1.1
Introduction
Crosscultural contact is increasingly a characteristic of our time, due to aspects of globalisation such as telecommunication and civil transportation. It is possible for people on opposite sides of the world to communicate and interact indirectly through technology or even travel to meet face-to-face. Companies no longer limit the scope of their activities to a single country and in many places the workforce enjoys a historically unique level of mobility.
One of the products of these phenomena that has only been recognised relatively recently is what is known as the “third culture kid”, or TCK. This refers to the children of expatriates who accompany their parents to live abroad for a period of time, often living in several countries for a few years at a time. These children are raised outside of their original cultural environment and are often exposed to many different cultures from a very early age, very often at international schools and within expatriate communities. The term “third culture” is based on the notion that these children are not immersed fully in their home culture, nor the culture of their host country and instead form a separate and thus “third” culture based on these and other cultural influences.
Being engaged in crosscultural contact so frequently and diversely is not the norm for most of their peers. The varying inputs and values that the TCK is exposed to will be likely to have an effect on that child’s formation of a cultural identity. The difference between a TCK and a non-TCK should be especially notable in the expression of cultural elements through language.
  Language is one of the most overt and powerful expressions of culture as well as a tool for cultural transfer and thus it stands to reason that the language used by TCKs will offer an insight into the various cultures they have interacted with and perhaps been influenced by. Perhaps this will take the form of non-native words adopted into the lexicon or slang words invented to describe concepts familiar only to fellow TCKs, for example.
It would be interesting to determine whether or not the youth slang used in third culture culture environments such as international schools reveals the relative dominance and influence upon youths of cultures to which they are exposed throughout their lives. In other words, whether or not the slang and jargon of third culture kids is notably affected by their exposure to different cultures and to what extent this influence takes place. It would be useful to discuss this within the framework of the Third Culture concept as put forward by Ruth Hill Useem (Useem 1993) since this helps to establish the role played by youth slang in the formation of youth culture and the possibility of it serving as an indicator of cultural influence in a third culture situation. 
This is based on the initial assumption that third culture is a viable concept rather than an artifact of unusual circumstances such as highly involved intercultural contact and on the importance of youth speech in the formation of ingroups and identities. For the purposes of this paper “youth slang” will be defined inclusively, including slang words, expletives, jargon and other verbal phenomena closely associated with youth speech. One of the most noticeable elements of youth culture is modified speech such as slang or jargon (Buchholtz 2000). While some slang words have enduring value, others may appear and disappear rapidly, within a span of years or even months.
The language use amongst third culture kids is an area that has not seen significant research or publication. More commonly addressed factors are their shared characteristics (Pollock & van Reken 1999), unique backgrounds and intercultural sensitivities (Straffon 2003). Language might provide valuable insight, however, into the way in which third culture kids construct their individual and shared cultures, and how they express these amongst themselves.

Given the highly mobile nature of students at international schools, it should not be surprising to find youth speech amongst Third Culture Kids (TCKs), as they are known, peppered with slang from every corner of the world and a diverse array of languages as students bring fragments of various cultures with them.
As will be discussed in chapter three, the everyday reality of TCKs also shapes their view of intercultural contact and their use of language. In many cases the only venue for social interaction with their peers is their school. All over the world, third culture kids attend international schools that bear marked differences from national schools. The role that international schools play in the cultural and linguistic development of TCKs can be considered significant and while they are not included in most texbook definitions of third culture, for most TCKs they form an integral part of their upbringing.

 Most international schools offer an English-language curriculum (www.IBO.org), and thus English is often the lingua franca of these schools, and, consequently, their students. Despite this, there will undoubtedly be L1-interference and code-switching or even deliberate adoption of foreign words or speech patterns. Though English is the language discussed in this thesis, any conclusions should also be applicable to other third culture situations where English is not spoken, or is not the norm at any rate. Third culture is not language-dependent but rather depends on an array of cultural and linguistic influences inputs (Pollock & van Reken 1999).  

Third culture kids like other youths, are eager to blend into their peer groups (Cottrell 1993). Learning to use the school norm of youth slang is one of the most effective methods of associating one’s identity with that of the youth culture at large and establishing a degree of commonality (Liebkind 1995). It follows that youth slang will be a popular means of fitting in for TCKs and can be seen as a manifestation of their natural tendency to adjust to new circumstances. At the same time, by becoming an integrated part of their sense of identity, slang will influence their third culture. Words and phrases will become normal, perhaps commonly-used, as well as certain accents and modes of speech. Each of the cultures to which a third culture child forms an attachment with following exposure will become integrated into that child’s sense of identity and be expressed linguistically, in part through the use of slang and jargon.
1.2
Approaching a definition of “third culture”
 The term “Third Culture” was first coined by Ruth Hill Useem when she and her husband were conducting research in India (Useem 1993). Initially her definition was broad and covered the various lifestyles of people in intercultural situations, while TCKs were simply children who had followed their parents into another society (Useem 1993). This was in the 1950s, a period when globalisation would continue to advance, though the Cold War cast a shadow over the next decades. The expanding global zones of influence of the burgeoning superpowers created a greater opportunity  to play an active role across the world.
  Though times have certainly changed since the Useems coined the phrase, there are many elements of the third culture experience that are the same as in the past. Overseas assignment has always been the source of third culture. Where originally missionaries were the primary source of expatriates and TCKs, American military presence in many countries during the Cold War became an important impetus for the formation of international schools as not only soldiers but also technical advisors, engineers and diplomats would often accompany the military force (Useem 1993, Kidd & Lankenau 2002). Later, expanding business interests and possibilities saw a vast increase in the number of employees being stationed abroad and thus proving the value of the international schools and further reinforcing the existence of third culture.

  Currently, third culture is defined somewhat more specifically. Kay Eakin defines the concept of the  Third Culture Kid as “someone who has spent a significant period of time in one or more culture(s) other than his or her own, thus integrating elements of those cultures and their own birth culture, into a third culture.”(Eakin 1998). Kay Eakin is an example of a TCK who has gone on to conduct research on the subject of third culture. This is not uncommon, and though it raises the possibility of bias towards the subject matter, Eakin primarily relies on her own experience and that of other TCKs to find those areas which are common to them all. In this way she avoids generalising what might be individual traits to an entire group. 
 David Pollock and Ruth van Reken, in their book, The Third Culture Kid Experience (Pollock & van Reken 1999), define the third culture kid - or TCK - as “a person who has spent a significant part of his or her developmental years outside the parents' culture.” Their research is based largely on anecdotal evidence from self-defined third culture kids and so while it draws upon the experience of the subjects themselves, it does not make use of much statistical data, relying for the most part on ethnographic interviews. Nonetheless, their text is widely considered to be one of the defining works on third culture and is relatively well-known in third culture communities when compared to texts by others such as Useem, despite her status as the founder of the field.
Unfortunately, these definitions also leave quite some room for interpretation, as they do not specifically indicate the length of time the child must have spent in another cultural environment or the level of exposure, for example. This is certainly understandable from Mrs. Useem as she and her husband were breaking entirely new ground with their focus on this demographic and did not have the means to conduct a sufficiently global study into the phenomenon which would have helped define clearly the common characteristics of TCKs. The above definitions would also include second-generation immigrants, foster children and other such groups. Clearly, a more precise definition is needed.
 For the purposes of this study, third culture children will be defined as children who have spent several years living in a number of  environments where they have limited contact with their home culture and at least some exposure to their host culture and/or the cultures of others around them, especially if these are subsequently adopted to some degree. This definition excludes children who have been moved from their home culture to a host culture only once, whether permanently or temporarily. In these cases there is more of a struggle between the two cultures for dominance while the third culture kid amalgamates his or her culture from a host of sources. It is  also important to note that in this paperis is assumed that TCKs have attended, or currently attend, an international school. While this may not be case for every one, it is does apply to the vast majority of expatriate children who form the ranks of TCKs. 
 Useem’s and Pollock and Van Reken’s definitions of third culture are centred around the experiences of the children as adults have already undergone the process of creating an identity and adopting cultural patterns, while a child in its formative years will be greatly affected, especially when lacking the anchor of a true notion of “home”. There has been an increase in research into the lives of adult TCKs – or ATCKs as they are known (Cottrell & Useem 1993) – and the long-term effects of a third culture upbringing. Many researchers in this field are themselves ATCKs and thus have a close affinity with their subject matter.
   The fact that third culture research is often conducted by TCKs  is not especially remarkable in itself, as third culture is a phenomenon that is not commonly known and does not fall under the purview of a particular field of research. People who have had a third culture upbringing are not only familiar with the subject but able to direct their studies according to their own experiences. They understand the more subtle implications of third culture that may be overlooked by one who has not experienced it. Being so closely associated with one’s research matter is, however, prone to personal bias. Especially in this case, as third culture is so vaguely defined and lacking in academic literature. While the insight offered by those who have experienced a third culture childhood is vital to third culture research, it would be preferable if this research were conducted, at least in part, by non-TCKs. While we cannot assume a bias on the part of third culture researchers, there would be no doubt in the case of a non-TCK researcher.
 The formation of a third culture is a somewhat more arduous and lengthy than one might conclude from the above definitions. Though some TCKs only live abroad for short periods, perhaps a year or two, many spend more than a decade encountering and adjusting to different cultures (Eakin 1998). As a result their process of acculturation is ongoing and their third culture not fully crystallised (Tadmore &Tetlock 2006).

 It is this acculturation that all TCKs have in common and partially defines the characteristics of TCKs. Seen as the methods employed by the individual in intercultural interactions, acculturation is dependent on the techniques used to relate to the experiences and  values of others, including outgroup members, such as viewing matters from another’s cultural perspective or modifying one’s behaviour and expectations to improve mutual understanding (Barry 2005, Tadmore & Tetlock 2006). 
Pollock and Van Reken name four characteristics that are common to all TCKs and are influential in their formation of identity and culture. The first of these is the experience of being distinctly different (Pollock & Van Reken 1999). In some cases this may be a matter of feeling physically distinct because of ethnicity or fashion norms, while in other cases it might be a matter of not speaking a certain language or sharing a common culture. This can create feelings of loneliness and isolation, or self-conciousness. It may also reinforce feelings of being different.

 The second common characterictic of TCKs is the constantly-expected repatriation (Pollock & van Reken 1999) to their passport country. In almost all cases this is a matter of time and many TCKs know they will return to their nominal homeland at some point in the future. This can have a major impact for a variety of reasons. Firstly, the knowledge that one will be moved every few years and eventually return to the starting point leads many TCKs to take a somewhat cautious approach to making friends and forming relationships (Cottrell 1993). Having to say goodbye to friends is one of the most-commonly voiced laments of TCKs and a recurring theme in research into young and adult TCKs (van Reken 1986, Cottrell & Useem 1993).
 In addition, the impending return to their homeland can be eagerly awaited or dreaded by TCKs as they will once more be uprooted and transplanted into their home culture, which many of them have never fully experienced (Eakin 1998). They have spent their formative years outside of the country and lack many of the same defining experiences of their monocultural peers.

 By including the element of inevitable return to the concept of third culture, Pollock and Van Reken create a distinction between expatriate and immigrant children. While many immigrants may end up returning to their homeland or relocating once again, it is not a certainty as it is for expatriates. Nonetheless, the distinction between immigrants and expatriates is one that warrants further research, not least because of the potential overlap between their realities and experiences.
 The third characterictic common to those who have been raised in a third culture environment is their privileged lifestyle (Pollock & van Reken 1999). Expatriates are often well-paid and enjoy relatively executive positions within their organisations, being provided with a home and schooling of high quality by the company. Military dependents have access to commissaries stocking products from their home country. The ability to visit so many diverse places and encounter such an array of diverse cultures is indeed one that many would consider privileged. 

The fourth characteristic named by Pollock and Van Reken is the relatively strong sense of system identity shared by TCKs (Pollock & van Reken 1999). System identity is the sense of attachment and identity one derives from the institution or system that serves, in effect, as one’s patron. For expatriate businessmen, this would be their company. For soldiers’ children this would be the military as a whole, or some specific division such as the Air Force. Many TCKs attribute their lifestyle (correctly, one could argue) to the organisation that necessitated their relocation and is seen to provide for them in a myriad of fashions, whether it be housing, schooling or even transport and staff. This results in feelings of attachment towards the organisation responsible for the relocation and which provides much of the structure of their daily lives. They may even go so far as to incorporate it into their sense of identity. This is not surprising considering that the organisation offers a rare level of consistency in a TCK’s life. Even as they leave countries and friends behind, they are still linked to the organisation that employs their parents.

According to some research, TCKs have no dominant culture to adhere to and tend to maintain an open approach to other cultures (Holmstrom 1998, Straffon 2003). This will not hold true for all TCKs, especially the latter part of this view. Most TCKs , however, will develop a different paradigm by experiencing other. This somewhat egalitarian view of cultures could be seen as one of the most significant benefits of a third culture upbringing. It increases the TCKs’ capability to adapt to other cultures, unfamiliar situations and new people as well as communicate more effectively (Eakin 1998). 
Being raised in an environment that is both highly mobile as well as authentically multicultural is uncommon, and these seem to be two of the prerequisites for the development of third culture in the first place. This environment drives children to approach culture in a different manner than most and they naturally develop a particular set of skills for coping in such situations, making them capable of intercultural communication, relatively high levels of communicative empathy and adaptive behaviour uncommon in monocultural children and adults (Cottrell & Useem 1994). Of course, individual differences in personality and cultural exposure will also determine to what extent these traits are manifest.
Using the more specific definitions of third culture, we can conclude that third culture is an individual phenomenon that is shaped by personal experiences with intercultural contact (Pollock & Van Reken 1999, Eakin 1998). Though these experiences can differ significantly, strong similarities remain between those who have undergone them, suggesting that the process itself is highly influential on third culture, not just the nature of the cultures encountered. This process develops a framework of third culture which is similar among TCKs, though the details of the experiences give each individual’s third culture a distinct quality.

 The following chapter is concerned with the importance of age in the formation or acquisition of third culture. As noted previously, all definitions of third culture concern themselves with children. Previous research into third culture has dedicated little attention to the fact that third culture seems to develop exclusively in children despite the fact that this may well help clarify the very nature of third culture itself. If third culture cannot develop in an adult, then the implications range from third culture taking the place of a home culture to TCKs having insufficient input from any culture to adopt that culture as their own. Chapter 2 discusses the relevance of youth on third culture and the pitfalls that accompany expatriation and relocation for children, as well as the eventual effect that third culture has when the TCKs mature and become adults.
In Chapter 3 the role of international schools in the formation and maintenance of third culture and language in children will be discussed. International schools are included in the definition of third culture in the previous heading for a reason - it would be prudent to show the importance of the school not only as a source of curricular influence upon language and culture, but also as a venue for crosscultural contact between students and thus the breeding ground for their youth culture and language. Neither youth slang nor third culture develop in isolation but are dependent on interaction with peers. The international school is the primary source for this interaction and may even take a more active role in the development of either slang and third culture or both.
In Chapter 4 the role of language as an element of third culture will be explored, looking at the somewhat unusual diversity of languages and cultural inputs that play a part in TCKs’ lives. The influence of language in the formation of identity is closely linked to its effect on third culture and is likewise discussed in this chapter. Third culture kids, in moving from one environment to another, are often exposed to different standards and values, both linguistic and cultural. There is no single ideal against which to measure themselves and upon which they can model their behaviour and speech. As the circumstances of each TCK’s life are different in detail if not in general terms, it is likely that their differences will become apparent both in terms of their use of language and their personal versions of third culture.
 Chapter 5, building on the discussion in Chapter 4, goes on to take a more in-depth look at slang and youth culture and their interaction, as well as how TCKs utilise slang to define themselves in relation to their peers, culturally as well as socially. Youths may choose to differentiate themselves from the common youth culture in order to reinforce their sense of individualism or they may foster a sense of belonging by altering their behaviour to mesh better with the youth culture. In the second part of the chapter, various elements of TCKs’ identity-formation will be examined and the importance of slang and youth language concluded. 
Finally, Chapter 6 contains the conclusions drawn during the course of this thesis as well as the discussion of areas which require further attention and ways in which research into third culture and its agents can be improved.
 The purpose of examining the relevance of age and the role of international schools is to identify them as relatively consistent and stable factors that are common to the majority of third culture kids. Since diversity amongst TCKs is the norm rather than the exception, common features are rare in their collective backgrounds. Their youth and their attendance at international schools are both important to their development and universal enough to be worth taking into account.

 The second half of this thesis is concerned with linguistic development in light of the aforementioned factors and the role of language amongst TCKs. The circumstances of their schooling and age as well as their cultural exposure play a part in TCKs’ use of language. In light of these it will be easier to identify the communicative techniques used by TCKs and whether or not these are likely to be influenced by the cultures TCK are exposed to.
2.1
Cultural influences on children
Children, still in the process of defining themselves and their world, have the potential to be influenced more greatly by cultures they encounter for a number of reasons. Not having fully crystallised values makes cultural acceptance an easier task (Tadmor & Tetlock 2006). This also holds true for third culture kids, who in addition lack a single cultural ideal to which they are expected to conform. Exposure to the variety of cultures and linguistic influences that TCKs often encounter provides them with a wide array of cultural elements which they can incorporate into their own sense of identity or culture. These cultural elements will differ between individual TCKs and will find expression in their use of language.
It is generally accepted that children are more adept than adults at learning foreign languages, which can be of great value in intercultural contact. Many third culture children are bilingual or multilingual (Cottrell & Useem 1994), which has implications for their identity formation (Liebkind 1995). While their parents are struggling to understand local expressions of culture, expatriate children simply accept them as another form or normal, having no rigid, established set of rules for normalcy. This is not unique to third culture kids, but is also seen in the case of second- or third-generation immigrants.
One of the common characteristics shared by third culture children is that of eventual repatriation (Pollock & van Reken 1999). Most overseas assignments last a number of years, and it is common for expatriates to “rotate back” to their home country after serving several overseas assignments. For an adult, this is often a time of coming home, re-immersing oneself in one’s home culture and re-experiencing a reality that corresponds to their basic cultural norms. Many look forward to returning home, though others grow separated from their home culture and adopt or partially adopt their host culture, preferring it to their home (Tadmor & Tetlock 2006, Straffon 1998). There is a sense of familiarity when returning to origin that is lacking in their third culture children.

 TCKs do not get the opportunity to absorb their home culture fully due to the simple fact that their exposure to it is limited and their knowledge of it is incomplete. Over the course of their overseas sojourn they have come to learn and understand one or more “foreign” cultures and may feel equally or more at home in these than in their home culture (Cottrell 1993). Such a divided sense of attachment demonstrates the degree to which TCKs adapt to and come to terms with new and foreign concepts and norms and also the degree to which they adopt elements of host cultures to form part of their identity. The sense of loss and grief associated with each new relocation shows the attachment formed by TCKs to each of their different cultural influences (van Reken 1986).

2.2
Potential problems with third culture
Children, while more susceptible to the cultural influences that are inherent in the third culture upbringing, do not necessarily incorporate diverse cultural elements without problems. Some researchers, such as Eakin and van Reken, identify some of the issues that TCKs deal with, such as the melancholy of leaving friends behind upon further relocation. Few if any, however, question whether or not these problems outweigh the potential benefits of a third culture youth. In addition resolution of the problems that such a childhood brings with it is assumed, such as in Cottrell and Useem’s research into adult TCKS (Cottrell & Useem 1994). This seems somewhat optimistic in light of the scope of these problems within the individual TCK’s life.
The effects of the third culture upbringing on children and their later lives seem to make a marked difference, which would support the argument that third culture is a real and undeniable phenomenon. Logically, third culture has its greatest effect on children in their formative years. The characteristics these children share as mentioned in Chapter 1 give an indication that there are difficulties associated with the process of relocation and acculturation, even – or perhaps especially – when it is repeated. These issues, such as feelings of not belonging fully to any culture, not only form a common basis of experience for TCKs, but also present some of the greatest challenges for TCKs to overcome.
  Some TCKs move only once or twice, others may relocate half a dozen times or more. Some only spend two years abroad, others twelve. The only characteristic that all of them have in common is an abnormal level of intercultural contact during their childhood (Pollock & van Reken 1999). Nonetheless, TCKs with totally different backgrounds will probably share many of the same characteristics, even though the details of their experiences differ. In many cases the situations in which TCKs find themselves are parallel to one another as they undergo similar experiences but under different circumstances.

 It is therefore reasonable to conclude that third culture is dependent not on the location or length of the intercultural contact, but rather the occurrence of a high level of such contact. While specific details will be affected by the location and length of the foreign sojourn, every TCK encounters similar phenomena and concepts and so these children have a number of charactistics in common. One of the most notable is that TCKs commonly feel a sense of disconnection or lack of ownership of their home culture (Cottrell & Useem 1993). This sense is not necessarily complete however, and many TCKs still feel closer to their somewhat estranged home culture than to host cultures that are vastly different from their previous cultural experiences.
This combination of factors raises a possible alternative to the concept of third culture as an identity constructed from past cultural experiences. Third culture applies to children who are not fully grounded in their home culture who are subsequently exposed to or immersed in one or more foreign cultures at a young age (Eakin 1998). Perhaps TCKs’ feelings of lack of ownership over their culture(s) are valid, having never formed enough attachment to any culture enough to reconcile it with their perceived identity. If this were true, then third culture would not be a substitute for culture in itself, but rather the symptoms of a stunted cultural development.
  The circumstances of a TCK’s childhood are certainly unusual, being transnational and often bilingual (Cottrell & Useem 1994). The theory holds that TCKs are capable of extracting elements from various cultures and forming a personal identity from these experiences. Yet it is precisely with this aspect of their lives that many TCKs report problems. They lack a sense of “home”, question what culture they really belong to or belongs to them, feel isolated and different from their peers back home (Straffon 2003, Eakin 1998). This dichotomy seems glossed over by Cottrell and Useem, who seem to put forward a somewhat idealised view of third culture kids and focus on their strengths rather than their weaknesses. In this case, the TCKs’ lack of a rigid cultural example could be seen as either a strength or a weakness, as could many of their characteristics. 
Furthermore, research suggests that adult TCKs show signs of experiencing a “prolonged adolescence” or even “delayed adolescence”. These late expressions of adolescent behaviour – irresponsible, present-oriented – can antagonise non-TCKs (Cottrell & Useem 1993), who may find this behaviour inappropriate. One of the skills attributed to TCKs by researchers such as Useem and Van Reken is also the ability to interact comfortably with adults (Useem 1993), usually through frequent contact with the parents’ friends, neighbours, colleagues and the relatively close-knit nature of expatriate communities. Again, this view focuses more on the admirable qualities caused by this sort of experience rather than the very real behavioural problems that have been identified.
The aforementioned delayed adolescence is seen as a TCK’s manner of catching up on a childhood that was spent developing a set of skills in an environment that required a higher degree of emotional and intellectual maturity. In the view of some TCK researchers, though the TCKs have learned to excel at many forms of intercultural contact, or at least learn how to function, in this case their own incomplete cultural formation would prevent them from fully forming their identity, until at a later stage they have a chance to live out their youth. If so, third culture would be less of a culture and more of an emotional stunting that might require counseling to resolve properly. Constantly undergoing and abruptly ceasing the acculturation process may leave the TCK with a wide array of useful intercultural tools but lacking in depth of connection to any particular culture (Sheard 2008).
There is no evidence to indicate that TCKs suffer from more or less psychological problems than their peers or have trouble adjusting themselves later in life, nor have these topics been the subject of TCK research. Further research would be of great value in proving whether TCKs lack cultural attachments altogether or whether they have a myriad of them, and the strength of these attachments.
2.3
Adults and third culture
Though much of the discussion revolves around the third culture children, expatriation is usually a family affair and it is the parents’ occupations that necessitate the relocation. As a result they encounter similar situations to their children and may even have more direct contact with the host culture that they are currently living in. Furthermore, it would be naïve to assume that the parents themselves do not play a role in the development of their children’s perceptions and sense of identity. Almost no attention is paid to the parents’ effect on the development of third culture and it is only relatively recently that researchers have begun examining the adult lives of people who experienced a third culture upbringing.
 Bringing children to an unknown country while having to adjust oneself is a very demanding task. The wide range of new, exciting and unfamiliar experiences must have an effect on the adults as well. Their cultural understanding becomes greater, as well as their intercultural competence (Sheard 2008). Having already formed at least the core of their sense of cultural identity, adults are far less likely to create an identity drawn from a variety of foreign cultures. Third culture cannot coexist with an already strongly-developed sense of cultural identity.
Third culture research, however, is limited almost exclusively to those who spent their childhoods abroad before returning to their home country. This lifestyle has the potential to greatly affect adults’ lives  and sense of identity as well, especially the longer one is removed from one’s homeland and home culture (Liebkind 1995). Without reinforcement of the home culture, this cultural element of identity can weaken and be marginalised (Tadmor & Tetlock 2006).

In this case, the various cultural influences acting upon a person at one time may cause a sort of internal culture shock – or inability to reconcile cultural differences – that is not dependent on the particular circumstances of the external world, but rather purely the result of cultural influence on the mind of the expatriate (Straffon 2003). For the cultural influences to rival one another to the point of creating a sense of emotional turmoil there would have to be a significant amount of contact with both or all the cultures. For an adult, whose experience has been limited to only one dominant national or ethnic culture and then been placed in a third culture situation later in life, the home culture is still strong and usually well-integrated into that adult’s sense of identity – in order for a host culture to conflict strongly enough with it to create a cultural identity crisis would conceivably require the expatriate to be exposed to the host culture for a long period or very intensely.

Often, such adults develop above-average intercultural competence, as one might expect from someone with above-average knowledge of other cultures (Leach 1994). The skills they learn are usually practical by nature, based less on theoretical knowledge than constant exposure and practice. This competence is also often paired with, and may be partially caused by, affection for one or more of the host cultures (Straffon 2003).

While host culture may positively influence the expatriate’s intercultural sensitivity and global knowledge, the degree to which the adult will adopt the values and beliefs of the host culture is much more limited than that of a child (Sheard 2008). 

  The fact that adults, even those with a high degree of intercultural competence, do not acquire third culture simply through developing the attributes associated with TCKs might show that while a third culture is not mutually exclusive with any other culture, it cannot exist where a cultural identity is already firmly in place (Eakin 1998). Much as culturally-conditioned adults do not easily adopt a foreign culture, so are they unable to grasp third culture unless having experienced it in their formative years. Third culture, in occupying the same space as a single culture normally would, can be considered a separate culture in itself.

Though third culture is an unusual form of culture and defies specific definition, it is more than a collection of intercultural competences and foreign experiences, but also a collective sense of connection and a recognition of similar backgrounds. Many thousands of people identify themselves as a third culture kid and consider their background to be integral to their sense of identity and their understanding of the world (Cottrell 1993). It is strongly indicated, however, that third culture can only be acquired during childhood and takes the place of a more traditional concept of culture.
3.1
International schools, past and present
 In Chapter 1, international schools were associated with the creation and definition of third culture. TCKs almost all attend international schools during their sojourn abroad and they are one of the most important and influential sources of cultural input as well as fulfilling their educational purpose in a way that further affects the children’s language and adoption of cultural elements. The curricular effect of schools on language use is major, but in addition the school itself provides a venue for incultural contact amongst the TCKs as well as for the creation of a common youth culture. For both third culture and the slang of TCKs, the school is one of the most important areas of development.
 In an environment where cultures are encouraged and expected to interact successfully and the emphasis lies on developing intercultural competence, TCKs at international schools are more free to express their multicultural backgrounds in their daily interactions without risk of social exclusion (Straffon 2003). This may include some limited linguistic aspects of any of the languages with which TCKs come into contact, which have the potential to be adopted into the general youth lexicon at the school and thus become a structural part of their sense of identity (Buchholtz 2000), whether it is a habit of code-switching to reinforce one’s home culture or frequent use of loan words from various languages.

 The lack of an internationally-consistent educational infrastructure led to the establishment of the first “international schools”, schools that offered a curriculum that is not bound to a national system and which hosts a diverse array of different cultures (Pickert Grant & Kuhns 1995). English is the common language of most international schools, reflecting not only their often anglophone origins but reflecting the role of English as a global lingua franca (Straffon 2003).
International schools are usually independent of the national education system of the nation in which they operate, giving them a somewhat exclusive nature. The goal of this isolation from national policies is to be able to create a relatively consistent educational career despite frequent relocation. By offering a specific and internationally-consistent curriculum the international school allows someone who has spent three years living in Brazil, for example, to be able to go to school in Greece without seriously debilitating his academic career.

Furthermore, expatriates do not often have a strong urge to learn the language of their host nation, as they will leave again in a matter of years (Leach 1994). Doing so would require a relatively long time and so, while rudimentary conversation is generally achievable by the end of their sojourn in a country, it would be a daunting task for many TCKs, even those of a younger age, to be forced to learn a new language every few years and continue their education in a different academic system.

 International schools often host the entirety of a country’s expatriate children, ranging from the children of diplomats and businessmen to those of civil engineers and missionaries (Eakin 1998). Thus they are the primary source of intercultural contact for TCKs and offer up a wide array of cultures and nationalities for them to encounter and acquaint themselves with. Not speaking the local language restricts most TCKs to contact with others from their school and most international schools offer an English-language curriculum. For many TCKs for whom English is not the mother tongue, bilingualism is the norm (Knutsen 2006) and many adult TCKs benefit from a high English proficiency. Since communication is thus made relatively easy, abstractions such as jargon have more room within their speech.
This often means that the TCK is exposed to a number of cultures, of which the host country’s might not necessarily be the most prevalent. The TCK might be more inclined to adapt to the culture – and linguistic traits - of his or her classmates than the national host culture in light of ingroup acceptance and reduction of dissonance between perceived and projected identity (Liebkind 1995).

 Most international schools do not subscribe to a particular national system and instead offer an international curriculum. Originally conceived in the 1950s, the International Baccalaureat programme offers an educational system with an international outlook and a high quality of education (www.IBO.org). Being recognised across the world, the International Baccalaureate provides a standard for the education of TCKs across the world and allows for complete compatibility in the event of a relocation to another IB-school (Hayden & Thompson 1998)(IBO.org).

The International Baccalaureat is relatively modular in its curriculum, allowing teachers to select topics considered more relevant or topical depending on, for example, the host country (Straffon 2003). Though the system bears the hallmarks of American and Western European education systems, it does not necessarily engender the same cultural values inherent in those systems. This lack of a prescriptive model makes the acquisition of third culture from multiple sources easier, instead of the development of a particular culture in all students.
3.2
Promotion of an internationalist perspective
In Chapter 1, several of the downsides of a third culture upbringing were outlined, including a possible sense of detachment and being distinct, as well as rootlessness. Though they have acquired skills to facilitate interaction, many TCKs feel like outsiders in many situations. The international school offers them the opportunity to interact with others with the same experiences. Despite their differences, these youths will be able to create ingroups based on their common experiences and, in doing so, begin to establish their own jargon to describe their environment and histories. There is more to this than simply concentrating a country or region’s TCK population in a relatively small area, but also in the philosophy the school upholds and attempts to spread amongst its students. In international schools this can include the direct reinforcement of concepts such as equality between cultures, acceptance of different methods and beliefs and the importance of respecting one another’s beliefs. This may only be for the purpose of ensuring a harmonious school population but has lasting effects on the TCKs themselves. Straffon, in his research on incultural sensitivity amongst international school students, acknowledges this (Straffon 2003)
International schools not only provide a social arena for the TCKs to participate in but plays a more active role in creating a sense of shared identity amongst its students. Many international schools promote an international outlook amongst their students and even their families (Pickert Grant & Kuhns 1995), which is further promoted by the internationally-oriented IB curriculum and its emphasis on multilingual proficiency. Adoption of a broader international perspective is one of the characteristic traits ascribed to third culture kids and develops as a result of prolonged and frequent intercultural contact and experience (Eakin 1998)(Useem 1993). International schools try to develop such skills amongst their pupils through a variety of methods, such as cultural fairs, athletic events, mock United Nations, etc. which allow for cultural exposure and exchange between TCKs. Through these efforts, students’ knowledge of other cultures is increased, a prerequisite for intercultural competence (Walton & Carlson 1995). This not only facilitates contact and mutual understanding between the students but provides shared competences.
Considering the somewhat self-contained nature of international schools and the central role they play in the TCK’s life, it is safe to say that the school is a major source of cultural influences for the child. The school itself will have an influence on the formation of each child’s individual third culture, whether reinforcing one culture, such as the home culture, or promoting an international perspective that becomes the norm for TCKs attending the school (Watson & Carlson 1995)(Pollock & van Reken 1999).

This broader global paradigm, as one of the defining characteristics of a third culture kid, is also one of the main reasons why they feel a sense of disorientation and detachment upon returning to their home country (Eakin 1998). Though few would argue that a broader international scope is a negative effect of third culture, TCKs less than most, it is possible that the – possibly asymmetrical -  reinforcement of the TCK’s international side could exacerbate this sense of dislocation by emphasising those aspects that differentiate TCKs from their local peers (Liebkind 1995).

This would also have the effect of strengthening the sense of an ingroup amongst the students as they are reminded of the somewhat unusual and privileged position they occupy. Many TCKs claim to relate better to others of a third culture or international background than to monocultural peers, even from their home culture (Straffon 2003). By promoting those aspects all the students have in common, the international school can be seen as nurturing or developing skills they will acquire regardless, but also allows the TCKs to derive a stronger sense of identity from their third culture, which is celebrated rather than misunderstood (Watson & Carlson 1995).
In effect, circumstances at international schools are such that students will not only be able to better define their identity as third culture children but will also be able to form ingroups based on this common identity. These ingroups form one of the most important sources of youth slang. The international and multilingual education in international curricula teaches students to be open to other cultures and languages and will facilitate bonding as well as the transfer of cultural information (Kormos & Csizer 2007).
3.3
School as a source of cultural input
  As the primary source of social interaction as well as cross-cultural contact, the international school certainly plays its part in shaping the TCK’s experiences, and through them the third culture. Promoting ideals of internationalism and avoiding the dominance of any particular culture are features of international schools’ policies (Hayden & Thompson 1998). The international population of international schools make them ideal places for exposure to other cultures and languages and almost guarantee contact with people of other nationalities. In addition, the school itself will be host to a youth culture formed by its students which also has an influence on the TCK. In such circumstances, it is almost inevitable that TCKs will familiarise themselves with at least some specific cultural or linguistic components which they may then adopt into their own third culture and language.
    With English as the dominant language of most international schools, TCKs from many backgrounds are placed in a situation where they are required to speak English in order to follow a consistent curriculum despite various relocations. As a result many of them develop a high level of English proficiency. In fact, it is possible that many pupils maintain a “bilingual identity” (Liebkind 1995, Shuverova 2003) that sees them derive a sense of identity from two separate languages and form an attachment to both.

   It is only to be expected that many different varieties of English will be spoken at an international school, between students of varying backgrounds and proficiency levels. Since English is the common language but not necessarily the first language of many of the students, a tolerant attitude towards variant use of English is to be expected. This would allow the students to more openly express their language identity and provide access to the cultural information that is attached to it (Liebkind 1995). Thus the youth speech of the students will be more open to foreign influences and follow less strictly the established patterns of youth speech in a monolingual or monocultural environment.
   For many, English is heard and spoken far more often than the mother tongue and this causes it to be integrated into the speaker’s identity (Liebkind 1995). Thus TCKs are almost all affected by at least some of the cultural aspects of English language teaching. Immersion and instruction both play an important role in the adoption of English by non-anglophone TCKs. 
  It is important to note this influence that the school has on the pupils. Whether intentionally or accidentally, the use of English as a common language at international schools can have a profound effect on the sense of identity that the pupils build not only by giving them ownership of the language but also by introducing them to Western values and concepts (Shuverova 2003). While they might not necessarily adopt or even agree with these ideas, exposure to them will strengthen intercultural understanding. Those who do adopt them might find themselves subscribing to a world view that differs markedly from their home culture. 

 This is unavoidable, for education in any language will naturally contain some elements of the culture associated with or represented by that language (Knutson 2006). Though this will have an effect on the pupils’ perceptions and competences, this is mitigated by the school’s egalitarian approach to English – where no one variant of English is particularly preferred or promoted over others - and its internationalist perspective which encourages students to take an interest in other cultures (Pickert Grant & Kuhns 1995).

  Bi- or multilingual TCKs have the opportunity to combine elements from the cultures tied to the languages they speak and may thus form a bi-or multilingual identity that is less dependent on ethnicity, according to some researchers (Liebkind 1995)(Pollock & van Reken 1999). This integrative approach to language and culture would be further encouraged by the generally positive view on bilingualism found in international schools. 

 The number of varieties of English a TCK is exposed to provides a wide array of potential target variants to which a speaker may aspire. This will also be dependent on whether or not this variant brings with it certain perceived identity characteristics or whether the TCK’s attitude is one of integrating the language or purely functional in its interest (Liebkind 1995) (Tadmor & Tetlock 2006). For example, if a TCK is exposed to Australian English by friends or perhaps a teacher and perceives Australians to be gregarious he or she might view their English more positively and be more inclined to adopt it and some of the cultural attachments it brings (Tadmor & Tetlock 2006). The language and consequently the slang of the TCKs would be affected by this attitude.
 International schools tend to have a fairly high turnover of students and staff, which can mean that cultures will be represented in varying degrees in the school’s population. Where one of these cultures has a numerical superiority or some form of social appeal, the linguistic influence of a specific cultural group might increase as its “desirability” goes up (Liebkind 1995)(Buchholtz 2000). This would mean that words from that culture’s language would be more prevalent in the school’s youth lexicon. In such a way the slang amongst TCKs  will acquire a varied nature that is impossible to precisely replicate.
 Bilingual TCKs with an integrative approach to their spoken languages will be reluctant to marginalise either their English or their perhaps less frequently used alternative even though there may not be many chances to express the latter at school. It is still an important part of their sense of identity (Shuverova 2003). This may see them actively maintain non-English languages through discourse with other members of the language group or even passively by reverting to it in times of stress or excitement.

  With so much linguistic and cultural input, the language at an international school has the potential to be a unique combination of factors that might not be found in that configuration elsewhere. Though the official language of the school is English, the slang and jargon used amongst the TCK pupils has the potential to originate from a number of varieties of English, or even other languages, especially in light of the open, international perspective shared by TCKs and reinforced by their environment and schools and a lack of rigid guidelines based on a specific model variety of English.

4.1
Diversity of cultural and linguistic input
If, as most TCK researchers put forward, third culture is a blend of the input from a variety of cultures feeding into it, it seems reasonable that the language particular to these third culture groups will reflect this input and perhaps expose the dominance of a certain culture over others, or other types of asymmetrical exchange. For example, a prevalence of Australian slang words in the daily lexicon of the students of an international school might result from a relatively large population of Australians and could show that the influence of this cultural group is one of the main influences on the school’s youth culture. Though TCKs can be divided according to their nationality, they still share a childhood experience which sets them apart from their peers back home and brings them closer to other TCKs of different nationalities. In this way do TCKs form a type of subculture of their own based on their shared experiences.
  When examining the many forms of third culture outside of the context of the specific personal history of the TCKs, common factors can be seen. These are the skills and attitudes propagated by international schools, the developmental effect of being moved from place to place and encountering many cultures, the daily realities that affect expatriates and the youth culture created by TCKs at school and in their free time. This youth culture will be expressed linguistically in part through the slang developed by the TCKs to both identify and reinforce their sense of community (Buchholtz 2000).
Third culture lacks many of the typical cultural symbols and expressions that are common in national cultures and ethnic identities. It is defined by associated skills and experiences, bearing more resemblance in that sense to an occupational group or subculture (Eakin 1998). Groups such as this almost all have some form of jargon which helps identify ingroup members and define common concepts.
For all their similarities and common feelings and attitudes, many of their core values might well be different. There is no fixed standard for the use of language. Often TCKs adopt a pragmatic approach to language that involves code-switching and similar forms of linguistic interference as a part of their third culture identity (Leach 1994). Slang and jargon form major elements of the TCKs’ creation of a sense of identity and assist in the process of defining themselves in relation to others whether to emphasise difference or minimise it.
4.2
Language and identity
 Even small matters such as favourite foods, music taste or fashion sense can play a significant part in the construction and maintenance of identity (Liebkind 1995), along with more overt factors such as spoken language, religion and other cultural markers. Of these, language is the most notable. Initially, the idiom reveals a likely nationality of the speaker, accent can identify regional origin or socio-economic status. Tone of speech exposes a view of the speaker’s state of mind, while grammar and vocabulary can be indicators of educational achievement.
Language also plays a valuable role in the expression of identity or the projection of a desired identity. People can modify their speech in an effort to project certain characteristics they identify with themselves or would like to, such as phlegmatism or cheerfulness. However concious these alterations or idiosyncracies are, one can draw conclusions about the speaker’s personality and background from them. Slang and jargon are salient markers of cultural association and perceived identity, which in the case of third culture kids is formed by the cultural influences they have been exposed to. 
 The struggle to reconcile several cultural influences can be seen as the cause of the TCK’s difficulties with identity, something monoculturally-raised children do not have to deal with. This is especially true of TCKs returning to a monocultural environment such as their homeland (Eakin 1998, van Reken 1986). The difficulties experienced by such returning TCKs are identified by the majority of third culture research and are plainly a great influence though they are seldom referred to negatively in this research.
   Slang and jargon are important forms of youth speech and help to define youth identity and cultural belonging (Buchholtz 2000). Some terms are universal, having crossed language barriers. Because international schools are relatively isolated from the host country’s educational system and culture and concentrate TCKs together, any slang will become widely known amongst the students within a short period. It may, however, disappear again just as quickly should it fail to find use (Buchholtz 2000).

  Every school has it own slang, marking students as member of a common group. This slang may refer to geographical or architectural features of the school , such as “The Quad” or “The Shoebox”, or it may refer to customs and traditions of that school, specific subcultures or subgroups, even the staff and lessons (Rue 2000, Klerk 1990). International schools are no different and the student body will amass a number of terms that would be difficult to decipher for a non-student, thereby accomplishing the effect of ingroup membership (Buchholtz 2000, Liebkind 1995).

In situations where several TCKs of the same nationality attend the same school, use of the mother tongue may be a way of differentiating oneself and reinforcing the home culture aspects of the third culture (Liebkind 1995)(Cottrell & Useem 1994). If there are several or even many speakers of a single non-English language, the transfer of concepts, phrases and words will proceed more quickly. The open attitude to other cultural phenomena displayed by TCK would make them receptive to these cultural influences (Shuverova 2003).

 Though  English is the common language, there are many non-native English speakers, bringing with them elements of their mother tongue and culture that may become incorporated into the youth speech of TCKs. This will almost certainly result in an English language in each individual case that does not conform fully to any particular national/regional ideal despite sharing many similarities with one or more varieties

 Because of the unique combination of influences within each group of TCKs, their youth speech will not be quite the same as that of other youths. Especially in terms of the cultural diversity displayed in their slang and jargon TCKs differentiate themselves from those raised in a monocultural environment.

  What may have been the norm for TCKs at one school might be considered unusual elsewhere. When seeking to be accepted into an existing group, such distinction does not aid in the reinforcement of common traits (Liebkind 1995). The present writer, upon relocation from Australia to Belgium, where American English was the dominant youth language at the international school, rapidly lost any trace of an Australian accent and switched back to a previous American one.

  The youth speech of TCKs at an international school is therefore likely to include elements from several cultures and languages, introduced by individuals or groups that form a part of the common youth identity, and to have a – usually implicit – model language, though many variants will be accepted. Slang and jargon are important elements of both the school’s common youth culture as well as each individual’s third culture (Buchholtz 2000). Many slang terms, being so closely associated with cultural concepts, must bring with them an implicit transfer of cultural information and maybe even an expression of norms (Klerk 1990). A TCK used to euphemistic slang from years living in a theocracy might be shocked by others’ more overt, possibly vulgar, slang terms such as expletives. If this is the norm within the school, the TCK has the option to conform to the youth identity by converging his speech acts or distinguishing himself by maintaining his previous communicative style or even exaggerating it.

5.1
Slang and youth culture
The slang and youth speech used by TCKs has been argued to reinforce the youth culture shared by these students and the common elements of their backgrounds (Buchholtz 2000), as well as providing a relatively consistent and overt norm for ingroup association within the youth culture (Liebkind 1995). In addition, this slang is likely to reflect the TCK’s wide crosscultural background by containing elements from different languages, accents or regions. The TCK’s identity is shaped by its cultural experiences and, as with any notable characteristics of identity, this will be expressed verbally. Slang is a major element of youth culture both a marker of ingroup association but also an important aspect of communication.
  The TCKs’ common elements may come from contact with the host culture through the media or daily life, or they may be adopted from the school’s lexicon. They might originate in the TCK’s first or second language, or be drawn from a less formal exposure to a language, such as through a friend. In any case they would be a unique blend of influences, much as the students’ third cultures.

  Feeling rootless, TCKs are cautious when entering new situations and take care to examine the norms before participating actively (Cottrell 1993). Some may not be very proficient in English, or whatever language is the norm at their school. Many different accents and varieties will be spoken in the hallways of an international school, along with many idiosyncratic code-switches or alternate usages. All of this will have an impact on what TCKs view as normal, changing their standard for what is acceptable, preferable or comprehensible English.

  Not only will the language be altered by those not native to its use, but cultural transfer will take place as students get to know one another and learn about each other’s origins and backgrounds (Habib 2008). New words may be coined to express concepts not present in the English language, or non-English words adopted into the daily lexicon of the TCKs. 
  For those TCKs who are bilingual, linguistic interference may come from their second fluent language. Attachment to these languages may result in code-switching, intentional or not, which presents a new source of influence on the slang of the international school’s youth culture(s), and through it on the students’ own third cultures. An example would an expletive in a language unknown to the teachers that is then repeated often in class.
The  common identity of the TCKs that comprise the student body will be liable to be altered and change according to different circumstances and influences that factor into it . Where domestic schools might even see traditions or ingroup knowledge passed on to younger siblings, the mobile lifestyle of the TCK makes this nearly impossible (Pollock & van Reken 1999). With a limited permanent population, the youth culture of an international school will be less consistent. Traditions do not have time to become properly established unless maintained by the school, which is more constant as an institution but still sees high turnover and thus inevitable change.
Newly-arrived TCKs find themselves in a totally different environment, and may arrive at awkward times, such as halfway through an academic year or during a holiday period. They must learn the particular rules governing social interaction in their new environment and adjust to them in order to be properly assimilated into the group culture (Tadmor & Tetlock 2006), a process which can be assisted by the TCK’s ability to empathise and communicate with others from varying backgrounds (Eakin 1998).

The act of altering one’s speech – both lexical and morphological features – in response to an interlocutor is described in Communicative Accomodation Theory (CAT), pioneered by Howard Giles. CAT describes three different processes of accomodation: convergence, divergence and maintenance (Giles & Boggs 1999). Convergence describes the process of altering one’s speech and behaviour to match the communicative style of the interlocutor, thereby aligning oneself with him or her as well as promoting mutual comprehension. Divergence implies altering one’s speech in an effort to differentiate oneself from the interlocutor. Maintenance is the simple retention of all normal communicative characteristics, which serves to reinforce the projected identity as well as create distinction with the interlocutor, whether ignoring communicative differences intentionally or not (Giles & Boggs 1999).

 TCKs seeking to enter their school’s youth culture are likely to employ these techniques when interacting with other students as they seek to define their identities. Many TCKs, like most teenagers, will conform to the commonly-held norm - if there is one - and therefore display convergence towards the existing ingroup members (Tadmor & Tetlock 2006)(Straffon 2003). Common convergence towards inclusive identities also serves to reiterate the common culture (Giles & Boggs 1999).

 Some youths will seek to define themselves by contrasting their identity to the common group identity, casting themselves as outcasts or special in some other way. This is exemplary of divergent behaviour, a process that helps define projected identity by emphasising differences rather than similarities.

 TCKs, however, have been argued to have a deep-rooted sense of being different, especially when in monocultural environments (Cottrell 1993). They have also been described as highly adaptive and feeling an affinity for others with a third culture background. It does not seem likely that many TCKs will employ either the strategies of divergence or maintenance to a high degree, as these do not reinforce a sense of ingroup belonging. While it is by no means true that everyone will attempt to join an ingroup, it is uncommon for a youth to differentiate themselves so distinctly from their peers that they do not take part in any form of the common youth culture. In many cases these ingroups may be less explicit than one may think and conforming to one less of a concious decision than a natural proigression. Unfortunately research comparing third culture kids to their monocultural peers is almost nonexistent and there is no information regarding their respective preferences for communicative strategies. These can differ from situation to situation, making it all the harder to identify a specific tendency or preference. Most adolescents crave a degree of acceptance and so to develop a communicative strategy which differentiates them from their peers, which carries the risk of ostracism, is a risky strategy.
 That is not to say that divergence and maintenance do not have a place in the everyday interactions between TCKs, for they offer an opportunity for each TCK to display some of the unique and diverse cultural influences that are a part of their individual iterations of third culture and which distinguishes them (Watson & Carlson 1995). A TCK who has lived in Colombia might well use slang phrases or common expressions in Spanish as a reinforcement of that aspect of her personal identity and a way to show individuality while conforming to the larger common youth identity (Buchholtz 2000).

  From a more individual perspective, convergence to the common youth culture enables ingroup membership and the reinforcing effect this has on identity. At the same time, some acts of maintenance or divergence allow for the expression of individual identity (Liebkind 1995). This distinction can even serve to reinforce the common identity by displaying one’s multicultural background which, though unique, still bears many similarities to the experiences of other TCKs (Vermeij 2002).

5.2
Creating a sense of belonging
Teenagers tend to feel a strong desire to be accepted by their peers and to be seen as a member of the youth culture according to research done on youth slang by researchers such as Buchholtz, who approaches the subject from somewhat of an outsider’s perspective. TCKs are no different and face a different challenge in joining a school’s youth culture in light of their indivually varied experiences and cultural backgrounds. In order to become associated with the youth culture, adoption of the slang will to some degree be necessary if what Buchholtz claims holds true and one applies Giles’ Communicative Accomodation Theory. A failure to do so will mark the TCK as an outsider.
 The youth language spoken amongst TCKs at international schools will not necessarily mirror that of a national culture, though several varieties of English may be considered acceptable norms which can then be used as frameworks for the specifics of the school’s youth speech. It may be that some TCKs model their English on General American and others on British English, with possible lexical overlap.
 In other cases, however, one variety of English is associated with the youth culture and is used as a model for the creation of the youth language, as at aforementioned school in Belgium where American was the “normal” variant. The process of convergence would result in most of the student body adapting their English to match, by altering their accent or their lexicon (Giles & Boggs 1999).

Like other adolescents, most TCKs will display convergence in their interaction with others in their third culture environment and thus alter their speech and behaviour, at least to some degree, to match the norms and ideals of the youth culture. This enables them to enjoy the benefits of ingroup membership (Liebkind 1995) and provides a recognisable ideal of behaviour and speech. Adopting words and phrases into their daily speech would be a sure sign of such accomodation (Giles & Boggs 1999), with the added international influences available to the TCK.

 Simultaneously, the acts of maintenance and divergence allow the TCK to project alternatives to the common norm, enabling the individual to differentiate itself but also potentially affecting the youth culture. Much as elements of the youth culture are adopted into the TCK’s identity, the reverse is also true, though the influence of a single individual will be limited in comparison to the ever-present entity “They” which seem to comprise the majority of any youth culture. Nonetheless, the individual third cultures of the students will necssarily have an influence on the common youth culture, indicating a bilateral  - though not necessarily symmetrical - effect. Cultural transfer in this case must be at least to some degree reciprocal, and while the cultural input of each individual may not become part of the common youth culture, it will help to define the parameters of that culture and the context in which is to be placed.
    On the basis that third culture is an individual creation which is affected by numerous sources of cultural input, the linguistic background of third culture kids must likewise be diverse and unique. Though not being fully immersed into the languages of their host countries, many TCKs are bound to encounter them as well as many others. Perhaps their au pair teaches them some German, or they must speak Spanish to order fast food. Maybe they have a bilingual friend at school who secretly teaches them expletives in his or her mother tongue.

The blend of different linguistic influences that a TCK displays are inextricably linked to the unique composition of their personal background and self-made third culture. Many may not be expressed or be very subtle, while others may be much more overt. At the least, knowledge of other languages and cultures will enable third culture kids to adjust more easily to unfamiliar dialects and non-native forms of English (Knutson 2006). This would include the peculiarities of youth speech within their environment’s youth culture.

   The high mobility of TCKs often requires them to adapt to new norms or standards as they enter new environments and situations. Very often, there would be modification and convergence of language and behaviour, but this does not imply that this convergence must lead to complete acceptance of the other’s standards. Recent arrivals at international schools will be exposed to the words and names that are commonly used in the school’s lexicon and have the opportunity to adopt these, perhaps even reducing an accent to minimise distinction, while retaining elements of the previous school’s youth speech in their linguistic style and vocabulary. When expressed, these might be accepted and possibly become features of the youth speech of the new school, thereby in turn influencing the other students’ third culture (Rue 2000). Or they may be subject to ridicule or apathy and quickly be concealed, assuming the student is attempting to converge with the cultural norm.

    The reality is that TCKs share certain types of experience, despite the differing details. Certain concepts are familiar to them that might be unfamiliar or even unknown to others. Having to say goodbye to friends, the experience of being new to a country and school, doubts about where home is, these are the kinds of things that occur frequently in the lives of TCKs and logically must find expression in their language as they form such a binding thread in their shared culture.

6.1
Conclusions
There is no doubt that companies, governments and organisations will continue sending employees abroad for a variety of reasons for at least the foreseeable future, and with the increasing mobility of the global workforce it is even likely to increase. As such the phenomenon of the TCK will likely continue to exist for many years to come and warrants more detailed and extensive research than it has enjoyed.
  The definitions given of third culture centre around the experiences of children and teenagers exposed to different cultures during their formative years (Eakin 1998)(Pollock & van Reken 1999). Third culture is present in those who have had intense contact with other cultures while conversely lacking the consistent influence of a home culture. Unfortunately most of the existing definitions tend towards being unspecific and are thus rather more inclusive than they need to be. 
The definition which has been employed throughout this thesis, as stated in Chapter 1, attempts to combine the common elements of the previous definitions found in literature. What is evident from the start is that third culture is only discussed in relation to children. The first conclusion that can be drawn is that third culture is something which is only acquired or developed by children or adolescents.
This indicates that third culture cannot co-exist with a fully-formed cultural identity and is developed either alongside or in place of it. Given that third culture kids are rarely exposed to any specific cultural influence for the entirety of their sojourn abroad – with the usual exception of their home culture – there will be a diverse array of potential cultural information available to them for assimilation and expression. It would be nearly impossible for them to fully integrate any particular culture, even their home culture, due to lack of immersion, never being exposed fully or long enough to truly adopt a cultural identity. This is further evidenced by the preference of TCKs for contact with people who have also had an international background, even over peers from their home country and culture (Straffon 2003). Third culture, though not as consistent in its sources and norms as a national culture, serves as a replacement for this national culture in the formation of identity.
One of the common elements shared by almost every TCK is attendance at an international school. These institutions play a very important role in the lives of third culture kids for a number of reasons and have a strong influence not only on the cultural but also the linguistic upbringing of their students. This is primarily because international schools host the vast majority of a country’s TCK population, which not only brings them together and allows for the creation of peer groups based on perceived similarities but also provides common ground for the TCKs as they share the experiences of school life.
In addition, international schools promote cultural understanding, multilingualism and internationalism as important values which are passed on to the students. While having beneficial effects later in life through increased intercultural competence, this also creates an atmosphere well-suited to the interaction between TCKs who might otherwise have little in common apart from their similar experiences. (Straffon 2003) Most TCK researchers emphasise, somewhat idealistically, that TCKs are quick to accept different cultures and languages and will be less likely to adhere to strict patterns of speech, favouring mutual comprehension over the ideal. If so, the slang and jargon of TCKs can be formed from a variety of different influences, some unique to the circumstances of the TCK’s personal background.
On the basis that third culture applies exclusively to children, and that the vast majority of these children are educated at international schools that not only affect their perceptions but also provide a venue for social interaction, it is logical that their use of language is determined in part by the circumstances at their school, especially in the presence of their peers, in addition to factors such as their parents, possible L1 influence and media to which children are exposed to in increasing degrees.(Boggs & Giles 1999).
Because third culture as a phenomenon which is relatively lacking in cultural symbols and linguistic standards, there is no ideal to which all TCKs aspire or which is particularly associated with TCKs. Without a clear guideline of what is considered desirable or favoured, individuals are less at risk of alienation if they employ communicative techniques and display linguistic phenomena that differ from their peers. Third culture is not linked to a particular accent, language or belief and so there is no wrong way of expressing oneself. 
  The lack of a prescriptive model includes linguistic expression of identity and culture, which will be a reflection of the combination of cultural influences experienced by the child (Shuverova 2003). By giving voice to their various cultural influences, TCKs associate themselves with the international aspects of their shared identity (Liebkind 1995), reinforce the development of their third culture and exert influence on the youth culture at their school as well as youth speech and slang. The slang and jargon employed by such a youth culture is a salient expression of certain cultural elements, such as concepts and attitudes (Buchholtz 2000). 
   The slang that features in the youth speech of TCKs at an international school shows dual effect. Not only would the students express and reinforce their own identities and third cultures by means of slang and jargon, whether converging to the norm or maintaining an alternative speech pattern (Giles & Boggs 1999), thereby providing sources of cultural influence for their peers, but they also derive a portion of their identity and definition of a part of their third culture from the school’s youth culture, which is maintained by consensus and commonly-held views.

Slang is an important tool of ingroup formation and identification, possibly more so amongst children and adolescents. That it is employed is a certainty. Whether TCKs use slang to differentiate themselves from their peers or to associate with them, it serves to reinforce their culture and identity (Klerk 1990).
 The slang currently used by most third culture kids is the result of a series of influences, each of which is more powerful at the time, such as the school’s youth culture, but is ultimately replaced by another set of influences upon the TCK’s relocation. Though remaining part of the third culture of that individual, the process of adaptation undergone by TCKs will force them to respond to a new set of stimuli and acculturate to a new host culture and school youth culture. In turn, any remnants of a previous youth culture could be introduced to the current school’s youth as an expression of someone’s third culture, and then be adopted into the prevailing youth culture.

  That each TCK will develop a unique approach to language seems almost unavoidable in light of the experiences that make up the process of third culture creation. Slang and jargon, as overt and clear indicators of this culture, do reveal which languages and cultures a TCK has encountered. It would be a mistake, however, to assume that the use of slang by TCKs is fully and completely indicative of which cultures they have encountered and adopted elements of. If this were true, the language used by TCKs would more resemble a pidgin or patois than established norms of languages such as English. In reality, many cultural elements acquired by third culture kids will probably go unexpressed.
Nonetheless, the fact that TCKs will make use of slang and jargon and that this will differ significantly on an individual level is a logical conclusion to make. That this slang will necessarily expose the cultural background of that child is less certain, barring a more detailed investigation into the language use of a large sample of TCKs juxtaposed against their personal histories. Certainly their slang will show (incompletely) which cultures and languages the TCKs have encountered and possibly been influenced by. It is not possible, however, to claim that a TCK’s cultural background can be read from his or her speech alone.
  The concept of third culture has been discussed and relevant factors to its creation identified. A definition of third culture was proposed to encompass the common and individual elements of third culture, something which is somewhat lacking in the current literature. Specifically the lack of a single authoritative definition of third culture complicates the effort to draw generalisable conclusions. The definitions offered by the major names in the field are by no means mutually exclusive, but it would be a step forwards in third culture research should they agree to a commonly-held definition.

Though third culture can only be acquired during an early stage in life, i.e. before one has fully integrated the home culture, its effects persist into adulthood (Cottrell 1993). This shows the effects of third culture not to be a simple reactive mechanism to an unfamiliar environment but an integrated attitude. Though some research has been conducted into the effects this has in later life, namely the study by Useem and Cottrell, it is still unclear how much adult TCKs have in common with one another and their peers.
  The role of slang and jargon in the formation of identity and culture in youth groups is a field that has also received limited attention. Though their role as overt expressions of culture and identity does not seem in question, it would be interesting to study further the frequency of particular slang and jargon terms and phrases and the rate at which they are replaced. Some of the unusual facets of the language used by third culture kids, such as frequent bilingualism and the independent nature of their school’s curriculum, support the argument that their use of language would reveal cultural information about their third culture background.

  Analysis of the English proficiency of third culture kids could offer more tangible evidence that there is indeed linguistic influence from other languages. It would also be worthwhile to compare the values of third culture kids to peers who have lived in only one country and culture to determine if there is any noticeable difference in their beliefs and morals or whether the effects of an international childhood are negligable in this case.

  Analysing communicative behaviour in light of communication accomodation theory (Giles & Boggs 1999) and taking into account the common traits of third culture kids, it could be concluded that third culture kids would be quick to adapt to their new host culture – including a youth culture – but would retain and express elements of their past experiences in the process of identity-construction. Youth slang, as an overt cultural marker, plays an important role in this process and further allows the expression of commonly-held concepts and ideas. On the other hand, influences such as peer pressure can encourage a particular use of language regardless of the youth’s background.

  Taken together, the concept of third culture and the role of youth slang provide a model by which one might measure direct cultural influence versus past cultural influence, the ways in which third culture concepts are commonly expressed by TCKs, amongst others. The conclusions of this thesis were that youth slang is indeed a key indicator of the relative influence of cultural sources, but that the effect of past and present influences is difficult to define. Collecting linguistic and cultural data from third culture kids upon entry to a country and upon exit could reveal more clearly what this relationship is.

  Quantitative research in this field might prove fruitful, especially when executed on a global scale. It may be possible to identify specific linguistic traits which are linked to or associated with third culture. It would be of further interest to record third culture kids’ attitudes towards foreign language learning or their sense of ownership of a language. It could be possible that the impreciseness of the standard definitions hamper the ability to properly research third culture kids.
  As of yet, the study of third culture and TCKs is a somewhat self-contained field. This lack of recognition from other branches of social sciences is not supportive of the further examination of third culture. This is also because it seems to touch upon several fields, from linguistics to cultural anthropology and others. Perhaps because it is not a part of a specific field, it receives less focused attention from the academic community.

  Further study might confirm the concept of third culture or it might provide an alternative explanation for the characteristics shared by so many people raised in transnational and crosscultural environments. Third culture is often defined through its agents, third culture kids. It has been concluded that crosscultural exposure at a formative age is necessary for the formation of third culture, which would be an excellent area for developmental psychologists to further research. Until other disciplines accept and adopt the concept of third culture into their field of study, much about third culture and how it develops will remain a mystery.

  Given the numerous characteristics listed by various authors, it would be a shame to remain idle. Without a full understanding of the strengths and weaknesses of third culture kids, it will be difficult to correctly apply their skills and compensate their flaws. If they truly have the intercultural compentences named by several authors, they could provide a valuable resource in a world where intercultural communication continues to progress vigourously.
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