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1. Introduction
A March day in 2009, the 7th grade students in a school in Copenhagen are listening carefully as a
teacher presents the results of a nationwide reading test the students have completed some weeks
before. The teacher runs through the results from the class and compares it with the national
average results. The class has performed notably worse than the national average in one of the
subcategories of the test, and when the teacher accounts for this result, the class collectively
expresses disappointment. Another teacher asks if the poor result might relate to the high number of
bilinguals in the class, and the first teacher replies that it might play a part. Three students – who
would all be classified as bilinguals in the test – then contribute to the open classroom
conversation. Lamis says:”we are not integrated” and Mahmoud laughs and says:”ah man I not
even have learned to speak Danish” [with marked and exaggerated pronunciation and word order
characteristic of a youth style often associated with ethnic minorities]. Philip also says something
that sounds like:”we are just bad Danes”, but I do not hear exactly what he says. A third teacher
interferes and expresses disbelief in the connection between the poor result and the number of
bilinguals in class and expresses negative attitude towards the test in general. The same teacher
argues that their results are not important in relation to the national average, but only in
comparison to their individual results from last year.
(Vignette based on my field diary from March 9th 2009).
This episode from a two and half year-long ethnographic fieldwork in a school in Copenhagen is in
several ways typical for the everyday lives of the students. First of all, it shows the ways in which
the young people easily pick up categorizations about ethnic minorities and in jocular ways
reproduce mass media generated discourses about being poor at Danish (they all speak Danish
fluently) and not being integrated in the Danish society. Second of all, while the teacher’s comment
about being bilingual as an explanation to the poor test result is without doubt well-meant, it points
to a general tendency in the educational systems, namely to neglect the heterogeneity of the group
classified as bilinguals and only focus on their linguistic backgrounds. Instead of accounting for
their parents’ various social and educational backgrounds, their work experiences, or migration
patterns, the educational abilities of the students are predominantly explained with reference to their
presumed linguistic backgrounds based on their ethnic origin (without even knowing if other
languages than Danish are relevant to the children or even spoken in the homes). Thirdly, and in
continuation of this, the episode illustrates how the concept of bilingual is made relevant on an
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everyday basis by gatekeeping institutions such as schools (e.g. Jørgensen 2010; Blackledge and
Creese 2010), and how – as Nørreby (2018) argues – this concept seems to be linked to the idea of
educational challenges more than merely linguistic conditions. However, we also see how such
broad classifications are contested by one of the teachers who refuses to reproduce the link between
bilingualism and educational problems by focusing, instead, on the ongoing school activity and the
learning potential of the individual students. Finally, the episode also points to the main theme of
this dissertation, namely culture as idea and practice. In the episode we see how the adolescents –
in jocular ways – make connections between speaking a (variation of a) language and thereby
belonging (or not) to a (national) culture. Doing so, they orient towards an idea about a Danish
culture, i.e. an understanding of culture as a fixed and coherent set of beliefs and values that a
people have. At the same time the episode also gives an insight into a school culture established by
the adolescents and thereby illustrates the dissertation’s focus on culture understood as practice, i.e.
the shared sets of ideologies, practices, values, norms, and meanings that people establish, enact,
and renegotiate in various communities.
This piece of classroom interaction and the issues it brings to the forefront encapsulate the central
topics of this dissertation. The dissertation concerns the linguistic and cultural practices among
adolescents with ethnic minority backgrounds when they interact with peers and teachers at school,
with immediate family members at home, and with peers on social media sites. It looks into their
local language practices while simultaneously relating the practices to broader societal discourses to
see if and how the adolescents and their families respond to them. The integration of negative
discourses (as well as news stories and stereotypes) of ethnic minorities in the everyday interactions
as exemplified above is a very common practice of the participants of my study. And many negative
stories about ethnic minorities do indeed circulate in the media. Besides the vast focus on
bilinguals’ bad achievements in school, the linguistic and cultural practices in minority families also
receive much attention in Danish mass media and among politicians. With such a focus, the family
homes, which is otherwise considered a private domain, becomes part of the public domain when
politicians want to decide how parents should speak to their children at home, or when they
complain about the amount of non-Danish TV and music being watched and listened to in the
homes of ethnic minorities.
Despite the intense coverage of the ethnic minorities’ language and cultural practices at
home, we do not know much about it. Most sociolinguistic studies about ethnic minorities are
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conducted among adolescents at school. The point of departure for this dissertation is also
adolescents in school, because school is indisputably a major part of young people’s everyday life.
However, in this project I exceed the school-context by also studying the adolescents’ social
encounters at home. Family is where the first linguistic, social, and cultural norms and ideologies
are established, and although they will most likely be contested and negotiated by a child as she or
he gets older and gets more and more influenced by for instance peers and popular cultural
practices, it still forms the first basis for the development of norms and ideologies.
By also including family interactions, my aim is to offer a more holistic account of the
everyday lives of ethnic minority youths. Thereby, this work contributes importantly to existing
sociolinguistic research on young people in contemporary urban settings characterized by great
linguistic and ethnic diversity. Existing studies have demonstrated a high degree of linguistic
creativity among speakers, including new types of linguistic registers. They have shown how people
draw on a vast amount of various linguistic and cultural resources available to them, and how they
engage in new and creative socio-cultural affiliations (Blackledge and Creese 2010; Blommaert
2010; Jaspers 2011a; Madsen, Karrebæk and Møller 2016; Pennycook and Otsuji 2015; Rampton
1995, 2006). At the same time, however, essentialist understandings of language and culture, as
well as assumed natural connections between people, languages and nations, continue to be
important for people (Blackledge and Creese 2010; Heller 2007; Jaspers and Madsen 2016). This
dissertation is about showing the creative, innovative, and processual practices of the participants
held up against their own and the society’s use of fixed and bounded understandings. I show how
the participants challenge, deconstruct, and ridicule essentialist understandings of language, culture,
and ethnicity, but also how they construct and reproduce the very same concepts – and how all of
this is done through language use. I also show how the essentialist understandings of language,
culture, and ethnicity dominate in Danish newspapers. What also dominates the media debate is the
idea that “their culture” is the primary source of affiliation for ethnic minorities and a determining
factor for their social behavior. This contrasts with what contemporary critical sociolinguistic and
sociological research have found, namely that the recent demographic and technological
developments make it difficult to predict and take for granted particular connections between
speakers, linguistic resources, and socio-cultural affiliations (e.g. Blackledge and Creese 2010;
Blommaert and Rampton 2011; Madsen, Karrebæk and Møller 2016; Vertovec 2007; see also
section 3.1). It also contrasts with my findings which show that popular cultural practices,
friendships, social positions, school positive practices, and everyday socialization practices are just
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as important – if not more so – as cultural practices and resources related to ethnic heritage in the
everyday lives of ethnic minority adolescents.
As already mentioned, however, we cannot dismiss the essentialist understandings, because the
participants frequently orient to them. The parents in this study for instance very often express
uncritical assumptions about connections between learning a language and thereby learning about a
culture. The young participants also, in combination with more processual and negotiable
understandings, frequently treat ethnicity in essentialistic ways in their social encounters (see also
Møller 2017; Nørreby and Møller 2015). In general, the young participants often include their own
and each other’s ethnic backgrounds as resources in friendship constructions, friendly teasing and
flirts as the following examples show:
“It is Massima’s (with Pakistani background) birthday, and Nadim and Mark sing her a
birthday song: “… with lovely shawarma, garlic and dressing…” (the original birthday song
– which is being sung at the majority of birthdays in daycares, schools and home setting –
sings “with lovely hot chocolate and cake”)”.
(Extract from field diary, May 6th 2009, written by Stæhr, my translation and comments).
“Kurima claps when she has finished the chapter. Kurima: ”I have developed a habit of
clapping all of the time. It is Musad’s fault. Stupid Iraqi. All Iraqi people are stupid.
Nørreby (the fieldworker): ”Are all Iraqis really stupid?”. Kurima: ”Yes”. Nasha laughs and
says to me (Nørreby): ” Kurima is Iraqi herself”. Kurima: ”But not really – I am not stupid.
Musad is”.
(Extract from field diary, February 3th 2011, written by Nørreby, my translation).

	
  

(From Nasha’s Facebook wall, 2011, translation: “Your paki!! I miss you!! Can’t wait 2 c u
♥♥” and “Safa likes this”).
These examples – as well as the type showed in the beginning of the introduction and the ones we
shall see in the dissertation – all show how the participants use fixed understandings of ethnicity
and culture (as well as stereotypes, discourses, and societal language norms) in humorous linguistic
practices. I argue that this is sometimes used as a playful protest against the mass mediated
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classifications of ethnic minorities (see also Jaspers 2011b), while at other times it is simply an act
of playfulness in line with teasing each other based on for instance popular cultural taste or clothes.
At other times again, these issues are also taken up in more serious ways by both the adolescents
and the parents as we shall see.
These issues, especially the adolescents’ ethnic and linguistic backgrounds, are also very
real and meaningful categories to the school administration at the school where I conducted the
fieldwork. The school is located in a residential area at Amager in Copenhagen. The area used to be
characterized as a working class area. It is now – with approximately a fifth of the population
having ethnic minority background – more often being characterized as an ethnically, linguistically,
and socially diverse area. In 2007 – two years before my project started – 62 % of the students at
the school had ethnic minority background according to the school administration. In 2011 the
percentage was 30. This is the result of strategic work by a new school principal who wished to
mirror the percentage of ethnic minorities with that of the area’s demography and the nearby
schools (see also Karrebæk, Madsen and Møller 2016: 4). The two classes I have followed through
7th to 9th grade, are some of the classes who contribute to the high percentage. In the two classes,
75 % and 82 % of the students have ethnic minority background. Thereby, the students with ethnic
minority backgrounds are by far the majority in these two classes. However, it would be misleading
to view them as a coherent group because there is – of course – great variation within the group
with regard to e.g. ethnic backgrounds, religious affiliation, their parents’ migration trajectories,
socio-economic status, and work experiences, and last but not least, the adolescents’ linguistic
backgrounds; the 40 students in the two classes report no less than 18 different mother tongues
(Møller 2017). Except for two students, they are all born and raised in Denmark.
Despite the vast emphasis on language, culture, and popular cultural practices related to people’s
ethnicity, we do not know much about the linguistic, cultural, and socialization practices among
ethnic minority youths in their homes. The aim of my work is to add knowledge to this field. At the
same time, school, peers, and social media are also major factors in adolescents’ lives, and therefore
I include these setting too in order to create a more comprehensive understanding of the ethnic
minority youth. The impact of public discourses and stereotypes has also proved to be important to
the participants, and therefore I also include analysis of newspapers to study how ethnic minorities
are portrayed in Danish media and to study which role social class has in these stories which most
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often look towards ethnicity, language, and culture when describing issues otherwise discussed in
relation to social stratification, e.g. school failure.
Informed by these matters as well as my ethnographic fieldwork, the guiding research
questions for my work are:
1) what linguistic and cultural resources are made relevant by adolescents in home
settings and in school among parents, siblings, peers, and teachers?
2) which norms and ideologies are (re)produced in these social encounters?
3) how are broader social categories and structures linguistically and interactionally
brought about, reproduced, and contested by the adolescents and their parents?
1.1 Outline of the dissertation
My way into answering these questions begins in section 2 with a placement of my study within
already existing sociolinguist research on youths in school environments as well as in language
studies of family discourse. I also present relevant findings and areas of focus from these research
fields, in particular with regard to family discourse, as it is a rather underexposed area. In section 3 I
discuss central theoretical concepts, i.e. theories of language and culture, as well as my
methodological approach and the ontological and epistemological orientations of the study. This
section serves as the foundation for my dissertation, but throughout the dissertation’s four articles I
also present other theoretical concepts and methodological approaches, which have been chosen
according to the patterns found in the data and the specific focus of the four articles. As part of the
theoretical section on culture, I present general practices and patterns found in my data. I do this in
order to discuss various aspects of cultural practices, but the empirical section also serves other
purposes: My account of some of the general patterns found in my data serves as both empirical
motivations for the selection of the themes of especially article 3 and 4, as well as
contextualizations of the case-based articles. Case studies can be accused of ”cherry-picking”. For
instance, a recurring criticism of Critical Discourse Analysis is that it is guilty of “…selecting
isolated instances of discourse that confirm the existing ideological biases of the researcher”
(Bartlett 2012: 3). With the description in section 3.2.1 I intend to respond to such criticism by
presenting a base for understanding the wider empirical context of the themes, practices, and
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interactions and by doing so showing that they have not been arbitrarily selected, but emerge from
observations of recurrent practices among the participants.
In section 4 I describe the fieldwork, which this dissertation builds upon. First, I account for
the data, and then the fieldwork focusing on 1) field observations, team ethnography, and field
relations, 2) the two settings, i.e. school and homes, and 3) the role of the recorder during selfrecordings. I then proceed with a description of the participants of my study, I discuss my
transcription and the use of translators, and finally I discuss my use of the term ethnic minority. The
case studies of the dissertation are presented in four articles written for academic journals or as
book chapters (section 5, 6, 7, and 8). These four articles constitute the analytical foundation of the
dissertation, and they, in various ways, respond to the research questions. I have utilized the
opportunities that an article-based dissertation fosters in that the four articles have very different
themes and points of departures. They all serve as independent contributions and arguments, and
they all have their own conclusions and perspectives. Despite their thematic heterogeneity,
however, they all revolve around the main theme of the dissertation, i.e. linguistic and cultural
practices in school and family settings. Put together they give us a wide-ranging and comprehensive
insight into the linguistic, cultural, and social practices and norms surrounding ethnic minority
adolescents in family, school and online settings, and in society in general. In section 9 I summarize
my findings across the four articles and discuss the perspectives of my study. Below, I briefly
describe the articles and account for place and status of the publication
1.2 Review of the articles
Article 1: Ideologies, norms, and practices in youth polylanguaging, published in 2013 in
International Journal of Bilingualism 17(4). Written with Jens Normann Jørgensen.
My first article concerns the linguistic practices of the students and their families. Jørgensen and I
study the observed language use of adolescents in school and home settings as well as their
metalinguistic comments. We also look at the parents’ language use, norms and attitudes. We find
that in school, in media, and in Danish society in general students are confronted with a
monolingualism norm - i.e. a demand that they use only one language at a time. This norm is not
found in the students’ homes. Here, linguistic practices blending resources from different languages
are accepted and even employed by some of the parents. The parents do, however, often demand
that their children in addition to an everyday-use of Danish, which they all emphasize the necessity
of, must be sure to learn “their own language”, i.e. the purported heritage language of the family. In
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this tension between teachers’, peers’ and parents’ expectations the adolescents organize their
“languages” and adjust their behaviors according to the demands of the given situation.
Article 2: Rights and wrongs – authority in family interactions, published in 2016 in Madsen,
Karrebæk and Møller (eds.), Everyday Languaging - A Collaborative Research on the Language
Use of Children and Youth1
In this article I focus on the interactional practices that constitute families. I look into the sets of
values, norms, and practices that are being established and negotiated within the families, i.e. the
family cultures. I focus in particular on authority relations and on expressed norms of behavior.
First, I argue that in a study of authority relations and social relations in family interactions it is
necessary to look at all the interacting parties. A reason for this is that I see authority as dialogical
and co-constructed. Another reason is that I find that indexing appropriate and inappropriate
behavior is not a practice only undertaken by parents. I find that children too index appropriate and
inappropriate behavior both towards their parents and towards their siblings. Second, I demonstrate
how authority relations take different forms depending on various contextual factors, and how
authority is not simply something one possesses once and for all; rather it is constructed,
challenged, and negotiated interactionally. Third, I argue that family members’ display of authority
in correcting each other is not only about socializing someone into appropriate behavior. It is also a
resource used to construct, re-establish, challenge, and negotiate social situations, positions, and
relations within the family. Finally, the article shows how cultural practices related to ethnic
inheritance are not dominant in the families, but are simply a part of a whole range of various
resources employed in family interactions.
Article 3: School-positive practices outside the classroom - social identification and
normativity in on- and offline peer interactions, submitted to Anthropology &
Education Quarterly.
The third article takes its point of departure in the uses of and interactions about popular culture and
social media in order to investigate school positive practices and social identification around one of
the participants of my study. In this article I contest the notion that an orientation to academic
success necessarily leads to unpopularity among peers. Through analysis of various kinds of
interactional data, I argue that the focal participant is not identified as the widely recognizable
1

I am grateful to Adrian Blackledge, University of Birmingham, for valuable comments on article 2, 3, and 4, and on
the project in general.
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social type “nerd”, despite her performance of practices associated with such a social position (e.g.
by displaying affiliation with reading books and speaking standard language). Unlike most studies
of school positive practices and learning, I focus on practices taking place outside – rather than
inside – the classroom. I argue that a study of school positivity, which does not also examine
practices outside school, leave the study unfinished, because the practices may be different inside
and outside the classroom. Despite its focus on one person only, the article sheds light on the school
culture established among the adolescents in this study in which school positivity in general was an
accepted practice. The article also illustrates the vast and various popular cultural resources
constantly available for the adolescents and their diverse popular cultural affiliations. Finally, the
article provides evidence that popular cultural and social media practices should not necessarily be
viewed as counterpoints to school positive practices, and I argue that that there is learning potential
in the intertwinement of these practices.
Article 4:
“You went on early retirement while still having a fast-food place in Lebanon”
– the role of social class in ethnically diverse contexts, forthcoming in Madsen, Lian Malai (ed.),
Special Issue of I-LanD Journal: Investigating social class in contemporary societies – language,
indexicality and inequality in Denmark. [Article accepted, special issue under review.]
In the final of the four articles I employ a broader view by focusing on societal discourses on ethnic
minorities and account for the wider public and political context of my fieldwork. This article
revolves around culture in a broader sense, i.e. the idea of a Danish culture and the idea of an ethnic
minority culture, and it demonstrates how negative discourses and stereotypes of ethnic minorities
are recognized and reproduced, but also challenged by the participants. More specifically, the article
investigates the role of social class in ethnically diverse contexts both in the public debate in
Denmark (through analyses of newspapers) and in interactions with the students and parents in my
project. I find that a consistent tendency in both the newspapers, the interviews with the parents,
and the recordings with the students is that negative stories about people with ethnic minority
background are all discussed in relation to ethnicity, and never once is social class explicitly
mentioned as an explanatory factor for the problems discussed. However, the characteristics
ascribed to the category ethnic minority in the newspapers and by the participants are all issues
traditionally related to social class. This shows us that social class – and particularly lower social
class – is at issue, but is articulated through ethnicity. I also show how several of the newspapers,
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students and parents relatively uncritically co-construct this connection between ethnic minority and
practices stereotypically associated with a societal low position and I discuss possible negative
consequences of such a connection.

2. School and family studies
2.1 Sociolinguistic studies of youths in school environments
By conducting a linguistic ethnographic project among ethnic minority students at a school my
research contributes to a large body of studies on language and social relations in school. Many
scholars study the linguistic production of adolescents in school with an ethnographic approach –
for instance in less than a year there will be six PhD dissertations from the University of
Copenhagen in this field (Hyttel-Sørensen 2017; Kammacher forthc.; Lundquist 2017; Nørreby
2018; Schøning 2017; Skovse 2018; see also e.g. Jørgensen 2010; Madsen, Karrebæk and Møller
2016; Maegaard 2007; Møller 2009; Quist 2005; Stæhr 2014 for other Danish studies conducted in
schools). Internationally, sociolinguistic studies in school environments are also a well-established
research area (e.g. Blackledge and Creese 2010; Bucholtz 2011; Eckert 1989; Goodwin 2006b;
Haglund 2005; Jonsson 2007; Rampton 2006).
These studies all see language as a social phenomenon and shed light on – generally
speaking – the current language use and language developments among children and youths, and
the role of language in constructing, negotiating, reproducing, and navigating various concepts,
categories and relations such as ethnicity, nationalism, social class, place, school positionings,
popular cultural affiliations, friendships, families as well as public stereotypes and discourses.
Many of these studies have been an inspiration to my project, and throughout the dissertation I draw
on and build upon several of these studies. Therefore, I do not elaborate further on the individual
studies and the findings here, but instead turn to the studies of family interactions, which have not
seen the same interest as school interactions.
2.2 Language socialization and family language policy
While the sociolinguistic studies on youths in school environments mentioned above often account
for the students’ family backgrounds most of the studies do not include data from the students’
homes (however, see Blackledge and Creese 2010; Lundquist 2017; Møller 2009; Schøning 2010),
and my dissertation differs from most of the studies on youths in school environment by including
the family context too. In general, even though language plays an immense part in creating families
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(Tannen 2007: 3), sociolinguistic research on family practice has been given less attention than
language practices in e.g. schools or workplaces (Kendall 2007: 3; Li 2012: 1; but see e.g. the
contributions in Tannen, Kendall and Gordon 2007). However, two fields have contributed
significantly to our knowledge about language in families, i.e. Language Socialization (e.g. Ochs
and Schieffelin 2012) and Family Language Policy (e.g. King 2016). Research on language
socialization has in particular focused on child language socialization, on gendered socializations,
and on family roles, beliefs, and values (e.g. Blum-Kulka 1997; Ochs et al. 1992; Ochs and Taylor
1996). Although my study is not a study on language socialization per se, my study in general is
inspired by this research field. This is particularly clear in article 2 which is not only inspired by
language socialization, but also draws on several language socializations studies and contributes
methodologically to the field. I elaborate on language socialization in the article and therefore I here
move on to the field of family language policy.
Research within the field of family language policy focuses in particular on families in
which the parents have different mother tongues and it examines the families’ explicit and overt
planning in relation to language use in their homes (King, Fogle and Logan-Terry 2008). Focus is
predominantly on parental and societal language ideologies and child language acquisition and
development (e.g. De Houwer 2007; Shohamy 2006; Lanza 1997), and – more recently – on
language as a resource for adults and children to define themselves and their families (see e.g.
contributions in King and Lanza 2017 and in Lanza and Wei 2016). Family language policy
research can be divided into four phases (King 2016). The focus of the three first phases have
broadly speaking been to answer questions like “What beliefs, practices, and conditions lead to
what child language outcomes?” (King 2016: 728). It is from the first of these phases that the tenet
One-Person-One-Language (Ronjat 1913) emerges. This language choice pattern, in which the
parents should make sure to speak to their child each in their native languages, should foster a
language environment for the child in which both languages are learnt without confusion (cf. Lanza
2007 : 48). With such a language choice there is a clear aim of separating the languages (cf. also
“the double monolingualism norm” see article 1). More recent family language policy research is
not concerned with advising parents to “keep their languages apart”. Nonetheless, despite the fact
that such a language view might have lost its significance in the recent field of family language
policy research and sociolinguistics, it is relevant to mention because it very much resembles the
views of the language norms of the Danish society and Western societies in general (see article 1).
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My study deviates from that of the early phases of family language policy as I am not
concerned with examining the language acquisition and development of the participants in my study
(hence also my focus on adolescents and not toddlers and young children). However, in the fourth
and current phase of family language policy the development of focus is very much in line with my
focus as the field is now concerned with questions that “...examine language competence not just as
an outcome, but as a means through which adults and children define themselves, their family roles,
and family life…” (King 2016: 727-728). Also, unlike earlier studies which tended to focus on
middle-class non-migrant populations (King 2016: 729), more recently, families whose language
background is different from the majority language where they live are now being studied too (e.g.
Antonini 2016). Furthermore, the emphasis that recent family language policy put on the expressed
language norms from parents while also making sure to combine that knowledge with the observed
language use, is highly rewarding in informing us about language ideologies, norms, and behavior
(as article 1 also shows). For instance, De Houwer and Bornstein’s (2016) study of bilingual
mothers’ reported and recorded language choice is interesting. The majority of the mothers they
interviewed report that despite being able to speak both family languages they address their children
in a single language with the aim of raising “balanced” bilingual children who learn the two
languages in parallel (with the fathers’ addressing the children in the other language of the family).
When looking at actual interactions between the mothers and their children De Houwer and
Bornstein (2016) find that reported and recorded language choice generally overlapped, but with a
main exception when the children were 20 months. In this phase more than half of the mothers who
were committed to the One Language One Person approach also spoke to their child in “the nontarget language”. De Houwer and Bornstein (2016: 689) write that “…the fact that already when
children were only 20 months of age the other language ‘crept in’ for these mothers indicates that it
is not easy to stick to a monolingual commitment in a bilingual family”, and King (2016: 731) in
her review of their study writes that it suggests “… the challenges and artificiality of creating a
monolingual family environment in a context of societal bilingualism”. These observations
underline my view of language i.e. that the idea of different languages, which should be kept apart,
is predominantly an ideological view and something parents may aspire for rather than a description
of actual language use.
As we shall see in article 1, several of the parents in my study describe how “they mix
language” that “it just happens automatically”. In other words, they are languaging (see section
3.1.) At the same time, article 1 also demonstrates how the use of different languages can be

16

employed for strategic reasons (see Said and Zhu 2017 for similar findings). Article 1 also shows
how the use of one language is sanctioned in a specific activity but not in others, pointing to a more
complex family language policy and language use than what the participants themselves account
for. This again tells us that we cannot rely solely on reported language when examining language
use within the families, but that through micro analyses of recorded speech we are capable of
capturing the more complex interactional behavior (see also King 2016: 731; Lanza 2007: 53). With
that being said, participants’ statements about reported language use should by no means be
dismissed. These statements not only contain vast knowledge about explicit language norms, but
also about the value ascription to various languages as well as more subtle and underlying language
ideologies, and they are interesting when compared to societal norms and ideologies as well as
political statements about language use in the family. I return to the political consequences of my
findings from article 1 in the conclusion of the dissertation. I also discuss in the conclusion how my
study contributes to research within family language policy as well as language socialization
studies. One of the ways in which my study can contribute to especially family language policy
research is through my approach to language practices in families (and in general) as languaging. I
now continue with the theoretical and methodological foundation for the dissertation, and I start by
discussing the concept of languaging.

3. Language, culture, and linguistic ethnography
In this section I engage in theoretical discussions of the concepts of language and culture. I
understand both language and culture as practices. Thereby I do not approach language and culture
as bounded and countable entities. I do, however, argue for the necessity of such understanding,
because of their continuous importance for people. Throughout both theoretical reviews I include
interactions and empirical descriptions from my data as foundations for discussions and as
illustrations of various points I make. I end the section by presenting my methodological point of
departure, linguistic ethnography, which exactly provides the tools to understand cultural and
linguistic practices in the everyday lives of the people we study.
3.1 Languaging
During in particular the last two decades, a critical stance towards the traditional concept of
languages as countable and bounded entities has evolved from the anthropological and interactional
based linguistics (e.g. Agha 2003; Bauman and Briggs 2003; Blackledge and Creese 2010;
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Blommaert 2007; García and Wei 2014; Heller 2007; Madsen, Karrebæk and Møller 2016;
Jørgensen 2010; Pennycook 2010; Pennycook and Otsuji 2015; Rampton 1995; Rampton et al.
2004; Silverstein 1985, 2003). The criticism is centered around the ontological status of language,
and the lack of theoretical explanatory efficacy of the traditional language concept. Based on
empirical research of especially young people growing up in increasingly diverse linguistic and
ethnic societies, the concept of “a language” as an objectively existing bounded system, as well as
the notion of speaking in different “languages” have been deconstructed. Instead of focusing on
structures, focus is on language as a social phenomenon and on how people use the resources
available to them in order to achieve their social aims. This view on language use has been labeled
languaging (Jørgensen 2010; Jørgensen and Møller 2014), and it constitutes my general theoretical
approach to language. With the theoretical baseline in languaging, the point of departure for the
analysis is people’s use of linguistic resources – and not their uses of languages. These resources
then, in processes of enregisterment (Agha 2007) become associated with wider cultural models,
i.e. registers (Agha 2007). For instance, certain ways of speaking (such as using academic and long
words), becomes associated with images of the person speaking (being academically successful –
see article 3), and is labeled by the language users (as speaking “integrated”). Article 1 centers on
this, and in this article Jørgensen and I also introduce Silverstein’s (1985) concept of the total
linguistic fact, which with its focus on form, use, and ideology encapsulates my holistic approach to
language.
One way of engaging with linguistic ideologies, i.e. “sets of beliefs about language
articulated by users...” (Silverstein 1979: 193), is to take the participants’ metalinguistic accounts
into consideration. All four articles contain examples of metalinguistic comments used in various
analyses. Such data greatly informs us about the language users’ expressed ideas about norms, use,
values, typical speakers, typical settings etc. of various registers. Some registers have names, and
are well-known to most people, e.g. Arabic and English, or only to a peer group, e.g. speaking
integrated, while others are nameless, e.g. “the way we speak in our family” (see also Karrebæk
2016: 23). Despite the immediate sense of speaking a language, it does not make such a
monolingual practice more real or natural, and should as Møller (2016a: 282) argues not
automatically be the starting point for sociolinguistic studies of diversity. Otsuji and Pennycook
(2014: 90) also writes that they “… are interested, then, in disrupting the ontological order that nonhybrid discreteness (monolingualism, bilingualism, multilingualism) precedes hybridity (codemixing, code-switching)”. These attitudes have their source in recent sociolinguistic analysis of
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hybrid language practice, and I will focus the rest of this section on such language practices and the
concepts of metrolanguaging (Pennycook and Otsuji 2015), translanguaging (Blackledge and
Creese 2010; García and Li Wei 2014), and in particular polylanguaging (Jørgensen et al 2011;
Jørgensen 2010; Møller 2008; 2016a).
3.1.1 Polylanguaging
It is characteristic of the concepts of polylanguaging, metrolanguaging, and translanguaging that
they refer to language practices that contain elements of creativity, identity work, and intentionality.
Møller (2008: 235) for instance writes that the participants’ use of linguistic diversity, which he
labels polylanguaging, “…are first and foremost building blocks or resources used in social
activities like performances, entertainment, identity negotiations, power struggles, etc.”. Otsuji and
Pennycook (2010: 246) along similar lines argue that metrolingualism is a concept describing
“…the ways in which people of different and mixed backgrounds use, play with and negotiate
identities through language”. Also, García and Li Wei (2014: 24) write that translanguaging
“embraces both creativity; that is, following or flouting norms of language use, as well as criticality;
that is, using evidence to question, problematize or express views” (García and Li Wei 2014: 24).
Finally, the focus of intentionality can also be seen in the following definition of the polylingualism
norm, which also highlights another important feature of polylanguaging i.e. the competence or the
lack of such in the languages:
”[L]anguage users employ whatever linguistic features are at their disposal to achieve their
communicative aims as best they can, regardless of how well they know the involved
languages; this entails that the language users may know – and use – the fact that some of
the features are perceived by some speakers as not belonging together” (Jørgensen 2010:
145).
In article 1, which I wrote with Jørgensen in 2013, we end up concluding: “In the case of several of
the students’ homes polylingual practices are accepted and even employed by some of the parents”
(Ag and Jørgensen 2013: 537). However, I am no longer sure if polylanguaging would be the right
way to describe the linguistic practices we find. The practices, while undoubtedly hybrid based on
the use of signs conventionally seen as belonging to different languages, do not contain many of the
characteristics mentioned above; i.e. the practices do not seem to be used by the participants as
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resources for either creativity, identity work, criticality, or intentional transgression. Furthermore
the participants are fluent in the “involved languages” as opposed to what is often emphasized,
namely that ”…language users employ whatever linguistic features are at their disposal (…)
regardless of how well they know the involved languages (Jørgensen 2010: 145, my emphasis). I
return to this discussion, but first I present three examples from my data in which the participants’
use of linguistic diversity is clearly “building blocks or resources used in social activities” (Møller
2008: 235). These examples in combination with the ones in article 1 serve as the foundation for the
following discussion of terminology and language practices.
Several of the participants in the three examples are participants we meet in the four articles: Israh
from excerpt 1 and her mother are present in article 1, 2, and 4; Shahid from excerpt 2 and 3 and his
family are present in article 2 and 4; and Isaam from excerpt 3 is in focus in article 4. I do not
conduct detailed interactional analyses of the excerpts, but focus on the presumed functions of the
participants’ use of hybrid linguistic practices. In excerpt, 1 Israh and three of her classmates, all
with Arabic linguistic backgrounds, are teasing one another during class. As it often happens, the
participants integrate the recording device and the person in charge of the recording as resources in
their ongoing social action (see section 4.2.2; see appendix 1 for transcription conventions)
Excerpt 1: “mniḥ det er derfor jeg taler arabisk”
Classroom recording, 2009. Participants: Jamila (Jam); Israh (Isr); Abed (Abe); Anas (Ana).
Original
01 Jam: sluk for den der
02 Isr: men biddī azittu fī xxx
03 Abe: de forstår ikke arabisk
O4 Isr: mniḥ det er derfor jeg taler
05
arabisk
06
(2.0)
07 Isr: nå men de kan bare tage en
08
ordbog arabisk ordbog
09 Ana: xxx
10
((læreren begynder at tale i
11
baggrunden))
12 Isr: xxx ḥaywānāt inta akbar ḥaywān
13
((lit. ’du er det største dyr’,
14
bruges i betydningen ’du er
15
den største idiot’))

Translation
turn that thing off
but I want to throw it out in xxx
they don’t understand Arabic
fine that’s why I speak
Arabic
(2.0)
well but they can just take a
dictionary Arabic dictionary
xxx
((the teacher begins to talk in
the background))
xxx you’re the biggest animal
((equivalent to ‘you are the
biggest idiot’))

In excerpt 1, Israh switches to Arabic when telling the others that she wishes to throw the recorder
out. The use of Arabic has in line 2 a clear function, i.e. to exclude us researchers who are not
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competent in Arabic (line 4-5). In line 12, when Israh talks in derogatory ways to Anas, she once
again uses Arabic, maybe to intensify her statement – or perhaps to exclude us again. In this
excerpt, the use of different resources seems to have a discursive purpose in the specific interaction.
Abed’s reaction to Israh’s use of Arabic confirms this interpretation, as “…the juxtaposition of two
codes (languages) is perceived and interpreted as a locally meaningful event by participants” (Auer
1999: 310). The hybrid language practice does also cause reactions from the interlocutors in excerpt
2. The excerpt is from a group interview with three boys, Shahid with Pakistani background (and
born in Pakistan), Philip with Filipino background, and Mark with Turkish and Polish background.
Excerpt 2: “digi digi”
Group interview, 2009. Participants: Shahid (Sha); Phillip (Phi); Mark (Mar); Interviewer (Int).
Original

Translation

01
02
03
04
05
06
07
08
09
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33

what was it like to go to school
in Pakistan
[ok]
[digi] digi
((they all laugh))
fine fine ((clear voice))
((laughs))
[what do]
[isn’t that] what it means
yeah ((the other laugh))
what do you speak with your
parents Philip
Chinese
Filipino
yes
tjing tjong
Tagalog is what it is called
yes
?dakato?
yes it’s not like Chinese there
is a big difference
yes
like isn’t it like [/] what does
tjing tjong mean xxx
[((laughs))]
[I don’t know] I have never heard
of it
(1.7)
mm I just know that digi digi
means ((SHH and INT laugh)) fine
fine in Pakistani
digi digi ((questioning))
digi digi ((INT laughs))

Int: hvordan var det at gå i skole
i Pakistan
Sha: [ok]
Phi: [digi] digi
((alle griner))
Phi: fint fint ((lys stemme))
Int: ((griner))
Int: [hvad taler]
Phi: [er det ikke] det det betyder
Sha: jo jo ((de andre griner))
Int: hvad taler du med dine
forældre Philip
Sha: kinesisk
Phi: filippinsk
Int: ja
Sha: tjing tjong
Phi: øhm tagalog hedder det
Int: ja
Sha: ?dakato?
Phi: ja det er ikke ligesom
kinesisk der er meget forskel
Int: ja
Sha: som er det ikke bety [/] hvad
betyder tjing tjong xxx
[((griner))]
Phi: [det ved jeg ikke] det har jeg
aldrig hørt om
(1.7)
Phi: mm jeg ved bare at digi digi
betyder ((SHH and INT griner))
fint fint på: pakistansk
Mar: digi digi ((spørgende))
Phi: digi digi ((INT griner))
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The interviewer asks Shahid what it was like to go to school in Pakistan, and this mentioning of a
place starts a number of teasings where the boys stylize “each other’s language” based on the
country of their parents’ birthplace. Philip claims that “digi digi” is a Pakistani word meaning “fine
fine” (line 4-6; 29-33), and Shahid argues that Philip speaks Chinese (line 13). He illustrates it with
a stereotypical representation of how Chinese sounds like, “tjing tjong” (line 16), and asks Phillip
what it means (line 23-24). It all appears as friendly teasing, and most of the utterances are followed
by laughter, also from the interviewer. We see how only a few indexical features are necessary to
signal social meaning, and that the features do not necessarily mean anything (tjing tjong), but still
index something – in this case a metalinguistic stereotype of Chinese, which is recognized by the
other and functions as entertainment. The language practices thereby contain several aspects which
is highlighted by the concept of polylanguaging, i.e. that the boys 1) use features from different
languages “regardless of how well they know them” (Jørgensen 2010: 145), and 2) use them
creatively and as language play, or in other words, they use the various features as ”building blocks
or resources used in social activities like performances [and] entertainment” (Møller 2008: 235).
Excerpt 3 illustrates another characteristic feature described in particular in the
polylanguaging and metrolanguaging literature, i.e. the linguistic practices used as resources in
identity work. Excerpt 3 is from a group conversation conducted at our offices at the university (see
article 3 for a closer description of the group conversations):
Excerpt 3: “tʲag tʲy:ggegummi fre:m mand hey hallo bratha vi bliver optʲaget”
Group interview, 2011. Participants: Researcher (Res); Isaam (Isa); Shahid (Sha); Bashaar (Bas);
Anas (Ana).
Original
01 Res: nå hyg jer vi kommer lidt
02
senere
03 Isa: øh det er min dig mand læg den
04
tʲilbage med dig hhh
05 Sha: hhh hhh
06 Isa: [walla de tʲager min drink og
07
sådan noget]
08 Sha: [xxx kom her med tyggegummi kom
09
her over] med dig mand
10 Isa: jeg har ikke stjålet noget
11
tʲyggegummi
12 Sha: hhh hhh
13 Isa: jalla shuf de er daffet
14 Bas: ?ja det en dejlig xxx xxx?
15 Isa: hhh hhh ha tʲag tʲy:ggegummi fre:m
16
mand hey hallo bratha vi bliver
17
optʲaget vi er busted
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Translation
well have a good time we’ll come
later
eh it’s mine you man put it back
with you hhh
hhh hhh
[walla they’re taking my drink
and stuff]
[xxx come here with chewing gum
come over here] man
I haven’t stolen any chewing

gum
hhh hhh
jalla shuf they’ve split
?yes it’s a lovely xxx xxx?
hhh hhh ha take the che:wing gum
ou:t man hey hallo bratha we’re

18 Ana: xxx det samme
19 Isa: ja jeg har stjålet en tʲyggegummi
20
ja fuck det

being recorded we’re busted
xxx the same
yes I’ve stolen a chewing gum yes
fuck that
((Additional translations walla = I swear by Allah; jalla = come on; shuf =
look; bratha = brother)

Among the participants, a way of speaking was labeled street language (see article 1; see also
Madsen 2013). Some of the performable signs of this register are the use of features associated with
various languages (combined with other features e.g. a specific prosody and different phonetic and
syntactical features). The hybrid language practice is thereby a part of a register with associated
values, stereotypes, and images of persons speaking like that. In excerpt 3 Isaam’s hybrid language
practice (the use of Danish, English, Arabic, slang and swearwords) is part of his identity work in
his construction of a thief who steals the researcher’s chewing gum as soon as the researcher leaves
the office (see Madsen 2016b for further analysis of the excerpt).
While we need to be careful about including intentionality in our analyses, the hybrid language
practices in these examples clearly serve some sort of functions – as the reactions from the
interlocutors in excerpt 1 and 2 also show. The question is then if these examples – which according
to the characteristics of polylanguaging could easily be defined as polylanguaging – have anything
in common with the examples I show in article 1. As we shall see, what they have in common is
their structural use of signs conventionally associated with various languages. But unlike the
examples shown here, the examples discussed in article 1, do not appear to contain elements of
creativity, identity work, entertainment or intentionality with respect to producing linguistic
hybridity. Also, there are no immediate reactions to the hybrid language practice, as is the case with
excerpt 1 and 2. The examples in article 1 could, however, call resemblance to the theory of
translanguaging, in that the family members might experience the hybridity as “one new whole”
(Garcia & Li Wei 2014: 21), but it is difficult to see that being a part of them embracing “creativity
(…) as well as criticality” (Garcia & Li Wei 2014: 21). With the characteristics emphasized in
polylanguaging (and translanguaging) not present in the interactions, the only aspect they bear in
resemblance is as mentioned the use of signs conventionally seen as belonging to different
languages. Thereby, we are back at labeling a practice only on the basis of its deviance from
monolingual practices (as Møller 2016a: 282-283 also emphasizes). The result is then, that the
description of the language practice seems to be based primarily on the analysts’ perspectives rather
than the participants’ perspectives, and it might be worth (in retrospect) reconsidering if
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polylanguaging is the most suitable term for the practices illustrated in article 1 (see Ritzau and
Madsen 2016 for similar discussions).
As cited above, Otsuji and Pennycook (2014: 90) argue for a disruption of the ontological
order that non-hybrid discreteness precedes hybridity. While I of course do not have any objections
against this, I do, however argue, that it is important that we do not argue the opposite, i.e. that
hybridity precedes non-hybridity or is more natural (as also argued by Jaspers and Madsen 2016:
247). It would be wrong to claim that the almost completely monolingual practices of one of the
participants Yasmin and her family (with Urdu linguistic background; see article 1) should in any
way be unnatural. Rather, it seems to be because of a (more or less explicitly planned) language
choice from the mother (which she now says she regrets). Along the same lines, when another
participant, Nasha’s linguistic practices at home and at school differ so significantly (as we see in
article 1 and 2), it would be wrong to say her monolingual practice at school is more natural than
her hybrid language practice at home or vice versa. The starting point for an analyst should
therefore be, as Jaspers & Madsen (2016: 248) argue “…to describe and explain which models for
language circulate, which of these are authorized as the baseline (“real”, “natural” or “standard”
language) and why, and with which implications for the organisation of social relations”. In the
concluding section of the dissertation (section 9), I discuss the role of the participants’ language
practices in their establishment of social relations and cultural practices.
Having now accounted for and discussed the theoretical approach to language, I proceed with the
theoretical section, focusing on culture. As we shall see, there are several points of resemblance
between the view on language and my understanding of culture. The concept of culture can also
encapsulate both micro social domains such as a family culture (i.e. common practices as e.g.
typical roles, behaviors, values, norms, etc. established by the family members) as well as broader
categories, such as a Danish culture (i.e. an idea about e.g. a national culture which unites people).
As with enregisterment of languages, various features, practices, discourses, artifacts etc. are also
being associated with various cultures, some more wide-spread than others. It also applies to culture
in the same way as to language, that the categories appear real to many people, such that it makes
sense for people to say they speak a language and they belong to a culture. Finally, the prefix in
polylanguaging is, in fact, inspired by Hewitt’s (1992) notion of polyculture. He emphasizes among
other things that polyculture refers to “… a collection of cultural entities that are not (…) discrete
and complete in themselves” (Hewitt 1992: 30; see Jørgensen 2010: 141; Møller 2009: 8).
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3.2 Culture as idea and as practice
Not surprisingly, there exits numerous definitions, descriptions, and etymological accounts of the
concept and word “culture”. In this dissertation I do not try to account for any historical
developments of the concept or present a thorough description of how the concept has been used.
Instead I focus on definitions and approaches, which are relevant to my analysis and my study in
general. After a theoretical discussion of the concept of culture, in which I elaborate on my
understanding of culture as both idea and practice, I include a section based on general observations
made during my fieldwork and from the recordings. The section has several purposes, which I
elaborate below. But first, I present my understanding of culture.
In discussions of ethnic diversity in Danish mass media, there is a tendency to portray ethnic
minorities negatively (see article 4; see also Hussain, Yilmaz and O’Connor 1997; Jacobsen et al
2013). In article 4, I demonstrate how cultural or ethnic backgrounds are often used as explanations
for various negative (but also positive) events, situations, and developments, and that the culture of
ethnic minorities is constructed as “…‘an entity in itself’ with essential characteristics” (Yilmaz
1999: 189, my translation). This view of culture as essentialist, fixed, and decisive for people’s
action and the primary source of affiliation for people is widespread. I return to this later.
Corresponding to my understanding of language, I do not, however, understand culture as a
pregiven and bounded entity. Instead I see it as social practice. With anthropology as a point of
departure, I understand culture as the shared sets of ideologies, practices, values, norms, and
meanings, which people establish in various communities (e.g. Barth 2002: 24; Barnard 2000: 10;
Liep and Olwig 1994: 12). Thereby, in line with recent anthropology I do not understand culture as
a fixed and limited set of beliefs and values that e.g. the people of a nation have (cf. early
anthropology’s idea of a people having a culture to be uncovered by the fieldworker) or as a
determining factor for people’s behavior. Instead I see culture as constantly reestablished and
renegotiated by people. That is, I see culture as practices to be approached empirically by the
researcher in order to be able to account for the meaning, importance and effect of culture. This
corresponds to Barth’s (2002) request for anthropologists to – instead of engaging in generalizations
about culture – approach culture as “human action” (Barth 2002: 35) by showing “…how cultural
images, knowledge, and representations are deployed, and sometimes created, by situated persons
with purposes, acting in complex life situations” (Barth 2002: 32).
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Central to my understanding of culture as practice is language. In line with recent
sociolinguistic studies I understand culture (as well as for instance social relations, positionings, and
communities) as created and sustained through language use (e.g. Blackledge and Creese 2010: 72;
Madsen 2015; see also section 3.3). Through ethnographic observations and fine-grained analyses
of my participants’ practices and interactions, I can study culture as actual observable practice. This
enables me to avoid making a-priori assumptions about what cultural practices are important, and
instead approach this empirically. This is illustrated in the articles which all address various cultural
practices, as I engage with how school culture, peer culture, culture as ethnic heritage, national
culture, family culture and popular culture are interactionally established and contested by the
participants in my study. Such a broad approach to various cultural practices can be encapsulated by
Fedorak’s (2009: xii) argument, namely that: ”Culture is everyday life. A study of humankind must
include the everyday life – the popular activities that enrich our lives and give meaning to human
existence”.
At the same time, however, I also approach culture as idea. From this perspective culture is
not seen as practices emerging between people, but instead as a fixed and coherent set of beliefs and
values which seems to exist on its own. Jensen (2005: 23) accounts for the descriptive concept of
culture and argues that such a concept would claim that: culture exits inside people; people “within
a national culture” share the same values; culture determines people; and the meaning and effect of
culture can be predicted. This view resembles Anderson’s (1991) description of nations as
“imagined communities”. It has the consequence that for instance Danish culture becomes a
meaningful concept which limits a group of people based on a culture they assumedly share (Liep
and Olwig 1994). Such a national culture covers vast amounts of different individuals, who do not
know each other. Consequently, a national cultural community does not exist on a practical level,
but only on an ideological level – it is the idea of a national cultural community, which is central.
Even though it does not analytically make sense to talk about cultures as coherent, limited, and
pregiven systems, which are decisive for people’s behavior, we cannot, as Baumann (1999: 94)
stresses, discard such an understanding of culture, “…because the very people we need to
understand use it, too” (see also e.g. Jensen 2005). This is evident in my study because as we shall
see such an understanding of culture is very much alive in the Danish media (see article 4) and
among the participants e.g. when the parents argue that it is important for them that their children
learn “their language so they also learn about their culture” (see article 1 and 4).
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As I demonstrate in article 4, the static and fixed understanding of culture is fundamental to
the ethnocentric discourse (Rennison 2009) which dominates in Danish media on ethnic minorities.
The ethnocentric discourse with its static understanding of culture sees diversity as a problem and
sees other cultures as strange and as a threat to Danish culture. It also creates a general asymmetry
between a dominant majority culture and a subordinate minority culture in particular through a
construction of a ‘them’ and ‘us’ (Rennison 2009: 120-123, 127-131; see also Yilmaz 1999: 180181). All of this has consequences, and I now proceed with an empirically based section, which
illustrates some of the consequences for the participants of my study when a fixed and delimiting
concept of culture dominates in the public. The section (as well as the four articles) also highlights
the diverse practices of the participants and thereby questions the assumption that ethnicity is the
main source for cultural orientation. Furthermore, the section also serves two further purposes in
that it accounts for parts of the societal and political context that my fieldwork was conducted in,
and it provides empirical motivations for the selection of the themes of especially article 3 and 4.
3.2.1 Empirical tendencies in relation to culture
In article 4 I study six Danish nationwide newspapers in order to investigate how ethnic minorities
are portrayed in Danish mass media and to explore the role of social class in ethnically diverse
contexts. The review of the newspapers also provides a societal context for the interactional
analysis in my study and account for the political atmosphere at the time when my fieldwork was
conducted. And the political and public discourses around ethnic minorities did indeed affect both
the adolescents and their parents, as I show in article 4. For example, even though the interviews
with the parents are predominantly about the parents’ and their children’s backgrounds, families,
everyday lives, and language use and attitude, several of the parents touch upon political and
societal topics. Admittedly, we as interviewers do introduce some political questions towards the
end of the interviews, but in several cases the parents introduce the topics themselves earlier in the
interviews. One of the parents talks about how the governmental support for mother tongue
education was withdrawn, and how the nationalist political party, Danish People’s Party, does not
respect ethnic minorities. Another parent talks about how some people intentionally misinterpret
Islam in order to suppress others, and how she as a Muslim herself dissociates herself from such
behavior. A parent with ethnic majority background praises the teachers and the principal for the
way they include and handle the ethnic and cultural diversity at school, and later on she too
expresses negative attitudes towards the Danish People’s Party.

27

In general, the negative attitudes towards ethnic minorities displayed by the Danish
People’s Party and in particular by Pia Kjærsgaard (at that time the leader of the Danish People’s
Party) attracted a lot of attention among the participants. We see that among the adolescents in their
school interactions (see article 4) as well as in their engagement in anti-Pia Kjærsgaard-groups on
Facebook (see section 4.1). The same goes for the parents and not only in the interviews. In two
recordings made in two different families, the families are watching the news on the national public
service channels DR and TV2, and the parents comment on the actions of Danish People’s Party
presented in the news. In one case the news reporter lists a number of things the Danish People’s
Party have suggested, i.e. that religious-related scarfs should be forbidden in all workplaces, that
burkas and niqabs should be forbidden in the public domain, that only foreigners from the Nordic
countries and EU should be able to vote for municipal elections, and that there should be a
prohibition against grand mosques. The mother reacts with surprise and distrust with a ”wooow”
and then adds “that is fucking too much”, and Yasmin, her daughter (see article 1, 2, 3 and 4), adds
“what is their problem” (my translations). In the interviews we also asked all the parents how they
felt about an idea presented by political party The Social Democrats, that parents who do not speak
Danish with their children at home should be forced to send their children in vuggestue (daycare for
0-3 years old). All of the parents we have interviewed emphasize the necessity of and willingness to
learn Danish (see article 1), but they all disagree with the thought of any compulsory actions. One
parent, Israh’s mother (see article 1, 2 and 4), says that compulsion does not harmonize with
democracy and freedom. All of these political statements revolve around the idea of a Danish
culture, which ethnic minorities should integrate or even assimilate to by among other things
speaking Danish, and an idea of a Danish culture, which are being threatened by for instance
religious artifacts and buildings.
The political climate did also affect the adolescents. During my fieldwork I heard them in
serious or jocular ways talk innumerable times about news stories, stereotypes, politicians, political
views etc. that in one way or another concerned ethnic minorities and culture as ethnic heritage.
Article 4 gives several examples of this (see also section 1). One of the stereotypes circulating in the
media (but not discussed in article 4) is that ethnic minorities do not watch Danish news or Danish
TV in general, but have their satellite dish tuned into TV channels from their countries of origin.
For instance, four months into my fieldwork, the newspaper Jyllands-Posten (see more about the
newspaper in article 4) had an article entitled: “Appeal: Less Al Jazeera – more Bamse” (13th May
2009, my translation). Bamse has ever since 1982 been a popular character in Danish children’s TV.

28

With an appeal to watch a Danish children show instead of Arabic news, the families are urged to
include more Danish spoken TV in their homes and less Arabic. At the same time, it is most likely
not randomly that it is exactly Bamse, an iconic figure in Danish TV, which is chosen to illustrate
Danish TV, and not for instance Danish news broadcast (which would be parallel to the example
chosen to illustrate “foreign TV”, i.e. Al-Jazeera). For many, watching Bamse has been an
important childhood activity, and Bamse is undoubtedly a facet which plays a role in the idea of a
common Danish culture. After the headline, the article continues as follows:
“A number of parties urge that Danish must play a much bigger role in the homes of
bilingual families. The TV is tuned to the satellite channels of the native country, the music
on the radio has foreign lyrics, and no Danish is spoken between parents and children. This
is the situation in many bilingual homes in Århus according to a number of parties”
(Jyllands-Posten, 13th May 2009, my translation).
While I do not intend to say that such situations within ethnic minority families never occur, my
study tells another story, and as I demonstrate throughout the dissertation the cultural and linguistic
everyday of the adolescents and their families are much more complicated, nuanced, and diverse
than how it is generally portrayed in the media. This is clear when we look at the linguistic and
cultural practices at home (see article 1 and 2). It is also clear when we look further into the
participants’ news habits and popular cultural preferences (see article 3 and 4). For instance, in
interviews with the adolescents about their news habits, we see how diverse the news media
accessibility is nowadays, and furthermore how the majority of the news media they orient to is
Danish. A few students mention printed Danish nationwide newspapers bought by their parents or
nightly newscasts on the national public service channel DR, as sources for being updated on the
news. Others point to newer sources for getting news, i.e. free newspapers distributed in shops and
on public transportations, online versions of newspapers, or the national public service channel TV2
NEWS which airs news 24 hours a day. Many furthermore point to even more recently emerged
news sources, i.e. news that appear when they enter a start page on the internet to get access to their
e-mail accounts or – mentioned by a few – when they use Facebook. Several of the adolescents also
describe how family members, peers, or teachers update them on the news. We have not asked all
the parents about their news habits, but those parents who do talk about their news habits mention
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Danish and Pakistani newspapers, newscasts on the two national public service channels DR and
TV2 as well as on Arabic and Pakistani TV news channels.
With regard to popular cultural preferences, the univocal description in the newspaper above
saying that the TV is tuned into the satellite dishes of the country of origins and that the music on
the radio has foreign lyrics is also a simplification of what I find. In the 26 recordings which in total
last for 15 hours made in the family homes the following are being listened to, watched, sung, or
talked about: Danish pop music, American pop music and rap, Punjabi/British pop and rap,
American reggae music, music from various Bollywood movies, Danish reality TV, Pakistani and
Indian TV-series and movies, an Indian reality TV-music competition, football matches with both
Danish and British speakers, American horror movies, a Danish documentary, Danish news,
American sitcoms, Swedish TV, a French movie, children’s cartoons, the story of Little Red Riding
Hood, computer games, the internet, mobile phones, and Facebook (the same diversity is found
within the classroom, see article 3).
It becomes clear from this brief review (combined with the four articles) that it is necessary to
approach culture both as practice and as idea. This approach is in line with the one presented by G.
Baumann (1999: 95) who introduces a dual understanding of culture, because of the fact that both
the descriptive, essentialist and bounded understanding of culture and the complex, processual, and
relational understanding are relevant:
“Culture is two things at once, that is, a dual discursive construction. It is the conservative
“re”-construction of a reified essence at one moment, and the pathfinding new construction
of a processual agency at the next moment. It vacillates between the two poles, and therein
lies the sophistication and dialectial beauty of the concept. Yet in the end, all the comforts of
having a culture rely upon remaking that culture, and the dominant discourse of culture as an
unchangeable heritage is only a conservative-sounding subcomponent of the processual
truth: All the culture to be had is culture in the making, all cultural differences are acts of
differentiation, and all cultural identities, are acts of cultural identification.”
This processual view on culture in the making, on cultural differentiations, and on cultural
identifications, combined with an emphasis on the essentialist understandings, corresponds to the
complex and diverse practices I find among the participants in this study. In order to try to
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understand the complex and unpredictable connections between speakers, linguistic resources,
identity categories, and cultural affiliations of the adolescents and their families, I need to approach
it empirically through language. Linguistic ethnography is one such approach, and I end section 3
with a description of my project’s methodological foundation.
3.3 Linguistic Ethnography
Linguistic ethnography (e.g. Rampton 2007; Creese 2008; Blackledge and Creese 2010; Tusting
and Maybin 2007) is an approach to the study of human social and linguistic behavior, which views
language and social life as mutually shaping (Rampton et al. 2004: 2). This approach forms the
basic methodological orientation for my project. It combines ethnographic fieldwork with detailed
linguistic analyses of interactions, and the ethnographic fieldwork enables the researchers to
account for social contexts when analyzing social interactions. By implementing an ethnographic
approach, the contexts for communication can be investigated rather than assumed (Rampton 2007:
585). The ethnographic approach also enables the researchers to link discourses about for instance
ethnic minorities to the linguistic everyday practices (Blackledge and Creese 2010: 58). Linguistic
ethnography therefore is a suitable approach for my research aim as it “…can provide both
fundamental and distinctive insights into the mechanisms and dynamics of social and cultural
production in everyday activity” (Rampton et al. 2004: 2), and because it “…is sensitive to (…)
how social categories and structures are being produced and reproduced in everyday life” (Madsen
2016a: 171).
Besides its combination of ethnography and linguistics, linguistic ethnography is also
characterized by its interdisciplinary point of departure. It combines interpretative approaches from
different traditions such as anthropology, applied linguistics, cultural studies, and sociology
(Blackledge and Creese 2010: 61). Linguistic ethnography has developed out of linguistic
anthropology with strong connections in particular to ethnography of communication (Hymes 1974)
and interactional sociolinguistics (Gumperz 1999). Interactional sociolinguistics focuses on how
speakers read-out and create meanings in interaction (Blackledge and Creese 2010: 62), and in line
with my understanding of language and culture accounted for above, Ochs (1993: 296) argues that:
“…in any given actual situation, at any given actual moment, people in those situations are actively
constructing their social identities rather than passively living out some cultural prescription for
social identity”. Given the roots in linguistic anthropology, culture, intercultural encounters, and
cultural practices are often in focus in studies having ethnography of communication, interactional
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sociolinguistics, or linguistic ethnography as points of departures, and the fine-grained analysis of
language interaction enables us to “…understand culture as created, produced and sustained through
language use” (Blackledge and Creese 2010: 72).
The interdisciplinary nature of linguistic ethnography is often emphasized and praised (e.g.
Blackledge and Creese 2010: 66-67; Rampton 2007: 585; Tusting and Maybin 2007: 576). The
benefits of the interdisciplinary approach are also apparent in this dissertation with the four articles
having very different points of departure in an attempt to give a comprehensive insight into the
adolescents’ and their families’ linguistic and cultural everyday lives. The interdisciplinary
approach does, however, also contain risks. Firstly, it is crucial to reflect upon which conclusions
that can be made from which approaches, e.g. it is different claims one can make from microanalyses of everyday interactions and from broader social theories, and the power mechanisms
working at these two levels are also not alike (Tusting and Maybin 2007: 581; see also Blackledge
and Creese 2010: 68). In article 4, in which I combine close interactional analysis of participant
interactions with discourse analyses of newspapers, I am aware of the different levels, and I do not
make truth claims about the participants based on the discourse analyses or vice versa. What I do,
however, show through micro analyses of interactions is that the broader social structures I uncover
in the newspapers are recognized and reproduced – and ridiculed – by the participants. Secondly,
with an interdisciplinary approach there is also the risk of mixing theories and fields with different
etymological and ontological orientations and assumptions. The various theories and approaches I
draw on all take a post-structuralist orientation by critiquing essentialist accounts of social life (cf.
Blackledge and Creese 2010: 61), and instead study how the terms, affiliations, social identities, and
relations are created, maintained, and contested through language use. At the same time, though, the
theories I employ do not understand the social constructions as happening in a social vacuum; the
social actions and interactions are also seen as shaped and constrained by wider and more durable
social structures and power relations (Tusting and Maybin 2007: 581). Also, it is common for the
theories I draw on, that they are inductive in their approach to data, employ a participant
perspective, and do not start with a priori categories (see also Blackledge and Creese 2010: 69).

4. Data, fieldwork, and participants
The work builds on 2.5 years of fieldwork carried out from February 2009 to May 2011 when the
students graduated from grade school. My project is part of a collaborative research collective,
which in total has included 20+ researches and students and has been carried out since 2009 and –
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with lower intensity – is still ongoing (see Madsen, Karrebæk and Møller 2016). This results in an
enormous amount of data, which I account for in this section. One major strand of the data is all the
observations and field notes we have made during our fieldwork. In section 4.2 I look into the
fieldwork and discuss issues such as field observations, team ethnography, and field relations. I also
describe the difference between the two settings, i.e. school and homes, in relation to data and
access, and I discuss issues related to self-recording in especially the home settings. But first I
describe all the various audio and written data, which form the backbone of my project.
4.1 Data description
During the first 2.5 year of the collaborative fieldwork, which is the period my project builds upon,
I – and my colleagues – visited the school regularly and collected hundreds of hours of audio
recordings. The majority of the recordings are recordings where the adolescents wear mp3recorders around their neck. By physically connecting the recorder to the adolescents, the everyday
interactions and activities at school were recorded, and not only when they participated in class, but
also in breaks when they hung out in the school yard or went for a walk outside school. The
interactions from the adolescents’ homes were also all collected with the use of mp3 recorders,
either initiated by the adolescents or their parents. I elaborate on the difficulties I had with
collecting data in the homes in section 4.2.1 as well as in article 2 where I more thoroughly describe
the home recordings and the activities taking place in them. In school, we also collected audio
recordings using various kinds of recorders we placed at the tables in front of the adolescents in
class. Furthermore, during periods where we intensified our collections (for instance during the
obligatory project week in 9th grade – see article 4), we also used wireless microphones connected
to a device, that the adolescents could wear in their pockets, and which transmitted the recordings to
our hard discs. Compared to the sound quality of the mp3 recorders, which at times made it almost
impossible to figure out what was being said and by whom, the sound quality of the wireless
microphones was impeccable. Therefore, they were of great value when we wished to record class
interactions. On the other hand, the equipment and the installations of it might have attracted
slightly more attention, and the hard disks could only catch the radio signals when the adolescents
were within a certain distance from where the hard discs were located. Hence, the combination of
various types of audio recorders was of great value.
The other type of audio recordings we collected was semi-structured interviews. We made
individual interviews two times with the adolescents, in 8th and 9th grade. The first time, we made
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the interviews in school during classes – coordinated with their teachers. We also made group
interviews with the adolescents basing the group constellations on friendships. The group
interviews were either conducted at their school or at our university. The second round of individual
interviews was all conducted after school at our university. At that time, we were rather close with
the adolescents and knew that they would not mind visiting us at the university, and we enjoyed
giving them an insight into a part of our everyday lives for a change. We also collected group
conversations at the same time. We recorded the adolescents in groups at our offices without any
researchers present (see article 3 for more on the group conversations). Besides this, we also
interviewed the two main teachers in the two classes, the principal of the school, two social workers
at a local youth club some of the adolescents attended, and – due to the nature of my project – the
parents. The interviews with the parents were conducted in the families’ home – except for one
which took place at our university. The interviews with the parents constitute a big part of my
project, and I elaborate on the interviews in various places. In section 4.2.1 I describe the
difficulties I had getting in touch with the parents, in section 3.2.1 and article 4, I account for the
parents’ description of their news habits as well as some of their expressed societal and political
opinions, and in section 4.3.1 I account for the use of translators in some of the parent interviews.
Last but not least, excerpts from the parent interviews are used in all four articles – either as objects
for analysis in themselves, or as background information to interactions and activities taking place
in home recordings.
Finally, I – along with the research team – collected a range of written data; we asked the
adolescents in cooperation with their teachers to write essays and protocols on their everyday
language use (see article 1 and 3); we were allowed to get copies of so-called pen letters which they
had written to other students as well as various papers written by the adolescents during the project
week in 8th and 9th grade (see article 3 and 4); we got copies of the so-called Blue Book, where all
the adolescents wrote about themselves as a memory to keep of each other after finishing school
(see article 3); and finally, we got access to the adolescents’ written interactions on Facebook (see
article 3). On behalf of the project, my colleague Andreas Stæhr created a Facebook profile named
“Sprogforskerne Universitet” (“The language researchers at University”) one year into our
fieldwork. For ethical reasons we decided not to send “friend requests” to the adolescents, but
instead leave the initiative to them. We made sure to inform them about our profile when we visited
them at school, and it quickly resulted in Facebook friend requests from approximately three
quarters of the students in the two classes. We also made sure to have consent from them that we

34

could use the data for our research (see Stæhr 2014 for more about the Facebook data collection and
online ethnography). I end this section with a description of the adolescents’ use of Facebook – and
because of the themes of article 3 and 4 I describe their Facebook use with a point of departure in
popular culture, news habits and political issues.
We have access to the Facebook walls of 29 of the adolescents, and Stæhr have saved the
Facebook activities on their Facebook wall for each of them for a period of a bit more than two
years on average. In article 4 when I look at public discourse and stereotypes I searched the entire
corpus to see which news stories the students ‘liked’ or ‘shared’ on Facebook. I searched the corpus
for the names of the six newspapers I study as well as for the names of the two TV channels that the
students mention they watch on TV or read online. In 4700 PDF-pages of saved Facebook data,
only 19 times had someone shared a link to some of the news papers or TV channels. 13 of them
were even shared by the same person, Bashaar (see article 1 and 4). He was the only one to share
links on political and society-related topics, the rest of the links (including several of Bashaars’
links) were news about sports, music, and the weather. It is clear from this that Facebook was not
used by the adolescents as a platform for sharing news. In interviews, a few of the students did
mention Facebook as a place for getting news, but at least when it comes to sharing and liking news
on Facebook – which is the only activity I have access to – it was hardly ever done. My search
focused on the data from 2009 to 2011. A brief look at their Facebook profiles in 2017 shows that
this has changed; they now frequently post political and society-related stories from online versions
of newspapers or TV channels on their Facebook-walls. This development might be because the
students are maturing and perhaps they are more explicitly preoccupied with political or social
events, but it can also and perhaps more likely, be the result of a general increase in the use of
Facebook and other social media for sharing news (Reuters institute digital news report 2016). But
in 2009-2011, when the students were 13-16 years old, they all used Facebook predominantly to
share YouTube-videos, pictures, and quotes, do quizzes and tests, write different greetings etc. to
each other, or engage with different fan sites (see article 3). Even though they hardly ever shared
news stories in 2009 to 2011 they did, however, sometimes engage with more societal or political
activities on their Facebook walls. They did this by participating virtually in Facebook-groups
called e.g. “We don’t want more wars”, “100.000 members – Pia K must leave the country”
(referring to Pia Kjærsgaard, the leader of the nationalist party “Danish People’s party” at that time)
(see article 4), and “Support Palestine, Iraq and Afghanistan” (my translations).
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4.2 The fieldwork
In this section I describe my ethnographic fieldwork. I combine my account of the specific and
characteristic features of my own fieldwork with descriptions of more general features of
ethnographic fieldwork. In the beginning of the 19th century the anthropologist Malinowski argued
for the necessity of participating in the everyday life of the people being studied (Malinowski
[1922] 1984: 6-8). The method has ever since developed and grown in popularity not only within
anthropology but also within humanities more generally (as accounted for in section 2). By
participating in people’s life one generates a certain kind of knowledge. A vast part of people’s
social behavior happens without them being reflexively aware of it, and consequently they will not
be able to reflect upon it when asked. Ethnographic fieldwork is thus a beneficial approach because
it “… is aimed at finding out things that are often not seen as important but belong to the implicit
structures of people’s life” (Blommaert and Jie 2010: 3). In order to be able to notice such
structures, time in the field is a decisive factor. The feeling of chaos one might experience when
entering a field will gradually be replaced by a sense of order as the fieldwork progresses
(Blommaert and Jie 2010: 26). The observations that the researchers make – and are capable of
making – develop too, i.e. from being descriptive, to being focused, and after some time to being
selected as the fieldwork progresses (Adler and Adler 1994: 195).
Time in the field is also decisive for the relations between the participants and the
researchers as it takes time for the participants and researchers to get to know each other, and it
takes time for the researchers to gain the participants’ trust. No matter how long time is given, a
single researcher cannot expect to develop close ties with all participants and as Blackledge and
Creese (2010: 86) note, the researchers form different relationships with research participants,
which then again might influence their observations. As a reaction to this – among other things –
conducting fieldwork as a team is becoming increasingly popular (e.g. Blackledge and Creese 2010;
Skovse 2018; Stæhr and Larsen forthc.). I too conducted my fieldwork as part of a team consisting
of a core group of seven researchers carrying out observations on a regular basis, and there were
several advantages to this. Logistically we could cover a broader area with regard to persons,
places, times, and different types of data. We could also decide to focus our observations on e.g. a
given person, activity or theme in a period of time. We were also more people to observe the
various persons and practices, which can lead to an increased validity of the observational data
(Adler and Adler 1994) and a strengthening of the interpretive process (Wasser and Bresler 1996).
Finally, we met on a regular basis and read and discussed each other’s field notes. Our field notes
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therefore “…performed the dual purpose of providing primary data and, in part, constituting the
team” (Blackledge and Creese 2010: 80; see also Creese et al. 2008), and our meetings resulted in a
“…pooling of the hypotheses before, during and after the fieldwork” (Delamont 2002: 93). Possible
disadvantages are discussed more rarely, but Gerstl-Pepin and Gunzenhauser (2002: 151) writes
that: “…the paradox of collaborative team ethnography arises in the accumulation of multiple
voices and multiple interpersonal interpretations. Knowledge can become richer but at the same
time more diffuse”. This, however, was not something I experienced during our collaborative
fieldwork. One possible disadvantage I could imagine by doing team ethnography is in the great
number of people we were. There might be a risk of that being overwhelming to the participants,
but except for big events such as them graduating from school (where the young people themselves
invited us), we were never all present at the same time. There were also great variations in who we
spent most time with and which roles and relations we managed to construct. This leads me to the
final aspect I wish to highlight from my fieldwork.
With a mix of gender, age, ethnicity, religious backgrounds, personally interests, hobbies
etc. we represented a somewhat mixed team, which in many ways was beneficial in the way we
connected differently with different participants. However, it would be naïve to assume that our
backgrounds and interests lead straightforwardly to different relations and positions in the field.
Although I mostly succeed in getting the role and position among the adolescents which I set out to
get, i.e. as one the adolescents could trust and whom was “on their side”, and not just another
authoritative adult, I sometimes found myself being ascribed roles that was in conflict with the way
I wished to appear. For example, four months into my fieldwork I was ascribed an undesirable role
by one of the teachers:
The teacher tells me that there’s a new sub teacher in the next class. She asks me if I could
join the v-class, at least in the beginning of the class, so that the pupils will behave, sit on
the right seats, and not trick the sub teacher (what a positioning of me!). I tell her that I can
join the v-class, but at the same time I think that I will not behave any different from what I
normally do […] Several pupils (of course) do not sit in the right seat, but […] I don’t tell
the sub teacher.
(Field diary, Astrid, 11.05.09).
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I chose not to do as the teachers asked me, because despite my profound wish to show my gratitude
towards the teachers’ open and friendly approach to us researchers, I could not risk complicating the
relation I had spent months building by taking on the suggested role as an authority in relation to
the adolescents.
I also reflected upon the best ways to contact the adolescents’ parents and how such contacts
would leave me. After having tried unsuccessfully to get in touch with the parents through the
adolescents, I decided to participate in a parent-teacher conference and confront the parents
themselves. I did, however, in advance ask the adolescents of those parents’ I wished to interview if
they were okay with that. Luckily they all were, and my relations to the parents never seemed to
influence my relations with the adolescents (see Ag 2010 for further descriptions of my field roles
and how I tried to navigate and act in the field). Such aspects are not only important to be aware of
during the fieldwork, but also later when interpreting the data, because no matter the relations
constructed and no matter the positions attempted it is a basic condition that the mere presence of a
fieldworker can influence the field – just like people do in general: “Being a social actor, a
participant in any situation and in any role, means to be part of the situation and hence affect it…”
(Duranti 1997: 118). This might influence the research outcomes, and therefore the fieldworkers
constantly need to be aware of their positioning in order to relate to their presence in the field
(Clifford 1986: 13-16) as well as reflect upon it in the interpretive process. This kind of reflection
can be seen expressed explicitly when I for instance pay attention to the fact that the parents might
position themselves in particular ways in the interviews (article 4) or when I notice that the
adolescents might choose to record specific activities for me to hear (see article 1 and 2; section
4.2.2).
4.2.1 The two settings
During my fieldwork I have been with the adolescents at school on and off in a period of two and a
half years, and in longer periods of times I visited the school and the young people daily. By
contrast to this, I have hardly done any participant observations among the adolescents at home. I
have only been in their homes to interview their parents or to give and collect audio recorders. And
although I did succeed in getting some recordings from their homes, it was a difficult process. In the
beginning I asked the adolescents in school to bring audio recorders with them home and make
recordings while they were interacting with their families. Most of them agreed to do it, but when I
came to collect the recorders a couple of days later, the answers were most often that they had
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forgotten about it or that there had not been any suitable situations to record. In another case, I
asked Shahid (see article 2 and 4) to make a recording at home. When he the next day returned the
recorder to me, he had made a recording which lasted for two hours and 11 minutes. However,
when I listened to the recording the first almost two hours were recorded at school, then on his way
home after school had finished, but then he had stopped the recording one minute after entering his
home. This illustrates the disparity between the data amount in the two settings, and when
comparing the amount of audio data I have with the adolescents in the two settings, the difference is
huge. In the school setting I have hundreds of hours of recordings of conversational data, and in the
family homes I have approximately 15 hours of recordings from 11 families. Furthermore, even
though two of my colleagues also interviewed some of the parents of the adolescents I followed, we
did not, except for one family, visit or interview the same families. As a result, the ethnographic
knowledge that I have from the families almost resembles that gained from a traditional solo
fieldwork. Again, this is in contrast to the team-ethnographic knowledge we generated in the school
settings where we were able to create a collective description of the field, the participants, and the
activities.
This difference has consequences for the analyses I can make and the conclusions I can
draw. For instance, mine and my colleagues’ observations in school enable me to make statements
such as “this is a typical interactional pattern for this girl” or “this boy never uses Arabic in school”.
Also, in the recordings from school I am familiar with the people interacting in the recording and I
know the situation in which the recording takes place – and many times I or one of my colleagues
have even been present when the recording took place. This is different from when I analyze the
recordings made in the students’ home. Here I have not gained ethnographic knowledge of the
families’ daily lives and routines to support my analysis, and often I have to approach the
recordings without being able to account for the context of the conversation. A few times, however,
the context is actually presented to me as for example when a mother in the beginning of a
recording says: “Hi Astrid, it is Thursday, and Henrik [the step father] is peeling the potatoes”.
Mathilde, one of our participants from school, immediately says: “Mom, don’t say that, it is
supposed to be natural” (see also section 3.2.3; my translations). But most of the time I do not know
the context of the interactions. Also, I cannot always say whether the activity taking place is a
reoccurring activity in the family, and therefore I am cautious of making any generic conclusions of
the families’ everyday lives. For instance, in one recording a mother is rehearsing prayers and
religious narratives with her youngest daughter and with her older daughter Nasha (one of our
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participants from school, see article 1 and 2) on the sideline. Apart from two short recordings they
have made during breakfast, I do not know much about other parts of the family’s live beside this
activity of rehearsing religious narratives. This, however, should not withhold me from using the
data, because first of all, the recordings do give me some insight into their family life, which I
would not have had otherwise. Second of all, Nasha whom I had asked to make recordings at home
chose to record this very episode, and that in itself might indicate that this is an important activity or
at least an activity she wishes for me to see. And finally, both Nasha and her mother talk about this
religious practice in interviews with us, and these ethnographic interviews inform my analysis.
Thereby, as long as I am aware of which kind of conclusions I can make, the recordings
from the adolescents’ home offer a unique insight into an area which is seldom studied, i.e.
linguistic and cultural practices of ethnic minority families. The home recordings contribute in
combination with the other recordings and the written data to a more comprehensive knowledge of
the adolescents’ language use and the linguistic norms expressed by and surrounding the
adolescents in family settings (article 1) of the adolescents’ and their family members’ interactional
construction and negotiation of social relations (article 2), and of popular cultural practices in the
homes (article 3).
4.2.2 Self-recordings
The fact that the mp3-recorder enables me to get recordings of situations that I might not have
gained access to otherwise, does not mean that the recorder becomes a fly on the wall, or that the
fact that a situation is being recorded is forgotten by the participants. At some point in all of the
home recordings, the adolescents and their family members talk about “the researchers”, they talk
about the recording and the person in charge of the recording, they talk to the recorder, or they in
other ways orient towards the recorder. The fact that the participants’ interaction in some way or
another is affected by the recording situation is also pointed out by Tusting and Maybin (2007: 579)
in their introduction to a special issue on linguistic ethnography:
“… the involvement of the researcher in social action inevitably changes the
language practices under study, whether through direct involvement in these practices
or simply through the presence of recording equipment of which participants are
aware”.
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Interactions where the participants orient towards the recorder and the fact that the situation is being
recorded have in some studies been seen as less authentic and less natural compared to data where
the participants seem to forget they are being interviewed and recorded (e.g. Labov 1972). Instead
of dismissing these instances as less authentic or natural, I, in line with recent studies (see e.g.
Gordon 2012; Schøning and Møller 2009; Speer and Hutchby 2003), argue that a focus on such
moments adds further knowledge to the interaction being studied. This “tape-affected speech” not
only gives us insight into how the presence of a recorder (and through that, the ears of a researcher)
affect interaction, but also how the recorder and in particular the participant doing the recording are
being integrated by the participants as a resource in ongoing interactional negotiations of social
relations. For instance in Ag (2010), I describe how Israh (whom I also focus on in article 1, 2 and
4) in a recording made outside of school first constructs a tough and streetwise identity by, among
other things, saying in a loud manner that Yasmin (who appears in all four articles) does not need to
make the recording and that we the researchers “can just fuck off”. When Yasmin reacts by calling
attention to the recorder (“uh Israh they can hear you man”, my translation), Israh in a stylized way
says that she is sorry, that the researches are so cool, and that she is “helt fantastisk glad” (so
extremely happy). She pronounces the s’s in ‘fantastisk’ with addental s – a variant that she does
not normally use. Maegaard (2007: 156) characterizes the variant as a ‘girl variant’, because the
girls in her study use it significantly more than the boys (however, the variant also brings other
connotations as Maegaard (2007) also demonstrates). It appears as if Israh by employing the
stylized utterance draws on stereotypical constructions of happy, sweet girls who never make
trouble, and there is a notion of performance in relation to the recording being made. This is an
example of how an interaction is affected because of the fact that one of the participants is
recording the episode, and how such moments can be rewarding to study – in this case because it
shows us how Israh is able to strategically use linguistic and discursive features to invoke a certain
stereotype as a way to soften her former outbursts.
In article 2 I also analyze an interaction where Yasmin and her two sisters display acts
of control towards each other. In the siblings’ negotiations of authority, the recorder, the activity of
recording, and the person in charge of the recording are used by all of them as resources in their
conversations, showing us how the recording activity is “…incorporated [into] their everyday talk”
(Gordon 2012: 300).
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4.3 Participants
In the two classrooms there were around 40 students. I consistently made general observations
among them all throughout my fieldwork, but I also focused particularly on specific participants.
This combination of general and specific observations is clear in the articles which are all centered
on rather few participants and interactions, but which are often held up against my general
observations (see also section 3.2.1). I chose to focus on the specific participants out of both
practical reasons and theoretical and empirical interests; the ones I chose to focus on were some I
had good relations to and who showed their willingness to for instance carry our recorders (most of
the students wanted to do this, but some were more eager than others, and a few always said no). It
also had to do with their linguistic backgrounds, as I was mainly interested in participants with
Urdu, Punjabi, and Arabic backgrounds because I had two translators with these linguistic
capacities (a majority of the ethnic minority adolescents also had these linguistic backgrounds). The
theoretical and empirical reasons to choose the given students were that I found that there were
variations in their linguistic behavior in school, in their friendship networks, and in their academic
and personal interests.
Safa, whom I focus on in article 3, was, however, not someone I had chosen to follow
during my fieldwork. I mostly spent time with her because she was best friends with Nasha (see
article 1, 2, and 3), but when I returned to my data after having been away from my project for a
couple of years, Safa and her school positive practices caught my attention. My new-found interest
in Safa benefited from the field notes, the team ethnography and the collection and storing of a vast
and diverse data material, because I could read about her in field notes written not only by myself
but also my colleagues, and I could follow her practices and the themes I was interested in
throughout all of our data types. When going back into the field notes, however, it is important to
remember that even though they add knowledge to the activities and persons being studied (Duranti
1997: 115) and inform the linguistic data, they should not be treated as objective statements of what
took place during the fieldwork. Field notes are by no means objective, but are “… the first written
products of a field team’s ethnographic gazes” (Erickson and Stull 1998: 23). Field notes will
always be an interpretation, and they are selective and incomplete, but “they are also evidentiary,
and can be used equally alongside other data” (Blackledge and Creese 2010: 79).
The number of participants varies in the articles, and the participants and relevant
background information will be introduced in the articles. All participants, i.e. the adolescents, their
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parents, family members, friends, and teachers have been given pseudonyms, and we have consent
from them to use the data for research purposes.
4.3.1 Translation, translators, and transcriptions
The school recording and in particular the home recordings include linguistic resources associated
with Arabic, Danish, English, Punjabi, and Urdu. I have been working with two translators with
Arabic and Punjabi/Urdu linguistic backgrounds respectively who have transcribed and translated
the recordings and afterwards gone through the transcriptions with me. Initially I wanted to
represent the transcription using Urdu and Arabic alphabets and therefore had the translators
transcribe all sentences three times; first with Urdu and Arabic alphabets, below that the
transliterated translations using Latin alphabet, and finally a translation into Danish. We tried
several transcription programs, but many of them could not be used when using Urdu and Arabic
alphabets. We ended up using CLAN (and sometimes simply Word), but we still faced several
problems in the transcription process in particular in terms of directionality especially with
overlapping speech. The representation of the data also looked rather confusing, and despite my
wishes for representing the data in the various alphabets I ended up choosing to use the Latin
alphabet only.
Articles 1 and 2 have several interactions with Urdu, Punjabi, and Arabic, but I have
only marked them with different fonts in article 1. The reason for this is that in this article I
precisely focus on the participants’ use of different resources in order to discuss notions of
languaging and polylanguaging (see section 3.1). In article 2 I have chosen not to use different fonts
as I do not wish to reproduce the interactions as consisting of “different languages” (see also
Blackledge and Creese 2010: 76), firstly because it does not seem to be how the participants
perceive their interactions, and secondly because it is not relevant for my analyses. Furthermore, it
applies to all of the transcriptions in the four articles that I only note or comment on particular
linguistic features, e.g. emphasis, if they are relevant to the analyses (for transcription conventions
see appendix 1).
In two cases I chose to conduct interviews with parents with my Urdu/Punjabi coworker as a translator, because the parents’ Danish was very limited. This clearly provided them an
opportunity to express themselves more freely and with more nuance, and both interviews turned
out really well. One of the parents had even been hesitant and a bit reluctant when I tried several
times to make an interview appointment with her, but when my co-worker called her instead, she
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was immediately positive towards it. This of course underpins the benefits of having a multilingual
research team (see also Blackledge and Creese 2010).
4.3.2 Terminology
From the very onset of this dissertation it has been an ongoing consideration for me how to label the
participants in my study. Most of the time it has been easy, when I for instance in discussions of
school interactions label them students or young people (article 1), or in family contexts label them
families, parents, siblings, young participants (article 2), or when studying peer interactions label
them adolescents (article 3), or when focusing on public discourses and stereotypes on ethnic
minorities label them “a group of Danish students with ethnic minority backgrounds and their
parents” (article 4). But when it comes to choosing a term to use (or not to use) in the introductive
and concluding parts of the dissertation it has been more difficult. If I label my participants ethnic
minorities I risk ending up participating in the construction of them as “different” (see also Yilmaz
1999: 12), which is the opposite of what this dissertation is about. I do, however, also believe that in
order to make the results of this dissertation count I need to use a term recognized in the public
debate, and ethnic minority is one such term. Thereby one might say that it is strategic terminology.
But, as article 4 shows, the ethnic category is also an empirical reality, i.e. it was a relevant category
for the participants (see also Nørreby and Møller 2015) and it was a category that found (and still
finds) much media coverage.
Bauman (2001: 89) writes that “[p]eople are assigned to an ‘ethnic minority’ without
being asked for their consent” and “’[e]thnic minority’ is a rubric under which social entities of
different types hide or are concealed, and what makes them different is seldom explicit” (Bauman
2001: 90). Both statements could be an argument against using the terminology. But exactly
because of the fact that people are being placed in an ethnic minority category, and that that
category conceals enormous variations within the people being classified as such, I believe that it is
important and necessary to use that label, and thereby put forward and show all the diverse and
varying practices, backgrounds, and lives of the persons being labeled “ethnic minorities”. One of
the aims of this dissertation is precisely to show this, and I now proceed with the four articles of the
dissertation.
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Article 1: (written with Jens Normann Jørgensen)

Ideologies, norms, and practices in youth polylanguaging
1. Abstract
The relationship of language ideologies, as they may be uncovered in public discourse and as they
are mediated through language users, for instance in minority families, to linguistic practices as
observed among young speakers in a superdiverse environment in Copenhagen is the theme of this
paper. We build on data from the Amager Project, a longitudinal study of the development of
polylanguaging among adolescents, and analyze both explicit statements about language norms and
observed and recorded language practices. We find that the young speakers encounter different
norms for language use in their everyday life and that they themselves have a quite sophisticated
sense of variation, both in their explicit statements on language use and in their actual behavior we
can observe.
2. Language ideologies
The individual’s use of language available to him or her is typically regimented by norms
influenced by strong ideologies about language (or language ideologies). Silverstein (1979: 193)
defines linguistic ideologies as “sets of beliefs about language articulated by users as a
rationalization or justification of perceived language structure and use”. Kroskrity (2010: 192)
similarly explores language ideologies as "beliefs, feelings, and conceptions about language
structure and use which often index the political economic interests of individual speakers, ethnic
and other groups, and nation states". Ideologies may be oriented towards language structure, i.e.
how specific language is shaped, as well as language use, i.e. how and when given specific
linguistic structure is used. Silverstein (1985: 221) makes the point that what he calls "the total
linguistic fact" covers three intertwined perspectives: the structural, the pragmatic, and the
ideological. In other words ideologies are ideas about structure and use. According to Kroskrity's
definition these ideas are not coincidental. He stresses that ideologies serve particular (perceived)
interests. Bauman and Briggs (2003) discuss how constructions of language generally supported
among societal elites and power holders become hegemonically dominant. In sum, language
ideologies are beliefs that represent political interests and may become generally accepted as
"truths" about language.
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The concepts of separate "languages" (or dialects, varieties, etc.), that are omnipresent in
political and educational discourse, are such beliefs about language structure and use, they are
ideologically motivated. Makoni and Pennycook (2006) demonstrate how the very concept of
“languages” as separate and separable sets of features is a hegemonically dominant ideology. Heller
(2007: 1) characterizes these concepts, i.e. the notions of separate languages, as "bound up in
ideologies of nation and state since the nineteenth century". The concept of language as separable
into distinct “languages” is increasingly rejected by current sociolinguistics (Jørgensen 2010) as a
valid representation of real life language use. Speakers do not use “languages”, they use linguistic
features which are in turn associated with “languages”. Speakers are languagers and what they do
is languaging (Jørgensen 2010).
The concepts of separate “languages” are, in other words, abstract ideological constructions,
and it is highly questionable whether they are useful in the description of everyday language use
(Jørgensen et al. 2011), but they are very real in political and ideological discussions nonetheless.
Probably the most prominent aspect of this fact is the idolization of “the national language” in
especially Europe. Based in particular on the National Romanticist (Herderian) ideology of one
nation belonging to one people and having one language, a mono-lingual habitus is widely pursued
by decision makers and educational systems in the western industrialized world (and very much so
in Denmark). Through the educational system ideologies about "languages" are used to motivate
extended normativity with respect to language practices, in casu the concept of "pure" language, i.e.
language which is not "infected" by features generally associated with "other languages" (cf.
Gogolin 1994).
3. "Pure language"
In Danish schools, media, and elsewhere people are confronted with a demand that they use only
one language at a time. This is a monolingualism norm. In its most extreme form it states that it is
“normal” to grow up with access to only “one language”. People who are accepted as “knowing two
languages” are labeled “bilingual”, and the norm applies to them as well. This double
monolingualism norm says that “bilinguals” must at all times use one and only one language, and
(preferably) use it as if they were monolingual in that language. Well into the 1900's linguists even
warned against children growing up with two languages, unless special conditions were met (for
instance, Jespersen 1941: 133).
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Whereas we understand language ideologies as abstract beliefs about language which
speakers rarely make the subject of explicit comment, we understand norms as more readily and
more explicitly expressed ideas about regulations of language behavior. Norms are enabled by
ideologies. For instance, in order to talk about “pure languages” and “keeping languages apart” one
must have an understanding of languages as separate, coherent entities. Only with the
hegemonically dominant ideology that human language can be divided into separate “languages” is
it possible to maintain the monolingualism and double monolingualism norm. In addition to
ideologies about the connections between "languages" and places people encounter norms
associated with specific linguistic forms. For instance, some words are, by some speakers, not
considered "nice"; some pronunciations may be characterized as "vulgar" among some people. Such
evaluations accompany individual features, including words (but are of course negotiable).
Ideologies do not only associate values with individual features. For instance, ideologies
construct relations between linguistic features and "languages". Individual features are in fact
mostly (but not always) associated with specific languages (in our understanding: sociocultural
constructions called languages): "castles is an English word, and souhaite is a French word". When
we, in the remainder of this paper, write about, for instance, "English words" we mean to say
"words associated with the sociocultural construction called English". Ideologies also construct
associations between languages and speakers, languages and places, etc. and thereby also between
features and speakers, features and places, in a number of ways (see Jørgensen et al. 2011).
Individual speakers are routinely positioned in relation to languages: "Queen Elizabeth is a native
speaker of English, and Queen Margrethe is a second language speaker of English, while Angela
Merkel is a learner". The associations of speakers with specific languages are also ascriptions of
certain rights. A person categorized as a "native speaker" of a given language is granted the right to
call the given language "my language", to use the language, and much more. The categorization
also indicates obligations: it is frequently accompanied by expectations of expertise in the language.
This means that besides purity norms certain features may be deemed improper, and others
obligatory - for instance, in most contexts fuck you would be improper as opposed to thank you
when the speaker has just received a present. In other cases entire "languages" may be deemed
improper and others obligatory - such as the average teacher's judgment of the use of Turkish in a
math class in a Danish public school as opposed to the use of Danish. Or, in a third case, the use of
features or "languages" by specific speakers may be deemed improper by some speakers who
believe themselves specially entitled to grant rights of use.
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4. My own language
A consequence of the monolingualism ideology is the belief that every person must have a
particularly close relationship to one “language”, almost invariably the “mother tongue” of the
person. Routinely, linguistic nationalists will claim that their language is particularly “beautiful”
(interestingly enough, usually in a version that is about two generations older than the current
youth) and worthy of preservation. What Moore, Pietikäinen and Blommaert (2010) call the
Endangered Language Industry also to a large extent builds on the national romanticist language
ideology. By extension all people will have the human right of being able to live their lives through
“their” language, their “mother tongue”.
The ideologies that associate specific sociocultural abstractions, so-called “languages”, with
specific places and persons, tie discourse about language to irreversible connections between the
languages and the associations. This is readily observable everywhere, in language classrooms, in
minority teenagers self-description on social internet media, in old people’ lamenting about the poor
quality of young reporters’ language, etc. Even literature which is quite critical of conservatism
routinely associates personality very closely with “the mother tongue” (for instance, SkutnabbKangas 1981), and it is routinely claimed in educational connections that children should be taught
in their mother tongue in order for them to develop self-confidence. It is interesting in the light of
the following that the Danish ministry of Education uses this argument in its guidance of expatriate
Danes (Undervisningsministeriet 2005).
There are obviously strong ideological motivations behind the understanding that human
language consists of different “languages”, and the understanding that these “languages” are closely
related to places and individuals in a direct way. In Western societies we see a diversification of
diversity (Vertovec 2006) in which populations become increasingly ethnically and linguistically
heterogeneous. Vertovec (2006; 2007) describes this social condition as superdiversity. Within this
superdiversity the unequivocal connections between places and “languages”, as well as between
individuals and “languages” become blurred. Diasporas will always render assignments to places
equivocal, and the expanding transnational as well as trans-border communication over the internet
or other new technological phenomena contributes to the dismantling of the ideas of simple and
clear connections.

48

5. Polylingual practices
As opposed to the monolingualism norms we find in some educational settings the integrated
bilingualism (or multilingualism) norm which emphasizes that languagers may use features from
different languages in the same production when that is appropriate, i.e. typically when they are in
the company of others who share the knowledge of two or more specific “languages”. In other
words, the integrated bilingualism norm refers to the two (or more) “languages” which speakers are
assumed to command (and share). Even this does not capture what we can observe in real life
language use.
The use of features from several “different languages” in the same production may be
frequent and normal, especially in in-group interaction, even when the speakers apparently know
very little material associated with several of the involved “languages”. For instance, Rampton 1995
quotes the use of Carribean creole features by young white Londoners, Christensen (2004) quotes
the use of words associated with Arabic by young Jutland speakers of Danish - who have a range of
different mother tongues, and Nortier (2001) quotes the use of Sranan among Dutch adolescents in
Utrecht. Such behavior in which language users employ whatever linguistic features are at their
disposal to achieve their communicative aims is governed by the polylingualism norm (Jørgensen et
al. 2011). The polylingualism norm is different from the integrated bilingualism (or
multilingualism) norm in accounting for people’s use of features associated with “languages” of
which they know very little (Otsuji and Pennycook 2010 suggest the term metrolingualism for this
phenomenon).
In the following we study the explicit norms expressed by students and parents in the
Amager Project and interpret these norms in the light of macro-level ideologies which dominate
public discourse in Denmark. We further analyze observed behaviors which are characteristic of the
everyday interactions between young languagers.
6. Data and method
The Amager Projcet (Ag 2010; Madsen, Møller and Jørgensen 2010; Møller and Jørgensen 2011;
Stæhr 2010) is a longitudinal study of the development of polylanguaging (Jørgensen 2010; Møller
2009) among students in an ethnically, linguistically, and socially highly diverse area in the capital
of Denmark, Copenhagen. The first phase of the project (2009-2011) followed a cohort of
adolescents from their grade 7 through their grade 9. One major strand of the project employs
linguistic ethnographic (Blommaert and Dong 2010) methods. The project workers conducted
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participant observation and took field notes in a range of school settings, not just in classrooms, but
also during recess, in the school kitchen, and in the corridors. In addition to ethnographic
observations in school we followed the participants in their everyday lives - in youth clubs, in socalled homework cafés, in sports clubs, in their homes and elsewhere. Field notes were turned into
diaries which were regularly discussed among the members of the team.
Another strand of the project is more traditionally sociolinguistic by emphasizing sound
recordings and written production of language. From the students we collected a wide range of
material, including recorded individual interviews and group interviews, school essays, Facebook
entries and interactions, and self-recordings carried out by the students when we were not present.
Furthermore we conducted interviews with parents, club leaders, teachers, and other adults around
the young people. In grade 8 the students participated in a semi-matched guise test which contrasted
mainstream speech (in "Danish") with speech which is stereotypically associated with late modern
urban youth (also "Danish").
Subsequent phases of the Amager Project are currently active, and in this connection we will
restrict our analyses to the material from the adolescents. We describe the metalinguistic reflections
of the students and their parents. The students mentioned in the following sections are all born in
Denmark (except from one, Bashaar, who came to Denmark at the age of two). Their parents, on the
other hand, are born in Pakistan, Iraq, Palestine, Jordan, Lebanon, and Tunisia and they have moved
to Denmark for various reasons and at different points in their lives. In the following sections we
exemplify the linguistic norms which the students face and relate to. Furthermore we describe the
linguistic practices of the students. We use data from our participant observations, written essays,
interviews, and self-recordings by the students in school and at home.
7. Language Norms Encountered in the Public and in School
In the Danish educational system monolingualism norms dominate (see for instance Jørgensen
2013; Kristiansen 1990). In primary and secondary schools the vast majority of teaching is carried
out in Danish. Foreign languages (English, French and German) are also almost exclusively taught
in Danish. English is obligatory as a subject, and students may choose between French and German
as a subject. Minority languages are almost non-existing as subjects. Although educational systems
in most places do favor the acquisition of languages by students, they uphold the (double)
monolingualism norms. The official government policy is one of so-called "language parallelism".
The idea is that all public functions and documents must be available in Danish as well as in
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English. Education, scientific reports, business documents, etc., should, according to this policy, be
carried out in both Danish and English. The policy can be viewed as an attempt at compromising
between, on the one hand, those who see a spread of English throughout society and dislike it, and
on the other hand, those who enthusiastically argue for the increased use of English as a means of
globalizing (see Jørgensen 2013). Simultaneously there is a very strong discourse about the
"necessity" of Danish and strong discouragement of the use of minority language in almost all
corners of the political debate, and minority parents are routinely advised not to speak the minority
language to their children (Holmen and Jørgensen 2010).
In the school system there is therefore a strong urge to rank Danish very highly, and to
encourage the acquisition of English. Very little else is appreciated, and much less rewarded.
Occasionally a school or a school district may ban entirely the use of minority language, also
among the students in the school yard during recess (see Ag 2010: 80). These events tend to become
the subject of debate in newspapers and other media, and the majority of opinions in most media
support such measures. The effect of such a normative discourse in public is not directly reflected in
the school attended by the participants of our study. In interviews teachers and the principal of the
school emphasize the need for the students to develop their Danish. The teachers and principal are
positive towards the use of minority languages (see Ag 2010: 55-56), but they describe no role for
them and seem not to pay much attention. In all the field notes from the ethnographic observations
in the school we do not have one single incident of an adult criticizing a student for using a minority
language. In other words - the expectation that Danish should be used is very much there, but it is
not expressed very explicitly, it is just considered common knowledge - it is hegemonically
omnipresent (as is the expectation of majority students to speak Copenhagen Danish in schools all
over the country (Kristiansen 1990)).
8. Registers Presented by the Amager Youth
In interviews the young Amager participants presented different labels for ways of speaking, e.g.
“integrated speech” and “street language”, when asked questions such as “how do you speak with
the teachers” or “in what way do you speak with your friends”. Later we collected written
assignments and asked the students to elaborate on these labels which they themselves had
introduced to us. Our study of the ongoing enregisterment (Agha 2007) suggests that “integrated
speech” is a label by which they refer to a way of speaking associated with upscale culture, a way of
speaking which they associate with teachers, authorities, and adults (see Madsen 2013; Madsen,
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Møller and Jørgensen 2010; Møller and Jørgensen 2011). Another register which in many ways
contrasts “integrated speech” is a register alternatingly labeled “street language”, “ghetto language”,
or “Perker language” [Perker: a controversial term for minority members, particularly when they are
Muslims of Middle Eastern descent]. This way of speaking is considered proper among friends and
siblings, but the young speakers report not to use it to adults (unless they are angry with the adults).
In between the two the young speakers posit a way of speaking which they call “normal speech”. In
other words the adolescent speakers describe the ways of speaking available to them and used by
them as a spectrum between two extremes, integrated speech and street language. Beyond the
extreme of integrated speech they describe a way of speaking labeled “old-fashioned speech”. None
of the students claim to use this way of speaking themselves – whereas integrated speech may be
used (or at least tried) by the young, old-fashioned speech is restricted to old people (i.e. adults). It
is worth noticing that the range between integrated speech and street language is not reserved for
Danish. The students also speak about, for example, “integrated Turkish” and “integrated Arabic”.
An entirely different dimension of “ways of speaking”, or “languages”, is the spectrum
between, on the one hand, “my very own language” and, on the other hand, the majority
“language”. This range is a reflection of the young people’s spectrum of expressed personal
relations to the “languages”, i.e. over the different degrees of sense of ownership (cf. Gumperz’
1982: 65 concepts of “we-code” and “they-code”). At one end we have the “languages” which are
typically called minority mother tongues or heritage languages. About these several of the young
speakers use the words “my [own] language” (cf. Harris 2006). Sometimes, however, they use
expressions such as “our” language or way of speaking about street language, in casu typically
Danish street language. Some of the students, especially girls, also report a relatively close
relationship to English, especially in interaction with other young people. For instance, one girl
writes in an essay that "det bedste sprog for mig er nok Engelsk/Amerikansk. Det syntes jeg er det
bedste sprog fordi jeg syntes at det lyder rigtig sejt" [the best language for me is probably
English/American. I think it is the best language because I think it sounds really cool] (Yasmin,
grade 8 assignment).
We are observing two different dimensions of relations to ways of speaking, one along a
cultural dimension, and one along a dimension of personal relations. A third dimension we can
observe is not a range, but rather a nominal scale of different “languages” with names such as
“Russian”, “Danish”, “Arabic”, “Turkish”, “Urdu”, and “French”. Combined we get a three-
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dimensional space of different ways of speaking in which the young speakers navigate – and in
which they position themselves and others according to the situation.
9. Linguistic practices in school
In the everyday linguistic practices of the students almost all official interaction in the classroom is
Danish, with the possible exception of a little English. The polylingual practices which we have
documented among some of the grade 7-9 students (Ag 2010; Madsen, Møller and Jørgensen 2010;
Stæhr 2010) are found in unofficial school interactions among peers. Excerpt 1 illustrates the
differences sometimes seen between the official and unofficial interaction in the classroom:
Excerpt 1: “Fadwa xxx under the skirt ridiculous look at her shoes”
Participants: Teacher (Tea); Massima (Mas); Jehan (Jeh)
Original
01 Tea: toeren og hvorfor er det det
02 Mas: fordi den hold [/] indeholder
03
en ledetråd
04
(3.1)
05 Mas: Fadwa xxx under nederdelen til
06
grin dekh na us ke joote
07 Jeh: mujhe nahin nazar aa rahe
08 Mas: xxx
09 Jeh: nå:h xxx ((ler kort))
10
(1.7)
11 Jeh: nederdel kan man sætte
12
ballerinaer til og sådan

Translation
number two and why is that
because it tain [/] contains a
current-carrying wire
(3.1)
Fadwa xxx under the skirt
ridiculous look at her shoes
I can’t see them
xxx
a:h xxx ((laughs briefly))
(1.7)
to skirts you can put
ballerinas and such

In the beginning of excerpt 1 the teacher asks a question regarding the physics experiments with
which the class is doing. Massima, who is wearing one of our recorders around her neck, answers
the question using only Danish. After a break she turns to her best friend Jehan and directs Jehan’s
attention towards one of their classmates, Fadwa, and Fadwa’s dress. In the utterance Massima uses
Danish as well as Urdu (line 5-6). Jehan’s reactions consist of Urdu (line 7) as well as Danish (lines
9-12). In the official interaction in the class Massima displays an awareness of and alignment with
the monolingualism norm. Her linguistic practices can be related to her local identity work in the
official part of the class, namely constructing an identity as a good monolingual student (Cekaite
and Evaldsson 2008). In the subsequent unofficial interaction between the two girls Massima no
longer aligns with the monolingualism norm. Instead, Massima’s as well as Jehan’s linguistic
practices are polylingual (see Ag 2010 for further analysis of the girls’ linguistic practices).
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The linguistic everyday of Nasha, another girl, differs from that of Massima and Jehan. In the
official school interaction the three girls’ linguistic practices are identical with regard to the
monolingualism norm – and correspond to that of the other students. In the unofficial interaction
Nasha’s linguistic practices differ from those of Massima and Jehan. Like Massima and Jehan,
Nasha’s minority background is Pakistani, but she does not use Urdu in school at all. A reason for
this is probably that her best friends do not know Urdu, but even when talking to classmates who do
know Urdu she does not– or at least very rarely – use Urdu. On the other hand, Nasha tells that she,
like many of her girlfriends, use English words when they speak to each other.
Excerpt 2: Written assignment, Nasha, grade 9
Translation
With my friends I often mix English into sentences, which is fortunately a habit that my friends do
not dislike. I have a girl friend with whom I speak a special language when we talk about a certain
subject. We use American words very often, e.g., Freakin awesome, OMG or Hot. That is, totally
cool, Oh god/oh my gosh/god (sounds more cool in English)
Original
Med vennerne blander jeg ofte engelsk ind i sætninger, hvilket er en vane, som mine kammerater
heldigvis ikke har noget imod. Jeg har en veninde jeg taler et specielt sprog med, når vi taler om et
vis emne. Så bruger vi amerikanske ord rigtig tit Fx. Freakin awesome, OMG el. Hot. Altså totalt
sejt, Åh gud/oh my gosh/god (lydere sejere på engelsk)
English features may occasionally be heard in the official interaction. But contrary to Urdu and
other minority languages English is a language of prestige in the Danish school system as well as in
Danish society in general. The use of English in otherwise Danish sentences is not regarded as a
violation of the monolingualism norms to the same degree as the use of Urdu or other minority
languages.
So far we have looked at how the students adjust to the double monolingual norm when they
participate in the official interaction in class, i.e. we have focused on their choice of "language". It
is worth noting the students also adjust their linguistic practices with regard to the dimension of
"integrated" and "street language": "Men slang og integreret er ogs vigtigt, fordi at der er nogle
mennesker som ikk ka tåle at høre slang, så ska man kunne snakke med dem så de er tilpasse.” [But
slang and integrated are also important because there are some people who cannot bear to listen to
slang, so must be able to talk with them so that they are at ease] (Lamis, grade 8 written
assignment). The students describe “street language” as a way of speaking between friends whereas
“integrated speech” is particularly associated with the way their teachers speak. Some of the
stereotypic indexical values of “integrated speech” are authority and academic skills. Several of the
54

students claim to speak – or try to speak – integratedly to their teachers or in class as well as they
attempt to write integratedly in school assignments in order to fulfill the expectations of the
mainstream school: “Til lærerne mener jeg også jeg taler normalt dansk. Rent akademisk synes jeg
det bliver nødvendigt, at tale integrered i undervisningen [I believe I speak normal Danish to the
teachers. Purely academically I believe it will be necessary, to speak integratedly during class]
(Nasha, grade 9 written assignment).
In their metalinguistic reflections and in their linguistic everyday practices in school the
students do not choose language and features randomly or at will. On the contrary, they display an
awareness of and a certain degree of alignment with language norms, and they adjust their linguistic
behavior according to the situation.
9. Language Norms Presented by the Amager Youth’s Parents
Whereas our young speakers present many metalinguistic reflections regarding “integrated speech”
and “street language”, this dimension does not seem to be known by or at least be of relevance to
the parents. By contrast, the “personal-relations-dimension” is highly relevant to the parents. Like
the students, the parents present different “languages” and they associate different social meanings
and degrees of attachments to the “languages”. The languages the parents often refer to as “my own
language” or “our language”, are the minority heritage languages. The parents’ attitudes towards
their children’s acquisition and use of on the one hand the heritage language and the on the other
hand the majority language are quite different. With regard to the heritage languages, several of the
parents argue that it is important that their children speak the language at home. This is partly
because the children do not learn or speak the language elsewhere, and partly it will enable the
children to learn about culture associated with the language. This view is illustrated in excerpt 3.
Excerpt 3: “so they also learn something about that culture”
Interview, 2009. Participants: Massima’s mother Ghazala (Gha); Maria, project worker (Mar)
Original
01 Gha: nahi danish bolo bachein aapis
02
me bolte hai jab matalab ke
03
maa baap ko na aaye to wo apni
04
zaban boley to zyada acha nahi
05
hain bajae ke danish bole
06
07 Mar: sahi baat hain
08 Gha: bachein to boltey hi hai
09
waisey hi bolte hain bachey
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Translation
no it’s okay to speak Danish
that the kids speak Danish to
each other if I think that the
the mother and the father can’t
then you should speak your own
language isn’t that better
yes that’s right
kids speak it they speak it
already they speak a lot of

10
11
12
13
14
15
16

bohot boltey hain danish to
mere khayaal mein ghaar me
jaisi maa baap ki zaban hai
waisey hi bachon ko bolna
chayein taaqe un ko us maahol
ka bhi patta chalein us zaban
ka bhi to

Danish so I think that they at
home should speak their
parents’ language so they also
learn something about that
culture and also about that
language

We find that the parents present two different kinds of motivations with regard to their children’s
acquisition and use of Danish and heritage languages. The motivation for learning Danish can be
described as instrumental (Gardner and Lambert 1972: 3) in that the parents want their children to
speak Danish in order to get educations and jobs. The motivation for learning a heritage language
on the other hand is more integrative (Gardner and Lambert 1972: 3) as shown in Example 3. In the
example Massima's mother describes a simple and clear connection between speaking a language
and learning about a given culture (see also Blackledge and Creese 2010). Such an understanding of
a simple connection is presented by several parents. Massima's mother, and other parents with her,
ascribes to a traditional view of "languages" and "cultures", and the relations they describe with
respect to "their" language also pertain to "their culture".
While the majority of the parents express an opinion on their children’s use of specific
languages in specific places and situations, they do not discuss the issue of “language mixing” with
the same degree of involvement. Whereas the students are confronted with a demand in school,
media, and society in general that they use only one language at a time, this is not the case in
several of the students’ homes. Some of the parents even tell how they themselves deal with
languages differently from this norm: "vi blander, mig og min mand, urdu, punjabi, ikke, det gør
vores forældre også" [we mix, me and my husband, Urdu, Punjabi, right, our parents do it as well]
(interview, Malika, Nasha's mother). Yasmin's mother explains how she mixes Danish and Urdu
with her siblings, and how they as kids played with the languages. For instance they would try to
construct all their sentences with Danish as well as Urdu, and English. Israh's mother tells that
sometimes, for instance when her phone rings, she mixes languages:
Excerpt 4: “sometimes it happens automatically”
Interview, 2009. Participants: Israh’s mother Basmar (Bas)
Original
01 Bas: nogle gange kommer det også
02
automatisk øh at jeg snakker
03
lidt dansk der kommer nogle
04
danske ord midt i arabisk og
05
jeg tror det er ikke fordi jeg
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Translation
sometimes it happens
automatically too ehm that I
speak a little Danish there
appear some Danish words in
the middle of Arabic and I

06
07
08

gør det med vilje men det
kommer automatisk og det samme
også med Israh

think it is not that I do it
on purpose but it just happens
automatically and it is the
same with Israh

There are parents who explain in the interviews that they administer a strict language norm at home,
for instance Safa's father who tells that he demands that his children speak Arabic at home, and that
he tells them to stop if they speak Danish. However, as excerpt 4 illustrates some parents describe
how they themselves use features associated with different languages in the same sentences and that
it happens “automatically”. They have even done so already as children, and so have their parents.
Several of the parents have the experience of “mixing languages” as a normal and by no means
deviant linguistic behavior. So, at least with regard to many of the children the demand that they
speak one language at a time is not something they have been socialized into at home, but
something they are confronted with in school, media, and society.
10. Linguistic practices at home
The dimension of “street language” and “integrated speech” is, as mentioned, not reserved for
Danish, but is disassociated from the idea of a specific language. Also, the dimension is not
reserved for linguistic practices at school, but seems to be a dimension the students also employ
with family. For instance one boy writes: ”til min familie taler jeg helt normal/integreret arabisk,
men når jeg taler til mine fætre er det gadesprog arabisk” [to my family I speak entirely
normal/integrated Arabic, but when I speak to my male cousins it is Arabic street language] (Jamil
grade 9 written assignment). To some of the students it is not only a pattern of behavior they
observe among themselves, they also recognize it in their parents’ linguistic practices. In an
interview Bashaar explains how his mother sometimes talks integratedly to him. According to
Bashaar, integrated Arabic is a register his mother uses when she wants to put him straight. In
Bashaar’s description integrated Arabic shares characteristics with integrated Danish, for instance
the use of "fine" words. Furthermore, integrated Arabic is, like integrated Danish, associated with
authority.
We observe a variation of linguistic practices within the linguistic minority families. In one type of
practice almost only Danish is employed, but this practice is rare. We find such practice in, for
instance, Yasmin's family. Yasmin and her mother tell how they practically never speak Urdu at
home, and Yasmin’s recordings of home interactions contain only Danish. Yasmin explains that she
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does not speak Urdu that well "fordi hun mor hun er jo # god til dansk og alt det der, hun er bare
vant til at tale dansk med os" [because my mother she is as you know # she speaks Danish well, and
all that, she is just used to speaking Danish to us] (Interview with Yasmin, grade 8). In an interview
her mother tells how she regrets that she has not spoken more Urdu with her children, and when
asked how she speaks with her children she answers: “jeg taler dansk, desværre" [I speak Danish
unfortunately] (Yasmin's mother, interview). Having grown up in both Pakistan and Denmark the
mother speaks both Danish and Urdu. She considers the fact that she is able to do so valuable and
something to be proud of. She says she wished she had passed that ability on to her children.
One could imagine a type of linguistic practice in which the opposite happens, i.e. in which
no Danish was spoken. Such a practice does not appear in any of our recordings from the students'
home, Danish is always used at some point by some of the family members, typically in siblings’
interaction. This is the case in, for instance, Massima’s family. In most of the recordings from
Massima’s home she speaks Danish with her siblings and Urdu with her parents. Therefore, in
recordings of situations in which Massima and her siblings as well as her mother are present, Urdu
and Danish sometimes occur in the same interaction. The frequency of so-called code-switches,
however, is not as high as in Massima’s polylingual practices with her friend Jehan in school (see
Ag 2010). In an interview Massima’s mother tells that she wants her children to speak Urdu with
each other when she is present because when they speak Danish too fast, she sometimes has
problems understanding what they are saying. She says that sometimes the family uses both
languages in the same interaction if there are comprehension difficulties. She also explains how she
and Massima’s father speak Punjabi and Urdu to each other, but only Urdu with the children. In
sum, the linguistic interactions within the family routinely include different languages.
In yet another pattern of linguistic family behaviors, the frequency of sentences including
features from different languages is very high. We find an example of this in interactions between
Nasha, her mother, and her younger sister. In a recording which lasts 23 minutes they use Urdu,
Danish, English, and Arabic. There are utterances in Danish only, utterances in Urdu only, and
utterances with both Urdu and Danish integrated in a way that makes it impossible to categorize
them as either Urdu or Danish. All three types of utterances are found in the contributions of all of
the three family members. Excerpt 5 illustrates the polylingual practices of the family:
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Excerpt 5: “er det rigtigt Nasha tolv miley hain”
Participants: Yalda, Nasha’s littlesister (Yal); Malika, Nasha’s mother (Mal); Nasha (Nas)
Original
01 Yal: hej inspektør
02 Mal: Yalda manna kiya tha na ke
03
nahin tha
04 Yal: ohoho ((laver fjollede lyde))
05 Nas: it's raining men hallelujah
06
((synger))
07 Nas: jeg er så glad for jeg fik
08
tolv i biologi
09 Mal: er det rigtigt Nasha tolv
10
miley hain
11 Nas: standpunktskarakter tolv hi
12
hain mere
13 Mal: ah det er flot
14 Nas: ke [/] ab mein bas[/] ke
15
matlab standpunktskarakter yeh
16
hota hai
17 Mal: mm
18 Nas: ke aik period mein na sirf
19
tolv par hoti hoon biologi
20
mein
21 Mal: mm det er flot skat

Translation
hi principal
Yalda did I tell you not to
do that or didn’t I
ohoho ((makes silly sounds))
it's raining men hallelujah
((singing))
I’m so happy I got twelve in
biology
really Nasha did you get
twelve
my subject grade is twelve
wow that’s nice
that [/] now I just [/] that I
mean subject grade is that
mm
that I over an extended period
right get nothing but twelve in
biology
mm that’s nice dear

Two important results can be inferred from example 5. Firstly, the example demonstrates that
polylingual behavior is not only a practice among peers, but also in family interactions. Secondly,
the mother’s polylingual practices show that polylingual languaging is not only a youth
phenomenon (most other studies of polylingual languaging are conducted with adolescents, e.g.
Madsen 2008, Stæhr 2010, Jørgensen 2010, but see Møller 2009). In line 8 the mother employs the
Urdu word order of an interrogative sentence (“tolv miley hain”) with the object before the verb, but
with the object in Danish (“tolv”). In line 14 Nasha employs the word "period" which is generally
associated with English, but by using phonetic features which are associated with Urdu.
Nasha’s linguistic practice at home differs significantly from her language use in school. As
described above, her linguistic practices in school follow almost entirely the monolingualism norm,
whereas her linguistic practices at home follow the polylingual norm. This tells us that polylingual
practices are not only the result of informal learning among peers, but that polylingual practices can
be developed and employed within families as well. Furthermore it illustrates that attention to
norms is a competence, a competence Nasha has developed to a high degree.
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An important point is that it would be a misunderstanding to think that the family interaction is
without norms, including restrictions. This is illustrated in excerpt 6 in which Nasha's mother is
rehearsing religious narratives with Nasha's younger sister, Yalda. In line 1-3 of the example
Malika encourages, in Urdu, Yalda to relate a specific narrative. In the ensuing part of the
conversation a negotiation between Malika and Yalda takes place. Yalda does not want to be
interrupted, even if she makes mistakes. Malika accepts not to interrupt. This goes on in Danish.
Next Yalda prepares to begin her narrative, switching from Danish into Urdu in her utterance. Her
use of Danish - although the one part of the actual narrative in this utterance is in Urdu - is
reprimanded by Malika. In this particular connection no Danish seems to be appropriate:
Excerpt 6: “do not speak Danish ”
Participants: Yalda, Nasha’s littlesister (Yal); Malika, Nasha’s mother (Mal)
Original
01 Mal: shabash aur hamare nabi ko jo
02
woh baat kahani pataein gi ke
03
jab pyaare nabi ko paas kaun
04
aya tha
05 Yal: så skal du ikke afbryde mig
06 Mal: nej okay det skal jeg nok lade
07
være
08 Yal: okay og jeg må [/] hvis jeg
09
har fejl så kan du fortælle det
10
til sidst
11 Mal: okay
12 Yal: ikke okay pehle
13 Mal: danish bolna nahin

Translation
good and will you tell our
prophet's that talk story when
who came to our beloved
prophet
so do not interrupt me
no okay I will not
okay and I can[/] if I make a
mistake you can say so
afterwards
okay
right okay first
do not speak Danish

Conclusions
In school, media, and Danish society in general students are confronted with a monolingualism
norm - i.e. a demand that they use only one language at a time. This norm is not aggressively
pursued by the teachers at this particular school, and that would not seem necessary. In official
school interaction, in class, etc. the students do not employ the skills we observe otherwise. In
certain unsupervised school activities the students may occasionally use a few of the resources
which mostly seem to be reserved for non-school uses. In the case of several of the students’ homes
polylingual practices are accepted and even employed by some of the parents. On the other hand the
parents often demand that their children - beside their everyday-use of Danish - must be sure to
learn “their own language”, i.e. the purported heritage language of the family. Certain activities
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which are closely related to the parents' sense of heritage culture may also be connected to an
obligatory use of heritage language.
In this tension between teachers’ expectations and parents’ expectations the young language
users organize their “languages” and adjust their behaviors according to the demands of the given
situation. The young speakers develop these competences in and with superdiversity. They have a
quite sophisticated sense of variation, both in their metalinguistic descriptions and in the actual
behavior we can observe. This is never acknowledged in school which strictly administers the
double monolingualism norm. It becomes clear that different norms towards language use are
dominant in different settings, and according to different activities and participants. The norms can
to a certain degree be exploited by language users, taking into account the specific context of the
interaction as well as participants’ interactional aim. Some norms are hegemonically dominant and
are therefore never questioned and they are difficult to transcend. The exclusive use of Danish in
the official interaction in the classroom is one such norm. The perspectives of structure, use, and
ideology are perspectives which are relevant in every instance of languaging, and all three need to
be accounted for in order to describe sociolinguistic developments.

61

Article 2:

Rights and wrongs – authority in family interactions
1. Introduction
Recent language socialization studies of family relations agree to discard static understandings of
family relations and instead look at the practices that constitute them (Goodwin 2006a). In order to
understand practices and routines of families it is important to study interactions between family
members, because as Kendall (2007: 3) notes: “Families are created in part through talk: the daily
management of a household, the intimate conversations that forge and maintain relationships, the
site for the negotiation of values and believes”. A particular kind of practice which plays an
immense part in constructing and negotiating such family relations is members’ indexing of morally
correct behavior towards each other: “[t]he flow of social interactions involving children is imbued
with implicit and explicit messages about right and wrong, better and worse, rules, norms,
obligations (…) and other dimensions of how to lead a moral life” (Ochs and Kremer-Sadlik 2007:
5). Such messages about right and wrong behavior not only function as a way to comment on and
regulate others’ behavior per se, they also function as social resources in constructing and
negotiating relations and authority in the family. When parents for instance correct their children’s
language or their table manners, they position themselves as authorities. The children can comply
and thereby co-construct the parents’ authority, or they can ignore the parents’ statements and
thereby negotiate and challenge the authority construction of the parents. Similarly, a sibling’s
display of authority towards another sibling might not be successful if she or he does not see the
other as a legitimate authority, and if she or he does not accept the position of subordinate. It
follows from this that construction and negotiation of authority is highly intertwined with
construction and negotiation of interpersonal relations. Therefore, a study of authority relations in
families automatically becomes a study of family relations.
This chapter includes data from five families. I look at instances of family members’ explicit
messages about right and wrong behavior in interactions. These are part of socialization practices,
and the analyses of them enable me to investigate two central aspects of family interactions, namely
1) how authority is constructed and negotiated and 2) how family members construct and negotiate
interpersonal relationships.
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The five families have ethnic, linguistic, and religious minority backgrounds. The children
are all born and raised in Denmark, whereas their parents are born in Pakistan, Jordan, and
Lebanon, and have moved to Denmark for various reasons and at different points in their lives. The
minority category is highly focused upon in the media. I do not pay particular attention to the
category of minority in my analysis of authority and interpersonal relations, but this chapter
contributes to the public debate on ethnic, linguistic, and religious minority families in Denmark
exactly by not taking for granted the significance of their backgrounds. The interactions shown in
this chapter tell another story about what takes place in minority families than what is usually
highlighted in the Danish public and political debate. In Danish media, stories about ethnic,
linguistic, and religious minority families are often negatively framed (Jacobsen et al 2013: 17;
Hussain, Yilmaz and O’Connor 1997: 259). When doing a search on “etniske familier” [ethnic
families] on Google four of the first 12 hits read as follows: “Co-operation with ethnic families does
not work”, “Problems in ethnic families are difficult to solve”, ”The family maintains ethnic
minority women in violent relationships”, and ”The invisible violence in ethnic minority families”
(translated from Danish). Such stories not only frame ethnic minority families negatively, they also
construct ethnic minority families as different from ethnic majority families. However, the
interactions of the five families presented in this chapter show that there is not anything invidious
about these families. On the contrary, the way authority relations and interpersonal relations are
constructed, challenged, and negotiated by the families will presumably be something most families
in Denmark are familiar with.
2. Language socialization
Socialization into appropriate behavior is part of families’ everyday life. Gaining knowledge about
the everyday life is exactly at the heart of both Linguistic Ethnography and Language Socialization:
“One of the most significant contributions of language socialization research is the insight it has
yielded into everyday life – the mundane activities and interactions in which ordinary individuals
participate, constituting the warp and woof of human sociality” (Garrett and Baquedano-López
2002: 343).
Language socialization (e.g. Kulick and Schieffelin 2004; Ochs and Schieffelin 2012) is the
study of socialization through the use of language and to the use of language (Schieffelin and Ochs
1986b: 163). My study is not a language socialization study per se. According to Kulick and
Schieffelin (2004: 350), a language socialization study is ethnographic and longitudinal, and it
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should demonstrate acquisition (or lack of acquisition) of particular linguistic and cultural practices
over time and across contexts. The recordings I have from the families are, in most cases, collected
within the same period of time. As a consequence, it is not possible to demonstrate changes of
linguistic or cultural practices over time. Therefore, the part of my project which focuses on the
family context does not meet the criteria set up by Kulick and Schieffelin (2004: 350). Accordingly,
this should rather be regarded as “a study of language and social interaction” (Kulick and
Schieffelin (2004: 350). In this sense, my study is exactly that, namely a study of language and
social interaction, but I adopt a language socialization perspective on my data.
Early research on language socialization primarily looked at socialization practices between
novices and more experienced persons, often between children and parents (e.g. Schieffelin and
Ochs 1986). Later, both peer groups and siblings have been studied (see review of studies on peer
socializations in Goodwin and Kyratzis 2012). This study is special in that it looks at socialization
practices not only in parent-child interactions and not only in siblings interaction, but between all of
the interacting family members. The reason for this is that every family member can produce
messages about right and wrong behavior, and authority is an interactionally achieved practice
which involves all interacting parties, and which is co-constructed through the responsive behavior.
I will return to this.
3. Authority
In the words of Pace and Hemmings (2007: 6) authority is “…a social relationship in which some
people are granted the legitimacy to lead and others to follow” (italics in original). Who is being
granted the right to a position as authority differs from context to context and from one participant
constellation to another. Traditional authority refers to authority granted to those in ruling positions.
This is typically seen in parent-child and teacher-student relations; here children and students are
expected to do what they are told by the parents and teachers simply because of the institutional
positions held by parents and teachers (Pace and Hemmings 2007: 6). Professional (Pace and
Hemmings 2007: 7) or knowledge (Wilson and Stapleton 2010: 50) authority is based on a person’s
expertise within a given field. With that expertise follows the authority to evaluate others’
utterances on the given topic. Moral authority refers to when someone is indexing appropriate
behavior towards others. Durkheim (1956: 29) for instance describes how the “work of education”
is to make “…the egoistic and asocial being that has just been born (…) capable of leading a moral
and social life”. Religious authority or “authority in (and through) God” (Wilson and Stapleton

64

2010: 58) can be granted persons who speak on behalf of a God (e.g. the Pope) or it can be used
when someone refers to God or religious scripts as a guideline for norms of behavior. Finally,
interactional-structural authority occurs when someone controls the interactional floor and thereby
decides who speaks when and about what (Sinclair and Coulthard 1975; Wilson and Stapleton
2010: 55; Karrebæk 2012b: 33).
These different types of authority relations should not be understood as an exhaustive list.
But they are the ones relevant to my analyses of family interaction (see Karrebæk 2012b for
analyses of authority relations in school among the participants in our collaborative study). Also,
the different authority relations are not supposed to be taken as bounded categories. Religious
authority can overlap with legal authority, when religion and state are coterminous, or with moral
authority, when God is seen as the highest moral authority (Wilson and Stapleton 2010: 58). And a
teacher in a classroom will often perform both institutional authority and knowledge authority.
There are two important facets of authority to bear in mind when studying authority relations.
Firstly, as mentioned authority is co-constructed. One can be an institutional authority, e.g. a
teacher, but if the students do not comply with what the teacher wants the students to do, the teacher
is not authoritative from a performance perspective (Wilson and Stapleton 2010: 49). The same is
the case with parents, and perhaps older siblings. They might inhabit a potential status as
authoritative given their respective roles in the family, but it is not certain that their children (or
younger siblings) view them as such. Therefore it is important to understand authority as being
interactionally constructed and negotiated. In the following I show how authority in family
interactions is not necessarily the outcome of pre-established roles, but is constructed, negotiated,
and challenged interactionally.
Secondly, authority relations are not limited to the given persons interacting. We also orient
to what Blommaert (2010:39) refers to as centres of authority outside the interaction:
“…authority emanates from real or perceived ‘centres’, to which people orient when they
produce an indexical trajectory in semiosis. That is, whenever we communicate, in addition
to our real and immediate addressees we orient towards what Bakhtin (1986) called a ‘superaddressee’: complexes of norms and perceived appropriateness criteria, in effect the larger
social and cultural body of authority into which we insert our immediate practices vis-à-vis
our immediate addressees”.
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These centres can be individuals like teachers, or the coolest guy in class, they can be collectives
such as peer groups, or they can be abstract entities or ideals such as the church or democracy
(Blommaert 2010: 39). The centres can also be, as examples will show, God, a day-care teacher, a
mother, or an imagined health book. Talking about something being outside of an interaction of
course raises the question about how to determine what is inside and what is outside of an
interaction. In this case, however, I simply refer to centres of authority outside of an interaction
when the interacting parties construct an authority by orienting to someone or something which
does not participate actively in the conversation. As we shall see, the notion of centres of authority
is highly relevant when analyzing authority relations in family interactions.
4. Method, data, and participants
The collaborative project builds on data from a range of different everyday settings. The data
examined in this chapter are from the young participants’ homes. After having carried out
ethnographic fieldwork among the 7th-9th graders at school for some time, I began to focus on
some of the participants’ homes. I intended to observe in their homes as well, but I did not succeed
in gaining access. Even though I got to know the young participants quite well, and they were used
to having me around at school (see Ag 2010), they were hesitant about having me in their private
home. A possibility is that they associated me too much with their life at school and did not feel
comfortable with mixing that with their family life. Also, they were not too eager when I asked
them to talk to their parents about participating in an interview. They kept telling me that they had
forgotten to ask or that their parents were busy, and it would be better if I asked them later. It turned
out to be easier to participate in a parent-teacher conference, where many of the parents were
present, and ask the parents myself if I could interview them. Before the parent-teacher conference I
asked the participants if they were okay with me asking their parents, and they all were.
Apart from when I visited the young participants’ houses to interview their parents, I did not
conduct ethnographic observations in their homes. I did, however, get the young participants to
bring small audio recorders home and make recordings while they were interacting with their
families. These recordings give me an insight into their family life which I would not have had
otherwise. In total I collected 26 recordings from 11 families. This chapter is based on recordings
made in five families. Eight parents and 18 children appear in those recordings, and seven parents
and 11 children participate in the interactions discussed in this chapter. Also, I interviewed the
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parents, and I use some of the interviews to shed light on different issues talked about in the
recordings.
The activities taking place in my recordings differ. This does not come as a surprise because when
the young participants asked what to record at home, I told them that they could record while they
were having dinner, when they were watching TV, doing homework, or simply just talking to each
other. My data were meant to cover a broader range of family activities than what is typically seen
in studies on family discourse which is often based upon dinnertime interactions (e.g. Ochs et al.
1992; Ochs and Taylor 1996; Paugh 2005; Paugh and Izquierdo 2009; Perregaard 2010). One
recording is made while the family members are all gathered around the dining table having dinner.
This recording is initiated by the mother whom I interviewed the day before. I told her – as I told
the young participants – to record whatever she wanted for instance while the family was eating or
while she was talking with her children about their homework. She chose to record while they were
eating, and the recording begins and ends during dinner. The other recordings, which were initiated
by the young participants, are not as strictly tied to one activity. Several different activities take
place during the recordings. In these recordings it is sometimes difficult to understand what is being
said and by whom if, for instance, some of the participants are in another room than the recorder, or
if a speaker is speaking loudly about a football match on television. The transcriptions of these
recordings are affected by that.
It applies to all of the transcriptions that I only note or comment on particular linguistic
features, e.g. emphasis, if they are relevant to the analyses. The recordings include linguistic
resources associated with Arabic, Urdu, Punjabi, Danish and English. As to the recordings with
Arabic, Urdu and Punjabi I have been working with two translators who have transcribed and
translated the recordings and afterwards gone through the transcriptions with me. I present the
transcriptions using Latin script only. I do not use different fonts for resources associated with e.g.
Danish and Urdu in the transcriptions, as I do not wish to reproduce the interactions as consisting of
“different languages” (see also Blackledge and Creese 2010: 76). Instead, I only use one font as a
way to illustrate that the speakers are languaging, i.e. using whatever linguistic resources at their
disposal to achieve their communicative aims (Jørgensen 2010).
As mentioned I look at interactions from five families. Table 1 provides an overview of the
families. I mention the age of the children as they occur in the chapter. All participants have been
given pseudonyms.
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Table 1
Families

Size of family

Family one

Mother, father, five
sons, one daughter
Mother, father, two
sons, one daughter
Mother, father (who
does not live with
them), three daughters
Mother, father, two
daughters, one son
Mother, father (who is
a away from the
family while the
recordings were
made), two daughters,
two sons

Family two
Family three

Family four
Family five

The parents’ country
of origin
Pakistan

Appear in the
following examples
1, 5

Lebanon (mother)
Jordan (father)
Pakistan

2a, 2b

Pakistan

4

Pakistan

I am not including a
transcription, I only
refer to it (after
example 1)

3, 6

5. Parents’ display of authority towards their children
I have listened to the 26 recordings from the 11 families in order to identify sequences where family
members give explicit messages about right and wrong behavior. I found various kinds of display
and negotiation of authority in the interactions, and I will illustrate this with six examples from the
five families. In the six examples we see a movement from parents displaying authority towards
their children over children challenging their parents’ authority to siblings displaying and
negotiating authority between each other.
Excerpt 1 is an example of a father displaying moral authority towards his son while also
including another centre of authority, namely God. The example is from a recording made by 17year old Shahid. In the beginning of the recording Shahid and his siblings are watching a football
match on TV while Shahid is doing his homework. An hour and a half into the recording Shahid’s
father comes home and watches the football match as well. After five minutes with no talk, except
from the TV speakers, Shahid’s father asks him a question (line 02). It is not possible to hear what
the father says, but Shahid answers that he has not betted (money on the match I assume). The
father then tells him, and his other children who are overhearers of the conversation, that he does
not approve of betting.
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Excerpt 1: ”dear God (if only) my children right will be spared from this thing”
Recording from family one. Participants: Shahid (Sha); Father (Fat).
Original
01 Sha: xxx
02 Fat: aap ne kaisey xxx
03 Sha: mein ne mein ne kheli nahi
04
hai mein nahin khelta lekin
05
mein ne xxx ko jataya tha
06
Chelsea ko
07
((xxx er muligvis et navn))
08 Fat: mein ne kasam se nahin khela
09
na ((sagt i samme tone som
10
Shahid))
11 Sha: jee
12 Fat: xxx lekin patta kya hota hai
13
14 Sha: jee
15 Fat: bandey ka mein abhi na
16
bathroom mein gaya hoon na
17
mein ne kaha ya Allah mere
18
bechein na is cheez se
19
pache rahe
20 Sha: mm jee
21 Fat: jab mere bachein bilkul un ka
22
apna ikhtyar ho hoon
23 Sha: jee
24 Fat: jab bande ki apni marzi ho
25
jati hai ?kyounke mama? Ab
26
mein aap ko ko waisey hi
27
kahoon ga akhlaqi taur pe
28 Sha: jee
29 Fat: lekin mein kar kuch nahin
30
sakoon ga theek hai
31 Sha: jee
32 Fat: aaj aap chotey hain aaj mein
33
puri kosish karta hoon ke yeh
34
na ho na
35 Sha: mm
36 Fat: to sirf is liye yeh soch
37
ke ke yeh bohot hi
38

Translation
xxx
how did you xxx
I have I have not betted
I don’t bet but I xxx made
win Chelsea
((xxx might be a name))
I swear I didn’t bet right
((said in same tone of voice
as Shahid))
yes
xxx but do you know what
happens
yes
a persons’ a moment ago
when I was in the bathroom I
said dear God (if only) my
my children right will be
spared from this thing
mm yes
when my children can decide
for themselves right
yes
when you start to decide for
yourself ?because mom? now I
just want to tell you in a
moral/friendly way
yes
but I’ll not be able to do
anything okay
yes
today you are young today I
try hard to make sure it
doesn’t happen right
mm
so only because of that (.)
from that point of view (.)
that it’s really

Ochs and Kremer-Sadlik (2007: 5) note that “[a] universal function of the family is to raise children
to think and feel in ways that resonate with notions of morality that relate to social situations…”. In
example 1 Shahid’s father is doing exactly that. He tells Shahid that he should not bet on football
matches. He does not construct his authority as traditional authority where his son would be
expected to do what he is told simply because of the institutional position held by the father (Pace
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and Hemmings 2007: 6). He does not use arguments such as “you are not allowed to do so because I
say so”, and he does not use directives, a speech act which is usually linked with authority, control,
and dominance (e.g. Bhatia 2000: 157; Goodwin 1990: 127). Instead he displays moral authority by
stating that soon Shahid and his sibling are old enough to decide for themselves (line 21-24), and
then he will not be able to do anything (line 29-30). Rather than simply stating that they are not
allowed to bet he seems to frame his point about avoiding betting as a piece of good advice. He
does so with the meta-comment in 25-27 “now I just want to tell you in in a moral/friendly way”.
The word akhlaqi can be interpreted as “in a moral way” or “in a friendly way”. Both
interpretations point to the father as framing his point as good advice given by a father to his older
child.
It is interesting that there is one more relevant participant evoked in this conversation,
namely God. The father introduces God as an addressee when he paraphrases his own conversation
with God. In that conversation, which has just happened, he prayed for his kids to avoid betting
(line 15-19). In an interview the father explains how listening to Na’at (religious poetry) or to
prayers in the mosque makes his heart so soft that he will be calm and forgiving even if someone
would come by and behave in an ugly manner towards him. With that in mind, his inclusion of God
in their conversation might be because the father has faith in that God will help his children avoid
betting. His inclusion of God can be seen as a strategic attempt to strengthen his argument
“…through an alignment with the highest moral authority of God” (Wilson and Stapleton 2010: 59).
But it can also be that the father chooses not to appear as the authority – as the analysis above also
points towards – but instead as an animator (Goffman 1981: 144). The father does not display moral
authority with reference to his institutional role as a parent, but seems to construct a role as a
messenger of morality from God. In excerpt 5 we see a similar situation in which a girl animates her
mother when correcting her brother.
Finally, with regard to the interactional structure of the interaction, the example bears resemblance
to a conversation between a father and his 14 year old daughter over the phone (family five). In this
telephone conversation the father initiates a longer statement on norms of behavior which last for
almost two and a half minute. He displays moral authority by explicitly instructing his daughter on
how she should behave by saying that she e.g. should walk directly home from school, look out for
her siblings, read the Koran every morning, implement Islam in her every day practices, and be
affectionate to her siblings. In both example 1 and the telephone conversation the interactional

70

structure is characterized by monologues delivered by the fathers and minimal responses delivered
by the (teenage) children. The two cases, however, differ with regard to the fathers’ way of
displaying moral authority. Where Shahid’s father in example 1 does not appear as an authority, but
includes God as a centre of authority, Massima’s father displays traditional authority. In the
telephone conversation he almost exclusively uses directives, which as mentioned is usually linked
with authority, control, and dominance (e.g. Bhatia 2000: 157, Goodwin 1990: 127). Massima’s
father’s use of directives, and the fact that Massima does not challenge or negotiate them, illustrate
Massima and her father’s co-construction of his authority. At the same time there are other equally
important and relevant dimensions in the telephone conversation. Tannen (2007: 46-47) argues that
family discourse is often studied exclusively with a focus on power and hierarchy and at the
expense of intimacy and connection. Both the dimension of solidarity and power are indeed
explicitly present in the telephone conversation, because Massima’s father also praises her for being
a smart, good and caring daughter while giving her these instructions on how to behave.
In this section I will turn to an example with an interactional structure which differs significantly
from the monologue structure of example 1 and the telephone conversation. Excerpt 2 illustrates
another instance of parents socializing a child into becoming a moral child, but this time it is done
by both parents simultaneously. A father, a mother, Israh (14) and Khatib (3) are having dinner
while talking about an incident where Khatib hit another child in the day-care:
Excerpt 2a: “Haven’t I told you not to hit anyone”
Recording from family two. Participants: Father (Fat); Khatib (Kha); Mother (Mot); Israh (Isr)
Original
01 Fat: līah ḍarabtū līah ḍarabtū
02
03 Kha: hūa kharmashnī hīk hīk hīk
04
05 Mot: ↑kharmashak
06 Fat: inta līsh bitiḍarabū mish
07
qiltillak mā tiḍrabshi ḥadā hā
08
09 Kha: hīk hīk
10 Fat: iḥkī
11 Kha: hīk hīk
12 Fat: anā bas’alak līsh ḍarabtū
13
14 Mot: līsh mā qiltū lil pīdāgo līsh
15
mā qiltū lil pīdāgo mamnū‘
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Translation
why did you hit him why did
you hit him
he scrathed me like this like
this like this
↑scrathced you
why did you hit him haven’t I
told you not to hit anyone
haven’t I
like this like this
then tell me
like this like this
I’m asking you why did you hit
him
why didn’t you tell the
daycare teacher why didn’t you

16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32

tiḍrab
Kha: hīk hīk hīk kharmashnī hīk hīk
hīk
Mot: līsh mā qiltū lil pīdāgo
Kha: hūa
Mot: hm inta lāzim tiqullah
lil pīdāgo
Fat: mish anā illī qiltillak mā
tiḍrab ḥadā yā walā hā iḥkī
līsh ḍarabtū marra thanī
mamnū‘ fāhim wa la lā’
mamnū‘ baqullak marra thanī
fahim
Kha: hīk hīk

tell the daycare teacher
you’re not allowed to hit
like this like this like this
that’s how he scratced me like
this like this like this
why didn’t you tell the
daycare teacher
he
huh you have to tell the
daycare teacher
haven’t I told you not to hit
anyone boy now tell me why did
you hit him you are not
allowed another time
do you understand
like this like this

The excerpt is only a smaller part of their conversation about the incident, but it illustrates the
nature of the entire conversation. The interactional structure differs from the two previous ones by
being more dialogical, firstly because of the questions-answers structure, and secondly because of
the co-parenting (Gordon 2009: 83) by the mother and the father. The mother and the father display
interactional-structural authority in that they control the interactional floor. During their
conversation about the incident, the father asks Khatib nine times about what happened and why he
hit the other child. The father invites Khatib to give his side of the story. He does not, however,
seem to pay much attention to the answer. Instead he tells Khatib eight times that he is not allowed
to behave like that.
The parents provide Khatib with the opportunity to defend his actions as they tell him to
explain what happened. Yet they construct an alliance against him and thereby give him very little
leeway. Both of them participate in the correction of their son’s behavior; they tell him to explain
why he hit the other child, and they repeat each other when setting up rules for him: “you are not
allowed (to hit)” (line 17, 28-29) (see Gordon 2009: 85). The parents, however, differ in their
performance of authority. The mother draws on another centre of authority, namely the day-care
teacher, and wants to know why Khatib did not tell the day-care teacher that the other child had
scratched him (line 14-16, 21-22). She wants him to orient to the institutional authority of the daycare teacher (line 24-25) instead of taking matters into his own hands. The father, on the other hand,
does not take into account that the incident occurred in a situation where there was another
institutional authority present. His account of why Khatib should not behave like that is: “haven’t I
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told you not to hit anyone”. Thereby the father orients to himself and emphasizes himself as a moral
authority.
The corrections of Khatib’s behavior construct the mother and the father as a parenting
team (Gordon 2009: 83). They act similarly towards their teenage daughter Israh. Just prior to the
conversation about the incident with Khatib, the mother encourages Israh three times to eat her fish.
Israh responds by saying that she will eat it in a moment, that she needs to finish what she is eating,
and finally, while laughing, that she loves fish. This is neither rejection of nor compliance with the
directive, but rather a way to postpone dealing with the mother’s request. At the end of the
conversation about Khatib, the parents’ resume their focus on Israh (line 04):
Excerpt 2b: “eat fish”
Recording from family two. Participants: Father (Fat); Khatib (Kha); Mother (Mot); Israh (Isr)
Original
01 Fat: marra thaniya mamnū‘ fahim hā
02
03 Kha: im xxx
04 Fat: yallah kulī al-samak kulī kulī
05 Isr: akaltū
06 Mot: kulī kulī haydā

Translation
you can’t do it again do you
understand huh
mm xxx
come on eat fish eat
I have eaten it
eat eat this

The father continues along the same lines as the mother in telling Israh to eat her fish. Israh to some
degree challenges her father’s authority – as she did with her mother – by not simply complying
with his directive, and instead argues that she has already eaten the fish. The mother does not seem
to accept the answer or maybe she wants her to eat another piece. She repeats the father’s directive
while instructing Israh to eat. Paugh and Izquierdo (2009) find similar examples of food
negotiations in their study of dinnertime interactions. Such food negotiations illustrate the
“…tensions between parental authority and individual agency…” (Paugh and Izquierdo 2009: 199)
of the children. Furthermore, both of the examples from the family dinner illustrate that messages
about how to behave and how not to behave do not only work as socializing tools, they can also
constitute parents as a team in their dialogical display of authority.
6. Children’s negotiation and challenge of their parents’ authority construction
Several parents state in the interviews that they disapprove of ‘bad’ linguistic behavior, and they
exemplify this with swearing. The mother of Shahid (family one, see excerpt 1) says in an interview
that they are considering moving out of the neighborhood. She and her husband do not like it for
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several reasons and one of them being the negative influence the other kids have on her children’s
language. She gives the example that the children have started swearing at home.
Excerpt 3 illustrates the use of a swearword and how it is reacted upon. The four-year old
girl Kiran is sitting next to her 13-year old sister Dimah who is ill. The mother and the oldest sister
Yasmin are in the kitchen. Dimah is talking with the mother about homework and school. At the
same time Kiran is talking to herself:
Excerpt 3: “Mommy your daughter is swearing”
Recording from family three. Participants: Kiran (Kir); Dimah (Dim); Yasmin (Yas); Mother (Mot)
Original
01 Kir: er du allerede tre år: (1.2)
02
hvor mege:t(1.1) tre: (2.0)
03
så bli:ver du (1.6) er du
04
allerede m f: se:ks (1.2)
05
se:ks ((klapper)) no no ma ma
06
((synger)) (1.2) er du
07
allerede seks år å:rh det er
08
rigtig mange er det sådan her
09
xxx ?what? xxx er det bare
10
sådan her (1.0) hva:d
11 Dim: … lærere de spørger som om de
12
ikke selv kender svaret
13
((taler i baggrunden))
14
15 Kir: fuck hvor mange år er du
16 Dim: ååårh
17 Yas: xxx
18 Dim: mama din datter bander
19
(1.2)
20 Kir: ↑n:
21 Mot: Kiraaan
22 Kir: ((griner))
23 Dim: og så sidder hun med den her
24
helt oppe ((griner))
25 Mot: hvorfor hvorfor g hvorfor
26
siger du sådan noget
27 Kir: ((uforståelig lyd))
28
(1.0)
29 Mot: hva:d
30 Dim: hun har lært det af Fiddah
31 Mot: xxx
32
(1.2)
33 Kir: nej Malik
34 Dim: nå [Malik]
35 Mot:
[man] skal ikke sige
36
sådan noget lige meget hvem
37
man har lært det af
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Translation
are you three yea:rs already
(1.2) that’s a lo:t (1.1)
three: (2.0) then you wi:ll be
(1.6) are you already m f:
si:x (1.2) si:x ((clapps))
no no ma ma((sings)) (1.2) are
you six yea:rs already wo:w
that’s a lot is it like this
xxx ?what? xxx is it just like
this (1.0) hu:h
…the teachers they ask as if
they don’t know the answer
themselves ((talks in the
background))
fuck how old are you
oooh
xxx
mama your daughter is swearing
(1.2)
↑n:
Kiraaan
((laughs))
and then she is sitting with
this thing up here ((laughs))
why why d why do you say
such things
((unintelligible sound))
(1.0)
wha:t
she has been taught by Fiddah
xxx
(1.2)
no Malik
oh [Malik]
[do] not say something
like that no matter whom
you’ve been taught by

38
39
40
41
42
43
44
45
46
47
48
49
50
51
52

Dim:
Kir:
Dim:
Mot:
Dim:

det er Malik
Malik har lært det[xxx mi:g]
[((skriger))]
xxx
mama hun har lige tyret sin
albue ind i øjet på mig Kiran
vil du gerne flytte dig hvis
du skal være sådan
(1.5)
Mot: Kiraaan
(1.0)
Kir: MALIK HAR LÆRT MIG DET
Mot: OG DERFOR SKAL DU IKKE SIGE
DET VEL (1.1) bare fordi du
har lært det af en eller anden

it’s Malik
Malik has taught [xxx me:]
[((screams))]
xxx
mama she has just tossed her
elbow into my eye Kiran
please move if you are going
to be like that
(1.5)
Kiraaan
(1.0)
MALIK HAS TAUGHT ME SO
AND THAT’S NOT A REASON FOR
SAYING IT YOU KNOW (1.1) just
because someone has taught you
so

Billig (1999: 94) argues that “…the demands of politeness create the temptation of rudeness” and
that “…each time adults tell a child how to speak politely, they are indicating how to speak rudely”
(see also Kulick and Schieffelin 2004: 356-359). The way Kiran suddenly uses the word “fuck”
after having talked to herself in a funny way for quite some time without any reactions, probably
indicates that she is very well aware of the fact that she is using a “forbidden phrase” (Billig 1999:
94). Also, she may try to get attention from the others. If this is the case, she succeeds. Her sister
Dimah reacts right away by saying “oooh”, probably meaning either “did you just say that” or “you
are in trouble now”. Subsequently Dimah calls for her mother’s attention: “mommy your daughter
is swearing”. One time prior to this extract and one time after the extract, Dimah in similar ways
calls for their mother. It is probably motivated by her finding Kiran’s behavior annoying. She might
do so to draw in another centre of authority, i.e. their mother, and make their mother stop Kiran’s
behavior. In those two cases the mother, who is cooking while talking to Yasmin in the kitchen,
does not react. But she reacts when Dimah tells her that Kiran is swearing. Apparently swearing is a
more serious breach of norms than being annoying towards a sister. In an interview with the mother
about her attitudes toward her children’s language, she says that she is tolerant with regard to
different ways of speaking, but that she does not want to listen to swearwords. This is certainly
illustrated in the excerpt. The mother asks Kiran why she says “such things”. Kiran does not
respond immediately, and Dimah mentions a girl who she believes has taught Kiran the word. Kiran
corrects her sister and mentions another person (Malik) who has taught her the word. The mother
tells her that she should not say something like that no matter whom she has been taught by. Kiran
does not just simply accept the correction, but challenges the mother’s authority. She raises her
voice and defends herself by mentioning the friend who has taught her the word, maybe in an
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attempt to legitimize her usage of the word and not take responsibility for it. However, the mother
does not accept her explanation and repeats: ”and that’s not a reason for saying it you know just
because someone has taught you so”.
Interestingly this mother has pointed out to us that most of the time it is actually her children
who comment on and correct her language and not vice versa. They correct her Danish if she makes
errors according to a normative standard understanding of Danish, such as non-standard
grammatical gender. She says that the children get annoyed, and that they ask her if she cannot hear
it is wrong. The mother tells that Dimah is very talented when it comes to language, and that she is
the one to criticize her the most, by saying “it hurts in the ears hearing you speak Danish”. Also, if
she uses words like “nice” (the English word “nice” is used in Danish in the same way as in English
– especially used by young people) and “lækkert” (“delicious”) they, again according to the mother,
tell her that “it is a little too Danish”, “don’t speak Danish as a Dane you are Pakistani”, and “you
are way too integrated” (see Ag and Jørgensen 2013; Madsen 2013; Møller and Jørgensen 2011 for
further readings on the participants’ detailed descriptions of language norms). The mother’s portrait
of her children’s attitude towards her language shows two things. Firstly, the mother accounts for
her children’s corrections while laughing heartily. This suggests that the children’s criticism of their
mother’s language is not a serious threat to her social status and authority. More likely it is to be
understood as a common jocular ritual among the family members and thereby parts of the routines
and practices that constitute them as family (see also Gordon 2009: 27-28). Secondly, the
interactions in the family illustrate how different persons can assume and be granted authority in
different situations. Whereas the mother displays moral authority in example 5 by correcting
Kiran’s behavior, the children, according to the mother’s description, display knowledge authority
with regard to Danish. Their “expertise” in Danish apparently gives them authority to evaluate the
mother’s Danish whether it concerns grammatical errors, her use of slang words, or her way of
speaking Danish (as a Dane).
The next analysis focuses on negotiations of frames, social relations, and authority by a mother and
her two daughters (family four). The excerpt is from a recording made by 15-year old Nasha who is
at home with her six years younger sister Yalda and their mother. The mother is rehearsing religious
narratives and prayers with Yalda. In an interview the mother describes how she has read the Koran
with her three children every evening for 20 minutes as she does not think that going to the mosque
once a week is sufficient.
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Earlier in the recording Yalda and her mother have discussed the activity. Yalda does not
want to say the prayers from the beginning, but the mother corrects her for constantly forgetting
how the prayers begin. Prior to this excerpt the mother asks when and where the Prophet got his
first calling, and they talk about that. The mother continues by asking the following question:
Excerpt 4: “not like that you don’t interrupt”
Recording from family four. Participants: Mother (Mot); Yalda (Yal); Nasha (Nas)
Original
01 Mot: shabash aur hamare nabi ko jo
02
woh baat kahani pataein gi ke
03
jab pyaare nabi ko paas kaun
04
05 Yal: så skal du ikke afbryde mig
06 Mot: nej okay det skal jeg nok lade
07
være
08 Yal: okay og jeg må hvis jeg
09
har fejl så kan du fortælle
10
det til sidst
11 Nas: up up [in the] sky ((synger))
12 Mot:
[okay]
13 Yal: ik okay pehle
14 Mot: danish bolna nahin
15 Yal: mama woh dua kar rahe they na
16
phir farishta aa gaya tha phir
17
unhon ne kaha tha kya kehte
18
they kya kaha tha unhon ne
19 Mot: iqra ((Arabic)))
20 Yal: iqra [phir]
21
[((ler))]
22 Mot: aisey [nahin] kehna
23 Yal:
[((ler))]
24 Yal: iqra [phir]
25 Mot:
[nahin] iqra [bhi nahin]
26 Yal:
[xxx] se du
27
afbrød mig
28 Mot: okay
29 Yal: ((griner triumferende)) phir
30
nabi ne kaha tha mein nahin
31
parh sakta phir ((tøver))
32 Nas: ((ler))
33 Yal: ((ler))
34 Mot: araam se slap nu af
35 Yal: phir unhon ne phir kaha tha
36
iqra phir nabi ne hamare
37
pyare nabi kaha mein nahin
38
parh sakta mein parha likha
39
nahin hoon
40 Mot: mm
41 Yal: phir seene se zor se lagaya
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Translation
good and will you tell our
Prophet’s that talk story that
when who came to our beloved
Prophet
so do not interrupt me
no okay I will not
okay and I can if I make
a mistake you can say so
afterwards
up up [in the] sky ((sings))
[okay]
right okay first
don’t speak Danish
mom they were saying prayer
right when the angel came then
he said what did he say what
did he say
read ((Arabic))
read [then]
[((laughs))]
don’t [say it that] way
[((laughs))]
read [then]
[no] not read [either]
[xxx] see
you interrupted me
okay
((laughs triumphantly)) then
the Prophet said I can’t
read then((hesitates))
((laughs))
((laughs))
take it easy calm down
then they said read then
the Prophet said our beloved
Prophet I can’t read I’m not
well educated
mm
then he hugged firmly and said

42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60
61

Nas:
Mot:
Nas:
Mot:
Yal:
Nas:

aur kaha iqra [phir]
[bismi] rab
bikal lazee khalaq ((arabisk))
(1.3)
is tarah na afbryder nahin
karna hota
men det var forkert det hun
sagde
nahin aisey nahin keh aisey
hi
phir unhon ne jaldi se keh
liya aur phir øh ja
(1.0)
DRIVHUSHUSGASSERNE TILLADER
solens kortbølgestråling at
passere jordens xxx((læser nok
op fra en bog))
((Yalda og moren fortsætter))

read [then]
[in the name of] your
lord who created ((Arabic))
(1.3)
not like that you don’t
interrupt
but what she said was wrong
don’t say not like that
just like
then he said rapidly and then
ehm yes
(1.0)
THE GREEN HOUSE GASSES ALLOW
the short-wave radiation of
the sun to pass the earth’s
xxx ((probably reads out loud
from a book))
((Yalda and the mother
continue))

During the recording the girls do not question or challenge the fact that the mother wants them to
rehearse religious narratives and prayers, neither that she wants them to answer questions about e.g.
the name of the flag of the Muslim community they belong to. Thereby they co-construct the
mother’s authority in religious socialization as well as the relevance of this type of socialization.
While the girls do not challenge whether or not they should undertake the activity in itself, they do
however in several ways challenge the framing and the interactional structure of the activity.
There is a discrepancy between the mother’s and the two daughters’ understanding of how
seriously the activity should be taken. Sometimes (not shown in the extract) the mother is making
fun and talks with her daughters about all sorts of things, but at other times, and illustrated in the
extract, she frames the activity almost as a lecture. In fact, earlier in the conversation the mother
labels the activity a teaching activity when she says to Nasha “move over a bit Nasha, let me teach
her a bit”. Furthermore, the way the mother asks Yalda questions regarding the prayers or
narratives, for instance in line 01-04, is reminiscent of the way a teacher asks a student a question.
Yet, the girls do not orient to the serious, educational framing of the situation constructed by the
mother, all the time. The sisters laugh twice in the extract. The first episode happens when Yalda
has forgotten what the Prophet says and asks her mother (line 17-18). The mother gives her the
answer, namely “iqra”, which in Arabic means ‘read’. Yalda then pronounces the word highly
emphasized to Nasha’s amusement. The mother on the other hand does not approve of her
pronunciation of the word, maybe because she finds it disrespectful. In continuation of Nasha’s
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laughter, Yalda laughs as well, and thereby she aligns with her sister and against their mother. A
moment later, Yalda again seems to have forgotten the word “iqra”. She hesitates, and her hesitation
is enough to make the two girls laugh once again, presumably because Yalda seconds after having
learned the word has already forgotten it again. The mother tries to re-establish the educational
frame for the interaction by asking them to calm down and be quiet and asks Yalda to continue.
In line 55-57, Nasha very explicitly and loudly tries to reframe the situation. Apparently she
reads out from a schoolbook. She reads out very loudly the moment Yalda ends her utterance. No
one reacts though, and Yalda and the mother continue with the rehearsal. It is difficult to point to
Nasha’s reasons for doing this. Maybe she feels that Yalda has got enough attention from their
mother. Maybe she finds the activity boring. Or maybe she wishes to display positive orientation to
school to the recorder and thereby to the researchers. Anyhow, we see how the girls’ orientation to
the activity does not align with the mother’s framing of it.
The girls also challenge the interactional structure of the activity. In line 05 Yalda
challenges the mother’s interactional-structural authority in that she does not comply with her
mother’s request for saying the narrative. She sets up conditions for how the mother should behave
in order for Yalda to say the narrative. Thereby she assumes an authoritative role with regard to the
arrangement of the activity. The mother “agrees with the terms”, but nonetheless interrupts Yalda
twice (line 22 and 25) during Yalda’s rehearsal of the narrative. After the second correction, Yalda
complains about her mother’s interruption. When the mother says ”okay”, Yalda laughs
triumphantly as if to signal that she was right about the fact that her mother would interrupt her. We
see how it is not only the mother who is correcting the children, but also the other way around. In
line 43-44 Nasha is the one to correct. While Yalda is rehearsing the narrative, Nasha interrupts.
She completes the prayer in Arabic which Yalda is trying to complete. The mother, however, tells
her that “you don’t interrupt”, and thereby teaches her rules of turn-taking as well as politeness.
Apparently, the mother does not disagree with the content of Nasha’s correction, but she disagrees
with the way Nasha corrects her sister.
Overall, we see how the two sisters during the interaction co-construct, resist and reframe
their participation (Garrett and Baquedano-Lopez 2002: 346), and how they construct and negotiate
authority and social relations in the family. Also, we see the function that the religious rehearsal has
as a socializing tool for not only religious skills and values, but also for norms of interactional
behavior.
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7. Display and negotiation of authority between siblings
So far we have seen corrections of behavior as well as constructions and negotiations of authority
between parents and children. In the two final examples I focus on authority constructions and
negotiations between siblings. The analysis that follows examines regulation and evaluation
primarily carried out by another child. The example is from a recording between a group of brothers
and a sister and their mother (family one). The siblings are sitting eating at a table, and the mother
is in the kitchen. The two children in focus of this analysis are Elias and Hayat. Elias and Hayat are
younger siblings to Shahid (see example 1). Elias who is seven years old is being corrected by his
sister Hayat who is three years older:
Excerpt 5: “Elias come back”
Recording from family one. Participants: Hayat (Hay); Mother (Mot); Elias (Eli)
Original

Translation

01
02
03
04
05
06
07
08
09
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32

mommy
yes
he didn’t finish his food he
left
but I’m coming now
(9.0)
would you like some milk
no I want tea
no not tea
((Elias is whispering, and a
younger sibling makes silly
noises))
eat eat properly Elias
look all your brothers are
eating properly
((multiple voices are speaking
simultaneously))
((17 seconds later))
((music, maybe from a game))
shut the: you’re making a
lot of noise [xxx]
[xxx] ((silly
noises))
are you my little sister or
what
(2.0)
mom he’s making a lot of
noise
Elias don’t
(1.5)
sorry
((silence for 13 seconds))

Hay: mama
Mot: ja
Hay: han har ikke spist færdig han
er gået
Eli: jamen jeg kommer nu
(9.0)
Mot: vil du have mælk
Hay: nej jeg vil have te
Mot: nej ikke mere te
((Elias hvisker, og et yngre
barn laver pjattelyde))
Hay: spis nu spis nu rigtig
Elias se alle dine brødre
spiser rigtig
((flere stemmer siger noget
samtidigt))
((17 sekunder senere))
((musik, måske fra et spil))
Hay: luk nu: du larmer rigtig
meget [xxx]
Eli:
[xxx] ((fjollelyde)
Eli: er du min lillesøster eller
hvad
(2.0)
Hay: mor han larmer rigtig
meget
Mot: Elias lad være
(1.5)
Eli: undskyld
((stilhed i 13 sekunder))
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33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52

((to børn hvisker))
Hay: mor Elias larmer rigtig meget
moar
Eli: xxx
((30 sekunder senere))
Hay: mor Elias er gået
Mot: Elias kom tilbage Elias
(2.8)
Hay: Elias kom tilbage hun kalder
på dig en gang ikke tre gange
(1.0) kom tilbage (2.0)godt
(1.2) jeg er din mor jeg
bestemmer over dig
(4.0)
Eli: xxx (pjattelyde))
Hay: xxx
Eli: mm mm mm
Hay: godt Elias du skal spise selv
godt
Eli: xxx

((two kids are whispering))
mom Elias is making a lot of
noise mommy
xxx
((30 seconds later))
mom Elias left
Elias come back (.) Elias
(2.8)
Elias come back she is calling
you once not three times (1.0)
come back (2.0) good (1.2) I’m
your mother I’ll tell you what
to do
(4.0)
xxx ((silly noises))
xxx
mm mm mm
good Elias you have to do it
yourself good
xxx

Hayat is highly engaged in Elias’ behavior. She alternates between commenting on his behavior to
their mother (line 03-04, 27-28, 34-35, 38) and correcting him herself (line 13-15, 20-21, 41-45).
When Hayat in line 03-04 tells their mother that Elias has left, he mitigates his behavior by saying
that he is on his way back. This is the only time Elias aligns with Hayat’s comments. In the rest of
the extract he reacts to her comments by being obstructive. In line 24-25 he asks her in a somewhat
provocative tone if she is his little sister, even though she is three years older than him. He also
reacts by making silly noises while she is talking to him (line 22 and 47). Judging from his reactions
he does not accept Hayat’s self positioning as a moral authority. The opposite is the case when the
mother corrects his behavior. He says sorry and starts to whisper instead. It is the first and only time
he reacts to the corrections by apologizing. He complies with his mother’s directive and does not
challenge her authority.
Hayat is very persuasive in her construction of a parent-like identity. Not only is she
parenting her brother by indexing inappropriate behavior through directives, she also praises him
when she evaluates his behavior as appropriate (line 50-51). Thereby she displays both power and
solidarity which as Tannen (2007: 28) points out are characteristic for family interaction. Her use of
expressions typically associated with adults functions as a resource to negotiate social order
(Goodwin and Kyratzis 2012: 366). However, it is not entirely clear how seriously her utterances
should be understood. Some of her comments appear serious (e.g. line 20-21) while some of them
seem to be keyed (Goffman 1974: 45) as less serious, for instance in line 41-45 when she
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presumably parodies the voice of her mother - or maybe of mothers in general. I do not know Hayat
from my ethnographic fieldwork in school. As a consequence, it is difficult for me to know with
certainty if and when she is parodying, as I am not familiar with her normal voice. Nevertheless, we
see again how another centre of authority, this time the mother, is invoked in the construction and
negotiation of authority and social relations. Hayat constructs her role as the one holding the
positions of authority, power, and control while simultaneously calls out for the mother and draws
on the mother’s traditional authority.
The final example is from the same recording as example 3 (family three). The oldest sister Yasmin,
who is 15 years old, is our project participant, and she has been asked to make recordings at home.
In this recording, it is her four-year old sister Kiran who is carrying the audio recorder. The three
sisters are talking to each other while their mother is in the kitchen. 13-year old Dimah, who has a
fever, lies in a bed or a couch. Her younger sister Kiran wants to put a pack of cold butter on her
forehead:
Excerpt 6: “be quiet she is sick”
Recording from family three. Participants: Kiran (Kir); Dimah (Dim); Yasmin (Yas)
Original
01 Kir: der står hvis man er syg så
02
skal man bare lige have sådan
03
noget smør i hovedet (1.0) på
04
panden
05 Dim: Yasmin
06 Kir: det står der
07
(1.2)
08 Dim: kan man godt øh
09
(2.0)
10 Yas: hvad
11 Dim: xxx kan man godt få xxx
12 Yas: hvorfor
13 Dim: lad mig dog få noget privatliv
14
15 Yas: nå men du må sige alt
16 Dim: ?vi? sidder da og [snakker
17
?pænt? til hinanden]
18 Kir:
[jeg skal
19
li:ge xxx]
20 Dim: det er der da ingen der skal
21
høre
22 Yas: jamen du skal ikke tale pænt
23
snak normalt ((griner))
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Translation
it says that if you’re ill you
just need some butter in your
face (1.0) on your forehead
Yasmin
it says so
(1.2)
can you ehm
(2.0)
what
xxx can you get xxx
why
come on let me have some
privacy
but you can say anything
?we? are sitting and [talking
?nicely? to each other]
[I just
need to: xxx]
no one should listen to that
but don’t speak nicely speak
normally ((laughing))

24
25
26
27
28
29
30
31
32
33
34
35
36

Dim: nej men det er der da ikke
nogen der skal høre at jeg xxx
i dag
Yas: nej xxx det skal være helt
normalt
(1.2)
Kir: YASMIN [TI] STILLE HUN ER SYG
Dim:
[ja ja]
Dim: [((griner))]]
Yas: [xxx ((mumler))]
((moren og Yasmin snakker i
baggrunden))
Dim: ((hoster))

no but no one should hear that
I’m xxx today
no xxx it has to be perfectly
normal
(1.2)
YASMIN [BE] QUIET SHE IS ILL
[okay]
[((laughs))]]
[xxx ((mumbling))]
((the mother and Yasmin are
talking in the background))
((coughs))

Goodwin (2006a: 516) writes that “[n]egotiations involving acts of control are central to the
organization of family life…”. We see how all of the sisters display acts of control towards each
other. Yasmin tries to convince Dimah that it is okay that their conversation is being recorded by
saying that she can say anything, and that she should just speak normally (line 15, 22-23). Dimah
on the other hand is reluctant to the recording and disaligns with Yasmin’s arguments (line 13-14,
16-17, 20-21, 24-26). Kiran tries to stop their arguing by telling Yasmin in a loud voice that she
should be quiet because Dimah is ill (line 30). Kiran, who is only four years old, constructs – like
children often do – an adult-like identity (see e.g. Goodwin 1990: 126-135). During the recording
she assumes a role as a care-taker towards her sick sister by comforting her, being next to her, and –
in a not so typical adult-like way – trying to make Dimah feel better by cooling her forehead with
butter (line 01-04). In the extract she tries to legitimize her somewhat alternative treatment with
reference to a center of authority, namely some kind of imagined health book “it says that if you’re
ill you just need some butter in your face (1.0) on your forehead”. Her sisters, however, do not pay
any attention to her.
The way she interferes in her two older sisters’ discussion by in a loud voice telling Yasmin
to be quiet because Dimah is sick can mean several things. Firstly, it could be a part of Kiran’s
construction of a caretaker. Dimah is ill, and therefore Kiran argues that it should be peaceful
around her. Secondly, it could be a way to show alignment with Dimah, now that she – by doing the
recording despite Dimah’s reluctance – has indirectly been aligned with Yasmin (earlier in the
recording Yasmin and Dimah have discussed whether to record or not). Thirdly, the directive to
Yasmin about being quiet could also be a way to construct and negotiate her own position within
the sibling-group, because as Goodwin (1990: 127) argues “…directives constitute the principal
means through which children realize positions of dominance and submission between

83

characters…”. However, whether or not Kiran realizes a position of dominance between the three
sisters is not entirely clear. On the one hand, Yasmin actually stops arguing with Dimah and starts
talking to their mother. On the other hand, Dimah reacts to the directive by laughing. Her laughter
could be a way to signal to Yasmin that Kiran is on Dimah’s side, but it could also – given the
slightly surprised tone in her laughter – indicate that she does not accept Kiran’s attempt at being
authoritative as legitimate. This might tell us, that authority is not always simply interactionally
achieved. The age make-up of the group might affect the outcome of the interaction, in that Kiran’s
transportable identity (Zimmerman 1998: 90-91) as a little girl and as the youngest sister might
affect how serious Dimah treats Kiran’s directive as well as to what degree she treats Kiran’s
display of authority as legitimate.
8. Conclusion
In this chapter I have examined messages about right and wrong behavior in family interactions for
what they can tell us about authority relations and interpersonal relations. Firstly, I argue that in a
study of authority relations and social relations in family interactions it is necessary to look at all
the interacting parties. One reason for that is that I see authority as dialogical and co-constructed.
Another reason is that I find that indexing appropriate and inappropriate behavior is not a practice
only undertaken by parents. I find that children too index appropriate and inappropriate behavior
both towards their parents and towards their siblings.
Secondly, in this chapter I have demonstrated just how diverse authority relations can be.
Authority relations take different forms depending on various contextual factors, e.g. the participant
constellation, the age of the participants, and the subject of the conversation. Due to the dialogical
and co-constructed nature of authority it is not certain that e.g. a person granted institutional
authority in one situation can be sure to be accepted as such by the interlocutors. Thereby, authority
is not simply something one possesses once and for all, rather it is something that is being
constructed, challenged, and negotiated interactionally. Furthermore, authority relations are as we
have seen not limited to the participants interacting. The family members also orient to what
Blommaert (2010:39) refers to as centres of authority outside of the interaction. It has shown to be
highly relevant to include the notion of centres of authority in a study of authority relations in
families. In several of the examples presented in the chapter the family members orient to centres of
authority outside of the interaction. These centres of authority can be as diverse as a God, a daycare teacher, a mother, and an imagined health book. The chapter thereby provides empirical
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examples of how the theoretical notion of centres of authority is worked out in practice in family
interaction. Finally, I argue that family members’ display of authority in correcting each other is not
only about socializing someone into appropriate behavior. It is also a resource used to construct, reestablish, challenge, and negotiate social situations, positions, and relations within the family.
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Article 3:

School-positive practices outside the classroom - social identification and
normativity in on- and offline peer interactions
1. Introduction
Through processes of social identification individuals get identified as publicly recognizable
categories of people (Wortham 2004: 716). Research has shown how social identification in school
environments has an impact on students’ educational experiences and learning opportunities. A
number of educational studies have looked into the interactional behavior in the classroom of
students who are being positioned as academically successful by the teachers. While most of these
studies look at the power and privilege these students meet (e.g. Enoma 2006; Hatt 2012), other
studies have examined the potential (and not always desirable) educational and social consequences
of social identifications of students in the classroom. Wortham (2004), for instance, demonstrates
how teachers’ use of participant examples drawn from one student’s identity might have negative
consequences for the student’s learning opportunities. Along the same lines, Lundquist (2017)
shows how being ascribed the role of “the smart student” can constrain the student’s learning
opportunities. Wortham (2004) and Lundquist (2017) also demonstrate how the school-positive
positioning of a student can make the student socially vulnerable and influence the student’s social
position among peers. In some school environments students therefore need to balance the different
positions in class, and students who display positive orientations to school often run the risk of
being positioned as uncool and unpopular (e.g. Bucholtz 2011; Eckert 1989; Lundquist 2017;
Wortham 2004). Therefore, they sometimes develop strategies in order to navigate in the social
order of schooling as well as the local peer groups. Bucholtz (2011: 105) for instance writes how
some of the adolescents she studied “…recognized that their intelligence was an obstacle to
coolness…” and therefore deliberately obscured their intelligence in front of cool classmates
(Bucholtz 2011: 144; see also Rymes 2010).
Such studies on positive school orientations, learning, and social positions often focus on
teacher-student-relations and classroom interactions. In this article I approach these themes
differently in that I focus on practices taking place outside the classroom. I look into the social
identification practices and norms surrounding the adolescent Safa from a Copenhagen based school
in her leisure time on- and offline peer-interactions. I approach the processes of social identification
and negotiations of norms with popular cultural and social media practices as a point of departure to
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examine what it can tell us about school positivity, learning, and social positions. While popular
cultural practices and social media use are not normally associated with school practices, recent
research have shown 1) how popular cultural practices such as hip hop have been successfully used
in classrooms (e.g. Alim 2011; Hill 2009; see also Lefstein and Snell 2011 for a critical discussion),
and 2) how social media sites, such as Facebook, are considered emblematic sites for peer-based
learning to unfold (Ito et al. 2010: 22) and as places where youths use standard orthography and
correction practices as resources in their social positioning, identity work, and negotiating of social
relations (Stæhr 2016; Stæhr 2017). Following these insights, I look into Safa and her peers’ use of
and interactions about popular culture and social media in order to investigate school positive
practices, learning, and social position outside the classroom. This article, thereby, is a case study
on a specific girl, Safa, at a specific time and place. The article shows us that it is possible to be
highly school-oriented without being socially excluded and – apparently – without it having
negative educational consequences. At the same time, the article also contributes more generally to
research on education and learning by demonstrating 1) how school related practices play a
significant part in students’ leisure time activities, 2) how a focus solely on students’ interaction
inside a classroom will not necessarily give an adequate picture of students’ affiliations with school
and of their learning potentials, and 3) how popular cultural practices and social media use are
worth paying attention to since they too can inform us about school related positionings.
To flesh this out, I begin the article with a theoretical section about social identification,
popular culture, and social media, and I elaborate on why such a point of departure is relevant in a
study of school positivity, learning, and social roles. I then present the fieldwork, data, and
participants, before I briefly look into some of the social roles circulating in the school as well as
Safa’s self-reflection followed by the adolescents’ popular cultural and social media everyday-life
in school. These two sections serve as a backdrop for the subsequent analytical sections in which I
investigate and discuss first Safa’s display of school positive practices, then how she in many ways
deviates from the norms of her peers, and finally the possible reasons as to why Safa’s practices do
not seem to have social or educational consequences for her. I conclude the article with a discussion
on how a study on school positive practices outside the classroom with popular culture and social
media as a starting point can inform us about students’ learning potentials.
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2. Social identification, popular culture, and social media.
The studies mentioned above discuss how others’ (e.g. teachers’ and fellow students’) identification
of some students can affect their possibilities for learning and participating in classroom and peer
activities. Building on these studies, however, this article demonstrates a case in which Safa is not
predominantly an object of others’ identifications, but instead actively negotiates school positive
orientations and at the same time avoids potential negative consequences. The construction of a
successful school identity in a non-nerdy manner has also been observed in data studied by e.g.
Rampton (2006) and Madsen (2015). Rampton and Madsen demonstrate how some of the
adolescents they study use non-standard linguistic features associated with informal sociability
(Rampton 2006: 299) and urban streetwise identities (Madsen 2015: 179-180) when orienting
towards school success and school related practices. Thereby the adolescents manage to meet the
normative demands of the peer group while simultaneously exhibiting academic identities (Madsen
2015: 180, 182; Rampton 2006: 299). Safa, however, acts differently as she actually emphasizes her
enthusiasm for standard and academic language practices and oppose to more creative language use
found among her peers. She also negotiates and at times rejects the expectation from her peers of
being online and available at all times, and she often accentuates how she deviates from her closest
friends in their popular cultural preferences. All in all, Safa – as we shall see – meets the adult
society’s expectations, she engages in practices stereotypically associated with nerdy behavior, and
she rejects and challenges several peer generated norms. All this is done without any apparent
negative consequences for either her learning opportunities or her social standing among peers.
In order to understand how Safa manages to display highly school positive practices without
negative consequences, I draw on Wortham’s (e.g. 2004) theory on social identification. Wortham
(2004: 717) argues that:
“[i]n order to be socially identified, a person must exhibit some characteristic or behavior –
say, an affinity for programming computers and playing computer fantasy games – that can
be taken as a sign of a recognizable social type – say, being a “nerd.” For this behavior to
count as a sign of that social identity, interpreters must presuppose socially circulating
categories of identity that recognize “nerds” as a social type, and they must apply these
categories of identity to construe the target person’s computer programming and fantasy
gaming”.
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When trying to understand the meaning of signs – this could be for instance a person’s interactional
behavior, the type of clothes a person wear, or a person’s explicitly expressed affiliation with
something – it is crucial that we study how the signs are embedded in ongoing projects of social
identification and also that we study “… how particular versions of social-historical categories get
contextualized and circulate locally…” (Wortham 2004: 717). That is, we need to study the signs
not as isolated events, but as varied in distinctive ways in local contexts (Wortham, Mortimer and
Allard 2011: 194). The facts that the behavior takes on distinctive forms in local contexts and that a
social type, as for instance a “nerd”, might not hold the same meaning in different classrooms and
among different groups are important as to understand the case presented in this article. Because
while Safa’s behavior would most likely be taken as a sign of the widely recognizable social type
“nerd” in other schools or social settings with adolescents, this is not the case for Safa and her peers
as we shall see. The social type of a “nerd” is not used to frame her behavior as being the kind of
thing a nerd would do (Wortham 2004: 718).
The case, thereby, is special in its focus on how Safa is not being identified as a certain
widely recognizable type despite her exhibition of particular characteristics and behavior across
several events. As we shall see, the fact that she is not being identified as a nerd might, among other
things, have to do with the fact that these signs of identity have been taken up in new contexts
(outside the classroom), because as Wortham, Mortimer and Allard (2011: 194) argue, such
recontextualizations sometimes change the meanings of signs. It might also have to do with the fact
that the signs of identity are displayed among peers only. Most of the excerpts in the article are
from on- and offline interactions outside of the classroom and without any adults present. During
the interviews, obviously we as interviewers were present adults. However, as I have argued
elsewhere (Ag 2010), we were often considered “atypical adults” (see Gulløv and Højlund 2003) by
the adolescents. The fact that the display of positive school orientations is constructed and
negotiated predominantly among peers only, does not mean that adult generated norms are not
relevant or present. With an understanding of social normativity as a “polycentric” (Blommaert
2010) phenomenon, we know that people through their practices orient towards various norm
centers. These centers consist of evaluative authorities that people can orient to and which – in
addition to the real or immediate addresses – can be persons not present in the interaction, e.g.
parents or teachers or, for instance, institutions or practices, e.g. school or popular cultures
(Blommaert 2010: 39; see also Ag 2016 for more about centers of authority in the adolescents’
families).
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I approach the processes of social identification and negotiations of norms with popular cultural and
social media practices as a point of departure. My use of the term popular culture is informed by
two of the six definitions sketched out by Storey (2012), i.e. popular culture is “…culture that is
widely favored or well liked by many people” (Storey 2012: 5), and popular culture is “…a residual
category, there to accommodate texts and practices that fail to meet the required standards to qualify
as high culture” (Storey 2012: 5-6 – Storey mentions “formal complexity” as one way of
determining what high culture is). While both definitions are both rather vague and easy to call into
question (and also done so by Storey (2012: 5-8), they still capture a quantitative and non-academic
dimension of popular culture, which is relevant when studying the cultural practices Safa and her
peers engage in.
Popular cultural practices and social media are not normally associated with school positive
practices, but there is, as mentioned, an increased focus in research on education and learning
showing us how popular cultural and social media practices can be used for and intertwine with
educational agendas (Alim 2011; Hill 2009; Lefstein and Snell 2011; Madsen 2016a; Stæhr 2016,
2017). Furthermore, popular cultural practices is a field which allows for youths to negotiate
identity and belonging (Ito et al. 2010: 9) and popular cultural practices are relevant in a study of
social identification because the process of preferring for instance some singers over others ”…can
play an important part of social self-definition, selections often being sanctioned informally in
friendship groups” (Rampton 2006: 120-121). Also, popular culture is a space where the decisive
assessment lies with youths (Rampton 2006: 120-121) and a space far away from teachers and other
authoritative adults. This is also the case for new online media and practices. Online sites such as
Facebook are considered emblematic sites for youths to negotiate their friendships (Ito et al. 2010:
16), and as a place for peer-based learning to unfold in “… a context of reciprocity, in which kids
feel they have a stake in self-expression as well as a stake in evaluating and giving feedback to
another. Unlike in more hierarchical and authoritative relations, both parties are constantly
contributing and evaluating one another” (Ito et al. 2010: 22).
In line with several studies (e.g. Ito et al. 2010, Stæhr 2014) I approach the online practices
of negotiating social identifications, friendships, and norms not as practices separated from the
adolescents’ offline practices, but simply as a continuation of their offline practices. Furthermore, I
do not only look at what the online practices in themselves tell us, I also look at Safa’s and her
peers’ interactions about their online practices as they too provide a window into studying peer
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generated norms and social identification. Before going into this, I briefly present the background of
the project.
3. Fieldwork, data, and participants.
The article focuses on one girl, Safa, from an ethnically and linguistically highly diverse public
school in Copenhagen. As part of a collaborative research project (see Madsen, Karrebæk and
Møller 2016) I have conducted ethnographic fieldwork at the school in two 7th grade classes for two
and a half years between 2009 and 2011. My methodological point of departure is linguistic
ethnography (e.g. Rampton 2007; Creese 2008; Maybin and Tusting 2011), and with a team
ethnographic approach (see e.g. Blackledge and Creese 2010) I have, with my colleagues,
conducted numerous hours of participant observation and collected a wide range of linguistic data.
In this article I draw on our diverse data material as I look into Safa’s social positioning as it
unfolds especially on the social media site Facebook, in a group conversation, and in two single
interviews, but also in a group interview, in self-recordings from school and home, in parent and
teacher interviews, and in various written material. I elaborate on the data during the analyses.
In the two classes, 75 % and 82 % of the adolescents have ethnic minority background. They
are all, except for two, born in Denmark. Safa is also born in Denmark with parents who have
moved to Denmark from two Arabic countries. Safa’s best friends, Nasha, Kurima, and Pernille –
who we meet several times in the article – have Pakistani, Arabic, and Danish backgrounds,
respectively.
In the article I most often refer to the participants as adolescents instead of students because
of my focus on leisure time activities outside of the classroom.
4. “Who we really are” – Safa and social types
In their local social order, adolescents navigate through the various positions available to them and
position themselves and each other. Some social types that circulate are more stereotypical and
well-known than others, e.g. a “nerd” or a “class clown”, and while some types are highly desirable,
others might be involuntarily ascribed to a student. During my ethnographic fieldwork a picture
with such social types circulated on Facebook. I do not know who produced the picture or how
widespread it was on Facebook, but at least it circulated on the adolescents’ Facebook, and a few of
us researches were familiar with it too. It was not a topic I heard them talk about at school, but I
could see on Facebook that quite a few of the adolescents had been engaged with it. The picture was
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entitled “All classrooms have;” and had 29 drawings with different social types labeled such as “the
nerd”, “the gossip girls”, “the party boys”, “the hyperactive”, “the clown” and “the introvert”:

The technologies of Facebook provided the adolescents with the opportunity to explicitly match the
adolescents in class with the different types, i.e. they could “tag” each other’s Facebook-profiles to
one of the drawings for everyone to see. The process of tagging one another to these predefined
positions is a simplistic aspect of some of the processes of social identification, but it nonetheless
illustrates some of the available social types circulating among the adolescents as well as the peerbased activity of identifying peers with different social (stereo)types. In the group interview some
of the adolescents showed me on one of their Facebook walls who had been tagged as which type
(this happened after I showed them a print of the drawing as a way of getting the adolescents to talk
about various roles in the two classes). In the other class almost all of the adolescents had been
tagged, but in Safa’s class it was mostly the boys who had been tagged. Safa had, like many of the
girls, not been tagged on the picture. The reason for this could simply be that, in her class, it was
mostly the boys who had been the targets of this activity. But a few of the girls had indeed been
tagged as well, and the reason that Safa was not among them could be, as I argue in section 8 and 9,
that the characteristics and behaviors displayed by Safa was not taken as a sign of a specific
recognizable social type (Wortham 2004: 717). That Safa does not come across as a recognizable
social type can, in some way, also be seen expressed by herself in an interview. When the
interviewer asks her to describe herself she says that she finds it difficult. Then she tells the
interviewer that when she first opens up, she can be extroverted, but other than that she is very
quiet. Then interviewer then asks if this has changed after moving to Amager (just prior to this
excerpt she has told the interviewer that she has attended five different schools before attending the
present school):
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Excerpt 1: “get to know myself”
Interview, 2011. Participants: Safa (Saf); Interviewer Nørreby (Nør).
Original
01 Saf: øhm (1.5) jeg ved ikke om man
02
kan sige jeg har ændret mig
03
jeg har måske aldrig fået
04
chancen for rigtigt at lære
05
mig selv at kende fordi
06
altså man lærer sig selv når
07
man er sammen med andre og kan
08
være sig selv men (1.0) jeg
09
har altid været den der
10
flyttede rundt og så når jeg
11
så flytter jeg tilbage så
12
flytter de andre og så var jeg
13
har jeg været for det meste
14
meget alene og sådan (1.0) så
15
det altså det er først her
16
efter jeg har boet i København
17
i et stykke tid jeg sådan er
18
begyndt at lære mig selv lidt
19
bedre at kende

Translation
ehm (1.5) I don’t know if you
can say I have changed maybe
I’ve never had had the chance
to really get to know myself
because you know you get to
know yourself when you’re
together with others and can
be yourself but (1.0) I’ve
always been the one who
moved around and then when
I move back then the others
move and then I was I’ve
mostly been alone and such
(1.0) so it’s not until now
after having lived in
Copenhagen for a while that
I’m starting to get to know
myself a bit better

Although Safa, in this self-reflexive way, describes how she feels that she does not really know
herself, she – as we shall see throughout the article – actually constructs and displays a version of
herself which is rather consistent. I show how she, through repeated activities, positions herself in a
given way in front of especially peers, but also family members, teachers, and researchers. I also
show how she sometimes acts in opposition to the otherwise repeated activities, which I argue is an
important aspect of why she is not being socially identified as a nerd. But first, I present a brief
snapshot of the popular cultural life of the students in school as a foundation for the analyses to
come.
5. The popular cultural and social media everyday-life in school.
I have already argued theoretically for the importance of looking at popular cultural practices and
social media, 1) because of their potentials as a pedagogical and educational tool (e.g. Alim 2011;
Hill 2009), 2) because of the room they provide for peer-based learning to unfold (e.g. Ito et al.
2010) and 3) because of the space they provide for youths to negotiate social identifications and
norms in a space where the adolescents are on the top of the social and cultural agenda (Ito et al.
2010: 9). In this section I add an ethnographic argument, namely the significant role that popular
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culture and social media had in the adolescents’ lives. The following summary of a couple of breaks
in school from a colleague’s field diaries demonstrate this very well:
Nadia is wearing headphones and listens to music (…) Pernille is at the [classroom’s] computer,
turns on some music and checks her Facebook (her activities are however not displayed on the
large screen). Later, Safa checks her Facebook too (…) Michael asks Zinah to turn on some music
which she then does. David, Kurima, and Nasha all say that it is devil music (…) Zinah takes over
the computer, she checks her Facebook and has turned on some loud music (on the others’
recommendation (…) Abed and Nadim are watching YouTube-videos, for instance clips with
football goals and handball goals in which the commentators are hyped, the boys are laughing hard
because of the comments and one of them says: hut-li-hut [an iconic comment from a Danish
football commentator] (…) Betul says that they have seen that clip several times. [Jamila, Fadwa,
and Fartun] talk about a series, I ask them what series they are talking about and Fadwa answers
[?]Easy Steps[?], I tell them that I do not know it and Fartun looks at me, frowns, and says: ”it is
Danish” (as in – that is why you do not know it) [In the classroom] they listen to Massari’s [a
Lebanese Canadian R&B/pop singer] song Inta Hayati Remix on YouTube (...) Now they listen to
Burhan Gs [a Turkish/Kurdish Danish singer] new video ”Tættere på himlen”, Nadim and Musad
are at the computer. Musad tells Nadim that Burhan G is completely naked in the video, Nadim
does not want to listen to it: ”hey, men do not turn me on”. They do not finish the video, because
the school bell rings.
(Extracts from field diaries from school breaks, September and October 2010, written by Nassri, my
translation)
These descriptions from school provide a snapshot of the cultural everyday-life of contemporary
adolescents (I find similar activities in the adolescents’ home (see section 3.2.1)). It highlights the
inexhaustible range of possibilities that the internet provides, and the great repertoire that the
adolescents can use not only as entertainment or as soundtracks to their activities, but also as norm
centers and semiotic resources they can draw on and use in their various identity positionings. For
instance, one group of three boys, Bashaar, Isaam, and Mahmoud positioned themselves through
rap music: they made their own music, they wore baggy jeans and t-shirts with rap icons, they
functioned as advisors when the teachers ran a rap-project in school, they talked a lot about their
own rap music and famous rap artists, and they played rap music and rap videos for the whole class
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(see Stæhr and Madsen 2015; Madsen 2016a). Bollywood music had the same function for the best
friends Massima and Jehan: they wore traditional Pakistani clothes, they often spoke Urdu to each
other, they watched Punjabi series in their homes, and they almost always listened to Bollywood
music in class during breaks and while working in groups (see Ag 2010).
Although not entirely as consistent as the two groups, many of the other adolescents acted in
similar ways and oriented towards common popular cultural preferences and norm centers within
the peer groups. But Safa was in several ways different from her peers. She was quiet, she did not
stand out from the crowd, and – at first sight – she did not position herself in any widely
recognizable ways. But as we shall see, when taking a closer look, another picture emerged; her
practices most often pointed to a particular positioning, and this was often different from those of
the rest of the class – and most likely also from the majority of young teenagers in general.
6. School-positive practices
One of the ways in which Safa deviated from most of her classmates’ practices was her display of
affection for literature, and this kind of school positive practice is the first I will discuss. It is
striking how often she mentions the number of books she has read and the length of them. For
instance, in 8th grade the adolescents were given the assignment to write letters to students living in
Iceland and describe themselves, their families and Denmark. Safa begins her letter with a few facts
about herself, her family, and sports interests, and then writes: ”I also really like to listen to music
and read books in my leisure time, and I prefer reading books with at least 200-300 pages” (my
translation). When the adolescents in 8th grade were asked by my two colleagues to write an essay
and a protocol about their language use and norms (see Møller and Jørgensen 2011), Safa begins
her answer to the question ”Which other types of language do I run into” as follows: ”Because I
read many books I have gradually run into a lot of languages” (my translation). And when she
answers the question ”What kind of language is important to you” she explains why she likes
Danish, Arabic, and then English: ”If you know English, then many new opportunities arise. But I
have also started loving the language after having read more than approximately 1500 pages in
English” (my translation). In the interview from 2011 she once more mentions her interest in books
and emphasizes the length of the books she reads when she argues why her vocabulary is greater in
Danish than in Arabic: ”I read really really much Danish at home, I read long novels” (my
translation).
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I know from my ethnographic fieldwork that it was not typical for the adolescents to flag
how many books they read. The adolescents’ answers to ”leisure time activities” and ”favorite
book” in the Blue Book (a memory/friendship book made by the adolescents in their leisure time
just before graduating) also demonstrate this: Out of 30 participants only two, Safa and Mathilde
mention reading books as a leisure time activity (Mathilde was actually one of the most socially
excluded girls in the two classes and was being tagged as “the nerd” in the “All classrooms have”picture circulating on Facebook). And when giving answer to what their favorite book is, six out of
30 actually reply that they do not read books, e.g. ”do not read books besides in school”, ”Of course
I do not read books!”, or “Fuck books I am going to be a ninja” (my translations). Four adolescents
mention two or three books as answers to their favorite books, the rest of the adolescents mention
only one book. As a contrast to this, Safa mentions 14 books:
Excerpt 2: “favorite book”
The blue book, 2011. Written in English by Safa with book titles in either Danish or English.
Translation: Bog = Book

It should be mentioned, that with the categories favorite sports, favorite artist/band, celebrity crush,
and favorite movie Safa also mentions far more than just one favorite item – but so do many other
of the adolescents. So it does not change the fact that her answer to favorite book deviates
significantly from the rest of her classmates’. Furthermore, her behavior actually resembles that of
the students being classified as nerds in Bucholtz’ (2011: 154) study:
“There was an intimate connection between nerdiness and reading: nerds were the only
students I knew who admitted to reading for fun (…) By contrast, for cool youth, reading
was so remote from their lives that when [a teacher said], “Read for pleasure!” several cool
teenagers laughed. Trendy students often browsed sports or fashion magazines at school, but
they did not generally read books unrelated to their coursework”.
Even though the other adolescents in the two classes I observed were not nearly as interested in
books as Safa, I do not expect that a request for reading for fun would be met with laughter from the
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trendy and cool adolescents as it did in Buchholtz’ study. In general, there existed a positive and
open classroom culture and an acceptance of being positive towards school practices, and two of the
boys with the highest street-smart credibility were also very school positive at the same time (see
Madsen 2016a; Stæhr 2010; Stæhr and Madsen 2015). I return to this in section 8 and 9.
Furthermore, the six adolescents who wrote in the Blue Book that they do not read books at all were
not particular trendy or popular. So displaying disaffiliation with school positive practices was not
necessarily recognized as cool.
Besides reading books, Safa also adds writing to her leisure time activities in the Blue Book.
And when answering the question of what she wants do to when she grows up, she writes: ”I
dunno.. but without a doubt a writer as a leisure time interest!! & out experiencing the world!!;D”
(my translation – “I dunno” is written in English by Safa). Safa’s interest in writing and her
ambitions of being a writer is another school positive practice I have found that Safa explicitly and
continuously affiliates herself with. In the two individual interviews as well as the group interview
she tells us, the researchers, that she writes a lot in her leisure time, that she wishes to be a writer,
and that she might attend Forfatterskolen (a writing school in Copenhagen) after upper secondary
school. She also tells us that her father does not approve of this idea. Based on how her teachers
evaluate her, however, it seems to be a reasonable goal: The adolescents have asked two of their
teachers, the Danish and English teachers – to write a few sentences about all of the students in the
Blue Book. The Danish teacher writes about Safa: “You have a super graceful writing style, are
very sentient, a sweet shooting star”. Safa’s English teacher writes: “Safa: VOICES that do not
make sounds. Safa you are a girl who can really write – keep doing that. www.fyldepennen.dk” (my
translations - www.fyldepen.dk is a webpage where people can publish texts, give and receive
comments, do writing exercises etc.). In an interview with Safa’s Danish teacher, Jørgensen, one of
the researchers, tells the teacher that he has heard Safa read out loud of a text she has written and
says that it was brilliant. The teacher agrees and says that she is fantastic, and that she wants to
borrow Safa’s text and use it in class.
Safa’s writing skills are not only recognized and appreciated by the teachers. When Safa one
day posts the question on Facebook how people would describe her, one of her closest friends
Kurima mentions a lot of positive features about Safa, such as sweet, social, and a good friend, and
that she is a good writer. And eight months earlier, an extended member of Safa’s family writes on
Safa’s Facebook wall that she has just read one of Safa’s school papers: “Mashaallah, it was really
good! Seriously you would not think that a student from 8th grade could write like that (: Honestly,
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it reminded me of upper secondary school level” (my translation). And finally, in a family recording
from Nasha, another of Safa’s close friends, Nasha also talks to her mother about Safa’s writing
skills and her dreams of being a writer.
Beside displaying interests in books and writing, Safa also highlights her interests in computers.
This interest is, like reading books, an affiliation which other studies connect to nerdy behavior (e.g.
Bucholtz 2011: 156-157). As we saw in section 2 Wortham (2004) even exemplifies his notion of
being “socially identified” with a person’s display of an affinity for programming computers which
“can be taken as a sign of a recognizable social type—say, being a “nerd”” (Wortham 2004: 717).
Excerpt 3 illustrates Safa’s interest in computer programs and shows the reactions she receives from
her peers. The excerpt is from Safa’s Facebook wall where she posts the following status update
(see Stæhr 2014 for more about the project’s Facebook data):
Excerpt 3: “miss photoshop”
Safa’s Facebook wall, 2009.
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Translation:
01 Safa:
02
03
04
05
06 Safa:
07
08
09 Nadia:
10 Safa:
11 Nasha:
12 Safa:
13 Nasha:
14 Safa:
15 Nasha:
16 Safa:

Wanted to download Adobe Photoshop 7.0 because the one I had was a tryout and
wasn’t capable of saving the files I made, but there wasn’t enough space on the computer
so I had to delete Windows Media Player 11 and Adobe Reader 9.1, and then
when I try to open Photoshop, it won’t open because it doesn’t know which of
the programs that have created it! Uh! this is one of the reasons I want to buy a laptop!
but I have to wait a year before I’m allowed to buy it. I have the money, so why wait?
have waited 6 months! it just doesn’t make sense, and the computers make me freak out!
now I neither have Windows Media Player, Adobe Reader NOR Photoshop!
what ?	
  
hahaxD :’( Miss photoshop!
OK totally DESPERATE 	
  
Yup! there wasn’t enough space so I continued writing in the comment [section]! xD
Safa it’s just 1 ugly program!	
  
no it’s not! Best program in the world! xD	
  
life!! haha seriously you have talked about it for like 2 weeks now
Yup!

An update about the qualities of computer programs and about how she misses them, is not –
stereotypically at least – what one would guess an update from a teenage girl would be about. The
reaction from Nadia also points to this, i.e. she simply responds “what?” (line 9). Her comment
could be a request for Safa to explain and elaborate on the specialized language Safa uses, but it is
more likely that it should be interpreted as a jocular comment to Safa’s very specific interest and
her overt intellectual display. The fact that Safa reacts with laughter supports this interpretation
(line 10). Three days later Nasha also comments on Safa’s update. She too seems to be
uncomprehending towards Safa’s compassion for computer programs. Safa, however, stands firm in
her affection. Nasha and Safa’s dialogue is – given my ethnographic knowledge – most likely to be
interpreted as friendly teasing. Nonetheless, the fact that Nasha, one of the smartest students in class
and one of Safa’s best friends, finds it odd that Safa can be this affected about computer programs,
underpins the atypical character of Safa’s practice. However, as we shall see, Safa’s display of
characteristics or behaviors which deviates from her peers and which could be taken as a sign of
being a nerd, does not seem to entail that she is socially identified as such. With that being said, she
is actually being called a nerd in the excerpt 4. The excerpt is a Facebook status update in which
Safa once again expresses great enthusiasm for something, this time for The Twilight Saga – a
series of five romance fantasy films based on the four novels by American author Stephenie Meyer:
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Excerpt 4: “Eclipse first official trailer COUNTDOWN!!!”
Safa’s Facebook wall, 2010.
	
  

	
  

Translation:
01 Safa:
02
03 Nasha:
04 Safa:
05 Nasha:
06 Kurima:
07 Betina:
08
09 Kurima:
10 Zinah:
11 Safa:

The Twilight Saga; Eclipse first official trailer COUNTDOWN!!! only 3 weeks
left people! :D :D
care way to much about it !!!! ;)
Yup, but you'll stil love me :D :D
of course :D ♥♥♥
Nice Safa:D ♥
oh my God safaaa! take it easy! it’s not even the movie, it’s ONLY the trailer. You
are seriously the biggest nerd EVER when it comes to twilight! Hahahaha :D ♥ ♥ :*
haha :D ♥
OMG!
I know, but you see some of the movie in the trailer

In general, Safa posts numerous updates about Twilight on her Facebook profile such as ”I LOVE
ECLIPSE!!!!” [the name of one of the books/movies] or ”watching Twilight on DVD :D”. She also
engages in several quizzes on how well she knows the Twilight universe, she has a photo album on
Facebook where she adds pictures from Twilight, and she writes about how much she likes one of
the male actors. As a contrast to her affiliation with computer programs, being a fan of Twilight was
not at all unusual. The books, movies, characters, and actors spellbound innumerable young teenage
girls around the world in the period between especially 2008 and 2012 when the movies were
released. However, as the reactions from her peers show us Safa’s affection for Twilight seems to
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be greater than the others’. Nasha, who likes Twilight too, for instance writes that Safa “cares too
much about it” (line 3), and Betina, another girl from Safa’s class, writes that Safa is “the biggest
nerd EVER when it comes to Twilight” (line 7-8). These reactions are very similar to those she
received after her update about computer programs: she is sanctioned for caring too much about it,
but the comments seem to be friendly teasing, and the excerpt about Twilight is even full of smileys
and hearts.
While this excerpt contributes to a fuller picture of Safa’s behavior and some of the norms at
play in the peer group (I return to this in section 7) it does not inform us further on Safa’s school
positive practices. Other Twilight-related Facebook updates from Safa do, however, contain school
positive practices. One time she for instance complains about a closed library (resulting in her not
being able to borrow the Twilight-book Eclipse I assume): “NOOOO! The library is closed!”
ECLIPSE!!!”. And a few hours later she continues to express her desire for reading the book: “I’M
BORED! want to read in eclipse!”. About six month later she makes another status update about
literature: “Love Robert Frost poem; Fire & Ice :p” (my translations). The poem from 1920 is one
of Robert Frost’s most popular poems. But it is also used in the epigraph of the Twilight book
Eclipse and read by one of the main characters in the screen version of the book, and with Safa’s
passion for Eclipse in mind it is most likely that she knows the poem because of Twilight. Safa’s
display of her affection for this poem adds up to the “…pattern of cues (…) repeated on several
occasions…” (Wortham 2004: 736) that points towards her school-positive identity. Furthermore, if
it is the case that she got to know the poem through Twilight, which is very likely, the excerpt is
even an example of a popular cultural phenomenon leading to increased literature knowledge. And
in general, the Twilight universe did indeed provide Safa with an enormous reading opportunity: the
lengths of the four books are as much as 505, 608, 576 and 829 pages, respectively.
A final example of Safa’s display of interest in literary products is also from Facebook. It
was very common among the adolescents to upload songs and music videos on Facebook, and Safa
also did this occasionally. But Safa also developed this practice further by posting the lyrics of the
song, and not the song in itself. This was not a common practice among the adolescents, so once
again Safa’s behavior deviates from her peers. As we shall, she also deviates from her peers in her
attitudes towards certain language practices, in relation to popular cultural practices, and in her use
of Facebook and mobile phones.
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7. Deviations from peer norms
The first example of how Safa deviates from her peers in relation to language attitudes also serves
as yet another example of Safa’s school-positive and somewhat nerdy behavior. Young people’s
language in superdiverse environments is often characterized by their use of various linguistic
resources, and – in written language on social media – their use of creative abbreviations (e.g.
Blackledge and Creese 2010; Blommaert 2010, Jaspers 2011a; Leppänen et al. 2009; Pennycook
and Otsuji 2015; Rampton 1995, 2006; Stæhr 2014). The same is the case with the participants in
our collaborative project (e.g. Ag and Jørgensen 2013; Madsen 2013; Madsen, Karrebæk and
Møller 2013; Stæhr 2014). But once again, Safa acts differently from many of her peers. Or at least,
in her own description of her language use she positions herself in opposition to their creative
language use. In excerpt 5 Safa and the interviewer talk about different styles in text messages and
on Facebook, and Safa explains how Nasha writes:
Excerpt 5a: “I hate it when she writes like that”
Interview, 2011. Participants: Safa (Saf); Interviewer Nørreby (Nør).
Original
01 Saf: hun skriver øh altså ”det” så
02
er det bare d t
03 Nør: ja
04 Saf: jeg hader når hun skriver til
05
mig jeg forstår det næsten
06
aldrig
07
((Safa fortæller om en film
08
hun og Nasha har talt om at
09
se))
10
hun skrev en meget kort besked
11
med næsten ingen vokaler om at
12
den ((filmen)) var i TV
13
lige nu og jeg var så træt
14
og så jeg jeg svarede ikke og
15
så skrev hun det igen og så
16
slukkede jeg mobilen og
17
gik i seng [og sov tolv
18
timer]
19 Nør:
[((griner))]
20 Saf: så vågnede jeg op dagen efter
21
så får jeg at vide den havde
22
været der hvorfor sagde du
23
ikke skrev du ikke ordentligt
24
præcist ((griner))
25 Nør: når så du havde slet ikke
26
[forstået øh beskeden]
27 Saf: [jeg forstod den ikke der
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Translation
she writes eh like ”you” then
it is simply u*
yes
I hate it when she writes me I
hardly ever understand it
((Safa tells about a movie she
and Nasha had talked about
seeing))
she wrote a very short message
with almost no vocals saying
that it ((the movie)) was on
TV right now and I was so
tired and then I I did not
answer and then she wrote it
again and then I turned off
the phone and went to bed
[and slept for twelve hours]
[((laughs))]
then I woke up the next
morning then I’m told it had
been on TV why did you not say
write it properly precisely
((laughs))
oh so you hadn’t even
[understood the message]
[I didn’t understand it it

28
stod] bare altså jeg forstod
29
næsten ikke beskeden
30
((griner))
((*the example in English is constructed
example given by Safa in Danish))

just] said you know I almost
didn’t understand the message
((laughs))
by me as a counterpart to the

Then Safa explains that people’s use of abbreviations and creative spellings depends on their
personality, and the interviewer asks if she ever writes like that:
Excerpt 5b: “it ruins my language ”
Interview, 2011. Participants: Safa (Saf); Interviewer Nørreby (Nør).
Original
01 Saf: jeg skriver ordene som de skal
02
stå jeg hø [/] jeg skriver
03
meget i min fritid og hvis jeg
04
begynder at skrive en masse
05
forkortelser så komme:r
06
ødelægger det mit sprog og min
07
historie så

Translation
I write the words as they are
supposed to be I list [/] I
write a lot in my leisure time
and if I start writing a lot
of abbreviations then it will
it ruin my language and min
story so

Bucholtz (2011: 64) demonstrates how “… nerdy qualities run counter to the norm…”, and the
same is the case for Safa. Among the adolescents in the two classes, there is a tendency in their
metalinguistic reflections on language use on Facebook, “…that you do not necessarily have to
follow the orthographic standard on Facebook. Instead you write according to how you want to be
perceived” (Stæhr 2017: 180 – although, as Stæhr demonstrates, this type of writing is in fact highly
regulated too – as mentioned in section 1). Safa, however, runs counter to this peer norm and wishes
to follow the orthographic standard for two reasons: 1) she points to the fact that she has a hard time
understanding text messages with abbreviations and 2) she argues that the use of abbreviations
could ruin her language. With the second argument she actually replicates a well-known fear
circulating in the public debate, i.e. “[c]hat, text messaging, and social network sites such as
Facebook are often criticized for being responsible for the younger generations’ alleged poor
spelling skills and linguistic decay” (Stæhr 2017: 171). These attitudes towards creative spelling
and abbreviations are not found among her peers and most likely not among the majority of
adolescents. Combined with the narrative of how she “turns off her phone and goes to bed” (again
quite different from most youngsters who report that they sleep with their phone on or right next to
their bed (Pew 2010)), her attitudes almost bring associations to an older person who does not
understand the linguistic behavior of the youth.
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Safa also seems to advocate for a standard or “pure language” when she talks about her use
of Arabic. She describes her Arabic as “underligt” [strange] as it is influenced by various Arabic
languages because 1) her parents speak two different Arabic languages, 2) she also needs to learn
fusha, and 3) her parents urge her to learn Arabic by watching Arabic TV. She continues:
Excerpt 6: “I have no idea which words come from which countries ”
Interview, 2011. Participants: Safa (Saf); Interviewer Nørreby (Nør).
Original
01 Saf: og TV det er sådan der er der
02
er alle mulige mærkelige sprog
03
så jeg aner ikke hvilket ord
04
der kommer fra hvilket land
05
længere [jeg er så forvirret]
06
07 Nør:
[nå okay]
08 Saf: og jeg derfor er jeg bange
09
for at tale arabisk foran de
10
andre fra klassen for jeg aner
11
ikke om jeg kommer til at tale
12
irakisk eller syrisk eller jeg
13
aner ikke hvad jeg kommer til
14
at tale

Translation
and TV it’s like there are
there are all kind of strange
languages so I’ve no longer
any idea of which words come
from which countries [I’m so
confused]
[okay]
and I therefore I’m afraid of
speaking Arabic in front of
the other from the class
because I’ve no idea whether I
speak Iraqi or Syrian or I’ve
no idea what I’m going to talk

This is in stark contrast to how her father views the same language learning process. Safa’s father
and the interviewer have just talked about the differences between various Arabic languages, and
Safa’s father then tells about the benefits of having access to various Arabic TV channels through
the use of satellite dish:
Excerpt 7: “all Arabs start to understand each other now”
Interview, 2009. Participants: Safa’s father (Fat); Interviewer Jørgensen (Jør).
Original
01 Fat: alle alle arabere begynder a:t
02
forstå hinanden fra
03
halvfemserne til nu
04 Jør: ja
05 Fat: begynder at se serier fra Irak
06
fra Syrien fra: Egypten vi ser
07
serier fra Marokko fra Tunis
08
så vi: øh jeg tror vi begynder
09
at forstå hinanden
10 Jør: ja
11
(1.8)
12 Jør: de kanaler er det sådan at
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Translation
all all Arabs start to:
understand each other from the
nineties up til now
yes
start seeing series from Iraq
from Syria fro:m Egypt we see
series from Morocco from Tunis
so we: eh I think we start to
understand each other
yes
(1.8)
chose channels is it like

13
a [/]øh hvad det hedder
14
Al-Jazeera og sådan noget
15 Fat: xxx Marokko seks kanaler Irak
16
øh ti kanaler Egypten
17
flere kanaler Tunis øh
18
Jordan Syrien Oman Saudi
19
Arabien vi har alle sammen her
20 Jør: wow

li [/] eh what’s it called
Al-Jazeera and stuff like that
Xxx Morocco six channels Iraq
eh
ten channels Egypt more
channels Tunis eh Jordan Syria
Oman Saudi Arabia we have them
all here
wow

Safa and her father’s views on the consequences of learning Arabic through watching TV act in
opposite directions; Safa’s father praises the language diversity of Arabic TV channels because of
its positive effects of mutual understanding among people with various Arabic language
backgrounds. Safa, on the other hand, displays a negative view on the language diversity because it
makes her Arabic “all mixed”. Thereby she seems to orient more to a standard ideology of
language.
Safa’s appreciation of a standard and “pure” language and of a writing style without
abbreviations and creative spelling is similar to the linguistic practices found among the “nerdy
students” in Bucholtz’ (2011: 89) study: “… the use of careful, formal, highly standard English and
the avoidance of much current slang were characteristic of many nerdy students at Bay City High
School and were among the constitutive practices of nerd style”. By highlighting this language
practice – while also displaying positive orientation to school practices – Safa acts differently than
for instance the adolescents described by Rampton (2006) and Madsen (2015) who used nonstandard linguistic features when orienting towards school success and school related practices. As
mentioned, the adolescents thereby constructed a successful school identity in a non-nerdy manner
and managed to meet the normative demands of the peer group while simultaneously exhibiting
academic identities (Madsen 2015: 180, 182; Rampton 2006: 299). Safa, however, does not always
meet the normative demands of her peers, but it does not seem to have consequences for her social
position among her peers as I argue in section 8. In the following I demonstrate how Safa even
seems to deliberately go against some of the normative demands from her peers.
Excerpt 8 concerns Safa’s resistance to some popular cultural practices shared by her peers. The
excerpt is from a group conversation arranged by us, the researchers. The conversation takes place
in one of our offices at the university, and we have left Safa, Nasha, and Kurima with a bunch of
youth magazines lying at a table as well as a computer they have been told they can use if they
wish. Only two and a half minute into their conversation Safa says: “I rarely read magazines. I read
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books and newspapers” (my translation). This sentence is very typical for how Safa acts in many
contexts and with different audiences; she explicitly disaligns with a popular cultural practice
shared by her peers and instead aligns with more school related practices, i.e. reading books and
newspapers. The group conversation only lasts for around half an hour, but nonetheless Safa 22
times explicitly distances herself from magazines, TV series, and Facebook, or highlights her lack
of knowledge of celebrities with sentences such as: “I don’t understand how you can spend hours on
this” (i.e. reading youth magazines on e.g. the lives of celebrities), “I’m almost never online,
nothing happens on Facebook right, I’m never online” or “she [a singer] reminds me of some actor I
don’t know because I’m not smiliar ?enough? [unsure speech] to you guys” (my translations). It
should be mentioned, however, that she sometimes also engages in conversations on these issues,
and that she actually knows quite a lot about music and musicians. When Kurima asks her to do a
quiz on music she knows many of the answers. She also knows some stuff about other celebrities,
but not to the same extend as the others:
Excerpt 8: “I never pay much attention to things like that”
Group conversation, 2011. Participants: Safa (Saf); Kurima (Kur); Nasha (Nas)
Original
01 Saf: var det ikke noget med at de
02
var sammen med hinanden på
03
hans fødselsdag
04 Kur: de er kærester
05 Saf: er de
06 Kur: [ja↑]
07 Nas: [ja↑]
08 Saf: se [det er sådan noget jeg
09
følger aldrig med i sådan
10
noget]
11 Kur:
[han købte blomster til
12
hende for] fem et eller andet
13
fe:m hvad var det Nasha
14
(1.7)
15 Nas: øhm
16 Kur: fem [tusind]
17 Nas:
[så hele] huset var
18
fyldt med [blomster]
19 Kur:
[ja med] blomster
20
fra ham
21 Nas: et eller andet i den stil

Translation
wasn’t there something about
them making out on his
birthday
they are dating
are they
[yes↑]
[yes↑]
you see [I never pay much
attention to things like that]
[he bought her flowers
for] five something fi:ve what
was it Nasha
(1.7)
ehm
five [thousand]
[so the entire] house was
filled with [flowers]
[yes with] flowers
from him
something like that

Even though Safa is familiar with parts of the story of the two celebrities (that they have been
making out), the way Kurima responds in line 4 and 6 suggests that she finds it odd that Safa does
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not know they are dating. The fact that Nasha pronounces ”ja↑” (yes↑) in the exact same way as
Kurima, and that they say it at the exact same time (line 6 and 7) underlines their common disbelief
with Safa’s lack of knowledge. It furthermore constitutes their shared knowledge of the
development of the celebrities’ love life. When Safa stresses that she was not aware of this (line 810), Nasha and Kurima ignore this, and the two of them continue with their celebrity gossip.
Yasmin, another one of Safa’s friends from school, says in an interview in 2011 when I ask
her if they ever discuss societal issues outside social sciences classes, that ”no then it’s more like
celebrity gossip and stuff like that (…) it’s stuff like not too important ((laughs)) but still important
for us” (my translation). By underlining that celebrity is important “for us” she points to an
important aspect of popular culture, i.e. “… the type of popular culture we consume may give us
our identity and separate us from other groups” (Fedorak 2009: 4). Along the same lines, Bucholtz
and Hall (2004: 371) write that “[s]ocial grouping is a process not merely of discovering or
acknowledging a similarity (…) but, more fundamentally, of inventing similarity by downplaying
difference”. With this knowledge of the processes of social groupings and typical functions of
popular culture in mind, Safa’s acts of resisting and challenging the popular cultural values and
norms of her peers are striking. And instead of down-toning the differences she highlights several
times that she is not into such things, and it seems important for her to stress this. For instance five
minutes later into the conversation when Nasha – to both Kurima and Safa’s surprise – tells them
that the American pop star Lady Gaga is bisexual, Safa very explicitly emphasizes her unawareness
after Kurima have also told that she did not know it “I didn’t know it either didn’t I just ?say?
[unsure speech] that I didn’t know it”. When my two colleagues and I enter the room to stop the
recording and ask what the girls thought of the magazines and what they looked at on the computer,
Safa positions herself in similarly ways towards us: “I’m not too familiar with Facebook and I don’t
read magazines and I don’t know the actors they know” (my translations). No one reacts (verbally
at least), and Kurima and Nasha take the floor and talk about the magazines.
Safa’s skeptical reactions towards Nasha and Kurima’s interest in magazines and celebrities
(which have strong resemblance to those reactions Safa got when displaying her interest in Twilight
and computer programs) are interesting. Either she treats her own interest in Twilight, the
characters, and the actors as something different than looking at various celebrities in magazines, or
her distance towards celebrities and magazines is a somewhat new positioning. Because while being
really active with her Facebook updates and activities related to Twilight in 2009 and the first half
of 2010, she only twice in the period from July 2010 to April 2011 does anything Twilight related
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on Facebook. This could imply that the way she highlights her non-affiliation with much popular
culture to position herself is a practice developed during her final year at school.
The rest of this section looks further into Safa’s and her peers’ attitudes towards communicating on
Facebook and on the mobile phone. While it does not shed more light on Safa’s school positive
practices, it greatly informs us about how Safa navigates in the local peer groups, and how she
negotiates several peer generated norms in relation to being online and available. Furthermore,
excerpts 9, 10, and 11 exemplify the practices of constructing (girl)friendships group online, and
finally, the warm and loving nature of the girls’ comments towards Safa’s limited online activities
shows us that Safa’s different norms for online communication does not seem to have consequences
for her popularity in the group.
Like she does in the group conversation, Safa also dissociates herself from Facebook in two
single interviews in 2010 and 2011. She briefly orients towards her parents’ norms for being online
when she mentions that her parents do not want her to be on Facebook, and that because of that she
is not online very often. But otherwise, she most often emphasizes her own norms and values as
reasons for not being on Facebook that much: she does not want to be addicted to it (as she felt she
was in 6th and 7th grade); she feels that many problems arise on Facebook, e.g. a misunderstood
comment can lead to a big fight; and finally she finds it ridiculous when people have many friends
simply to show off. Instead she finds it cool that Nasha at one time deleted her profile, because:
“She shows she does not depend on it, she doesn’t need social networks to stay in touch with her
friends” (my translation).
As with her lack of knowledge of celebrities, Safa often emphasizes her minimal use of
Facebook in front of her peers. Somewhat paradoxically, she actually uses Facebook as a platform
for communicating this. For instance at one point she writes on her Facebook status: “98
messages!!! do I dare open? :S” (my translation), which could be a way of displaying her limited
use of Facebook and/or her lack of interest (and it might also serve as a way to flag her popularity
by telling about the high amount of messages she has received). Safa’s sporadic use of Facebook is
also noticed and commented by Pernille and Kurima as excerpt 9 and 10 show:
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Excerpt 9: “I know you probably won’t read it until you are back”
Safa’s Facebook wall, 2010.

Translation:
01 Pernille:
02
03
04

You stupid duck !!! yes that’s what you are! :* You can’t just leave! :’( I miss you
way too much !!! And I really need to talk to you! I miss someone to by crazy with :/
Miss you so much !! but can't wait till you get home :D And I know you probably
won’t read it until you’re back, but I’ll write you anyway xD♥ Hugs Nille :D

Excerpt 10: “You are never online!!”
Safa’s Facebook wall, 2009.

Translation:
01 Kurima:
02 Safa:
03

You are never online!! :’/ miss you …:D♥
I think I was online the day before you wrote that.. Soo Never is not correct xD
rarely is more correct :D

Pernille and Kurima comment on Safa’s limited online activities, and the fact that Safa responds
five days later to Kurima’s post consolidates their complaints. The girls also several times complain
about Safa’s limited mobile phone responses, e.g. when Kurima writes on Safa’s Facebook wall
“Plzzzzz answer my text messages!!!!!!! :/” (my translation). While another girl from their class
adds a comment to Kurima’s request within the first minute, Safa’s response is written four days
later, and once again Safa deviates from the general peer generated norm of being available. But in
one case, Safa is actually the one to complain about the absence of mobile phone answers, and
similar to her friends she communicates it through Facebook: ”Nasha, how about answering when
people call you? xD or call back later? text message is cool too :D (kim possible xD)” (posted by
Safa on Nasha’s wall, my translation). Another case also demonstrates a more nuanced picture of
Safa’s positioning, namely that she despite her limited use of her mobile phone also express deep
affection for her phone. After having lost her phone (in a hole inside a pool table), she updates her
Facebook profile many times with statements about how much she misses it, e.g.:
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Excerpt 11: “Miss my baby!”
Safa’s Facebook wall, 2009.

Translation:
01 Safa:
02
03 Nadia:
04 Nasha:
05 Safa:
06 Safa:
07
08 Hamza:
09 Safa:
10
11
12
13

Have to wait A YEAR before I get my phooone back! A WHOLE F******
YEAR! Miss my baby! ´I want it noooow! Honestly! A YEAR :'(
hahahahaaha safaa ;D
do you need to wait for 1 year?
YEEES sigh :'(
Fuck that pool table mayn! just throw it of a cliff and burn the rest, and stuff the
the dust down kirsten’s throat because she bought it!!!!!
haha
what if it was your phone? haha xD not funny any more heh? and on top of
that remember that you won’t get a phone while you wait for it, and that you were
supposed to keep for three more years! and that you have had it for 5 years,
and there is contents on it that you never wanted to delete because you move
between so many schools

Excerpt 11 is interesting in relation to Safa’s general positioning. She mentions that she will not
have a phone for the next year, which most likely refers to the fact that she will not have access to
the communicative function of a phone. But then she highlights the specific phone as having value
because of its age, the content on it, the time she hoped to keep it for, and apparently because the
continuity it creates for her after having changed schools many times. Safa’s emphasis on the
specific phone correlates with various studies that suggest that the mobile phone should not only be
studied with regard to its communicative function, but also as “… an object imbued with social,
cultural, and individual meanings that relate to users’ identities…” (Gordon, Zidjaly and Tovares
2017: 9). It is interesting that while Safa also orient to her phone as a resource for identity display,
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she does not do so in terms of fashion by e.g. having the latest expensive phone or by customizing
or personalizing her phone as other studies find especially young women do (see Gordon, Zidjaly
and Tovares 2017: 10, 12). While Safa’s affection for her phone might be different from that of
many other adolescents, it still shows that despite her sporadic use of the phone, she holds deep
affection for it. This does, as mentioned, point to a more nuanced picture of Safa. The same is the
case with Safa’s linguistic style in the excerpt, which contains the use of English, slang, and
swearwords (line 1-2; 6). This contrasts with the way Safa at other times seems to praise standard
language and shows how her attitudes and practices are not one-sided. I elaborate on this in the next
section, in which I discuss how Safa manages to embrace nerdiness as well as reject and challenge
several peer-generated norms seemingly without negative consequences.
8. Embracing nerdiness without negative consequences
Based on previous studies, all of what Safa does could be the basis for her ending up in a socially
vulnerable situation at school in which she could be socially identified as a nerd as well as
experience negative consequences for her learning. But this is not the case, as I shall demonstrate.
She is called a nerd a few times, but as with the case in excerpt 4 on her Twilight “obsession” it is
friendly teasing. She is also ascribed an identity as older by her friends – an ascription which fits
well with how some of the issues she affiliates and disaffiliates with carry forward associations to
older persons. For instance, on Facebook, Safa and another girl from class, Fatima, in jocular ways
address each other as grandmother and granddaughter respectively. We also see an ascription
related to old age in excerpt 12 from the group conversation where Kurima is referring to a quiz in
one of the magazines that reveals your “inner age”:
Excerpt 12: “Safa one hundred and forty years”
Group conversation, 2011. Participants: Safa (Saf); Kurima (Kur); Nasha (Nas)
Original
01 Kur: hvad er din indre alder
02
(0.6)
03 Kur: Safa [ethundredeogfyrre]
04 Saf:
[xxx] ((griner))
05
ethundredeogfyrre ne:j
06 Kur: jeg laver sjo:v
07 Saf: måske tre eller sådan noget
08
((griner))
09 Nas: ((griner))

Translation
what is your inner age
(0.6)
Safa [one hundred and forty]
[xxx] ((laughs))
one hundred and forty no:
I’m kidding
maybe three or something like
that ((laughs))
((laughs))
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Safa is also being classified as quiet – by teachers, friends, and by herself. And she is indeed very
quiet – in official school activities at least. For instance in two recordings of group work between
Safa, Fatima, and Lamis (a girl from the other class) she barely says anything. The girls are working
on a collaborative project, and Safa is doing the writing, but while Fatima and Lamis talk almost
non-stop, especially about other things than the project they are working on, Safa only once in a
while says something. And when she does, she asks the girls, especially Lamis, for help with e.g.
words and phrases to write in the project. Safa also speaks more quietly than many of her friends.
But her quiet figure in class and her low volume in general does not give a complete picture of her,
because she is often also described as someone who speaks fast and is hyper, e.g. by Lamis in a
comment on Safa’s Facebook wall:
Excerpt 13: “speaks fast”
Safa’s Facebook wall, 2010.

Translation:
01 Lamis:
02
03

You are loyal, sweet, kind, listening, a good friend, very understanding,
helpful, speak fast..xD and you are amiable .. You are easy to like..: D ♥ very
crazy as well .. and you're sporty.. You're just my freaktwin ..! ♥

Excerpt 13 furthermore illustrates that Safa is very well liked among her friends – and in school in
general. There are many examples like this on her Facebook wall, and in general Facebook seems
for the girls in particular to function as a platform for expressing deep affiliation with one another
(see also Nørreby and Møller 2015).
That Safa is well liked and not negatively positioned as a nerd despite her somewhat stereotypical
nerdy interests and school positive practices might have to do with the following six aspects: 1) she
does not behave competitive or promote herself as smart in class, and she is not explicitly put
forward as academically successful in front of the other students in class by her teachers, 2) her best
friends as well as the two classes in general were mainly school positive, 3) her affiliations and
disaffiliations are not “black and white”, 4) she actively chooses to highlight her school positive
practices, 5) she is aware of the social connotations to her actions, and 6) she sometimes displays an
ironic distance to her actions. I end the analyses with an elaboration of these aspects.
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Even though this article focuses on practices outside the classroom, the first aspect has to do
with practices taking place inside the classroom. Unlike what would typically be associated with
someone expressing school positive practices (see e.g. Lundquist 2017), Safa’s interactional
behavior inside class is not competitive or attention-seeking, and she is not put forward as
academically successful by her teachers in the classroom or given any particular privileges (as e.g.
Lundquist 2017 finds in her study on “smart students”). On the contrary, she is told to speak up.
Safa’s practices are found outside the classroom, and this recontextualization (i.e. school positive
practices outside and not inside the classroom) might change the meaning of the signs of identity
exhibited by Safa, so that they in this local context do not index a nerd, but simply a school positive
adolescent.
Second, Safa’s school positive orientation is also found among her closest peers and in the
two classes in general. There existed, as mentioned, a general respect for academic skills in both the
classes I observed, which is for instance seen in the fact that two of the boys with the highest streetsmart credibility were also very school positive at the same time (see Madsen 2016a; Stæhr 2010;
Stæhr and Madsen 2015). These facts might also play a role as to why Safa does not experience
negative reactions.
Third, while she is often very explicit in her affiliations and disaffiliations, she is not onesided: She distances herself from Facebook, but she uses it; she is slow in her text message replies,
but she also complains about her peers being slow; she has a limited use of her mobile phone, but
she also expresses deep affection for it; she does not post music videos on Facebook as much as her
peers, but she still mentions songs she likes and posts the lyrics of the songs; she writes on
Facebook that she misses school, but she also writes how she cannot be bothered doing homework
for English class; she dissociates herself from the use of abbreviations and seems to praise standard
language, but she also uses slang, swearwords, and English words in Danish sentences. This
nuanced display of disaffiliations and practices might very well play a part in why she is not
socially identified as a nerd.
Fourth, Safa’s agency is most likely important too. Bucholtz (2011: 65) writes about one of
the students in her study, that her ”… relatively solid credentials as a cool teenager allowed her to
embrace nerdiness without concern because her identity was so clearly her own choice”. This seems
to be the case for Safa too, who – as demonstrated – clearly chooses to display and emphasize her
school positive and somewhat nerdy practices while at the same time highlights how she deviates
from the social media and popular cultural norms and practices of her peers.
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Fifth, even though Safa several times underlines her literacy skills and her great vocabulary,
she is also reflexively aware of the signals such language practices send. In the single interview
from 2011 she tells that she is not very good at confronting people verbally, but that she prefers to
do it in writing, but “then people understand it in the wrong way like as if I pretend to be better than
them. I sometimes use long integrated words when I when xxx I do it completely naturally when I
write long messages”. Along the same lines, she writes in her essay on language: “Mostly I speak
street language (I think), but I do speak a bit integrated too, but not because I want to show that I’m
clever, but simply because I find it most natural” (my translations). In these excerpts Safa refers to
two contrasting ways of speaking that the adolescents in the two classes label “integrated” and
“street language”. In the adolescents’ metalinguistic descriptions, we find that the indexical values
of street language are toughness, masculinity, youth, panethnic minority street culture, and
academic nonprestige with some of the performable signs being slang, swearing, polylingual
practices, and linguistic creativity (Madsen 2013: 133) – hence Safa’s linguistic practice on her
Facebook wall in excerpt 11. The performable signs of integrated are for instance abstract and
academic vocabulary, quiet and calm attitude, and ritual politeness phrases with the indexical values
being higher class culture, sophistication, authority, adults, emotional control and aversion to
rudeness, academic skills, politeness and respect (Madsen 2013: 127; 134; see also Ag 2010; Ag
and Jørgensen 2013; Møller and Jørgensen 2011; Stæhr 2015). In excerpt 14 we see a display of the
integrated style and Safa’s awareness of the social connotations to such language practice:
Excerpt 14: “you need to integrate yourself in the Danish language”
The class’ Facebook wall, 2011.
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Translation:
01 Henrik:
02
03 Safa:
04
05 Nadia:
06 Zinah:
07 Henrik:
08

If it happens how many are attending? :) could everybody please write whether
they can make it or not and what they feal like doing
Feel* Henrik, you need to integrate yourself in the Danish language like the
rest of us (:
What are we doing and where and when? :)
I’m in. I don’t care what we do as long as we do it together
Under the given circumstances, I would like to ask whether any of you are able
to attend or not satisfied Safa XD

When her classmate Henrik writes a message on the class’ Facebook wall and makes a spelling
error (løst instead of lyst), Safa comments on it (line 3-4). But the smiley and the fact that she tells
Henrik – a boy with Danish ethnic background – to integrate better into the Danish language
indicate that she does it in a friendly and teasing way. While Safa generally praises ”correct”
language, excerpt 14 shows us that she is also capable of using the correctness in ironic and teasing
ways. The ironic and friendly tease in Safa’s comment is recognized by Henrik. He writes back
integratedly using academic formulations and ritual politeness (line 7-8) and then asks Safa if she is
satisfied with his style. Henrik also adds a smiley to his comment, which furthermore underlines the
playful and ironic nature to their comments (see Stæhr 2017 for further analysis of the excerpts).
The self-ironic and jocular nature of some of Safa’s actions is the sixth aspect, which I argue
play a significant role in relation to her social positions among her classmates. When Safa likes a
link on Facebook called “I love sarcasm. It keeps the stupid people away” she once again displays
herself as smart in jocular ways, and five minutes later she likes another link which both
emphasizes her disaffiliation with Facebook and underlines the good amount of self-irony she has
to her own acts of disaffiliations: After having had a Facebook profile for two years and used it on a
somewhat regular basis she likes a link on Facebook called “I can proudly say I’ve never been on
Facebook in my life”.

9. Concluding perspectives
Research within education and learning has shown us how teachers’ social positioning of
academically successful students inside classrooms risks having negative consequences for
students’ learning opportunities (e.g. Lundquist 2017; Wortham 2004). Research has also shown us
how students sometimes obscure their intelligence because it is an obstacle to being identified as
cool (Bucholtz 2011; Rymes 2010) and, along the same lines, that the students who do choose to
display positive orientations to school often run the risk of being positioned as uncool and
unpopular (e.g. Bucholtz 2011; Eckert 1989; Lundquist 2017; Wortham 2004). In this article I too
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have examined school positive practices, learning, and social positions. But unlike how these
practices are normally studied, I have focused on how the practices unfold outside the classroom.
Furthermore, I have approached the practices with a point of departure in popular cultural practices
and social media use, which are not normally associated with school practices, but as I show are
relevant places to look for school positivity practices. My way into this has been the social
identifications and negotiations of norms surrounding the girl Safa from a Copenhagen based
school. The article thereby constitutes a case study on one specific girl. The case in itself is
interesting in the ways she manages to be highly school orientated and reject and challenge several
peer generated norms without negative social or educational consequences. With regard to her
social status, we have already seen numerous examples of how well liked Safa is among her peers
and – as I know from my ethnographic observations – in class in general. With regard to her
learning opportunities, my claim that her practices do not seem to impact them is based on the
grades on her school-leaving certificate; she is in the top five in her class (with her friends Kurima
and Nasha also in the top five). All in all, Safa’s case tells us that it is possible to construct a
successful school identity in a non-nerdy manner and without negative social or educational
consequences.
The case also contributes more generally to research on education and learning. Firstly, the
article clearly shows how school related practices play a significant part in students’ leisure time
activities, and therefore that it is rewarding to study practices outside the classroom when
examining school positive practices. Secondly the case tells us that a focus solely on students’
interaction inside a classroom will not necessarily give an adequate picture of the students’
affiliations with school and of their learning potentials. Safa is quiet in class and she is told by her
teachers to speak up, but when we look at her practices outside class, we see how she very explicitly
and often exhibits school positive practices in front of her peers. Thirdly and finally, Safa’s case
informs us about learning potentials in the intertwining of popular culture, social media, and school
positive practices. Popular culture and social media are most often viewed as counterpoints to more
academically acknowledged forms of knowledge. This division is exploited by Safa when she for
instance rejects and challenges her closest friends’ popular cultural interests and highlights that she
prefers reading books and newspapers rather than spending time reading about celebrities and being
on Facebook. But the perceived division between popular culture and social media on the one side
and more academically acknowledged forms of knowledge on the other side is also deconstructed
by Safa. We see this when the popular cultural phenomenon of Twilight makes available an
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enormous reading experience for Safa and – most likely – introduces her to 1920s lyrics. Or when
Safa posts and draws attention to the lyrics of her favorite pop songs on Facebook instead of the
song itself or the music video. This supports the evidence documenting how people pick up literacy
in informal, everyday contexts (Hull and Schultz 2002). We also see the division between social
media and traditional academic practices being blurred when Safa (as well as her peers - see Stæhr
2016) uses Facebook to explicitly orient toward an orthographic standard when sanctioning other’s
spelling mistakes or when she brags about a good grade, complains about a closed library, and
writes about how she misses school.
We know that young people learn from their peers (see e.g. Ito et al. 2010), and this fact
only underpins the importance of paying attention to on- and offline youth-based interactions
outside the classroom in questions related to school positive practices and learning. Buckingham
(2007:96) describes how there is “…a widening gap between children’s everyday ‘life worlds’
outside of school and the emphases of many education systems”, and Ito et al. (2010: 2) argues that
“…the divide between in-school and out-of-school learning are part of a resilient set of questions
about adult authority in the education and socialization of youth”. The case presented in this article
demonstrates how this “widening gap” is not always that wide, and it demonstrates how both social
media and popular cultural practices can facilitate school positive practices and educational agendas
and can therefore advantageously be embraced in school.
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Article 4:

“You went on early retirement while still having a fast-food place in Lebanon”
– the role of social class in ethnically diverse contexts.
1. Introduction
In Danish mass media, people with ethnic minority backgrounds are often negatively portrayed .The
dominating stories concern ethnic minorities committing crime, problematic districts with a high
population of ethnic minorities, ethnic minorities underachieving in school, and ethnic minorities as
an economic burden to Danish society. While there are positive stories to be found too, there is a
general tendency in Danish mass media to emphasize undesirable traits in connection with ethnic
minorities (see Hussain, Yilmaz and O’Connor 1997; Jacobsen et al 2013). The negative stories are
often framed within an ethnocentric discourse (Rennison 2009) creating an ‘us’ and a ‘them’ as well
as a division between a dominant majority culture and a subordinate minority culture. Such stories,
stereotypes and discourses do not only circulate in the media, they are also present in day-to-day
conversations, including those among a group of Danish students with ethnic minority backgrounds
and their parents. Not only do the students and parents demonstrate awareness of the negatively
loaded discourses and stereotypes, they also co-construct, reproduce, ridicule, and challenge them.
In the stories about school failure, people on social benefits, crime, and problematic districts
there is a predominant focus on ethnic differences as explanation for the problems. Even though the
stories focus on aspects traditionally related to social class, i.e. economic and educational
inequalities, social class is rarely discussed. As we shall see, the media hardly ever mentions social
class when it comes to social inequalities in ethnically diverse contexts. In recent ethnographic and
interactional sociolinguistic studies on language use among adolescents in ethnically diverse
contexts, we see an incipient interest in social class (e.g. Chun 2011; Jaspers 2011b; Madsen 2013;
Nørreby 2018; Rampton 2010), but in sociolinguistics in general the notion of social class is not
prevailing. Also within social sciences there have been a declining interest in class (Block 2014:8;
Bradley 1996: 46; Ortner 1998: 2; Rampton 2010: 7). It also applies to the way Denmark is viewed
both nationally and internally; Denmark is often described as one of the worlds’ most equal
societies due to the effects of the Scandinavian welfare system, and, as a matter of fact, Denmark
has one of the lowest scores on the Gini coefficient (where a Gini coefficient of zero expresses
perfect equality (cf. oecd360.org 2015: 11; see also Faber and Prieur 2013: 5; Jensen and Rathlev
2009: 41)). As we shall see, the lack of focus on class can be found both at a macro level – i.e.
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social class is hardly ever mentioned in the Danish newspapers examined for this article – and at a
micro level, i.e. the participants in focus in this article do almost never explicitly mention social
class. The public decline in class awareness is said to be characteristic in particular among young
people (Bradley 1996: 77), and at first glance, the young students in my study confirm this
tendency. However, if one takes a closer look at their interactions another picture emerges, and as I
shall demonstrate, social class awareness has by no means disappeared among the adolescents;
rather, it is either spoken about without any explicit labeling or it is articulated through the social
category of ethnicity.
In order to investigate the role of social class in ethnically diverse contexts I look at how
ethnic minotires are portrayed in Danish media, and how a group of adolescents and parents with
ethnic minority backgrounds themselves in serious and jocular ways talk about ethnic minorites. I
first uncover the prevailing discourses and stereotypes on ethnic minorities in six nation-wide
Danish newspapers and then identify the discourses and stereotypes in school recordings, written
assignments, and parent interviews in order to look into the values and characteristics that are being
associated with the ethnic minority category. I thereafter show how in both the newspapers and the
interactional data, class issues are articulated through ethnicity, and I argue that the social category
of ethnicity is in fact deeply classed.
2. Social class
Ortner (1998) claims that class is more hidden than other categories, and requires more “intellectual
archaeology” (Ortner 1998: 13). Rampton (2010:1), along the same lines, argues, “… that it is very
much an analytic act separating class out from everything else”. This analytic act of separating class
out is what the article will do in order to uncover the role of social class. Social class has been
widely described in the literature (see e.g. overview in Bradley 1996). In this paper I build on
Ortner (1998) who, following Bourdieu (1984[1979]), views class as follows:
”At one level the term ”class” points to certain economic-cum-cultural locations defined
within an objectivist perspective. Classes are not objects ”out there”, but there is something
out there in the way of inequality, privilege, and social difference which the idea of ”class”
is meant to capture specifically in its economic dimension. At the same time class is (…) an
identity term and is (…) organized primarily around an economic axis” (Ortner 1998: 8;
italics in original).
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With the view on class as an identity we are ”…in the realm of discourse, that is, of how people
talk about themselves and others, and of the larger shape of the discursive field from which people
draw their categories” (Ortner 1998: 7). Along these lines, I view social class as located in the
details of everyday activity (see Rampton 2006), and I explore how social class is portrayed in
Danish written media and how it emerges through situated practice among the participants.
I will, however, also include the more objective sense of class when trying to analytically
separate class out from other social categories. The objective level of class has its roots in the
classic Marxist (1967[1867]) perspective, where the mode of production of capitalism is seen as
generating two classes, the owners of the means of production and the workers. Post-Marx debates
turned the focus away from owners and workers focusing instead on middleclass. Regardless of
focus, the overall understanding is that class “…is an objectively and/or structurally defined set of
locations, regardless of how people themselves see and understand their social positions” (Ortner
1998: 3). In this article I do not focus on the participants’ social background as a way into analyzing
social class, and I do not attempt to ascribe social class belongings to the participants based on their
social background. So when I mention class in its objective sense, I am not referring to the fact that
people are born into social spaces defined by economic and cultural capital and that being born
there has consequences (Ortner 1998: 13). Rather my use of class in its objective sense is when I
argue that e.g. certain jobs, places, and practices can be associated with certain social classes.
3. Method, data, and participants
The data I draw on in this article are collected as part of a collaborative research project on
language use among children and youth in an ethnically and linguistically highly diverse public
school in Copenhagen (see Madsen, Karrebæk and Møller 2016). We collected various linguistic
and ethnographic data from 2009 to 2011 among students between the ages of 13 and 16. In
addition, I focused on family contexts and collected audio recordings from the students’ homes and
interviewed the students’ parents (see Ag 2016; Ag and Jørgensen 2013). Our methodological
approach is linguistic ethnography (e.g. Rampton 2007; Creese 2008; Blackledge and Creese 2010)
which, among other things, implies that we investigate rather than assume the contexts for
communication, and that we connect data to the wider social world (Karrebæk, Madsen and Møller
2016: 8). Such an approach is fruitful in a study of the role of class because, as Rampton (2010: 4)
argues, “[w]hen class identities become problematic [or hidden, I would argue, ed.], it is necessary
to give much more attention to bottom-up description of the kind promoted in ethnography…”.
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Rampton (2010: 2) further argues that in a sociolinguistic investigation of class, large-scale studies
of different social groups are not necessary. As a matter of fact, “[i]n class societies, people carry
class hierarchy around inside them, acting it out in the fine grain of ordinary life, and if we look
closely enough, we may be able to pick it out in the conduct of just a few individuals”. Even in a
society like the Danish where class is thought to be less significant, this seems to be the case, and as
we shall see, a few individuals are indeed sufficient to “pick it out”. I focus on interactions from
only four students and two parents. All six have Middle Eastern backgrounds. The parents have
immigrated to Denmark as adults, one student came to Denmark at the age of two, and the other
three were born in Denmark.
As a way into interactions about ethnic minorities and societal issues, I look at data from
the obligatory project week in the 9th grade. During the project week, the students work in groups on
subjects that they themselves have chosen. These subjects are often, if not always, related to societal
issues, e.g. health, environment, discrimination, or human rights. Therefore, recordings made during
the project week are obvious places to search for discourses and stereotypes about ethnic minorities
and Danish society. It should be mentioned, however, that even though the project week without
doubt facilitates a high degree of attention to societal issues, I have during my years of fieldwork at
the school observed numerous of other occasions in which the participants attend to – in serious or
jocular ways – public discourses, societal events, and (nationalist) politicians. I wish to look into the
relation between the discourses and stereotypes found among the participants and the ones
circulating in Danish society and furthermore to investigate the role of social class in relation to
ethnicity in a broader social scale. To do so, a study of macro discourses in Danish society is
needed.
3. Discourses in newspapers
A useful point of departure for studying macro discourses is news media. The students and parents
report that they get updated on news through various newspapers, national and international nightly
newscasts and 24hours news on TV, the Internet, and from family members, peers, or teachers. I
focus on written newspapers because it enables me to search the newspapers for specific words in a
given period. I have chosen six nationwide Danish newspapers with variation in both political and
ideological orientation and in style to provide a solid basis for capturing prevailing discourses in
Danish mass media; Berlingske is an independent, conservative daily paper, BT is a politically
independent tabloid paper, Jyllands-Posten is an independent, liberal daily paper, Politiken is a
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daily paper that is now independent of party-political interests, but it was founded as a social liberal
paper, Weekendavisen is a weekly paper which in particular addresses readers who want news put in
perspective, and finally EkstraBladet is a daily paper in tabloid format which is known for its
provocative, sensational, and sometimes taboo-breaking style (descriptions found at
www.infomedia.dk - a webpage that provides media monitoring and media analyses and gives
access to Denmark’s largest online media archive).
I have looked at the newspapers in a two-week period (24th January to 7th February) in 2011
leading up to the day that the students presented their project in school as a part of the project week.
Through www.infomedia.dk I searched the newspapers using the following sentence; “etni* eller
tosprog* eller indvandr* eller minorit* eller nydansk*” (English: “ethni* or bilingu* or immigra*
or minorit* or newdan*”). This meant that only one of the words needed to be present in an article,
but that in principle all of them could be present, and that different derivations of the words would
be included as well. I chose not to include “foreigner” because most often it referred to e.g.
foreigners visiting Denmark or people seeking asylum. When the term foreigner was used for
persons living permanently in Denmark, the articles had already been registered because they
contained one or more of the other words. I also chose not to include articles on foreign affairs, as I
wanted to account for the news and discourses emerged in a Danish context. In total I reviewed 258
articles and discarded 93 articles. This left me with 165 articles, letters, and editorials. I do not
focus on potential differences in discourses and stereotypes in the articles, letters, and editorials
respectively, and for the sake of convenience, I refer to them all as articles. All the newspapers are
written in Danish, but are displayed in this article only in English (my own translations).
I classified all 165 articles with regard to the article’s perspective on ethnic minorities using the
following categories; problematic, appreciative, neutral, both problematic and appreciative, slightly
problematic, slightly appreciative, and other. The problematic category and the appreciative
category cover for example articles on immigrants being seen as a burden or as a benefit for Danish
economy respectively, e.g. “16.000.000.000 DKR – the price of immigration to Denmark”
(Berlingske 6th February 2011) or “New-Danes provide financial gain” (Berlingske, 7th February
2011). An example of articles containing both appreciative and problematic perspectives is an
article that also focuses on immigrants as a burden or as a benefit, but include discussion of both
perspectives. (Berlingske 6th February 2011). Many of the other articles classified as both
problematic and appreciative begin with a problematic view on e.g. a negative development among
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ethnic minorities and then include interviews with individuals or organizations who stand up for the
ethnic minority group and call for an increased focus on socio-economic factors, educations, and
unequal structures in society. The neutral category covers articles without any evaluative statements
on ethnic minorities or with only factual aspects, e.g. an article about women who do not participate
in breast cancer screenings, including women with immigrant backgrounds (Berlingske, 24th
January 2011). The slightly problematic and slightly appreciative categories are used when one or
the other perspective is not the main focus of the article, but only briefly mentioned. Finally, a few
articles are classified as ‘other’ because they are written as part of the newspapers’ satirical section.
Out of 165 articles, 46 (or 27.9%) present a clearly problematic perspective on ethnic
minority groups. In contrast, only 28 (17.0%) have a predominantly appreciative perspective. 33
(20.0%) articles contain both problematic and appreciative views, and 33 (20.0%) articles are
neutral. Finally, 16 (9.7%) articles are slightly problematic and 7 (4,2%) slightly appreciative. Two
(1.2%) articles are classified as other. The results are in line with previous studies that find that
stories about ethnic and religious minorities are predominantly negatively framed (Hussain, Yilmaz
and O’Connor 1997; Jacobsen et al 2013). The European Commission against Racism and
Intolerance also emphasizes this. In their fourth report on Denmark which covers the situation up to
8th December 2011, they find it worrying that ethnic minority groups are portrayed negatively by
some media outlets and some politicians, and they even urge the governmental authorities to call
upon the media to avoid creating consolidation of prejudices and one-side information (ECRI 2012:
11, 31-32).
When looking at the content of the problematic, slightly problematic, and both problematic and
appreciative articles, there are especially three themes reoccurring;
1) crime committed by persons with ethnic minority backgrounds and problematic
districts with a high population of ethnic minorities (22 articles),
2) ethnic minorities as a burden to Danish society (8 articles), and
3) ethnic minorities underachieving in school (7 articles).
The first theme covers two themes because they are often interwoven. An article categorized as
theme 1 is e.g. one that mentions the percentage of people living in a certain district having nonWestern background and having committed crime (Jyllands-Posten, 24th January), or an article on
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different politicians’ view on the government’s “ghetto-initiative” which among other things
suggests forcing children with ethnic minority background to attend kindergarten under certain
circumstances (Jyllandsposten, 3rd February 2011). Another example is an article about fights in
Århus, the second-largest city in Denmark. The article opens with the following sentence: “Friday
night saw several clashes between immigrants and people with biker gang relations” (my
translation) (Jyllands-Posten 30th January). Here, one group of fighters is being classified
exclusively based on their ethnic background, i.e. ”immigrants”, while the other group (which
presumably have ethnic majority background, since it is not the ”immigrants”) is being classified
based on their alignment with biker gangs. Thereby the article differentiates within the ethnic
majority group and classifies them in relation to their behavior and social group affiliation. The
other group of fighters is simply classified in relation to their ethnicity, although they, most likely,
share some of the same social group affiliations. In emphasizing the groups’ immigrant background
and not their group affiliations or other social factors, the article indicates an association between
crime and immigrants. The association is constructed in a subtle and maybe unintentional way, but
nonetheless, the association is unmistakable. Hussain, Yilmaz and O’Connor (1997: 75) argue that
such associations “… connect being an immigrant with violence and crime as a “genetic” or cultural
property” (my translation). Such an understanding can be seen explicitly carried forward in an
article about gang-related shootings written by a former minister for social welfare: “The tribal
culture, which, among other things, is widespread in Muslim countries, means that you always side
with your family, clan, or tribe over other families, clans and tribes” (Ekstra Bladet, 26th January
2011).
There is, however, one article about crime in a ghetto that does not mention the persons’
ethnic background, but instead refer to them in terms of their actions, namely criminals,
troublemakers, and offenders. Ethnic backgrounds are first highlighted in a final “facts-box” where
ghettos are defined in relation to among other things the amount of non-Western immigrants.
The theme with the second most articles is ethnic minorities as a burden to Danish society. The
articles discuss whether immigration is a burden or a benefit to society. Some of the articles discuss
economic facts, while others present political initiatives for making immigrants contribute more and
depend less on social benefits. What is characteristic of the articles is the tendency to treat
immigrants as a coherent entity. In the article “A majority wants to re-evaluate early retirement
benefits” (Jyllands-Posten, 7th February) there are several cases of such generalizations in quotes
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from various politicians, e.g.: “…the authorities need to work more systematically to get
immigrants into jobs…” and “[he] wants to gain insight into areas where immigrants are considered
too costly…” and “ There are considerably more New-Danes who take early retirement compared
with Danes and as far as I am aware their health is no worse” and “It is possible to select the cases
based on the persons’ citizenship, but we believe it would be easier to select all those from nonWestern countries” (my emphases). The article then brings quotes from other politicians who all
oppose to re-evaluate early retirement benefits on the basis of people’s ethnic background. Even
though the articles bring the quotes about the risk of ethnic discrimination, the article itself actually
contributes to a construction of immigrants as a coherent group, in particular with regard to nonWestern immigrants; the first sentence of the article reads “Immigrants from non-Western countries
cost the Danish state 16 billion kr. last year”, and the article ends with an overview of the net cost
and net income of immigrants and descendants from less developed countries with the headline:
“This is the price of immigrants”. The persons being classified as a coherent group have various
ethnic, national, religious, linguistic, educational, and socio-economic backgrounds. The only thing
that ties them all together is their non-Danish (or sometimes non-Western) ethnic majority
background. This contrast between Danes and non-Danes is explicitly carried forward in an article
written by nationalist politician Pia Kjærsgaard (see section 4): “ If the non-Western immigrants
worked as much as the Danes…” and “In Denmark we cannot afford that a large group of citizens
of specific ethnic origin are provided for by the Danish population. The persons concerned simply
have to contribute more. Now is the time to do something about it, to ensure Danish welfare and
economic long-term sustainability” (Berlingske 27th January 2011, my emphases).
Articles classified within the third theme ethnic minorities underachieving in school
typically cover tests and analyses showing that ethnic minority students, especially boys, are
underachieving in school. Some of the articles do differentiate within the group and point to
circumstances such as the parents’ level of education or the amount of Danish being spoken at
home, but most of the time we see once again how a coherent group which is different from the
“Danes” is constructed. This is clear in e.g. a review of young people who have not obtained an
upper secondary education 10 years after elementary school: “All young people: 20,9 Danish youth:
19,7 Foreign youth. 32,1” (1st February 2011, Politiken, my emphasis)
The newspapers’ selection of those particular stories covered by the three themes as well as the high
number of articles on those themes (37 articles in two weeks) play a part in a construction of a
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negative, stereotyping image of people with ethnic minority backgrounds as persons who live in
troublesome areas, are criminals, do not contribute economically to the Danish society, and are
underachieving in school. We see how place of residence, crime, economy, occupation, and
education are in focus. I return to this. But first, to get a thorough picture of how ethnic minorities
are portrayed in Danish media, I supplement the review of the content of the articles, by also
looking at the ways the ethnic minorities are being talked about, i.e. by investigating the prevalent
discourses. I lean on Foucault’s (1972: 49) definition of discourses as “…practices that
systematically form the objects of which they speak” (see also e.g. Blackledge 2005; Blommaert
2005). The far most prevailing discourse in the articles is the ethnocentric discourse. In a study of
discourses on ethnic diversity in Danish media, scientific journals, and business associations
Rennison (2009) identifies eight different discourses, among them the ethnocentric discourse.
Central to the discourse is 1) the notion of moral panic along with a static and fixed understanding
of culture in which Danish culture is being privileged at the expense of other cultures which are
seen as strange and as a threat to Danish culture and economy, 2) a view on diversity as a problem,
and 3) a strong national “imagined community” (Anderson 1991) which is created in particular
through a construction of a ‘them’ and ‘us’ (Rennison 2009: 120-121, 123, 127, 128-131). Rennison
(2009: 135) further argues that the ethnocentric discourse creates a general asymmetry between a
dominant majority culture and a subordinate minority culture through its us/them-positioning (see
also Yilmaz 1999: 180-181). All of these features have been present in the articles reviewed above,
and especially the us/them-positioning is created to a high degree.
The articles categorized as appreciative can – with regard to content – be divided into two types.
The first type covers articles with meta-comments on for instance racism and tolerance, such as an
article reporting on a survey showing that Danes have become more tolerant towards ethnic
minorities (1st January 2011, Berlingske), or individuals expressing their views on ethnic minorities,
as for instance an article highlighting the potentials of being bilingual (4th February 2011,
Weekendavisen). In these stories, which I will not look further into, the ethnocentric discourse is
absent, and instead several other discourses are at play (see Rennison 2009 for more about the
discourses). The second type of articles cover positive stories, e.g. a selection of articles in JyllandsPosten (5th February 2011) about the benefits related to an increasing number of men and ethnic
minorities working in the nursing care sector. In this type of articles, several discourses are present
too. The multicultural discourse which see diversity as a force, and which highlights the cultural
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resources of the individuals (Rennison 2009: 160, 227) can for instance be seen in this quote from a
consultant in Ældre Sagen [DaneAge Association]: “It is really good to get New-Danes working in
elderly care. They come from a culture of caring and do a good job of showing solicitude, of
conversing, and of touching. Older people often need to hold hands or get a hug” (5th February
2011, Jyllands-Posten). The multicultural discourse does, despite of its appreciative foundation, not
look at people as individual persons, but as members of a certain culture (Rennison 2009: 185).
Their skills as individuals, in this case trained nurses, are not highlighted, but explained instead as
positive effects of their cultural belonging.
Despite its negative view on ethnic minorities, the ethnocentric discourse is also present in
the appreciative articles with positive stories. For instance, in the article “New-Danes provide
financial gain” (7th February 2011, Berlingske) the market discourse (Rennison 2009: 77) is
dominant in the articles’ descriptions of ethnic minorities’ positive contributions to the labor
market, but the ethnocentric discourse is present too: “There are 49 employees. 27 of them are NewDanes. They are both old and young, and they speak in English and a little Danish around the
kitchen. [They talk] about all kinds of things but most about work, which is almost the only thing
they have in common” (7th February 2011, Berlingske). In saying that work is almost the only thing
they have in common, emphasis is put on differences in relation to culture as ethnic heritage,
instead of all the similarities the individuals might share with one another with regard to e.g. family
matters, leisure-time activities, music taste and so forth. In an article about a participant with
Turkish background from the music TV show X-factor, the empowerment discourse (Rennison
2009: 198-201) dominates throughout the article by virtue of the focus on the boy’s musical talent,
his education, and his parents’ faith in him as a musician, i.e. issues and skills related to him as an
individual person. However, in the last sentence of the article the ethnocentric discourse is present
once again, when the article argues that his ethnicity and not his individual skills is decisive for his
success: “And although Blachman [a judge in the show] has faith in him, it probably takes many
votes from the immigrant segment to make the dream of winning coming true” (5th February 2011,
Ekstra Bladet).
By looking at the positive stories I have responded to some of the criticisms that Critical Discourse
Analysis have met, namely their selective focus on negative stories and discourses (see for example
Bartlett 2012: 4-7). But including positive stories too, does not necessarily make it better as Yilmaz
(1999: 189) points out: ”Positive depictions do not change the fundamental problem: i.e. the culture
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of ethnic minorities is being constructed as ”an entity in itself” with essential characteristics” (my
translation). This is clear from the examination of the articles: In both the problematic and
appreciative articles we see a dominance of cultural or ethnical explanations to both positive and
negative events, situations, developments and so forth instead of looking at the individuals. And we
see the ethnocentric discourse causing a division between ethnic Danes and ethnic Non-Danes in
viewing ethnicity and culture as essential and decisive for people’s behavior. These understandings
of ethnic minorities constructed in the media might have consequences. The discourses and
stereotypes identified in the articles are to a great extend reproduced among the participants in my
study, and I shall now investigate the values and characteristics that the participants draw on when
the discourses and stereotypes are at play – first framed in jocular ways by the students during
breaks at school, and then taken up in more serious ways by the students and the parents during oral
exams and interviews respectively.
4. Jocular representations of stereotypes and discourses
The following two excerpts are from the obligatory project week in the 9th grade. The two girls
Israh and Yasmin are going to present their subject on “out-of-home-placements of children”. As a
part of their presentation they have prepared a political debate where they pretend to be (among
others) the politician Pia Kjærsgaard (at that time she was the leader of the nationalist party “Danish
People’s party”). Israh is going to play Pia Kjærsgaard, and in the break prior to their presentation
Israh puts on some glasses (which she is going to use to dress up as Pia Kjærsgaard at their political
debate) and begins to parody Pia Kjærsgaard in front of the class. Just prior to excerpt 1 she
harasses her classmates and calls them perkere (a derrogative term for people with especially
Middle Eastern background), animals, and perkerswines, and as excerpt 1 begins she continues her
verbal attacks by saying they should be thrown out of the country (see Møller 2016b for further
analyses of excerpt 1 and 2):
Excerpt 1: ”we drive your busses and such”
Recording from school during break. Participants: Israh (Isr); Isaam (Isa); Lamis (Lam); Girl in the
classroom (Gir); Boy in the classroom (Boy).
Original
01 Isr: I er alle sammen nogle grimme
02
[perkersvin (.) ud]
03 Isa: [hvis I ikke hvis I ikke havde
04
perkere]
05
(larm, Yasmin griner))
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Translation
you’re all a bunch of ugly
[perker swines (.) out]
[if you didn’t if you didn’t
have perkers]
((noise, Yasmin laughs))

06
07
08
09
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29

Isa: hvis I ikke havde
Lam: dø med dig gå hjem til dit
hjemland hvad er det du siger
Gir: hvad
Isr: jeg er i mit hjemland
Boy: gå hjem til dit [hjemland]
Isr:
[gå] hjem med
jer [allesammen]
Gir:
[xxx]
Isr: ud med jer jeg sparker jer ud
Isa: hvis I ikke havde perkere så
havde I ikke transport
Isr: ved du hvad
Isa: vi kører jeres busser og sådan
noget
((latter og klap, man kan høre
feltarbejderen griner))
Boy: over for rødt
(1.7) ((fortsat klap))
Isr: ved du hvad I er bare slaskede
til at køre hvor mange ulykker
er der

if you didn’t have
you just die go back to your
home country what is it you
are saying
what
I am in my home country
go to your home [country]
[go] home
[all of you]
[xxx]
you get out I kick you out
if you didn’t have perkers
then you had no transportation
you know what
we drive your buses and such
((laughter and applause,
fieldworker can be heard
laughing))
speeding at red light
((applause is continued))
you know what you are just
shabby drivers how many
accidents are there

In this parody of Pia Kjærsgaard, Israh tells her classmates, which – with the exception of two – are
all born and raised in Denmark, to get out (line 1-2) go home (line 13-14), or be kicked out (line
16). Israh reproduces the ethnocentric discourse with its negative view on ethnic minorities and
draws on the rhetoric used by Pia Kjærsgaard. At the same time, she obviously exaggerates Pia
Kjærsgaard’s rhetoric and thereby distances herself from her. In line 7-8 Lamis reacts to Israh’s
performance of Pia Kjærsgaard by telling Israh, i.e. Pia Kjærsgaard, to die and go back to her home
country. Pia Kjærsgaard has a Danish ethnic majority background, and thereby Lamis’ comment
seems to highlight the paradoxical aspects of a ’home country’ different from where you are
actually born, raised and live. Israh quickly responds by saying that she is in her home country (line
11).
While this discussion takes place, Isaam tries to take the floor a few times (line 3-4
and 6) before he succeeds and says “if you didn’t have perkers then you had no transportation (…)
we drive your buses and such” (line 17-21). The comment receives a big round of applause and
laughter, and even the fieldworker can be heard laughing out loud on the recording. Isaam’s
comment is interesting in several ways. He sets up a dichotomy between them and us by saying “we
drive your busses” and that you would not have transport if you did not have perkere, i.e. us. Since
he is pretending to be talking to Pia Kjærsgaard, the you and your busses most likely refer to the
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Danish majority category. Thereby he seems to be indexing a power relation between ethnic
majority Danes and ethnic minority Danes, perkere. He argues that perkere do indeed contribute to
the society, however by occupying low status job as bus drivers driving the busses (for the majority
Danes) (see also Møller 2016b: 235). In his parody, Isaam in jocular ways reproduces the central
aspects of the ethnocentric discourse; i.e. the us/them-positioning and the asymmetry between a
dominant majority culture and a subordinate minority culture (Rennison 2009: 135). In excerpt 2
Israh continues her parody of Pia Kjærsgaard, and Isaam, who now plays a role as a journalist,
interviews Pia Kjærsgaard, when other students start talking:
Excerpt 2: ”you went on early retirement”
Recording from school during break. Participants: Girl in the classroom (Gir); Yasmin (Yas); Israh
(Isr); Isaam (Isa); Lamis (Lam).
Original
01 Gir: Yasmin
02
(1.2)
03 Yas: hvad
04 Isr: shut up
05 Isa: I forstyrrer debatten
06 Isr: vil I gerne lade være med at
07
forstyrre debatten I er nogle
08
grimme perkersvin
09 Isa: typisk perkere de skal altid
10
forstyrre
11 Isr: kan du se (.) altså
12 Isa: altså
13 Isr: ud af landet
14 Lam: nej nu holder I sgu kæft eller
15
I styrer [jer mand]
16 Isa: [du spiser] du spiser vores
17
kager for helvede du drikker
18
[vores te]
19 Isr: [hvem er du:](.) du spiser
20
vores mad du tager vores
21
elektricitet
22 Isa: du tager vores kager fra
23
personalet for helvede
24 Isr: du stjæler penge fo [/]
25 Isa: ja
26 Isr: du er kriminel
27 Isa: ja (.) du er gået på
28
førtidspension mens du har en
29
grillbar i Libanon eller sådan
30
noget
31
((Israh griner))
32 Isa: for helvede
33 Isr: du fortæller om dig selv nu
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Translation
Yasmin
(1.2)
what
shut up
you disturb the debate
would you please stop
disturbing the debate you are
a bunch of ugly perker swines
typically perkers they always
disturb
you see (.) really
really
out of the country
no now you shut up or control
[yourself man]
[you eat] you eat our cakes
damn it you drink [our tea]
[who are
you:] (.) you eat our food and
you take our electricity
you take our cakes from the
staff damn it
you steal money fo [/]
yes
you are a criminal
yes (.) you went on early
retirement while still having
a fast-food place in Lebanon
or something like that
((Israh laughs))
damn it

34

((fortsætter med at grine))

now you talk about yourself
((continues to laugh))

Isaam and Israh’s descriptions of actions made by ethnic minorities draw on stigmatized
stereotypical actions, i.e. 1) being criminal (line 24-26), 2) being a freeloader (16-23), and 3) being
on early retirement and even cheat the society by having an income in another country anyway (2730). As the review of the newspaper articles shows us, these actions are also profoundly highlighted
in Danish written media. Another instance highlighted by the media is most likely what Isaam refers
to when he says: “you eat you eat our cakes damn it you drink our tea (…) you take our cakes from
the staff damn it” (line 16-17). Two months earlier The Danish People’s party wrote in their
monthly magazine that patients with immigrant backgrounds and their families took free supplies
(including biscuits and tea) in the doctor’s waiting room. The accusation was denied by doctors, and
it all found much media coverage (see also Møller 2016b: 239-240). Isaam’s reference to the
accusation from the Danish People’s party as well as his use of the expression “for helvede” (damn
it) - an expression used by some of the students in stylized performances of stereotypical
Danishness (Stæhr 2015: 41) - contribute to his and Israh’s constructions of ethnic majority Danes
with negative attitudes towards ethnic minority Danes. The last comment by Isaam about having a
fast-food restaurant in Lebanon makes Israh laugh, and she breaks with their role-play by telling
Isaam that he is actually talking about himself now (see also Møller 2016b: 225-226, 239).
In this excerpt the students in jocular ways draw on stereotypes of ethnic minorities who do not
contribute economically to Danish society, but instead cheat on and take advantage of the welfare
system. In Isaam and Bashaar’s presentation in school (see below) the boys also played creatively
and entertainingly with the stereotypes of ethnic minorities and their unwillingness to contribute to
society; as part of their presentation they handed out Arabic candy in class to demonstrate that
immigrants do indeed contribute to Danish society. This resulted in laughs and applauses from the
class.
5. Stereotypical representations in serious discussions
The following three examples with first students and then parents show how the topics from the
public debate are being treated seriously as opposed to the more jocular framing in the former
excerpts. The first example is from an academic discussion following Isaam and Bashaar’s
presentation of their project. Their project is about “New Danes and Danishness”. In their
presentation they discuss the idea of sending people who do not contribute out of Denmark, and in
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the academic discussion following Isaam and Bashaar’s presentation, one of the teachers asks them
to elaborate on this. Bashaar answers and does not only emphasize labor as Pia Kjærsgaard and
other politicians do, but says that participating in demonstrations could be seen as contributing to
Danish society too. There is a lot of hesitation in Bashaar’s answer which could indicate that he is
presenting ideas of his own. In the following excerpt on the other hand, he and Isaam seem to be
reproducing more well-known phrases:
Excerpt 4: “you must give to get”
Recording from school during an academic discussion following Isaam and Bashaar’s presentation.
Participants: Teacher (Tea); Bashaar (Bas); Isaam (Isa).
Original
01 Tea: hvad er danskhed for jer
02
03 Bas: altså danskhed for mig i hvert
03
fald det er (1.0) at øh (1.5)
04
at jeg kan øh gå i skole
05 Tea: mm
06 Bas: jeg kan tale mit sprog (.) og
07
at jeg skal have en uddannelse
08
i fremtiden (.) og at jeg
09
gerne vil gøre noget for at
10
blive her (0.7) jeg er flygtet
11
fra et land med krig og alt
12
muligt så jeg skal være glad
13
for det jeg har (1.0) så det
14
15
16 Tea: mm
15 Isa: ja det er lige præcis det
16
samme man skal (.) man skal
17
føle noget i Danmark man skal
18
ikke bare gå rundt og lave
19
ballade man skal yde noget for
20
at nyde (0.6)[så:]
21 Tea:
[mm]

Translation
what does Danishness mean to
you
well for me at least
Danishness is that (1.0) that
ehm (1.5) I can attend school
mm
I can speak my language (.)
and that I shall have an
education in the future
(.) and that I wish to do
something in order to stay
here (0.7) I’ve fled from a
country with war and
everything so I should be
happy for what I have (1.0) so
well
mm
yes that is exactly the same
you must do (.) you must feel
something in Denmark you
cannot simply hang out and
make trouble you must give to
get (0.6)[so:]
[mm]

Isaam and Bashaar’s answers to the teacher’s question of what Danishness means to them illustrate
that they recognize and align with the frequently expressed understanding that it is necessary to
contribute to Danish society when living in Denmark. At the same time, they construct an inclusive
view on Danishness. They do not focus on religion, the color of people’s skin, or on Danish
national dishes, but on values, feelings of belonging, and on being an active citizen. The boys’
answers appear to be sentences the boys have formulated before – or at least be sentences they have
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heard before. Isaam’s last sentence “you must give to get” is even a well-known saying in right
wing and nationalist politics in relation to untapped labor force not only among ethnic minorities,
but also ethnic majority Danes who are urged to get jobs instead of being on social benefits. The
fact that the boys deliver these nuanced, reflexive, but also somewhat pre-produced answers to what
Danishness means to them is not surprising. Firstly, they are discussing issues that they have been
working on in the project week, and they are now presenting their results (and maybe frame the
answers as they expect the teachers would like). Secondly, their reflexivity might have to do with
their affiliations with rap music. During our fieldwork the boys wrote and recorded several tunes
that evolved around societal issues (see Stæhr and Madsen 2015; Madsen 2016a).
The parents, both ethnic minorities and majorities, also deliver a good many comments on political
agendas and explicit attitudes toward different societal issues in the interviews and in the home
recordings, and in many cases they express dissatisfaction with especially the nationalist politics
(see section 3.2.1). But as we shall see, some of them also sometimes reproduce the ethnocentric
discourse and stereotypical images on ethnic minorities from the media. The first example is from
an interview with Israh’s mother who has an ethnic minority background. We have just talked about
Israh’s future and what kind of job she might be interested in. I am about to end the interview when
Israh’s mother starts elaborating on things she would have done differently if she was to do it all
over again:
Excerpt 5 Interview with Israh’s mother. Participants: Israhs mother (Mot); Astrid (Ast)
Original
01 Mot: med hensyn til det danske og
02
også i skolen øhm der ville
03
der ville jeg måske øhm jeg
04
ville have valgt for eksempel
05
at mine børn øhm gik i øh
06
skole hvor der er flest
07
danskere faktisk øh
08 Ast: okay
09 Mot: øh fra starten øh jeg ville
10
måske også have valgt en
11
privatskole hvis jeg havde
12
økonomisk mulighed for det øh
13
og så øh ville jeg også
14
fokusere mere med med at de
15
fik øh f[/] så havde de også
16
muligheden for at få flere
17
danske kammerater med hjem
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Translation
with regard to Danish and in
school as well ehm maybe I
would have ehm I would have
chosen for example that my
children were in a ehm school
where most students are Danish
actually ehm
okay
ehm from the beginning, ehm,
maybe I would have chosen a
private school if I could
afford it economically ehm and
then ehm and then I would
focus more on them getting ehm
then they would have the
opportunity to bring
more Danish classmates home

18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44

Ast: mm
Mot: øh fordi øh det ville også ?få
deres? hverdag lettere
Ast: ja
Mot: øhm fordi godt nok øh hun får
nogle hun øh kammerater med fra
skolen eller veninder men øh de
er ikke danske hun får med og
øh de har samme baggrund som
hende
Ast: mm
Mot: øhm jeg ville nok have hvis de
skal kunne integreres mere og
få deres hverdag i skolen og
det hele være lettere og klare
sig bedre så ville jeg mås [/]
øh jeg ville have haft dem i
øh skrevet dem fra starten i
en privatskole hvor de jeg er
sikker på at der er øh flest
øh danskere og hun kan xxx få
mere kontakt til danskere

with them
mm
ehm because ehm that would
?make their? everyday life
easier too
yes
ehm because even though ehm
she does get some she ehm
classmates with her from
school or girlfriends but ehm
they are not Danish she
gets with her and ehm they
have the same background as
she has
mm
ehm I think I would have if
they are to be integrated more
and get their everyday life in
school and everything to be
easier and do better, then I
might wou [/] ehm I would have
had them in ehm had them
signed up for private school
from the beginning where they
I’m sure ehm the majority ehm
are Danes and she can xxx make
more contact with Danes

In this sequence Israh’s mother displays a view on Danish majority students and private schools as
something that would 1) be good for her children’s Danish (line 1) (it should be emphasized that
Israh speaks perfectly fine standard Danish), 2) be good for them in school (line 2), 3) give her
children the opportunity to bring more Danish classmates with them to their home (16-18), 4)
integrate Israh better (line 34), 5) make her everyday life in school easier (line 35-36), and 6) make
her do better (line 37). We see how the ethnocentric discourse articulated in the newspaper articles
about minority students underachieving in school, is reproduced rather uncritically by Israh’s
mother. Being around Danish majority students, on the other hand, seems to equal progress simply
by the fact that they are Danish majority students. Earlier in the interview the mother said that she
hoped for Israh to spend more time with Mathilde, one of only three students in class with ethnic
majority background, and that right now Israh only has friends who “are not Danish (…) they have
the same background as she has” (line 28-31). Even though Israh’s mother mentions private
schooling as beneficial for her children she does not mention that both private schools themselves
as well as the parents who send their children to private schools have greater economic resources
than most public schools as well as the average public-school-parent. She does not discuss
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difference in resources as to why she believes her children would benefit from attending a private
school. She only points to the fact that at a private school she would be sure that “the majority ehm
are Danes” (line 42-43), and that would be good for her children.
The next excerpt is from an interview with another mother of one of the students in class, Shahid.
The interview was conducted by my colleague Martha Sif Karrebæk and with our project worker
Maria Malik functioning as an Urdu/Danish interpreter. Prior to the excerpt the mother explains
how she wishes she could continue learning Danish at a Language Centre because she believes it is
very important to learn Danish when living in Denmark. But her husband works late in the
afternoons and evenings, and she does not want her children to be on their own without a parent
present:
Excerpt 6 Interview with Shahid’s mother. Participants: Shahid’s mother (Mot).
Original

Translation

01 Mot: us ke baad yeh hai ke bachon
02
pe yahan kam az kam jo hamara
03
area hai us mein bachon ke
04
liye na twenty four hour kam
05
az kam in ke liye nazar rakhni
06
parhti hai(2.0) aur mere bache
07
jis age mein hai woh seekhne
08
ki age mein hain aur bahir
09
ki surrounding mein jab bachey
10
itna time guzartey hain to who
11
seekhtey hain (1.0) aur hamari
12
område mein bachey jo hain
13
bohot farlig hain yeh hain to
14
bahir ke hi hain foreigner hum
15
hi log is mein shamil ho jatey
16
hain lekin hamara dil nahin
17
chahta ke hamare bachey bahir
18
jo ha i who idhar zyada ghumey
19
phirey

the thing is that with regard
to the children especially
here in our neighborhood with
regard to the children right
it is necessary to keep an eye
on them at least twenty four
hours (2.0) and the age that
my children have that is an
age in which you learn a lot
and when the children spend so
much time in the area outside
then they learn (1.0) and
children in our neighborhood
are dangerous, that is that
they are foreigners and we
people are included in that
too but we do not want our
children to spend too much
time out there

Once again we see a mother engaged with a subject that recurs frequently in Danish media, i.e. city
districts that are described as troublesome and even dangerous, and that are inhabited by a large
number of ethnic minorities. I know from my ethnographic fieldwork that there were indeed a lot of
troubles in the neighborhood where Shahid’s family lived, both gang related fights and arson.
Several students mention in the interviews that gang problems and crime in the area were some of
the news that they found most interesting. Bashaar even updated his Facebook status in August
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2010 with the statement: “Jeg er ikke banderelateret, men jeg er stadig fra Kvarteret!” (“I’m not
gang related but I’m still from the hood”). One newspaper article from the two-week period also
describes a group fight and shootings that took place in the area (Ekstra Bladet, 28th January 2011).
So the mother’s concern about her children spending time in their neighborhood is apparently not
simply a result of the intense media coverage of the subject. What could be the result of the media
coverage, however, is her link between the negative actions and the people doing them, i.e. “they
are foreigners” (line 15) (see also Wacquant 1996: 125-126). What is striking is that Shahid’s
mother does not make any distinctions within the group, by saying for instance, that some of the
foreigners are dangerous. Indirectly, however, she does imply that not all ethnic minorities are
dangerous, in that she says that she and her family are foreigners too (line 15-16: “and we people
are included in that too”). But she still makes an unambiguous connection between children who are
dangerous and children who are foreigners (line 12-15). It applies to both excerpts that I cannot
know if the mothers maybe position themselves in certain ways in front of me and my colleague
who are both ethnic majority Danes and work at a university. But nonetheless, they still reproduce
stereotypes on ethnic minorities underachieving in school and causing problems in their
neighborhoods.
6. Social class in disguise
A continuous tendency in articles, school recordings, and interviews is that the negative stories,
situations, results, behaviors, etc. are all discussed in relation to ethnicity, and never once is social
class explicitly mentioned. The mothers and the students mention that: 1) ethnic minorities drive the
busses (for the majority population) 2) ethnic minorities need to contribute, 3) an ethnic minority
person is criminal, a freeloader, and takes advantage of the welfare system, 4) being around ethnic
majority students at a private school equals success as oppose to being with ethnic minority
students, and 5) a neighborhood with ethnic minorities is dangerous. The most frequently
reoccurring themes relating to ethnic minorities in the newspapers are crime, troublesome
neighborhoods, being on social welfare instead of contributing to society, and underachieving in
school (see also Blackledge 2005: 23 for similar findings in British political discourse). The
students, the mothers, and the newspaper articles all take their point of departure in ethnic
differences, namely “perkere”, “foreigners”, “bilinguals”, “ethnic minorities” vs. “Danes”. But if
we look at the examples, we see that the participants and the newspapers are not referring to
ethnical or cultural aspects. On the other hand, they refer to aspects related to employment
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hierarchies, occupation or lack of occupation, social fraud and crime, income, education, and place
of residence which all tell us that social class is indeed at issue (Bradley 1996: 46; Abercrombie and
Warde 2000: 145-146; Rampton 2006: 224).
This correlates with the argument made by Bradley (1996: 72) twenty years ago, that: “… at
the moment class identities are submerged identities, pushed out of sight by others which jostle
more urgently for public attention” and also that class is not dead, “[b]ut there must be a recognition
of how class relations are shaped by other forms of inequality” (Bradley 1996: 79). My article
clearly shows that the “other forms of inequality” that “jostle more urgently for public attention” is
ethnicity. When searching for “class” (in the meaning of social classes) in the same period of time
and in the same newspapers, 43 articles occur compared to the 165 articles when searching for
ethnic minorities. And interestingly, if we look at articles dealing with foreign affairs (which are not
included in the 165 articles, see section 3) there are almost twice as many “class-articles” (70)
compared to “ethnic-minority-articles” (36). This further underlines that in a Danish context,
ethnicity is indeed seen as a more relevant category than class. And as we have seen, while explicit
references to one’s own or others ethnicity is extremely common among the participants (see also
Mølller 2016; Nørreby 2016; Nørreby and Møller 2015), explicit references to social class are
almost completely absent.
In the spring of 2016 DR made a documentary called “En vej - to verdener” (One street –
two worlds). The documentary focused on people living on two sides of a street in Denmark. The
people living west of the street live in big houses and are among the 10 percent richest people in
Denmark, while people living east of the street in apartment buildings are among the 10 percent
poorest. The existence of such a program as well as its popularity could indicate a beginning
increase in focus on social classes these years. But while the documentary takes its point of
departure in social stratification, ethnic stratification is not included. The program focuses almost
exclusively on the lives of ethnic majority Danes. In the fall of 2016, DR had a theme called “Tema
om integration: Vi deler Danmark” (“Theme on integration: We segregate/share Denmark” – in
Danish deler holds both meanings, and the title most likely plays on the twofold meaning of the
word). In these programs, which focus on people with ethnic minority background, or on meetings
between people with ethnic minority and majority backgrounds, social stratification is not in focus.
On the contrary, ethnicity is. These differences in perspectives can be used to illustrate a point made
by Rampton (2010: 7) that “…instead of seeing class and race as intricately linked, it becomes
ethnicity for black and brown minorities and class for whites”.
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The fact that class issues are articulated in the newspapers’ and the participants’ talk about
ethnic minorities is interesting in itself. But by looking further into the characteristics associated
with ethnic minorities, we see that the characteristics are all associated with societal low. Bradley
(1996) lists various studies that focus on the development, labeling, and characteristics of different
social classes. There is, of course, disagreement among the studies as to which kind of classes
“exist” and what to label them (e.g. working class, middleclass, underclass, upper class, labor
surplus class, the self-employed, mental labors, manual workers, ruling class, neo-proletariat), as
well as what kind of criteria should be met in order to be ascribed to a certain class. I will not
elaborate on this, but the studies on working class and underclasses mentioned in Bradley’s reviews
are interesting. Many of the characteristics mentioned by the participants and in the newspapers in
association with ethnic minorities are also found in Bradley’s reviews of studies on working classes
or underclasses, i.e. long-term unemployment, early-retirement, low-paid unskilled service
employment, being on benefits, being poor, and occupying public sector jobs in transport (Bradley
1996: 56,66-67,69,76).
The fact that social class differences are articulated through ethnicity, and, more specifically,
the fact that ethnic minorities are associated with issues related to societal low has consequences as
the next excerpt illustrates. The excerpt is taken from Israh and Yasmin’s final report from the
project week, and they discuss whether or not there are more forced evictions of children among
ethnic minority families, and whether “the culture plays a significant role”:
Excerpt 8, final report by Yasmin and Israh as part of the project week (my translation):
1 It is a problem when some immigrant families cannot see the importance of getting
2 an education (...) They make their children contribute to the family’s economy by
3 working instead of sending them to school so they can get an education (...) We do
4 not wish to say that poor people raise their children badly, compared with others,
5 since that would be an insult to one’s poor fellow citizen. When two cultures meet
6 and one of them needs to be integrated into the other, then it matters greatly which
7 cultures are at play (…) The culture which has the most issues integrating in
8 Denmark and the Western world in general, is the Muslim culture, due to the
9 significant differences between the Western and Muslim culture. Therefore, for
10 families with non-Danish ethnic backgrounds to function well in the Danish society
11 they need to get to know it better.
Even though Israh and Yasmin talk about a part of Denmark’s population that both they themselves
as well as their parents can be classified as, i.e. ethnic minority families and Muslims, we see in this
short excerpt, and more frequently in their final report in general, that Israh and Yasmin rather
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uncritically reproduce the ethnocentric discourse with its negative and static view on other cultures
(line 1-3 and 7-9). In the excerpt, Israh and Yasmin actually point to issues related to social class
when they refer to “poor people” and “poor fellow citizens” (line 4 and 5). But it is worth noticing
the terminological interchangeability. The same group of people is first referred to as “immigrant
families” (line 1), then as “poor people” and “poor fellow citizens” (line 4 and 5), and then as
“families with non-Danish ethnic backgrounds” (line 10). By doing this Israh and Yasmin actually
actively reproduce an association between ethnic minorities and lower classes. In fact, ethnic
minority status and lower social class seem to be so deeply mutually implicated that Israh and
Yasmin, most likely without reflecting on it, connect a large group of the population – a group they
themselves can be classified as – with poverty and negative behavior. Thereby they co-construct a
“cultural “fusion”” (Ortner 1998: 12-13) between ethnic minorities and societal low.
Isaam and Bashaar, however, at one time explicitly differentiate ethnic minorities along a
social class dimension, when they in their presentation in school say the “New-Danes” have many
preconceived views against them, but that they have learned that people’s place of residence makes
a difference: “a New-Dane living in a big huge nice villa in Hellerup (…) has less preconceived
views against [her/him] compared to if you live in a one bedroom apartment in Nørrebro” (my
translation). Hellerup is a town located just north of Copenhagen and is one of the wealthiest areas
in Denmark. It is generally associated with big houses, wealth and poshness. The vast majority of
the population in Hellerup is ethnic majorities. Nørrebro is the district in Copenhagen with the
highest demographic density as well as the highest population. It is known for its multiethnic
population and vast number of students and artists. Some areas in Nørrebro are considered hip and
trendy, while others have been characterized as ghettos by the Danish government. Although the
boys do not explicitly mention social class, the fact that they focus on place of residence and,
indirectly, income (“big huge nice villa” vs. “one bedroom apartment”), and that they exemplify it
with two places generally associated with upper class and with lower class respectively, indicate
that social class is indeed at issue. By focusing on social class within the ethnic minority group the
boys avoid participating in the cultural fusion of ethnic minorities and lower class, and instead point
toward a differentiation within the ethnic minority group. The fact that it is precisely Isaam and
Bashaar who make the point, is not surprising, as they, as mentioned earlier, hold a high level of
reflection. Isaam and Bashaar, as well as Yasmin and Israh, received top grades for their projects.

139

7. Conclusions
This article set out to investigate the role of social class in ethnically diverse contexts by looking
into prevailing discourses and stereotypes on ethnic minorities in contemporary media and among a
group of ethnic minority adolescents and parents. The review of the articles from six nationwide
newspapers from a two-week period in 2011 showed that there was a dominance of negatively
oriented stories about ethnic minorities as people being criminals, living in troublesome areas, being
on social benefits instead of contributing economically to the Danish society, and underachieving in
school. At the same the ethnocentric discourse was the most prevalent and was present not only in
negative, but also positive stories. The negative stories, stereotypes and discourse were recognized,
reproduced, challenged, and made fun of in the everyday life of the students and parents. Even
though the participants have ethnic minority backgrounds themselves, the ethnic minority category
was still – in jocular or serious ways – being ascribed negative characteristics. We also saw how
explicit notion of class is almost completely absent in the interactional data as well as in the
newspapers. Ethnicity seemed to be the only relevant category, even though I found that all of the
characteristics mentioned are issues traditionally associated with social class and, moreover, with
societal low.
This shows us that, as le Grand, Hellgren and Halldén (2008: 4) put it, “[e]thnicity, or the
perception of ‘ethnicity’ as a dividing line between people, is thus highly relevant as a mechanism
of social stratification and inequality of opportunities”. This, along with the tendency mentioned
above that “…instead of seeing class and race as intricately linked, it becomes ethnicity for black
and brown minorities and class for whites” (Rampton 2010: 7) has consequences. One consequence
is that while social problems and inequality for people with ethnic majority backgrounds are most
often discussed and explained in terms of social class, ethnicity seems to be the only relevant
explanatory factor when it comes to problems for people with ethnic minority backgrounds. As
Chun (2011: 412) puts it “…discourses that explicitly name race [or ethnicity, I would argue]
potentially erase its important connections to other dimensions, such as class…”. This further has
the consequence that bad school results, crime, low-paid jobs, being on social benefits etc. are
suddenly being associated with the ethnic minority category instead of the individual’s social
background. This has been very clear in the data analyzed in this article. Even though the
adolescents, as we have seen, deconstruct some of the negative stereotypes, distance themselves
from them by ridiculing them, and present alternatives to them, they, at the same time – along with
the mothers, and several of the newspapers – relatively uncritically co-construct a connection
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between ethnic minority and characteristics associated with societal low. Thereby they end up being
part of a process that connects ethnic minorities with societal low to such a degree that the
categories become so intertwined, that it becomes difficult to separate them from one another. I do,
however, believe that it is important to make that distinction and focus more on social differences
instead of ethnicity when discussing social problems among ethnic minorities. Because if we do not
differentiate, the association between negative characteristics associated with societal low and
ethnic minorities ends up being so strong that it can 1) become a self-fulfilling prophecy for some,
2) position and maintain some as belonging to societal low simply because of their ethnic
background, and finally, 3) give rise to discrimination of people with ethnic minority background in
general.
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9. Perspectives
In this dissertation I set out to investigate the everyday lives of ethnic minority youths in school and
home settings. I sought to understand what linguistic and cultural resources were made relevant by
the adolescents among parents, siblings, peers, and teachers, and which norms and ideologies that
were (re)produced in these social encounters. Furthermore, I wished to examine how broader social
categories and structures were brought about, reproduced, and contested by the adolescents and
their parents. These research questions lead me to an approach to culture as both idea and practice
and as something to be approached empirical with a point of departure in ethnographic observations
and micro-analyses of everyday interactions.
The qualitative nature of my work does not allow for basing general conclusions on these
issues on the study purely on its own. However, the combination of detailed analyses of participant
interactions, ethnographic observations, broader discourse analyses and the comparison of these
with insights from previous studies does allow for me to make claims of general relevance and to
make points of societal impact. My work complements and contributes importantly to existing
sociolinguistic research on young people in contemporary urban settings and research on family
interaction. In this section I elaborate on my empirical findings of the four articles. My overall
findings can be summarized into three points (which also structure the following review of my
findings):
1. Culture as idea, including the idea of a Danish culture, dominates in societal discourses and
is reproduced, but also contested by the adolescents (section 9.1)
2. Culture related to ethnic heritage only plays a small part in the adolescents’ cultural
practices in home settings and in school (section 9.2)
3. A study of culture needs to take its point of departure in language and benefits from a
multiple ethnographic data collection (section 9.3)
After elaborating on each of these points I conclude with a section on the societal perspectives of
my study (section 9.4).
9.1 Culture as idea
In the dissertation I have argued that we need to understand culture both as idea and practice. In this
section I present the findings of my work related to the understanding of culture as idea, and in
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section 9.2. I elaborate of the findings revolving around culture as practice. Throughout the
dissertation we have seen that an understanding of culture as idea, i.e. as a fixed and limited set of
beliefs and values that people belong to and that are decisive for people’s behavior, is very real to
people. This has been clear in article 4 in particular, in which we saw how an ethnocentric discourse
dominated in the newspapers with a static view on a dominant majority culture and a subordinate
minority culture (as also shown by Rennison 2009 and Yilmaz 1999). In some of the newspapers
with positive stories, the ethnocentric discourse was also found, and we saw for instance how the
talent of nurses with ethnic minority backgrounds was explained as positive effects of their cultural
belonging (instead of an effect of their individual skills as trained nurses): “It is really good to get
New-Danes working in elderly care. They come from a culture of caring and do a good job of
showing solicitude, of conversing, and of touching” (quote from a consultant in Ældre Sagen
[DaneAge Association], 5th February 2011, Jyllands-Posten). In other cases, I have demonstrated in
article 4 how negative traits or behaviors are being connected to cultural belonging. Corresponding
to my findings, Hussain, Yilmaz, and O’Connor (1997: 75) argue that such associations “… connect
being an immigrant with violence and crime as a “genetic” or cultural property” (my translation). In
one of the newspapers that I analyzed we saw this association explicitly carried forward, when a
former minister for social welfare (in an article about gang-related shootings) wrote that: “The tribal
culture, which among other things, is widespread in Muslim countries, means that you always side
with your family, clan, or tribe over other families, clans and tribes” (Ekstra Bladet, 26th January
2011).
Article 4 showed several examples of how these associations and negative stereotypes were
invoked by the participants. This was often done in jocular ways e.g. when Isaam portrayed ethnic
minorities as people who drove “your busses”, “went on early retirement while still having a fastfood place in Lebanon”, and “eat our cakes damn it [they] drink our tea (…) [they] take our cakes
from the staff damn it”. But it was also done in more serious ways, e.g. when Israh and Yasmin in a
school paper rather uncritically reproduced the ethnocentric discourse with its negative and static
view on other cultures: “When two cultures meet and one of them needs to be integrated into the
other, then it matters greatly which cultures are at play (…) The culture which has the most issues
integrating in Denmark and the Western world in general, is the Muslim culture, due to the
significant differences between the Western and Muslim culture”. This understanding of fixed
cultures and problematic cultural encounters were brought about on a somewhat regular basis.
Another example of this was one day at school when a teacher played a movie about a Muslim girl
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with minority background who got pregnant with a non-Muslim boy with ethnic majority
background, which made her father angry. The movie resulted in several negative, stereotypic
statements about typical patterns of immigrant families from the adolescents. It did, however, also
carry forward a more positive discussion where the adolescents argued that their generation, and in
particular the generations to come would see less problems like the one portrayed in the movies,
because as Safa said: “we are good at that mixing cultures thing”. Culture as idea and as something
people belong to because of their ethnic heritage was also very real to several of the parents who
highlighted, as part of their socialization practices, that they wished for their children to learn about
their culture, and who argued that learning their language was a way for the adolescents to learn
about their culture (article 1; Ag 2010; see also Blackledge and Creese 2010 and Møller and
Jørgensen 2009 for similar findings).
What is clear from all of the examples above and in article 4, is that language is the means
for communicating, reproducing and contesting the idea of these cultures. Of course the
establishment and reproductions of e.g. a Danish culture which supposedly unites a large
population do also include other aspects, e.g. watching the children TV-show Bamse (see section
3.2.1), but in general I have shown how culture as idea to a large extend is created and sustained
through language use. Language use is also the means of establishing cultures understood as
practices, and I now proceed with the findings of my study that relate to culture as practice.
9.2 Culture as practice
Unlike the picture drawn in the newspapers and sometimes reproduced by the participants, cultural
practices related to ethnic heritage only played a small part in the lives of the youths in the school,
home, and social media settings I investigated. This became clear when I approached culture as
actual observable practice and understood culture as the shared sets of ideologies, practices, values,
norms, and meanings, which people establish in various communities. (e.g. Barth 2002: 24; Barnard
2000: 10; Liep and Olwig 1994: 12). In the dissertation I – beside my investigation of culture as
ethnic heritage or national heritage – also engaged with school culture, peer culture, family culture
and popular culture.
In article 1 Jørgensen and I investigated language use, norms and ideologies of the
adolescents and their parents. In the participants’ metalinguistic comments, we saw how languages
(understood as countable and bounded entities) were seen as connected to ethnic and national
cultures as mentioned above. This understanding was also reproduced by most of the young

144

participants who talked about my language, which did not necessarily match up with the
individual’s competence in the given language, but seemed to be more related to his or her ethnic
heritage and family linguistic background (as Harris 2006 also finds). Some parents urged their
children to speak e.g. Urdu or Arabic at home, because as Massima’s mother says “they speak a lot
of Danish so I think they at home should speak their parents’ language”. We also saw how a
restriction was set up by Nasha’s mother (in their otherwise hybrid language practices) as to not
speak Danish during the religious cultural practices. When it came to speaking Danish, all parents
wanted their children to speak Danish in order to get educations and jobs. They, thereby,
emphasized instrumental (Gardner & Lambert 1972: 3) reasons for learning and speaking Danish
versus the more integrative (Gardner & Lambert 1972: 3) arguments for learning their own
language (the same pattern is found by Møller and Jørgensen 2009). It was also clear in public
discourses, in interviews with students, parents, and teachers, and in the students’ interactional
practices at school that Danish was the language associated with school and Danish public
institutions in general – and most preferable a standard version of it (cf. the vignette in section 1;
see also Jørgensen 2013; Kristiansen 1990).
The register of street language was another way of speaking mentioned by the participants.
It was not associated with their family’s linguistic background, but it was sometimes associated
with ethnic minorities (cf. the participants’ term perker language (perker is a controversial term for
ethnic minorities in particular with Muslims of Middle Eastern backgrounds); cf. also the academic
terms ethnolect or multi-ethnolect). Building on Madsen (2013) I argue, however, that the use of
resources associated with street language more likely play a part in establishing and maintaining a
peer culture rather than some kind of “ethnic culture”. The same goes for the register integrated
also presented to us by the adolescents. The term gives associations to the discourse of being
integrated into the Danish culture and thereby again gives connotations to culture related to
ethnicity or nationality. But as analysis of the metalinguistic comments in article 1 and 3 showed us,
the register rather seemed to play a part in establishing a school culture where school positivity
practices were emphasized and accepted by most of the students. I return to the school culture in
section 9.4.
For Massima and Jehan, the use of resources associated with Urdu might actually be a key
part of their cultural practices related to ethnicity or nationality. The girls were by far the ones to
speak the most Urdu at school (in unofficial school talk and mixed up with Danish – see article 1),
and as mentioned in article 3, they also played Pakistani music out loud in class, talked about and
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watched Bollywood movies, and wore traditional Pakistani clothes. While the girls’ cultural
affiliations clearly were related to ethnic heritage, their practices also played a significant part in
their friendship construction. That it was a part of the two girls’ friendship became even clearer
when looking at Massima’s sister Salima who also attended one of the two classes I observed.
Unlike Massima – who reportedly wore her Muslim headscarf because Jehan did so – Salima did
not wear a headscarf, and she did not display affiliations with her ethnic heritage to the same degree
as Massima did.
Nasha – whose linguistic practices at home resembled those of Massima and Jehan in school
and most likely played a part in establishing a family culture – almost exclusively followed a
monolingual norm at school. This variation between these girls was most likely to be explained by
their friendship groups, because unlike Massima, Nasha’s closest friends (Safa, Kurima and Pernille
whom we all meet in article 3), did not speak Urdu or engage in practices related to Nasha’s ethnic
heritage. For these girls, however, the use of English was emphasized as valuable by the girls, and
played a big part in their language practices with each other, and – I would argue – a part in a youth
culture in the same way as street language did. Within this friendship group of four there were also
variations as to their linguistic backgrounds, as well as their popular cultural preferences as article 3
demonstrated. All of these examples brought forward here clearly support what recent
sociolinguistic studies as e.g. Blackledge and Creese (2010), Blommaert and Rampton (2011),
Madsen, Karrebæk and Møller (2016), and Vertovec (2007) have pointed out; namely the
difficulties of predicting connections between people, language use, and cultural affiliations, and
the need for an empirical and interaction-based approach which avoids making a priori
assumptions.
Article 3 also gave us an insight into the practices surrounding social media use. Ito et al. (2007: xi)
write that “… a generation is growing up in an era where digital media are part of the taken-forgranted social and cultural fabric of learning, play, and social communication”. Whereas there is no
doubt that digital media are a taken-for-granted aspect of the young participants’ everyday life,
article 3 demonstrated – in line with Stæhr’s (2014) study – that social media like Facebook
involved numerous interactions in which norms for use and behavior on Facebook were negotiated.
In the case presented here, especially limited and slow use of Facebook was sanctioned, although
independence from social media was also oriented to as valuable by Safa and Nasha. It was clear
that these (friendly framed) negotiations played a big part in the peer culture established between
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Safa and her friends. Article 3 thereby also contributed to social media studies by paying close
attention not only to the adolescents’ online behavior, but also to their meta-comments on their
online behavior. The excerpts discussed in article 3 furthermore showed us how events and
practices from the adolescents’ “offline lives” were carried on and continued online (as Ito et al.
2010 and Stæhr 2014 also find). We also saw how a focus on social media use and popular cultural
practices outside the classroom greatly informed us about school practices. In the article I argued
that practices related to school culture on the one hand and popular culture and peer cultural
practices on Facebook on the other should not necessarily be viewed as counterpoints, but that there
were learning potentials in the intertwinement of these practices. The same is argued – with a focus
on hip hop – by e.g. Alim (2011) and Hill (2009). Article 3 also illustrated some of the preferred
popular cultural resources of the adolescents (primarily Danish and American music and TV), and
thereby – as most of my findings – questioned the assumption of culture as ethnic heritage as the
dominant source for cultural affiliation (as other studies have also concluded, see e.g. Madsen 2015:
194).
When turning our focus to the families, the story was the same. As article 2 showed us there
were several practices related to culture as ethnic heritage, but they were accompanied by a number
of other orientations, as e.g. when Nasha in one recording (which I have shown two shorts excerpt
from in article 1 and article 2) navigated in and out of interactions about: consumerism in the form
of expensive phones and cheap clothes from Bilka (a Danish discount department store); her friend
Safa’s dream of being a writer; a presentation she did in their mosque a few days ago; the teachers
at school; and the good school grade of her biology paper – while simultaneously singing American
pop songs, correcting her sisters’ answers in the religious rehearsals undertaken by the mother, and
reading out loud from a school text. In other cases, e.g. in Shahid’s family, the act of betting money
on football matches resulted in the father’s display of moral authority and the inclusion of God as a
centre of authority (Blommaert 2010: 39). In Yasmin’s family, the use of a swearword from the
youngest sister and the use of words such as nice (the English word is used in Danish by especially
young people) and lækkert (delicious) from the mother resulted in sanctions from both the older
sisters towards their younger sister and from the sisters towards their mother respectively. As
reported by the mother, her daughters would sometimes react to her uses of words such as nice and
lækkert, by saying that “you are way too integrated” and “don’t speak Danish as a Dane you are
Pakistani”. These statements could point towards the notions of native speakers and the ascriptions
of certain rights for using a language as discussed in article 1. But the comments from the

147

daughters could also be interpreted as pointing towards generational differences, in that the mother
is using words typically associated with the youth.
Despite the great variation within and between the families, my focus on family cultures
established in the families revealed a common dominance of practices where family members
indexed morally correct behavior towards each other (in the same way as Ochs and Kremer-Sadlik
2007 described it). I argued that these practices not only socialized family members toward
appropriate behavior, and thereby established common values and beliefs within the family, but also
functioned as social resources in constructing and negotiating relations and authority in the families.
And I showed how language was the means of establishing these relations, values, and norms and
thereby of creating and sustaining family cultures. The same is showed by e.g. Kendall (2007: 3)
who argues that: “Families are created in part through talk: the daily management of a household,
the intimate conversations that forge and maintain relationships, the site for the negotiation of
values and believes”. This part of my work contributes to – and builds upon – research within
language socialization and family language policy. While I have been critical to some of the
findings and methods of early family language policy (see section 2.2), my work falls along the
same lines as the current phase of family language policy with its focus on “... language competence
not just as an outcome, but as a means through which adults and children define themselves, their
family roles, and family life…” (King 2016: 727-728). At the same time, however, I do believe that
especially methodological insights from my work can be beneficial to these two research fields, and
I now move on to methodological contributions and perspectives of my study.
9.3 Methodological contributions and perspectives
Firstly, my study has in many ways shown the benefits of carrying out team ethnography and
collecting various types of data from different settings. The fact that I let the participants themselves
decide which activities to record proved to be beneficial in capturing various and diverse family
practices (as the contributions in Tannen, Kendall and Gordon 2007 also show). For instance,
section 3.2.1 showed us how popular culture – in particular in shape of music and various TV
shows – played a significant part in the adolescents’ lives at home (and in school and on Facebook,
cf. article 3). This could have been missed if I for instance had made the participants record only
their dinnertime interactions as much language socialization studies on family discourse have done
(e.g. Ochs et al. 1992; Ochs and Taylor 1996; Paugh 2005; Paugh and Izquierdo 2009; Perregaard
2010; see also article 2). I only have a few recordings without music or TV playing, and these were
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actually recordings made during dinnertime or morning routines. In all the rest of the family
recordings, music or TV appeared at some point. At a few occasions the display of music by the
adolescents seemed to be an activity brought about because of the recording situation. In the rest of
the family recordings, however, the music or TV seemed to be a recurring and integrated part of the
families’ everyday activities, either as something playing in the background or as something that
family members were gathered around. This illustrates the empirical importance of collecting data
from various situations, since e.g. dinnertime interactions alone would not have captured the vast
and diverse amount of popular culture at play in the homes.
I also believe that the setup of my project can be of great inspiration to research within both
family language policy and language socialization. Because while these studies to my knowledge
predominantly take families as the point of departure, I have chosen to take the adolescents as my
point of departure and follow them not only at home with parents and siblings, but also in school
with teachers and peers and on Facebook with peers. Thereby I have been capable of giving diverse
accounts of the adolescents’ linguistic and cultural practices in their various social encounters.
Safa’s display of school positivity in article 3 also clearly demonstrates the benefits of doing multisited ethnography, because a study of Safa’s practices inside the classroom alone would not have
revealed her school positive behavior. Similarly, the fact that Nasha’s language practices in school
and at home respectively differed so immensely, would not have been discovered without a multisited ethnographic approach. I am – of course – not the first one to emphasize this, and many recent
studies seek to follow the participants of their study in different contexts (e.g. Lundquist 2017;
Nørreby 2012; Schøning 2017: Stæhr 2014).
Secondly, as mentioned in article 2, a language socialization study is by definition longitudinal in
nature (see Kulick and Schieffelin 2004: 350). Family language policy research is also encouraged
to be longitudinal as a way to not only take into account the developing child and the family
dynamics, but also language learning and academic outcomes of children (King 2016: 732). My
study does not fulfill this longitudinal aspiration by which it is possible to investigate development
in for instance language acquisition as I only have few recordings from the same periods from the
families (and because it has not been an aim of my study). However, I do believe that my approach
to language use as languaging (Jørgensen 2010; Jørgensen and Møller 2014) could be beneficial for
in particular research within family language policy where – traditionally at least – there has been
an emphasis on (parents’) reported language use and an ontological point of departure in the
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traditional concept of languages as countable and bounded entities. As article 1 and section 3.1.
showed (as well as e.g. Jørgensen 2010; Karrebæk 2016; Madsen, Møller & Jørgensen 2010; Møller
2016a) the approach to language as languaging was useful in describing and understanding the
language practices of the adolescents in school and at home, and in accounting for differences in the
reported language use (which predominantly took its point of departures in languages as countable
and limited entities) and the observed language use (which showed that a focus on resources rather
than languages was most accurate).
It could be interesting to carry out a longitudinal study and get insight into the languaging
development of a girl like Nasha (in the same way as Møller 2009 has done). We saw in article 1
how her language practices at school followed an entirely mono-lingual norm while her language
practices in her family were more hybrid (from a structural point of view). It would contribute
greatly to language theories to see if the hybrid language practice is something a girl like Nasha has
been socialized into from birth, and if only later – maybe in encounters with institutions like
daycares and schools – she has acquired knowledge of the social construction of different
languages. Looking forward in time, it could also be interesting to follow Nasha and the other
participants of my study to examine what language use, norms and ideologies they pass on when
they themselves become parents. And along the same lines, to see if the wishes expressed by the
parents in my study that their children learn their language – and thereby learn about the culture
connected to the language – is something the adolescents will emphasize for their future children
too (as Møller and Jørgensen 2009 show is the case with their participants). It could also be
interesting to pursue the same research questions among adolescents with ethnic majority
backgrounds to see which kinds of roles cultural practices related to ethnicity or nationality have for
them and their parents. I tried to engage with this in this dissertation, but with only a few students
with ethnic majority backgrounds in the two classes – and with three of them being somewhat
reluctant to record themselves in their leisure time and at home – I did not succeed in getting much
data from these participants.
Finally, it is significant for my study of culture that I approach it through language, and I argue that
studies of cultural practices must be sensitive to interactional practices and avoid making a priori
assumptions about ethnic backgrounds and cultural affiliations. My study is not an anthropological
study, but nonetheless I do believe that the approach to cultural practices presented here can be
beneficial for anthropological studies. The anthropologist Barth (2002) calls for an approach to
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culture, which is based on human action. Language is a very central part of human action, and – as I
have shown – detailed analyses of social interaction can expose both local cultural practices
between people and reproductions and contestations of wider societal discourses and stereotypes.
Hastrup (2004: 23-24) – in a Danish textbook on anthropological analysis – proposes that
contemporary anthropology should be concerned with “methodological relationism” in which it is
“the reciprocal relations between people and between people and the surrounding society which the
analysis should revolve around” (my translations). This is exactly what this dissertation has set out
to do through close analyses of everyday languaging.
These analyses of everyday languaging and the results they bring to the front do not only
contribute importantly to academic research fields, they also contribute to the public debate on
ethnic minorities, and I end the dissertation by discussing the societal perspectives of my study.
9.4 Societal perspectives of my study
The data that this dissertation builds upon are collected seven to nine years ago. Given the last
years’ increased migration combined with the rise of rightwing nationalist parties, there is, however,
no reasons to assume that the themes of the dissertation should in any way be of less relevance. Not
only in Denmark, but also in many Western societies the mainstream media routinely brings content
which presents migration and migrants in a negative light (Haynes et al. 2016: 225; see also Marron
et al. 2016; Lähdesmäki and Saresma 2016). An opinion survey conducted among Muslims in
Denmark in February 2017 also showed that 81% of the respondents replied that they feel the view
on Islam and Muslims has worsened over the last 10 years (the survey was initiated by the
newspaper Politiken and the TV-station TV2 and was conducted by the research institute Megafon;
results published e.g. in Politiken 4th March 2017).
The ways in which people with ethnic (or religious) minority backgrounds are described in
the mass media might have severe consequences for their possibilities and challenges in life, and
my work demonstrates that the way the newspapers talk about and make invisible connections
between ethnic minorities and certain kinds of behavior seem to influence the way people with
ethnic minority backgrounds themselves talk about similar issues. As we have seen, the discourses
constructed in the public debate are to a great extend reproduced among the participants in my
study. Often this is done in jocular ways, and sometimes their parodies are properly meant and
received solely as jokes. At other times their parodies of negative discourses and stereotypes on
ethnic minorities could be a way for the adolescents to cope with and obtain some degree of agency
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as a reaction to the structural inequality that these discourses and stereotypes carry with them (see
also Møller 2016b; see also Haglund (2005: 202) who argues that the adolescents she studied are
“…not simply subjected to static relations of power but on the contrary are most active in making
transformations and changes come true”). Despite the adolescents’ contestation and ridiculing of the
negative stereotypes and discourses, the participants still participated in reproducing a connection –
which is also made in the newspapers I have studied – between ethnic minorities and poor school
results, crime, low-paid jobs and being on social benefits. This connection is clear, for instance,
when (as we saw) Israh and Yasmin use the terms “families with non-Danish ethnic backgrounds”
and “poor fellow citizens” about the same group of people. The problems with an association
between ethnic minorities and societal low is obvious, in that ethnic background is becoming an
explanation for social problems at the expense of discussions of social differences and inequality.
Apart from when the participants included these negative stereotypes in their interactions,
the pictures presented in the mass media on ethnic minorities did not show much resemblance to the
everyday life I witnessed. The diversity of cultural and linguistic practices, which my work has
documented, seemed - as Karrebæk, Madsen & Jørgensen (2016: 3) put it – to be “… the normal,
unmarked and unremarkable everyday state of affairs” (cf. also e.g. Blommaert 2013; Pennycook
2010). The diversity was also found in the family homes, and my work challenges the picture
painted in the public debate saying e.g. that the TV in ethnic minority homes is always tuned in on
TV from their home-country and the music playing is with foreign lyrics (section 3.2.1.). Such a
description does not at all pay justice to the diverse and complex practices of ethnic minority
families that I found. The same holds for the public and political debates on the linguistic practices
in the homes, which point towards the lack of Danish spoken in the families. In the light of this, it is
interesting that in every single of the family recordings I have, Danish is spoken at some point. My
work also challenges the foundation of the political suggestions of forcing parents to speak Danish
to their children. What is obvious in these suggestions is that the politicians (as well as the mass
media) most often understand language use as consisting of separate and countable entities. The
linguistic realities of most of the families I have studied are, however, more complex than that, and
it would, for instance, be difficult to decide if Nasha’s mother “speaks Danish to her children” or
not. It is worth pointing out that Nasha, whose language practice at home was hybrid, ended among
the best in her class when they graduated. Furthermore, last time I heard from Massima, whose
parents predominantly spoke Urdu to her, she was doing well in upper secondary school and had
just received an A in her chemistry exam. With this, I do not try to ignore that there are adolescents
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with ethnic minority backgrounds who do not do well at school. What I am getting at is, that I
believe it is important to highlight such cases as Nasha and Massima, as they demonstrate that
academic success is not necessarily a result of a(n) (enforced) Danish-speaking environment in
families. Furthermore it is also important to highlight that all of the families in my study – of course
– are different from one another (for instance with regard to employment with Massima’s mother
being unemployed and having a rather limited affiliation to the labor market versus Nasha’s mother
who is working in a daycare). The great variation that exists within such a broad classification as
ethnic minority families is another factor which points towards the problem of basing general
political suggestions simply on the basis of families’ language practices.
The connection between ethnic minorities and school failure was (and still is) a recurrent
theme in the public debate, as also seen in the newspapers I analyzed. During the time of my
fieldwork, the Ministry of Education initiated a survey in order to seek explanations for statistical
surveys showing that boys with ethnic minority backgrounds in their final results from 2002-2005
performed worse in school than boys with ethnic majority backgrounds and girls in general. One of
the main conclusions of the study, published under the headline “Mehmet and the counter culture”
(Andersen 2010, my translation), is that the boys due to an experience of lack of “acknowledgement
generally and of their cultural and linguistic background in particularly”, establish a counter
culture, i.e. they find acceptance in “a community which has ethnically defined limits – and which
often does not look positive upon homework, [or] active participation in class, etc.” (Andersen
2010:2, my translation; see Madsen 2015 for a critical discussion of the study). The establishment
of a counter culture is claimed to happen especially when the number of ethnic minority students
exceeds 50 % (Andersen 2010: 2). In the two school classes of focus in this dissertation, the
percentage of students with ethnic minority background were as high as 75 % and 82 %. Despite
this, I did not find any signs of a counter culture being established among the majority of the
participants. On the contrary, it was clear from my ethnographic observations – and illustrated and
discussed in article 3 – that a school culture was established by the adolescents, with the ethnic
minority boys Isaam and Bashaar in the front, in which school positive practices were employed
and emphasized by the majority of the students. This supports the main argument of my
dissertation, namely that it is crucial to avoid making a priori assumptions about culture, language,
ethnicity, behavior, and affiliation, and instead engage in detailed linguistic and ethnographic
studies of the actual cultural practices that we can observe in the everyday lives of people.
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10. Summary
Title: Culture as idea and practice in youth and family life
The dissertation investigates the linguistic and cultural practices among adolescents with ethnic
minority backgrounds when they interact with peers and teachers at school, with immediate family
members at home, and with peers on social media sites. It looks into their local language practices
while simultaneously relating the practices to broader societal discourses to see if and how the
adolescents and their families respond to them. As demonstrated in the dissertation, ethnic
minorities are often portrayed negatively in the public and political debate with a focus on for
instance bad achievements in school and insufficient Danish in ethnic minority families’ linguistic
and cultural practices at home. As I show throughout the dissertation, these univocal descriptions do
not do justice to the complex and unpredictable connections between speakers, linguistic resources,
and cultural affiliations that I find in my data. In order to describe the diverse practices it is
necessary to approach these aspects empirically through language and everyday interactions. I have
done so with linguistic ethnography as the basic methodological orientation for my research.
Linguistic ethnography is an approach to the study of human social and linguistic behavior, which
views language and social life as mutually shaping, and which combines ethnographic fieldwork
with detailed linguistic analyses of interactions.
The ethnographic fieldwork, which my study builds upon, has been carried out at a school at
Amager from February 2009, when the participants attended 7th grade, and ended when they
graduated school in May 2011. I conducted my fieldwork as part of a team consisting of a core
group of seven researchers carrying out observations on a regular basis, and the dissertation
demonstrates several advantages of this approach. Giving my interest in families, I exceeded the
school context and also collected recordings in the adolescents’ homes and interviewed their
parents. Furthermore, I also included data from the adolescents’ Facebook profiles, and this multisited ethnography and various data collection proved valuable in accounting for differences (and
similarities) in the linguistic and cultural practices in the various contexts.
The dissertation consists of four articles framed by an introduction and a final section in which I
outline the perspectives of my study. The four articles have different themes and points of
departures: Article 1 investigate the language use, norms, and ideologies of the adolescents and
their parents; article 2 focus on the interactional practices that constitute families with a focus on
authority relations; article 3 uncovers school positive practices in out-of-school contexts focusing
on popular cultural and social media practices; and article 4 investigates the role of social class in
ethnically diverse contexts in newspapers, in school interactions and papers, and in parent
interviews. In total, the articles engage with culture in various senses: school culture, peer culture,
family culture, popular culture, national culture, and culture as ethnic heritage. Overall, I argue that
an approach to culture which view culture both as idea and as practice is fruitful in understanding
the findings of my study. Based on this approach, the overall findings of my study can be
summarized into two points: 1) culture as idea, including the idea of a Danish culture, dominates in
societal discourses and is reproduced, but also contested by the adolescents, 2) culture related to
ethnic heritage only play a small part in the adolescents’ cultural practices in home settings and in
school. These findings support the main argument of my dissertation, namely that it is crucial to
avoid making a-priori assumptions about culture, language, ethnicity, behavior, and affiliation, and
instead engage in detailed linguistic and ethnographic studies of the actual cultural practices that we
can observe in the everyday lives of people.
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11. Resumé
Titel: Culture as idea and practice in youth and family life
Denne afhandling undersøger sproglige og kulturelle praksisser blandt unge med etnisk
minoritetsbaggrund, når de interagerer med deres venner og lærere i skolen, deres nærmeste
familiemedlemmer derhjemme, og med venner på sociale medier. Afhandlingen ser nærmere på
deres lokale sprogpraksisser og sammenholder disse med bredere sociale diskurser for at se, om og
hvordan de unge og deres familier reagerer på dem. Som det bliver demonstreret i afhandlingen,
giver den offentlige og politiske debat ofte et negativt billede af etniske minoriteter med et
udpræget fokus på fx dårlige skoleresultater og en utilstrækkelig brug af dansk i de etniske
minoritetsfamiliers praksisser i hjemmene. Som jeg viser gennem hele afhandlingen yder disse
ensidige beskrivelser ikke retfærdighed til de komplekse og uforudsigelige forbindelser mellem
sprogbrugere, sproglige ressourcer og kulturelle tilknytninger, som jeg finder i mine data. For at
kunne beskrive de mangfoldige sproglige praksisser er det nødvendigt at undersøge disse aspekter
empirisk gennem sprog og hverdagsinteraktioner. Det har jeg gjort med sproglig etnografi som den
grundlæggende metodiske orientering for min undersøgelse. Sproglig etnografi er en tilgang til
studiet af menneskers sociale og sproglige opførsel, som betragter sprog og socialt liv som gensidigt
skabende, og som kombinerer etnografisk feltarbejde med detaljerede sproglige analyser af
interaktion.
Det etnografiske feltarbejde, som mit studie bygger på, er blevet udført på en skole på Amager fra
februar 2009, hvor deltagerne gik i 7. klasse, og forløb indtil de færdiggjorde skolen i maj 2011. Jeg
gennemførte mit feltarbejde som en del af et hold med en kernegruppe på syv forskere, som udførte
regelmæssige observationer, og afhandlingen demonstrerer adskillelige fordele ved en sådan
tilgang. Grundet min interesse i familier udvidede jeg skolekonteksten og indsamlede også
optagelser i de unges hjem og interviewede deres forældre. Desuden medtog jeg også data fra de
unges Facebook-profiler, og denne flersidede etnografi med forskelligartede dataindsamlinger viste
sig at være frugtbar for at kunne redegøre for forskelle (og ligheder) i de sproglige og kulturelle
praksisser i de forskellige kontekster.
Afhandlingen indeholder fire artikler som er indrammet af en introduktion og en afsluttende del,
hvor jeg beskriver mit studies perspektiver. De fire artikler har forskellige temaer og
udgangspunkter: artikel 1 undersøger sprogbrug, normer og ideologer hos de unge og deres
forældre; artikel 2 fokuserer på de sproglige praksisser, der konstituerer familier med fokus på
autoritetsrelationer; artikel 3 afdækker skolepositive praksisser i ikke-skole-kontekster med fokus
på praksisser omkring populærkultur og sociale medier; og artikel 4 undersøger, hvilken rolle social
klasse spiller i etnisk diverse kontekster i aviser, i skoleinteraktioner og -opgaver og i
forældreinterview. Sammenlagt beskæftiger artiklerne sig med forskellige former for kultur:
skolekultur, venskabskultur, familiekultur, populærkultur, nationalkultur og kultur som etnisk arv.
Overordnet set argumenterer jeg for, at en tilgang til kultur, som forstår kultur både som idé og som
praksis er frugtbar for at forstår mit studies fund. På baggrund af den tilgang kan min undersøgelses
overordnede resultater sammenfattes under to punkter: 1) kultur som idé, inklusiv ideen om en
dansk kultur, dominerer i sociale diskurser og er reproduceret, men også anfægtet af de unge, 2)
kultur relateret til etnisk ophav spiller kun en lille del af de unges kulturelle praksisser i hjemmene
og i skolen. Disse fund understøtter min afhandlings hovedargument, nemlig at det er afgørende at
undgå at foretage forudindtagede formodninger omkring kultur, sprog, etnicitet, opførsel, og
tilknytning og i stedet beskæftige sig med detaljerede sproglige og etnografiske studier af de
faktiske kulturelle praksisser, som vi kan observere i folks hverdagsliv.
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13. Appendix 1
Transcription conventions:
[overlap]
xxx
((comment))
?questionable?
LOUD
[/]
:
↑
hhh
(2.0)
(.)
italics
underlined

overlapping speech
unintelligible speech
my comments
unsure speech
louder volume than surrounding utterances
self-correction
prolongation of preceding sound
local pitch raise
laughter breathe
pause (2 seconds)
very short pause
Arabic or Urdu speech (used in article 1 and section 3.1)
English speech (used in article 1 and 3)
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