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Abstract Adolescents’ heritage culture and national identities are potential devel-
opmental assets for socioemotional adjustment. The school context can support the
development of such identities. Therefore, the aims of our study are to (1) iden-
tify patterns of heritage and national identity trajectories across mid-adolescence,
(2) test whether they are predicted by classroom cultural diversity climate, and
(3) test whether they are linked to socioemotional adjustment. Adolescents of im-
migrant descent in Germany (N= 431, 50.3% female, Mage = 12.36 at T1) filled out
surveys at the beginning (T1) and end of 7th grade (T2), and end of 8th grade (T3).
Using latent growth mixture models, three trajectories were identified, which had
stable, moderate national identities but varied in heritage identity: “high decreas-
ing heritage identity”, “moderate stable identities”, and “low increasing heritage
identity”. At the classroom level (but not individual level) diversity climate at T1
predicted a “moderate stable identities” trajectory, compared to a “low increasing
heritage identity” trajectory. Further, adolescents in the “moderate stable identities”
trajectory reported higher life satisfaction at T3 compared to those in the “low in-
creasing heritage identity” trajectory. Overall, the findings suggest heterogeneity in
identity trajectories with implications for socioemotional adjustment.

� Linda P. Juang
Inklusionspädagogik, Universität Potsdam, 24–25 Karl-Liebknechtstraße, 14476 Potsdam, Germany
E-Mail: juang@uni-potsdam.de

Miriam Schwarzenthal
Institut für Bildungsforschung, Universität Wuppertal, Gaußstr. 20, 42119 Wuppertal, Germany
E-Mail: schwarzenthal@uni-wuppertal.de

Maja K. Schachner
Institut für Pädagogik, Martin Luther Universität Halle-Wittenberg, Franckeplatz 1, 06110 Halle,
Germany
E-Mail: maja.schachner@paedagogik.uni-halle.de

K

https://doi.org/10.1007/s11618-023-01204-5
http://crossmark.crossref.org/dialog/?doi=10.1007/s11618-023-01204-5&domain=pdf
http://orcid.org/0000-0002-0308-6378


64 L. P. Juang et al.

Keywords Heritage cultural identity · National identity · Trajectories · Classroom
cultural diversity climate · Socioemotional adjustment

Entwicklungsverläufe herkunftskultureller und nationaler Identitäten:
Zusammenhänge mit dem kulturellen Diversitätsklima und der
sozioemotionalen Adaptation von Jugendlichen mit
Einwanderungsgeschichte

Zusammenfassung Herkunftskulturelle und nationale Identitäten sind eine mögli-
che Ressource, deren Entwicklung die Schule unterstützen kann. Die Studie beab-
sichtigt (1) Muster herkunftskultureller und nationaler Identitätsverläufe zu identi-
fizieren, und zu untersuchen, (2) inwiefern diese Muster mit dem kulturellen Di-
versitätsklima in der Klasse sowie (3) mit sozioemotionaler Adaptation zusammen-
hängen. 431 Jugendliche mit familiärer Einwanderungsgeschichte (50,3% weiblich,
MAlter = 12,36) füllten zu Beginn (T1) und Ende der 7. Klasse (T2) sowie Ende
der 8. Klasse (T3) Fragebögen aus. Latent growth mixture models identifizierten
drei Entwicklungsverläufe mit stabilen, moderaten nationalen und unterschiedlichen
herkunftskulturellen Identitäten: „hohe abnehmende herkunftskulturelle Identität“,
„moderat stabile Identitäten“ und „niedrige zunehmende herkunftskulturelle Identi-
tät“. Auf Klassenebene sagte das kulturelle Diversitätsklima zu T1 „moderat stabile
Identitäten“ voraus, verglichen mit einer „niedrigen zunehmenden herkunftskulturel-
len Identität“. Jugendliche mit „moderat stabilen Identitäten“ berichteten außerdem
eine höhere Lebenszufriedenheit zu T3 im Vergleich zu denen mit „niedriger zu-
nehmender herkunftskulturellen Identität“. Die Ergebnisse verweisen auf vielfältige
Entwicklungsverläufe mit Implikationen für die sozioemotionale Adaptation.

Schlüsselwörter Herkunftskulturelle Identität · Nationale Identität ·
Entwicklungsverläufe · Kulturelles Diversitätsklima · Sozioemotionale Adaptation

Two well-known approaches to the study of identities among adolescents of multi-
ple heritages differ in their emphasis. On the one hand, acculturation models were
developed to describe experiences of adolescents of immigrant descent and empha-
size that engaging in and identifying with both heritage1 and national cultures are
important for socioemotional adjustment (Benet-Martinez and Haritatos 2005; Berry
et al. 2006; Stogianni et al. 2022). On the other hand, ethnic-racial identity models
were developed to describe experiences of minoritized adolescents, not necessarily
only those of immigrant descent, and emphasized that affirming one’s ethnic-racial

1 The term “ethnic-racial identity” is used in North American literature (Rivas-Drake et al. 2014) and
“ethnic identity” is used in German acculturation literature, but usually only for immigrants and not meant
to capture experiences of non-immigrants, meaning ethnic identity tends to refer to heritage culture. Yet, the
term “ethnic German” also is used to refer to a shared ancestry, such as between East and West Germans,
or so-called German repatriates, (Spät)Aussiedler, from Poland or the former USSR (Titzmann et al. 2011).
To try to be transparent, we chose to use the term “heritage culture identity” or “heritage identity” for our
study, but also use “ethnic identity” when referring to specific studies that have used that term.
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identity in inequitable societies is important, especially for marginalized and minori-
tized youth (Neblett et al. 2012; Rivas-Drake et al. 2014). Both frameworks have
drawn from developmental and social theories of identity (Erikson 1968; Tajfel and
Turner 1986) to argue that developing and maintaining a sense of belonging to one’s
heritage and national cultural groups can be a resource for positive socioemotional
adjustment (Phinney et al. 2001). In other words, there is potential for these identities
to become developmental assets (Neblett et al. 2012). Importantly, school is a key
context for the development of such identities (Schachner et al. 2016; Umaña-Tay-
lor et al. 2018) and over-time changes in identities are important for understanding
adolescent adjustment (Gonzales-Backen et al. 2016; Spiegler et al. 2019). The aims
of our study, then, are to (1) identify patterns of heritage and national identity tra-
jectories across mid-adolescence, (2) test whether they are predicted by classroom
cultural diversity climate, and (3) test whether they are linked to socioemotional
adjustment.

1 Heritage and national identities and socioemotional adjustment

From developmental and social identity perspectives (Erikson 1968; Tajfel and
Turner 1986), a strong heritage as well as national identity can be both promotive
and protective. Heritage or ethnic-racial identity refers to how individuals’ think and
feel about being a member of their heritage or ethnic-racial groups (Umaña-Taylor
et al. 2014). Likewise, national identity refers to how individuals’ think and feel
about being a member of the country they live in. Youth of immigrant descent who
internalize the importance of belonging to multiple groups and cultures incorporate
this sense of belonging into their self-concepts and identities (Verkuyten et al. 2019).
These various identities provide affirmation of being part of a valued social commu-
nity and have been linked to more positive socioemotional adjustment (Rivas-Drake
et al. 2014).

In Germany, adolescents with stronger heritage identities report better psycho-
logical well-being in terms of lower depressive symptoms, greater life satisfaction,
and self-esteem (Göbel and Preusche 2019; Juang et al. 2020; Kunyu et al. 2020;
Schachner et al. 2018; Schotte et al. 2018). In contrast, national identity is not linked
as consistently to socioemotional adjustment (Schotte et al. 2018). Adolescents with
stronger national identities do, however, report better academic performance, greater
school motivation and engagement in some studies (Schachner et al. 2016) but not
in others (Spiegler et al. 2018).

Most studies of heritage and national identities are cross-sectional and focus
on mean-levels of identity scores (e.g., how higher or stronger levels are linked
to more positive adjustment). Importantly, longitudinal studies show that ethnic
identity change is related to socioemotional adjustment. For instance, increasing
ethnic identity affirmation, i.e., feeling proud of and a sense of belonging to one’s
ethnic group(s), is related to increasing self-esteem for Mexican American heritage
adolescents across a period of 3.5 years (Gonzales-Backen et al. 2016). In contrast,
increasing ethnic identity exploration, i.e., actively questioning and learning about
one’s heritage and ethnic group(s), was related to greater depressive symptoms
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among early adolescents (but not older adolescents), highlighting that changes in
specific identity dimensions relate to adjustment in different ways and at different
developmental periods (Gonzales-Backen et al. 2016). In our study we focus on
changes in heritage and national identity affirmation as this particular aspect is
consistently related to positive socioemotional adjustment (Rivas-Drake et al. 2014).

In contrast to the previous studies listed above, we include national identity to-
gether with heritage culture identity in analyses for three main reasons. One, from
an acculturation perspective, adolescents of multiple heritages are simultaneously
forming their identities regarding their heritage culture(s) as well as national cul-
ture. Thus, ignoring one or the other gives an incomplete picture of how these
multiple identities intertwine and together contribute to development and well-being
(Berry et al. 2006; Verkuyten et al. 2019). Two, our longitudinal analyses address
an important limitation in acculturation research where most studies are cross-sec-
tional, focus on the traditional four Berry typologies, and do not capture the two
processes over time (Bierwiaczonek and Kunst 2021). Rather than start with the four
typologies which demonstrate weak relations to well-being (see Bierwiaczonek and
Kunst 2021 for a meta-analysis), we adopt a data-driven approach to examine trajec-
tories of the two identities over time. Three, national identity in Europe is often seen
as synonymous to ethnic identity, also called ethnic nationalism (Brubaker 2009).
German citizenship until 2000 was based on jus sanguinis (“right of blood”) rather
than jus soli (“right of soil”), which coupled ethnicity to Germanness. This ended up
being exclusionary as equating ethnicity with nationality results in national identities
where “Germans”, for instance, are only reserved for ethnic majority non-immigrant
individuals and as a contrast to “immigrants”, “foreigners”, or being of immigrant
descent (Moffitt et al. 2018). Equating ethnicity with nationality is now considered
“outdated” (Federal Government Expert Commission 2021). Subsequently, to ad-
dress the exclusionary implications of ethnic nationalism, we consider how multiple
identities (e.g., heritage cultural identity and national identity) can and do co-exist
among adolescents of immigrant descent. As Verkuyten et al. (2019) put it, it is
possible “to be both, and more”.

Considering both identities together showcases the heterogeneity of patterns and is
informative for adolescent adjustment. Importantly, as opposed to variable-centered
analyses, we took a person-centered approach to highlight distinct developmental
trajectories that would be invisible if we only looked at sample-averaged continuous
data on the original scales or at the sample-averaged progression on the two scales
over time. Person-centered analyses acknowledge that there is no such thing as “the”
developmental process (Keijsers and Van Roekel 2019). A study of Aussiedler mid-
adolescents found three trajectories across three years: those with high and stable
national identity and low but increasing heritage identity, low and stable national
identity and high but decreasing heritage identity, and those with medium-level and
stable national and heritage identities (Stoessel et al. 2014). A study of Turkish-
heritage German early adolescents found that ethnic and national identities (affirma-
tion) changed from 4th grade to the 6th grade with two main trajectories (Spiegler
et al. 2018). Both trajectory groups showed moderate stable German identities over
time and were distinguished by one group having high stable Turkish identity and
the other group having a moderate increasing Turkish identity. While adolescents in
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both trajectories were well-adjusted in school, adolescents in the trajectory marked
by high stable Turkish identity showed greater school motivation compared to those
in the other. The authors concluded that having a strong and steady heritage iden-
tity throughout early adolescence was a developmental asset for school adjustment
(Spiegler et al. 2018).

Another longitudinal study of ethnic and national identities among Muslim ado-
lescents in four European countries (England, Germany, the Netherlands, and Swe-
den) found four classes of identity trajectories: 1) moderately strong increasing
ethnic and national identities, 2) strong decreasing ethnic identity with moderate
strong increasing national identity, 3) weak to strongly increasing ethnic identity
and moderately strong increasing national identity, and 4) strong decreasing eth-
nic identity with continuously weak national identity—a pattern that was marked
by having the greatest distance between the two identities (Spiegler et al. 2019).
Adolescents in Germany were more likely to be in this last class compared to
adolescents in the other countries, perhaps due to the high stigmatization and dis-
crimination that Muslim people face in Germany (Foroutan 2012). The results show
that adolescents with converging identities (i.e., strong ethnic identity that is slightly
decreasing with moderate strong increasing national identity converging by later
adolescence) showed greater declines in problem behavior, greater life satisfaction
and better health. Taken together, the two studies (Spiegler et al. 2018, 2019) show
that, in general, (a) ethnic identity is usually reported to be higher than national
identity, (b) national identity is more stable across adolescence, (c) there is more
individual variation around ethnic identity, (d) when both identities are considered
in combination there are between two and four trajectory patterns, and (e) it is the
change across time manifesting in different patterns of trajectories that is linked to
socioemotional adjustment.

2 Schools can afford positive identity development

During adolescence, more sophisticated cognitive abilities allowing for deeper self-
reflection and critical thinking, along with exposure to new contexts and growing
peer and community networks, contribute to a more complex understanding of the
self in relation to society (Habermas and Bluck 2000). In addition to exposure to
new contexts, family messages around issues of ethnicity-race and culture contin-
ues to be an important source of socialization for the development of ethnic-racial
identities (Huguley et al. 2019). Another important context for identity develop-
ment is school. Schools are places for young people to explore, understand, and
gain clarity regarding their heritage and national identities (Umaña-Taylor et al.
2018). Schools can provide affordances—aspects of the environment providing psy-
chological opportunities (Walton and Yeager 2020)—to support and foster positive
identities. One specific aspect of the school environment gaining increasing attention
is the classroom cultural diversity climate (Byrd 2017; Schachner et al. 2016, 2021).
Drawing from theories on intergroup contact (Allport 1958; Pettigrew 1998) and
culturally responsive teaching and multicultural education (Banks 1993; Gay 1975),
two broad approaches to diversity adopted by teachers and schools can manifest in
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the classroom cultural diversity climate (Schachner et al. 2016, 2021). The cultural
pluralism dimension emphasizes that cultural diversity in the classroom should be
acknowledged, valued, seen as a resource, and opportunities should be provided to
learn about this diversity. The equality and inclusion dimension emphasizes that all
students from all backgrounds should be treated equally, no one should be excluded,
and opportunities for contact, cooperation, and creating common goals among di-
verse groups, are intentionally supported.

Importantly, early adolescents in Germany who perceived their classrooms to
afford more opportunities to learn and value cultural diversity, reported stronger
heritage acculturation orientation and identification, and subsequently did better
in terms of greater well-being and fewer psychological and behavioral problems
(Schachner et al. 2016). Another study in Germany found similar results, showing
that adolescents of immigrant descent in classrooms that supported cultural diver-
sity reported stronger heritage and national identities (Aral et al. 2022). In these
classrooms, affirmation of diverse heritages as well as more inclusive, multicultural
notions of national identity potentially nurture both identities. Beyond Germany,
schools supporting cultural pluralism was related to greater ethnic-racial identity
exploration and resolution for minoritized and majority students in the US and Italy
(Camacho et al. 2018; Moscardino et al. 2019). Taken together, classrooms and
schools that affirm diverse backgrounds and provide opportunities for intercultural
learning, afford the development of both heritage and national identities.

In Germany, early adolescents who perceived their classroom diversity climate
as lower in perceived equality and inclusion (which included two dimensions of
equal treatment and contact/cooperation) reported lower national acculturation ori-
entation and identity and higher heritage acculturation orientation and identity one
year later, with the latter only significant on a classroom level (Schachner et al.
2016). In another study, adolescents who perceived their classrooms as lower in
equal treatment also showed lower national but higher heritage identities (Aral et al.
2022). Thus, classrooms characterized by lower equal treatment (i.e., greater un-
equal treatment) seem to dampen national identification yet heighten identification
with heritage group(s). These findings are in line with rejection-identification and
rejection de-identification hypotheses.

Based on the rejection-identification hypothesis (Branscombe et al. 1999) expe-
riencing rejection from majority society may lead one to turn towards their heritage
group as a salient ingroup to reinforce their self-value. Rejection de-identification is
an extension of this hypothesis, that experiencing greater discrimination would also
prompt adolescents to identify less with the majority group or national category.
Indeed, among immigrant descent individuals in Europe, those who experienced
greater discrimination tend to report stronger ethnic and religious identities and
lower national identities (Fleischmann et al. 2019; Verkuyten and Yildiz 2007).
Thus, we would expect that adolescents who perceive their classrooms to be greater
in unequal treatment, would show higher and increasing heritage identity and lower
and decreasing national identity across time.

In sum, we expect that in classroom climates where diversity is affirmed and
all cultures are valued, adolescents would feel more open to explore, gain clarity,
and feel a sense of belonging to both heritage and national cultures and thus show
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higher or increasing identity trajectories over time for both identities. Further, we
expect a differential pattern in classrooms climates where there is higher inequality
and exclusion among groups such that adolescents would show higher or increasing
heritage identity and lower or decreasing national identity. Because our data are
nested and climate is by definition something shared, we will examine the climate
dimensions at the individual- and classroom-levels (i.e., individually perceived and
classroom-aggregated) and expect both to contribute to identity trajectories in similar
ways.

3 Current study

The purpose of this longitudinal study is to uncover patterns of heritage and national
identity trajectories through mid-adolescence (research question 1), test whether
classroom diversity climate contributes to these trajectories at the start of 7th grade
(research question 2), and whether these trajectories are linked to socioemotional
adjustment (physiological stress, depressive symptoms, life satisfaction) at the end
of 8th grade among adolescents of immigrant descent (research question 3). We
preregistered the hypotheses (below) and analysis plan (https://osf.io/x75zk/?view_
only=83fdf10c74ed4a84843b8b13f53cf25f).

4 Hypotheses and exploratory analyses by research question

� 1. Using three time points (T1, T2, and T3), there will be between 2 and 4 trajec-
tories with national identity more stable than heritage identity.

� 2a. Higher scores on heritage intercultural learning climate at T1 will predict
greater likelihood of being in trajectories marked by high or increasing heritage
and national identities.

� 2b. Higher scores on unequal treatment climate at T1 will predict greater likeli-
hood of being in trajectories marked by high or increasing heritage identity, and
decreasing national identity.

For 3a and 3b we focus on one dimension without specifying the other because
based on the literature it is plausible, for instance, that the positive effects of in-
creasing heritage identity may outweigh potential variation in national identity (3a).
This would not be captured in a hypothesis referring to both dimensions simulta-
neously. Formulating hypotheses and exploratory analyses separately about the two
dimensions also accommodates better the mostly data-driven approach we take to
identify the patterns.

� 3a. Trajectories marked by high or increasing heritage identity will be related to
positive socioemotional outcomes at T3.

� 3b. Because the literature regarding national identity associations is less consis-
tent, our tests for whether trajectories marked by high or increasing national iden-
tity are linked to socioemotional outcomes at T3 are exploratory.
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5 Method

5.1 Participants and procedure

We drew on a diverse sample of adolescents with data collected in Berlin, Germany,
across three waves between 2017 and 2019 as part of an intervention study (brief self-
affirmation writing intervention; Cohen and Sherman 2014). Adolescents completed
the first survey at the beginning of 7th grade (T1), the second at the end of 7th
grade (T2) and the third at the end of 8th grade (T3). The survey was administered
by members of the research team, giving students two class periods (90min) to
complete. The study was approved by the Berlin Senate Committee for Education,
Youth, and Science, the representative for data protection of the city of Berlin, and
the university ethics committee. Informed consent was further obtained from school
principals and adolescents’ guardians.

Of the 652 adolescents in 58 classes and 17 schools who participated in the study
at the beginning of 7th grade, we included 431 (66%) adolescents (Mage = 12.36;
49.2% male, 50.3% female, 0.5% missing) who were of immigrant descent, defined
as having at least one parent who was born abroad. Of these, 11.8% attended an
academic school track (Gymnasium) and 88.2% attended integrated school tracks
(Integrierte Sekundarschule or Gemeinschaftsschule), combining former vocational
and comprehensive tracks, and offering school leaving certificates at vocational
and academic level. The vast majority (90.4%) of the adolescents were 2nd or 3rd
generation, with only a few (7.7%) having immigrated to Germany themselves (1.9%
missings). The adolescents were of many different heritages, with the largest groups
having backgrounds from Eastern Europe (26.9%, 45% female), South-West Asian
and North African (SWANA) heritage2 countries (26.7%, 52% female) and Turkey
(26.5%; 55% female).

5.2 Measures

Unless otherwise stated, the response scales ranged from (1) no, that’s not right,
to (5) yes, that’s right. For all measures, we calculated the mean score of all items
to create a scale score. All measures have been used with German adolescents and
showed good reliability and support for validity in other studies.

5.2.1 Latent trajectory indicators (T1, T2, T3)

Heritage and national identities We assessed heritage and national identities (six
items each) using the German measure of adolescents’ heritage and national iden-
tity that focuses on affirmation (Leszczensky and Santiago 2014). A sample item
for heritage identity is, “I feel like I am a part of my family’s heritage country”

2 SWANA heritage includes those from Egypt, Algeria, Iraq, Jordan, Palestine, Kuwait, Lebanon, Libya,
Morocco, Mauritania, Tunisia, Chad, Qatar, Saudi Arabia, Oman, Somalia, Sudan, Syria, Bahrain, Dji-
bouti, Eritrea, United Arab Emirates, Kurdish from Iraq and Yemen. They share a commonality in terms
of language and religion. Most (but not all) are primarily Arab-speaking countries.
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and a sample item for national identity is, “I feel like I am a part of Germany”.
Adolescents’ responses were rated on a 4-point Likert-scale (1= totally disagree
to 4= totally agree). Cronbach’s alpha at T1, T2, and T3 for heritage identity were
α= 0.85, 0.91, and 0.90 and for national identity were α= 0.85, 0.87, and 0.84. These
two scales formed the basis for the trajectories reported in the analytical section.

5.2.2 Predictors of latent trajectories—Classroom cultural diversity climate (T1)

Heritage and intercultural learning and unequal treatment Two dimensions of
classroom cultural diversity climate were assessed (Schachner et al. 2021). A sample
item for heritage and intercultural learning is “We learn about the heritage cultures of
students in my class.” A sample item for unequal treatment is “Some students in our
class talk badly about students from other heritage cultures.” In a previous version
of this scale, “unequal treatment” was labeled as “equal treatment” as positive items
were included. The current scale is now labeled “unequal treatment” because further
replication and measurement invariance testing with another independent, larger
sample suggested positive items to be dropped and only negative items retained for
this subscale. Cronbach’s alpha at T1 for heritage culture learning was α= 0.87 and
for perceived unequal treatment, α= 0.79.

5.2.3 Consequence of latent trajectories—Socioemotional adaptation (T1, T3)

Physiological stress and depressive symptoms (Berry et al. 2006) were measured
with 5 items each. A sample item for physiological stress is “I feel tired.” and
a sample item for depressive symptoms is “I feel unlucky and sad.” Cronbach’s alpha
at T1 and T3 for physiological stress were α= 0.72, and 0.84, and for depressive
symptoms were α= 0.83 and 0.87.

Life satisfaction was measured with 5 items (Diener et al. 2013). A sample item
is “I am satisfied with my life.” Cronbach’s alpha at T1 and T3 were α= 0.84 and
0.86.

5.2.4 Control variables

We controlled for gender (0=male, 1= female) and socioeconomic status. The latter
was assessed by calculating a factor score that combined the Family Affluence Scale
(Boyce et al. 2006; German version by Richter and Leppin 2007) with the number
of books in the household (Bos et al. 2003). Moreover, we controlled for migration
status (0= born in Germany, 1= born outside Germany) and intervention condition
(0= control, 1= experimental).

5.3 Analytic approach

First, we estimated missing data and in attrition analyses, compared those adoles-
cents who participated in all waves vs. those who missed at least one wave regarding
demographics and the main study variables. We inspected whether adolescents com-
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pleted only the demographics and not the measures to potentially exclude them from
analyses. Next, we inspected descriptive statistics for potential outliers and calcu-
lated correlations between the study variables. We calculated intraclass correlations
(ICCs) to estimate the proportion of variance on the classroom level.

To test our hypotheses, we proceeded in three steps: First, we ran dual process
latent growth mixture models in Mplus 8 to identify different patterns of trajectories
of heritage and national identity across time (Muthén and Muthen 2018). Starting
with a model comprising one class, we first tested whether a linear growth model fit
our entire sample (Johnson 2021). Then, we added one additional class at a time to
the model. The covariance between intercept and slope was set to be equal across
classes (Johnson 2021). To identify the best-fitting model, we drew on theoretical
considerations and investigated the bootstrapped likelihood ratio test (BLRT) and
the Lo-Mendell-Rubin likelihood ratio test (LMR-LRT) (based on p< 0.05), as well
as Akaike information criterion (AIC) and Bayesian information criterion (BIC),
with lower values indicating a better-fitting model (Nylund et al. 2007). After se-
lecting a trajectory model, we assigned participants to their most likely trajectory
membership based on their posterior probabilities.

In a next step, we predicted the resulting categorical latent trajectory variable
in models without and with control variables (gender, SES, immigrant generation,
intervention condition) and predictors at the individual and classroom level (individ-
ually perceived and classroom-aggregated unequal treatment climate and heritage
and intercultural learning climate) using multilevel multinomial logistic regression.
We used p-values for inferences at p< 0.05.

In a final step, we used the trajectory membership to predict socioemotional
adaptation (physiological stress, depressive symptoms, life satisfaction) at T3 using
multiple regression and the dummy-coded trajectory membership as predictors. We
ran the model without and with the same control variables as the previous model,
along with the two dimensions of classroom climate at T1 as covariates. We also
estimated an additional model controlling for socioemotional adaptation at T1. We
used p-values for inferences at p< 0.05.

6 Results

6.1 Missing data and attrition analyses

The percentage of missing data on the study variables assessed at T1 (national
and heritage identity, classroom cultural diversity climate, control variables) ranged
from 0.5 to 6.7%. Little’s test (Little 1988) suggested that the data were missing
completely at random (χ2(155)= 155.83, p= 0.47).

Of the N= 431 adolescents who participated in T1, n= 368 (85%) participated
in T2, and n= 286 (66%) participated in T3. Adolescents who missed at least one
wave did not differ significantly on the study variables at T1 (heritage and national
identities, classroom cultural diversity climate, control variables, socioemotional
adaptation) from those who participated in all three waves, F (8, 323)= 1.62, p= 0.12.
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There were no adolescents who only completed the demographics but not the
measures, so we did not exclude anyone from the analyses. We used Full Information
Maximum Likelihood (FIML) (Muthén and Muthen 2018) to deal with missingness
as it outperforms other missing data methods when data are missing at random
(MAR) or missing completely at random (MCAR) (Enders and Bandalos 2001).

6.2 Descriptive statistics and intraclass correlations (iCCs)

Descriptive statistics and bivariate correlations among study variables are reported
in Table 1. Inspection of descriptive statistics did not reveal any unusual outliers.
The bivariate correlations show that heritage and national identities are positively
related to one another across the three time points. Further, heritage and intercultural
learning climate at T1 is positively related to national identity (and not heritage
identity) at T1 and T3 while unequal treatment climate was not correlated with either
identity. Heritage identity at the three time points is more consistently related to the
three indicators of socioemotional adjustment (lower stress, depressive symptoms,
higher life satisfaction) than national identity.

We ran a repeated-measures ANOVA to test for sample-average changes in
heritage and national identity affirmation over time. Heritage identity, F (1.95,
419.29)= 3.31, p= 0.04, η2= 0.02, but not national identity, F (1.96, 477.48)= 0.11,
p= 0.89, η2= 0.00, changed significantly over time. Post-hoc pairwise comparisons
suggested that heritage identity decreased significantly from T1 to T3 (p= 0.045),
whereas the differences between T1 and T2 (p= 0.94) and T2 and T3 (p= 0.37)
were not significant.

The ICCs (and ICC2s indicating classroom level reliability in square brackets) of
heritage (0.05 [0.28], 0.08 [0.39], 0.11 [0.48]) and national (0.05 [0.28], 0.06 [0.32],
0.11 [0.48]) identity at T1, T2, and T3 indicated that a substantial proportion of
variance was at the classroom level, even though it was small. The ICCs of heritage
and intercultural learning at T1 was 0.08 [0.39] and unequal treatment was 0.10
[0.45]. Based on these analyses, we investigated relations between the classroom-
aggregated cultural diversity climate and adolescents’ latent trajectory membership,
keeping in mind that we should be cautious in interpreting relations at the classroom
level due to the low (but improving to fair over time) reliabilities of the classroom-
level aggregates.

6.3 Testing hypothesis 1: adolescents’ heritage and national identity
trajectories

We expected that there would be between two and four trajectories with national
identity more stable than heritage identity based on previous research with Ger-
man adolescents (Spiegler et al. 2018; Stoessel et al. 2014). To test this hypothesis,
we conducted latent growth mixture models with heritage and national identity
in Mplus 8 (Muthén and Muthen 2018). We first estimated a model to estimate
whether an assumption of linear growth held across the entire sample (Johnson
2021). A model with a linear slope fit well for both heritage (χ2/df= 0.00***,
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CFI= 1.00, RMSEA= 0.00 [90% CI 0.00; 0.00], SRMR= 0.00) and national identity
(χ2/df= 0.00***, CFI= 1.00, RMSEA= 0.00 [90% CI 0.00; 0.00], SRMR=0.00).

After progressively adding more classes to the model, the model with three trajec-
tories was chosen as the best solution. The scree plot of the AIC and BIC (Fig. 1S,
Supplemental Materials) suggested a three-trajectory solution, and the LMR-LRT
suggested that the three-trajectory model fit significantly better than a two-trajectory
model. Moreover, the entropy was lower in a four-trajectory model (see Table 1S,
Supplemental Materials). Even though the third class in the three-trajectory model
was very small (N= 10), we chose the three-class solution as the third class replicated
a class found in previous research (Spiegler et al. 2018), and this class comprised
more than 1% of the sample (Jung and Wickrama 2008).

Supporting the first hypothesis, the three trajectory groups were mainly marked
by changes in heritage identity over time, while national identity remained stable,
moderate, and overall lower than heritage identity (see Fig. 1, and Table 2 for
the intercepts and slopes in the three trajectory groups). Adolescents in the “high
decreasing heritage identity” trajectory (80%) had a strong heritage identity at T1
that decreased slightly over time. Adolescents in the “moderate stable identities”
trajectory (18%) showed medium levels of heritage identity that did not change
significantly over time. Adolescents in the “low increasing heritage identity” (2%)
had a low heritage identity at the start which increased strongly over time, ending
up with the greatest divergence from national identity at the end of 8th grade.

6.4 Testing hypotheses 2a and 2b: classroom cultural diversity climate as
a predictor of latent trajectories

We expected that stronger perceptions of heritage and intercultural learning cli-
mate would predict a greater likelihood of being in trajectories marked by high or
increasing heritage and national identity (Hypothesis 2a), whereas an unequal treat-
ment climate would predict a greater likelihood of being in trajectories marked by
high or increasing heritage identity and decreasing national identity (Hypothesis 2b).
With no control variables in the model, neither classroom cultural diversity climate
dimensions at the individual- nor classroom-level predicted trajectory membership.
With control variables in the model, at the individual level, neither heritage and in-
tercultural learning climate nor unequal treatment climate predicted membership in
the “high decreasing heritage identity” or the “low increasing heritage identity” (vs.
the “moderate stable identities”) trajectory, even though descriptive tendencies were
in line with our expectations. At the classroom level, however, heritage/intercultural
learning climate predicted a lower likelihood of being in the “low increasing heritage
identity” trajectory (vs. the “moderate stable identities” trajectory), see Table 3.

6.5 Testing hypotheses 3a and 3b: latent trajectories and socioemotional
adjustment

We expected that trajectories marked by high or increasing heritage identity would
be related to positive socioemotional adjustment at T3 (Hypothesis 3a). We had
planned to investigate in an exploratory fashion how trajectories marked by high
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Fig. 1 Plots of Heritage and
National Identity in the Three
Trajectory Groups

or increasing national identity were related to socioemotional adjustment at T3
(Hypothesis 3b), but we did not find a trajectory marked by high or increasing na-
tional identity. In all models, the two classroom climate diversity dimensions were
also entered as covariates. With no control variables in the model with “moderate
stable identity” trajectory as the reference group, membership in the “high decreas-
ing heritage identity” trajectory predicted lower depressive symptoms at T3, and
membership in the “low increasing heritage identity” trajectory predicted lower life
satisfaction at T3. Additionally, unequal treatment climate at T1 predicted greater
physiological stress, depressive symptoms, and lower life satisfaction at T3, and
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Table 2 Intercepts and Slopes of Three Trajectory Groups

Intercept Linear slope Residual variances estimate (SE)

Trajectory
group

Mean
(SE)

Variance
(SE)a

Mean
(SE)

Variance
(SE)a

Wave 1a Wave 2a Wave 3a

High decreasing heritage identity (n= 344, 80%)

National
identity

2.65***

(0.04)
0.36***

(0.05)
0.00
(0.02)

0.07**

(0.03)
0.11*

(0.05)
0.24***

(0.03)
0.11*

(0.05)

Heritage
identity

3.81***

(0.03)
0.04
(0.03)

–0.12***

(0.03)
0.07**

(0.02)
0.02
(0.03)

0.28***

(0.04)
0.13
(0.07)

Moderate stable identities (n= 77, 18%)

National
identity

2.63***

(0.08)
0.36***

(0.05)
–0.11
(0.08)

0.07**

(0.03)
0.11*

(0.05)
0.24***

(0.03)
0.11*

(0.05)

Heritage
identity

2.80***

(0.10)
0.04
(0.03)

0.04
(0.08)

0.07**

(0.02)
0.02
(0.03)

0.28***

(0.04)
0.13
(0.07)

Low increasing heritage identity (n= 10, 2%)

National
identity

1.84***

(0.22)
0.36***

(0.05)
0.25
(0.18)

0.07**

(0.03)
0.11*

(0.05)
0.24***

(0.03)
0.11*

(0.05)

Heritage
identity

1.36***

(0.14)
0.04
(0.03)

1.22***

(0.32)
0.07**

(0.02)
0.02
(0.03)

0.28***

(0.04)
0.13
(0.07)

N= 431. Unstandardized coefficients
*p< 0.05; **p< 0.01; ***p< 0.001
aIndicates a parameter that was equated across trajectory groups

heritage and intercultural learning climate predicted greater life satisfaction at T3.
With control variables in the model, only membership in the “low increasing her-
itage identity” trajectory (vs. the “moderate stable identities” trajectory) predicted
lower life satisfaction at T3 (see Table 4). Additionally, unequal treatment climate
at T1 predicted greater physiological stress, depressive symptoms, and lower life
satisfaction at T3, and heritage and intercultural learning climate predicted greater
life satisfaction at T3. When we also controlled for life satisfaction at T1, the tra-
jectory-life satisfaction relation disappeared (see Table 2S Supplemental Materials),
indicating that trajectory membership predicted socioemotional adjustment at T3,
but not change in adjustment across time.

6.6 Additional, exploratory non-preregistered analyses

We also estimated within time or cross-sectional covariances (and standardized
covariances) between trajectory membership and adjustment at T1 with control
variables. Compared to the “moderate stable identity” trajectory, those in the “low
increasing heritage identity” trajectory showed lower life satisfaction (r= –0.11,
p= 0.03) at T1 and those in the “high decreasing heritage identity” showed lower
physiological stress (r= –0.11, p= 0.02) lower depressive symptoms (r= –0.16,
p= 0.001), and higher life satisfaction (r= 0.18, p< 0.001) at T1.

We tested whether membership in a higher stigmatized group (Turkish/SWANA
heritage vs. non Turkish/SWANA heritage) predicted trajectory membership. We
tested this grouping because Turkish- and SWANA-heritage German adolescents
are more likely to report being perceived as an “Ausländer*in” (foreigner) than
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Table 3 Results of Multinomial Logistic Regression Analyses with Moderate Stable Trajectory (n= 77,
18%) as Reference Category

High decreasing heritage identity
(n= 344, 80%)

Low increasing heritage identity
(n= 10, 2%)

B (SE) Odds Ratios
[95% CI]

B (SE) Odds Ratios
[95% CI]

Control variables

Gender 0.15 (0.27) 1.16
[0.68; 1.97]

1.18 (0.68) 3.26
[0.86; 12.41]

SES –0.18 (0.13) 0.83
[0.64; 1.08]

0.91 (0.49) 2.47
[0.94; 6.50]

1st generation immigrant 0.25 (0.58) 1.29
[0.42; 3.97]

1.51 (1.06) 4.50
[0.56; 36.22]

Intervention condition –0.38 (0.30) 0.68
[0.38; 1.23]

0.55 (0.79) 1.73
[0.37; 8.07]

Individual-Level Predictors

Heritage/intercultural
learning climate

0.17 (0.15) 1.19
[0.88; 1.61]

–0.32 (0.76) 0.73
[0.16; 3.25]

Unequal treatment cli-
mate

–0.24 (0.17) 0.79
[0.57; 1.09]

0.02 (0.47) 1.02
[0.41; 2.55]

Classroom-Level Predictors

Heritage/intercultural
learning climate

0.23 (0.39) – –1.94* (0.93) –

Unequal treatment cli-
mate

0.19 (0.45) – 2.20 (1.16) –

Gender coded 0=male, 1= female. Intervention coded 0= control, 1= intervention. 1st generation immi-
grant coded 0= born in Germany, 1= born outside of Germany. Mplus does not provide odds ratios for the
classroom-level
*p< 0.05

other groups (Juang et al. 2021) and report experiencing the highest levels of dis-
crimination based on their ethnic heritage compared to other groups (Antidiskrim-
inierungsstelle des Bundes 2013). We found that Turkish/SWANA-heritage adoles-
cents were more likely than those of non-Turkish/SWANA-heritage to be in the “high
decreasing heritage identity” trajectory compared to the “moderate stable identities”
trajectory. We also tested whether classroom cultural diversity climate dimensions
moderated the association between trajectory membership and socioemotional adap-
tation (they did not), and whether being of Turkish- or SWANA-heritage moderated
the association between trajectory membership and socioemotional adaptation (it
did not). Please see Supplemental Materials for these analyses.

Finally, as suggested by a reviewer, we ran additional, non-pre-registered analy-
ses using a variable-oriented approach with continuous variables where T1 climate
predicted T2 identity which predicted T3 adjustment (controlling or not controlling
for adjustment at previous time point). The results are presented in Supplemental
Materials, Table 3S and Table 4S. The results showed that the variance of adjust-
ment explained by using continuous indicators in this variable-oriented approach is
comparable to variance explained using trajectories in our person-oriented approach.
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Table 4 Regression Analyses Regressing Socioemotional Adjustment on Trajectory Membership with
Moderate Stable Trajectory as Reference Group

Socioemotional adjustment

Physiological
stress T3

Depressive symp-
toms T3

Life satisfaction
T3

B (SE) B (SE) B (SE)

Intercept 1.96*** (0.24) 2.02*** (0.26) 3.53*** (0.25)

Control variables

Gender 0.28** (0.11) 0.34** (0.12) –0.01 (0.11)

SES 0.14* (0.06) 0.24** (0.07) –0.08 (0.06)

1st generation immigrant 0.65* (0.29) 0.69* (0.29) –0.47 (0.25)

Intervention condition 0.07 (0.12) 0.09 (0.13) –0.16 (0.13)

Heritage/intercultural learning climate –0.04 (0.07) –0.01 (0.07) 0.15* (0.06)

Unequal treatment climate 0.17* (0.08) 0.24** (0.09) –0.18* (0.08)

Predictors

Low increasing heritage identity tra-
jectory

0.16 (0.68) –0.16 (0.38) –1.01* (0.40)

High slightly decreasing heritage
identity trajectory

–0.15 (0.14) –0.29 (0.17) 0.17 (0.15)

R2 0.10* 0.14** 0.09**

Gender coded 0=male, 1= female. Intervention coded 0= control, 1= intervention. 1st generation immi-
grant coded 0= born in Germany, 1= born outside of Germany
*p< 0.05, *p< 0.01, ***p< 0.001

These models with continuous indicators, however, capture sample-average levels
in identity at T2 and not developmental trajectories, the main focus of our study.

7 Discussion

In increasingly diverse societies where immigrants and their descendants make up
a significant and growing part of the population, having a sense of belonging and
feeling valued as part of one’s heritage communities and broader society, are impor-
tant aspects of healthy development (Berry et al. 2006; Phinney et al. 2001). There-
fore, for adolescents with multiple cultural backgrounds, social identities based on
one’s heritage and national cultures have potential to be developmental assets that
are linked positively to socioemotional adjustment (Neblett et al. 2012). Because
social identities can be both promotive and protective, it is important to understand
what contributes to the development of positive identities.

Schools are key developmental contexts that can be supportive or potentially un-
dermine adolescents’ sense of self regarding their heritage and national identities
(Schachner et al. 2016; Umaña-Taylor et al. 2018). The classroom diversity climate
is one specific and important aspect of the school context that has been linked to ado-
lescents’ heritage and national identity exploration and resolution (Aral et al. 2022;
Camacho et al. 2018; Moscardino et al. 2019), as well as acculturation orientations
and heritage and national identities and, subsequently, socioemotional adjustment
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(Schachner et al. 2016). Our study builds and expands on these previous studies
by addressing whether classroom diversity climate can set the stage for how her-
itage and national identities together develop across mid-adolescence, with potential
implications for socioemotional adjustment.

7.1 Heritage and national identities together

Bivariate cross-sectional correlations between heritage and national identities in
this sample were small and positive, similar to a study of German adolescents of
immigrant descent living in North-Rhein-Westphalia (Fleischmann et al. 2019). In
contrast, other studies with adolescent German samples find no relation between
the two identity dimensions (Spiegler et al. 2018), while most find a negative re-
lation between the two (Göbel and Preusche 2019; Schachner et al. 2016, 2018;
Schotte et al. 2018; Spiegler et al. 2019; Stoessel et al. 2014). In contexts with
strong assimilation demands to the dominant culture, multiple identities may not be
supported and as such, these identities are more likely to be conflicting rather than
compatible (Fleischmann et al. 2019). Indeed, evidence in a broader context shows
that heritage and national identities tend to be more strongly negatively correlated
in countries such as Germany and France that emphasize greater assimilation, com-
pared to countries such as Australia with policies supporting more multiculturalism,
with the Netherlands in between (Yağmur and van de Vijver 2012). Our study was
a convenience sample drawn from Berlin, a highly diverse context that may be more
conducive to valuing diverse, multiple identities.

When the sample was considered as a whole, a sample-averaged trajectory showed
that heritage identity decreased from T1 to T3, and national identity remained stable.
Further person-oriented analyses, however, suggested that instead of one general
dual identity trajectory to describe the sample, the model with three patterns fit the
sample best, supporting Hypothesis 1. The three trajectories had similar and stable
national identities and varied more on level and slope of heritage identity. This
general pattern of more stable national identities and greater variation with heritage
identity is found in early adolescence (Spiegler et al. 2018), mid-adolescence (our
study), and mid- to late-adolescence (Spiegler et al. 2019). Also similar to previous
studies, most adolescents fell into the trajectories with stable moderate national
identities and higher heritage identities, indicating that endorsing dual- or multiple-
identities of heritage and national is normative.

The low and sharply increasing heritage identity with lower national identity
shows a pattern similar to Spiegler et al.’s (2019) study of Muslim European adoles-
cents from four countries where 8% were assigned to this class, made up of mostly
German adolescents. In a context of high discrimination towards being Muslim
(Foroutan 2012), it may be more challenging to value and affirm both identities si-
multaneously. In Spiegler et al.’s (2019) study and ours, this pattern reported the least
positive socioemotional adjustment. This is a small group, but one to pay attention
to. Adolescents in this group started off 7th grade with slightly higher national than
heritage identities, the only group to do so. But adolescents in this group sharply
increased their heritage identities and increased the gap to their national identi-
ties, so that by the end of 8th grade, the widely diverging trajectories suggested
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a growing incompatibility of the two identities. Finally, in exploratory analyses we
found that Turkish/SWANA-heritage adolescents were more likely than those of
non-Turkish/SWANA heritage to be in the “high decreasing heritage identity” tra-
jectory compared to the “moderate stable identities” trajectory, suggesting that those
in an assumed higher stigmatized group show stronger heritage identities, perhaps
because they may also experience more discrimination (Antidiskriminierungsstelle
des Bundes 2013), in line with the rejection-identification hypothesis.

7.2 Classroom cultural diversity climate and identity trajectories

In partial support of Hypothesis 2, heritage and intercultural learning classroom cli-
mate as the classroom level (but not individual level) predicted identity trajectories.
The aggregated heritage and intercultural learning classroom diversity climate at T1
was related to a greater likelihood to belong in the moderate stable identity trajec-
tory rather than the low increasing heritage identity trajectory. Thus, at the beginning
of 7th grade, adolescents who perceived their classrooms to value and learn about
cultural diversity of students also had stronger and more stable heritage and national
identities through the end of 8th grade. These findings add to other evidence that
school contexts that value (rather than ignore or reject) cultural diversity among
students can reinforce a sense of belonging at school (Celeste et al. 2019; Schachner
et al. 2018) as well as support stronger orientations and identification with heritage
and mainstream cultures (Aral et al. 2022; Schachner et al. 2016). Similar to these
previous studies, we did find that classroom climate (especially unequal treatment)
at the beginning of 7th grade predicted socioemotional adjustment at the end of 8th
grade. Taken together, affirming classroom diversity climates may afford a sense of
belonging on various levels—to schools, heritage communities and broader society,
with positive implications for well-being. Nonetheless, the low (but increasing to
fair over time) reliability of classroom-level aggregates means our interpretations
regarding this classroom level effect should be taken with caution.

In contrast to our hypothesis, classroom climate marked by greater unequal treat-
ment did not relate to identity trajectories. Based on the rejection-identification
(Branscombe et al. 1999) and rejection de-identification hypotheses we expected
that adolescents perceiving a more unequal treatment climate would be more likely
to fall into trajectories characterized by stronger and increasing heritage and weaker
national identity, similar to what Schachner et al.’s (2016) study of early adolescents
found using variable-oriented analyses. Fleischmann et al.’s (2019) study reported
similar findings, not with classroom diversity climate specifically but assessing ex-
periences of discrimination, such that greater discrimination predicted increases in
heritage and religious identity and decreases in national identity over time. The re-
jection-identification model focuses more on personal experiences of discrimination
and being a direct target. Because students’ perceptions of an unequal (discrim-
inatory) classroom climate may not always align with their own experiences of
discrimination (Byrd 2017), this may be a reason why we did not find the hy-
pothesized relation with identity trajectories. In our study, we assessed classroom
diversity climate at the beginning of 7th grade and assessed trajectories through the
end of 8th grade. Perhaps classroom diversity climates regarding unequal treatment
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changed throughout the two years to influence the trajectories such that the starting
classroom climate did not matter as much to how identities changed over time.

7.3 Heritage and national identities with socioemotional adjustment

The bivariate correlations showed that in general, heritage identity related negatively
to physiological stress and depressive symptoms and positively to life satisfaction
both within and across time. National identity was most consistently related to more
positive life satisfaction both within and across time. These correlational findings
are in line with developmental and social identity perspectives suggesting that strong
social identities that provide a sense of belonging and security of being part of valued
communities are linked with better socioemotional adjustment (Erikson 1968; Tajfel
and Turner 1986). These findings also address the call to identify adaptive aspects
of culture (Garcia Coll et al. 1996).

Analyses showed that while trajectory membership did not predict change in so-
cioemotional adjustment from 7th to 8th grade, adolescents in the low increasing
heritage identity trajectory showed lower life satisfaction at the end of 8th grade
compared to adolescents in the moderate stable identity trajectory. The divergence
between heritage and national identities may indicate a growing incompatibility
of these identities, which may be distressing (Schwartz et al. 2015). Further, ex-
ploratory analyses showed that at the beginning of 7th grade adolescents in the high
slightly decreasing heritage identity trajectory reported lower physiological stress,
fewer depressive symptoms, and greater life satisfaction compared to adolescents
in the moderate stable trajectory. These two trajectories show similar, stable, mod-
erate levels of national identity and are distinguished by differences in heritage
identity. In general, adolescents who reported higher heritage identities across 7th
and 8th grade were also more likely to report more positive socioemotional adjust-
ment, at least at the beginning of 7th grade. It may be the case that more positive
socioemotional adjustment also supports identity growth and commitment, to feel
good about belonging to both heritage community and larger society. Alternatively,
finding that identity trajectories did not strongly predict socioemotional adjustment
suggests that in addition to fostering positive social identities, it is also important
to focus on structural/contextual factors that contribute to well-being such as sup-
portive migration policies and availability of resources and supports for minoritized
youth (Bierwiaczonek and Kunst 2021).

7.4 Limitations and future directions

There were some limitations to the study. One limitation was that our sample was
part of a self-affirmation brief intervention study and while we controlled for inter-
vention status, we cannot be entirely sure how the intervention may have affected
our findings. Nonetheless, the correlational data show that intervention condition
did not generally relate to the main study variables. Another limitation is that we
measured only two dimensions of identity—heritage and national. Focusing on only
these two has been critiqued as too simplistic and not acknowledging the multiplic-
ity of identities that all young people have (Verkuyten et al. 2019). Because of the
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low number of students per classroom, another limitation is the low (but increasing
to fair over time) reliability of classroom-level aggregates. Therefore, as we stated
above, we should be cautious in our interpretations regarding the classroom level
effect.

Our participants were drawn from a convenience sample from Berlin, a very cul-
turally and migration diverse context. Studies of various dimensions of classroom
cultural diversity climate among German adolescents have been conducted in simi-
larly diverse parts of Germany, such as in the federal states of Baden Württemberg
(Schachner et al. 2016) and North-Rhine-Westphalia (Aral et al. 2022). Studying
how classroom cultural diversity climates relate to adolescent development in less
culturally and migration diverse areas is needed. Studies show that youth having
no intergroup contact show increasing prejudice against outgroups as they grow
older than those who do experience intergroup contact (Raabe and Beelmann 2011).
Further, if adolescents have parents who are prejudiced against immigrants and at-
tend a less diverse classroom, adolescents are more likely to show similar levels
of prejudice as their parents (Miklikowska et al. 2019). Therefore, ensuring more
positive classroom diversity climates may be even more important in more homoge-
neous schools and communities that do not have many opportunities for intergroup
contact.

Another important limitation is that one trajectory was very small, so it is difficult
to draw stable statistical conclusions with such a small trajectory. We had decided
to keep this class because it was a similar pattern shown in another study (Spiegler
et al. 2018). Larger samples may be needed in order to replicate this trajectory. The
timespan of our study covered two years with three measurement points. Because
identity is situational and develops through everyday interactions, assessing adoles-
cent identity, climate, and socioemotional adjustment at shorter timescales would be
helpful and may show more dynamic, everyday change (Branje 2022).

We examined two key dimensions of classroom diversity climate, but other di-
mensions such as critical consciousness or polyculturalism climate (Schachner et al.
2021), may also be important for identity development. Critical conscious social-
ization and ethnic-racial identity development inform one another (Mathews et al.
2020). For instance, adolescents who learn about societal inequities and how some
groups experience disadvantages and others more privileges, may be prompted to
learn more about their own heritage groups to better understand what this group
membership means in broader society. Or, in classrooms where culture(s) are seen
as dynamic, changeable, and mutually influential, this more flexible view of cultural
boundaries and groups may contribute to how adolescents think, feel, and identify
with their own heritage(s) and broader society.

8 Conclusion

Because identity work is a key developmental task of adolescence, understanding
the implications and conditions that afford the development of social identities rele-
vant to adolescents living in diverse societies is necessary. Our findings suggest that
adolescents who feel connected and identify with their heritage and national cultures
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across mid-adolescence show positive links to socioemotional adjustment. Further,
we have tentative evidence suggesting when heritage and national identities sharply
diverge over time (which may indicate conflicting identities or less “bicultural inte-
gration”), adolescents may experience greater distress, as other studies have found
(Schwartz et al. 2015). It will be important to continue to examine how classroom
diversity climates contribute to the development of these various social identities,
together, over time, and identify the implications for adolescent well-being.
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