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Summary

Summary
Research has shown that the performance of ethnic minority group members
decreases when a negative ability-related stereotype about the group is made salient in a
performance situation (for a review, see Inzlicht & Schmader, 2012). This phenomenon is
known as the stereotype threat effect (Steele & Aronson, 1995). Migrants of Turkish origin
are negatively stereotyped in German society (e.g., Asbrock, 2010; Froehlich, Martiny,
Deaux, & Mok, 2015) and underperform in the academic context (Bos, Wendt, Köller, &
Selter, 2012; Gebhardt, Rauch, Mang, Sälzer, & Stanat, 2013). The academic
underperformance of Turkish-origin students may be explained by the stereotype threat
effect. According to social identity theory (Tajfel & Turner, 1979; 1986), the social identity
of an ingroup is threatened whenever a social comparison between an ingroup and an
outgroup leads to a negative outcome for the ingroup. The theory further postulates that
individuals utilize identity management strategies to cope with social identity threats. It has
been shown that ingroup members may join a more favorable outgroup (individual mobility;
Tajfel & Turner, 1986) or increase the sense of belonging to their ingroup (Branscombe,
Schmitt, & Harvey, 1999) to deal with unfavorable outcomes of intergroup comparisons
(Tajfel & Turner, 1979; 1986). The situational activation of negative stereotypes in
performance situations threatens the positive view of the ingroup. Hence, stereotype threat
can be understood as a specific kind of social identity threat (Steele, Spencer, & Aronson,
2002).
Previous research revealed that ethnic minority group members were affected by
stereotype threat when a social identity associated with a negative stereotype, compared to a
positive stereotype, was activated (Shih, Pittinsky, & Trahan, 2006). However, little is
known about how negatively stereotyped ethnic minorities cope with stereotype threat; it is
also not well understood how Turkish-origin students in Germany manage the negative
social identity related to their ethnic group to cope with stereotype threat (but see Martiny,
Mok, Deaux, & Froehlich, 2015). In the present dissertation, it was hypothesized that
Turkish-origin students would perform worse on a verbal test when a social identity
associated with a negative stereotype was activated (negative stereotype activation
condition) compared to when a social identity associated with a positive stereotype was
activated (positive stereotype activation condition). Moreover, it was hypothesized that
Turkish-origin students in the negative stereotype activation condition, compared to those in
the positive stereotype condition, would have greater motivation to utilize individual
mobility as a coping strategy to deal with stereotype threat.
VI

Summary
It has been shown that individual-level and context-level variables predict the size of
stereotype threat effects for negatively stereotyped groups and ethnic minority groups (for
reviews, see Inzlicht, Aronson, & Mendoza-Denton, 2009; Martiny & Götz, 2011). Metaanalyses showed that the effect size of stereotype threat effects varied considerably between
studies. The heterogeneity between study results could not be sufficiently explained by
existing moderating variables (Appel, Weber, & Kronberger, 2015; Nadler & Clark, 2011;
Nguyen & Ryan 2008). This suggests that further moderating variables need to be
investigated. The present work explores additional individual-level and context-level
moderators of the stereotype threat effect and related coping strategies.
The present dissertation combines social identity theory and stereotype threat theory
and applies these theories in an academic achievement context. It aims at expanding the
knowledge about the reasons for the academic underperformance of Turkish-origin students
in Germany and exploring coping strategies (i.e., individual mobility and increased sense of
belonging). Moreover, additional moderators at the individual- and context-level (i.e.,
vertical collectivism and ethnic classroom composition) of stereotype threat effects and
related coping strategies when a negative stereotype is activated are explored.
The present dissertation is divided into three research projects. Research Project 1
investigates the effects of stereotype activation for female Turkish-origin students (compared
to female German students) on verbal performance and motivation to engage in an individual
mobility strategy. This first project focused on female Turkish-origin students because they
are at higher risk of suffering from disparities in the achievement and work context than their
male counterparts (Hartmann, 2014). Based on social identity theory (Tajfel & Turner, 1979;
1986), it was assumed that individuals exposed to social identity threats cope by engaging in
individual mobility. It was predicted that female Turkish-origin students would show a
stereotype threat effect and a stronger motivation to utilize an individual mobility strategy in
the negative stereotype activation condition than in the (no stereotype and) positive
stereotype activation condition. Two experimental studies (pilot study: N = 66, main study:
N = 77) were conducted to test the hypotheses. In the main study a stereotype threat effect
for female Turkish-origin students was found. In both studies female Turkish-origin students
showed an increased motivation to leave their ingroup after negative stereotype activation.
Research Project 2 examined in two experimental studies the influence of vertical
collectivism at the individual-level on Turkish-origin migrants’ performance and motivation
to use an individual mobility strategy after negative stereotype activation as compared to
positive stereotype activation. Vertical collectivism is a cultural value orientation that
VII

Summary
reflects a strong relatedness to the ingroup (Singelis, Triandis, Bhawuk, & Gelfand, 1995).
Research has shown that the Turkish culture values relatedness to ingroup members.
Relatedness implies that ingroup members’ expectations are perceived as one’s own
expectations (Güngör, Karasawa, Boiger, Dinçer, & Mesquita, 2014). In the achievement
context, it was assumed that Turkish-origin migrants’ performance is affected by their
ingroups’ expectations especially when a negative stereotype about their ingroup is
activated. Moreover, when a social identity is threatened, individuals are motivated to use an
individual mobility strategy to cope with social identity threat (Tajfel & Turner, 1986). It
was hypothesized that when a negative stereotype was activated, the stronger the
endorsement of vertical collectivism by Turkish-origin students, the stronger their stereotype
threat effect and the higher their individual mobility motivation. In two experimental studies
(Study 1: N = 34, Study 2: N = 64), the interaction effects between stereotype activation and
endorsement of vertical collectivism on verbal performance and individual mobility
motivation were investigated. The findings were in line with the hypothesis.
Research Project 3 investigated the influence of the ethnic composition at the
classroom level (i.e., proportion of Turkish-origin students) on the reading performance and
sense of belonging of Turkish-origin and German students. Based on data from the German
National Assessment Study 2008/2009 in the school subject German, cross-level interaction
effects on both dependent variables were predicted. It was hypothesized that an increase in
the proportion of Turkish-origin students would have a negative effect on performance for
Turkish-origin (Walter & Stanat, 2008) but not for German students. It was further
hypothesized that an increase in the proportion of Turkish-origin students would have a
positive effect on Turkish-origin (Brancombe et al., 1999) and a negative effect on German
students’ sense of belonging (Stephan, Ybarra, Martnez, Schwarzwald, & 1998). No crosslevel interaction effect was found on performance. As predicted, a cross-level interaction
effect on sense of belonging was revealed. Only Turkish-origin students’ sense of belonging
was positively affected by Turkish-origin students’ proportion.
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Zusammenfassung

Zusammenfassung
Forschung

hat

gezeigt,

dass

die

Leistung

von

Mitgliedern

ethnischer

Minderheitengruppen sinkt, wenn ein negatives fähigkeitsbezogenes Stereotyp über ihre
Gruppe in einer Leistungssituation hervorgehoben wird (für einen Überblick, siehe Inzlicht
& Schmader, 2012). Dieses Phänomen ist als Stereotype Threat-Effekt bekannt (Steele &
Aronson, 1995). Türkischstämmige Migranten sind in der deutschen Gesellschaft negativ
stereotypisiert (z. B. Asbrock, 2010; Froehlich, Martiny, Deaux, & Mok, 2015) und zeigen
schlechtere Leistungen im akademischen Bereich (Bos, Wendt, Köller, & Selter, 2012;
Gebhardt, Rauch, Mang, Sälzer, & Stanat, 2013). Die schlechteren akademischen Leistungen
türkischstämmiger SchülerInnen könnte durch Stereotype Threat-Effekte erklärt werden.
Nach der Theorie der sozialen Identität (Tajfel & Turner, 1979; 1986) ist eine soziale
Identität einer Gruppe immer dann bedroht, wenn ein sozialer Vergleich zwischen der
Eigengruppe (Ingroup) und einer Fremdgruppe (Outgroup) zu einen negativen Ergebnis für
die

Eigengruppe

führt.

Die

Theorie

geht

weiter

davon

aus,

dass

Identitätsmanagementstrategien eingesetzt werden, um mit der Bedrohung der sozialen
Identität umzugehen. Es wurde gezeigt, dass Mitglieder der Eigengruppe sich einer für sie
vorteilhaften Fremdgruppe anschließen (individuelle Mobilität; Tajfel & Turner, 1979;
1986) oder das Zugehörigkeitsgefühl zur Eigengruppe steigern können (Branscombe,
Schmitt, & Harvey, 1999), um mit unvorteilhaften Ergebnissen der Intergruppenvergleiche
umzugehen (Tajfel & Turner, 1979; 1986). Die situationale Aktivierung von negativen
Stereotypen in Leistungssituationen kann die positive Sichtweise auf die Eigengruppe
bedrohen. Folglich kann Stereotype Threat als eine bestimmte Art der Bedrohung einer
sozialen Identität (social identity threat) verstanden werden (Steele, Spencer, & Aronson,
2002).
Frühere Forschung hat gezeigt, dass Mitglieder ethnischer Minderheitengruppen von
Stereotype Threat-Effekten beeinflusst wurden, wenn eine mit negativen Stereotypen
assoziierte soziale Identität aktiviert wurde, im Vergleich zu einer mit positiven Stereotypen
assoziierte sozialen Identität (Shih, Pittinsky, & Trahan, 2006). Jedoch ist bisher wenig
bekannt, wie negative stereotypisierte ethnische Minderheiten mit Stereotype Threat
umgehen. Es ist ebenfalls wenig darüber klar, wie türkischstämmige SchülerInnen in
Deutschland die negative soziale Identität bezogen auf ihre ethnische Gruppe handhaben, um
mit Stereotype Threat umzugehen (siehe jedoch Martiny, Mok, Deaux, & Froehlich, 2015).
In der vorliegenden Dissertation wurde angenommen, dass türkischstämmige SchülerInnen
schlechtere Leistungen in einem verbalen Test erzielen würden, wenn eine soziale Identität
IX

Zusammenfassung
verbunden

mit

einem

negativen

Stereotyp

aktiviert

wurde

(negative

Stereotypaktierungsbedingung), im Vergleich zu einer soziale Identität verbunden mit einem
positiven Stereotyp (positive Stereotypaktierungsbedingung). Es wurde darüber hinaus
angenommen,

dass

türkischstämmige

SchülerInnen

in

der

negativen

Stereotypaktierungsbedingung im Vergleich zur positiven Stereotypaktierungsbedingung
eine höhere Motivation haben würden, um individuelle Mobilität als eine Copingstrategie
gegen Stereotype Threat zu verwenden.
Es wurde gezeigt, dass Variablen der Individual- und Kontextebene das Ausmaß von
Stereotype Threat-Effekten bei negativ stereotypisierten Gruppen und ethnischer
Minderheitengruppen vorhersagen können (für eine Übersicht, Inzlicht, Aronson, &
Mendoza-Denton, 2009; Martiny & Götz, 2011). Meta-Analysen zeigten, dass die
Effektgrößen von Stereotype Threat-Effekten zwischen den Studien erheblich variieren. Die
Heterogenität zwischen den Studienergebnissen konnte nicht ausreichend durch bestehende
Moderatorvariablen erklärt werden (Appel, Weber, Kronberger, 2015; Nadler & Clark, 2011;
Nguyen & Ryan 2008). Dies legt nahe, dass es nötig ist weitere Moderatorvariablen zu
untersuchen. Die vorliegende Arbeit erforscht zusätzliche Moderatoren von Stereotype
Threat-Effekten und hierzu relevante Copingstrategien auf Individual- und Kontextebene.
Die vorliegende Dissertation kombiniert die Theorie der sozialen Identität und die
Stereotype Threat-Theorie und wendet diese Theorien im akademischen Leistungskontext
an. Ziel ist es das Wissen über die Gründe für die schlechten akademischen Leistungen
türkischstämmiger SchülerInnen in Deutschland zu erweitern und Copingstrategien
(individuelle Mobilität und zunehmendes Zugehörigkeitsgefühl) zu erforschen. Darüber
hinaus, werden Moderatoren der Individual- und Kontextebene (vertikaler Kollektivismus
und ethnische Klassenkomposition) von Stereotype Threat-Effekten auf die Testleistung und
dazugehörige Copingstrategien untersucht, wenn ein negatives Stereotyp aktiviert ist.
Die

vorliegende

Dissertation

ist

in

drei

Forschungsprojekte

eingeteilt.

Forschungsprojekt 1 untersucht die Auswirkung der Aktivierung von negativen Stereotypen
bei türkischstämmigen Schülerinnen (im Vergleich zu deutschen Schülerinnen) auf deren
verbale Leistung und deren Motivation sich auf die individuelle Mobilitätsstrategie
einzulassen. Das erste Forschungsprojekt konzentriert sich auf türkischstämmige
Schülerinnen, da diese, im Vergleich zu türkischstämmigen Schülern, einem größeren Risiko
ausgesetzt sind unter Ungleichheiten im Leistungs- und Arbeitskontext zu leiden (Hartmann,
2014). Basierend auf der Theorie der sozialen Identität (Tajfel & Turner, 1979; 1986), wurde
angenommen, dass Individuen deren sozialen Identität bedroht ist, damit so umgehen, dass
X
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sie eine individuelle Mobilität in Anspruch nehmen. Es wurde für türkischstämmigen
Schülerinnen in der negativen Stereotypaktivierungsbedingung angenommen, dass sie einen
Stereotype Threat-Effekt zeigen und eine höhere Motivation haben die individuelle
Mobilitätsstrategie
(Kontrollbedingung

zu
und

verwenden,
in

der)

im

Vergleich

positiven

zu

den

Schülerinnen

in

Stereotypaktivierungsbedingung.

der
Zwei

experimentelle Studien (Pilotstudie: N = 66, Hauptstudie: N = 77) wurden durchgeführt, um
diese Annahmen zu testen. In der Hauptstudie zeigte sich ein Stereotype Threat-Effekt für
türkischstämmige Schülerinnen. In beiden Studien wurde gezeigt, dass türkischstämmige
Schülerinnen eine größere Motivation zeigten, ihre Eigengruppe nach der negativen
Stereotypaktivierung zu verlassen.
Forschungsprojekt 2 untersuchte in zwei experimentellen Studien den Einfluss von
vertikalem Kollektivismus auf der Individualebene bei türkischstämmigen Migranten in
Bezug auf deren Leistung und deren Motivation eine individuelle Mobilitätsstrategie nach
negativer Stereotypaktivierung anzuwenden im Vergleich zu denen nach positiver
Stereotypaktivierung. Vertikaler Kollektivismus ist eine kulturelle Wertorientierung, welche
eine starke Verbundenheit zur Eigengruppe widerspiegelt (Singelis, Triandis, Bhawuk, &
Gelfand, 1995). Forschung zeigte, dass die türkische Kultur die Verbundenheit zu
Mitgliedern der Eigengruppe wertschätzt. Diese Verbundenheit impliziert, dass Erwartungen
der Eigengruppe als eigene Erwartungen wahrgenommen werden (Güngör, Karasawa,
Boiger, Dinçer, & Mesquita, 2014). Es wurde für den Leistungskontext angenommen, dass
die Leistung von türkischstämmigen Migranten durch die Erwartungen der Eigengruppe
beeinflusst wird, insbesondere wenn ein negatives Stereotype über die Eigengruppe aktiviert
ist. Wenn eine soziale Identität darüber hinaus bedroht ist, sind Individuen motiviert eine
individuelle Mobilitätsstrategie einzusetzen, um mit der Bedrohung der sozialen Identität
umzugehen (Tajfel & Turner, 1986). Es wurde angenommen, dass je höher die Zustimmung
zu vertikalem Kollektivismus bei türkischstämmigen SchülerInnen nach negativer
Stereotypaktivierung ist, desto größer der Stereotyp Threat-Effekt, und desto höher die
Motivation individuelle Mobilität anzuwenden. In zwei experimentellen Studien (Studie 1: N
= 34, Studie 2: N = 64), wurden die Interaktionseffekte zwischen Stereotypaktivierung und
der Zustimmung zu vertikalem Kollektivismus auf verbale Leistung und individuelle
Mobilitätsmotivation untersucht. Die Ergebnisse stimmten mit den Annahmen überein.
Forschungsprojekt 3 untersuchte den Einfluss der ethnischen Zusammensetzung auf
Klassenebene (d.h. der Anteil der türkischstämmigen SchülerInnen) in Bezug auf die
Leseleistung und das Zugehörigkeitsgefühl von türkischstämmigen und deutschen
XI
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SchülerInnen. Basierend auf den Daten des deutschen Ländervergleichs 2008/ 2009 im Fach
Deutsch wurden Interaktionseffekte zwischen Variablen auf unterschiedlichen Ebenen für
beide abhängigen Variablen vorhergesagt. Es wurde angenommen, dass ein zunehmender
Anteil türkischstämmiger SchülerInnen einen negativen Effekt auf die Leistung
türkischstämmiger (Walter & Stanat, 2008), aber nicht deutscher SchülerInnen hat. Es wurde
außerdem erwartet, dass ein zunehmender Anteil türkischstämmiger SchülerInnen einen
positiven Effekt auf das Zugehörigkeitsgefühl türkischstämmiger (Branscombe et al., 1999)
und einen negativen Effekt auf das Zugehörigkeitsgefühl deutscher SchülerInnen hat
(Stephan, Ybarra, Martnez, Schwarzwald, & 1998). Es zeigte sich kein Interaktionseffekt
zwischen den Ebenen auf die Leistung. Wie angenommen, zeigte sich Interaktionseffekt
zwischen den Ebenen auf das Zugehörigkeitsgefühl. Nur das Zugehörigkeitsgefühl
türkischstämmiger

SchülerInnen

hing positiv

mit

dem

Anteil türkischstämmiger

SchülerInnen zusammen.
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Past research has revealed that certain migrant groups suffer from larger educational
disparities than other migrant groups (Diefenbach, 2010; Heath, Rothon, & Kilpi, 2008). In
general, it is assumed that individual variables such as engagement or intelligence are strong
predictors for academic success and failure (Neisser et al., 1996; Spinath, Spinath, Harlaar,
& Plomin, 2006). These individual variables are believed to translate directly into
performance. However, in addition to these individual variables, other contextual variables
such as the membership in a specific social group that is associated with a social identity can
influence academic performance (Syed, Azmitia, & Cooper, 2011). According to social
identity theory, we all belong to many social groups and have different social identities
(Tajfel & Turner, 1979). For example, a university student might belong to the group of
women, the group of Turks, and the group of university undergraduate students. Whenever
the social identity of a group member is threatened, individuals strive to cope with this threat
by utilizing identity management strategies such as the individual mobility strategy to join a
high-status outgroup in order to restore a positive social identity (Tajfel & Turner, 1979;
1986). The threat to a social identity caused by the activation of a negative stereotype that
leads to a performance decrease is called stereotype threat (Steele & Aronson, 1995).
In Germany, negative stereotypes related to the abilities of Turkish-origin migrants
are widespread. Members of the host society might expect negatively stereotyped group
members to hold characteristics associated with the stereotypes (e.g., Asbrock, 2010;
Froehlich, Martiny, Deaux, & Mok, 2015). These Turkish-origin migrants show an
underperformance in the achievement context (Klieme et al., 2010) and attain lower job
positions (Hartmann, 2014). Recent studies showed stereotype threat effects for Turkishorigin students (Froehlich, Martiny, Deaux, Goetz, & Mok, 2015; Martiny, Mok, Deaux, &
Froehlich, 2015). However, research on how negatively stereotyped Turkish-origin students
cope with stereotype threat effects is scarce (Martiny et al., 2015). In addition, no attention
has been given to the impact of Turkish-origin students’ endorsement of cultural value
orientations such as vertical collectivism (Singelis et al., 1995), which is shaped by their own
cultural ethnic group, on the effects of stereotype activation on performance and coping
strategies. Moreover, even though contextual factors such as the social environment are also
important for students’ motivation and performance (Furrer & Skinner, 2003), little is known
about the impact of the ethnic composition in the classroom on performance and coping
strategies for Turkish-origin and German students.
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1.1

The Role of Social Identity in the Achievement Context
In the past decade, some ethnic minority groups and especially migrants have shown

poor performance compared to ethnic majority groups in the academic achievement context
(Heath, Rothon, & Kilpi, 2008). To examine this in the present research, a social identity
approach is used, in which the social identity of the group is an essential construct. Social
identity is defined by Tajfel (1978) as “that part of an individual's self-concept which derives
from his knowledge of his membership of a social group (or groups) together with the value
and emotional significance attached to that membership” (p. 63). According to social
identity theory (Tajfel & Turner, 1979; 1986), individuals are members of various groups
and thus hold different social identities related to these groups. In the following, the main
processes of social identity theory (Tajfel & Turner, 1979; 1986) will be outlined and linked
to performance situations through the example of a negatively stereotyped ingroup member
in comparison to outgroup members.
1.1.1 Social Identity Theory and its Key Processes
Based on social identity theory (Tajfel & Turner, 1979; 1986), three cognitive
processes and a motivational process can be distinguished in intergroup contexts and will be
outlined in the following. The first process is social categorization, which describes
individuals’ tendency to structure their environment by generating meaningful social
categories or groups of individuals. Through this categorization process, perceived
differences within a category are diminished whereas the differences between categories are
emphasized (Ellemers, 1993). As a result of this process, specific values or traits related to a
group may be ascribed to a member of this group, independent from whether these values or
traits are true for the individual or not (Tajfel & Turner, 1979).
The second important process is social identification. Social identification refers to
the degree to which individuals define themselves as members of a social category or group
(Tajfel & Turner, 1979). This process was further developed in self-categorization theory by
Turner and colleagues (1987), showing that group behavior is determined by the cognitive
representation of the self (i.e., the self concept) in terms of one’s membership in a social
category, in which an individual does not differentiate between the self and the group. This
phenomenon is known as the process of depersonalization of the self, in which individuals
“perceive themselves more as the interchangeable exemplars of a social category than as
unique personalities defined by the individual differences from others” (Turner et al., 1987,
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p. 50). This means that group members of a social category do not think or act as individuals
anymore, but instead think and act as members of the group (Turner et al., 1987).
The third process is social comparison, which extended the social comparison theory
by Festinger (1954). Social comparison aims at maximizing differences between ingroup
members and outgroup members (Turner, 1975). Moreover, when a social comparison
between an ingroup and an outgroup leads to a favorable result for the ingroup, this
contributes to a positive social identity (Tajfel & Turner, 1979). In contrast, when a social
comparison leads to a negative outcome for the ingroup, it results in a negative social
identity (Ellemers, 1993). To illustrate this social comparison process, imagine a migrant
student named Mesut who attends an elite school. When Mesut and his classmates as elite
school members take part in an achievement competition against students of non-elite
schools, Mesut enjoys a positive social identity based on this elite school membership. This
school membership might be associated with a positive stereotype of having higher status
due to his school. However, when this competition leads to a negative result for Mesut’s
ingroup, his social identity related to his school might be negative.
The fourth process is positive distinctiveness. Tajfel and Turner (1979, 1986) claimed
that the underlying motivation of intergroup conflict is the individual’s need to be positively
distinct. This need for positive distinctiveness is achieved when the ingroup is different from
a relevant outgroup and is evaluated more positively on a dimension that is relevant for the
comparison. Thus, a positive social identity can be realized through a positive distinction of
the ingroup (Ellemers, 1993). Following our example of Mesut, positive distinctiveness is
achieved when Mesut’s elite school group performs better than students of non-elite schools
in the competition. Taken together, these four processes are crucial to understanding
intergroup behavior and can be applied to performance situations.
1.1.2 Coping Strategies after Social Identity Threat
The four key processes of social identity theory were further integrated in the three
theoretical principles, which need to be taken into account to explain how individuals react
to negative social comparisons and cope with the results (Tajfel & Turner 1979; 1986). First,
individuals strive to achieve or to maintain a positive social identity and are motivated to
enhance their self-esteem. Second, a positive social identity is largely based on favorable
social comparisons between the ingroup and relevant outgroups. Third, when a social
identity is not satisfying for ingroup members, that is, when the social comparison with an
outgroup leads to a negative result for the ingroup, these ingroup members will attempt to
3
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change this negative outcome by utilizing coping strategies to manage their social identity.
In addition to these principles, research claimed that using coping strategies (e.g., increasing
one’s identification with the ingroup) after experiencing social identity threat is crucial for
ethnic minorities because these coping strategies are positively related to well-being
(Branscombe, Schmitt, & Harvey1999). Thus, two coping strategies will be described below
that are important for the investigations of the present dissertation.
1.1.2.1.

Individual Mobility as an Identity Management Strategy

When one’s social identity is threatened after intergroup comparisons, threatened
ingroup members may engage in so-called identity management strategies (Blanz,
Mummendey, Mielke, & Klink, 1998; Tajfel & Turner, 1986). Three classic identity
management strategies can be distinguished (Tajfel & Turner, 1979, p.43). The social
creativity strategy can be used when members of the threatened ingroup are looking for
positive distinctiveness by redefining social comparison characteristics. In doing so, they
might change the comparison dimension or group, or they may change the values related to
the characteristics of the ingroup. The social competition strategy can be employed when
group members strive for positive distinctiveness through a direct competition with outgroup
members (Tajfel & Turner, 1986; Turner, 1975). Various studies investigated the individual
mobility strategy as a response to social identity threat (Blanz, Mummendey, Mielke, &
Klink, 1998; Martiny, Kessler, & Vignoles, 2012; Van Laar, Bleeker, Ellemers, & Meijer,
2014). Individual mobility is defined as enhancing the status position of an individual group
member, while retaining the unfavorable low status position of the group (Tajfel & Turner,
1979; 1986). In other words, individual mobility is an individual’s attempt to “leave” or
disassociate from the ingroup or to join a more favorable outgroup (Tajfel & Turner, 1986).
This strategy would mean for example that a low-status ethnic minority member joins a
higher status group after social identity threat. This process of individual mobility may
include dissatisfaction with a membership in a threatened group (Ellemers, 1993). Further, it
was argued by Tajfel and Turner (1986) that individual mobility is classified as either a
behavioral or cognitive strategy. Ethnic minority groups occupy a low status in achievement
contexts (Heath et al., 2008) and hence are likely to strive to improve their social status in
performance situations by using individual mobility. Therefore, this work focuses on the
identity management strategy of individual mobility.
Socio-structural factors determine which identity management strategy is adopted to
cope with social identity threat. Important socio-structural factors are the permeability of
group boundaries, legitimacy, and stability of the social group status (for reviews, see
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Brown, 2000; Ellemers, 1993). These factors have been well described in the previous years
(e.g., for review, see Bettencourt, Charlton, Dorr, & Hume, 2001; Boen & Vanbeselaere,
2000; Ellemers, 1993). It has been suggested that especially low-status group members
deploy an individual mobility strategy to cope with social identity threat (Blanz,
Mummendey, Mielke, & Klink, 1998; Tajfel & Turner, 1979; 1986). Further, individual
mobility is more likely to be used if the intergroup boundaries are perceived to be permeable
(Ellemers, van Knippenberg, De Vries, & Wilke, 1988; Ellemers, Wilke, & Van
Knippenberg, 1993). In accordance with this research, I assume that negatively stereotyped
ethnic minorities of low status are motivated to use the individual mobility strategy and join
a high-status outgroup if the intergroup boundaries are perceived to be permeable.
1.1.2.2.

Increasing Sense of Belonging

In addition to the assumption that individuals strive to maintain a positive social
identity, individuals have a basic human need for social belonging, that is, the need to see
themselves as socially connected with others (Baumeister & Leary, 1995). The question of
belonging, as argued by Walton and Cohen (2007; see also Mendoza-Denton, Downey,
Purdie, Davis, & Pietrzak, 2002), matters especially to negatively characterized individuals
(e.g., African Americans) in academic settings in which they feel uncertain about their
ability to fit in. Moreover, some research suggests that ingroup members strive to increase
their identification when experiencing social identity threat (Abrams & Hogg, 1988;
Branscombe et al., 1999; Jetten, Branscombe, Schmitt, & Spears, 2001; Martiny et al.,
2015). Furthermore, it has been shown that an increase in ingroup identification after
experiencing rejection is associated with increased well-being of the threatened ingroup;
thus, increasing the identification with the negatively stereotyped ingroup can be understood
as a coping strategy (Branscombe et al., 1999). In line with this argument, I assume that
increasing the sense of belonging to one’s ingroup can be understood as a cognitive coping
strategy that is used by individuals who are subjected to social identity threat. Moreover, I
assume that individuals who have no opportunity to “leave” the ingroup for a more favorable
outgroup (i.e., impermeable group boundaries; Ellemers et al., 1988), are likely to cope with
this threat by increasing their sense of belonging to their own group (Branscombe et al.,
1999).
As outlined above, social identity plays an important role in social comparison
situations. To understand how social identity related to an ethnic minority group contributes
to the underperformance of ethnic minorities in academic performance situations, it is further
important to take negative stereotypes into account, because research suggests that negative
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stereotypes about an ethnic minority group can negatively affect the performance of this
group (e.g., Strasser, 2012).
1.2

Stereotype Threat for Ethnic Minority Groups in Performance Situations
Stereotypes are defined as socially shared beliefs about certain traits or acts of a

group (Leyens, Yzerbyt, & Schadron, 1994). These stereotypes can be positive or negative
and are useful to structure and reduce the information in the environment (Kassin, Fein, &
Markus, 2011). Negative stereotypes in the academic achievement context can have a
considerable impact on the academic performance of members of the negatively stereotyped
group. Research has shown that an activation of a negative stereotype about a group in a
specific domain can result in performance decrements of this group. This phenomenon has
been termed stereotype threat effect (review by Inzlicht & Schmader, 2012; meta-analysis by
Nadler & Clark, 2011; Steele & Aronson, 1995). Such an activation of stereotypes is defined
as the “increased accessibility of the constellation of attributes that are believed to
characterize members of a given social identity“ (Wheeler & Petty, 2001, p. 797). In the
original experiments conducted by Steele and Aronson (1995), a stereotype threat effect was
shown for negatively stereotyped African American university students. African American
students were randomly assigned to one of three stereotype activation conditions and had to
complete a verbal ability test. In the stereotype threat condition, students were told that the
test was diagnostic of their intellectual ability; in the other conditions, the test was either
described as a problem-solving task or no information was given. Participants in the
stereotype threat condition solved fewer test problems compared with participants in other
conditions after controlling for previous performance in the scholastic aptitude test (SAT). In
the last decades, research has shown that stereotype threat can affect members of any
negatively stereotyped group and contribute to performance differences between different
groups. For instance, stereotype threat effects were shown for African Americans, AfricanCaribbeans, and Latino Americans in diagnostic tests of intellectual ability (e.g., Deaux et
al., 2007; Gonzales, Blanton, & Williams, 2002; Steele & Aronson, 1995), women in math
(e.g., Spencer, Steele, & Quinn, 1999), women in male-oriented sports (i.e., Martiny et al., in
press), and individuals assigned to minimal groups (Martiny, Roth, Jejenec, Steffens, &
Croizet, 2012).
The mechanisms that underlie stereotype threat are outlined in the integrated process
model of stereotype threat effects by Schmader, Johns, and Forbes (2008). They suggest that
stereotype threat results from a cognitive imbalance between one of the usually positive
6
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relationships between the concepts of the self and the group, the self and the domain, and the
domain and the group (i.e., “My group has this ability; I am like my group; I have this
ability”; Schmader & Beilock, 2012). For example, a female Turkish-origin student is good
in math and perceives herself to be similar to other Turks, so that the relationships between
the concepts of the self, the group, and the domain are positive. When the relationship
between the concept of the domain and group is affected by a negative stereotype about the
group’s ability (e.g., “Turks are bad in math”), then this relationship will be negative. Thus,
this student might then be motivated to resolve the cognitive imbalance but might also be
worried about the evaluation of the ingroup, which reduces the cognitive resources necessary
to perform well. As a consequence, she shows a stereotype threat effect.
Moreover, Shih and colleagues (1999; 2006) found that the activation of social
identities associated with a positive or negative stereotype in a negatively stereotyped
domain affected the achievement of ethnic minority group members in performance
situations. When a social identity associated with a negative stereotype was activated among
ethnic minorities, as compared to when a social identity associated with a positive stereotype
was activated, these group members showed a stereotype threat effect. Based on these
findings, it was proposed that the activation of a social identity associated with a negative
stereotype, compared to the activation of a social identity associated with a positive
stereotype, would lead to stereotype threat effects among ethnic minority group members in
Germany.
1.2.1 Stereotype Threat as Form of Social Identity Threat
The above section explained how negative stereotype activation and social identity
are related in performance situations. In the following, it will be explored to what extent a
threat caused by negative stereotype activation can be perceived as a social identity threat.
Negatively stereotyped group members categorize themselves into social categories (Turner
et al., 1987). Through this self-categorization process, the social identity related to a group
becomes more salient in the self-concept, which can increase the “value and emotional
significance attached to the [group] membership“ (Tajfel, 1981, p. 255). It can further be
assumed that when a social identity associated with a negative stereotype is made salient,
this should affect one’s attachment to the group. In line with this assumption, research
showed that stereotype threat occurred in situations in which group members are at risk of
confirming an existing negative stereotype about their group by their behavior (Inzlicht &
Schmader, 2012) because they were concerned about how others might judge them based on
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this negative stereotype that is “in the air” (Steele, 1997, p. 614). A recent review by Spitzer
and Aronson (2015) suggested that achievement gaps between groups involve a threat to an
individual’s social identity which can impair performance. In addition, as argued by Steele,
Spencer, and Aronson (2002), stereotype threat in performance situations can be understood
as a specific form of social identity threat because a situational activation of negative abilityrelated stereotypes can threaten the positive view of the ingroup in comparison to relevant
outgroups. Thus, in the present research, stereotype threat was conceptualized as a social
identity threat activated through the priming of a negative stereotype, which causes not only
performance decrements but also a negative social identity.
1.2.2 Coping Strategies as a Response to Stereotype Threat
Most stereotype threat research has focused on the effects of stereotype activation on
performance or motivation (Martiny & Götz, 2011), but it is also important to investigate
how individuals exposed to stereotype threat can cope with this threat. Members of
negatively stereotyped groups can deal with stereotype threat effects by showing less
characteristics related to their negatively stereotyped identity; for example, a woman in a
male-oriented domain would show less feminine characteristics after negative stereotype
activation (e.g., Pronin, Steele, & Ross, 2004; von Hippel, Walsh, & Zouroudis, 2011). Little
is known about other coping strategies of negatively stereotyped ethnic minority groups,
when a negative stereotype is activated in the achievement context (Martiny et al., 2015).
In line with the argument of Steele, Spencer, and Aronson (2002) outlined above,
stereotype threat can be seen as a specific type of social identity threat. I therefore assume
that individuals who experience stereotype threat use the same coping strategies (i.e.,
individual mobility and increased senses of social belonging, see Chapter 1.1.2) as
individuals who are exposed to social identity threat.
1.3

The Impact of Individual-Level and Context-Level Variables on Stereotype
Activation Effects
Above it has been shown that social identity influences the relationship between

negative stereotype activation and performance as well as the relationship between negative
stereotype activation and coping strategies of ethnic minority groups. In the following, I
argue that further moderating variables can influence these relationships.
Meta-analyses showed that stereotype threat effects for ethnic minorities in the USA
and Europe varied considerably in their effect sizes (Appel, Weber, & Kronberger, 2015;
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Nadler & Clark, 2011; Nguyen & Ryan 2008). Furthermore, some researchers have
challenged the robustness of the stereotype threat effect (e.g., Moon & Roeder, 2014;
Sackett, Hardison, & Cullen, 2004). It has been shown that individual-level and contextlevel variables predict the size of stereotype threat effects for negatively stereotyped groups
and ethnic minority groups (for reviews, see; Inzlicht, Aronson, & Mendoza-Denton, 2009,
Martiny & Götz, 2011; Strasser, 2012). However, the heterogeneity between study results
could not be sufficiently explained by known moderators of stereotype threat effects (Appel
et al., 2015; Nadler & Clark, 2011; Nguyen & Ryan 2008). This suggests that further
moderating variables are unknown. The present dissertation examines additional moderating
variables on the stereotype threat effect. To date, little attention has been given to
moderating variables of stereotype activation effects on coping strategies in the academic
domain, with the exception of one study in the sports domain by Stone (2002) showing that
individual differences in psychological engagement in sports moderated the effect of
stereotype activation on self-handicapping. I assume that the same moderating variables of
stereotype threat effects influence the stereotype activation effect on coping strategies as
argued in the previous section. Thus, more research is needed to investigate new moderating
variables of stereotype activation effects on coping strategies.
In the present dissertation, I propose two further moderating variables of stereotype
activation effects on performance, namely vertical collectivism at the individual-level and
ethnic composition in classrooms at the context-level. I further supposed that these two
moderating variables influence the coping strategies of ethnic minority group members when
a negative stereotype was activated.
1.3.1 Individual-Level Moderators of Stereotype Activation Effects on
Performance and Individual Mobility Motivation
Various studies have investigated individual-level moderators of stereotype threat
effects (e.g., Aronson et al., 1999; Davis, Aronson, & Salinas, 2006; Keller, 2007;
Schmader, 2002). For instance, it was shown that individuals with high as compared to low
identification with the negatively stereotyped group show a stereotype threat effect (e.g.,
Armenta, 2010; Martiny, Roth, et al., 2012; Schmader, 2002; Wout, Danso, Jackson, &
Spencer, 2008). Although ethnic minority group members’ cultural value orientation (i.e.,
related to loyalty to the ingroup and its expectations) is associated with achievement
motivation (Phalet & Claeys, 1993), the impact of individual endorsement of cultural value
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orientations on performance and coping strategies after negative stereotype activation has
not been explored.
1.3.1.1 Vertical Collectivism and Performance
Collectivism refers to a cultural group’s shared value orientations, beliefs, and norms
related to individuals’ memberships with a group and relationships with others (Triandis,
1996; Komarraju & Cokley, 2008). However, research suggests that not all collectivistic
cultures value the different aspects of collectivism to the same extent. For example, the
Japanese culture highlights conformity, whereas the Turkish culture emphasizes relatedness
(Güngor et al., 2014). This relatedness refers to the connectedness to significant others or
ingroup members, which involves perceiving and treating the expectations of ingroup
members as their own expectations (Cross, Bacon, & Morris, 2000).
Moreover, research has suggested that the broad construct of collectivism needs to be
further distinguished by considering equal or unequal social relationships among ingroup
members (Singelis et al., 1995; Triandis, 1996; Triandis & Gelfand, 1998). Singelis and
colleagues (1995) suggested two subscales of collectivism: horizontal collectivism and
vertical collectivism. Horizontal collectivism highlights the status equality among the
ingroup members. Vertical collectivism emphasizes the willingness to serve and sacrifice for
the ingroup and the adherence to social hierarchical relationships within the ingroup
(Singelis et al., 1995). Illustrating the characteristics of vertical collectivists, Kamarraju and
Cokley (2008) explained, “Vertical collectivists are likely to identify with the in-group, be
aware of their place in the hierarchy of the in-group, and are willing to sacrifice self-interests
if required by the authority of the in-group" (p. 337). I argue that vertical collectivism
reflects a strong relatedness to the ingroup due to the willingness to serve and sacrifice for
the ingroup and status higher ingroup members.
In the achievement context, the endorsement of vertical collectivism is especially
important for Turkish-origin migrants for numerous reasons. In general, studies have found
that parents in a collectivistic culture such as the Turkish culture tend to stress obedience and
respect (Phalet & Schönplug, 2001) and that vertical collectivism is strongly endorsed by
Turkish-origin migrants (Ayçiçegi-Dinn & Caldwell-Harris, 2011). Importantly, the extent
to which Turkish-origin students valued achievement is related to their ingroup’s expectation
that they attain high achievement (Phalet & Claeys, 1993; Verkuyten, Thijs, & Canatan,
2001). Taken together, I assume that the more Turkish-origin migrants endorse vertical
collectivism, the higher their motivation will be to achieve success in line with their
ingroup’s expectations in academic achievement.
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However, based on social identity theory (Tajfel & Turner, 1986), the social identity
of an ethnic ingroup member should become more central to the self-concept when
threatened. Moreover, one’s social identity can be threatened by the activation of negative
stereotypes about the ingroup (Shih et al., 1999). This social identity threat may especially
affect ethnic minority members who strongly endorse vertical collectivism because they are
concerned about their ingroup’s expectations to perform well. Similar to the argument of
Schmader and colleagues (2008), the concerns about the ingroup’s expectations for
achievement might require cognitive resources which can impair performance. I expect that
when a negative stereotype is activated, high endorsement of vertical collectivism would
negatively affect the performance of Turkish-origin migrants (i.e., a stereotype threat effect).
1.3.1.2 Vertical Collectivisms and Individual Mobility Motivation
Relatively little is known about how negatively stereotyped group members cope
with stereotype threat. Previous research has revealed that negatively stereotyped group
members deal with stereotype threat by employing cognitive strategies (e.g., Martiny et al.,
2015; Pronin, Steele, & Ross, 2004; von Hippel et al., 2005). For example, African
Americans denied an ability-related stereotype as a form of impression management when
they were interviewed by a White experimenter (von Hippel et al., 2005, Study 3).
Deploying these cognitive coping strategies might be useful for individuals to restore a
cognitive balance after experiencing stereotype threat (Schmader et al., 2008). However,
these strategies cannot directly change the social status position in an achievement context
(Tajfel & Turner, 1979; 1986). Studies have revealed that low-status individuals utilize
individual mobility after social identity threat to improve their social status (e.g., for a metaanalysis, see Bettencourt, Charlton, Dorr, & Hume, 2001; Ellemers et al., 1993). As ethnic
minority group members often occupy a low status in the academic context due to their
group’s low achievement (e.g., Heath et al., 2008), they might utilize coping behaviors, such
as individual mobility, to avoid the social identity threat caused by negative ability-related
stereotypes and improve their social status. Moreover, an increased endorsement of
collectivism by negatively stereotyped ethnic minority members in stereotype threat
situations (i.e., solo-status) has been found to increase their reflections on their salient ethnic
identity and their coping behavior (Sekaquaptewa, Waldman, & Thompson, 2007). This was
interpreted as evidence that threatening evaluative situations can result in concerns about the
consequences of their performance for themselves and their ingroup.
Drawing on the outlined reasoning, I expected that when the social identity related to
one’s ethnic group is threatened by the activation of a negative stereotype, Turkish-origin
11
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migrants who strongly endorse vertical collectivism will be especially motivated to use an
individual mobility strategy, because they will be highly concerned about the consequences
of the negative stereotype activation for themselves and their ethnic ingroup.
1.3.2 Context-Level

Moderators

of

Stereotype

Activation

Effects

on

Performance and Sense of Belonging
Negatively stereotyped group members are susceptible to environmental cues related
to negative stereotypes that threaten their social identity (e.g., Murphy, Steele, & Gross,
2007). It is therefore important to examine how differences in the social environment in a
negatively stereotyped domain influence stereotype activation effects.
1.3.2.1

Ethnic Composition and Performance

Learning and achievement environments that put members of a negatively
stereotyped group at risk of being judged based on their negative social identity can impede
performance (Inzlicht & Good, 2006). An important context-level moderating variable of the
stereotype threat effect is the numerical minority status of negatively stereotyped group
members (i.e., solo-status; Inzlicht & Ben-Zeev, 200; Sekaquaptewa & Thompson, 2002,
Sekaquaptewa & Thompson, 2003). When the solo-status of a minority member was made
salient, this member underperformed compared to when the solo-status was not made salient
(Inzlicht & Ben-Zeev, 2000). In line with these findings, it might be assumed that favorable
learning and achievement environments, in which students are not alone, could mitigate
stereotype threat effects. However, various empirical studies investigating the effects of
ethnic composition as a context-level factor on the performance of negatively stereotyped
students have challenged this assumption and reported negative ethnic composition effects
on performance (i.e., decreasing performance with an increasing proportion of ethnic
minority students; e.g., Contini, 2013; Fekjær & Birkelund, 2007; van Ewijk & Sleegers,
2012; Walter & Stanat, 2008; Westerbeek, 1999). A study by Walter and Stanat (2008)
showed negative effects of the percentage of negatively stereotyped ethnic minority students
(i.e., Turkish-origin students) in the school on their performance in Germany. In line with
research showing negative ethnic composition effects on performance, I assume that an
increase in the proportion of negatively stereotyped ethnic minority students in a classroom
will reduce their performance.
Research has shown that the performance of ethnic majority members is not affected
by the number of outgroup member present in performance situations (Sekaquaptewa &
Thompson, 2003). It is suggested that the performance of majority group members is not
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reduced by the number of ethnic minority students in evaluative situations because they are
not concerned about negative stereotypes about their ingroup (Sekaquaptewa et al., 2007).
Taken together, I proposed that the performance of ethnic majority students would not be
influenced by an increase in the proportion of ethnic minority students in the classroom.
1.3.2.2

Ethnic Composition and Sense of Belonging

Contextual variables may not only affect the performance of students, but can also
have an effect on the motivation of negatively stereotyped individuals to utilize coping
strategies. Stereotypical cues in the environment can reduce stereotyped individuals’ interest
in the stereotyped domain (Cheryan, Plaut, Davies, & Steele, 2009) and their sense of
belonging (Murphy et al., 2007). Above I have argued that threatened ethnic minority
students may increase their sense of belonging to cope with stereotype threat (see Chapter
1.1.2.2). However, little attention has been given to immigrant students’ sense of belonging
to their peer group in school (but see Cohen, et al., 2006; for review, see Osterman, 2000).
Research has shown the importance of sense of belonging to the academic
environment for negatively stereotyped ethnic minority students who are uncertain about
their fit in the academic context (Walton & Cohen, 2007). Ethnic minority students in solostatus perceived their ethnicity to be more central to their self-concept, which might increase
their concerns in evaluative situations about the consequences of their behavior for
themselves and the ethnic group (Sekaquaptewa et al., 2007). Consistent with these findings,
I assume that when the ethnic minority students’ proportion increases in the classroom,
ethnic minority students can benefit from the salience of other ethnic minority students by
increasing their sense of belonging as a coping strategy in threatening evaluative situations.
Findings on the effect of ethnic composition on sense of belonging for ethnic
majority students have been inconsistent. Some research revealed that ethnic majority
students transitioning to new schools were not affected by ethnic composition (Benner &
Graham, 2007). Others showed that outgroup members (e.g., ethnic minority students) can
be perceived as a threat for ingroup members (non-minority students) based on differences in
values and norms (Stephan, Ybarra, Martnez, Schwarzwald, & Tur-Kaspa, 1998). In the
present dissertation, I assume that an increase in the proportion of negatively stereotyped
ethnic minority students in the classroom will have a negative effect on the sense of
belonging for ethnic majority students, because they might feel threatened by the large
number of outgroup members in the classroom.
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2
2.1

The Present Dissertation

Aims and Scope
The present dissertation aims to explore reasons for the academic underperformance

of students of Turkish origin in Germany. It examines stereotype threat effects on the test
performance of Turkish-origin students and explores whether students engage in two specific
coping strategies (i.e., engagement in individual mobility and increased sense of belonging)
to deal with stereotype threat. Drawing on social identity theory (Tajfel & Turner, 1979;
1986) and stereotype threat research (Steele & Aronson, 1995; Shih et al., 2006), I
hypothesize that the activation of negative ability-related stereotypes about a social group
(i.e., Turkish-origin migrants) decreases their performance and increases their motivation to
utilize coping strategies to deal with stereotype threat.
2.2

Underperformance of Turkish-Origin Migrants in Germany
A vast amount of studies have shown stereotype threat effects for different social

groups (for a meta-analysis, see Appel et al., 2015; Inzlicht & Schmader, 2012). The present
dissertation focuses on students of Turkish origin in Germany because Turkish students are
consistently outperformed by other migrant groups in standardized tests and suffer from
substantial educational disparities (e.g., TIMSS: Bos et al., 2012; PISA: Gebhardt et al.,
2013). This underperformance cannot be fully explained by confounding factors like
socioeconomic status of the family and language spoken at home (Segeritz, Walter, &
Stanat, 2010; Walter & Stanat, 2008). To date, the majority of Turkish second-generation
migrants have a low socioeconomic status in Germany due to their poor performance in the
academic context and disadvantages in work-related contexts (Hartmann, 2014).
Little research has been conducted on the negative ability-related stereotypes about
migrants of Turkish origin in Germany (Asbrock, 2010; Froehlich, Martiny, Deaux, & Mok,
2015; Kahraman & Knoblich, 2002). A recent study by Froehlich, Martiny, Deaux, and Mok
(2015) showed that Turkish-origin migrants compared to Germans and Italian-origin
migrants were viewed more negatively in different domains. The authors found that the
academic underperformance of Turkish-origin migrants was attributed more strongly to
internal causes (e.g., “having lower intellectual abilities”) and less strongly to external
causes (e.g., “being disadvantaged in the German educational system”), the more German
student teachers endorsed negative competence stereotypes. Although some researchers have
suggested that stereotype threat may be an explanation for the underperformance of Turkish14
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origin migrants in the achievement context (e.g., Strasser 2012), only two studies have
investigated stereotype threat effects for Turkish-origin migrants (Froehlich, Martiny,
Deaux, Goetz, & Mok, 2015; Martiny et al. 2015).
Ethnic minority students are uncertain about their fit in the academic domain (Walton
& Cohen, 2007) and coping strategies can help them to increase their social connectedness.
Yet, it is not well understood how negatively stereotyped ethnic minority students cope with
the consequences of stereotype threat in order to restore a positive social identity (but see
Martiny et al., 2015). The present dissertation explores whether individuals utilize individual
mobility (Tajfel & Turner, 1979; 1986) or increase their sense of belonging (Branscombe et
al., 1999) to cope with a threatening performance situation. Furthermore, this dissertation
examines two moderators of stereotype activation effects at the individual- and context-level,
namely vertical collectivism and ethnic composition.
2.3

The Practical Relevance of the Present Dissertation
Emphasizing the ethnicity of a negatively stereotyped ethnic group in a performance

test situation can impair the test performance of the stereotyped group (Shih et al., 1999;
2006). Stereotype threat can affect any negatively stereotyped group, but it may have a
stronger impact on ethnic groups (e.g., migrants) who are often in evaluative situations in
which their negatively stereotyped group membership is accentuated (Barreto & Ellemers,
2015). To date, Turkish-origin migrants in Germany are struggling with disparities in the
educational context (Diefenbach, 2010; Schneider, 2008), which have negative consequences
for their motivation to pursue a career in a negatively stereotyped domain (Woodcock,
Hernandez, Estrada, & Schultz, 2012) and opportunities to achieve higher education or a
higher career position (Hartmann, 2014; Kristen, Reimer, & Kogan, 2008). These disparities
can have severe negative consequences for their well-being and motivation to integrate
(Phinney et al., 2001). Therefore, it is of great importance to explore not only factors that
hinder Turkish-origin migrants to fulfill their full potential to achieve a high performance,
but also prospective coping strategies to deal with social identity threat when a negative
stereotype is activated.
2.4

Dissertation Outline and Research Questions

The present dissertation consists of three research projects. The first project investigates
the effects of stereotype activation on verbal performance and individual mobility motivation
as a coping strategy for female Turkish-origin students (compared to female German
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students; Chapter 3). The second research project examines the interaction effects between
vertical collectivism at the individual-level and stereotype activation on verbal performance
and individual mobility motivation (Chapter 4). The third research project examines the
cross-level interaction effects between the ethnic composition (i.e., proportion of Turkishorigin students) in the classroom and students’ ethnicity on reading performance and sense
of belonging (Chapter 5). Finally, the results of the three research projects are summarized
and discussed in Chapter 6. Moreover, strengths, limitations, and future directions as well as
practical implications are discussed in this chapter.
2.4.1 Research Questions of Project 1
In two experimental studies (a pilot and main study), the first research project
investigates stereotype activation effects on verbal performance and individual mobility
motivation for female Turkish-origin students (compared to female German students).
Turkish-origin migrants in Germany have shown a constant underperformance
compared to other migrant groups in the achievement context (e.g., Klieme, 2010). Turkishorigin women compared to Turkish-origin men especially suffer from educational and workrelated disparities (e.g., Hartmann, 2014). Research has found that negative stereotypes
about the abilities of Turkish-origin migrants are widespread in German society (e.g.,
Asbrock, 2010; Froehlich, Martiny, Deaux, & Mok, 2015). It has been shown that ethnic
minority women can either benefit or suffer from the activation of an identity related to a
positive or negative stereotype in the verbal domain, respectively (Shih et al., 2006). Thus, I
hypothesize that when an identity associated with a negative stereotype is activated (but not
when no stereotype or a positive stereotype is activated), female Turkish-origin students will
show a stereotype threat effect in the verbal domain. Social identity theorists postulated that
whenever a social identity is threatened, individuals strive to cope with this threat by
utilizing identity management strategies such as the individual mobility strategy of joining a
high-status outgroup (Tajfel & Turner, 1979; 1986). I hypothesize that female Turkish-origin
students, who are targets of negative stereotypes about their ethnic group and also
disadvantaged by their gender (as compared to male Turkish-origin students), will be
motivated to use an individual mobility strategy when a negative stereotype is activated.
Research Project 1 investigates the following research questions:
(1) Do Turkish-origin girls show a stereotype threat effect in the negative stereotype
activation condition compared the (no stereotype activation and) positive stereotype
activation condition?
16
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(2) Are Turkish-origin girls more motivated to engage in individual mobility in the
negative stereotype activation condition compared the (no stereotype activation and)
positive stereotype activation condition?
2.4.2 Research Questions of Project 2
In two experimental studies (Study 1 and Study 2), the second research project
investigates vertical collectivism endorsement as an individual-level moderating variable of
the relationship between stereotype activation and verbal performance and individual
mobility motivation for Turkish-origin students.
Recent studies showed the stereotype threat effect for Turkish-origin students
(Froehlich, Martiny, Deaux, Goetz, & Mok, 2015; Martiny et al., 2015). Based on social
identity theory (Tajfel & Turner, 1979; 1986), I argue that one way to cope with this identity
threat is to join a higher status outgroup (i.e., individual mobility). Specific cultural value
orientations might affect the threat experience. A cultural value orientation in the Turkish
culture is vertical collectivism (Singelis et al., 1995), which reflects a strong relatedness to
the ingroup (i.e., ingroup members’ expectations are perceived as own expectations; Güngor
et al., 2014) and emphasizes sacrifices and social hierarchies. The extent to which Turkishorigin migrants value achievement for themselves and their ingroup is related to loyalty to
the ingroup (i.e., family), which is associated with the ingroup’s expectations to perform
well in the achievement context (e.g., Phalet & Claeys, 1993). The ingroup’s expectations to
attain high achievement might require one’s cognitive resources, which can impair
performance (Schmader et al., 2008). In addition, I argue that these ingroup’s expectations in
evaluative situations can lead to more reflections on the negatively stereotyped ethnicity
when a negative stereotype is activated and thus may increase coping with this threat
(Sekaquaptewa et al., 2007). Based on these findings, I hypothesize that when a negative
stereotype is activated, Turkish-origin migrants who strongly endorse vertical collectivism
will show a stronger stereotype threat effect and a higher individual mobility motivation
after negative stereotype activation.
Research Project 2 investigates the following research questions:
(3) Does high endorsement of vertical collectivism reduce the verbal performance of
Turkish-origin students after an activation of a negative stereotype, compared to an
activation of a positive stereotype?
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(4) Does high endorsement of vertical collectivism increase individual mobility
motivation of Turkish-origin students after an activation of a negative stereotype,
compared to an activation of a positive stereotype?
2.4.3 Research Questions of Project 3
Research project 3 focuses on the impact of ethnic classroom composition as a
context-level moderator of the relationship between students’ ethnicity and reading
performance as well as of the relationship between students’ ethnicity and their sense of
belonging. This project examines cross-level interaction effects based on data from the
German National Assessment Study 2008/2009 in the school subject German.
When the solo-status of negatively stereotyped minority group members is made
salient, they perform more poorly compared to those members for whom the solo-status is
not made salient (Inzlicht & Ben-Zeev, 2000). One might assume that this negative effect of
solo-status on performance can be solved by increasing the number of negatively stereotyped
minority group members in a test situation. However, most of the empirical studies
investigating ethnic composition effects on the performance of negatively stereotyped
students found negative effects of the ethnic composition on performance (e.g., Contini,
2013; Walter & Stanat, 2008). For example, Turkish-origin students’ reading performance
decreased as their proportion in the school increased (Walter & Stanat, 2008). Thus, I
hypothesize a negative effect of the proportion of Turkish-origin students in the classroom
on the performance of these students. Research also suggested that the performance of
majority group members is not negatively affected by the number of ethnic minority students
in evaluative situations because they are not worried about negative ingroup stereotypes
(Sekaquaptewa et al., 2007). I hypothesize that the performance of majority group members
is not influenced by the proportion of ethnic minority students.
Besides the effect of the ethnic composition in the classroom on performance, it is
also important to investigate the effect on sense of belonging. The question of belonging is
especially important to negatively stereotyped ethnic minority students in academic settings
(Walton & Cohen, 2007). These minority students may deal with social identity threat by
increasing their sense of belonging to their ethnic group (Branscombe et al., 1999; Cohen et
al., 2006). I expect that the sense of belonging among Turkish-origin students will increase
with an increasing number of Turkish students in the classroom. For ethnic majority
students, some research found that ethnic majority students transitioning to new schools
were not affected by ethnic composition (Benner & Graham, 2007). In contrast, other
18
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intergroup research showed that outgroup members (e.g., migrants) can be perceived as a
threat for ingroup members based on differences in values and norms (Stephan et al., 1998).
I hypothesize that German students' sense of belonging will decrease with an increasing
proportion of Turkish-origin students in the classroom.
Research Project 3 investigates the following research questions:
(5) Does an increase in the proportion of Turkish-origin students in classrooms have a
different effect on reading performance for Turkish-origin students and German
students?
(6) Does an increase in the proportion of Turkish-origin students in classrooms have a
different effect on sense of belonging for Turkish-origin students and German
students?
In sum, whereas the first two research questions in the present dissertation are more
concerned with a classic stereotype threat effect and individual mobility motivation as a
coping strategy, the subsequent questions refer to individual-level and context-level
moderators of stereotype activation effects on performance and individual mobility
motivation and sense of belonging as coping strategies. The outlined research questions are
depicted in Figure 1.

Figure 1. Overview of Relations Between Variables and Respective Research Questions
(1)-(6) of the Three Research Projects.
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3

Goodbye, Ingroup! Stereotype Threat for Female Turkish-Origin Migrants
and their Individual Mobility Motivation in Performance Situations after
Stereotype Activation

3.1

Abstract
Turkish-origin migrants living in Germany are negatively stereotyped and occupy a

lower educational and occupational status than Germans. These disparities in the academic
achievement context are not fully understood. The situational activation of negative
stereotypes in performance tests leads to a performance decrease known as the stereotype
threat effect. This stereotype threat effect is a possible explanation for the academic
underperformance of migrants of Turkish origin in Germany. According to social identity
theory, individuals who are exposed to social identity threats engage in identity management
strategies such as individual mobility to cope with them. This work explores the effects of
stereotype activation for female Turkish-origin students compared to female German
students on verbal performance and motivation to engage in an individual mobility strategy.
We conducted two experimental studies (N = 66, N = 84) to test our predictions. In the main
study we showed a stereotype threat effect for female Turkish-origin students but no effect
for female German students. As predicted, in both studies we showed that female Turkishorigin students showed an increased motivation to leave their ingroup after completing a test
under stereotype threat. We found that female Turkish-origin students showed a significantly
higher motivation to utilize an individual mobility strategy in the negative stereotype
activation compared to the no stereotype activation (pilot study) or positive stereotype
activation condition (main study), respectively. The implications of these results for
stereotype threat and social identity theory will be discussed.
3.2

Introduction
Imagine you are in a classroom in a high school in an urban area somewhere in

Germany. You might see a female Turkish student who belongs to many social groups such
as women, high school students, and Turks. According to social identity theory, we all
belong to social groups which are linked to social identities (Tajfel & Turner, 1979; 1986).
In Germany negative stereotypes about the competence of Turks are widespread (Asbrock,
2010; Froehlich, Martiny, Deaux, & Mok, 2015) and the effect of negative stereotype
activation has been discussed (Martiny, Mok, Deaux, & Froehlich, 2015) as a possible
explanation for the educational underachievement of Turkish students in Germany. It has
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been shown that individuals who belong to negatively stereotyped groups show performance
decrements in educational achievement situations if they feel they are at risk of confirming
the negative stereotype about their social group (Inzlicht & Schmader, 2012; Steele, 1997).
This phenomenon has been described as the stereotype threat effect (Steele & Aronson,
1995).
Turkish-origin students perform worse than other migrant students in the academic
context and underperform in standardized tests (Klieme et al., 2010; Gebhardt et al., 2013).
Social identity theory postulates that individuals strive to restore or maintain positive selfesteem and use coping strategies if their social identity is threatened (Tajfel & Turner, 1986).
This work explores the effects of stereotype activation on the verbal test performance of
female migrants of Turkish origin in Germany and their tendency to engage in an identity
management strategy after completing a task under stereotype activation. In other words, we
investigate whether the test performance of our Turkish girl described above would be
influenced by reminders of her negatively stereotyped ethnic identity and whether she would
be motivated to join a non-stereotyped group, such as German female high school students,
to cope with this threatening situation.
3.3

Social Identity Theory in Performance Situations
According to social identity theory (Tajfel & Turner, 1979; 1986), individuals belong

to different social groups and strive to restore or maintain the positive self-esteem they
derive from their social identities. Positive social identity can be achieved by intergroup
comparisons in favor of the ingroup that emphasize the positive distinctiveness from a
relevant out-group (Turner, 1975). Whenever the social identity of an individual is
threatened, for example in a performance situation with an unfavorable in-group evaluation,
the individual may be motivated to cope with social identity threat (Tajfel & Turner, 1979;
1986).
3.3.1 Identity Management Strategies as Responses to Social Identity Threat
It is well established that low-status individuals utilize identity management
strategies to cope with social identity threat (Blanz, Mummendey, Mielke, & Klink, 1998;
Boen & Vanbeselaere, 2001; Ellemers, Wilke, & van Knippenberg, 1993; Ellemers, Spears,
& Doosje, 1997; Martiny, Kessler, & Vignoles, 2012; Mummendey, Klink, Mielke, Wenzel,
& Blanz, 1999; Tajfel & Turner, 1979; 1986). Drawing on social identity theory, identity
management strategies are adopted to restore a positive social identity which enhances self-
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esteem (Tajfel & Turner, 1986). Three identity management strategies are known: individual
mobility, social competition, and social creativity (Tajfel & Turner, 1979; 1986). Individual
mobility means that a low-status group member joins a higher-status group. Social creativity
describes a change in the comparison dimension or group, or in the values assigned to
attributes of the ingroup. Social competition refers to individuals’ motivation for direct
competition with the outgroups (Blanz et al., 1998; Tajfel & Turner, 1979; 1986). Structural
characteristics of the intergroup dynamic such as the permeability of the boundary between
in- and outgroup determine which individual mobility strategy is used (e.g., Boen &
Vanbeselaere, 2001; Ellemers et al., 1993). It has been shown that low-status group members
often favor the individual mobility strategy when the group boundaries are permeable (Blanz
et al., 1998; Boen & Vanbeselaere, 2001; Ellemers et al., 1993). Migrants of Turkish origin
are perceived to be low-status in the academic achievement context in Germany (Bos et al.,
2012; Klieme et al., 2010). We therefore expect that Turkish students will be likely to use
individual mobility as an identity management strategy if the intergroup boundaries are
permeable.
3.3.2 Stereotype Threat as Social Identity Threat
Individuals suffer from stereotype threat in situations in which they feel to be at risk
of confirming a negative stereotype about their social group (Inzlicht & Schmader, 2012;
Steele, 1997) and are motivated to disprove this negative stereotype, which reduces the
cognitive resources available to solve a difficult test (Schmader, Johns, & Forbes, 2008).
Activation of a negative stereotype about a group in a specific domain can result in
performance decrements of this group (e.g., Shih et al., 1999). This phenomenon is called
the stereotype threat effect (review by Inzlicht & Schmader, 2012; meta-analysis by Nadler
& Clark, 2011; Nguyen, & Ryan, 2008; Steele & Aronson, 1995). For instance, negative
stereotypes about students of Turkish origin are widespread in Germany (e.g., Asbrock,
2010; Froehlich, Martiny, Deaux, & Mok, 2015) and the activation of these negative
stereotypes in a test situation can cause poor test performance (Steele, 1997). Previous
research has explored the effects of negative stereotypes, for instance about the intellectual
abilities of various ethnic minority groups such as Afro-Caribbeans and African Americans
in different academic domains (e.g., Deaux et al., 2007; Gonzales, Blanton, & Williams,
2002; Steele & Aronson, 1995). The activation of negative performance-related stereotypes
can threaten the positive view of the in-group in comparison to out-groups. Therefore,
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stereotype threat can be understood as a form of social identity threat (Steele, Spencer, &
Aronson, 2002). How can negative stereotypes be activated to trigger stereotype threat?
Stereotype threat research on ethnic minorities commonly uses a negative stereotype
activation compared to no stereotype activation. Steele and Aronson (1995, Study 1 and 2)
conducted several experiments with African American and White American university
students. In the stereotype threat condition, students were instructed that their performance
in a verbal test would indicate their intellectual ability (i.e., in a diagnostic performance test)
which resulted in poorer performance for African American students compared to the control
condition, in which students were told that the exam was a problem solving exercise.
A different way to trigger stereotype threat is the identity salience manipulation. This
activation implicates that either a positive or negative social identity is made salient for
negatively stereotyped individuals before a test (Shih et al., 1999). For instance, Shih,
Pittinsky and Trahan (2006) showed that when Asian American women’s gender identity
associated with a negative stereotype (i.e., “women are bad in math”) was made salient in the
math domain they performed worse than Asian American women for whom the ethnic
identity associated with a positive stereotype (i.e., “Asian are good in math”) was made
salient.
3.3.3 Individual Mobility as a Coping Strategy after Stereotype Threat
It has been shown that individuals who are exposed to stereotype threat utilize
different strategies to cope with the situation. Von Hippel, Walsh, and Zouroudis (2011)
reported that women in the work context adopted behavioral coping strategies after
stereotype threat. Moreover, several cognitive coping strategies such as disengagement in the
academic context (Major, Spencer, Schmader, Wolfe, & Crocker, 1998) and increased ingroup identification (Martiny et al., 2015) were used by individuals after stereotype threat.
Above we have outlined that stereotype threat can be seen as a social identity threat (Steele,
Spencer, & Aronson, 2002) and that low-status individuals adopt classic identity
management strategies to cope with social identity threat (Tajfel & Turner, 1979; 1986). We
therefore assume that classic identity management strategies (i.e., individual mobility, social
competition, and social creativity) are utilized by individuals to cope with stereotype threat.
We further assume that negatively stereotyped individuals of low social status in the
achievement context will follow an individual mobility strategy when this upward mobility
is offered to improve their status.
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3.4

Female Students of Turkish Origin in Germany in the Academic Context
The largest group of immigrants in Germany migrated from Turkey (18.5%;

Statistisches Bundesamt [Federal Statistical Office], 2012). In the 1960ies the German
government recruited approximately 740,000 unskilled workers from Turkey (Worbs, 2003).
Turkish immigrants have a relatively low socioeconomic status in Germany and are
educationally disadvantaged (Hartmann, 2014; Walter & Stanat, 2008). Turkish students are
more likely to enter a lower school track (Kristen, 2002), and less likely to enter higher
education (Kristen, Reimer, & Kogan, 2008). Klieme and colleagues (2010) found that
Turkish students underperformed in standardized tests compared to students who emigrated
from other countries. Women of Turkish origin are more likely to drop out of school than
their Turkish male peers (Crul & Vermeulen, 2003). Moreover, Turkish women are less
likely to pursue a middle-class career and thus they occupy an even lower status than their
male counterparts in the academic and career context (Hartmann, 2014). Traditional family
roles may partly explain the low status of women of Turkish origin in Germany. The
majority of parents of Turkish-origin adolescents are unskilled workers of low education
who emphasize traditional family values and gender roles (Huschek, de Valk, & Liefbroer,
2011).
We included female migrants of Turkish origin in the verbal performance tests
because Turkish girls are uniquely positioned in such a test situation. Turkish girls are
negatively stereotyped with regard to their ethnic origin. Negative stereotypes about the
abilities and competencies of Turkish-origin migrants are widespread in German society
(e.g., Asbrock, 2010; Kahraman & Knoblich, 2000; Froehlich, Martiny, Deaux, Goetz, &
Mok, 2015). However, based on previous research on female ethnic minority students in the
verbal domain (Hirnstein, Freund, & Hausmann, 2012; Shih et al., 2006) and research
showing the positive effect of a positive alternative identity in male-oriented domains such
as math for negatively stereotyped women (Rydell, McConnell, & Beilock, 2009), I assumed
that the verbal performance of Turkish-origin girls can benefit from the activation of a
gender identity associated with a positive stereotype (i.e., the superior ability of women the
verbal domain) compared to the activation of an ethnic identity associated with a negative
stereotype. Thus, the unique position of female students of Turkish origin in verbal tests
enables us to investigate stereotype threat effects under two different stereotype activations:
1) negative stereotype activation vs. no activation, and 2) negative stereotype activation vs.
positive stereotype activation. For female German students who are not negatively

24

Research Project 1
stereotyped in the verbal domain, we assume that they will not be affected by a stereotype
threat effect and thus will have no need to cope with such a threat.
3.5

The Present Research
This work explores the effects of stereotype activation on the verbal test performance

of female migrants of Turkish origin in Germany and their motivation to leave their ethnic
in-group after stereotype activation in a scenario describing a visualized performance
situation after completing a task under stereotype activation. We conducted a pilot and a
main study: In the pilot study girls in the stereotype activation condition were told that the
test is diagnostic for their intellectual ability and in the no stereotype activation condition
girls were told that the test does not indicate their intellectual ability. We hypothesized a
stereotype threat effect for female Turkish-origin students on verbal performance after
negative stereotype activation compared to no stereotype activation. For female German
students, we hypothesized that their’ performance will not be affected by stereotype
activation related to the Turkish group. We further pre-tested female Turkish-origin students’
individual mobility motivation with the scenario situation. We hypothesized that female
Turkish-origin students have a higher tendency to pursue an individual mobility strategy and
thus are more likely to join not negatively stereotyped out-groups after negative stereotype
activation compared to no stereotype activation.
In the main study, students’ negative ethnic identity was made salient in the negative
stereotype activation condition and students’ positive gender identity was made salient in the
positive stereotype activation condition. We hypothesized a stereotype threat effect for
female Turkish-origin students on verbal performance after negative stereotype activation
compared to positive stereotype activation. We further hypothesized that female Turkishorigin students will show a stronger motivation to utilize an individual mobility strategy after
negative stereotype activation compared to positive stereotype activation. Finally, we
hypothesized that test performance and individual mobility motivation of female German
students is independent of the activation of stereotypes.
3.6

Pilot Study
In the pilot study, we first explored the impact of the activation of a general negative

stereotype for Turkish-origin migrants (i.e., negative stereotype about the intellectual
abilities of Turkish-origin migrants) compared to no stereotype activation on verbal
performance for female Turkish-origin and German students. We also investigated the
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impact of a negative stereotype activation compared to no stereotype activation for female
Turkish-origin students' individual mobility motivation.
3.6.1 Method
3.6.1.1. Participants and Design
Two hundred sixty-seven (136 male, 115 female, 16 missing) 9th-grade students
from German middle and lower track high schools (“Integrierte Sekundarschule”)1
participated in a randomized experiment. The final sample consisted of 66 female students (n
= 16 Germans; n = 50 Turks) because we were primarily interested in the female students'
performance in verbal domains and preference for choosing an out-group of female students.
The students’ age ranged from 14 to 17 years (Mage = 14.58, SDage = .76). We used a 2
(Ethnicity: female Turkish students vs. female German students) x 2 (Stereotype activation:
yes vs. no) factorial design. The verbal ability test performance and outgroup preference
were used as dependent measures.
3.6.1.2. Procedure
Data were collected by one female experimenter in the classroom, each session
lasting approximately 45 minutes. We used a test diagnosticity manipulation. First,
participants were randomly assigned to one of two experimental conditions (i.e., diagnostic
test for intellectual ability vs. non diagnostic test framed as practice test; Steele & Aronson,
1995). In the diagnostic test condition, participants were informed that performance test
would measure verbal intelligence and that students’ scores would be compared to other
students’ scores. In the non-diagnostic condition, participants were informed that the test
was a practice test which will be developed and that participants’ scores would not be
compared to other students’ scores. Participants had to summarize them which made sure
that they read the manipulation carefully. Then, students worked on the verbal performance
test for 17.5 minutes. After test completion, students filled out a questionnaire assessing
socio-economic data (e.g., age, gender, and ethnicity) and the individual mobility motivation
in a scenario situation after stereotype activation. Finally, students were debriefed and
received a chocolate bar for their participation.

1

We collected the data in the federal state of Berlin, where a recent reformation of the educational system
combines the lower (Hauptschule) and middle school track (Realschule) to a new school form (Integrierte
Sekundarschule).
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3.6.1.3. Measures
Verbal performance test. The verbal performance test contained of three verbal tasks:
a reading comprehension task (“police”, Kunter et al., 2002) and two sub-tasks from the
Verbal Creativity Test (VKT; Schoppe, 1975). The reading comprehension task included
four multiple choice questions related to a previous text. In first subtask of the Verbal
Creativity Test was the “word endings” task in which participants had to find as many
German words as possible ending with specific combination of letters (e.g., -tung/ -der). In
other subtask task “four-word sentences”, they were asked to write meaningful and
grammatically correct sentences built with four letters at the beginning of each word (e.g., TG-F-U). We decided to assess verbal ability by measure two dimensions, the reading
comprehension and verbal creativity, which students’ should have in verbal performance
tests in school. However, the internal consistency of all sub-items for the verbal ability test
scale was rather low for women (α = .43).2 To avoid floor effects on the performance score,
we focused in the following analysis on word-ending performance which had a sufficient
variance of performance scores. The “word endings” task was one subtask of the Verbal
Creativity Test and the participants had to find as many German words as possible for
endings with specific combination of letters (e.g., -tung/ -der). The participants had 3
minutes to complete this task.
Individual mobility motivation. We measured female Turkish-origin migrants’
behavioral tendency to represent their ethnic in-group or a non-stereotyped out-group after
stereotype activation directly by asking participants to choose a group in an imagined
scenario test situation instead of using individual mobility item of previous studies (e.g.,
Blanz et al., 1998). We did so because we thought that a scenario measure displays a more
natural and concrete situation for high school students. All participants were instructed that
they were representatives of their own ethnic group in the previous test and their result will
stand for their in-group, which aimed at reminding the female Turkish-origin participants of
the experience of stereotype threat nor no stereotype threat. Subsequently, participants
should imagine they would have to work on an additional test and they could choose which
of the following groups they would like to cooperate and be evaluated with for the additional
test. All participants had to decide one group between the three groups of “own ethnic
group”; “Germans”, or “girls”. As Germans might not clearly differentiate the categories of

2

The overall test score was used as dependent variable in an unrelated study by Froehlich, Martiny, Deaux,
Goetz, & Mok (2015), therefore, we will not report the overall performance measure in this study. Froehlich,
Martiny, Deaux, Goetz, & Mok (2015) found that implicit theories of intelligence moderate stereotype threat
effects for Turkish-origin students.
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own ethnic group and Germans we analyzed the group choice preference only for female
Turkish-origin students.
3.6.2 Results
3.6.2.1

Verbal Performance

To test the hypothesis of a classical stereotype threat effect for female Turkish-origin
students in a verbal performance test and the hypothesis for female German students’
performance, we conducted an ANOVA. Turkish origin girls will perform poorly in the
stereotype activation condition compared to female German counterparts and compared to
Turkish-origin girls in the control condition. The results of the 2 (stereotype activation:
diagnostic vs. non-diagnostic) x 2 (ethnicity: German vs. Turkish-origin students) ANOVA
revealed no significant main effect of the manipulation (p > .25) but a marginally significant
main effect of ethnicity, F(1,62) = 1.34, p = .25; F(1,62) = 2.85, p = .10. We found a
significant interaction between stereotype activation and ethnicity on test performance,
F(1,62) = 8.28, p < .01, η² =.12. Figure 2 depicts the interaction effect on verbal
performance. The pairwise comparisons showed a marginally significant difference for
Turkish-origin girls between the experimental conditions performance that Turkish-origin
girls in the diagnostic condition showed the tendency to underperform compared to Turkishorigin girls in the non-diagnostic condition (stereotype activation: M = 5.0, SD = 2.09; no
stereotype activation: M = 6.08, SD = 2.23; p = .08; d = 0.50). Surprisingly, German girls in
the stereotype activation condition (M = 7.86, SD = 2.91) outperformed German girls in the
control group (M = 5.33, SD = 1.41; p = .02; d = 1.11). Moreover, we found a significant
difference between German and Turkish-origin girls’ performance in the stereotype
activation condition (Germans girls: M = 7.86, SD = 2.91., Turkish-origin girls: M = 5.00,
SD = 2.09, p < .01, d = 1.13) but in the control condition (p = .38).

28

Research Project 1

Word endings performance

10

German girls

Turkish-origin girls

9
8
7
6
5
4
3
2
1
0
no steretoype activation

steretoype activation

Figure 2. Results on Verbal Performance in the Pilot Study.
Note. The standard deviation bars were added in the figure.
3.6.2.2.

Individual Mobility Motivation

We investigated Turkish-origin girls’ individual mobility motivation to their ethnic
ingroup or non-ethnic out-groups in a performance situation the scenario. By doing so, we
clustered the two out-groups (“Germans” or “girls”) into one category namely “outgroups”
and used their ethnic group as “ingroup” and conducted a logistic regression analysis with
individual mobility as dependent variables. The overall model was significant (χ² = 4.28, df
=1, p = .04; Table 1) and accounts for about 12.4% of the variance. The result revealed that
Turkish-origin girls showed a higher motivation to join outgroups (or leave their in-group) in
the stereotype threat condition. The odds ratio indicated that Turkish-origin girls’ motivation
to join outgroups in the scenario was 3.64 times stronger after negative stereotype activation
compared to no stereotype activation (b = 1.29, SE = 0.64, wald = 4.08, df = 1, p = .04;
Exp(B) = 3.64).
Table 1. Results for Individual Mobility Motivation in the Pilot Study.
B

SE

Wald χ²

df

p

Exp(B)

Stereotype
Activation

1.293

0.64

4.076

1

.04

3.643

Constant

-.405

0.46

0.789

1

.37

0.667
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3.6.3 Discussion
The results of the pilot study partly support our hypothesis that female Turkish-origin
students will show a stereotype threat effect after negative stereotype activation compared to
no stereotype activation. We found a medium size effect of stereotype threat for female
Turkish-origin students. Yet it is unclear why we found only a tendency for stereotype threat
effect for female Turkish-origin students. Given that our sample consisted schools with high
percentage of Turkish-origin migrants in the classroom, one explanation for this failure to
reach the significance level of five percent might be that Turkish-origin students did feel less
threatened when negative stereotypes were activated. One other reason may be that our
relatively subtle diagnosticity manipulation in the pilot study was not strong enough to
induce stereotype threat for Turkish-origin students (Nguyen & Ryan, 2008). To address
this, we will use a moderate stereotype threat manipulation of identity salience in the main
study.
Surprisingly, we also found that a significant increase of performance for female
German students between the experimental conditions and a performance difference between
ethnic groups. These results suggested a stereotype lift effect for female German girls
(Walton & Cohen, 2003). It may be the case that German girls felt challenged by
diagnosticity manipulation and used a downward comparison toward the Turkish-origin
counterparts to boost performance (Chateignier, Dutrévis, Nugier, & Chekroun, 2009).
However, stereotype lift effect cannot be generalized due to the small number of German
girls in the study. Considering the coping strategy, we showed in line with our hypothesis
that female Turkish-origin students showed increased probability to apply an individual
mobility strategy in a performance-related scenario after negative stereotype activation
compared to no stereotype activation. However, in the pilot study our individual mobility
motivation measure was assessed by a dichotomous variable. It was also limited to Turkishorigin females. Thus, the main study we used a continuous measure for individual mobility
motivation for female Turkish-origin and German students. Moreover, in the main study we
used an identity salience manipulation to either make an identity associated with a positive
or negative stereotype for wor Turkish-origin girls in the verbal domain salient.
3.7

Main Study
In the main study we used an identity salience manipulation instead of the

diagnosticity manipulation to trigger stereotype threat effect which aims at strengthen the
effect especially for Turkish-origin girls who can be either positively or negatively
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stereotyped in the verbal domain. In this study it was focused only on reading
comprehension as dependent variable because is an important basic skill for learning in
school (Snow, 2002). The scenario was also changed by specifying a specific high-status
outgroup (“Germans”) in our individual mobility motivation measure which was assessed
with a continuous variable in the scenario.
3.7.1 Method
3.7.1.1

Participants

Two hundred seventy-nine (149 male, 125 female, 5 missings) 9th-grade and 10thgrade students from 19 classes of three German high schools of middle track3 (“Realschule”
and “Gesamtschule”) participated in the field experiment. Similar to the pilot study, we will
focus on the performance and the motivation to represent Germans (i.e., as out-group for
Turkish-origin migrants) of female German and Turkish-origin students. The final sample
consisted 77 female students (n = 47 Germans; n = 30 Turks). Participants’ age ranged from
14 to 17 years (Mage = 15.49, SDage = 0.87).
3.7.1.2

Design

We used a 2 (stereotype activation: gender identity salience vs. ethnic identity
salient) x 2 (ethnicity: female German students vs. female Turkish-origin students) betweensubjects design. Performance on the verbal ability test and the representation of Germans in
the scenario situation served as the dependent variables. All students were randomly
assigned to one of the two experimental conditions of stereotype activation.
3.7.1.3

Procedure

Students participated in a field experiment in their classrooms and were informed that
they will participate in study using a test and questionnaire. The study was conducted either
by a female German as well as an Asian-origin, a German, or an Asian-origin experimenter
in the present of a teacher. The test material was consisted of three parts similar to the pilot
study. All students were randomly assigned to one of two experimental conditions and got
the information that the participants have to conduct a verbal test and a questionnaire. First,
we manipulated the Turkish-origin participants’ identity by making either a negative identity
(ethnic identity) or a positive identity (gender identity) in the verbal domain salient (Shih et
al., 1999). In the gender salient condition, participants indicated their gender group before
3

Three tracks of higher education can be differentiated in Germany: A lower track (Hauptschule), a middle
track (Realschule), and a higher track (Gymnasium). We decide to conduct our studies in the middle track
because that is the only track where the number of students with migration backgrounds and Germans are
relatively equally balanced.
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they answered three questions about their gender identification on a 7-points Likert scale
ranging from 1 “strongly agree” to 7 “strongly disagree” (i.e., “I identify myself with my
gender group (girls/ boys)”; 3 items; α = .59). In the ethnic identity salient condition,
participants indicated their ethnic group before they answered three questions about their
identification with their ethnic group also on a 7-points Likert scale ranging from 1 “strongly
agree” to 7 “strongly disagree” (e.g., “I identify myself with my ethnic group (Germans/
Turks/ other migrants”, 3 items; α = .71). Then, participants worked on a verbal performance
test for 12.5 minutes. Finally, participants fulfilled a questionnaire with socio-demographic
questions (e.g., age, gender, ethnicity), control variables s such as domain specific selfconcept, test difficulty, motivation to work on the test, and the school grade in German
language. At the end of the questionnaire participants should indicate their individual
mobility motivation towards Germans in the performance situation in the scenario.
3.7.1.4

Measures

Verbal performance. We included the reading comprehension task (‘police’, 2000;
Kunter et al., 2002; 4 items; α = .39) and the verbal creativity task “four-word-sentence” of
the Verbal Creativity Test (VKT; Schoppe, 1975; 2 items) as verbal performance measure.
The reading comprehension task included four multiple choice questions related to a
previous text. The “four-word-sentence” task had two sections with different combination of
letters. In each section participants have to write as many meaningful and grammatically
correct sentences with four words beginning with four specific letters (e.g., B-H-K-N). The
reliability of the overall performance test scale was still rather low (α = .38), thus we focused
on the performance of the sub-tasks. We further reported only on the reading comprehension
task because reading comprehension is an important basis competence for learning in school
(Snow, 2002).
Individual mobility motivation towards Germans. Similar to the scenario in the pilot
study, we assessed female Turkish-origin students’ motivation to leave the ethnic in-group
after negative compared to positive stereotype activation in a scenario situation. In this study
all participants were instructed being representative of their ethnic group in the previous test
which aimed at reminding the female Turkish-origin participants of the stereotype threat on
performance. Participants were asked to evaluate their motivation to represent for Germans
as measure for individual mobility motivation. The individual mobility motivation to join
Germans (i.e., out-group for Turkish-origin girls) was measured by one single item “To what
extent do you want to represent Germans?” on a 7-points Likert scale ranging from -3 “not at
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all” to +3 “strongly”. The item was recoded from -3 to +3 into 1 to 7. All participants read
the following scenario instruction:
Visualize the following Situation:
Imagine that you are one representative of you ethnic group (e.g. Germans,
Italians, Turks) in the previous performance test being representative of their
ethnic group in the previous test, that means your test result stands
representative for your whole ethnic group. Now imagine that you have to
conduct a second verbal performance test which will be evaluated with a grade
related to German subject. For this second test you might choose which group
you want to represent. Please indicate to what extent you want to represent the
following groups:
Germans; from -3 (not want to represent) to +3 (strongly want to represent)
Turks; from -3 (not want to represent) to +3 (strongly want to represent).4
3.7.2 Results
3.7.3.1

Verbal Performance

First, we analyzed a 2 (stereotype activation: gender identity salient vs. ethnic
identity salient) x 2 (ethnicity: Germans vs. Turkish-origin migrants) factorial ANCOVA on
reading comprehension performance scores as dependent variable, controlling for the
experimenter and verbal domain specific self-concept to avoid performance biases. The
results showed neither a significant main effect of manipulation nor ethnicity, all Fs < 3.17,
p > .08. Both control variables, the experimenter and domain specific self-concept, reached
the significance level, F(1,77) = 5.63, p = .02; F(1,77) = 5.70, p =. 02. As predicted the
interaction between manipulation and ethnicity was significant, controlling for experimenter
and domain specific self-concept, F(1,77) = 4.06, p = .05, η² = .05. Figure 3 depicts the
interaction effect on verbal performance. The pairwise comparisons showed as hypothesized
a significant performance difference on reading comprehension scores for female Turkishorigin students between the experimental conditions (p = .016). Female Turkish-origin
students performed poorly when their ethnic identity was salient (M = 2.67, SE = .22)
compared when their gender identity was salient (M = 3.41, SE = .22; d = 0.84). We found a
non-significant trend for a performance difference between German and Turkish-origin girls
in the ethnic identity salient condition (Germans girls: M = 3.08, SE = .19, Turkish-origin

4

We also assessed to what extent participants want to represent Turks in the scenario test but we did not found
any effects for female Turkish-origin students that we omitted reporting on this item.
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girls: M = 2.65, SE = .22, p = .16) but no differences in the gender identity salient condition
(Germans girls: M = 3.03, SE = .17, Turkish-origin girls: M = 3.41, SE = .19, p = .18). The
verbal performance of Germans girls did not differ between both experimental conditions
(ethnic identity salient condition: M = 3.08, SE = .19, gender identity salient condition: M =
3.03, SE = .17; p = .85).
4

German girls

Turkish-origin girls

Reading comprehension
performance

3

2

1

0

gender salient

ethnicity salient

Figure 3. Stereotype Threat Effect on Verbal Performance in the Main Study.
Note. The standard error bars were added in the figure.
3.7.3.2

Individual Mobility Motivation Towards Germans

As second dependent variable we investigated the individual mobility motivation towards
Germans after negative stereotype activation compared to positive stereotype activation. We
conducted an ANCOVA with the control variables perceived test difficulty and task
motivation. We found significant main effects of ethnicity and experimental condition,
F(1,71) = 41.21, p ≤ .001; F(1,71) = 5.27, p = .03. The control variable of test difficulty was
also significant, F(1,71) = 4.22, p = .04. The control variable of motivation did not reach
significance, F(1,71) = 1.82, p = .18. However, we found a marginal significant interaction
between experimental condition and ethnicity, F(1,71) = 2.99, p = .09, η² = .04. Figure 4
depicts the interaction effect on individual mobility motivation. The pairwise comparisons
showed a significant difference for Turkish-origin girls between experimental conditions (p
= .01; d = 0.87): Turkish-origin girls in the negative stereotype condition (M = 4.45, SE =
.39) compared to those students in the positive stereotype condition (M = 3.04, SE = .38)
showed higher motivation to represent the ethnic outgroup. We also revealed significant
differences for German and Turkish-origin girls in both experimental conditions. Not
surprisingly, female German students favor their ingroup more strongly compared to female
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Turkish-origin students in both conditions (gender identity condition: Germans: M = 5.9, SE
= .27; Turks: M = 3.04, SE = .38, p < .001; d = 1.04; ethnic identity condition: Germans: M =
6.11,
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Figure 4. Results of the Individual Mobility Motivation Towards Germans in the Main
Study in the Main Study.
Note. The standard error bars were added in the figure.
3.7.3 Discussion
In line with our hypotheses, we showed a stereotype threat effect was found for
negatively stereotyped female Turkish-origin students on verbal performance and we
additionally demonstrated that their individual mobility motivation increased after negative
stereotype activation compared to positive stereotype activation. This is consistent with
previous research (Shih et al., 1999; 2006). Moreover, the findings supported our hypothesis
that Turkish-origin girls in the negative stereotype condition compared to those in the control
condition showed higher individual mobility motivation to join a high-status outgroup.
Importantly, this effect of individual mobility was very large. In line with social identity
theory (Tajfel & Turner, 1979), low-status female Turkish-origin students cope with social
identity caused by a negative stereotype (i.e., stereotype threat) by joining a better outgroup
in performance situations. As expected, female Germans students’ performance and
individual mobility motivation was independent from the stereotype activation.
3.8

General Discussion
With the present work, we aimed to integrate research findings of stereotype threat

(Steele & Aronson, 1995) and identity management strategies (e.g. Blanz et al., 1998; Tajfel
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& Turner, 1979, 1986) for negatively stereotyped female students of Turkish-origin. As
predicted when female students of Turkish-origin were exposed to a negative stereotype,
they will not only show a classical stereotype threat effect on verbal performance (main
study), but also higher motivation to deploy an individual mobility strategy towards a highstatus outgroup in an imagined performance situation (pilot study and main study).
We found a stereotype threat effect in the main study (and partly support in the pilot
study) on verbal performance for female students of Turkish-origin after an activation of a
negative stereotype compared to a positive stereotype. These results emphasized that making
a social identity salient in the achievement context can either have a detrimental or beneficial
effect for negatively stereotyped female Turkish-origin students, and were consistent with
research by Shih and colleagues (1999; 2006). Thus, an activation of negative stereotypes
should be avoided by teachers in test situations in school so that migrant students were not
reminded that their ingroup is allegedly inferior in the verbal domain and thus underperform.
However, we also found an unexpected stereotype lift effect for female German students in
the pilot study. It might be that female German students who usually occupy a high status in
the academic context wanted to maintain their high-status (Sidanius & Pratto, 2001) and thus
might be more motivated to perform well in the test in the negative stereotype activation
condition compared to the control condition.
In the pilot and main study, we showed that female students of Turkish-origin
showed an increased individual mobility motivation to join a better outgroup when they
explicitly had the opportunity to join an outgroup after experiencing stereotype threat. Using
an individual mobility strategy by low-status migrants when the group boundaries are
perceived as permeable is consistent with earlier research (Boen & Vanbeselaere, 2000;
Ellemers, van Knippenberg, De Vries, & Wilke, 1988). Thus, these students might restore
positive social identity by joining this new group in an imagined verbal test performance in
our scenario. The individual mobility strategy is highly important to negatively stereotyped
ethnic group members to cope with the threat because it can have important consequences
for their well-being and engagement in the academic domain (Tajfel & Turner, 1986; Major
et al., 1998). Thus, research should investigate whether the deployment of the individual
mobility strategy in the scenario will have positive effects on later on Turkish-origin girls’
well-being.
In sum, our findings of the present work highlighted the importance of stereotype
activation effects not only on performance for Turkish-origin girls but also on their coping
behavior after experiencing stereotype threat. Even though Turkish-origin girls’ were
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negatively affected on performance after negative stereotype activation compared to positive
stereotype activation, they might restore positive social identity and self-esteem through
individual mobility (Tajfel & Turner, 1979). Further, the valuing alternative social identities
through individual mobility may help especially female Turkish-origin students, who often
were confronted with disadvantages in the academic and work-related context (Hartmann,
2014), to maintain a more positive perspective on education and work (Van Laar, Derks, &
Ellemers, 2013) and increase their motivation to integrate into the host society (Berry, 1997).
3.8.1 Limitations
Some limitations can be drawn from our findings. In the pilot study the number of
female German participants very small that the stereotype lift effect cannot be generalized.
Our sample sizes are rather small which might reduce the statistical power of the studies.
However, we found medium to large effects in bout studies. Further, we focused exclusively
on one identity management strategy that is individual mobility strategy under the
precondition that group boundaries are permeable. Past researches on identity management
strategies and social identity suggested that further structural variables besides the
permeability of group boundaries such as stability and legitimacy are important (e.g.,
Costarelli, 2012). Therefore, future research should include different structural variables in
their investigation on female Turkish-origin students’ coping strategies. Last but not least,
our results were restricted to female students of Turkish-origin. To generalize our findings
more studies with male and female Turkish-origin and other migrant students will be needed.
3.8.2 Conclusion
In sum, our findings suggest that negative stereotype activation compared to positive
stereotype activation resulted in a stereotype threat effect in the verbal domain for female
Turkish-origin girls, who are especially less likely to be disadvantaged in the academic
context and with regard to career opportunities. It can be further drawn that utilizing
individual mobility strategy in a performance situation might help female Turkish-origin
migrants to cope with negative consequences of stereotype threat effects.
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4

“When ‘We’ are Threatened I Want to Join ‘Them’” – The Interaction of
Stereotype Activation and Vertical Collectivism on Performance and
Individual Mobility Motivation

4.1

Abstract
Previous research has shown stereotype threat effects for Turkish-origin migrants in

Germany. When negative stereotypes about Turkish-origin migrants are activated in
achievement situations, this is perceived as a threat to ingroup members’ social identity and
leads to a performance decrease (i.e., stereotype threat effect). Based on social identity
theory, we argue that one way to cope with this identity threat is to join a higher status
outgroup (i.e., individual mobility). Moreover, we argue that specific cultural values might
influence the threat experience. A cultural value orientation in the Turkish culture is vertical
collectivism, which reflects a strong relatedness to the ingroup (i.e., ingroup members’
expectations are perceived as own expectations) and emphasizes sacrifices and social
hierarchies. We argue that a stronger Turkish-origin migrants’ vertical collectivism
endorsement increases group members concerns about their ingroup’s expectations in the
achievement context and thus might negatively influence their performance when a negative
stereotype is activated (stereotype threat effect), but might positively influence their
individual mobility motivation. The results of two experiments are in line with our
predictions. Theoretical and practical implications are discussed.
4.2

Introduction
According to social identity theory, whenever individuals’ social identity is

threatened, they strive to cope with this threat by utilizing identity management strategies
such as the individual mobility strategy of joining a high-status outgroup (Tajfel & Turner,
1979; 1986). The threat to a social identity caused by the activation of a negative stereotype,
which leads to a performance decrease, is called stereotype threat (Steele & Aronson, 1995).
Previous work has found that specific groups are more vulnerable than others to
experiencing stereotype threat. For example, African American university students tested on
math performance (Alter, Aronson, Darley, Rodriguez, & Ruble, 2010) or Asian American
women tested on verbal performance (Shih, Pittinsky, & Trahan, 2006) have all been shown
to experience stereotype threat effects when an identity associated with a negative stereotype
was activated in performance situations. Stereotype threat effects affect especially ethnic
minority students or migrant students, who are confronted with disparities and negative
38

Research Project 2
stereotypes about their abilities in the academic achievement context (Appel, 2012;
Chateignier, Dutrévis, Nugier, & Chekroun, 2009). These effects can have negative
consequences for their intentions to pursue a career in the negatively stereotyped domain
(Woodcock, Hernandez, Estrada, & Schultz, 2012), which might reduce their career
opportunities (Hartmann, 2014). Moreover, some individual difference factors have been
found to increase vulnerability to stereotype threat effects (e.g., Ho & Sidanius, 2010). In the
present work, we propose that differences in the cultural value orientation of migrants, and
specifically in their endorsement of vertical collectivism, can further influence their
vulnerability to stereotype threat effects.
In Germany, Turkish-origin migrants are perceived as underachievers in the
academic domain (e.g., Klieme et al., 2010) and negative ability-related stereotypes about
this group are widespread (e.g., Froehlich, Martiny, Deaux, & Mok, 2015), which in turn
increases their vulnerability to stereotype threat effects (e.g., Froehlich, Martiny, Deaux,
Goetz, & Mok, 2015; Martiny, Mok, Deaux, & Froehlich, 2015). The Turkish culture
stresses relatedness to other ingroup members which implies that ingroup members’
expectations are perceived as one’s own expectations (Güngor, Karasawa, Boiger, Dinçer, &
Mesquita, 2014). Research has shown that vertical collectivism as a cultural value
orientation (Singelis, Triandis, Bhawuk, & Gelfand, 1995) reflects a strong relatedness to the
ingroup. Further, studies found that the loyalty to the ingroup including high achievement
expectations was associated with achievement motivation of Turkish-origin migrants (Phalet
& Claeys, 1993). We assumed that the more strongly vertical collectivism is endorsed by
Turkish-origin migrants, the more they are concerned about their ingroup’s expectations in
the achievement context; this can not only affect their performance but also their coping
strategy to deal with performance failure to meet their ingroup’s expectations. This should
be especially the case when a negative stereotype about their ingroup is activated in the
achievement context. Yet, to our knowledge, the impact of vertical collectivism endorsed by
Turkish-origin students on performance and coping strategies when a negative stereotype is
activated is still unexplored. Thus, in two experiments, we investigated whether the
interaction between stereotype activation and vertical collectivism predicted verbal
performance and individual mobility motivation.
4.3

Social Identity Theory in Performance Situations
According to social identity theory, individuals strive to maintain or restore a positive

self-concept (Tajfel & Turner, 1979; 1986). This self-concept is based on a personal and
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various social identities. A positive social identity can be achieved by social comparisons
between an ingroup and outgroup, when a comparison outcome is positive for the ingroup.
However, whenever such an intergroup comparison leads to a negative outcome for the
ingroup, then the social identity related to the ingroup is threatened (Tajfel & Turner, 1986).
For example, when a migrant student group (ingroup) performs more poorly than a nonmigrant student group (outgroup) in a standardized verbal performance test, the migrant
students’ social identity is threatened.
4.3.1 Stereotype Threat as a Form of Social Identity Threat
In the academic context, migrants often occupy low status positions due to their
inferior academic performance (Heath & Brinbaum, 2007). An activation of a negative
stereotype about one’s ingroup in a specific domain can lead to a decrease in performance in
a subsequent test which is called a stereotype threat effect (Steele & Aronson, 1995). As
argued by Steele, Spencer and Aronson (2002), making a negative stereotype in a
performance situation salient can further be seen as a specific form of social identity threat.
That means the same basic assumptions of social identity threat can be applied to stereotype
threat.
4.3.2 Individual Mobility Strategy as a Response to Social Identity Threat
In addition to investigating the stereotype activation effects on performance, it is also
important to examine how individuals cope with social identity threat. When a social identity
is threatened, individuals are motivated to change their negative social identity or restore a
positive social identity through identity management strategies (Tajfel & Turner, 1979;
1986). Individual mobility is one such strategy, defined as enhancing the status position of
an individual group member, while retaining the unfavorable low status position of the group
(Tajfel & Turner, 1979; 1986). This strategy is often preferred by members of low-status
groups, who will try to join a higher-status group and/or disassociate from their lower-status
ingroup (Tajfel & Turner, 1986). This strategy is particularly favored when intergroup
boundaries are perceived as permeable (Ellemers, Wilke, & Van Knippenberg, 1993). Thus,
we assume that low-status ingroup members such as migrants in the achievement context
will utilize an individual mobility strategy after experiencing social identity threat when the
intergroup boundaries are perceived as permeable.
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4.4

Stereotype Threat for Turkish-Origin Migrants in Germany
Some migrant or ethnic groups are particularly vulnerable to stereotype threat.

Stereotype threat effects have been shown for African Americans, Afro-Caribbeans, and
Asian Americans in various domains (e.g., Deaux et al., 2007; Shih, Pittinsky, & Ambady,
1999; Steele & Aronson, 1995). However, most of these studies focused on ethnic groups in
the US, and little is known about stereotype threat effects for migrants in Europe including
Turkish-origin migrants in Germany (e.g., for a meta-analysis, see Appel, Weber, &
Kronberger, 2015).
Turkish-origin migrants are the largest minority group in Germany (18.5%;
Statistisches Bundesamt [Federal Statistical Office], 2012). Often Turkish-migrant students
underperform in standardized tests compared to other migrants and to native Germans (Bos
et al., 2012; Klieme et al, 2010) and they are less likely to attain higher education (Kristen,
Reimer, & Kogan, 2008). Thus, these migrants occupy a low status position in the
achievement context. Moreover, negative stereotypes about the competencies of Turkishorigin migrants are widespread in German society (Asbrock, 2010; Froehlich, Martiny,
Deaux, & Mok, 2015; Kahraman & Knoblich, 2000). Some initial research has been
conducted to show stereotype threat effects for Turkish-origin migrants in both verbal and
math domains (Froehlich, Martiny, Deaux, Goetz, & Mok, 2015; Martiny et al., 2015).
In addition to focusing on how other groups perceive migrants in the achievement
context, it is also important to consider the impact of migrants' cultural value orientation on
their performance when a negative stereotype about their abilities is activated. Previous
research has revealed that individual differences, for example in public regard and in private
regard of ethnic minority students (i.e., African American students), contribute to their
vulnerability to stereotype threat (Ho & Sidanius, 2010). Migrant students’ relationship to
their cultural group or host society group is essential in the academic achievement context.
For instance, research found that migrant students who perceived themselves to be
exclusively a member of their cultural ethnic group showed lower performance in school
than students who described themselves as both a member of their cultural ethnic group and
the group of the host society (Hannover et al., 2013). It has been further shown for the
Turkish culture that threatening situations for close others or ingroup members (e.g., a
family member being outperformed by others) were perceived as similarly threatening for
oneself (Uskul, Cross, Sunbay, Gercek-Swing, & Ataca, 2012). As Turkish-origin students
are affected by stereotype threat effects in performance situations (e.g., Martiny et al., 2015),
their endorsement of cultural value orientations related to their ethnic group can play an
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important role in the achievement context. Thus, we assume that individual differences in
cultural value orientation of Turkish-origin students can influence stereotype threat effects.
4.4.1 The Interaction between Vertical Collectivism and Stereotype Activation
Collectivism refers to a cultural group’s shared value orientations, beliefs, and norms
that are related to individuals' memberships in a group and relationships with others (for a
review, see Brewer & Chen, 2007; Triandis, 1996). Collectivism further emphasizes the
bonds and obligations between group members (Oyserman, Coon, & Kemmelmeier, 2002).
However, research suggests that not all collectivistic cultures endorse the different aspects of
collectivism to the same extent. For example, the Japanese culture highlights conformity,
whereas the Turkish culture stresses relatedness (Güngor et al., 2014). This relatedness refers
to thinking of oneself as connected to significant others (e.g., ingroup members) and
perceiving as well as treating their expectations as if they were one's own expectations
(Cross, Bacon, & Morris, 2000). We argue that relatedness can be especially found in the
cultural value orientation of vertical collectivism (Singelis et al., 1995). Vertical collectivism
emphasizes the willingness to serve and sacrifice for the sake of the ingroup (Komarraju &
Cokley, 2008; Singelis et al., 1995), while considering hierarchical social relationships
among ingroup members (Triandis, 1996; Triandis & Gelfand, 1998).
In the achievement context, the endorsement of vertical collectivism is particularly
important for Turkish-origin migrants for numerous reasons. In general, studies have found
that parents in a collectivistic culture such as the Turkish culture tend to stress obedience and
respect (Phalet & Schönplug, 2001) and that vertical collectivism is strongly endorsed by
Turkish-origin migrants (Ayçiçegi-Dinn & Caldwell-Harris, 2011). Importantly, research has
shown that the extent to which Turkish-origin students valued achievement is related to
loyalty to their family, which includes the expectation that they attain high achievement
(Phalet & Claeys, 1993; Verkuyten, Thijs, & Canatan, 2001). Taken together, we argue that
the more Turkish-origin migrants endorse vertical collectivism the higher their motivation to
be successful in academics in line with their ingroup’s expectations.
However, based on social identity theory (Tajfel & Turner, 1986), the social identity
of an ethnic ingroup member should become more central to the self-concept when
threatened (e.g., by a situational activation of negative stereotypes; Steele et al., 2002). This
social identity threat may especially affect ethnic minority members who strongly endorse
vertical collectivism because they are concerned about their ingroup’s expectations to
perform well. Similar to the argument of Schmader and colleagues (2008), the concerns
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about the ingroup’s expectations for achievement might require cognitive resources which
can impair performance. We hypothesize that when a negative stereotype is activated,
greater endorsement of vertical collectivism will negatively affect the performance of
Turkish-origin migrants (i.e., a stereotype threat effect).
4.4.2 Vertical Collectivism and Coping with Stereotype Threat by Deploying
an Individual Mobility Strategy
Most research has suggested that individuals cope with the negative consequences of
stereotype threat by dissociating from specific aspects of their negatively stereotyped social
identity (e.g., Pronin, Steele, & Ross, 2004; Martiny et al., 2015; von Hippel, Walsh, &
Zouroudis, 2011). However, this strategy would not necessarily facilitate status enhancement
in the achievement context. Thus, we focus in the present work on individual mobility
(Tajfel & Turner, 1986) as a strategy for low-status migrants in the achievement context.
Through individual mobility, migrants can improve their social status when intergroup
boundaries are perceived to be permeable (e.g., for a meta-analysis, see Bettencourt,
Charlton, Dorr, & Hume, 2001; Ellemers et al., 1993; Ellemers, van Knippenberg, de Vries,
& Wilke, 1988).
As Turkish-origin migrants often occupy a low status in the academic context due to
their low achievement (e.g., Klieme et al., 2010), they might utilize coping behaviors, such
as individual mobility, to avoid the social identity threat caused by negative ability-related
stereotypes. Research found that higher endorsement of collectivism by negatively
stereotyped ethnic minority members in stereotype threat situations increased their
reflections on their salient ethnic identity and their coping behavior (i.e., performance
apprehension; Sekaquaptewa, Waldman, & Thompson, 2007), as the evaluative situation
may have risen concerns about the consequences of their performance for themselves and
their ingroup (Sekaquaptewa et al., 2007). Thus, we expect that the use of an individual
mobility strategy in response to the activation of a negative ingroup stereotype is especially
likely for Turkish-origin migrants who strongly endorse vertical collectivism because of
their heightened concerns about the consequences for themselves and their ethnic ingroup.
However, to our knowledge no research has been conducted to examine the impact of
Turkish-origin migrants’ endorsement of vertical collectivism on their motivation to deploy
an individual mobility strategy when a negative stereotype is activated. To address this
research gap, we activated either a positive or negative stereotype in an achievement context,
and investigated the subsequent individual mobility motivation of Turkish-origin students.
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We focused on a scenario in which group boundaries are permeable so that they could
explicitly join the high-status group. Thus, we hypothesize that when a negative stereotype is
activated, high endorsement of vertical collectivism will positively influence individual
mobility motivation of Turkish-origin migrants.
4.5

The Present Research
In two experiments conducted in field settings, we investigated the interaction effects

between stereotype activation and vertical collectivism endorsed by Turkish-origin students
on verbal performance and individual mobility motivation, respectively. We first
hypothesized that when a negative stereotype is activated, vertical collectivism will
negatively predict verbal performance (i.e., stronger stereotype threat effect). Second, we
hypothesized that when a negative stereotype is activated, vertical collectivism will
positively predict individual mobility motivation towards a higher status outgroup (i.e.,
Germans). In Study 1, we examined the influence of vertical collectivism on verbal
performance (i.e., reading comprehension and verbal intelligence performance) and
individual mobility motivation after negative stereotype activation. In Study 2, we
investigated the impact of vertical collectivism after negative stereotype activation on both
dependent variables with a larger sample. We additionally examined individual mobility
motivation within a team (i.e., choosing ingroup and outgroup team members) in the
scenario to test individual mobility motivation embedded in an intergroup context.
4.6

Study 1
Study 1 had two aims. The first aim was to pre-test the difficulty of the two verbal

performance measures namely reading comprehension and verbal intelligence which are
essential for learning and achievement in school (Neisser et al., 1996; Snow, 2002). The
second aim was to test the interaction effects between stereotype activation and vertical
collectivism on verbal performance and individual mobility motivation. Study 1 was
conducted at two time points in order to assess vertical collectivism (time 1) independent
from the experimental activation of stereotypes (time 2). In the experimental session, we
used an identity salience manipulation for the activation of stereotypes.
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4.6.1 Method
4.6.1.1

Participants and Design

Thirty-four 9th and 10th-grade students (Mage = 15.67, SDage = 0.74; 23 male, 11
female) of a predominantly Turkish private school in the South of Germany consisting of
middle and higher academic tracks (“Realschule” and “Gymnasium”) participated in Study
1. We used a 2 (condition: positive stereotype activation vs. negative stereotype activation;
experimental factor) x 2 (vertical collectivism; dispositional factor) factorial design with
verbal performance and individual mobility motivation as dependent variables.
4.6.1.2

Procedure

Study 1 was conducted at two time points. At time 1, a questionnaire measuring
vertical collectivism was distributed to students by a female experimenter who invited
students to participate in the study on a voluntary basis. Consent was given verbally.
Students were asked to generate a code (i.e., first two letters of mother’s first name, first two
letters of father’s first name, and student’s month of birth) to guarantee anonymity and to be
able to match the data collected at the two time points. At time 2 (six weeks later) the
experimental study was conducted by a female experimenter in the students’ classrooms.
First, students indicated their individual code. Then, a social identity either associated with a
positive or a negative stereotype for Turkish-origin students was made salient in the verbal
domain (Shih et al., 1999). For Turkish-origin students, making the social identity as a
student from a private school salient can be seen as an activation of a positive stereotype
about students’ higher status based on their private school membership compared to
students’ status based on a public school membership. In contrast, making the social identity
as an ethnic group member salient can be seen as an activation of a negative stereotype about
their ethnic group’s inferior abilities. Thus, participants in the positive stereotype condition
were asked to indicate which type of school they attended (i.e., private, public, or other
school types) and answered three related questions (e.g., “I feel connected with students of
this school”; α = .86). Participants in the negative stereotype condition were asked to
indicate their ethnic group (i.e., Turks or Germans) and respond to three related questions
(e.g., “I feel connected with my ethnic ingroup”; α = .85). Then, participants worked for 22
minutes on a verbal ability test and filled out a post-test questionnaire measuring sociodemographic data (e.g., gender, age, school grades, and migration background), control
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variables and individual mobility motivation in a scenario.5 Finally, participants were
debriefed and received a chocolate bar for their participation.
4.6.1.3

Measures

Vertical collectivism. Vertical collectivism was measured with three items from the
vertical collectivism subscale (Singelis et al., 1995; “I would do what would please my
family, even if I detested that activity”, “Before taking a major trip, I consult with most
members of my family and many friends”, “I hate to disagree with others in my ethnic
group”). The original subscale consisted of eight items but due to the limited amount of time
for the questionnaire session (time 1) during a school lesson, we decided to choose only
three items that should be easy to understand for high school students. Participants rated the
items on a 7-point Likert scale, ranging from 1 “strongly disagree” to 7 “strongly agree” (α =
.64).
Verbal ability test. The verbal ability test consisted of a reading comprehension task
(three texts from the PISA test; Kunter et al., 2002; OECD, 2014) and a verbal intelligence
subtask (I-S-T 2000 R; Amthauer, Brocke, Liepmann, & Beauducel, 2001). The item
difficulty of the reading comprehension items was moderate (pi = 59.22) whereas the item
difficulty of the verbal intelligence test items was low, indicating that most participants
solved the items correctly (pi = 25.29). We found only a marginally significant correlation
between the reading comprehension and verbal intelligence tasks (r = .29, p = .10). Thus, we
analyzed these two performance measures separately.
In the reading comprehension performance task participants had to read three texts
and answer multiple-choice and open-ended questions (11 items, α = .53). All items had a
maximum score of 12 points. Participants’ performance scores ranged from 3 to 12 points
(M = 6.51, SD = 2.25).
In the verbal intelligence performance task, participants had to identify the
relationship between two words and then apply that rule to choose a word out of five
possible alternatives that shows a similar relationship to another given word (Beauducel,
Liepmann, Horn, & Brocke, 2010; 10 items, α = .56). All items had a maximum score of 10
points. Participants’ performance scores ranged from 0 to 8 points (M = 2.53, SD = 1.80).
Individual mobility motivation. We assessed Turkish-origin students’ motivation to
join a high-status outgroup (i.e., Germans) in a scenario. We employed a single item “I want
5

We additionally assessed domain specific self-concept, domain identification, test difficulty, ethnic group
identification, individualism, evaluation of the ethnic in- and outgroup’s performance, meta-evaluation of the
Germans language abilities, the socio-economic status, evaluation of the cooperation with Turks in the scenario
situation, and disidentifcation. However, we did not use these variables in our analyses.
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to represent Germans” to measure individual mobility motivation toward Germans, which
was assessed on a 7-point Likert scale ranging from 1 “do not want to represent” to 7
“strongly want to.” All participants read the following scenario instructions:
Visualize the following situation:
Imagine that you were a representative of your ethnic group (e.g., Germans,
Italians, Turks etc.) in the previous verbal ability test, which means your test
result is representative for your whole ethnic group and will be transferred to this
group. Now imagine that you have to complete a second verbal ability test.6
Imagine you are able to choose what group you will represent. Please indicate to
what extent you would like to represent each of the following: “I want to
represent Germans” (1 “do not want to represent” to 7 “strongly want to”; “I
want to represent Turks” (1 “do not want to represent” to 7 “strongly want to”).7
Control Variables. We aimed to assess the interaction effect on performance over and
above other individual differences in verbal performance. Hence, in the regression analyses
we controlled for previous performance in math (i.e., self-reported math grade), grade (9th,
10th; OECD, 2014), and gender (Wraga, Helt, Jacobs, & Sullivan, 2006).
4.6.2 Results
4.6.2.1

Verbal Ability Test

To test our hypothesis that when a negative stereotype is activated, in contrast to a
positive stereotype, vertical collectivism will negatively predict performance, we conducted
two multiple regression analyses with reading comprehension and verbal intelligence
performance as dependent variables. In the regression analyses we used the experimental
condition and vertical collectivism as independent variables, and the two performance
measures as the dependent variables.
Reading comprehension performance. The complete regression model was
significant, F(6,27) = 4.85, p <.01, R² = .52; Cohen’s f² = 1.08 (Table 2). Grade (9th, 10th
b= 3.02, t(27)= 4.83, SE = .63, p < .001), and gender were (marginally) significant
predictors (b = -1.18, t(27)= -1.81, SE = .65, p = .08). As predicted, we found a significant
two-way interaction between vertical collectivism and experimental condition (b = -1.35,
t(27) = -2.06, SE = .65, p = .05).
6

We also assessed the group (i.e., Germans, or Turks, or girls, or boys) that participants wanted to represent the
most for the imagined test in the scenario. However, we did not include this variable in our analysis.
7
Not surprisingly, Turkish-origin students showed a high mean on the item “I want to represent Turks” (M =
6.20, SD = 1.32) and we did not find any effects in the regression analysis on this item (all ps > .35). Thus, we
did not further report on this item in the present work.
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Table 2. Regression Results for Study 1.

Reading Comprehension Performance
Intercept
Math Grade
Grade (9th, 10th)
Gender
Condition
Vertical Collectivism
Condition x Vertical Collectivism
Verbal Intelligence Performance
Intercept
Math Grade
Grade (9th, 10th)
Gender
Condition
Vertical Collectivism
Condition x Vertical Collectivism
Individual Mobility Motivation
Intercept
Math Grade
Condition
Vertical Collectivism
Condition x Vertical Collectivism

b

SE(b)

t

p

5.88
-0.10
3.02
-1.18
-0.62
0.32
-1.35

0.52
0.35
0.63
0.65
0.64
0.44
0.65

11.32
-0.28
4.83
-1.81
-0.98
0.73
-2.06

< .001
.78
< .001
.08
.34
.47
.05

1.83
-0.48
1.17
0.40
0.08
-0.04
-0.98

0.53
0.35
0.63
0.66
0.65
0.45
0.66

3.48
-1.35
1.85
0.61
0.13
-0.09
-1.47

< .01
.19
.08
.55
.90
.93
.15

5.25
0.47
-1.44
-0.11
1.03

0.47
0.38
0.69
0.46
0.67

11.30
1.26
-2.09
-0.24
1.54

< .001
.22
.05
.81
.14

The simple slope analyses (Aiken & West, 1991) showed that when a negative
stereotype was activated, vertical collectivism negatively predicted performance (b = -1.03,
t(27) = -2.19, SE = .47, p = .04, Figure 5). This was not the case when a positive stereotype
was activated (p =.45). When a negative stereotype was activated, the more students
endorsed vertical collectivism, the stronger the stereotype threat effect on reading
comprehension performance.
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Reading Comprehension Performance

12
10

positive stereotype condition
negative stereotype condition

8
6
* b = -1.03

4
2
0
low vertical collectivism

high vertical collectivism

Figure 5. Interaction between Stereotype Activation and Vertical Collectivism on Reading
Comprehension Performance in Study 1 (N = 34).
Notes. Vertical collectivism was plotted as 1 SD below and above the mean.
* p < .05.
Verbal intelligence performance. We then computed the regression analysis on verbal
intelligence performance, F(6,27) = 1.30, p = .29, R² = .22; Cohen’s f² = .28 (Table 2). Grade
(9th, 10th) was a marginally significant predictor for the verbal intelligence performance (b
= 1.17, t(27) = 1.85, SE =.63, p = .08). No other main effects were significant (all ps > .19).
The results showed an interaction in the expected direction, but it was not significant (b = 0.98, t(27) = -1.47, SE = .66, p = .15). The simple slope analyses (Aiken & West, 1991)
showed that when a negative stereotype was activated (but not when a positive stereotype
was activated (p =.93)), vertical collectivism negatively predicted verbal intelligence
performance (b = -1.02, t(27) = -2.14, SE = .48, p = .04, Figure 6).8 After negative stereotype
activation, the more students endorsed vertical collectivism, the stronger was the stereotype
threat effect on their verbal intelligence performance.

8

We further analyzed the predicted multiple regression on the overall verbal performance score including both
verbal performance measures. The complete regression model was significant, F(6, 27) = 4.27, p = .004. No
main effect reached significance (all ps > .28). As predicted the interaction effect was significant, b = -2.32, SE
= .98, t(27)= -2.38, p = .025. Simple slope analysis (Aiken & West, 1991) showed that when a negative
stereotype was activated vertical collectivism negatively predicted the overall verbal performance (b = - 2.04,
t(27) = -2.91, SE = .70, p = .007).
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* b = -.1.02

1
0
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Figure 6. Interaction between Stereotype Activation and Vertical Collectivism on Verbal
Intelligence Performance in Study 1 (N = 34).
Notes. Vertical collectivism was plotted as 1 SD below and above the mean.
* p < .05.
4.6.2.2

Individual mobility motivation

We computed the regression analysis on individual mobility motivation, as assessed
by desire to represent Germans, F(4,25) =1.81, p = .16, R² = .22; Cohen’s f² = .28 (Table 2).
The experimental condition was a significant predictor (b = -1.43, t(25) = -2.09, SE = .69, p
= .05) and there was a non-significant trend for the predicted interaction (b = 1.03, t(25) =
1.54, SE = .67, p = .14). The simple slope analyses (Aiken & West, 1991) revealed that when
a negative stereotype was activated, vertical collectivism was a marginally significant
predictor of individual mobility motivation (b = 0.92, t(25) = 1.86, SE = .49, p = .08, Figure
7). This was not the case in the positive stereotype condition (p = .81). When a negative
stereotype was activated, the more students endorsed vertical collectivism, the higher their
individual mobility motivation.
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IndividualMobility Motivation Towards
Germans

7
positive stereotype condition
negative stereotype condition

6
5

† b = .92
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Figure 7. Interaction between Stereotype Activation and Vertical Collectivism on Individual
Mobility Motivation Towards Germans in Study 1 (N = 34).
Notes. Vertical collectivism was plotted as 1 SD below and above the mean.
† p < .10.
4.6.3 Discussion
The results of Study 1 showed that the two verbal performance measures were
sufficient in their task difficulty. In line with our first hypothesis, we showed that when a
negative stereotype was activated, Turkish-origin students' vertical collectivism predicted a
stereotype threat effect in the reading comprehension task. We also found a trend for an
interaction on verbal intelligence performance. The result on individual mobility motivation
was consistent with our second hypothesis, although the interaction was again not
significant. It is not surprising that these interactions did not reach significance due to the
low statistical power of our small sample size. A post hoc power analysis (Faul, Erdfelder,
Buchner, & Lang, 2009) revealed that for the effect sizes related to verbal intelligence and
individual mobility motivation observed in the present study (both Cohen’s f² = .28), an n of
52 or 43 participants, respectively, would be needed to obtain statistical power at the
recommended .80 level with an alpha of .05 (Cohen, 1988). Moreover, our measure of
individual mobility motivation was restricted to participants' motivation to join an outgroup.
To address these shortcomings, in Study 2 we increased the number of participants and
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extended the scenario by additionally including an individual mobility measure that takes
into account the intergroup context.
4.7

Study 2
The aim of Study 2 was to replicate the interaction effects between stereotype

activation and vertical collectivism on performance and individual mobility motivation
found in Study 1 with a larger sample. In Study 2, we followed the same procedure used in
Study 1 except that we included a further individual mobility motivation measure in the
scenario by asking participants to choose the ideal proportion of in- and outgroup members
within a team.
4.7.1 Method
4.7.1.1

Participants

Sixty-four 9th and 10th-grade students (Mage = 15.57, SDage = 1.08; 30 male, 34
female) from a predominantly Turkish private school of the highest academic track
(“Gymnasium”) in the Western region of Germany participated in Study 2.
4.7.1.2

Design and Procedure

We used a 2 (condition: positive stereotype activation vs. negative stereotype
activation; experimental factor) x 2 (vertical collectivism; dispositional factor) factorial
design with verbal ability test performance (i.e., reading comprehension and verbal
intelligence performance) and the two individual mobility motivation items (i.e., towards
Germans and within a team) as dependent variables. Participants were randomly assigned to
one of two experimental conditions (positive stereotype: n = 30; negative stereotype: n = 34).
The procedure was similar to that used in Study 1 except that the experimental sessions were
conducted by two female experimenters who conducted the study simultaneously in two
classrooms.
4.7.1.3

Measures

Study 2 included same measures that were used in Study 1. In doing so, we assessed
vertical collectivism (3 items, α = .45)9, verbal ability performance including reading
comprehension (11 items, α = .60) and verbal intelligence (10 items, α = .58), individual
mobility motivation towards Germans, and the control variables (grade in math, grade (9th,
10th), and gender). Similar to Study 1, we assessed vertical collectivism with three items.
9

Although the internal consistency of our vertical collectivism scale was relatively low in this study, we kept
the scale in the analysis to make the vertical collectivism comparable to that in Study 1. Moreover, other
studies also reported low internal consistency with this scale (e.g., α = .58; Hui. 1988).
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The reading comprehension items showed a rather low item difficulty (pi = 64.49; α = .60; M
= 7.09, SD = 2.49), whereas the verbal intelligence items showed a high item difficulty (pi =
27.66; α = .58; M = 2.77, SD = 1.90).
Individual mobility motivation measured by ideal team composition. We extended the
scenario by assessing individual mobility motivation as expressed by a preference for team
composition in order to determine whether participants’ favoritism for the high-status
outgroup will be expressed when the ingroup is included. After reading the same scenario
that was used in Study 1 and completing the first scale measuring individual mobility
motivation toward the German group, participants selected their preferred ethnic
composition for an ideal team for the imagined test. Specifically, participants indicated their
preference on a 7-point Likert scale, ranging from 1 “only Germans”, 4 “same proportion”,
to 7 “only Turks”. The final item was recoded (1 “only Turks” to 7 “only Germans”), so that
higher scores indicate stronger support for the mobility strategy.
4.7.2 Results
4.7.4.1 Verbal Ability Test
To test our hypothesis concerning performance, we conducted two multiple
regression analyses with experimental condition and vertical collectivism as independent
variables, reading comprehension and verbal intelligence performance as dependent
variables, and all control variables. Following the suggestion by Yzerbyt, Muller, and Judd
(2004), we additionally included the two-way interactions of all control variables with our
experimental factor in the regression models to ensure that the hypothesized interaction
effects are estimated without bias. The final regression models consisted of all main effects
(experimental condition was dummy-coded 0 = positive stereotype, 1 = negative stereotype;
vertical collectivism was z-standardized), all two-way interactions between experimental
condition and the control variables, and the two-way interaction between experimental
condition and vertical collectivism.
Reading comprehension performance. First, we tested our hypothesis for reading
comprehension performance. The complete regression model was not significant, F(9,54) =
.57, p = .82, R² = .09. Neither main effects nor interaction effects were significant (all ps <
.11; Table 3).
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Table 3. Regression Results of the Verbal Ability Test Performance of Study 2.

Reading Comprehension Performance
Intercept
Math Grade
Grade (9th, 10th)
Gender
Condition
Vertical Collectivism
Condition x Math Grade
Condition x Grade (9th, 10th)
Condition x Gender
Condition x Vertical Collectivism
Verbal Intelligence Performance
Intercept
Math Grade
Grade (9th, 10th)
Gender
Condition
Vertical Collectivism
Condition x Math Grade
Condition x Grade (9th, 10th)
Condition x Gender
Condition x Vertical Collectivism

b

SE(b)

t

p

6.75
-0.11
-0.95
1.57
0.51
0.16
-0.10
0.35
-1.28
-0.03

0.93
0.55
0.96
0.95
1.28
0.45
0.72
1.32
1.31
0.69

7.24
-0.20
-0.99
1.64
0.40
0.35
-0.14
0.26
-0.98
-0.04

< .001
.84
.33
.11
.69
.73
.89
.79
.33
.97

4.17
-0.35
-0.45
-1.53
-2.05
0.06
-0.32
0.82
1.24
-1.03

0.65
0.38
0.67
0.67
0.89
0.31
0.50
0.92
0.91
0.48

6.43
-0.92
-0.67
-2.30
-2.31
0.20
-0.64
0.89
1.36
-2.14

< .001
.37
.51
.03
.03
.84
.53
.38
.18
.04

Verbal intelligence performance. Second, we tested our prediction for verbal
intelligence performance. The complete regression model was marginally significant,
F(9,54) = 1.87, p =.08, R² = .24; Cohen’s f² = 32 (Table 3). Grade (9th, 10th) and gender
were marginally significant predictors (b = 1.17, t(54)= 1.85, SE =.63, p = .08; b = -1.53,
t(54) = -2.30, SE = .67, p = .03). Importantly, vertical collectivism was a significant
predictor (b = -.2.05, t(54) = -.54, SE = .89, p = .03). The other main effects and the
interaction effects between the experimental condition and the control variables were not
significant (all ps > .18). As predicted, we showed a significant two-way interaction between
experimental condition and vertical collectivism (b = -1.03, t(54) = -2.14, SE = .48, p = .04).
Simple slope analyses (Aiken & West, 1991) revealed that when a negative stereotype was
activated, vertical collectivism negatively predicted verbal intelligence performance (b = .97, t(54) = -2.63, SE = .37, p = .011; Figure 8). This was not the case in the positive
stereotype condition (p = .84). When a negative stereotype was activated, students who more
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strongly endorsed vertical collectivism had lower performance on the verbal intelligence test
(i.e., a stronger stereotype threat effect).

Verbal Intelligence Performance

10
positive stereotype condition
negative stereotype condition

9
8
7
6
5
4
3

2
* b = -.97

1
0
low vertical collectivism

high vertical collectivism

Figure 8. Interaction between Stereotype Activation and Vertical Collectivism on Verbal
Intelligence Performance in Study 2 (N = 64).
Notes. Vertical collectivism was plotted as 1 SD below and above the mean.
* p < .05
4.7.4.2

Individual Mobility Motivation

We then tested our hypothesis for individual mobility motivation towards Germans.
In the complete regression model, we included all the main effects, the two-way interaction
between experimental condition and math grade, and the two-way interaction between
experimental condition and vertical collectivism, F(5,56) = 1.63, p = .17, R² = .13; Cohen’s
f² = .15 (Table 4). Neither the main effects nor the interaction between math grade and
experimental condition reached significance (all ps > .50). As predicted, the two-way
interaction between experimental condition and vertical collectivism was significant (b =
1.24, t(56) = 2.22, SE = .56, p = .03).

55

Research Project 2
Table 4. Regression Results for Individual Mobility Motivation Towards Germans and
Measured by Ideal Team Composition of Study 2.
b

SE(b)

t

p

Intercept

4.44

0.37

12.08

< .001

Math Grade

-0.06

0.42

-0.14

.89

Condition

-0.37

0.54

-0.68

.50

Vertical Collectivism

-0.23

0.34

-0.68

.50

Condition x Math Grade

-0.09

0.56

-0.17

.87

Condition x Vertical Collectivism

1.24

0.56

2.22

.03

Individual Mobility Motivation Measured by
Ideal Team Composition
Intercept
3.41

0.17

20.00

< .001

Individual Mobility Motivation

Math Grade

-0.05

0.19

-0.27

.79

Condition

0.50

0.24

2.08

.04

Vertical Collectivism

-0.11

0.16

-0.72

.48

Condition x Math Grade

-0.04

0.25

-0.16

.87

Condition x Vertical Collectivism

0.52

0.24

2.14

.04

Simple slope analyses (Aiken & West, 1991) showed that when a negative stereotype
was activated, vertical collectivism positively predicted individual mobility motivation (b =
1.01, t(54) = 2.28, SE = .45, p = .03; Figure 9). This was not the case in the positive
stereotype condition (p = .50). When a negative stereotype was activated, students who more
strongly endorsed vertical collectivism had higher scores on our measure of individual
mobility motivation.
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Individual Mobitliy Motivaiton Towards
Germans
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positive stereotype condition
negative stereotype condition
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* b = 1.01
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0

low vertical collectivism

high vertical collectivism

Figure 9. Interaction between Stereotype Activation and Vertical Collectivism on Individual
Mobility Motivation Towards Germans in Study 2 (N = 62).
Notes. Vertical collectivism was plotted as 1 SD below and above the mean.
* p < .05
4.7.4.3

Individual Mobility Motivation Measured by Ideal Team Composition

To further examine our prediction for individual mobility motivation defined as a
preference for a greater proportion of Germans on a team, we entered participants’ score into
a multiple regression analysis, F(5,56) = 2.31, p = .06, R² = .17 ; Cohen’s f² = .20 (Table 4).
Neither the main effects nor the two-way interaction between condition and math grade
reached significance (all ps > .48) but the main effect of experimental condition did (b = .50,
t(56) = 2.08, SE = .24, p = .04), showing that students preferred a higher proportion of
Germans on their team following the activation of a negative stereotype. As predicted, the
two-way interaction between experimental condition and vertical collectivism was
significant (b = .52, t(56) = 2.14, SE = .24, p = .04). Simple slope analyses (Aiken & West,
1991) showed that when a negative stereotype was activated, vertical collectivism positively
predicted individual mobility motivation, i.e., preferred proportion of Germans on a team (b
= .40, t(54) =2.19, SE = .19, p = .03; Figure 10). This was not the case in the positive
stereotype condition (p = .48). When a negative stereotype was activated, the more students
endorsed vertical collectivism, the higher their individual mobility motivation as measured
by the proportion of Germans within their ideal team.
57

Research Project 2

Individual Mobitliy Motivaiton Towards
Germans in an Ideal Team Composition
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Figure 10. Interaction between Stereotype Activation and Vertical Collectivism on
Individual Mobility Motivation towards Germans Measured by Ideal Team Composition in
Study 2 (N = 62).
Notes. Vertical collectivism was plotted as 1 SD below and above the mean.
* p < .05
4.7.3 Discussion
In Study 2, we again found that when a negative stereotype was activated, students
who more strongly endorsed vertical collectivism were more affected by stereotype threat in
their performance on a verbal intelligence test. However, this was not the case for the
reading comprehension performance. One explanation may be that the reading
comprehension tasks, designed for 9th grade students across all academic tracks (OECD,
2014), were not difficult enough for the students of the highest academic track to trigger a
stereotype threat effect. Nevertheless, with a sufficient number of participants to detect effect
sizes with a power of .80 and an alpha of .05, we showed the predicted stereotype threat
effect on the difficult task (i.e., verbal intelligence), which is consistent with research
suggesting stereotype threat effects are particularly likely to be found when tasks are
difficult (Keller, 2007). Moreover, this stereotype threat effect showed a medium to large
effect size of Cohen’s f² = .32.
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In terms of individual mobility motivation, expressed as a desire to represent
Germans, we found that when a negative stereotype was activated, vertical collectivism
positively predicted the motivation of students to join the high-status group. This result was
further supported by our second measure of individual mobility motivation, namely
preference for a higher proportion of Germans on a team. When a negative stereotype was
activated, vertical collectivism positively predicted individual mobility motivation by
favoring a higher proportion of outgroup members in a team. These findings add to existing
research showing that collectivists, as compared to individualists, show less ingroup
favoritism in social comparison situations (Heine & Lehman, 1997; Yamagishi, Mifune, Liu,
& Pauling, 2008).
4.8

General Discussion
The present work had two aims. First, we combined stereotype threat and social

identity research by investigating individual mobility motivation when a negative stereotype
about the ability of Turkish-origin students was activated. Second, we showed interaction
effects between stereotype activation and vertical collectivism endorsed by negatively
stereotyped migrants on their verbal performance and individual mobility motivation. In line
with our first hypothesis, we found that when a negative stereotype was activated, Turkishorigin students who more strongly endorsed vertical collectivism were more likely to show
stereotype threat effects on performance. Consistent with our second hypothesis, we found
that when a negative stereotype was activated, Turkish-origin students who more strongly
endorsed vertical collectivism were more motivated to endorse individual mobility
strategies.
The findings contribute to existing stereotype threat research by demonstrating that
when a negative stereotype is activated, vertical collectivism predicts a stronger stereotype
threat effect on verbal intelligence performance. This result is of great importance because it
shows that the endorsement of vertical collectivism can have an additional influence on
migrant students’ performance on difficult verbal intelligence tests after negative stereotype
activation. Performing well in such tests can be essential for acquiring a high-paying job
because similar tests are often integrated into assessment center procedures for these
positions (Schuler, Hell, Trapmann, Schaar, & Boramir, 2007). Thus, interventions should
be developed to counter the influence of collective beliefs and thus to improve the
performance of negatively stereotyped individuals in stressful performance situations.
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Moreover, it has been shown that worries about the ingroup can contribute to
stereotype threat effects (Schmader, Johns, & Forbes, 2008). For instance, concerns about
the ingroup after stereotype activation can decrease working memory resources, which in
turn can hinder performance (Beilock, Rydell, & McConnell, 2007). In the present study it is
possible that students who more strongly endorsed vertical collectivism were also more
worried about their ethnic ingroup’s evaluation when a negative stereotype was activated,
which might have further reduced working memory resources and decreased performance.
Future research could explore the mediating role of worries on the relationship between
vertical collectivism and individual mobility motivation after negative stereotype activation.
The present work extended previous research focusing on cognitive coping strategies
(Martiny et al., 2015; Pronin et al., 2004; von Hippel, et al., 2011) by investigating
individual mobility as a behavioral strategy used by low-status migrants in a performance
situation when negative stereotypes have been activated. In line with social identity theory
(Ellemers et al., 1988; Tajfel & Turner, 1986), we showed that when a negative stereotype
was activated, migrants who more strongly endorsed vertical collectivism had stronger
motivation to join a high-status group in order to cope with stereotype threat. Coping with
stereotype threat is especially crucial for migrants who strongly endorse vertical collectivism
because they might be highly concerned about the implications of their low performance not
only for themselves but also for their ingroup (Sekaquaptewa et al., 2007).
Using an individual mobility strategy may seem paradoxical for Turkish-origin
migrants who endorse vertical collectivism because it entails identifying with an outgroup.
However, research suggests that individual mobility can be compatible with a collectivistic
value orientation. For example, Turkish immigrant families appreciated an individualistic
orientation when it was related to achievement (Phalet & Claeys, 1993). In addition, the
information in our scenario might have activated individualistic behavior in terms of a group
norm. Research has shown that in collectivistic cultures, those who identify strongly with
their nation will act in line with either an individualistic or collectivistic group norm,
depending which one has been primed (e.g., Jetten, Postmes, & McAuliffe, 2002). In our
case, it could be that the vertical collectivistic participants perceived the scenario
information in both studies as an individualistic group norm to strive for high individual
achievement (with or without collaboration with outgroup members in a team) in an
imagined performance situation and thus they behaved consistently with this group norm.
Our results also partly confirm recent findings by Van Laar and her colleagues (2014)
showing that affective ingroup identification is associated with greater support for the
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individual mobility of an ingroup member, who for example gains prestige for the ingroup
by moving towards an outgroup.
4.8.1 Limitations
In two experiments, we investigated the impact of increased vertical collectivism on
performance and individual mobility for Turkish-origin students when a negative stereotype
is activated. Although sample sizes were relatively small, our experiments were conducted at
two time points in the field (i.e., natural classrooms), which provides high external validity.
However, future research with a larger number of participants would be important to further
establish the validity of our findings. It is noticeable that the reliability of our vertical
collectivism scale in Study 2 was rather low. An explanation might be that the item “I hate to
disagree with others in my ethnic group” did not fit well with the other two items that were
linked to the family. However, this rather low reliability is in line with previous studies on
vertical collectivism (e.g., Hui, 1988; Singelis et al., 1995). Although the vertical
collectivism scale had a low reliability, our interaction effects showed medium to large
effects sizes (f² = .15 to 1.08). Future research should examine vertical collectivism with the
full scale consisting of eight items and with more participants to enhance the internal
consistency. As recent research has shown that migrants who are highly identified with the
host society (compared to less identified migrants) show better performance after explicit
stereotype activation, independent of ethnic ingroup identification (Weber, Appel, &
Kronberger, 2015), future studies should investigate host country identification and also the
ethnic group identification and their influence on stereotype threat effects for vertical
collectivistic migrants.
4.8.2 Implications
Our findings have an important theoretical implication showing that coping strategies
in terms of social identity theory can be linked to stereotype threat effects. Our results extend
stereotype threat research by revealing individual mobility motivation in a scenario that was
introduced after participants experienced stereotype threat. Furthermore, various practical
implications for migrant students in the achievement context can be drawn. First, consistent
with previous research suggesting that stereotype threat is a useful construct for
understanding the achievement of minority groups in real-world settings (Aronson & Dee,
2012), our research had a high ecological validity because we conducted our experiments in
students’ natural classrooms. Second, we showed that utilizing an individual mobility
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strategy can serve as a coping strategy for migrants who strongly endorse vertical
collectivism after negative stereotype activation. This suggests that schools might provide
more opportunities for low-status migrant students who strongly endorse vertical
collectivism to join with high-status outgroups in performance situations to cope with
stereotype threat effects. Third, from a broader perspective, following an individual mobility
strategy in the achievement context may bear social benefits with regard to acceptance by
host society members (Smith et al., 2013; Zagefka & Brown, 2002). Moreover, the
motivation of migrants to integrate can positively affect their own well-being (Berry, 1997;
Phinney, Horenezyk, Liebkind, & Vedder, 2001). Thus, educational environments should
promote the assimilation and integration of migrant students who are high in vertical
collectivism in performance situations.
In sum, the performance of Turkish-origin migrants in the academic context was not
only affected by the activation of a negative stereotype, but also by the degree to which they
endorsed vertical collectivism. When a negative stereotype was activated for Turkish-origin
migrants, their endorsement of vertical collectivism predicted the extent of the stereotype
threat effect. Moreover, this research showed that deploying an individual mobility strategy
to join a high-status group in a performance situation is a strategy these migrants use to cope
with stereotype threat effects.
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5

Effects of Ethnic Classroom Composition on Germans and Turkish-Origin
Students’ Reading Performance and Sense of Belonging in German Middle
Schools

5.1

Abstract
Past research on ethnic composition effects on immigrant and ethnic majority

students’ performance has reported inconclusive results: Some studies have found no
relationship between the proportion of immigrant students in school and students’
performance, some revealed positive effects of the proportion of immigrant students on
students’ performance, whereas others revealed negative effects of the proportion of
immigrant students. Most of the studies did not consider whether an increase in the
proportion of immigrant students in the classroom has different effects on immigrant and
ethnic majority students’ performance. For this reason, the present study (N = 9215) extends
previous research by investigating the cross-level interaction effect of the proportion of
Turkish-origin students in classrooms on Turkish-origin and German students’ reading
performance with data based on the German National Assessment Study 2008/2009 in tshe
school subject German. In addition, we examined the cross-level interaction effect of
Turkish-origin students’ proportion on sense of belonging to school of Turkish-origin and
German students, as sense of belonging has shown to be an important predictor for wellbeing and integration. No cross-level interaction effect on performance emerged. Only a
small negative main effect of the Turkish-origin students’ proportion on all students’
performance was found. As predicted, we showed a cross-level interaction on sense of
belonging. Only Turkish-origin students’ sense of belonging was affected by the proportion
of Turkish-origin students: The more Turkish-origin students there were in a classroom, the
higher Turkish-origin students’ sense of belonging. German students’ sense of belonging
was not affected by ethnic classroom composition. Implications of the results in the
educational context are discussed.
5.2

Introduction
In today’s societies migration is widespread. In 2012, 1.7 million persons from a non-

European country immigrated to a Western European country; the largest number of
migrants was reported in Germany (Eurostat, 2014). The integration of migrants into a
multicultural society has become one of the biggest challenges of the twenty-first century
(Deaux & Verkuyten, 2014). Integrating migrants is an important societal goal as a full
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integration facilitates migrants’ well-being and participation in society (Phinney, Horenczyk,
Liebkind, & Vedder, 2001). Nevertheless, in many countries ethnic segregation of
neighborhoods has become an increasing problem (Cutler & Glaeser, 1997). One
consequence that comes along with ethnically segregated neighborhoods is a high
concentration of migrants within certain classrooms and schools. For example, a study based
on the 2006 German National PISA Extension Study revealed that approximately one third
of the participating 326 classrooms had 30 percent or more migrant students per classroom
(Walter, 2009). Moreover, initial research has suggested that a higher percentage of migrant
students in a school or classroom can have detrimental effects on all students’ academic
performance (Stanat, 2006). For these reasons and adding to previous research on ethnic
composition effects in the educational context, we examined the impact of the ethnic
composition effect of a specific ethnic group, namely Turkish-origin students (the largest
immigrant group in Germany; Statistisches Bundesamt, 2012), on classroom-room level on
the performance of Turkish-origin and German students.
However, it is not only important to examine the effect of ethnic composition on
performance, but also on important psychological variables. One variable which has recently
received attention is people’s sense of belonging to groups (Osterman, 2000). Research has
shown that sense of belonging is positively associated with pro-social behavior (Battistich,
Schaps & Wilson, 2004) and self-esteem (Baumeister & Leary, 1995). Further, migrants’
sense of belonging can have a positive impact on well-being during school (Branscombe,
Schmitt, & Harvey, 1999) which can persist through transitions into new academic
environments (Pittman & Richmond, 2007), and is positively associated with integration to
the host society (Phinney et al., 2001). Thus, the aim of the present work is to investigate
ethnic classroom composition effects not only on performance, but also on the sense of
belonging for Turkish-origin and German students in Germany.
5.2.1 Ethnic Classroom Composition Effects on Performance
The first focus of the present research is on the effect of ethnic classroom
composition (i.e., proportion of Turkish-origin students in the classroom) on students’
performance. The extent to which the ethnic composition of schools influences students’
performance has been investigated in a meta-analysis by van Ewijk and Sleegers (2012) with
studies mostly from the USA. The authors investigated both which ethnic groups caused the
effects and which groups were affected. Results showed that a high percentage of individuals
belonging to a minority ethnic group, for example African Americans, negatively affects the
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performance of students from the same ethnic group more than students of other ethnic
groups. In Europe, studies investigating ethnic composition on migrant and ethnic majority
students’ performance have shown inconsistent results. On the one hand, some studies have
found positive effects of an increase in the proportion of immigrants on students’
performance for both ethnic majority and immigrant students (Konan, Chatard,
Selimbegović, & Mugny, 2010). On the other hand, many studies have found either no
(Agirdag, van Houtte, & van Avermaet, 2012; Cebolla-Boado & Garrido Medina, 2011) or
even negative effects (Stanat, 2006; Verwiebe, 2013) of higher proportions of immigrants in
the classroom or in the school on all students’ performance. However, the majority of past
research revealed negative effects of an increase in the proportion of immigrants on
academic outcomes for specific migrant groups (Contini, 2013; Fekjær & Birkelund, 2007;
Westerbeek, 1999). Drawing on the findings of negative composition effects on performance
of migrants, we postulate that an increase in the proportion of migrants will negatively affect
migrant students’ performance.
5.2.1.1

Effects of Turkish-origin Students’ Proportion on Performance in

Germany
Among the OECD countries, Germany is one of the countries in which social or
ethnic background has the strongest impact on academic achievement (Entorf & Minoiu,
2005) and thus it is an important population in which to investigate specific effects of ethnic
composition in the schools. In the present work, we focus on Turkish-origin migrants for
several reasons. First, migrants of Turkish origin are the largest group of migrants in
Germany (18.5% of the German population; Statistisches Bundesamt, 2012). Second,
Turkish-origin students consistently underperform in the German educational system
(Klieme et al., 2010) and are much more likely to attend the lowest track school
(Hauptschule) than the highest track school (Gymnasium; Baumert & Schümer, 2001). Thus,
it seems particularly important to investigate variables that hinder or benefit Turkish-origin
students’ performance in the German educational system.
Previous research found that when a solo-status (i.e., being in the numerical minority
in a situation in the presence of outgroup members) of a negatively stereotyped minority
member was made salient in small groups, this member underperformed compared to when
the solo-status was not made salient (e.g., Thompson & Sekaquaptewa, 2002); this effect is
called stereotype threat (Steele & Aronson, 1995). One might assume that when the solostatus of a negative stereotyped ethnic minority student is not salient, that means when more
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same ethnic students are in the classroom, this student will show a less strong stereotype
threat effect in comparison with non-ethnic minority students.
However, studies that have investigated ethnic composition effects of migrant
students challenged this assumption by showing negative ethnic composition effects on math
performance when the proportion of migrant students increased (Walter, 2009). Previous
research has often not distinguished between the impact of ethnic composition effects on
specific ethnic groups. Very few studies have investigated whether composition effects
affect the same ethnic group, the ethnic majority group, or all students’ performance equally
(van Ewijk & Sleegers, 2012). One exception is a study by Walter and Stanat (2008). These
authors showed based on data from the German National PISA Extension Study 2003 that
Turkish-origin students’ reading performance decreased as school-level proportion of
Turkish-origin student increased. This held true after controlling for socioeconomic status
and cognitive ability at the school level. Based on the findings of Walter and Stanat (2008),
we expected for ethnic minority students that their performance will be negatively influenced
by an increase in the proportion of same ethnic minority students in the classroom.
For ethnic majority students, research showed that majority group members’
performance has not been shown to suffer from an increased outgroup member concentration
(Sekaquaptewa & Thompson, 2003). Research also suggested that the performance of ethnic
majority group members was not influenced by the number of ethnic minority students in
evaluative situation because they might not be concerned about negative stereotypes about
their ingroup (Sekaquaptewa, Waldman, & Thompson, 2007). Drawing on these findings,
we expected for majority students that their performance is not influenced by an increase in
the proportion of ethnic minority students in the classroom.
Bringing these findings together, in the present work we concentrate on Turkishorigin students and investigate whether an increase in Turkish-origin students’ percentage in
the classroom will have a different effect on Turkish-origin and German students’ reading
performance. In addition, we focus on the composition at the classroom level instead of at
the school level as we assume a stronger impact of the daily contact within the classroom on
students’ performance (Stanat, 2006). Taken together, based on empirical findings revealing
negative composition effects for migrants, we expect a cross-level interaction effect between
the percentage of Turkish-origin students and students’ ethnicity on performance. In detail,
we hypothesize an increase in the percentage of Turkish-origin students in the classroom will
have a negative effect on reading performance for Turkish-origin students, but for German.
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5.2.2 Ethnic Classroom Composition Effects on Sense of Belonging
The second focus of the present work is on the effect of ethnic classroom
composition on students’ sense of belonging. The desire for social bonds has a long history
in psychological research and has been linked to the need for positive view from others,
which was defined as social belongingness (Baumeister & Leary, 1995). Belongingness is
one of the basic human motives, which is needed for well-being (Baumeister & Leary, 1995;
Deci & Ryan, 1991). When individuals fail to meet their belonging needs, this failure can
lead to social isolation (Baumeister & Leary, 1995), mental health problems (Shochet,
Dadds, Ham, & Montague, 2006), and long-term disidentification from academic domains
(Major, Spencer, Schmader, Wolfe, & Crocker, 1998). Further, individuals’ sense of
belonging is positively associated with pro-social behavior (Battistich et al., 2004) and
psychological well-being, especially for ethnic minorities (Branscombe et al., 1999).
Drawing on these previous findings, we assume that migrant students’ sense of belonging is
an important proxy for integration and well-being, and we therefore investigate the effects of
classroom composition on Turkish-origin and German students’ sense of belonging to
school.
5.2.2.1

Sense of Belonging in the Educational Context

While sense of belonging has been well-investigated for negatively stereotyped
adults in academic domains (Good, Rattan, & Dweck, 2012), little is known about migrant
students’ sense of belonging to school (but see Cohen, Garcia, Apfel, & Master, 2006; for
review, see Osterman, 2000). Goodenow (1993) defined students’ sense of belonging to
school as the extent to which students feel accepted, included, respected, and valued by
others in school. We used this definition of sense of belonging to school in the present study.
Investigating sense of belonging to school is highly important because it can have positive
lasting effects on well-being in new academic environments which can be beneficial for both
migrant and ethnic majority students. For instance, research revealed that university
students’ previous sense of belonging to school can also have a positive effect on their selfworth at university (Pittman & Richmond, 2007). A sense of belonging is also associated
with the perception of fit with an academic environment. For example, Iyer and colleagues
(Iyer, Jetten, Tsivrikos, Postmes, & Haslam, 2009) have shown that university students
benefited from having a new student identity that was perceived to be compatible with their
existing network of identities (e.g., high school identity); this reduced the negative effects of
transitioning to university and increased their well-being.
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Studies investigating students’ sense of belonging to school have mostly focused on
the relationship between sense of belonging and academic outcomes (Roeser, Midgley, &
Urdan, 1996). Very few studies investigated students’ sense of belonging as an outcome and
the majority of these studies have not considered ethnic composition effects (Cemalcilar,
2010; but see, Ma, 2003). This is surprising because earlier research showed that belonging
is an important psychological variable in itself, especially for ethnic minorities (Baumeister
& Leary, 1995; Branscombe et al., 1999). Furthermore, research has shown that feelings of
belonging matter particularly to negatively stereotype ethnic minority university students,
such as African Americans who are sensitive to uncertainty about fitting into the academic
environment (Walton & Cohen, 2007). In line with these findings, we propose that Turkishorigin students in Germany might also be affected by this uncertainty as they are frequently
exposed to negative stereotypes about their abilities in academic domains (Froehlich,
Martiny, Deaux, & Mok, 2015).
Supporting this reasoning, ethnic minority students placed in solo-status perceived
their ethnicity to be more central to their identity, which can raise their concerns in
evaluative situations about the consequences of their individual behavior for their ethnic
group (Sekaquaptewa, Waldman, & Thompson, 2007). Bringing these findings together, we
argue that when the numbers of ethnic minority students increase in evaluative situations
(i.e., performance tests), ethnic minority students can benefit from the salience of sameethnic minority students by increasing their sense of belonging to their ethnic ingroup.
Drawing on our reasoning outlined above, we argue that migrant students will feel more
comfortable and accepted in the classrooms with a higher proportion of same-migrant
students compared to classrooms with a lower proportion, because their minority status is
less salient and thus worries about their academic fit are less of a concern. Thus, we
hypothesize for Turkish-origin students that an increase in the percentage of Turkish-origin
students in the classroom will have a positive effect on their sense of belonging.
For ethnic majority students, the research findings of ethnic composition and its
impact on their sense of belonging were not consistent. Some research found that ethnic
majority students transitioning to new schools were not affected by ethnic composition
(Benner & Graham, 2007). In contrast, other intergroup research showed that outgroup
members (e.g., migrants) can be perceived as a threat for ingroup members based on
differences in values and norms (Stephan, Ybarra, Martnez, Schwarzwald, & Tur-Kaspa,
1998). Drawing on these findings, we hypothesize for German students that an increase in
the proportion of Turkish-origin students in the classroom will have a negative effect on
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their sense of belonging because they might feel threatened by the salience of Turkish-origin
students in the classroom. Thus, we expect a cross-level interaction effect between the
percentage of Turkish-origin students and students’ ethnicity on sense of belonging.
5.3

The Present Research
In the present study, we investigated ethnic classroom composition effect on

individual reading performance and sense of belonging to school not only for Turkish-origin
but also for German students based on data from the representative National Assessment
Study 2008/2009 which was earlier labeled the National PISA Extension Study (Böhme et
al., 2010). We focused on reading performance as dependent variable because the National
Assessment Study 2008/2009 assessed only verbal competencies related to the school
subject German. In contrast to previous research on ethnic composition effects in the
educational context, we examined whether the ethnic composition of a specific ethnic group,
namely Turkish-origin students, in the classroom has a different impact on the performance
and sense of belonging of Turkish-origin and German students. We hypothesize cross-level
interaction effects between the proportion of Turkish-origin students in the classroom and
students’ ethnicity on performance and sense of belonging. In detail, we hypothesize that the
proportion of Turkish-origin students in the classroom will have a negative effect on
performance for Turkish-origin but not for German students. We further hypothesize that the
proportion of Turkish-origin students in the classroom will have a positive effect on Turkishorigin and a negative effect on German students’ sense of belonging. We used multi-level
regression analysis to examine the cross-level interaction effect of the increase in the
percentage of Turkish-origin students on Turkish-origin and German students’ reading
performance and sense of belonging.
5.4

Method
5.4.1 Data
As a data basis in the present study, we draw on the National Assessment Study

2008/2009 (Ländervergleich) in the school subject German. The National Assessment Study
2008/2009 consisted of two subsamples, which were either affiliated with the international
PISA 2009 study (Programme for International Student Assessment; OECD, 2010) or
exclusively recruited for the National Assessment Study 2008/2009 to enlarge the final
national sample. In the present study, we focused only on students who participated
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exclusively in the National Assessment Study 2008/2009 because these students completed
the performance test sessions and the questionnaire.
5.4.2 Ethics Statement
The utilization and analysis of the National Assessment Study 2008/2009 data has
been approved by the Educational Quality Improvement [Institut zur Qualitätsentwicklung
im Bildungswesen, IQB] and Research Data Centre [Forschungsdatenzentrum, FDZ]. Due to
the representative character of the National Assessment Study 2008/2009 assessing students’
competence in the school subject German, students’ participation in the National Assessment
Study 2008/2009 was obligatory. The parents and students were informed about the aim and
procedure of the study and students’ personal information was anonymized and de-identified
by generating a code for each student prior to analysis. The principal investigator of the
study was the IQB. Furthermore, the sampling procedure as well as data collection were
conducted by the Data Processing and Research Center (DPC; for details, see Böhme et al.,
2010).
5.4.3 Sample
In the present study we included only middle track high schools because we want to
reflect natural ethnic classroom compositions in Germany without an over- or
underrepresentation of Turkish-origin students which is the case in lower and higher track
schools (i.e., Hauptschule and Gymnasium), respectively (Baumert & Schümer, 2001). Our
sample included 8702 German and 513 Turkish-origin students (48.1% female, 51.9 % male;
Mage = 15.23 years, SDage = 0.65) and the mean percentage of Turkish-origin students in the
classroom was 4 percent with a range from 0 to 65 percent. Altogether, our sample
represented a nested data structure, with students (N = 9215) nested in the classrooms (N =
658).
5.4.4 Measures
5.4.4.1

Reading Performance

In the present study, we focused on reading performance because it is an important
basic competency to acquire and implement new knowledge and thus is crucial for school
success (Snow, 2002). Plausible values were generated utilizing the population parameters to
estimate performance scores in the National Assessment Study 2008/2009 dataset for
students’ reading performance (for details, see Böhme et al., 2010). Altogether, five
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plausible values for the reading performance of each student were extracted (Böhme et al.,
2010) and we calculated the mean of all five plausible values to measure students’ reading
performance. Performance scores in the National Assessment Study 2008/2009 are scaled to
an overall mean of 496 points across all participating federal states of Germany, with a
standard deviation of 92.
5.4.4.2

Sense of Belonging

Students’ school perception was measured with eight items assessing to what extent
students feel positively or negatively about school (Kunter et al., 2002; Ramm et al., 2006).
As we were particularly interested in students’ sense of belonging to school, we conducted
an exploratory factor analysis with an oblique rotation on the eight school perception items
reflecting positive and negative attitudes towards school. The results of the factor analysis
suggested two factors of which one reflects sense of belonging to school (see Table 5). The
five items loading on this factor (item loading ≥ .6) were “I feel I belong”, “I feel like an
outsider” (reverse coded), “Apparently I am popular”, “I find friends easily.”, and “I feel
lonely”. The second factor reflecting students’ negative attitude towards school was not
included in the present analyses. One item (i.e., “I often feel uncomfortable and I am out of
my element”) was neither included in the first nor second factor because it loaded on both
factors with comparable factor loadings. Items were rated on a 4-point-Likert scale ranging
from 1 “not at all” to 4 “completely true”. The internal consistency of the 5-item sense of
belonging factor was good (α = .80).
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Table 5. Loadings for the Rotated Factors for School Perception.
Factors
1

2

Negative
Sense of
School
Belonging
Perception
I feel I belong.

0.77

I feel like an outsider.

0.77

Apparently I am popular.

0.72

I find friends easily.

0.72

I feel lonely.

0.71

I often feel uncomfortable and I am out of my
0.64
element.

0.51

I am often bored.

0.84

I do not want to go [to school].

0.82

Eigenvalue

3.38

1.38

% of variance

42.25

17.18

Note. Loadings < 0.4 are omitted.
5.4.5 Main Predictors and Covariates
Earlier research has shown that individual- and classroom-level variables are linked
to students’ academic performance and sense of belonging (Osterman, 2000; Walter &
Stanat, 2008). We included the following predictor variables and covariates in our analyses.
5.4.5.1

Ethnicity

At the student level, students’ migration background (i.e., Turkish or no migration
background) was assessed with items asking whether the student and the parents (or known
parent) were born in Turkey or Germany (Böhme et al., 2010). Moreover, we used the
imputed variables for students’ migration background (i.e., whether the students themselves
or their parents were born abroad) which were provided in the dataset to reduce the number
of missing variables. Thus, we computed a dummy variable for ethnicity from both Turkish-
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origin and German students’ migration background variables in our analysis. Students of
other ethnicities were not included in our analysis.
5.4.5.2

Percentage of Turkish-origin students

At the classroom level, we introduced an aggregated variable for the percentage of
Turkish-origin students in the classrooms describing the percentage of Turkish-origin versus
non-Turkish-origin (i.e., Germans and other ethnic groups) students.
5.4.5.3

Cross-Level Interaction between Ethnicity and Percentage of Turkish-

Origin Students
We also added the cross-level interaction between ethnicity at the student level and
the percentage of Turkish-origin students at the classroom level to examine the moderation
effects of the Turkish-origin students’ percentage on our dependent variables.
5.4.5.4

Student-Level Covariates

At the student level, various studies have demonstrated that the performance of
immigrant students particularly in Germany is strongly influenced by the socioeconomic
status of their parents (Entorf & Minoiu, 2005). It was also shown that estimating
compositional effects without controlling for individual students’ prior achievement is very
likely to lead to an overestimation of the effects (Goldhaber & Brewer, 1997). Further,
speaking a language other than German at home is a crucial factor for immigrant students’
achievement (Esser, 2001). Thus, we controlled for these three factors by including as
covariates parents’ socioeconomic status (i.e., SES) measured by the highest International
Socio-Economic Index of Occupational Status of the parents (ISEI; Ganzeboom, De Graaf &
Treiman, 1992) students’ grade in German as a measure for previous performance, and a
dummy variable for non-German languages spoken at home.
5.4.5.5

Classroom-Level Covariates

A range of studies have found that immigrants’ performance is also affected by SES
and previous knowledge at the classroom level (Stanat et al., 2010). Thus, at the classroom
level we controlled for mean SES and students’ performance level by using the classroom’s
mean grade in German, and three middle school types (i.e., reference group: Realschule;
Gesamtschule and Mittelschule) in our analyses.
5.4.6 Data Analysis
To test our hypothesis we followed a multilevel modeling approach to account for the
nested structure of the data (i.e., students nested within classrooms). Thus, we used the
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Hierarchical Linear Modeling software (HLM Version 7.0; Raudenbush et al., 2011) to
conduct multilevel analyses with two levels (student- and classroom-level). In so doing, we
were able to differentiate effects of individual and context variables by estimating a
regression equation for each school class (Snijders & Bosker, 1999). For our analyses, we
conducted three successive regression models each with reading performance and sense of
belonging as dependent variables. In Model 1 we examined the ethnic classroom
composition effect on both ethnic groups’ performance and sense of belonging, respectively,
by including ethnicity (dummy-coded: Turkish-origin vs. German students) at the student
level, and percentage of Turkish-origin students calculated as an index (varying between 0
and 1) at the classroom level as well as the cross-level interaction between ethnicity and
Turkish-origin students’ percentage. In Model 2, we additionally controlled for SES, grade,
and non-German languages spoken at home at the student level. In Model 3, we tested
whether the moderation effect of percentage of Turkish-origin students remains significant
when controlling for SES, grade, and school types at the classroom level. All dummy
variables at both levels used in our models were uncentered (coded 0 and 1), student-level
variables were group-mean centered, and classroom-level variables were grand-mean
centered. The multilevel regression model was a random-slope regression model. The
equation for the model including all predictors simultaneously (Model 3) is as follows:
Reading performance ij = γ00 + γ10 · ethnicityij + γ20 · SESij + γ50 · gradeij + γ60 · nonGerman languagesij + γ01 · percentage Turkish-origin studentsj + γ02 · SESj + γ03 · gradej +
γ04 · Gesamtschulej + γ05 · Mittelschulej + γ11 · ethnicityi · percentage Turkish-origin
studentsj + u0j + u1j · ethnicityj + u2j · SESj + u3j · gradej + u4j · non-German languagesj + rij
The indices i and j refer to students and classrooms, respectively. The same
multilevel regression model was used for sense of belonging.
5.5

Results
5.5.1 Preliminary Analysis
We first tested the independence of our dependent variables. The results showed that

reading performance and sense of belonging were merely weakly correlated for Turkishorigin and German students, respectively (r = .09, p = .043; r = .02, p = .023). Thus, reading
performance and sense of belonging can be analyzed as two independent outcomes (Cohen,
Cohen, West, & Aiken, 2013).
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5.5.2 Reading Performance
In general, the mean reading performance differed between German (M = 474.61, SD
= 65.02) and Turkish-origin students (M = 415.60, SD = 66.77) in our sample, t(9213) = 19.95, p < .001. Thus, both groups were below the National Assessment Study 2008/2009
overall mean of 496 points. One quarter of the variance in reading performance was due to
differences between the classrooms (ICC = .26). In Model 1, we found a significant positive
main effect of ethnicity and a negative main effect of percentage of Turkish-origin students,
but unexpectedly no cross-level interaction effect on students’ performance (see Table 6).
That means that Germans outperformed Turkish-origin students and the higher the
percentage of Turkish-origin students in the classroom, the lower all students’ performance
was (independent of their ethnic group membership). In Model 2, all variables reached
significance except the cross-level interaction between ethnicity and percentage of Turkishorigin students, after including students’ SES, grade in German, and non-German languages
spoken at home at student-level. In Model 3, similar to the results of Model 2, all variables
except the cross-level interaction were significant, when we additionally controlled for SES,
grade, and school types at the classroom level. Therefore, in contrast to our hypothesis, our
results did not show the predicted moderation effect of the percentage of Turkish-origin
students in the classroom on performance. Only the main effects of the classroom-level
percentage of Turkish-origin students and the student-level ethnicity affect the performance
of all students. A ten percent increase in the proportion of Turkish-origin students in the
classroom is associated with a performance decrease across all groups of 3.69 points, which
indicates a rather small effect.
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Table 6. Regression Results for Reading Performance and Sense of Belonging.
Performance

Sense of Belonging

Model 1

Model 2

Model 3

Model 1

Model 2

Model 3

Intercept (γ00)

423.43***

443.90***

470.55***

3.23***

3.32***

3.32***

Ethnicity (γ10)

48.45***

27.62***

28.75***

0.04

-0.04

-0.03

SES (γ40)

0.24***

0.23***

< 0.01***

< 0.01***

Grade in Germans subject (γ50)

-26.69***

-26.66***

< -0.01

< -0.01

Non-German languages spoken at home (γ60)

-19.09***

-19.67***

-0.09†

-0.08

Student-Level

Classroom-Level
Percentage of Turkish-origin students (γ10)

-57.45**

-83.24**

-35.87**

0.59***

0.55***

0.58***

Ethnicity x Percentage (γ11)

9.03

25.77

11.21

-0.62***

-0.56**

-0.60**

SES (γ02)

1.20***

< 0.01†

Grade in German subject (γ03)

-35.86***

-0.04**

Gesamtschule (γ04)

-29.40***

-0.02

Mittelschule (γ05)

-42.56***

-0.05**

Explanatory Power

0.032

0.186

0.185

0.002

0.031

0.032

Notes. † p < .10; * p < .05; ** p < .01; *** p < .01
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5.5.3 Sense of Belonging
In the present study, the mean sense of belonging score differed between the two
ethnic groups (Germans: M = 3.29, SD = 0.54; Turkish-origin migrants: M = 3.38, SD =
0.51), t(9213) = 3.75, p > .001. The vast majority of variance in sense of belonging is on the
individual level, with only 3% of the variance between classrooms (ICC=.03). In Model 1, as
predicted the main effect of percentage of Turkish-origin students and the cross-level
interaction between ethnicity and percentage of Turkish-origin students reached significance,
but not the main effect of ethnicity (see Table 6). In Model 2, the results of Model 1 still
hold true after controlling for students’ SES, grade, and non-German languages spoken at
home at the student level. In Model 3, the main effect of percentage of Turkish-origin
students and the cross-level interaction between ethnicity and percentage of Turkish-origin
students remained significant, controlling for SES, grade, and school types at the classroom
level. The simple slope analysis (Aiken & West, 1991) revealed a significant positive slope
of percentage of Turkish-origin students for the sense of belonging of Turkish-origin
students (b = 0.58, SE = 0.15, t = 3.75, p < .001), but not German students (p = .83). That
means increasing the percentage of Turkish-origin students by 10 percentage points
increases the sense of belonging of Turkish-origin students by 0.06, which indicates a small
effect, but does not affect German students’ sense of belonging. To sum up, the positive
effect of the percentage of Turkish-origin students on Turkish-origin students’ sense of
belonging is consistent with our hypothesis. Surprisingly, the Turkish-origin students’
percentage had no effect on German students’ sense of belonging.
5.6

Discussion
The present study aimed at extending previous research on ethnic composition effects

at the classroom level not only for Turkish-origin and German students’ reading
performance, but also for their sense of belonging to school. In contrast to our prediction, no
cross-level interaction effect of the percent of Turkish-origin students in the classroom
emerged for reading performance. However, we found a negative main effect for the
percentage of Turkish-origin students in a classroom on reading performance overall,
controlling for performance-related covariates on the individual and classroom level. This
result is consistent with previous studies revealing negative ethnic composition effects on
Turkish-origin migrants’ reading performance in Germany (Walter & Stanat, 2008).
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Several reasons for this finding have been discussed in the literature (Furrer &
Skinner, 2003; Hattie, 2002). For instance, research found that teachers adapt their lesson
plans to the perceived average classroom performance, and might be less engaged in
preparing differentiated materials for low- and high-performing students (Hattie, 2002).
Thus, a higher number of perceived low-performing students in the classroom might reduce
the teachers’ standard and thus lead to lower performance in standardized tests. Following
this reasoning, it might be the case that teachers are prone to perceive classrooms with a high
percentage of Turkish-origin students as low performing. This is in agreement with research
showing that student teachers endorsed more negative stereotypes about the competence of
Turkish-origin migrants than about Germans or Italian-origin migrants (Froehlich, Martiny,
Deaux, & Mok, 2015). The student teachers attributed the underperformance of Turkishorigin students more internally (i.e., to low effort or ability) than externally (i.e., to
discrimination in the educational system). Therefore, it could be that expectations of teachers
at the student and classroom level become self-fulfilling prophecies by negatively
influencing teachers’ performance judgments of different ethnic groups (Glock & KrolakSchwerdt, 2013) and also influencing all students’ performance expectations and behavior
(Jussim & Harber, 2005). However, the main effect of the percent of Turkish-origin students
in the classroom on overall classroom performance is rather small. We also found a main
effect of ethnicity on performance which is in line with existing findings revealing a
performance gap between German and Turkish-origin students on standardized tests (Klieme
et al., 2010). Research has uncovered various causes for this performance gap, such as
Turkish-origin students’ attendance of fewer cultural activities (Müller & Stanat, 2006).
Further, recent studies showed that Turkish-origin students’ underperformance can be caused
by the activation of negative stereotypes (i.e., stereotype threat effect; Steele & Aronson,
1995) for Turkish-origin students both in a diagnostic test situation (Froehlich, Martiny,
Deaux, Goetz, & Mok, 2015) and when previous performance differences between ethnic
groups were highlighted before a math test (Martiny, Mok, Deaux, & Froehlich, 2015).
Thus, representative diagnostic performance test situations such as the National Assessment
Study 2008/2009 are likely to provide pressure due to the high-stakes testing situation
(Sackett, Hardison, & Cullen, 2004) and thus might trigger stereotype threat effects for
Turkish-origin students.
As predicted, we showed a cross-level interaction on sense of belonging. The simple
slope analysis showed that Turkish-origin students were positively affected in their feelings
of belonging to school by an increased percentage of Turkish-origin students, whereas
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German students were not affected. These results of sense of belonging for Turkish-origin
students are highly important for several reasons. First, a higher sense of belonging to a
school can have a positive impact on minority students' perceived fit to academic domain
(Walton & Cohen, 2007). We showed that the percentage of Turkish-origin students can
have a positive impact on their sense of belonging, as found in past research with students
transitioning to new schools with a different ethnic composition (Benner & Graham, 2007).
Second, research has demonstrated that sense of belonging is not only positively related to
pro-social behavior, but also to well-being (Battistich et al., 2004; Branscombe et al., 1999).
This means that a higher percentage of the same ethnic minority in a classroom might
promote minority students’ well-being. Students’ sense of belonging to school has also been
shown to have positive effects on self-worth later in their academic careers (Pittman &
Richmond, 2007). This lasting effect of sense of belonging to school for freshmen university
students is in line with research showing that the identification with a new identity that is
perceived as compatible with an existing network of identities can serve as a buffer against
negative effects of life changes on well-being (Iyer et al., 2009). Thus, these buffering
effects on well-being might be especially important for migrant students who are confronted
with discrimination based on their ethnicity (Branscombe et al., 1999) or negative
stereotypes (Froehlich, Martiny, Deaux, & Mok, 2015).
Our results also highlighted that a higher percentage of Turkish-origin students in the
classroom did not harm German students’ sense of belonging, which might at first seem
surprising. One explanation can be drawn from the social dominance orientation theory
(Sidanius & Pratto, 2001), which argues that individuals desire their ingroup to dominate and
be superior to outgroups; this dominance motivation was also shown in the academic context
(Danso & Esses, 2001). In the present study German students might perceive themselves as
higher-status group in the academic domain compared to migrant students, and therefore
would not feel threatened by an increased percentage of Turkish-origin students because
Turkish-origin students were perceived as low performers. Maintaining of dominance might
explain why German students’ sense of belonging to school is not affected by the percentage
of Turkish-origin students. It is also likely that students who have been members of the same
classroom for some time may have developed a superordinate identity as classmates
(Gaertner, Mann, Murrell, & Dovidio, 1989) and perceive an increased homogeneity due to
an improved familiarity within the classroom (Oakes, Haslam, Morrison, & Grace, 1995).
This might be particularly the case for German students because their ethnicity is less salient
in the academic context and thus they are less concerned about ethnic classroom
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compositions (Thompson & Sekaquaptewa, 2002). Further research should investigate the
underlying process in detail.
5.6.1 Implications
In the present study we found different effects of ethnic composition on performance
and sense of belonging. Whereas the results showed a small negative effect of increased
number of Turkish-origin students in the classrooms on all students’ reading performance,
they also showed a positive effect for Turkish-origin students’ sense of belonging. This
brings us to the question how beneficial ethnically diverse schools are for both migrant and
ethnic majority students. Would students benefit from segregated schools or classrooms? In
line with our finding that higher percentages of migrant students negatively impacts their
performance, previous research has demonstrated negative effects of ethnically segregated
environments for migrants more generally (Cutler & Glaeser, 1997). For example, past
studies found effects of ethnically segregated neighborhoods on unemployment and mental
problems for migrants (Clark & Drinkwater, 2002). Nevertheless, some studies have found
positive aspects of ethnically segregated environments (e.g., neighborhoods) for migrants
such as ingroup acceptance and well-being (Postmes & Branscombe, 2002). The present
findings add to this ambiguous picture; we showed that an increase in the percentage of
migrant students enlarged their sense of belonging with the school, which might positively
contribute to migrant students’ well-being, whereas ethnic majority students’ sense of
belonging was not affected. In our opinion, further research should investigate which other
factors are necessary to establish a positive socio-emotional climate within schools that also
benefits all students’ performance and aspirations.
5.6.2 Limitations
One limitation of the present work lays in the cross-sectional nature of the data,
which does not allow us to investigate the long-term effects of the Turkish-origin students’
ethnic composition in the classroom. Investigating long-term effects is important, as most
classrooms are rather stable entities over a period of several years. A longitudinal study by
Stanat and colleagues (Stanat, Schwippert, & Gröhlich, 2010), in which the ethnic
composition was operationalized by percentage of students speaking Turkish at home, found
evidence that negative effects of the percent of Turkish-origin students in the classroom on
their performance was eliminated when previous performance, SES, and school types at
classroom level was controlled for. Moreover, research showed that ethnic minority students
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are vulnerable to ethnic compositions effects in classroom particularly after transitioning to a
new school (Benner & Graham, 2007). Based on these findings, we believe that long-term
composition effects in general and especially after students transitioning to new schools are
interesting research topics that should be addressed. Second, in our study we focused only on
middle track schools in order to avoid an over- and underrepresentation of Turkish-origin
students in lower and higher track schools (Baumert & Schümer, 2001). As our results
revealed an important positive ethnic composition effect for Turkish-origin students’ sense
of belonging of middle track schools, future research is needed to examine whether this
positive effect will hold true for Turkish-origin students in lower school track classrooms.
5.6.3 Conclusion
This research highlights the impact of ethnic composition on performance and sense
of belonging for both migrant and ethnic majority students. The present results showed that
an increased percentage of Turkish-origin students in the classrooms had a small negative
effect on all students’ reading performance and a positive effect on Turkish-origin students’
sense of belonging but not for German students’ sense of belonging, highlighting the
complexity of ethnic classroom composition and diversity. As establishing multiculturalism
and fostering integration of migrants is still one of the most challenging societal goals
(Deaux & Verkuyten, 2014), more research should focus on the effects of ethnic
composition for specific migrant groups and members of the host society. Research on
ethnic classroom compositions is important as it enables us to critically reflect on our
educational system in order to build up an educational system in which all students –
migrants and non-migrants alike – can develop their full potential and simultaneously feel a
sense of belonging to their schools. Further, sense of belonging to school can be useful for
all students to cope with negative effects of stressful transitions into new environments
(Pittman & Richmond, 2007; Iyer et al., 2009). Thus, further research should investigate not
only the conditions that hinder and foster migrant students’ performance, but also
psychological variables such as migrant students’ sense of belonging or well-being
(Branscombe et al., 1999) because these variables might also have an important impact on
migrants’ integration into the host society (Phinney et al., 2001).
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Performing well in school contributes to students’ positive perception of their own
abilities (Spinath et al., 2006) and is also important for their future career opportunities
(Kuncel, Hezlett, & Ones, 2004). However, because of their ethnic minority status some
migrant students cannot achieve their full intellectual potential in achievement situations.
The situational activation of negative stereotypes about the intellectual abilities of ethnic
minority groups (e.g., activation of negative stereotypes about students of Turkish origin
during a test in school) can lead to a performance decrease (i.e., a stereotype threat effect;
Steele & Aronson, 1995) among members of the negatively stereotyped group. In the longterm, stereotype threat effects can cause educational disparities and lead to or amplify social
inequality. People of Turkish origin are the largest ethnic minority group in Germany
(Statistisches Bundesamt [Federal Statistical Office], 2012) and negative stereotypes about
their academic competence are widespread (e.g., Asbrock, 2010; Froehlich, Martiny, Deaux,
& Mok, 2015). Many students of Turkish origin perform poorly in education (Gebhardt, et
al., 2013; Kristen et al., 2008) and the stereotype threat effect is a possible explanation for
their academic underperformance. It therefore is important to investigate stereotype threat
effects for Turkish-origin students in Germany. Moreover, it is relevant to explore the coping
strategies of students who were exposed to stereotype threat. Studies have shown that being
stereotyped can lead to disengagement (Major, Spencer, Schmader, Wolfe, & Crocker, 1998)
and reduced motivation to pursue a career in the negatively stereotyped domain (Woodcock,
Hernandez, Estrada, & Schultz, 2012). These coping strategies may in turn have negative
consequences for the future educational achievements and career opportunities of negatively
stereotyped migrants.
In this dissertation, I investigated the effect of stereotype activation on verbal
performance and coping strategies among Turkish-origin students in Germany. I further
investigated vertical collectivism as an individual-level moderator and ethnic classroom
composition as a context-level moderator of stereotype activation effects. In the following
section, the results of each research project of the present dissertation will be summarized
and integrated in the theoretical background. Subsequently, practical implications and a
conclusion will be drawn from the presented findings.
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6.1

Summary of Results
Research Project 1 examined the effect of stereotype activation on verbal

performance and individual mobility motivation as a coping strategy for female Turkishorigin students. This research project consisted of two experimental studies (a pilot and a
main study) that examined the stereotype activation's effects on performance and motivation
to use an individual mobility strategy to cope with stereotype threat in a sample of negatively
stereotyped female students of Turkish origin. The findings showed a stereotype threat effect
on verbal performance (main study) and a higher motivation to use individual mobility (pilot
and main study) when a negative stereotype compared to (no stereotype and) positive
stereotype was activated.
Research Project 2 investigated the influence of endorsed vertical collectivism at the
individual level on verbal performance and individual mobility motivation as a coping
strategy for Turkish-origin students when a negative stereotype compared to a positive
stereotype was activated. It was assumed that Turkish-origin migrants who strongly endorse
vertical collectivism are highly concerned about their ingroup’s expectations in the
achievement context and these concerns might negatively influence performance and
positively influence individual mobility motivation. In this research project, two
experimental studies (Study 1 and 2) were conducted. The results were in line with my
hypothesis. When a negative stereotype was activated, the stronger Turkish-origin students
endorsed vertical collectivism, the stronger was the stereotype threat effect, and the higher
their individual mobility motivation.
Research Project 3 examined the cross-level interaction effects between the ethnic
composition (i.e., proportion of Turkish-origin students) in the classroom and students’
ethnicity on reading performance and sense of belonging, based on data from the
representative National Assessment Study 2008/2009 in the school subject German. In
contrast to the prediction, no cross-level interaction on performance was found, but a main
effect of the percentage of Turkish-origin students in the classroom, and a main effect of
students’ ethnicity on reading performance were found. As predicted, a cross-level
interaction effect between the proportion of Turkish-origin students in a classroom and
ethnicity on the sense of belonging was shown. Increasing the proportion of Turkish-origin
students in the classroom positively affected the sense of belonging of Turkish-origin
students, but not German students.
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6.2

Integration of Results into the Theoretical Background
The three research projects of the present dissertation can be integrated in the context

of stereotype threat theory (Steele & Aronson, 1995) and social identity theory (Tajfel &
Turner, 1979, 1986). The findings of these research projects demonstrated stereotype
activation effects on performance and on coping strategies and also showed new individualand context-level moderating variables of these effects.
Research Project 1 aimed at linking stereotype threat theory (Steele, 1997; Steele &
Aronson, 1995) and social identity theory (Tajfel & Turner, 1979). The present dissertation
contributes to the limited experimental research on stereotype threat effects for Turkishorigin students in Germany (Froehlich, Martiny, Deaux, Goetz, & Mok, 2015; Martiny et al.,
2015). This project demonstrates a stereotype threat effect for female Turkish-origin students
after an activation of a social identity related to a negative stereotype compared to a social
identity related to a positive stereotype. This revealed that the identity salience manipulation
used by Shih and colleagues (1999, 2006) was successful in this project to activate a
negative stereotype for female Turkish-origin students in the academic context.
Research Project 2 revealed that the endorsement of vertical collectivism is a highly
relevant individual-level moderating variable of stereotype threat effects on verbal
performance. Moreover, the findings of this project can be embedded in the context of
stereotype threat research (e.g., Steele, 1997), social identity research (Tajfel & Turner,
1979; 1986), and cross-cultural psychology research (e.g., Singelis et al., 1995; for a review,
Brewer & Chen, 2007). The majority of earlier research concentrated on differences in
collectivism between different cultures (Hofstede, 1980; for a meta-analysis, Oyserman,
Coon, & Kemmelmeier, 2002). The findings of this project however suggest that
collectivistic value orientations (i.e., vertical collectivism) can also be investigated on the
individual-level (e.g., Chen et al., 1998; Singelis et al., 1994; Taras et al., 2014), which is an
important theoretical contribution. Moreover, the moderated stereotype threat effect on
performance in Research Project 2 might be explained by the argument of Schmader and
colleagues (2008) that potential worries reduce working memory resources that are needed
for solving difficult performance tasks under stereotype threat. It is possible that ethnic
minority students who strongly endorsed vertical collectivism were strongly worried about
their ingroup’s evaluation when a negative stereotype was made salient. Future research
could explore worries and their potential mediating role in stereotype threat effects for ethnic
minority students high in vertical collectivism.
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The findings on individual mobility in Research Project 2 are consistent with
research revealing that Turkish-origin migrants’ family loyalty, which implies high
achievement to fulfill family expectations, were associated with individual achievement
(e.g., Phalet & Claeys, 1993). Thus, Turkish-origin migrants who strongly endorsed vertical
collectivism might be concerned about their individual achievement due to their ingroup’s
expectations and were therefore motivated to join “better performing” outgroups in
performance situations to meet the ingroup’s expectations. In addition, past research has
revealed that in collectivistic cultures those highly identified with their national identity will
behave in line with a primed individualistic or collectivistic group norm (e.g., Jetten,
Postmes, & McAuliffe, 2002). Thus, it might be that the information in the scenario, that is
to individually choose a group to work for an imagined performance test which will be
evaluated, was perceived as a group norm and therefore activated individualistic behavior to
perform well.
Research Project 3 investigated the cross-level interaction effects between ethnic
composition in the classroom (i.e., proportion of Turkish-origin students) and students’
ethnicity on reading performance and sense of belonging. In contrast to the prediction, no
cross-level interaction effect on performance was found, but rather a main effect of both
ethnicity and ethnic composition. The finding that students’ ethnicity predicts performance is
consistent with the frequently cited achievement gap between Turkish-origin and German
students in standardized tests (Bos et al., 2012; Gebhardt et al., 2013), showing that Turkishorigin students perform worse that German students. This achievement gap might be
influenced by negative stereotypes against Turkish-origin migrants held by teachers, which
can negatively affect teachers’ judgment (Froehlich, Martiny, Deaux, & Mok, 2015; Glock
& Krolak-Schwerdt, 2013) and which may in turn influence the performance of Turkishorigin students (Jussim & Harber, 2005). The representative National Assessment Study
2008/2009 may also have contributed to the achievement gap. It is possible that students
perceived the test as a diagnostic performance test (Steele & Aronson, 1995). In this test
situation, Turkish-origin students may underperform because they are concerned about
confirming a negative stereotype about their abilities (Steele, 1997). The finding that
students’ performance decreases when the proportion of Turkish-origin students increases
may be explained by teachers’ tendencies to reduce teaching standards in classrooms with a
large proportion of students whom they perceive to be low-performing (Hattie, 2002).
In addition, Research Project 3 makes an important contribution to research on
psychological coping strategies for negatively stereotyped ethnic minority students by taking
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the proportion of minority students into account. The results for sense of belonging are in
line with findings by Walton and Cohen (2007) revealing that a higher sense of belonging to
a school can have a positive impact on negatively stereotyped minority students' perceived
fit in academic domains. The results of the present work further show that German students'
sense of belonging was not reduced by the percentage of Turkish-origin students in the
classroom. This can be of great importance for the intergroup relationship between German
students and Turkish-origin students in the achievement context. Even though high-status
ingroup members might feel threatened by low-status outgroup members in some contexts
(Stephan et al., 1998), the findings suggest that German students, as high status group
members, might not feel threatened by the number of Turkish-origin students present in the
classroom. This is consistent with findings by Thompson and Sekaquaptewa (2002) showing
that non-negatively stereotyped individuals are not concerned about the number of outgroup
members present in performance situations. The present research suggests that more ethnic
minority students in the classroom were not harmful for majority students’ sense of
belonging.
6.3

Strengths, Limitations, and Future Directions
Research has examined coping strategies in the context of social identity theory in

response to social identity threat (e.g., Mummendey et al., 1999). I have argued and shown
in the present dissertation that individual mobility as a classic identity management strategy
described in social identity theory is used to cope with stereotype threat when it was offered.
This is in line with the argument that stereotype threat is a specific kind of social identity
threat (Steele et al., 2002).
Moreover, the present work proposed and investigated two new moderating variables
at the individual- and context-level of stereotype activation effects on performance and
related coping strategies. Consistent with the argument of Nguyen and Ryan (2008), these
new moderators can contribute to explaining the heterogeneity of stereotype threat effect
sizes. Importantly, the findings contributed to earlier research on moderators of stereotype
activations effects on the coping motivation (Stone, 2002) by showing that vertical
collectivism and ethnic classroom composition moderated ethnic minority students’
motivation to use coping strategies in threatening performance situations. However,
exploring which mechanisms might influence these moderated effects would clarify why
these students use coping strategies after stereotype threat. These mechanisms should be
explored by future researchers.
86

General Discussion
To investigate the underperformance and coping strategies for negatively stereotyped
Turkish-origin students, I conducted studies with both experimental and correlational
designs. Methodological triangulation increases the validity and reliability of the findings
(Denzin, 1978; Johnson, Onwuegbuzie, & Turner, 2007). In the experimental studies
(Research Project 1 and 2), students were randomly assigned to test conditions. Therefore
causal relationships between stereotype activation and performance and motivation to use a
coping strategy can be shown with a low risk of confounding variables. In contrast to
previous related studies that were conducted in the laboratory (e.g., Steele & Aronson, 1995;
Shih et al., 2006), the experimental studies in the present work were conducted in students’
natural classroom settings and thus the studies were of higher ecological validity. In
accordance with the argument of Aronson and Dee (2012) that stereotype threat has a
considerable negative influence on the achievement of negatively stereotyped students in
real-world settings, the findings of these experimental studies conducted in the field
strengthened the practical relevance of stereotype threat effects for negatively stereotyped
Turkish-origin students in German classrooms. From a methodological point of view and in
contrast to existing studies (Blanz, et al., 1998; Van Laar, et al., 2014), the experimental
studies used a new approach, namely a hypothetical performance-related scenario to assess
participants’ individual mobility motivation after negative stereotype activation.
The dataset in the correlational study (Research Project 3) had a hierarchical
structure, and context-level variables such as the proportion of Turkish-origin students as
well as individual-level variables such as students’ sense of belonging were considered. This
study revealed for the first time that negatively stereotyped ethnic students' sense of
belonging can benefit from an increase in the percentage of same-ethnic students in the
classroom. As sense of belonging is a basic human need (Baumeister & Leary, 1995) and is
crucial especially for negatively stereotyped students (Walton & Cohen, 2007), increasing
sense of belonging to cope with performance failure in the achievement context is an
important strategy for Turkish-origin students to maintain positive self-esteem in a
negatively stereotyped domain. The study used nationally representative data (Böhme et al.,
2010) that was collected in natural classroom settings. Hence, the study findings have a good
ecological validity.
The conducted studies also had limitations. When examining the coping strategy
individual mobility in the experimental studies, permeability of group boundaries was the
only socio-structural variable that was considered. Further potential socio-structural factors
that may influence the choice of coping strategies of negatively stereotyped individuals such
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as stability and legitimacy (e.g., Boen & Vanbeselaere, 2000; Ellemers, 1993) were not
accounted for. Future research on coping strategies after stereotype threat should consider
these socio-structural variables. From a methodological point of view, the sample sizes in the
experimental studies were relatively small, which may have reduced the statistical power of
the studies so that potential interaction effects missed the significance level of .05.
Nevertheless, the findings showed medium to large effect sizes. Future investigators can
ensure a high number of participants in their studies to increase the power to .80 and an
alpha of .05. Another methodological limitation is that the experimental studies did not
consistently use a control condition (but see Research Project 1). A control condition was not
always included because the overall number of students of Turkish-origin in middle school
tracks is relatively small. Previous studies also compared stereotype threat effects between a
positive stereotype activation and a negative stereotype activation condition (Alter et al.,
2010; Shih et al., 2006). However, to explore whether an activation of positive stereotypes or
a no activation of stereotypes will have different effects in comparison to an activation of
negative stereotypes, potential experimental studies should investigate stereotype activations
effects for Turkish-origin students with three conditions: a control, a positive stereotype, and
a negative stereotype activation condition.
The analysis of the correlational study was limited to middle track schools in order to
avoid an over- and underrepresentation of Turkish-origin students in lower and higher track
schools, respectively (Baumert & Schümer, 2001). Therefore the findings of this study can
only be generalized to students from middle track schools. Further studies need to determine
whether the positive ethnic composition effect for ethnic minority students’ sense of
belonging also holds true for lower or higher school track classrooms. A further limitation of
this study is that the dataset was cross-sectional, so long-term effects of ethnic classroom
composition could not be investigated.
6.4

Practical Implications
In three research projects the present dissertation investigated stereotype activation

effects on performance and coping strategies for Turkish-origin students in Germany.
Stereotype threat theory (Steele & Aronson, 1995) was applied to examine the
underperformance of negatively stereotyped Turkish-origin students in the academic
achievement context and their coping motivation. Different practical implications for the
educational context and for future interventions can be suggested from the findings of the
presented work.
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A first implication is that making negatively stereotyped group memberships salient
in performance test situations should be avoided. This implication can be drawn from
findings in Research Project 1 and 2 demonstrating that the activation of social identity
related to the negatively stereotyped ethnic group caused the stereotype threat effect.
Teachers should therefore avoid making ethnic group memberships salient in test situations
to not induce stereotype threat effects for negatively stereotyped ethnic groups.
A second implication can be further drawn from findings on individual mobility
(Research Project 1 and 2). Valuing positive social identities in the achievement context may
help negatively stereotyped Turkish-origin migrants, who often are confronted with
disadvantages in the academic and work-related context (Hartmann, 2014; van Laar, Derks,
& Ellemers 2013). Research showed that respecting domains (e.g., religion) that are central
to ethnic identity of ethnic minority members maintains their motivation in education and
work (Van Laar, Derks, & Ellemers, 2013). Thus, teachers should encourage ethnic minority
students to think about their valued group memberships related to their ethnic group to
promote motivation of these students in education.
A third implication is that individual mobility motivation can serve as a behavioral
coping strategy for low-status ethnic minority students in a performance-related situation
when negative stereotypes are activated in classrooms (Research Project 1 and 2). Schools
can provide more opportunities for individual mobility for negatively stereotyped students.
Teachers for example could form groups of high- and low performing (ethnic minority)
students in group tasks and evaluate the group performance. Such a group work procedure
might help students who experience stereotype threat to restore a positive social identity and
self-esteem in the academic domain. Moreover, this individual mobility approach in group
work settings can also be applied in other contexts like in sports or extra-curricular activities.
A fourth implication is that negatively stereotyped ethnic students need to be trained
on difficult intelligence test items. This is in line with findings from Research Project 2
showing that when a negative stereotype is activated, vertical collectivism predicts a stronger
stereotype threat effect for difficult verbal intelligence items. Performing well in such tests is
essential for acquiring a high-paying job because similar tests are often integrated into
assessment center procedures for these positions (Schuler, Hell, Trapmann, Schaar, &
Boramir, 2007).
Another implication, based on the findings on sense of belonging in Research Project
3 suggesting that an increased proportion of ethnic minority students are not threatening for
majority students, assigning ethnic minority and majority students to small working groups
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should improve students' sense of belonging. Further, as a diverse ethnic composition in
small group work can have benefits for creativity, cooperation, and self-esteem (Anontio et
al., 2004; Aronson, Stephan, Sikes, Blaney, & Snapp, 1978), teachers should be encouraged
to implement such ethnically mixed group work to foster cooperative learning and selfesteem for all students.
A further implication can be drawn from self-affirmation intervention studies and
findings of Research Project 3. Interventions focusing on enhancing or affirming facets of
the self have shown positive effects not only on performance but also on the well-being of
negatively stereotyped ethnic minorities (Cohen, Garcia, Purdie-Vaughns, Apfel, &
Brzustoski, 2009; Cook, Purdie-Vaughns, Garcia, & Cohen, 2012; Sherman, 2013; for
reviews, see Spitzer & Aronson, 2015; Yeager & Walton, 2011). In particular, selfaffirmation interventions focusing on social belonging among ethnic minority group
members had the greatest positive effect on performance (Shnabel et al., 2013). The findings
of Research Project 3 involving sense of belonging and the outlined research on affirmation
of social belonging highlight the meaningful role of sense of belonging for negatively
stereotyped ethnic minority students in the achievement context. Teachers can employ this
self-affirmation intervention and focus on sense of belonging to improve negatively
stereotyped ethnic minority students’ achievement and well-being.
6.5

Conclusion
The present dissertation showed harmful stereotype threat effects caused by the

activation of a negatively stereotyped social identity related to the ethnicity of Turkish-origin
students. The finding that negative ability-related stereotypes about Turkish-origin migrants
led to a performance decrease is a possible reason for the frequently cited, but not yet fully
explained academic underperformance of Turkish-origin migrants in Germany. Furthermore,
the present dissertation explored how Turkish-origin students cope with stereotype threat,
which is important to maintain a positive self-esteem. The findings of the present work
suggested that ethnic minority students who experience stereotype threat engage in
individual mobility in the achievement context if possible, or increase their sense of
belonging to their ethnic group when "joining" higher status groups is not possible.
Knowledge about coping strategies can be a basis for future interventions in educational
settings, which may help to protect negatively stereotyped students from the detrimental
effects of negative stereotypes on their self-views and their motivation to engage in school.
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