzaraya bak ne guzel.
%eng: look here what a pretty view

*BEK: superbe magnifique supexb

%eng: _superb magnificent superb

There is also an instance of German, see excdt [h, fact it is
quite similar to the German we observed in gradie &cerpt 6,9.

Excerpt 7,14:
*ERO: uhartuthh dhdradhh ein zwei drei
%eng: uhuhuuuh one two three

The intrasentential code-switches are all but @te/ben Danish
and Turkish. In one instance there is a switch betwT urkish and
English.

The four group conversations in which both minoaityl majority

students participate produce altogether 2565 uitersy and 2533
of these are Danish-based. There are 10 Turkishdhasterances,
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18 English-based utterances, and only 4 intraseatecode-

switches (2 between Danish and Turkish, and twaéet Danish
and English). The few times that the students ws&i3h happen
mostly when one Turkish-speaker corrects or direct®mplains
to an other Turkish-speaker, see an example imrpiX€d.5. There
is no Turkish used by majority participants in #gnesnversations.
Danish has become very dominant.

Excerpt 7,15:
*CAN: det gjorde jeg ikke alligevealur kiz dur Merva yapma hir
%eng: |did not do it after alktop girl, stop Merva, don't.

The group conversations with only majority studerds

participants produce 1425 utterances, 1406 of warehDanish-
based utterances. Of the rest, 16 utterances @&l other
languages, 15 of them are English-based, and g&ns\é&-based,
see excerpt 7,16. There are a mere 3 intraseritendie-switches,
all between Danish and English.

Excerpt 7,16:

*KAR: sa er de ikke runde laengere det kan man ikke.
%eng: then they are not round any more, one carthalo
*THO: aj.

%eng: no.

*VIK: hej he he he.

%eng: hey he he he.

*THO: was ist dieskwas ist das[>]

%eng: _what is this what is that?

*PET: <dejlig romkugle.>[<]

%eng: a delicious rumball

%com: a rumball is a kind of candy

*VIK:  <l_.got xxx i din xxx.>[>]

%eng: _|I got xxxin your Xxx.

*KAR: <ja hvorfor laver vi ikke romkugler>[<] vi efeerdige.
%eng: yes, why don’t we roll some rumballs, we hiavished
*PET: ja skal vi ikke lave en keemperomkugle
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%eng: yes, let us roll a giant rumball.
%com: they laugh loudly for a long time

In excerpt 7,16 the conversation turns to roundgkiand balls.
The task was to create a figure or sculpture owtlayf, but the
proposal here is to roll the clay into balls, oeanant ball. The
German-based contribution by Thomas is not condeictehis
theme, either backwards or forwards. Neither is tafik
contribution which involves English. The use of fidanish items
is in general not very well integrated into thesawersations as
anything but performance. Content-wise they aramtegrated.
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Code choice in grade 8

As in grade 7 the conversations in grade 8 aresqiiiferent
depending on the participants. Conversation 802stgblace
between the same interlocutors as conversationliiG8e code
profiles it is obvious that the two conversations quite similar
with respect to code choice. There is roughlystdmae dominance
of Danish in conversation 802 as we observed mvesation 703
above. There is one single sequence with severiishubased
utterances in a stretch, but apart from that orfgvaindividual
switches into Turkish. There are also few intrasetil switches.
Excerpt 8,1 shows one example.

Excerpt 8,1:

*CAN: aj jeg gider altsa ikkae sey ettiniz arkamdan

%eng: ah, ldon’t want tayhat were you doing behind my back

*MER: sana m xxx

%eng: Xxxx against yoh

%com: Eda laughs

*CAN: kapatn kiz sesini

%eng: turn down the volume girls

%com: they cover the microphones with their hand®y t
whisper, giggle and laugh

*CAN: jamen for helvede jeg kan ikke finde ud af détkan jeg
sa gider jeg altsa heller ikke vi kan aldrig fifdeskellen
pa to kulturer.

%eng: but hell, | don’t know how to do this, so h¢cé don’t
want to either, we can never find the differencevieen
two cultures

The use of Turkish right here seems abrupt. Thesaton of the
remark in Turkish is enforced by Canan’s slightigulted tone of
voice, which may be only in jest. At least therenthing in
Merva’'s reply which indicates otherwise, and Edalsghter is
then in appreciation of the act. The following sege indicates
that Merva and Canan are not fighting with eaclegthut rather
they are both dissatisfied with the task they Haaen asked to do.
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(Nevertheless, by the end of the day they do suldcesolving the
task in an original and talented way).

In excerpt 8,2 the use of Turkish is followed bggiing. The girls
are looking for pictures of women in order to ithage the “two
cultures” of their task, and they are focusing owlthe women in
the pictures are dressed. Merva’s remark aboutaemavith bare
legs is followed by giggling. It may be her choafdanguage, it
may be the subject, or it may precisely be the ¢oation which
causes the giggling.

Excerpt 8,2:

*MER: xxx agk bacakl.

%eng: xxx with bare legs

%com: they giggle, Merva coughs

In general Turkish is not very frequent in convesa802. Neither
are code switches, loans, or mixed utterances.eldtuffes from
other languages than Turkish and Danish are uséti @me
exception, namely the name of a Nigerian socceeplaho was
at the times playing in a Turkish club). The comsation is
characterized by many pauses, some of them quite Tchere is
quite little said in the course of the work thdgydo. There are few
signs of enthusiasm or youthful joy, and there aeey few
references to themes outside the task. One measthes is the
number of utterances produced by the three giriadthe roughly
40 minutes, namely 176 involving 574 word tokerfee3e are very
small figures (conversation 801 produced 479 utisa with 2659
word tokens, and conversation 803 produced 974amtes with
5563 word tokens).

Conversation 803 involves to boys, Murat and Belad two girls,
Merva and Canan. The two girls also participateanversation
802. Their share of Danish-based utterances ismtylarge the
same in the two conversations. In Canan’s case 8@f ¥he
utterances in conversation 802 are Danish-basexhriversation
803 the figure is 85 %. For Merva the figures &&8and 82 %.
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As opposed to the girls’ behavior in grade 5 theéigpants do not
show different behavior depending on the genderbooation of
the group. With the respect to the boys the pattsriquite
different.

Name\ 701 803 903

Conversation

Murat 49 % Danisht 85 % Danish-| 56 % Danish-
based based based

Bekir 47 % Danisht 77 % Danish-| 41 % Danishs
based based. based

Table 3.8.1. Murat’s and Bekir's Danish-based attees as a
percentage of all their utterances in group coraterss in grade
7,8, and 9.

The two boys increase their use of Danish, relativ@urkish,
substantially between grade 7 and grade 8, andiinegase their
use of Danish again between grade 8 and gradegdatie 7 they
participate in conversation 701 with two more baygyrade 8 they
are with Canan and Merva, and in grade 9 theygamavith boys
only, in conversation 903. We observed that in gf&athe girls use
more Danish in company with boys than they do nsginly
groups. The same is the case in grade 8, butédodlys. There is
not nearly the same difference in behavior amoeaddys in grade
5. Similarly, the girls in grade 8 do not differryemuch in
behavior in the two types of conversations. In gradhe boys use
a little more Danish in the company of girls tharboys’ groups,
but not much. In grade 8 this is the case for thiks.gn the
meantime the boys have developed their linguisticalvior, at
least their code choice patterns, to allow adjustne different
social situations. It is not certain that the bagse unable to do so
in grade 5, but they did not. In grade 8 they do.
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Code

Code

1

Code profile conversation 802

1 10 19 28 a7 a8 55 84 72 82 o1 100 100 118 127 136 145 154 163 172

Utterance no.

Code profile conversation 801

i ( I

R i

1 25 a9 73 o7 121 145 169 193 217 241 285 280 313 337 381 85 400 a3 457

Utterance no

Code profile conversation 803

5

4

3

2

1 L L (-
1 a7 9 139 185 231 217 223 269 415 461 507 553 599 645 691 737 783 829 875

Utterance no.
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We can not understand the changes in behavior utitheolving
the students’ identity work. We have good indicasithat at least
in grade 8 age is a more prominent criterion fenthung students
identity work, and as a consequence for their waitki social
relations, than gender is, and that gender seenisetonore
important than ethnicity (Mgller 2001, Bgll 200Ethnicity is
apparently more important to the girls than toldbgs. This would
indeed be compatible with the behavior we obseeve,talthough
we have no way of knowing which is cause and wisddffect. It
is obvious, however, that the girls choose to useigh when they
are among each other. This may indicate a separatimnguistic
behavior determined by belonging to different go(qr, several
differentwe-codedor different identities, see below).

If Danish was simply the studenteey-code, and Turkish theive-
code the code choice patterns in grade 8 woulccatdithat the
boys behaved as if the girls were not in-group mensitvho shared
the boys’ Turkishwe-code. The students would think of gender-
mixed group conversations as conversations betwiangers.
This is of course possible, but it is unlikely. Weuld probably be
able to find many other signs, including linguistices, that the
situations were formal, and we would find examplidistancing.
We do not find such features. In fact there arentenexamples,
excerpt 8,3.

Excerpt 8,3:

*BEK: Merva.

%com: pronounced with a exaggerated commando voidera
formal Turkish

*MER: hvad er der.

%eng: whatis it.

*BEK: suraya sakz salz salz versaksver.

%eng: there give me chewing gum chewing gum chewing gum
give mescissors.

%com: Bekir plays with the words, Merva laughs

*MUR: nu skal jeg have den.

%eng: now | am going to have it.
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*BEK: alyor musurer der kun en.

%eng: will you take if is there only one?

*MUR: okay vi samler lige alle billederne farst.

%eng: okay let us collect all the pictures first.

*CAN: Murat jeg skal til tyrkisk pa onsdag.

%eng: Murat | am going to Turkish class on Wednesday

*MER: det skal [\\] der er ikke flere.

%eng: that [\\] there are no more.

*MUR: det gider jeg ikkeglum xxxneyecetten der skal jeg have.

%eng: | do not want to my boy is going to xxx | gwing to
have that one.

%com: xxx incomprehensible

Bekir begins this excerpt with a demonstrative t@llMerva’'s
attention. Her real name is a different one whitbves a very
formal pronunciation, and Bekir uses this pronuthacrain excerpt
8,3, but he exaggerates wildly. Merva reacts mijldlyd in the
continuation he asks for a pair of scissors, paywth the words
in a cross-linguistic pun. He uses the Turkish wsaklz which
meanschewing gumThe pronunciation of this word, however, is
quite close to the typically Turkish-accented praeiation of the
Danish word for scissorsaks His point is well taken by Merva
who laughs heartily. Murat enters the conversatioask for the
pair of scissors. From here the conversation ttoritee Turkish
classes, and Murat also produces a mixed utterance.

There is nothing in this excerpt to indicate tihat participants are
not in-group members and accept each other as dlicfour
students participate actively and frequently in thegoing
discussions about the issues which come up. Tihnsador issues
related to the task as well as issues outsideatiie Eurthermore,
Bekir's way of addressing Merva, and her reactiorhis pun,
strongly indicate that this is an in-group convaosa With their
active and creative linguistic behavior the youpgakers show
that they do perceive of themselves as belongireggbared in-

group.
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If the differences in language choice patterns dbindicate a
difference betweetheycode andve-code, something else is at
stake. Social negotiations are going on continyourslthese
conversations, and the code choice patterns aodvieey in these
negotiations. They are just more complicated thardistinction
betweertheycode andve-code allows. If we want to describe the
behavior of the young speakers in these termsawasay that they
have developedifferent we-codes for different in-groupgss late
modern youth members of society they develop netessential
identity, but several identities. Each of thesentdes is
negotiated, marked, and sometimes even flaggeguéme being
one of the means to achieve this. This allows thatyoung
speakers can behave actively and creatively irmifft ways in
different groups. They have sevenad-codes.

There is one possible exception to this, namely Edaoks as if
she is not quite an in-group member, and she dateseem to be
treated as an in-group member by the others in anthe
conversations. She is not as involved in the caatems. In
conversation 703 she contributes about half as rasieach of the
other girls, and in conversation 802 she contribateut one-third
of each of the other girls. This becomes even nesident in
conversation 901, see the section on grade 9 below.

Conversation 801 is the most analyzed and studiedszsation in
the Kage Project (Aronsson 2000, Backus 2000, Cabn2600,
2001, Hansen 2001, Hansen 2004, Holmen & Jarge?Ge,

Jargensen 2001b, Karrebaek 2004, 2005, Steensig2P000b,
2001a, 2003). The task which the students had,tovaseate a
cartoon or series of pictures on the théfoeng in KaggeCromdal

(2000, 2001) has argued that the participants mvexsation 801
create a narrative in Danish. But the negotiatiabsut the
narrative involve a complicated arrangement ofgra#t involving
both Turkish and Danish. Cromdal (2000, 2001), Asam 2000,
and Steensig (2000, 2001) all agree that the ceatien revolves
around an ongoing power struggle which Esen evéptuas. In

the course of the conversation a (local and sit)ateerarchy
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develops, with Esen on top, Selma and Erol atdaheedevel in the
middle, and Asiye at the bottom.

Jacobsen (2002, 2003) and Madsen (2001b, 2003) 26fue that
Esen’s success is no coincidence and is not bautieetspecific
situation. It is a repetition of many similar susses in earlier
conversations. They find that Esen in every coratems which
involves age peers from the school brings alony bigh prestige
(and possibly a reputation for being nasty wherospg) that she
can get her way when she wants to (see also abawuersation
702 in the section on grade 7 above). Quist (1998als the
students according to different criteria. In ongkiag the criterion
is how fast they acquire Danish. In another rankiegcriterion is
how socially central they are placed. This is basethe students’
own statements in interviews. Esen is in the topgmry, no matter
what the criterion is. Holmen & Jgrgensen 2001 hiackided
even more rankings, some of them based on teachérgjs, some
on school grades, some on tests. The picture isstme
throughout. Jgrgensen & Quist 2001 reach the sasudtr

In other words, we must assume that Esen goeshet@roup
conversations with a very strong base of poweruess. She has
accumulated a string of successes, and it is higtiligely that the
students are not aware of that. Jacobsen (20G8) a&tempt to
apply different theories about personal psychotmgizsen’s case.
She finds (against strict discourse psychology) Hs&n is indeed
able to get her way without necessarily invoking p@wers in a
way which brings her power along, but not necelsshrings it
about in the actual conversation. This result sugpbe finding of
Olesen (2003), se Part 2.

1. Student\Scoregl 2. Language cholce 3. Assessmert of
Danish

Esen 13,8 % 4,12

Bekir 10,3 % 3,7
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Canan 1,3% 3,66
Murat 4,0 % 3,22
Merva 2,1% 3,1

Erol 6,6 % 2,88
Selma 3,3% 2,61
Huseyin 1,1% 2,59
Eda 0,0 % 2,18

Table 3.8.2. Two measures of language use by Tudpgaking
students in grade 8 of the Kagge project. Columrh@ws the
percentage of utterances in (at least) two languigesach of the
students in group conversations. Column 3 showagkessment
(1 to 5 with 5 as the highest score), given bytadative speakers,
of the students’ oral Danish based on excerpts famre-to-face
conversations in grade 8.

Table 3.8.2 shows that there is a certain degreeroéspondence
between, on the one side, how well the studentakspanish
according to adult first language users of Darssle Jgrgensen &
Quist 2001), and on the other side, how frequetiidy code-
switch in group conversations. The correspondesyemst evident
at the top and at the bottom of the ranking. Thetni@quent
code-switchers are also those who are judged todst eloquent
in Danish. Those whose Danish is judged to bedhstleloquent,
hardly code-switch at all. In the middle there afew exceptions
to this general tendency. Erol code-switches qaitet, but his
Danish is not judged to be particularly good. Han§2004)
speculates whether this may be related to Eroksifip learning
style. Oppositely, Canan code-switches quite Jitilg her Danish
is ranked highly by the first language users. But avhole there is
good reason to assume that code-switching is amanadd
linguistic skill which not everybody masters. Inetltase of
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linguistic minority students it seems that frequerde-switching
follows good second language skills.

These figures show us that code-switching is 4 sktlompetence.
By grade 8 this code-switching competence is quiiteely related
to the other specific linguistic skills developey the young
speakers. In company with others who can also kabdth
Turkish and Danish the students have access tarésarom both
language®plus the option of switching between théinis not an
option which is put to very much use in one ands#uation or
conversation. But it is always there as an optlbrs an option
which the students may further choos# to bring into use. For
instance, in conversation 802 there are very fadeawitches. As
we saw, conversation 802 is held in a somewhat mood
atmosphere, and the girls do not exhibit any ergisas or any
wish to employ their advanced linguistic competesci
Conversation 801 happen to be exactly the opp@stes evident
from the two different code profiles. There is\ely atmosphere,
an ongoing social play with teasing, fun, and alswer struggle.
Under these circumstances the young speakers ensolwider
range of their linguistic skills, and the advanoeds, such as their
code choice patterns, are employed.

The code profile of conversation 803 shows thesdiffice between
the girls’ conversation (802) and the gender-migedversation
(803) clearly. There is more Turkish involved imgersation 803,
and there is much more mixing. This conversatiariaser to the
girls’ conversations - at least with respect to thentitative
relationship between Danish and Turkish, but thegdent
switching and changing levels do not appear in ecsation 802.

In grade 8 we have seen code-switching as an adganmstrument
in the negotiations of social relations. We hage abserved how
some young speakers are successful, and contiyumaske so,
while others lose out. Some of the students arealgplaced in-
group members, others are peripheral at best. Triveevs happen
to also be the frequent and eloquent code-switclieose who
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employ a wide range of features and exhibit soaitgd patterns
of code choice. | stress that we have not fouradiaa relationship
between these factors. We do not know whether ahn
language users acquire power in and outside satvoghether the
school gives the powerful better chances of dewegpjinguistic
(and other) skills.

In grade 8 we have 3 group conversations betweaRishu
speaking students, 5 group conversations involboth minority
and majority students, and 2 group conversatiotvgds®n majority
students only. The group conversations betweenTilm&ish
speakers yield 1415 utterances, and of these 160®anish-
based, 234 are Turkish-based, and 10 are Englstdban
conversation 803 we have one of the few discussabwut
language choice. Interestingly, Murat chooses Ehgb argue for
his proposal that they speak Turkish, see exce4pMurat begins
an injunction after Canan’s first words, but as sbetinues, he
waits until she has finished to formulate in Engligve speak in
Turkish We observe that the use of English fits in wille t
ongoing discussion, and the content of the Endisbed utterance
is related to the topic at hand. The use of Engfigly certainly be
said to have a quality of performance, but it sbalontent-wise a
contribution to the theme.

Excerpt 8,4:

*CAN: vi taler dansk <skal> [>] vi ikke hvad.
%eng: we speak Danish, don’t we?

*MUR: <we +/.>[<]

*MER: jo.

%eng: yes.

*MUR: we speak in Turkish

These group conversations give us 63 intrasententde-
switches, almost all of them between Turkish andi€lg see the
excerpts above. The group conversations betweeaorityirand
majority students produce 2240 utterances, and 22@iem are
Danish-based. There are 10 utterances which akéshepased. In
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one case two Turkish-speaking boys have a shortsbersation
which is held in Turkish for a few sentences, sexmpt 8,5.

Excerpt 8,5:

*MUR: Bekir.

*BEK: mm.

*MUR: yarm xxxbodybuildinge ver
%eng: tomorrow | am going to body-building, give it to me
*BEK: nerde

%eng: where

*MUR: camiin<orda> [>].

%eng: by the mosque

*ALB: <put your> [<] finger away
*BEK: ne altna

%eng: where

*MUR: camiin altnda

%eng: by the mosque

*BEK: det er lagn gar du til det.

%eng: that is not true, do you do that?
*MUR: ja.

%eng: yes.

Murat and Bekir are involved in solving the taskdther with

Albert and Janus. Until this sequence they have bsgussing the
task in Danish, and after a few remarks in Turkishconversation
returns to Danish. There is one contribution byektbn English

on the way, but it is hard to tell whom he addresgeanyone. It
may be directed to one of the others as an orderdp his fingers
away from whatever Albert is concentrated on. Weraat know,

so we still can not for certain determine thatrtkegority students
have integrated English into their contributionssides as
performance.

Later in the conversation (see excerpt 8,6) Bmlygests that they
write a text bit in English on their task, and Muaasists him in
spelling the English. This triggers two utteraniceBnglish from
Janus, the first one of which expresses his aafdpekir's idea:
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all righty then.The second one follows up on this with the word
dude.There are indications that the majority boys aeoming
capable of using English and Danish integratedly.

Excerpt 8,6:

*BEK: hvad ja # hvad sa med skole pa d [//] engelsk.

%eng: what yes then what about school in D[//]
English?

*MUR: school

*BEK: ja men nar man staver det <s.>[>]

%eng: yes, but when you spell it, s.

*MUR: <s>[<]

*BEK: ja.

%eng: yes

*MUR: chool

*ALB: eh hvor er den bla henne den var her der x&x n
jaden skal sgu ikke veere bla den skal vaere gran.

%eng: eh where is the blue one it was here ther@kixx
yes it is not going to be blue it is going to be
green.

*BEK: xxx det her skal sta der _if you go to schoolly
are going to be fucked up

%eng: XXX it is going to say here _if you go to sdhoo
you are going to be fucked up

*MUR: <hvad.>[>]

%eng: what

*JAN: <all righty then>[<]

*BEK: det skal jeg selv gare # xxx det her skal avé
med altsd # simpelthen.

%eng: I wil do that myself # xxx we are going to bav
this on also # simply.

*JAN: dude

In these conversations there are altogether 1fanttes which are
based on English, and 2 utterances in German.rSexaanple of
this in excerpt 8,7. Here we have an instance aszstanguage
play. Firstly, the wor@ineis a German nominal article. Secondly,
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the first part of the second word,lim is a Danish word which
means glue Thirdly, the middlee of the Limesteifeis a
composition marker. Fourthly, th&teifeis neither Danish nor
German. It plays with the Danish wastift which meanstick and
it is obvious that the wordimesteifaneanglue stick Fifthly, the
steifeplays on a stereotypical German word structBear{, Seite,
ein, weil etc.). So the constructia@ine Limesteifés an intricate
play with Danish and German. As we can also noiicéhe
excerpt, the utterance which plays with this wartbivs Thomas
expressed wish for help with finding a glue stidksen’s
construction is a piece of performance, but ii$® @n indication
that she is aware of Thomas problem and on theovaglp. This
is confirmed by her next utterance in which shanphantly
declares that she has found it.

Excerpt 8,7:

*THO: hvor er der noget lim hernede et eller andet s
%eng: where is there some glue, down here somewehere
*ESE: einelLimesteife

%eng: _aglue stick

*THO: aj hvor det irriterer mig at jeg ikke kan fiachoget.
%eng: itirritates me that | can't find anything.

*ESE: nananananana wow hvem har fundet det her.
%eng: nananananana look who has found it here?

Excerpt 8,8:
*HUS: hvad star der ich habe sicher gut
%eng: what does it say | am fine

In excerpt 8,8 the language play is carried outhatlevel of
syntax. The first half of the utteranéwad star deris Danish and
means what does it say. It is probably a referéac®mething
written somewhere in their materials for the taste continuation
includes four German words, but the sentence oakas sense if
the words are translated one by one, in the sade¥,anto Danish
words. In Danish that would correspondlitbave surely good
which again means the samd asn fine
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The group conversations with only majority studgmesiuce 1045
utterances, 1015 of them are Danish-based, whilrd &nglish-
based. There are 12 intrasentential code-switobt@selen Danish
and English.

In excerpt 8,9 Karsten comments on an ongoing dgon about
the task. A proposal has just been made regardentgkt they are

to write. Karsten expresses an evaluation of tha iche describes

it aslousy humoy and it appears from the continuation that he is
very much along with the idea of writing somethivigich is lousy
humor. He suggests that the character they argriggebe looking
forward to Christmas. In combination with the cltdeas tastes in
music and behavior, this is slightly absurd - arsiphumor. Our
observation is that English is used and integratelarsten’s
utterance. English is not only there for the perfance effect.

Excerpt 8,9:

*OLE: <ja for helvede Karsten mand.> [<]
%eng: yes, hell, Karsten, mand

*KAR: lousy humorjeg har ikke.

%eng: _lousy humoi have not

%com: starts laughing withar

*JEN: han hgrer # Rednex +...

%eng: he listens to # Rednex +...

*KAR: o0g han gleeder sig til jul.

%eng: and he is looking forward to Christmas

In the same conversation we also have an exampbeeative
language play involving an English ad hoc loan. fiéference to
Kurt Cobain is no coincidence. Kurt Cobain wasckrstar whose
suicide became a hot topic for a while. The comsion to
kurtcobain oneselineans the same scommit suicidebut it is
not an integrated or even otherwise documentedtrcmi®n in
Danish any more than in English, see excerpt 8,10.

Excerpt 8,10:
*OLE: <men sa kurtcobagde han sig selv> [<] og s& er der
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censureret.
%eng: but then he kurtcoba@ia himself, and the rest has been
blocked by the censors.

Excerpt 8,11 from conversation 809 shows anothamge of an
English-based utterance which is content-wise nategl into the
flow of conversation abut the ongoing topic. Sige&ers to a
commercial (f you have the spirit, Bilkéa supermarket)as the
job) and she addsarrots a rather mundane continuation in light
of the dramatic beginnini§jyou have the spiritShe pokes fun at
the commercial, and refersBaka’s status as a discount business
by her choice of carrots. Both Ole’s and her readtishow that
they find it funny. Mogens, however, apparentlysloet see the
fun. He asks what the fun is. He does so in nondstal English
which is somewhat influenced by his Danish mothergtie.
Nevertheless, the contribution is not just a pigfcperformance.
Even as a student whose English is quite obvioastgnted, he
employs English to deliver his message. So by géatlbegins to
make sense to observe the majority students asdgegs who are
in the process of integrating the use of Englisthwheir use of
Danish. The delay seems to be about five years amddo the
Turkish-speaking students in the Kgge project.

Excerpt 8, 11:

*SIG:  har du gejsten har Bilka gulergdderne.
%eng: if you have the spirit, Bilka has the carrots
%com: Signe laughs

*OLE: til hvad.

%eng: for what.

%com: CHR laughs

*MOG: what funny is that

The Eskgehir material provides an opportunity to compare th
development of code choice patterns among the ysp@akers in
Kgge and in Eskehir (see also Mgller & Jgrgensen forthc.). In
table 3.8.3 we have compared the code choiceadéd students
at two different times, and in both places. Fifsdlh the Esksehir
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grade 8 students use much more Turkish than the ieade 8
students, both in the 1990's and in the 2000's.

Secondly, the percentage of “mixed” utterances¢tvim this case
involves both intrasentential code switches andratices with
loans, i.e. all utterances which use material froore than one
language), is much lower in Eskhir than in Kagge and remains so.
This supports the conclusion that code-switching skill that
follows with acquisition. Everybody borrows, sonmeople cross,
but only the sophisticated languagers use codecehskills
extensively.

Year\ [ pct Turkish pct other pct mixed
Var.

Kagge | Eski- | Kage | Eski- | Kgge | Eski-

sehir sehir sehir

1990's | 18,2 96,5 774 1,9 10,3 2,1

2000's | 42,9 98,1 48,5 1,4 15,4 0,7

Table 3.8.3. Code choice patterns of grade 8 stadeiKage and
Eskisehir at two different times. Turkish-based utteemother-
based utterances (including Danish), and utteranoasving

features from at least two languages.

Year\ pct pct pct other | pct mixed
Variable | Turkish Danish

Minority | 18,2 76,9 0,5 10,2
Majority | O 97,1 1,7 4

Table 3.8.4. Code choice patterns of grade 8 stad@&nrkish-
based utterances, Danish-based utterances, otbed-btierances,
and utterances involving features from at leastltmguages.

This finding is also supported by the comparisorthef Kage

493



majority students in grade 8 with the Kgge minositydents with
respect to code choice. By grade 8 the majoritglesits are
beginning to show the patterns, with their gracagguisition of
English, which we found much earlier with the mibpstudents.
This shows as the 4 per cent mixed utterances peadby the
majority students. They also produce slightly mameother
languages than Danish and Turkish.
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Code choice in grade 9

The group conversations from grade 9 include 3 ewsations
between minority students, 5 conversations witth batnority
students and majority students, and 2 conversatb@mtgeen
majority students only.

Code profile 903.

In grade 9 the languaging patterns of the younglsgrs include
new styles which we have not met in the earlierg/da grade 9
the use of code-switches combines with other pattefr behavior
to develop into a youth language with all the cheastics of that
(see the section on Youth language in Part 13. Uised for play,
for ironical distance to the adult world, and focgl negotiations
among the involved interlocutors.

We can see how the features ascribed to differmmjuages,
varieties, and codes are taken into possessionhéyybung
speakers who make the features their own regardfdssw the
features are supposed to belong to languaged\Vetcan further
see how the young speakers play with languageaiticplar
switches between codes. The young speakers arggmaant
about the features being ascribed to differentdaggs, and that
different values are attached to the sets of featur society at
large. In fact the young speakers can use theagomes, both as
contributions to social negotiations and as puréopmance.

The task in grade 9 was, as in grade 8, to creattaon or a
picture series with free post cards and glue thera large piece
of cardboard. The students could also write a txtthe

cardboard. The theme in grade 9 wasworst nightmare

Conversation 903 includes Murat, Erol, Bekir, anseyin, four
boys. From the outset there are several propasaisnversation
903 as to what "My worst nightmare” should mearthmfirst half
of the conversation there are frequent refererced/My worst
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nightmare The wordsmit veerste mareridtare used in 23
utterances. Shortly before the conversation isiayfthrough, the
participants get involved in discussions of othatters. The most
frequent source of new issues for discussion is stiaek of
postcards made available to the group, and a stfidggressions
are caused by the motives of the different postcakd otherwise
unrelated issue was the grade sheets which they almyut to
receive from their teachers the week that the thogrwas made.
A theme which pops up several times in the secaildi the
conversation is women and girls, and how they lodke
nightmare theme appears intermittently in the secbalf, in
altogether 6 utterances.

The young speakers’ simultaneous use of elemeants dirfferent

languages is complicated, and by no means redutihlest two

languages, Turkish and Danish. Several sets ouremtare
involved, including stylized types of Danish andgksh. The

code-switching practice of this conversation hatkescribed by
Havgaard (2002). She finds that the speakers asdeqst) four
different languages or varieties, namely Turkisanish, English,
and Perkerdansk" [late modern urban youth langu@éggaard

2002, 176, my translation). In fact Havgaardssditite use of at
least one more variety, namely stylized Asian @ndlEnglish. We
will return to this example below, see excerpt H&vgaard on
this basis concludes that there is a substantightian in the

young speakers’ behavior.
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Code profile conversation 903
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In one and the same conversation among adolescents
with this age (about 15 years) there are many reiffie
functions of code-switching. | found code-switches
which can be explained from the conversation alone,
e.g. when the speakers code-switch to emphasize a
statement, attract attention through a joke
(performance), or generally play with language.t@n
other hand there are also switches which are better
understood if one includes outside social factbinese
switches signal that the adolescents express amad to
large extent explore their ethnic identity andlibeders
between the two cultures (Havgaard 2002, 199, my
translation).

One of the styles which appear in grade 9 is §lzetl immigrant
Danish, perhaps better characterized as a spegelotDanish
connected to late modern urban youth groups, aioestyle which
includes a distinct intonation pattern and a rasfgeew words and
word meanings, including loanwords from particytafrabic,
Turkish, and Kurdish (Christensen 2004, Quist 208R8kerpt 9,1
gives an example of this.

Excerpt 9,1:

*ERO: mit stgrste mareridt er Atlantis.

%eng: my worst nightmare is Atlantis.

%com: pronounced in late modern urban youth style
*HUS: ha Atlantis.

%com: Huseyin laughs

In this utterance, Erol uses a highly marked proration
characteristic of the late modern urban youth stylas is not
Erol's usual intonation, and his attempt at markang utterance
does not go unnoticed — Huseyin laughs in appliecatf the
pointed reference. The woAdlantisrefers to one of the postcards
which advertizes a musical titled “Atlantis”. This one of the
cases where the nightmare theme is brought umetregl by a
picture on one of the postcards. This is also @me ovith the
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utterance in excerpt 9,2.

Excerpt 9,2:

*ERO: mit veerste mareridt er at bolle hende der.
%eng: my worst nightmare is to fuck her.
%com: Erol and Huseyin laugh.

In this excerpt the issue of girls is also brouigihd focus. Erol
uses an expression which would be taboo in thet aduld, and
thereby refers to the border between the age gepesented in
this conversation on one side and adults on theraiide. He is
rewarded with Huseyin’s laughter, and the two skiz@goy of the
moment. The reference in this excerpt, howevegnigrely in
Erol's usual slightly Sealand flavored Danish. Timection of the
code-switch in excerpt 9,1 is not reserved for esdeches — it
can be achieved by other means also. The codebsmgtbas now
fully become pragmatic-linguistic tools for the ymuspeakers on
the same level as all other pragmatic-linguistiolto Code-
switches do not need to be considered as excepfeatares that
we happen to find in bilingual behavior. They ao¢ outstanding
as linguistic features, and in reality they are rederved for
bilinguals in the classical sense (see e.g. Rangi®95 account
of code-switches by both minority and majority aalents).

In conversation 903, the majority of utterancesedttger Danish-
based (40 %) or Turkish-based (47 %), includingratices with
loans. The use of English is not nearly as frequért of the
utterances are English-based. That leaves us T1H# otterances
which are mixed, i.e. they contain an intrasen&mide-switch,
typically between Turkish and Danish, but in a deupf cases
English is involved, see excerpt 9,3.

Excerpt 9,3:

*ERQO: goril dedi sana vallahwhere are you going tonighf]
tonightxxx ben de

%eng: _where are you going tonighf tonight xxx me too.
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But this categorization does not distinguish betwsets of
features which are dialects or sociolects or stgfate involved
languages. In a couple of cases there is cleagwitch into
stylized types. This happens with Danish in mostsabut also
English. We saw one example of this happening Dehish in
excerpt 9,1. Excerpt 9,4 also has an example vatigh. The last
three words of excerpt 9,4 which form a joking dogelgreeting,
are pronounced in the same Danish multi-culturatlystyle. Its
form also refers to the conceptatial the slaughter method which
is a ritual for Moslems. In Danish society at timeet halal was a
highly controversial subject which was attackedrany majority
Danes as “un-Danish”. The greetinbalal og farvelis also a
reference to a series of media programs aimed eatytling
generation.

Excerpt 9,4:

*ERO: ah bak kim vahalal og farvel.

%eng: oh look who is therbalal and goodbye

%com: Erol laughs and talks in a late modern urlzartystyle

This remark of Erol’'s unites the use of a contreiarstyle, the
reference to a series of (satirical) media progréangouth, the
reference to a controversial subject in the puldiicate, all in one
statement which stands as an ironical statementtabe norms
which the surrounding world tries to enforce on twing

speakers.

Excerpt 9,5 has an example involving a stylizectgp English,
referring to a stereotypical (subcontinental) Asaanent (see also
Havgaard 2002).

Excerpt 9,5:

*ERO: where are you going today

%com: pronounced with retroflex d-sound and fromtgiee r-
sound.

The utterance in excerpt 9,5 is pronounced withrétreflex stop
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and the front tongue r-sound which - at least atiogr to

stereotypes prevalentin Denmark - signal Indiazeated English.
This is probably not an idea Erol picks out of tihee. One of the
postcards used for the group task shows a pictuaa dndian-

looking taxi driver (actually with a Sikh headgeasking where
his customer wants to go. In some cases the textpofstcard is
read — or sung - out, as in excerpt 9,6.

Excerpt 9,6:
*ERO: always Coca Cola
%com: Erol sings

Later in the conversation Erol adds on to and agpgethe theme
of always Coca-Colaby substituting tequila for Coca-Cola: A
reference to alcohol is a (slightly) exciting refiece to something
forbidden, by the adults, and Erol once again reeian
appreciative reaction from Huseyin, who breaks latmghter.

Excerpt 9,7:

*ERO: always Tequila
%com: Erol sings
*HUS: Tequila.
%com: Huseyin laughs

So there is of course little doubt that the boys aware of
variation within the languages they use. A large pithe uses of
stylized varieties is, however, triggered by speadentifiable
postcards. In the case of excerpt 9,4 the triggenost likely a
postcard which advertizes a group of comedians knas
Teeskehold€iThe Gang of Thugs). In excerpt 9,8 Erol expands o
this routine, receiving once again a favorable tteacfrom
Huseyin. HUseyin’s pronunciation of the word isskard Danish,
but Erol’s following repetition of the worBiseskeholdas entirely
in a Danish late modern urban youth style. He coas with a
reference to another theme which is non-appropimtadult
conversations: Murat's purported fart. This tineyaver, he is not
rewarded with a favorable reaction from any ofdlbeers, and he
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reacts inconspicuously to Bekir's request for tren of Thugs
postcard.

Excerpt 9,8:

*ERO: ah bak kim vahalal og farvel.

%eng: oh look who is therbalal and goodbye

%com: Erol laughs and talks in Danish multi-culty@lith style

*HUS: Teeskeholdet.

%eng: The Gang of Thugs

*ERO: hi hi hi halal og farvel Teeskeholdet.

%eng: hi hi hi halal and goodbye The Gang of Thugs.

%com: Erol parodies

*ERO: Murat har lige slaet en skid & adamn xxx aym senin
gibi.

%eng: Murat just farted that man's xxx is like yours

*BEK: Teeskeholdeti bir bana ver hele

%eng: give meThe Gang of Thugs

%com: Bekir asks for the postcard

*ERO: al len senin olsun istiyor musun

%eng: take it, man, it can be yours, do you want it

The wordHalal is controversial by representing Islam, whiclngs t
target of much hate speech in Denmark. The wordkes Islam,
Moslem butchers in the cities, and a host of stgpes about
Moslem citizens. At the same time it has a cersaimlarity with

the word hallo which is a welcome greeting, or a call to attract
attention. The expressidifalal og farveltherefore includes a pun
on the word paihalal - hallo.

As we have observed earlier (for instance in casatesn 501), a
reference to a popular character or a media conseph as
Teaeskeholdetmay trigger recognition by several interlocutansl

start a sequence of comments which refer to detaiserning the
media name. This | have described as performanBauman’s
sense, but it could also be understood as thdantegors going
through a routine, a ritual-like behavior, see REm@P008. In
other cases a media name appears without triggsuiciga string
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of comments: Another postcard which attracts tattention is a
picture of a British TV comic character, Mister Be&lliseyin has
found a card with a picture of Mister Bean, and riewl is also
looking for one, but he can not find it. In exce®g Erol asks for
assistance from the others in his search, but balysrewarded
with awhy, are you gayPhis blocks any further excitement about
Mr. Bean.

Instead Erol takes thealal and farvebpoint a step further by also
hinting to the wordlal which meansfoolishnessor foolish
behavior and by using the worgavawhich is Turkish fomir or
weather but also a girl’'s name. Furthermore he extene®tmish
goodbye greeting which has already been used intecaledly
local Sealand fornfarveller. In one and the same moment Erol
brings a string of Danish and Turkish word intoyphaith puns
across styles and languages. He tefls andgoodbydo make an
ironic statement about majority norms, and he dgpsthemes
both high and low in one short utterance. Hiiseymgegtions show
us that Erol does not produce these statementaim Miseyin
understands them and appreciates them.

Excerpt 9,9:

*ERO: Mister Bean where are you come here.

*BEK: niyebgssenisin

%eng: why, are yougay?

*ERO: bir tane daha bulursam bana verin ha bir tane daha
bulursanz.

%eng: if you find one more then give it to me, man, if fiad
one more

*HUS: distinUriz.

%eng: we will think about it.

*ERO: ah halalla farvelleistiyor musun lan hava halal

%eng: oh halalla goodbye® you want it, man, air halal

%com: Erol plays with the words

*HUS: Teeskeholdet.

%eng: The Gang of Thugs
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With these examples several characteristics shioelldbvious.
Firstly, Erol's code-switching and code-mixing eérty involve
language play in Crystal's sense (see the sectionYouth
language in Part 1). But this is not just ludioladcent fooling
around with words and sounds, the language playfect quite
sophisticated.

Secondly, Erol's oscillations are also statemersishimself and
the others in the group. The references to youdnpimena, the
group of comedians, the attraction to alcohol,, dtmction as
statements of ingroup youth status.

Huseyin's reactions show us that Erol's word jungpié also taken
as such, and appreciated, at least by him. Thistias much the
case with the other two boys. In excerpt 9,10 EBraljain playing
with words cross-linguistically. The Danish wordmus has a
standard plural forrmus This is an irregular plural. A regular
form could bemusemwith an otherwise frequent plural endieg.
Erol uses the forrmuserhere, because it enables him to pun it
againstMiusawhich is a loy’s name in TurkisiBekir curtly tells
Erol to stop being stupid. In other words, Bekis hiso understood
what Erol was playing with, he does just not apgteat as much
as Huseyin.

Excerpt 9,10:

*ERO: mit stgrste mareridt er at fange muser Musa.
%eng: my worst nightmare is to catch mouses Musa.
%com: Huseyin laughs, Musa is a name for a boy rkish
*HUS: Musa fange muser.

%eng: Musa catch mouses

%com: Huseyin laughs

*BEK: egeklik yapma ya

%eng: don't be stupid now.

In several cases Erol's puns or ideas are not éloreceived by
Bekir. This leads to our third observation, nanikt Erol's word
play is also part of an in-group jockeying for goms among the
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four boys. In this connection, Erol's performanseekactly -
performance, in Bauman’s terms. There are othecatidns that
the boys position themselves differently - and <Simmes
conflicting - within the group and in relation tbet task. An
analysis in initiative-response terms, but reducedumber of
categories (see Madsen & Nielsen 2001 for simirelyses of
other Kgge conversations) yields the differenceghvive see in
table 3.9.1.

Name \ IR New Response + Other
Initiatives Initiative

Erol (N=128) 11 % 75 % 16 %

Hiseyin (N=101) 8 % 89 % 3 %

Murat (N=62) 22 % 68 % 10 %

Bekir (N=95) 18 % 72 % 11 %

Table 3.9.1. Percentage of utterances which areiniatives,
responses + initiatives, and other types, respagtior each of
the four participants in conversation 903. N= tataimber of
utterances by the individual speakers.

We can see in table 3.9.1 that Murat takes a lgds part in the
flow of the conversation than Erol and Bekir, atehdy less than
Hiseyin. Murat has the lowest number of utterances]
percentagewise he has fewer responses + initidheeghe others.
This does not mean that he is outside the convensat has no
influence. This will be clear from table 3.9.2.

Table 3.9.2 shows us that Murat's initiatives by kange are taken
into account by the others. He seldom says anythatgs ignored.
Contrary to this, every fourth initiative by Hiseyloes not lead to
any reaction from the others. Bekir and Murat ersste control
over the conversation than Erol and Hiiseyin do whesee it in
this light, although Erol and Htiseyin produce mdterances. We
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have already noticed that Hiseyin backs up Er@fopmance
utterances, while they do not seem to be rewardweiagly by

Murat and Bekir.

Name \ Init. recept. + -
Erol 72 % 11 %
Huseyin 72 % 24 %
Murat 82 % 5 %
Bekir 80 % 6 %

Table 3.9.2. Reception in percentage of initiatitadsen by each
participant in conversation 903. Column 2 (markgdepresents
initiatives which have received a reaction, andicot 3 (marked
-) initiatives which have received no reaction frahe other
participants in the conversation.

Addressee| Erol Huseyin  Murat Bekit T of-
tal
Speaker +Ho-l + - + -l o+ -
Erol 0] 0] 0] O 0| of 0] 3 3
Huseyin 0| 21 0] O 4 1] 3 5 15
Murat 1] 0] 3] O 0| of of 1 5
Bekir 31 1] 1] 1 7 | 0] 0] O] 13
Total 41 3] 4] 1 11| 1] 3] 6 36

Table 3.9.3. Number of times each speaker (rowspmversation
903 addresses another participant (column) by n®wostive or
neutral addresses are scored with +, negative miraxational
addresses by -. For instance, Erol receives 4ipesihd 3 negative

addresses.
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A third quantitative measure of conversational dwance is the
number of times each participants attempts tocitthe attention
of another participant by addressing him by naree table 3.9.3.
This table shows us that Murat is addressed by maore often
than the others, and he is particularly often askkd positively. It
is also interesting to observe that Erol exclugieeldresses Bekir,
and only negatively. Huseyin, and particularly Belirect most
attention to Murat. All these quantitative measur@geal that
Murat is relatively centrally positioned in the g The others are
aware of his presence, and although he does neesaynuch, he
is certainly not ignored.

Murat's status is also easily noticed in table43.Ble has more
Danish-based utterances than the others, and Benosénglish
and very little mixing. In fact he has also onlyeotonstruction
with a loan word. These figures yield a pictureMafrat as one
who does not participate very much in the perforceagxercises.
He seems to be centrally positioned in the grong this is further
supported by the figures for intersentential codéehing. For

both Erol, Hiseyin, and Bekir, 66 % of their uttezes are
followed by utterances in the same code, while 34f%heir

utterances are followed by an intersentential cawliéch. For

Murat the figures are 73 % and 27 %. The otherplgimo not

switch as often when they follow Murat — or more@sely: the
group tends to follow Murat’s code choice more th@mothers’.
And it is not because he himself gets less involvad
intersentential code-switching. Following Bekir, isethe most
frequent intersentential code-switcher: 39 % ofiBgkitterances
are code-switched from the preceding utterance.fihuee for

Murat is 34 %, for Erol 30 %, and for Hiseyin 28 %.

Both the quantitative data and the qualitative ysial of the
excerpts have showed us that there is indeed hothka@ying game
going on inside the group and confirmation of tbeial bonds
keeping the group together. The individual codetdvas,
including the mixed utterances, can often not ke ses single-
purpose statements. A short exchange with tworeetttterances
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may contain both pure ludicrum linguae, performanegroup
marking, and internal jockeying for position - ihet same
expression.

Name\C| Danish Turkish English mixed
ode

Erol 32 % 52 % 5% 10 %
Huseyin 40 % 51 % 0 9%
Murat 55 % 39 % 0 4 %
Bekir 42 % 42 % 1% 14 %

Table 3.9.4. Distribution of utterances on codesnibh includes
Danish with loanwords, etc. Mix covers utterancaethvintra-
utterance code-switching.

We have also been able to see that code-switckimgly one

aspect of the interaction taking place in a coratéya such as 903.
But the code-switches, or in some cases perhaps precisely:

the code choices, are so integrated with the otleehanisms and
tools at the speakers' disposal, that it makes &tlmo sense to
isolate the functions of the code-switches, akaftwere in any
way special. They contribute to the fun of playmith language.

They contribute to the concept formation of theglaage users.
They certainly contribute to the construction o€iabrelations

among the speakers, both in ingroup marking artdarstruggle

for status in a hierarchy.

Cross-linguistic language play is much more commith the
boys than with the girls. It does happen that gplay with
language, particularly Esen and Selma, but aseaeén from the
code profile of conversation 901 there is no clogguistic activity
in the conversation involving Eda, Canan, and Merira
conversation 901 Turkish has almost disappearestelib not one
Turkish-based utterance. It is further characterisif this
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conversation that very little is said between thdipipants, and
that there are long pauses in the conversationvé&esation 901
has 50 utterances with altogether 451 words, wialeversation
902 has 450 utterances with 2833 words, and coatiens903 has
394 utterances with 1863 words. All of the convieoss last
roughly 40 minutes.

Code profile 901.

Excerpt 9,11 gives a good impression of the coatensal style
of conversation 901 with its frequent and long eaushe lack of
engagement, and particularly the unenthusiastiwerssgiven to

Eda by the others.

Excerpt 9,11:

*EDA: ma jeg ikke godt lige se noget.

%eng: can | see something?

*MER: vi kan da ikke lime saddan nogle billeder felvede
mand.

%eng: we can’t paste pictures like that, hell, man.

*EDA: du ma ogsa godt bruge det.

%eng: it's okay if you use it, too.

*CAN: det var altsa veerste mareridt altsa <det dteb
det ved jeg sgu ikke.

%eng: so it was the worst nightmare that gh | blabatyt
know.

*MER: <ja..>[<]

%eng: yes.

%com: pause

*EDA: # men kan vi ikke finde nogen billeder xxx for
helvede.

%eng: # but we can’t find any pictures xxx hell.

%com: pause for several minutes

*EDA: # skal jeg klippe den her ud tror du.

%eng: # do you think | should cut out these?

%com: pause, the bell rings
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*EDA: #ih.

*MER: ej.

%eng: no.

*EDA: jo denne her.
%eng: yes, this one.
*CAN: hvis du synes.
%eng: if you think so.

Eda’s attempts to establish a conversation withatiers fail
completely. They answer negatively or not at dile ®nly moment
where the interaction approaches the other convensais in
Merva’s reaction to Canan’s remark about the pegufhe excerpt
is typical of this conversation. The two show nshlwio converse
with Eda. They are hardly motivated for using lirsgie variation,
language play, code switching, and all the otharirarisms which
can contribute to establishing a social relatiopsn the contrary,
we can observe two girls marginalizing a third.glrhis in fact
confirms and is confirmed by statements made bgpleakers in
interviews in grade 8.

The young speakers work with a wide range of creatnd lively

linguistic patterns, and that work is preciselyoats work with

social relations. All the creativity and origingliéand fun do not
happen automatically. When the social motivatioithere, they
do not happen.

What we can see here in grade 9 (and to a certéemtan grade
8) is that language can also be used to keep othergsidethe

social relations. Canan’'s and Merva’s linguistichdaor in

conversation 901 is also an advanced use of litiguisols to

shape their social relations, in casu to preveatfEem becoming
an in-group member.

Code profile 902.
The code profile of conversation 902 shows a pectich is now
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common. There is rapid switching from level to leaad all five

levels are represented. The participants in coatiers 902 are
girls, Selma, Esen, and Asiye. The difference betwomnversation
901 and the others is therefore not related togteder of the
speakers. Conversation 902 and 903 are not vefgreiift from

each other with respect to code choice patterns.olitstanding
conversation is 901, in which Turkish is avoided dpeakers
(particularly two of them) who have no problems hwiising

Turkish in other connections. The choice of coda ieol in the
social negtiations, and in 901 we have an extratoaten. The
almost strictly monolingual behavior islaviaitonfrom the usual
linguistic behavior of these young languagers. &ffect is an
atmosphere which is characterized by lack of emtisus, if not by
animosity.

In grade 9 the conversations show great differeindbe linguistic

behavior of the young speakers. Their linguistickniavolves a

wider range of languages and dialects, etc. thdardeTheir

language work also involves references to youthudts and

youth conditions. The social outcome of the coratsoas reaches
from freezing out to a hearty sense of togetheragssg young
people who share their experience, attitudes, amttiwiew.

The Turkish-speaking students produce 905 uttesaimctheir 3

conversations, with 492 being Danish-based, and I3difg

Turkish-based. There are 11 utterances based en latiguages
- 10 are English-based, and one is German-basedGEman-
based utterance is a comment on the task, segé®cER. These
conversations produce 83 intrasentential code-bestc

Excerpt 9,12:
*SEL: langwellich Tag
%eng: a boring day

The group conversations with both majority and migstudents
yield 1962 utterances, of which 1936 are Danisleda8 are
Turkish-based, and 20 are based on other languébes: are 3
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intrasentential code-switches. The group convensabetween
majority students gives 660 utterances, 638 areshdrased, 18
are based on other languages, and 4 are intras@htende-
switches.
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Conclusions

In the Kage project we have recorded group contiersabetween
peers who are members of the Turkish-Danish myoriKage.

The students have all grown up in Denmark, and thaye

acquired Turkish skills in their home. They havsoaattended
Turkish as a subject in school. The students ammabees of a
typical minority established by migrant workerbet1960's. Such
minorities have become common in Western Europanguhe

past 40 years. The Turkish-Danish minority in Kesgygypical of

this migration. On the other hand, the migrant veoskrepresent
many different backgrounds, so in a sense the SwRianish

minority in Kgge is unique also. The Kgge projetidges the

unique group of Turkish-Danish grade school stuslenKgge in

order to achieve general insight into linguistib&gor among late
modern human beings.

The students in the Kgge Project have studied $hrat school,
more or less as a part of the general school cilune at the time.
Their acquisitional histories are different, andea@ not assume
that they would all live up to Paikeday’s (1985) 8iiterion of a
native speaker. The same goes for the studentsisbakills.
However, we know now beyond any doubt that the g@peakers
can handle any situation linguistically which otlyeung people
can handle linguistically. The young Turkish-Dankeandle
language as a social tool and otherwise, justdilerybody else.

This is not to say that there are no differenceés/den the group
of Turkish-speaking minority students and their onigy peers.
There are, indeed. And there are also differendasnithe group,
i.e. between the young minority students. Some ludsé
differences have to do with skills - some of thedsnts leave
school with more advanced linguistic skills andagee school
success than others. However, to measure theseediffes with
respect to language is not possible with the tiadhl school
means of grading language students. In additithealifferences
in skills, there are also differences in style aadits. In Part 3 |
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have described the different uses of codes, anditbedlopment of
the uses of codes which we can observe over 9 yéagsade
school development, particularly in group conveoset

| have found a tremendous change from grade lafbeg®. During
the first years the students primarily use Turkesdtures when
they are in the company of other minority studebtnish items
gradually become more common. From grade 4 Darl&sys @
distinct role among the boys. In several ways gradearks a
turning point. This year there are particularly jmamersentential
code-switches, features from other languages thakish and
Danish appear, and there is a higher share of Dam®ng the
girls than in both grade 4 and grade 6. From gradother
important change takes place. The girls practicaltgergo a
language shift from Turkish to Danish. The boys aterease the
share of Danish, but not at all to the same extargrade 8 the
boys have a higher share of Danish than in graaled®, similar
to what we see among the girls in grade 5.

The distribution of Danish and Turkish undergoe®maentirely
simple and unidirectional series of changes betvgeade 1 and
grade 9. In addition to this features from otherglaages are
involved more and more frequently, although theyam a small
proportion of the total linguistic production oftlgoung speakers.

During the first years the Danish items are mawdyds related to
school life. Later, words and expressions are addech have to
do with the students’ experiences in general, frgrade 5

particularly popular culture. Already before gragléhe students
have developed skills in integrating any Danishamdary into

their Turkish in automatized ways. Ad hoc loansiesed with the
same ease as Danish words and expressions whickireaely

established in their internal communication. Afters | have

observed how the intrasentential code-switchesrheecegular. At

an even later point the student integrate a fewishrfeatures into
a production which is otherwise in Danish, althotlgis never

becomes as common as the opposite.
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The introduction of Danish words may in the begngriill gaps.
The young speakers are school-beginners at the eintemany
new concepts and phenomena appear in the everydfyohool
beginners, minority or majority. As the words presel to the
Turkish-Danish school beginners in the vast mgjaficases will
be Danish, there is no surprise in the fact thatsithool-related
vocabulary to a large extent becomes Danish.rtase unusual
that the members of this particular groafso to some extent
acquired a school-related vocabulary in Turkisimfthe school.

Already at an early stage we can observe thattidests play with
the use of Turkish and Danish features in the saongersation.
It often has the character of fun, but at the same there is no
doubt that it plays a role for the relationshipsoamthe students.
This aspect becomes increasingly more importastotter the

students get. Code-switching, borrowing, and laggumixing are

tools in the negotiations of the social relatiosis;ch as in power
struggles. The students use this kind of linguistciation to

position themselves vis-a-vis each other, andlation to the rest
of the world. It may take the form of performanae creative

renditions of the surrounding world - through mingim which the

students use stylized immigrant Danish in a way $ignals a
border between their “thems” and their “us’es”.

The linguistic tools related to code choice andecsditching are
used by the young speakers in the higher gradéwanways.

Firstly, the young speakers draw a border betweemselves and
the “others” through their extensive use of theoda linguistic

knowledge. This does not happen in one, common nityno
grouping, but in relation to several groups and gsoibps.

Secondly, the students use their linguistic skillghe internal

organization of their social relations. This happen power

struggles, but it also happens in face-work another ways.

In the younger grades we do not see too much offerehce

between the boys as a group and the girls as @ ghadirst sight
the boys begin to use Danish earlier than the, gitleast the boys’

515



groups use more Danish than the girls’ groups anfitlst years.
However, as we learn from the conversations ingBadhis is not
because the girls are unable to use Danish, tis¢ghoosenot to

use Danish when they are together in girls-onlygso In gender-
mixed groups the girls use Danish as well as Thrkrsfact, most
of the changes we can observe all seem to appsamith the

girls, and later with the boys (cf. also Dunckef2{122). In the
higher grades the differences in the material seeshow that
individual differences mean more than gender dffees. The
linguistically, educationally, and otherwise stresgindividuals
are obviously girls, and so are the weakest indiaigl It is

possible that the developments | have observea alhthe time
been driven by the strongest girls, taken up bylbgs, and
finished by the weakest girls. It is, however, nocident that we
find such a pattern of development. The socialmzgdion of the
boys’ group in one, inclusive, hierarchical struet(which is not
unusual for boys) will allow for new developmerdspread to all
the boys. The girls’ organization in separate, @diclg pairs or
small groups may isolate some of the girls (see aéagensen
2001a).

However, much individual differences mean, it do@schange the
fact that the students form different groupinggfen different
identities), and this is reflected in their lingicsbehavior. They
are hardly different from other young people in Benk in that
respect, and probably not from young people elsesvirelate
modern urban societies. This is a good argumenpfionarily
characterizing the linguistic behavior we can sethé Kgge data
as youth language (or youth languaging), (cf. algogensen
2001b).

The major conclusion concerning code-switchindhat it is not
used differently from other kinds of linguistic pteenena. Code-
switching is used to achieve goals, and code-swigchs
intentional in the sense that all language useténtional (it may
also be considered rational, see Myers-Scotton &m@i 2001).
To be in the possession of, to command, to “haugjuistic
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features which are usually by other people asctibéslo different

sets of features and considered separate, is n@Rwgic nor

strange. Itis language just like every other lisjo phenomenon,
and it is evident from the Kgge data that the diseich features in
violation of the monolingualism norms is language dike all

other kinds of language use. It is languaging aslus

The linguistic behavior of the Kgge minority stuttedevelops
into youth language with all its characteristichefe are the
characteristics which Kotsinas 1994 describesydaing loud talk,

simultaneous talk, the use of non-linguistic soefidcts, etc. We
have also observed the creativity and expressigendsch

Kotsinas finds characteristic of youth language] are have
observed them particularly in the code choice akeswitching
patterns which the minority students develop thiotingir school
years. By the higher grades we can furthermorereegesquent
references to popular culture, media personalifigsshows, etc.
Androutsopoulos & Georgakopoulou (forthc.) mentioaddition

to this teasing which we have also observed in mastances.
They further describe the “increased and innovatseof certain
discourse markers” which is the least one can baytahe Kgge
students. Androutsopoulos & Georgakopoulou (fojthalso

include as characteristic of youth language a pim&Emmn

mentioned by Kotsinas, namely the extended ussboited words
and expressions. Keim (2007, 227) lists severathef same
characteristics as typical of her Turkish PowetsGiinally, and
crucially, it is characteristic of youth languadstt it involves
language play (Crystal 1998).

In particular we have seen how the language ugbeofyoung

speakers is extremely meaningful in their negaretiof social
relations. On the one hand, we have seen thatdtie choice
patterns are related to the group combinationsteTisean effect,
in the way the young speakers choose their cogethesocial
relations they cultivate with their utterancescliring patterns of
inclusion and exclusion. On the other hand, thecifipecode

choice patterns also reflect how the young speaegiorize their
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relationships. As usual there is a mutuality betw#dee social
relations and the linguistic variation.

The playful language and the social negotiationsialoseem to
point in different directions as is sometimes diésct (Rampton
1999c, 368, Talbot et. al 2003, 218, Keim 2007 fB5%his may

have to do with the fact that the group studiethenK@ge project
is small and has a homogeneous background. Weftwane very

few overt indications of a feeling of ownershipaoy linguistic

form or sets of features (one example involving@amty girl and

two majority boys occurs in grade 4, see excefi@,4ut this is an
exception). There is indeed a lot of teasing gaingand it does
sometime cross the border into the serious (sesm$tance the
analyses of conversation 702), but it does notluevoights or

access to the languages involved.

This may also be related to the fact that the ntgjstudents show
extremely little interest in getting access to Tsink This general
attitude among the majority Danes, including adudtsometimes
indirectly referred to by the students (such axemple 1,2 in Part
1). We have observed how the young speakers thnaargition in
their linguistic behavior may signal oppositiontte outer (in
particular the adult) world. This sometimes happensdouble
voicing or asmimicry, in which the students through indirect
linguistic means mark a shared opposition to “them”

Such behavior must be characterized as quite doqated
language use, quite advanced language use. Parlycui the
older grades we have observed linguistic productgh many
layers and many references and double reference®iitem (e.g.
Erol’s ah halalla farvelleristiyor musun lan hava halakee the
section on grade 9 above). At least some of thdestis have
become very eloquent by grade 9. Their eloquencleidies the
way in which they manouver between the codes avaita them.
This again refers back to their mutual group mesiipr because
the only ones who appreciate these skills are thiiority peers.
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By grade 9 the young speakers have gradually iatedrthe

linguistic features at their disposal, particulatypse which are
generally ascribed to Turkish and Danish - anddergain extent
also those which are generally ascribed to Endlisthe first years
we mainly see ad hoc loans and borrowed words thenschool

world. Later we see intersentential code-switchamgl later again
intrasentential code-switching. Along the way, thieuctural

relations between the features in intrasententidéthing becomes
more intertwined, sometimes to the extent whereaveno longer
identify every individual element as belonging temr the other
(ideologically constructed) set of features, orglagges. In the
higher grades we also observe cross-linguistic mgnwhich is

only possible if the involved languages are somehdhin (reach

of) the attention of the speaker as well as theexgpgting listener.
This integration of linguistic features is somaththe students
haveachievedin spite of all the efforts in their surroundinigs

prevent them from doing so.

The development of Danish as a second languadeeisnbst
important specific goal of the school with resgedhese minority
students. We have seen that this particular gr@awe lachieved
much better results in terms of traditional scsamicess than what
is typical of minority students in Danish schodiss difficult not
to see this as an effect of the better conditibry tvere given by
the school at the time. They do of course not aehiath the same
degree of success all of them, there are consildeditberences
between the students in our group. Interestingb/have noticed
that the same students seem to score high onn&ihigs and all
measures of school success, including their sdbawving grades.

Those who score well in the rankings, are alsantieiduals who
code-switch the most (see table 3.8.2). Code-simiiclis a
phenomenon which is characteristic of the most istiphted, the
most advanced language users in this group. Nealesgs, code-
switching is not a very frequently occurring phemmon. This we
see when we study the proportions of code-switchamgl non-
code-switched production.

519



The figures of the simultaneous use of more langsiag one
utterance show us that there is still a consideratjority of
linguistic production which is held in one languagkee figures we
have from the Kgge project do not categorize alfuistic

variation, however. Jutland Danish is still Danisbt producing
an utterance, or a part of an utterance, in Julardsh, when the
rest of one’s production in a given situation is Standard
Copenhagen Danish, has an effect. This effectigenable to the
effect of switching from Greenlandic to Swabhili. &tvalues
involved will be different, and the references tiitades, societal
power relation, etc. will be different. But the ploenenon of
linguistic variation expressing or creating meansithe same.

The total number of utterances which are Danisledhas 37,400,
while there are 16,200 Turkish-based utterancesh®©bDanish-
based utterances, around 300 include loans, frakisfuor ad hoc
loans from English or a few other sources. Of thekiBh-based
utterances, roughly 1000 involve loans, primandnfi Danish, but
also some from other languages. In addition thers 400
utterances based on other languages, and there8@be
intrasentential code-switches. This leaves us wsth800
utterances, 2100 of which include items from mdrant one
language. We notice that we haaataccounted for different codes
which are considered varieties of the languagets.Wereach the
result that as a whole the phenomenon of simuliasmase of two
or more languages in terms of utterances amouratsdat 4% of
all talk among the participants in the Kagge projé¢e know very
little about the representativity of the data, thét data material is
large and varied enough to tell us that code cheiae important
linguistic tool used for whatever language is us®d and that
code-switching is a sophisticated and advanced snezin
expression.
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Part 4: Perspectives and implications

With the Kgge data we have observed the developofgruth
language. The specifics of the linguistic behawbithe Kgge
students are of course precisely specifics, but gkeeral
characteristics which we find in the analyses iathdypical late
modern adolescent behavior (see below about theptam
perspectives). We have witnessed the developmelmgfistic
behavior as social acts. The young speakers ugedge, and they
do it to do things with, by, and for each otheiisltmportant to
bear in mind that we have not seen everything thing speakers
can do with and choose to do with language. We hnaaterial
from a few specific types of situations from theweryday. The
language use we have as data in the Kgge pragdanguage use
in a school setting, but not a classroom. | haweat exclusively
been concerned with the interaction between theyspeakers,
with an emphasis on the linguistic minority studgewho know
Turkish. Their peer interaction under such circlanses have
given us insight into the patterns of developmenvell as the rate
and order of certain developments of poly-lingietidwvior. | have
described the specific poly-lingual behavior wewé&éness among
these minority students, as a kind of youth langualgich carries
many of the characteristics of youth language,vthith is also
characterized by some qualities that we find amalhgoly-
linguals, and some qualities we find among humamgse
languagers, as such.

The youth language characteristics are, for ingtancthe
playfulness, the performance, the creativity, tbastruction of
opposition. They are all qualities which are chtastic of youth
language as it has been described in many studies.

The frequent use of features which are generaltyilzed to
different sets of features, ideologically consteactlanguages”
(varieties, dialects, or codes, etc.), including®the speakers do
not “know” or “have easy access to”, is not somejhonly
adolescents do. And it is not something only patgiials do.
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Agha (2007, 164) describes the alternating use ifférent
registers, for instance sport announcer talk andriglay speech”
among young monolingual boys who do not commandploets
announcer talk to a very large extent.

When a register that is regularly employed in ca
practice is deployed in a partial or fragmentary wa
another such a usage may confer some legitimacy - a
peppering of prestige - upon its speaker/author,
particularly when the target audience is unfamivégh

the authentic uses of the source register (Agh&,200
165)

Agha argues that this is possible because speakerable to
recognize many more different registers (languagedes, etc.)
than they can actively use. As we have seen, valasscribed to
the codes, and it is possible for all speakereftr to these values
with a token linguistic features representing tleec (register,
language, etc.), the ideological construction. T$my main point
- that on the basis of their language use and Eggdevelopment
we must characterize the young Turkish-Danes aslatled/
normal human beings in general, and as absolutainal late
modern adolescents in particular. They are langsadgke
everybody else in their age group. They have acef=atures
ascribed to a different (perhaps a slightly widarjge of codes
than the average majority adolescent Dane, butgtasnatter of
(small) degree, not of important cognitive or sbcansequences.
The special characteristics of their languagingehtavdo with the
fact that they argounglanguagers, not that they are members of
a linguistic minority in Denmark, and especially mtat linguistic
minority they happen to belong to.

In addition to this point there are some perspestiwhich the
Kgge material and my analyses raise. Before disuygbese
perspectives | emphasize that the multivariety behaf these
adolescents shows how meaningless it is to expsptachlige
Reinheitfrom poly-lingual language users. With Rajagopalan
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(personal communication) | propose that we do naharily
classify speakers as monolingual, bilingual, tgtial or whatever,
but adanguagersHuman beings use language as a human facility,
and human beings are the only species with sueltibty. The
ways in which human beings use this facility areirgacately
integrated, and perhaps so universal in their gtracthat it is of
less importance that some people only understame s what
other people can produce with language. Speakaraataexpect
to understand everything others say (somethingaaknts have
realized when their children began verbalizingni&irly speakers
can not expect that everybody else understandgtauey they say.

There are nevertheless usually some others wharherstand the
things that a person says, what she or he doeslantuage.
Languagers who do not understand a particular hurearg are
not in any way entitled to degrade what they canumoerstand.
People can not forbid others to employ their skdlsd neither can
they downgrade others who understand differentuagg use.
These are the purely moral consequences of oumaisms,
which should be absolutely unegiuvocal and univeiseluding
in Denmark.

There are other perspectives of the Kgge projetiaystudy. |
have discussed issues which were raised in the pimgect under
inspiration from Huls, particularly power in langygause. | have
also discussed issues which came to the Kgge prayjgc
inspiration from Pfaff, particularly regarding tbeganization of
linguistic features and models of so-called bilialggm. Thirdly |
have in may ways used insights, concepts, and stigge from
Rampton on the Kgge data. Finally there are ceddurcational
implications of the insights from the Kage datae3é&points | take
up in the rest of Part 4.

Huls perspectives
An important perspective in the analyses | havegmted in Part
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3 is that of linguistic power in interaction. Comsational power
is also in focus of several of the Kgge studieedadibed in part
2.lmportant inspiration has come to our studiesifrduls and her
studies. First of all, her studies of power in Tisihkspeaking
migrant families in the Netherlands operationalpmver as a
concept for analysis of language use. Huls (20@0gritical of
traditional sociolinguistic views of the linguistigppower
relationship between the gender. She finds th&imihe families
who have provided her data, the women are quitguwuecally
the most powerful and dominant language users. bBioddyzes
powerwielding i.e. processes by which individuals (seem to) get
their way at the cost of others, in her case hderiaptions and
simultaneous starts are solved, in short: who “wamitt who
“lose”? Huls distinguishes, with Olson & Cromwell9/5),
between power bases, power processes, and poweynes.
Power bases are the resources that enable onédfitbdite’s
intentions. Resources need not be activated, tesegsor may
choose not to use her or his resources under piantic
circumstances. Power as a resource is of courseal#ive. The
powerful person is powerful in relation to othergmns. Power
resources are therefore not easily determined enb#sis of
interactional data. However, in the Kgge projechaee so many
consistent indications of the relative distributiai power
resources that we have no difficulty in determinjsgme of) the
distribution of power resources. The girl Esengaia and again
found to be a very strong individual, and she eealithis herself
(Jacobsen 2003). Esen’s case leads to the contlilnsibit makes
no sense to discuss power only as processes sk pinecesses the
powerful individualswield their poweresources

To understand what goes on, we will be helped byrmight into
the ongoing power relations among the individu@ltss insight
contributes to explaining, for instance why Erolesal times
follows Esen’s lead, also when there is no preparaor
explanation for this in the interactional data. $idistinguishes
between status and power in order to explain theargmt
discrepancy between her results and received wisdbout
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Turkish family structures. Although status undodbjes at play

in the Kgge project, such a distinction is probaimdy necessary.
Those individuals who rank highly, are also the pdwul ones.

Murat is another example (cf. the section on g&adePart 3).

Like Huls has found, all the Kgge studies who himgeised on
power and gender have reached the conclusionitileaage more
powerful and linguistically stronger than boys. &s¢n (2000),
Madsen (2001b, 2002, 2003), Madsen & Nielsen (2QCobsen
(2003), and the results of the analyses in Pagt&&ll support that
conclusion. As we have seen, Petersen (2000) stsgiped this
distribution of power is a reflection of ongoinggtal change. On
the other hand, this general distribution of lirgfigi power may
also relate to more traditional patterns. The b&haof the
different groups show that the girls handle the iaistration of
topics with more sophistication and flexibility théhe boys. The
boys discuss one issue, often loudly, until anosiudject comes
up, and then this new subject is discussed forilewhmong the
girls issues are not necessarily left, when theynat addressed
directly. They can be taken up again, nuanced, wsstl, for
instance in teasing. There is more direct and teading among
the boys, and everybody participates both in tasitg and in the
laughing. Among the girls there are conspiracies alfiances,
inclusion and exclusion. This observation is irelimith Quist’s
(1998a) sociogram, in which we can see the boyw fone big
inclusive, hierarchical network, where the girleficseveral small,
exclusive groups. There are similar descriptiorgeoider-specific
network organization in the literature (about Tatkfamilies, for
instance Kaitcibas1 1982), and we can speculate that boys are
better trained to linguistically handle situatiomisere several or
many people are present, while girls are betténdchto handle
situations involving only few people.

This would explain why the Kgge data so consequestbw us
girls as the most powerful individuals - the dagfiect situations
with relatively few (three or four) speakers. lttmbalso contribute
to an explanation of why men seem to linguisticalbminate
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women in the public sphere (as pointed out by feshimguists
long ago), and women on the other hand seem tordgdenmen
linguistically in the private sphere.

Another aspect is the fact that the boys seem tinbeore equal
terms with each other internally than the girls &g these equal
terms are not extended by the boys to the girls.Vigny strongest
individuals may be girls, but the very weakest aghtime core
informants are also girls (cf. Bgll 2002). Exclusimay happen
only to girls and not to boys, but an excluded gah not count on
any support from the boys.

Huls’ (2000) study actually bases its conclusiama sort of power
outcomes, on results of struggles for the flooe power of course
lies in the process, in that the outcome is detsechiby the
ongoing struggle. As Huls’ analysis goes, she lod&s
explanations in the power resources. To an exterdaikewise
with the Kgge data. We have analyzed power prosgsseverbal
fights, initiative-response patterns, formationsaispiracies, etc.
In some cases, power outcomes have also beenus, fsach as
Madsen (2002) and Olesen (2003). In all studies résults are
that power within this group of speakers is accuatad over the
years, and when we are past the first grades, ihaceedoubt that
the speakers bring their relations along to thevemsations.

Another aspect Huls has studied, involves politesagategies (see
for instance Huls 1991, 2000, Huls et al. 2003) agngoung
speakers. Huls finds that traditional politenessotiz can not
account for the linguistic behavior of majority déuts in Kagge -
who are in the process of constructing an equaliym. The
Turkish-speaking minority students in Kage do sdnmgtsimilar,
but less extreme. They distinguish between hiereadiy
organized interlocutors in their behavior, but miless so than
similar minority students in Rotterdam. This obse¢ion supports
Petersen’s finding that the minority adolescentguistically
behave in a way which reflects ongoing societahgeaHowever,
as Huls points out, the adolescents alsatributeto ongoing

526



social change with their linguistic behavior. Thesea two-way
relationship between the social norms and the yopegple
behavioral (including linguistic) choices.

Possibly the differences in sophistication in thguistic behavior
of boys and girls may also reflect the fact thasgieem to lead in
most developments of new skills and patterns.édflwes command
of more different means, one is likely to be abl@titmaneuver
the opposition. One example which could indicate isothe
exchange in excerpt 4,19. A verbal fight is statigdh majority
boy who is joined by another majority boy againstiaority girl
who ranks very lowly in the hierarchy. Neverthe|edse defeats
them completely - she is used to tougher verbdestian they
know.

These perspectives concern the adolescents as ajdshguage
and social change in late modern society. Soméhefsbcial
changes going on undoubtedly relate to gendersssne some to
generational issues. However, there is not muadteende of class
issues or ethnic issues being prominent. Thelendyof evidence

of individualidentity work, such as Esen’s power demonstrations

Pfaff perspectives

Figure 1.11. presents Pfaff's understanding obtiganization of
factors which influence the language acquisitionToirkish-
speaking children in Germany. Her model illustrates crucial
point that children meet a rich variety of inpuigluding different
varieties of L1, regional and contact varieties, &hey also meet
different varieties of the majority language, botied as L2, i.e. as
an interlanguage, and used as L1, i.e. as a mbbngue. In
addition, the children meet combinations. This inlgads to a
certain intake which Pfaff systematizes in sevetdferent
processes, and a general competence. Some of tloespes
involve language universals, other processes ageiége specific,
and some are determined by learning processes, Téte.
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competence posited by Pfaff, however, is notabcdked as a
total competence which involves all linguistic &ktbgether. This
model can therefore handle output which contaiatufes from
both "L1" and "L2" (and in fact from elsewhere).€Tlrucial
element is the linguistic competence which enaplesiuction.
When this is considered to contain all linguiséiatures, the model
will be able to handle poly-lingualism also.

Pfaff introduces both psychological, cognitive, @odial factors
in her model. That allows for attitudes, judgemafitsorrectness
(and the possibly following corrections) to conttid to the
individual psychological factors which stride thpesifically

linguistic elements of her model. Both languageigyoht the
macro-level, and scaffolding as a strategy at theravievel,

contribute to the input. The input may eventualgad to
acquisition. The acquisition ultimately resultsthe linguistic
competence of the individual.

With inspiration from Pfaff's understanding of Imgjualism and
her model of acquisition and competence Holmen lafad01,
144) have suggested that the individual features sgeaker are
bound together in a network in which the featuresaéso ascribed
to languages as norms. | suggest that we extesartiiaphor to
the features, both as units and rules, being asttilanguages as
ideologically constructed sets of features. Thguage to which
the feature is ascribed, relates to the features ljke other
meanings do, including denotation and connotatibmaddition,
prestige and values ascribed to languages alste rédathe
individual features which are constructed as memludrthe
languages. This is why it is cool to sytamong young majority
Danes, and perhaps ev@aheissebut definitely nobok

As Pfaff points out, the speaker’s experience \atiguage and
languaging forms the basis of what is eventuallyhén or his
competence. Therefore regularly received input Wwigiembines
features ascribed to one language with featuregasdo another
language, will lead to these features being asdrikso the
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possibility of being combined with each other iyt production.

Such an understanding is able to deal with “langgags separate
entities, while still describing real life languagee which
combines features completely regardless of themgaeescribed to
different “languages”. We don’'t need a conceptlahguages” as
separable units in use, but their existence asladeal
constructions may influence the use of specifituiess at specific
times. The habitual use af features with certaiaratteristics
ascribed to a language may make itself felt inube of features
ascribed to another language.This is what happes®-called
foreign accentwhich is therefore nothing which should be avdide
or people should be discouraged from. In factitheédso (without
being accent) what Pfaff exemplifies with the comstion Peter,
sen bana topu verir misin(ee the section on Bilingualism and
poly-lingualism in Part 1). In the Kagge project have followed
up on this observation of Pfaff's, as we have madamilar
observation regarding the competences of the Kdgeests
(Jgrgensen & Quist 2001). The vocabulary use instaof the
minority students seemed to reflect on a very absievel that
they also knew an agglutinating language. The waeayp the
speakers use in the younger grades may give aJongensen
1997c), but the impression does not last, as | hatieed in Part
2 (see figures 2.14-2.17).

The evident consegeunce of Pfaff's model is thabnayze the
input offered to the individual, as features, notmarily as
representatives of languages. The features areschasgkdbelonging
to the ideologically constructed sets of featurdsctv we call
languages or codes. But a model of languagingteddmpetence
of a languager must take into account that feataede - and are
- combined across all their different belongingslanguages.
Therefore whatever competence there isstbe of such a kind
that it allows all features to enter the same petidn, regardless
of ideologies. Language competence is not indepgnadé
ideologies, much to the contrary, as Pfaff's maaleb clearly
illustrates. “Knowing” a feature or “commandingfeature must
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include its ideological ascription to a “langaugé&he pragmatic
skills of a speaker would be greatly diminishe@dhi& or he was to
a great extent unable to categorize features agprd the
features’ belongings to different languages. Nénedetss, being
able to categorize features according to ideoldigidetermined
language ascription does not suffice to make a kgpea
pragmatically competent. The speaker must also knowat least
be able to rapidly register, with what features@hiee can expect
to be understood, by given interlocutors under mive
circumstances. Language learning is much more thature
acquisition.

Rampton perspectives

The young Turkish-Danish grade school students |dpwvheir
language use tremendously over the nine yearadégchool. By
grade 9 they are capable of sophisticated andd/Emguage use.
First and foremost, | have shown how the young lsgrsechoose
from the linguistic resources available to themhwitt following
the norms expressed by society at large, or thehé&sa in
particular. These norms are not ignored, on théraon They are
present in the sense that their existence is usetnented on, and
sometimes ridiculed by the young speakers. Rami2006,
2008a) describes style contrasts which are utilibyd his
adolescent speakers to highlight phenomena inghienyday lives
while at the same time expressing evaluations astipning
themselves in relation to these phenomena. Ram{2008a)
discusses two dimensions, or sets of values wlocltrast, the
posh-cockney dichotomy, and the Creole-Asian Ehglis
dichotomy, which are exploited by the speakers emntamn
occasions, and which are by the way not entiredgpendent.

Rampton’s students can refer to the two dichotoybesause they
are omnipresent in Britian, including the gradeosids. The tokens
that refer to particular sides of the dichotomies eesources
available to the students. Theluesascribed to the specific tokens
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are determined by the hierarchical dichotomies,thrde values
are also resources available to the speakers.

The concept of class is not so often present indbaveryday life,
including the grade schools. Other general parasefadentity
are, however. Identity is a buzzword in interaciion
sociolinguistics, and there is a rich literature idantities and
language use (including, in the Kgge project, Jaenl2002, 2003,
Mgller 2003 and several others, see Part 2).

Blommaert (2005, 207) defines identities as “pattc forms of

semiotic potential, organised in a repertoire”. rBioaert argues
that his view of identities as semiotic potergiaables analytically
to view the relationship between semiotic resouarekidentities,
in particular how different distribution of resoes lead to
different possibilities of enacting high-statusnitdges. We have
several times seen how the linguistic resourcedada to the

young Kgge speakers are tied to evaluations, atdtth identities
played out in some cases were directly relatechéolihguistic

features (as linguistic and status resourceseraiotic potential).

The identities which are invoked by the Kgge speakee (cf.
Mgller 2003, Bgll 2002) in the first instance aged in the second
instance gender (as a distant third comes ethpicitye Kage
minority students present themselves time and agsigoung
people with everything this entails of subscriptitan popular
culture, disliking the boring adult stuff, etc. &ddition to these
social identities, the young speakers perfordividual identities
(such as Esen’s being powerful, and Erol’'s beirguiak wit).
Such personal identities seem to make themselvesaohservable
than references to other more general identiti€ainish society
or among the minority group than the ones alreadntraned.
There are very few indications of specific religgadentities, to
mention just one example. The youth identities @reourse
observable in many ways, not only linguisticallgg<or instance
Reiff 2002, Kohl 2002, Olesen 2003, as describddart 2), and
the gender identities likewise (Mgller 2003, B4l02, and others).
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Linguistically the young speakers use whateveruistic features
they have access to, across a still wider spectriuvarieties, in
their performing personae. The range of differemtes to which
the young Kgge speakers have some (although oémsnlittle)
access is different from what is reported by Rampite ways in
which the Kgge speakers can position themselves-vis events
and objects in their everyday, are more diversenfiran analyzes
the (infrequent) use of German by his young spe&alerd finds
that it is used for a narrow range of situatioastdlescenbeutsch
was comparable to soccer practice devoted to dgaiinth the
referee” (Rampton 2006, 203), in that it prevergtase of flow, of
concentration, among the students. The uses of &grRrench,
English, etc. among the Kgge students do not shiswestriction.
However, the acts carried out by the young Kggealsgrs
represent in a broader sense some of the samectehastics (cf.
Rampton 2006, 378). 1) There is a range of diffecedes (styles,
languages, etc.), which, together with the valsesilaed to them,
regularly appear the language use of the speakeiihe young
speakers regularly use features from such codés,owvwithout
the values ascribed to them, in different perfoiveastylizations.
In addition the Kgge speakers construct imagesodés which
touch on the absurd such as in excerpt 5,5 where Eskes her
way through a parody on the way Danes think Swedssh
pronounced. Rampton shows that the adolescentssistirdy
contribute to the reproduction of linguistically rkad class
difference in Britain in “far more than a superficengagement
with the class dynamics of English society” (Ranmi2006, 378).
The young speakers are aware of the values owd,ttiesy may
occasionally oppose them, but the values are eahphenomena.
Sometimes the young speakers use and exploit tredges, at
other times they refer to them as such, and abthetr times they
oppose them.

The young speakers use features and the valuesjosyto them,
sometimes critically, sometimes oppositionally, teeterally with
an acute reference to the values in society ae)grgrticularly
adult values. Along the way the young speakersodkpre a lot of
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values, but here and there they construct or récaslternatives.
They are late modern language users, languagersy ake
furthermore poly-lingual. They employ features wiaee ascribed
to many different codes, without much respect foese
ascriptions, but with an eye on the values ascribétiem. The
language use of the young poly-lingual languagets beflects
social patterns and creates social relations, arbeés so in
situationally determined contexts, but with a cownious option of
referring to the conditions outside of the indivadigituation.

Educational implications

The figures in table 3.8.2 show us that code-swntgis a skill, a
competence. By grade 8 this code-switching competenquite
closely related to the other specific linguistidiskdeveloped by
the young speakers. In company with others whaatsmhandle
both Turkish and Danish the students have accdsatiares from
both languageglus the option of switching between thérs not
an option which is put to very much use in one ety situation
or conversation. But it is always there as an optis an option
which the students may further choos# to bring into use. For
instance, in conversation 802 there are very fadewitches. As
we saw, conversation 802 is held in a somewhat mood
atmosphere, and the girls do not exhibit any emdisus or any
wish to employ their advanced linguistic competance
Conversation 801 happens to be exactly the oppesiie evident
from the two different code profiles. There is\ely atmosphere,
an ongoing social play with teasing, fun, and alswer struggle.
Under these circumstances the young speakers enahlwider
range of their linguistic skills, and the advanoeds, such as their
code choice patterns, are employed. It is there&trsolutely
imperative that we understand code-switching dsllavghich it
takes time to learn to use efficiently.

The overwhelming trend in the educational system Bessure
againstcode-switching, be it into English by majority déuts, or
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by minority students into a minority language. Thality of late

modern urban life is that there are many codesiwéiie more or
less available to an increasing number of langsadeducation
which aims at preparing young people for that tedlas a task
ahead of it in adjusting the typical view of langaain the
educational systems - the national romanticistimpoof “national

languages” is still extremely strong practicallyepmvhere.

Education for a late modern life will also haveasgkt in involving

code-switching and cultural bricolage in its undemgling of the
possibilities which today’s urban grade school shid meet in
their everyday outside the school.

To prepare for this, an increased emphasis onaictien rather
than production is certainly needed, at least ia Danish
educational system. Students everywhere, from posscto

university, are met with strong demands on theadpction of

Danish - but no demands whatsoever on their uratedstg of

Danish which is not the modern standardigsmal (see the
discussion in Part 1). With the increasingly broadtact between
Danish and other codes, this characteristic of @tiecational
system has increasingly negative effects, for mstaon Danish
participation in Nordic co-operation.

Another expectation from the educational systems find

particularly in Denmark, but also elsewhere in Ferolt is the
expectation that the (low-status) minorities askitaj that they
disregard their background and move on to beconmeagsrity-

like as possible. It is a widely accepted claint Thakish speakers,
Punjabi speakers, Arabic speakers and other mig®dobnspire to
turn whole neighborhoods into “ghettos” by packthgm with

black and brown people. In Denmark this constructias been
repeated so often that it has become a politigdi tSeveral times
the Danish parliament has granted large sums tsttialy of how
“ghettos” can be split apart. For instance by bgisminority

students to lily-white schools, and vice versa. sehaitiatives
regularly conclude in recommendations of increasderance,
increased focus on minority culture, perhaps evaimtenance of
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minority languages, etc. For this very reasondécemmendations
are systematically ignored by the authorities, ipaldrly the

Ministry of Education and the major political pagi (Hetmar
1991, Bugge & Jgrgensen 1995, Kristjansdottir 2006)

Motivation %
Instrumental (we have to, we live here, tq 81.3
talk with authorities)

Educational (to learn more) 6.3

Integrative (to have Danish friends, Danigh 12.5
playmates)

Table 4.1. Turkish parents' motivation for wantthgir children
to learn Danish.

This constant and loudly communicated social anacational
pressure on the minorities may succeed in assinglabme of the
members of them to the majority language and thenmaculture.
This is not going to take place without reservabonthe part of
the minorities, however. In Table 4.1 we see ongnefresults of
the questionnaire of the NISU-study (Boyd et ab4l§ see also
Bugge & Jgrgensen 1995). It concerns the motimdhiat Turkish
parents have for their kids to learn Danish.

Every single parent in the study wanted his offluekish speaking
child to learn Danish. But more often than not tiagivation cited
was instrumental rather than integrative. A trydgo, egalitarian,
and liberal educational system would not rely sorgjly on

instrumental motivation. It would not show such tsnpt for

minority cultures. There is a tremendous task ahetdhe

educational system in restoring (or building) ¢dence in the
human openness and tolerance of Danish socieggration is

reciprocal, and this also holds for the culturégration between
immigrated minorities and the majority.
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To a certain extent this problem parallels the [@m@bwith the
understanding of language learning. Language leginiDenmark
is a question of learning to produce, not to urtdexs The
educational system lacks the understanding of agpguwse as
interaction. Similarly the educational system tlsinkf the
interrelation between majority and minorities asa-way affair.
Linguistic minority members are supposed to invastrgy in
learning how to produce Danish in company with mgjo
members. Majority members are not supposed to ireressgy in
learning how to understand Danish spoken diffeyeindm the
rigsmal particularly not with new accents. Few educationa
systems, and certainly not the Danish one, hadeedawhat it
means that understanding precedes production: adot be
achieved by emphasizing the students’ comprehernstential
systematically, particularly with respect to theigaon in Danish
spoken by different speakers.

As | have observed (see the section on Pfaff petisjes above),
to be a competent languager one must have accdsattoes
including their ideological ascription to “languajeOne must
“know” what is considered to be “English”, and wisatonsidered
to be “Danish”. In addition, one must know or béealo rapidly

register whether a given interlocutor will undenstéeatures from
a particular set of features. If the interlocutoesd not, it is time for
the pragmatically competent speaker to find feattn@m another
set of features. The insight from the Kagge pragthatspeakers
may understand features from many different “largpsl and

appreciate production that uses a wide range ofuies . This

important fact is as far as | know totally abseaotif all language
education. In fact, language use as interactioa pgerspective
which is not very frequent in language educationléast in

Denmark).

In evaluating the progress of language learnerssadhe board,
the educational system focuses on conservative sh00om
production. In addition, the system is entirely aie\of testing or
evaluation or just appreciation of language useckimvolves
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features from different codes. Code-switching isversally

considered a hindrance to learning and a nuisémttee Kgge data
there is ample evidence that this ideology coulé seme
improvement, atleast some thinking among educatiplanners
and decision makers, and not only with respect toorty

education.

A different educational issue is raised by theriggun table 2.4. It
compiles all the rankings of the students which laased on
evaluations, primarily of their linguistic skilla different ways at
different times, but also a few other measures. Tinast
conspicuous tendency is that the same studentstedepthe lists
from first to last, and there are other students wdm be found at
the bottom throughout the table. This has profaomgdications for
the ongoing discussion in the Danish public sclsgstem about
the so-called “negative social legacy”. Accordimgctritics the
school system only reinforces and maintains théososonomic
differences in Danish society. According to decisitakers this is
not so, the school works hard to create equalitg aqual
opportunities. With this group of students, thesesery little to
indicate that the school has meant anything attadin it comes to
the social ranking. The ranking order on the day teave school
is the same as on the day they entered. This duesenessarily
reflect any difference in socioeconomic status. §éw@oeconomic
status of the students’ background is practicalysame for all of
them. Nevertheless, their nine years of schoolirg lonly
maintained, and in fact reinforced, the differenedsch were
already there when the students began in schoeleTdre many
possible ways to discuss this: Is the school urtalppeovide equal
opportunities for minority students who do not hatieer means
of acquiring them? This is possible, although westmamember
that this batch of Turkish-Danish grade schooldreih have been
given a much better treatment by the school thast manority
students. Or we could ask, is the school unprepareidal with
minority students with no skills in Danish? Thigprebably not so,
for the only common characteristic of those whondl, is that
they score well in the evaluation of their Turkishschool start.
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Knowing Danish is not necessary to succeed. Knowiagish is
not even a guarantee to succeed. So the most @recis the
worst, question is, is the Danish school systenit €of minority
students, or is it a failure with respect to digsw the negative
social legacy of some students?

Before we can approach such questions with a reaseanswer,
we must probably study further what causes theewdffces
between school beginners - notably, school beginfrem the
almost exact same social background. Why are semge@r old
children much better equipped than others with #Hane
background? This is a relevant question, not aoiynfinorities,
but also for majority school beginners.

When all this is said, the most important educaiomplication
of the Kgge project is that the young minority mensiof society,
based on their linguistic development and behawsi@r absolutely
normal human beings in general and absolutely nidatgemodern
adolescents in particular. Their linguistic behawsmot deficient
or problematic, it doesotlead to negative cognitive consequences
caused by semi-lingualism, therenslower threshold they have
not (yet) passed. The problems they may have srdspect are
caused by the fact that the educational system mimtagcognize
the minority experience and does not (want to) ictemst as a
normal human experience.

Conventions

The transcriptions in the Kagge project follow a giifited version
of the Childes conventions (see MacWhinney 1996 3pecific
conventions for the main tier are listed in parfTBe dependent
tiers are also described in part 2.

The excerpts and examples | give in this bookmtistish between
codes. Anything inTurkish is in italics and Danish is in recte,
while material in other languages is underlinieahly distinguish
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between these three in specifically cites examptes,in the
running text.

Phonetic transcriptions follow the IPA (1999) gdides.

All personal names and place names referring tocgzants and
places in the Kgge project have been anonymizdvittuals have
been given aliases reflecting their first langudige. Turkish
speakers have aliases from Turkish name tradigétan)

Sources of error

It is self-evident that a twenty-year project inved a wealth of
sources of error. To begin with the set-up. The sitthe project

is by no means a coincidence. The project waszexhliafter

Jargen Gimbel and | had in vain for some yeard tioeapproach
other places - either the authorities would noeatour presence,
or the schools (often the teachers) did not wapatticipate. The
initiative to the Kage project came from Kgge, #mete is reason
to believe that the involved persons were awarettigastandard
and organization of the minority teaching in Kegesvguperior to
most of what was happening in Denmark. The paditip in our

study are not typical.

We can not know for certain that our project did influence the
way the group was dealt with by the school. Iftbe, effect has
probably been marginal, because all the other ntynstudents in
the school received the same, for Danish schods@xinary,

treatment.

The data collection also involves pitfalls. Wedrgelot of different

data and collection methods during a two-year mplase, and in
particular we gave up classroom observation anglovidcording.
This means that the pedagogical insights we oldaneze limited

to the teachers’ perspective, and the linguistita daxcluded
classroom talk.

539



This also means that our conversational data tgsesquite
specific. We do not have data from the studentshém their
leisure time activities, youth clubs, or their henggout.

The transcription is a problem of its own. To maintabsolute
rock steady conventions and principles over theentban ten
years it took to transcribe the conversations, acss many
different transcribers is difficult, to put it mliid To maintain
common principles for Turkish and Danish, not tatren all the
other codes used, is also a challenge. | am cdttiainwe have
failed to achieve perfect consequence in our trgstsan practices.

Once the transcription is in progress, the trabscrnas to decide
the limits of the utterances, i.e. when to close orain tier and
open a new one. We have followed wildly uneven fcas at

different times in the project, ranging from thetrermne (one

grammatical sentence per main tier) to very lagsult has been
a difficult job to streamline these differencesthe utterance
concept we eventually settled for, and it has eeticonsequently
carried out in all transcriptions and all the vens which are
available.

Analyses have also given sources of error. Foairts, the tag
switches have been classified as loans and asswitishes at
different times. The backlog of changing such asedyis not
removed yet. A similar problem lies in distinguisthibetween ad
hoc loans and more integrated loans. The very giaeee ranges
on a spectrum rather than discrete points, anéar doundary
does not exist. The criterion of appearance indat& is not
particularly good - especially in the case of sdhetated
vocabulary which may only appear rarely in our dat# at the
same time be used frequently in classroom interactince we
have analyzed more than 50.000 utterances, thesemalerrors
and inconsequences.

Though it was not a very frequently occurring phraeaon, it did
happen that we were in doubt how to categorize aufe,
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particularly English loans in Danish, and we somes8 had to
change the categorization with the passing of tims likely that
aword asguckby 1987, among grade 1 students, was an English ad
hoc loan, and it is entirely possible thatk by 1998, among 16
year old grade school students, was a completigiated Danish
word (which of course has historical roots in Eslglibut so does
the wordcenterforward. No clear line has been followed in this
matter.

In the analyses of interactions | deliberately atel the more
extreme rules of Conversation Analysis, and thelatfycourse
introduce new sources of error. | can not know WwleEsen when
she has fun with Danish vowels and pseudo-Swentigact does
have fun at all, or it is just hard for her to pponce the vowels
according to norms. Such understandings of whas goen the
conversations can not be absolutely certain and.sol

Similarly, | take certain values ascriptions to esdor granted,
such as the late modern urban youth style signaireptwise,
oppositional, anti-adult demeanor (or claims to sthe
characteristics). | do rlotowthat this is the value ascribed to that
style, I assume it, and | do not bother to demaistihe truth of
my assumption every time the style occurs. | doknotwv, either,
that English is a prestige language for my inforteaalthough |
know it is in society at large, and it fits nicelth the behavior of
the students. | assume it is, and in most conciates, | just take
it for granted. This is a necessity, if one wantstady a large
number of interactions in a considerable numbepakersations.
This does not change the fact that it is a possitece of error, at
least in the individual, isolated exchange in acHjme given
conversation.

| have described general tendencies in the devedopof code
choice patterns of the young speakers. | have fthaicthe stage
the speakers reach is characteristic of youth laggur his may be
a result of the fact that my main data type is groanversations
among peers with no adults present. The lingutstavior of the
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speakers in the company of family may differ coasably, and it
does differ considerably in the adult conversati@aswe know
from studies of them. The data we have represant-gavate
conversations, and we can not be sure exactly thhatmeans for
the languaging of the students. We know that thgaqwoject has
succeeded in producing some very colorful data intémse poly-
lingual languaging, but we must still be aware tlassroom talk
can be different, not to mention public talk oraeyer scale.
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Abstract

This book deals with the development of linguibetiavior among
linguistic minority students in the Danish gradead. It describes
the so-called Kage project, which is a longitudisialdy among
Turkish speaking Danish grade school students.

Part 1 is a theoretical discussion of some cempakepts in
studies of polylingualism (multilingualism). Firgtl point out that
language is a human phenomenon which distingutsimesnkind

from all other species. Next | suggest that we gigecounting

languages, because languages as separate unitieal@gical

constructions without reality in the language usgeople. We can
analyze language use at the level of feature, @taay know how
the features are ascribed to the abstract ide@bgiaits called
languages. Features are generally ascribed to gudge.This
enables us to work with a concept of code-switchiry feature

used in an inetraction following a feature withiféedent language
ascription, may be a code-switch. Whether it igeiels on the
situation, and whether speaker and listener(s)yiatly agree that
it is a code-switch.

Languages are further ascribed values. These valke®llow the
features. Speakers use this fact, among othershmdorrow
prestige through their language choice. In Part this book |

describe the typical norms of language choice,untidg the

monolingualism norms which assume that speakerseaseres
from only one language at a time. These norms asnwith the
multilingualism and poly-lingualism norms which@i speakers
to use the features at their disposal, also whenviblates the
monolingualism norms. | define poly-lingualism s tanguaging
which employs whatever features are at the dispdslaé speaker.
Another discussion involves the notion of featusdsch are “at
the disposal” of the language users. In some ¢hses are social
restrictions on who can use what features.

As a consequence of these insights it gives no mgda try to
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delimit a “speech community”. As the social unitdist work with

concepts of a smaller scope, such as school dagsup. Newer
sociolinguistic studies have used the notion of mamity of

practice, which may shed light on the Kage material

In part 1 | also describe different types of saagiliistic work with
language variation and change. In Parts 2 and i3cuss the
analytical method | use, in relation to the soagliistic traditions.
Analytically I am indebted to the so-called conatien analysis
(in particular Steensig), although | can not atfalllow the self
understanding of Conversation Analysis.

Part 2 also decribes the Kgge project in detail.néAee collected
data from the involved students each year, frondgathrough
grade 9. During the first years of the projectsalhools in Kage
participated. From grade 3 we concentrated the adkaction at
the school with the highest share of linguistic onity students
(the Ahornengen School). The core group of paricip are a
dozen Turkish of speaking students.

The data collection includes questionnaires torgaréeachers of
Danish, and teachers of Turkish. In addition weeh&eacher
diaries, week schedules, and the students’ sckawirlg grades.
The linguistic data are conversation recorded amddape, from
each school year. There are group conversationgbatminority
students, group conversations with both minoritydents and
majority students, group conversations with onlyangy students,
and face-to-face conversations between the indalstudents and
a Turkish speaking adult and a Danish speakingadapectively.
During the nine years different tests have beenmidtared once,
including a reception test in grade 2, two cloztsén grade 9, a
vocabulary test, and a reading test.

The Kgge project has an educational aspect, asngaspect, and
a social aspect. The educational aspect includestehching
provided to the students during the first threeyeéschool. Data
comprise teacher diaries, week schedules, teachkrations, etc.
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This group of data has primarily been studied bsnigl (e.g.,
1994,1998), but also H. Laursen (1992, 1994), Halrfi®©93a,
1995), Bugge & Jgrgensen (1995) and others havewlida this
aspect. Generally, it has been characteristiceofehching given
to the core group that is has been more open towwad
appreciative of the students’ minority experien¢lean what has
been characteristic of the grade Danish schocémneral. Turkish
as a school subject was included in the schedfitbs students on
a par with other subjects as a matter of routind,the teachers of
Turkish also taught other subjects. On the waltselsewhere in
the school it was evident that it housed a sigarficTurkish
speaking minority. Nevertheless, the teaching m ghbject of
Turkish was only rarely co-ordinated with otherjsgbs, including
Danish as a second language (De Jong 1997), amthetea
cooperation was not very intense. By the end adesschool the
students were distributed along the whole spectitmrespect to
traditional school success (i.e. with respect tartgrades in the
different subjects), but they were mainly in théreme points.
Some of the minority students achieved very sigaiitly and were
awarded the highest grades of that year. Otheesvext very low
grades. On average the difference between minamidymajority
students was not alarmingly big, but this coversy \dfferent
distributions.

The social aspectincludes the parents’ attituolesd evaluations
of their children’s linguistic development. Thigast was treated
in connection with an Inter-Nordic study of langaagse and
language choice among immigrants (Boyd et al. 19944&Ve
found that the use of Turkish among Turkish spegkamilies is
more frequent than the use of minority languagkmilies with
other backgrounds than Turkish. Later it has tumedhat the use
of Turkish increases with the pressure put on Hmailfes by
majority society (Bugge & Jgrgensen 1995). The marenost
often cite instrumental reasons for their wantimgit children to
learn Danish. Skepticism towards majority Daniskeropess is
common. Can (1995) studies the young Turkish spgakinority
Danes’ leisure time habits in Kgge. She finds thate are three
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groups, and the best integrated one belongs idigtect of our
project. Quist (1998a) has drawn a sociogram oétih@ents in the
classes of the core group. The boys are organinedni
hierarchical, but inclusive network. The girls amganized in
small groups or pairs, and most minority girls an¢h other
minority girls.

The linguistic aspect deals with the acquisitio®ahish, and with
the development of code choice patterns. Holmef3491995)
and Holmen & Jagrgensen (2001), Quist 1998a, Ma(zebdla)
represent this aspect. The minority students raplelvelop skills
enough to participate in conversations in DanishToirkish is not
given up by them. By the end of grade school alldtudents in the
core group are able to cope with Turkish aloneweal as with
Danish alone. Several of the Kgge studies haveelb@kt code
choice as acts of identity on the side of the stitslgMaller 2002,
2003, Bgll 2002, Jacobsen 2003, Jargensen 1998 iaeof these
works). Some studies have had their focus on thaalso
negotiations which take place in the group convarss, and their
relations to code choices (Madsen & Nielsen 2004dakl
2001a,b, 2003, Jgrgensen 1993,1998, Jacobsen ad0dany
others).

Part 3 of the book deals with the development afecohoice
patterns among the young minority students thrabghr school
years. The share of Turkish, for instance, in cosatBons
involving majority students, is negligible afteage 3. During the
first years the minority students do indeed spdakaf Turkish to
each other in group conversations among minorugiestts. The
boys continue to do so throughout their schoolgjeahile Danish
gradually increases its share without becoming nused than
Turkish. The girls, on the contrary, speak almostlesively
Turkish to each other until grade 7, and from gr&dalmost
exclusively Danish. This is not an indication ttie students do
not learn Danish, as can be seen from the diffelistributions of
code choice in different combinations of interlargtin the group
conversations.
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Apparently, both boys and girls select code difiliein the
presence of members of the other gender from vegtdo when
they are alone. This can be seen as an indicatiseveral “we-
codes” (Gumperz 1982), i.e. different ways of shayvone’s
perception of the relations between the interagigrgons. During
their school years the young speakers developroomisly mere
sophisticated code switching practices. This caddseribed in
several ways. In a study of code switching in défé types of
sequences Hansen (2004) finds that there is a cbhondetween
the rate of acquisition of Danish as a second lagguand the
development of code switching forms. Hansen applasr’'s
(1995) concepts of different code switching typged?art 3 | take
a closer look at what it is the code switches ddiféérent stages
in the development of the students (see also Jeege2004). In
grade 1 the students mainly use Turkish-basedanttes, in some
cases with Danish loans, particularly loans fromgbhool world,
or tabooed words. The Danish words are also playid We can
also observe the linguistic playing in grade 2. iBlans slightly
more frequent than in grade 1, and an occurenEaglish can be
noticed. In grade 3 the Danish words, particulxdyn the school
world, become more integrated with the Turkish, oals
grammatically, but there are still many ad hoc &drhere are not
as many loans of Turkish into Danish (and they neeeome as
frequent as the Danish loans into Turkish are).e=salitching
appears in social negotiations, and a few GermahEaglish
items are included. In grade 4 the loans becomeemor
sophisticated, and they involve more complex molqio and
syntax. More varieties than before are used, sucistgized
immigrant Danish (or late modern urban youth sty@@pde 5 is a
turning point in several ways. The use of Englistréases (and,
by the way, falls again grade 6). Intersentent@lezswitching
becomes common, and it is used in several differays in the
conversations. Code switching in grade 5 is fluastwell as
apparently effortless, and it integrates items femwveral different
codes. More than anything else the code-switchgsaite 5 leave
the impression that the students have increasegrédmgmatic
potential of code choice tremendously with the lagment of
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English and the automatization of intrasententaezswitching.
Grade 6 shows some examples of Turkish loans iatadb. In
addition many of the code-switches appear to beraatically
produced (without making the young people’s spedcised lect
in Auer’s (1999) understanding). In grade 7 thésgmore or less
substitute Turkish with Danish in the girls-onlyogps. There is
also a tremendous difference between the girlglatoys in the
way they use code choice (and other linguistic repam their
social negotiations. The girls use more sophistateans in an
intense power struggle, while the boys rather umitean
oppositional shared norm violation. In grade 8 vee ghe
linguistically strongest students develop theitlskih achieving
their aims, including through code choice. We ase that the
most frequent code-switchers are those who aresplitly be the
best speakers of Danish when evaluated by adultené&ton-
linguist) speakers of Danish. By now, the majositydents seem
to be developing code-switching skills. It is fueticharacteristic
of grade 8 that there is quite a bit of creativel axpressive
language play with code choice. In grade 9 we seexample of
total abstention from Turkish, apparently in arpt to isolate
one participant in the conversation. Grade 9 alsesgmany
instances of cross-linguistic puns with many lagerd deliberately
equivocal meanings.

The conclusion of Part 3 is that we can follow gtadents’

development from beginning acquisition over autenaéipn to

creative use and language play to highly sophistitand creative
use and language play, and to highly sophisticatedial

negotiations. Along the way the young students ldgvato poly-

lingual languagers who employ the linguistic feasnvhich are at
their disposal, without regard for monolingualisamms. First and
foremost the young participants in the project tgvetheir

language practices to be characteristic youth lagguwith

everything it entails, creativity, norm violatiorexpressivity, etc.
(Kotsinas 1994).

The fourth part of this book unites the differeatgpectives raised
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by the Kgge project. Firstly | discuss the perspestbrought into
the project under inspiration from Erica Huls, urdihg the social
negotiations, power and politeness. Language usproaen to be
very much a question of social negotiations, aed/tiung people
have developed into languagers whose languageaisgamply
reflects social structures, but also contributén&construction of
social relations. Next | discuss ideas of lingualisith more than
one language, under inspiration from Pfaff, whosedeh of
Turkish-German children’s linguistic developmentis the basis
of the Kgge project’s understanding of the stafubt® linguistic
features within poly-lingualism. Finally | mentioagainst the
background of Rampton’s important influence orikbage project,
the perspectives raised by the fact that the yspegkers relate to
the world around them and position themselves wighmore or
less shared understanding of the world. The fieapective has
to do with the educational implication of the ifsiggained by the
Kgge project. More than anything else, it is impott to
understand the necessity of involving minority eigrece in the
educational system.
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Resumé

Denne bog handler om udviklingen af sproglig adféhod
sproglige mindretalselever i den danske folkeskolzen
rapporterer om det sdkaldte Kgge-projekt, der er en
leengdeundersggelse blandt tyrkisktalende danshkeed&oer.

Farste del er en teoretisk diskussion af en reekrale begreber
i studier af flersprogethed. For det farst slarfgeg, at sprog er et
menneskeligt feenomen, som adskiller homo sapiguisrsafra
andre arter. Dernaest foreslar jeg, at vi opgivésetle sprog, fordi
sprog som afgreensede stgrrelser er ideologisketrk&tisner
uden realitet i menneskers sprogbrug. Vi kan aeatysprogbrug
pa treeknivo, og vi kan kende treekkenes tilskrivnilrde abstrakte
ideologiske starrelser, som afgraensede sprog &eektkan altsa
veere forsynet med en tilskrivning til et sprog. Betlette, der gar
det muligt for os alligevel at tale om kodeskititdi ethvert treek,
der benyttes i en interaktion efter et treek med agen
sprogtilskrivning, kan udggre et kodeskift. Hvorvidet er et
kodeskift, afhaenger af situationen og de samtakeesdentuelle
(potentielle) enighed om, at det er et kodeskift.

Sprog er endvidere belagt med veerditilskrivning®isse
veerditilskrivninger fglger ogsa treekkene. Det byt
sprogbrugere bl.a. til at Iane prestige med geroenes sprogvalg.
Jeg gennemgar ogsa de typiske normer for sprogvatgnder de
sakaldte etsprogethedsnormer, der forudsaetteroatimugere kun
bruger et sprog ad gangen. Over for dem star desgrierede
flersprogethedsnorm og poly-sprogethedsnormen, Ideer
sprogbrugere benytte de traek, der star til radigbedem, ogsa
nar det er i strid med etsprogethedsnormerne. gfégeder poly-
lingualism som sprogning, der benytter de sprodligek, der star
til radighed for sprogbrugeren uanset treekkenskriining til
sprog. En anden diskussion vedrarer det, at tregktikradighed”
for sprogbrugere. | visse tilfeelde er der af secigrunde
restriktioner pa, hvem der ma bruge bestemte traek.
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Som fglge af disse begrebers indhold giver det iklening at
afgreense en starrelse som sprogsamfund. Som eohizd ma jeg
arbejde med begreber med mindre indholdsomfargikdbeklasse
eller gruppe. Her findes i yngre sociolingvistik goebet
praksisfeellesskab, som kan belyse materialet i Kwgektet.

| farste del gennemgar jeg ogsa forskellige fornfer
sociolingvistisk  beskeeftigelse med sproglig vaoiati og
forandring. | del 2 og 3 diskuterer jeg den anatysede, jeg selv
benytter, i forhold til de sociolingvistiske traidiber. Analytisk star
jeg i geeld til den sakaldte konversationsanalys&(iSteensig),
men teoretisk kan jeg slet ikke fglge konversatoiadytikernes
selvforstaelse.

Del 2 beskriver i gvrigt Kgge-projektet. Vi handat data fra de
medvirkende elever hvert ar, fra de gik i 1. klasde®g med de
gik i 9. klasse. | projektets fgrste ar medvirkediever fra alle
skoler i Kgge kommune. Fra og med 3. klasse konestes
dataindsamlingen om den skole i kommunen, der hataest
andel af sproglige mindretalselever (Ahornengensolegk
Kernegruppen af medvirkende udggres af ca. et dyskmnsk-

danske elever.

Dataindsamlingen omfatter en reekke spgrgeskenilderatldre,

til danskleerere og til tyrkiskleerere. Endvidereefmger der
leererdagbgger, skemaer, og elevernes karakter@iKeskolens
afslutning. Af sproglige data foreligger der lyddaptagne
samtaler fra hvert skolear. Der er gruppesamtaleilem

mindretalselever, gruppesamtaler med bade minded¢aler og
flertalselever, gruppesamtaler med kun flertalsslewg der er
fjees-til-fifaes-samtaler mellem de enkelte eleven@gholdsvis en
tyrkisktalende voksen og en dansktalende voksekelEngange
undervejs er der indsamlet forskellige praver, fx test af
forstaelsesberedskab i 2. klasse, to cloze-testerkiasse, en
ordforradstest og en leeseprave.

Projektet har et paeedagogisk aspekt, et sprogigla®g et socialt
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aspekt. Det paedagogiske aspekt omfatter den usdaeryi
eleverne fik i de farste tre ar af deres skoleg@aja omfatter
leererdagbager, ugeskemaer, leerervurderinger msaeiata er
farst og fremmest blevet behandlet af Gimbel (f84,9.998), men
ogsa H. Laursen (1992, 1994), Holmen (1993a, 1B®%jge &
Jargensen (1995) og andre har behandlet detteta§eslerelt har
det veeret karakteristisk for den undervisning, &groppen har
veeret udsat for, at den har vaeret mere aben og mere
imgdekommende over for mindretallets erfaringer amdetsteds
i Danmark. Mindretalseleverne havde tyrkisk pa ekkémaet, og
tyrkisklaererne pa skolen underviste ogsa i andgeRa skolens
veegge og andre steder var det ogsa tydeligt, atudtemede et
betydeligt tyrkisktalende mindretal. Ikke desto dvm har
elevernes undervisning sjeeldent koordineret fagdisk med
andre fag, heller ikke dansk som andetsprog (Dg 1887), og
leerersamarbejdet var tilsyneladende ikke seerlignsit Ved
folkeskolens afslutning fordelte eleverne sig gangist ud over
hele skalaen med hensyn til traditionel skolesycnes de befandt
sig iseer i yderpunkterne. Nogle af mindretalseleeéavde endog
meget stor succes og scorede argangens allerhkpasieerer,
mens andre havde meget lave karakterer. Genneignét der
ikke den helt store forskel mellem flertalselevery o
mindretalselever, men det daekker altsd over fdigkel
fordelinger.

Det sociale aspekt omfatter foreeldrenes holdninglerog

vurderinger af deres bgrns sproglige udvikling.t®eimne blev
bl.a. behandlet i forbindelse med en nordisk urmigglse af
sprogbrug og sprogvalg blandt indvandrere (Boyd i®94a,b).
Det har vist sig, at brugen af tyrkisk blandt tgitialende familier
er mere udbredt end brugen af mindretalssprog ilimmmed

anden baggrund end tyrkisk. Det har ogsa vistatigprugen af
tyrkisk stiger med det pres, flertalssamfundet leegg familierne
(Bugge & Jgrgensen 1995). Foreeldrene angiver |axfigist

instrumentelle grunde til at gnske, at deres begred dansk.
Skepsis over for flertalsdansk imgdekommenhed lraaf. Can
(1995) undersgger de unge tyrkisktalende mindiddalskeres
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fritidsvaner og fritidsforbrug i Kage. Hun konstage at der er tre
grupper, hvoraf den bedst integrerede hgrer gk idistrikt, hvor
projektet foregar. Quist (1998) har udarbejdetoeiagram over
eleverne i den argang, projektet fglger. Heraf ffdmdet, at
drengene er organiseret i et samlet, hierarkisky mé&lusivt

netveerk. Mindretalsdrengene er jeevnt fordelt ud ngeveerket og
de hierarkiske nivoer. Pigerne er derimod orgastsema grupper
eller par, og de fleste mindretalspiger er i grupped andre
mindretalspiger.

Det sproglige aspekt drejer sig dels om tilegnebsetiansk som
andetsprog, dels om udviklingen af kodevalgsmgnstodmen
(1993a, 1995) og Holmen & Jgrgensen (2001), QuS8a,
Madsen (2001a) repreesenterer dette aspekt. Mitgkleaerne
udvikler hurtigt feerdigheder i at deltage i samtai& dansk, men
tyrkisk opgives ikke. Ved skolens afslutning ereadlleverne i
hovedgruppen i stand til at klare sig probleml¢gest@med tyrkisk
og alene med dansk. Adskillige af studierne i Kgggektet har
i gvrigt interesseret sig for kodevalg som udtrdr
identitetshandlinger fra elevernes side (Mgller 202003, Bgll
2002, Jacobsen 2003, Jagrgensen 1993 er noglesafatisejder).
Nogle studier har interesseret sig for de soc@leandlinger, der
finder sted i gruppesamtalerne, og deres forhdlkddevalg
(Madsen og Nielsen 2001, Esdahl 2001a,b, 2003,edgem
1993,1998, Jacobsen 2002 og mange andre).

Tredje del af bogen handler om udviklingen af kadgsmanstre
hos de unge mindretalselever gennem arene. Saetleandelen
af tyrkisk i gruppesamtaler, hvor flertalselever emed,

forsvindende lille efter 3. klasse. | de farste Ruger

mindretalseleverne iseer tyrkisk til hinanden i gregamtaler, hvor
kun mindretalselever deltager. For drengenes vedi@mde bliver
det ved hele skolekarrieren igennem. Pigerne derionaeger stort
set kun tyrkisk til og med 6. klasse, og hereftertset kun dansk.
Dette er ikke et udtryk for, at eleverne ikke tileg sig dansk -
hvad der fremgar af de forskellige kombinationedaltagere i
gruppesamtalerne. Tilsyneladende fordeler badegdreg piger
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deres kodevalg anderledes, nar de er i selskabmadiemmer af
det andet kan, end de gar alene sammen. Det kattegpptom
forskellige “vi-koder” (Gumperz 1982), altsa foetkge mader at
signalere ens opfattelse af relationerne melleadatalende pa.
| lgbet af skoledrene udvikler de unge stadig nmer@ncerede
kodeskiftpraksisser. Dette kan beskrives pa fléiden | en studie
af kodeskift i forskellige sekvenstyper finder Han$2004), at der
er en sammenhaeng mellem elevernes tempo i tilegnafslansk

som andetsprog og i udviklingen af mere avancerede

kodeskiftftormer. Hansen benytter Auers (1995) kkifigreber.
| denne tredje del gér jeg teettere ind pa, hvadskitene gar pa
forskellige trin i elevernes udvikling (se ogsagharsen 2004). |
forste klasse forekommer der iseer tyrkiskbaseréuleggr med
danske lan, der enten hidrgrer fra skoleverdent abiger
tabubrud. Der leges ogsd med danske ord. | 2.efassaetter det
legende, og der leges med kodeskift. Dansk forekenfidt oftere
end i 1. klasse, og et enkelt sted forekommer skgeB. klasse
begynder de danske ord, iseer fra skoleverdenepti@ede mere
integreret med det tyrkiske, ogsa grammatisk, negfodlekommer
stadig mange ad hoc |an af danske ord. Der enmidage tyrkiske
lan i elevernes dansk (og de kommer heller ikkeqayet tidspunkt
til at blive sa hyppige som de danske lan til tykixi Kodeskift
forekommer som et traek i sociale forhandlinger,gagske fa
engelske og tyske gloser indgar. | 4. klasse bligaene mere
avancerede, og de involverer mere kompleks morfolpgyntaks.
Flere forskellige varieteter end tidligere inddregderunder
stiliseret indvandrerdansk. 5. klasse udger et dt@h
vendepunkt. Anvendelsen af engelsk stiger brafdloigr i gvrigt
igen i 6. klasse). Intersententielle kodeskift btivmeget mere
almindelige, og de gar en bred vifte af forskelligg i samtalerne.
Kodeskiftene i 5.klasse er helt flydende, og degrérer elementer
fra flere forskellige sprog. Farst og fremmest gs@mtalerne i 5.
klasse detindtryk, at kodevalgets pragmatiskeghelier er blevet
mangedoblet med elevernes inddragelse af engelsk
automatiseringen af intrasententielle kodeskift. klasse viser
nogle eksempler pa tyrkiske lan i det danske. Derader mange
af kodeskiftene produceret pa automatisk made (atider dog er
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tale om erfused lecti Auers (1999) forstand). | 7. klasse skifter
pigerne over til at bruge meget mere dansk endstyrerudover
viser der sig en stor forskel mellem drengenes wgrpes
samtalemgnstre, der ytrer sig i intens magtkampemepigerne
under anvendelse af avancerede sproglige meto@eunder
kodeskift, mens drengene mere optraeder oppositidaetlesskab.

l. 8. klasse ser vi de sprogligt steerkeste elewkikie deres
feerdigheder i at opna deres vilje ved hjeelp af kbdevalg. Vi ser
0gsa, at de hyppigste kodeskiftere er dem, deeblinurderet til at
veere de bedste dansktalende, nar voksne indfadte
modersmalsbrugere af dansk skal vurdere dem. Demcridere
tegn pa, at flertalseleverne er ved at udvikle kkiftfeerdigheder
(med engelsk). Det er ogsa karakteristisk for &k, at der leges
meget kreativt med kodevalg. | 9. klasse ser életempel pa
bortvalg af tyrkisk sammen med isolering af en afgdt i en
gruppesamtale. Kodevalg er her en magtstratedilaS8se giver
ogsa eksempler pa tveersproglige ordspil med maageod
flerdobbelte betydninger. Konklusionen pa tredjeedeat vi kan
folge elevernes udvikling gennem begyndende indigedver
automatisering til seerdeles sofistikeret kreatiugbog leg og
seerdeles sofistikeret social forhandling. Undervegsikler de
unge mennesker sig til poly-sprogede sprogerepdaytter de
sproglige traek, der star til radighed for dem, udhemsyn til
etsprogethedsnormerne. De unge mennesker bliveridand
seerdeles avancerede i deres brug af treek med efitier
veerditilskrivninger. Farst og fremmest udviklere®medvirkende
deres sprogbrug til at veere karakteristisk ungdpnogs med
kreativitet, normbrud, ekspressivitet osv. (Kotsii294).

Den fierde del af bogen samler tradene i nogleusdisioner af de
perspektiver, som Kgge-projektet rejser. For destéegennemgar
jeg de perspektiver, projektet har behandlet umtsgiration af
Erica Huls, herunder magtforhandlinger og hafligtggatogbrugen
har vist sig i hgj grad at veere et spgrgsmal omiakoc
forhandlinger, og de unges udvikling har gjort dénsprogere,
hvis sprogbrug ikke blot afspejler sociale strugtumen ogsa er
med til at skabe sociale relationer. Herefter dister jeg
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flersprogethedsbegreber under inspiration fra Pfiafs model for
tyrkisk-tyske bgrns sproglige udvikling danner bafsir Kagge-
projektets forstaelse af de sproglige traeks stéirrsprogetheden.
Endelig gennemgar jeg pa baggrund af Ben Rampttoe s
indflydelse pa Kage-projektet de perspektiver,réges af, at de
unge forholder sig til verden omkring dem og pasiérer sig selv
inden for en mere eller mindre feelles forstaelseeaatlen. Det
sidste perspektiv drejer sig om de uddannelsesmeessi
implikationer af den indsigt, Kage-projektet giveler er det iseer
ngdvendigheden af at inddrage mindretalserfaritey@yt mere
centralt i uddannelsessystemet, der er vigtig.
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