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Amid ethnic/racial stratification and oppression, parents’ engagement in eth-
nic/racial socialization (ERS) practices foster resilience and positive outcomes 
in youth. Research has found inconsistent effects of ERS practices on adolescent 
academic outcomes and has neglected the intersectionality of race/ethnicity and 
gender. Using an intersectional approach and longitudinal design, we explored 
how N = 358 parents’ ERS practices (cultural socialization, preparation for 
bias, and promotion of mistrust) predicted academic outcomes among male and 
female Black/African American, Asian American, Latinx, and White/European 
American high schoolers 1 year later. Ethnic/racial group differences in ERS 
practices were consistent across youth gender. Our intersectional approach 
revealed that cultural socialization predicted Asian American boys’ academic 
achievement and that preparation for bias predicted Black/African American 
boys’ academic achievement. Future studies should continue to explore the gen-
dered construction of ERS messages and how they shape academic outcomes 
differently across diverse samples.

Academic achievement and motivation are important correlates of ado-
lescent economic, social, and health outcomes (Skinner et al., 2018), yet 
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disparities place adolescents of color at a disadvantage. For example, 
relative to White/European American adolescents, fewer Black/African 
American and Latinx adolescents graduate from high school and pursue 
a college degree (Cooper & Sánchez, 2016). These disparities can have 
long-term consequences and further perpetuate ethnic/racial stratification 
and oppression. To foster resistance and resilience in this context, families 
of color use diverse parenting strategies, such as engaging in ethnic/racial 
socialization (ERS) practices (Hughes et al., 2006; Wang et al., 2020). ERS 
practices have been linked to adolescent outcomes such as higher academic 
achievement and motivation, as well as ethnic/racial identity development, 
more proactive coping, and enhanced self-efficacy (Else-Quest & Morse, 
2015; Martinez-Fuentes et al., 2020; McDermott et al., 2018; Rodriguez  
et al., 2009; Wang et al., 2020).

Yet, most research on ERS practices and adolescent outcomes has not 
considered the intersectionality of race/ethnicity and gender (Wang et al., 
2020). In the current study, we take an intersectional approach within a 
longitudinal design and focus on academic outcomes, exploring gender 
and ethnic/racial differences and similarities in parental ERS practices with 
adolescents in the United States and examining how those practices are 
associated with adolescents’ subsequent academic achievement and moti-
vation. Our study includes a diverse sample of Black/African American, 
Latinx, Asian American, and White/European American adolescents and 
their families in Philadelphia.

The Developmental Context for Youth of Color

Academic achievement develops within a social context that, for youth of 
color, involves direct and indirect experience with racism and discrimina-
tion (García Coll et al., 1996). Racial discrimination is linked to academic 
underachievement among adolescents of color (Limperopulos, 2015). 
Adolescents of color who report experiencing racial discrimination have 
lower self-esteem and higher depressive symptoms relative to adolescents 
who do not experience racial discrimination (Constantine & Blackmon, 
2002), are less likely to persist when they encounter academic challenges 
(Neblett et al., 2006), and are less likely to view school performance as 
important for their future outcomes (Wong et al., 2003).

A growing body of literature identifies factors that may protect ado-
lescents of color from the effects of racist stereotyping and discrimination 
(Constantine & Blackmon, 2002; Hughes et al., 2006). Likewise, Whaley 
(2009) proposed that instead of focusing on finding ways to reduce negative 
stereotypes and other social challenges that adolescents of color encounter, 
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researchers should focus on ethnic/racial identity development and familial 
practices, such as ERS, that might shape their academic outcomes. To that 
end, our project frames ERS practices as an adaptation by which parents 
promote more optimal developmental outcomes.

Ethnic/Racial Socialization Practices

Parents play a critical role in shaping their children’s ethnic/racial knowl-
edge by communicating cultural values, beliefs, and behaviors. Parents of 
color might use ERS to teach youth about their culture and heritage, pre-
pare them to manage and cope with experiences with racism and prejudice, 
and promote skepticism or mistrust of other ethnic/racial groups (Hughes 
et al., 2006; Umaña-Taylor & Hill, 2020). Several ERS practices have dem-
onstrated implications for youths’ developmental outcomes, such as their 
academic achievement and ethnic/racial identity development (Dotterer  
et al., 2009; Else-Quest & Morse, 2015; Hughes, Witherspoon, et al., 2009; 
Umaña-Taylor & Hill, 2020; Wang et al., 2020). Here, we focus on three 
ERS practices—cultural socialization, preparation for bias, and promotion 
of mistrust.

Cultural socialization, also known as pride development, is the practice 
in which parents teach their children about their history, culture, and heri-
tage to instill ethnic/racial pride (Hughes et al., 2006). Research generally 
finds that cultural socialization is positively associated with academic out-
comes among children and adolescents, including academic efficacy and 
engagement (Hughes, Witherspoon, et al., 2009) and academic achieve-
ment or performance (Grindal & Nieri, 2015). In a recent meta-analysis 
of 149 effect sizes, Wang and colleagues (2020) found an overall average 
effect size of r = .11 of cultural socialization on academic outcomes, with 
larger effects for academic motivation (r = .17) and school engagement  
(r = .15) and smaller effects on academic performance (r = .04).

Unlike cultural socialization, preparation for bias might prompt youth 
to view their ethnic/racial group less positively because it cultivates greater 
awareness of the negative stereotypes associated with their group (Hughes, 
Witherspoon, et al., 2009). Parents engage in preparation for bias prac-
tices to shape their children’s awareness of discrimination and to prepare 
them to cope with it. While parents’ preparation for bias messages can be 
understood as an adaptation to the developmental context of racism for 
youth of color, messages that emphasize racial barriers to opportunities 
have been linked to poorer outcomes among youth, including depressive 
symptoms (Daga & Raval, 2018; McHale et al., 2006). With regards to 
preparation for bias and academic outcomes, findings are somewhat mixed  
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(Banerjee et al., 2017; Marshall, 1995). With a pool of 77 effect sizes, Wang 
et al.’s (2020) meta-analysis found a small overall average effect of prepa-
ration for bias on academic outcomes (r = .09), with significant effects on
academic motivation (r = .17) and academic performance (r = .05). Relative
to other ethnic/racial groups, Black/African American families tend to 
engage in more preparation for bias with their adolescents (Else-Quest & 
Morse, 2015; Hughes et al., 2006), often in response to higher reported 
instances of racism and discrimination (Hughes, Hagelskamp, et al., 2009).

Promotion of mistrust entails parents’ communication to their chil-
dren that encourages distrust and skepticism of other ethnic/racial groups, 
specifically members of the dominant ethnic/racial group (Hughes et al., 
2006; Umaña-Taylor & Hill, 2020). These messages do not provide coping 
strategies but are intended to protect youth from interacting with individu-
als from other ethnic/racial groups who might negatively stereotype them. 
While parents engage in cultural socialization practices at all ages, they 
tend to hold off on preparation for bias and promotion of mistrust until 
adolescence, consistent with identity development and emerging cogni-
tive and social capacities and demands (McHale et al., 2006; Wang et al., 
2020). Like preparation for bias, promotion of mistrust does not appear to 
promote adolescent ethnic identity development and is also associated with 
poorer outcomes in youth (Atkin et al., 2019; Else-Quest & Morse, 2015; 
Hughes et al., 2006). With regard to academic outcomes specifically, only a 
handful of studies have examined the effects of promotion of mistrust, and 
meta-analysis reveals negligible effects on youth outcomes (r = .03; Wang
et al., 2020).

In sum, compelling evidence links cultural socialization and prepa-
ration for bias to academic outcomes such as academic motivation, but 
less so to academic performance. Promotion of mistrust appears to have 
limited effects on academic outcomes, though research is sparse. More 
critically, it is unclear to what extent these negligible to small effects 
mask greater heterogeneity of effects within the broader population. For 
example, only a handful of studies have examined how any of these effects 
are moderated by ethnic/racial group. Wang et al.’s (2020) meta-analysis 
predominantly sampled studies of Black/African American, with far fewer 
studies of Latinx, Native American, Asian American, and mixed-race 
youth. That literature revealed small positive effects of ERS with Black/
African American and mixed-race youth, nonsignificant effects for Latinx 
and Native American youth, and moderate negative effects among Asian 
American youth (Wang et al., 2020). In short, research on ERS may be 
biased toward the Black/African American family experience, in that many 
studies on the link between ERS and academic outcomes have focused on 
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Black/African American samples. Moreover, White/European American 
youth are largely excluded from this line of work, despite evidence that 
their parents engage in ERS practices (Else-Quest & Morse, 2015). Given 
the cultural diversity of ethnic/racial groups in the United States, and their 
disparate experiences with racist oppression and privilege, it is important 
to understand how the effects of practices such as ERS may vary across 
multiple ethnic/racial groups, including among White/European American 
youth as well as Latinx and Asian American youth.

Wang and colleagues (2020) also suggested that future studies on ERS 
and developmental outcomes consider theoretically important moderators, 
such as gender, to more fully understand the diversity of experiences of 
youth who receive ERS messages. Importantly, analysis of moderators such 
as gender and race/ethnicity may reveal greater heterogeneity in the gen-
erally negligible to small effects reported by Wang et al. In short, both of 
these research directions—that is, comparing diverse ethnic/racial groups 
and evaluating gender differences—shed light on the scarcity of research 
on how ERS and academic outcomes may vary at the intersection of race/
ethnicity and gender. Within and across different ethnic/racial groups, it 
remains unclear if parents engage in ERS differently for sons compared to 
daughters, or if their ERS practices shape boys’ and girls’ academic out-
comes similarly. We address these gaps in our project by examining ERS 
practices and academic outcomes among Black/African American, Latinx, 
Asian American, and White/European American adolescent boys and girls.

ERS in the context of gender role socialization. Parents are key agents 
in transmitting gender role expectations to adolescents and ensuring that 
adolescents’ experiences are consistent with their gender role (Brown  
et al., 2009; Epstein & Ward, 2011). Thus, when parents engage in particu-
lar ERS practices, they may adapt or tailor their messages to the gender of 
their child (Hughes & Chen, 1997; McHale et al., 2006). While research 
on gender differences and similarities in ERS is sparse, it suggests subtle 
differences.

For example, there is some evidence that Black/African American boys 
are more likely than Black/African American girls to receive preparation for 
bias messages (Hughes et al., 2006). Black/African American parents may 
be motivated to prepare their sons for bias because, understanding that Black/
African American men and boys are depicted and perceived as dangerous, 
they fear for their sons’ safety (Hill, 2001). Indeed, Black/African American 
boys report more discrimination experiences than girls (Rivas-Drake et al., 
2008). By contrast, because daughters are expected to become mothers who 
will eventually pass on their cultural heritage, girls may receive greater 
cultural socialization messages. That is, girls are more likely to be viewed 
as keepers of their culture (Gonzalez et al., 2006) and receive cultural 
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socialization messages promoting racial pride (Hughes et. al., 2006). In their 
study of Mexican, Chinese, and European adolescents, Huynh and Fuligni 
(2008) found that girls reported receiving more cultural socialization than 
boys and were also more likely to be academically motivated, yet no gender 
differences emerged for preparation for bias and promotion of mistrust prac-
tices. In sum, limited evidence indicates that girls may be more likely than 
boys to receive cultural socialization, and evidence of gender differences in 
preparation for bias and promotion of mistrust is equivocal.

Critically, there is a dearth of research examining how the effects of 
ERS practices differ for sons and daughters. In one study with a sample 
of African American adolescents, Brown and colleagues (2009) found that 
youth reports of ERS were positively linked to academic performance only 
for boys. Thorough and complete understanding of how parenting practices 
like ERS contribute to youth outcomes like academic motivation and per-
formance requires research taking an intersectional approach by analyzing 
gender as well as ethnic/racial group.

Theoretical Perspectives

Two theoretical perspectives support and guide our exploration of gender 
and ethnic/racial differences and similarities in parents’ ERS practices 
and youths’ subsequent academic outcomes. These include the integrative 
model and intersectionality theory.

The integrative model. García Coll and colleagues’ (1996) integrative 
model examines child development in ethnic/racial minority populations by 
exploring the roles of racism, child characteristics, the social context, and 
family. The integrative model highlights the importance of understanding 
family values on adolescents’ developmental competencies within families 
of color. García Coll and colleagues posited that adaptive cultures, such 
as traditions and cultural legacies, might directly influence family values. 
ERS practices can be understood as an adaptive culture, such that, for fami-
lies of color, parents help their youth cope with racism and discrimination 
through socialization messages that might prepare youth for these experi-
ences and help them maintain a positive view of their ethnic/racial identity.

The integrative model also highlights social categories or position vari-
ables (e.g., race/ethnicity and gender) that can influence youths’ develop-
mental competencies and parents’ ERS practices. As socially constructed 
variables, social categories like race/ethnicity and gender derive meaning 
from their historical, social, and political contexts. Thus, cultures may define 
gender roles differently, such that female and male roles may entail specific 
behaviors in one ethnic/racial group that are not gender-differentiated in 
another. For example, within White/European American families, girls are 
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socialized to be caregivers and boys are socialized to be breadwinners; by 
contrast, within Black/African American families, girls are socialized to be 
both because the Black/African American female role has always entailed 
breadwinning alongside caregiving (Abrams et al., 2014; Myers, 1989).

Whereas the integrative model was created for racially minoritized chil-
dren, studies have suggested that it may be applicable to White/European 
American youth and their families (Hagerman, 2017; Spencer, 2006). That 
is, without decentering racially minoritized children, the integrative model 
may help researchers examine how being in the dominant racial posi-
tion in a system of White supremacy shapes development among White/
European American youth (Seaton et al., 2018). Furthermore, Seaton and 
colleagues (2018) noted that ERS practices are also relevant for under-
standing White/European American youth development, such that they can 
learn how to navigate a system of structural advantage and be mindful of 
color-blindness. For example, one study found that some White/European 
American parents engaged in ERS practices by teaching their children to 
be antiracist by creating opportunities for intergroup contact and spoke to 
their children about being White (Hagerman, 2017).

In sum, the integrative model calls attention to such nuances and their 
implications for developmental outcomes or competencies and guides our 
exploration of how ERS may vary among youth of different genders and 
ethnic/racial groups. The integrative model aligns with another theoretical 
perspective: intersectionality.

Intersectionality theory. Intersectionality is an approach that emerged 
largely within Black feminism and critical race theory, positing that individ-
uals simultaneously occupy multiple social categories (e.g., race/ethnicity, 
gender, and class) that are socially constructed, stratified, and interconnected 
(e.g., Alexander-Floyd, 2012; Collins, 2019; Combahee River Collective, 
1982; Crenshaw, 1989, 1991; Hancock, 2007; May, 2015; McCall, 2005). 
As a critical theory, intersectionality also emphasizes the power and inequal-
ity embedded within membership in multiple social categories and on 
giving voice to those who are at multiple marginalized intersectional loca-
tions. Three common assumptions constitute the core of intersectionality 
scholarship, including recognition that (a) all individuals are characterized 
simultaneously by multiple interconnected social categories, dimensions, 
or characteristics; (b) inequality is embedded within each of these social 
categories; and (c) these categories are both properties of the individual 
(i.e., identity) as well as of the social context, and thus their significance or 
salience may be fluid and dynamic (Else-Quest & Hyde, 2016a).

To engage intersectionality in psychology research, Cole (2009) pro-
posed that researchers ask three questions: First, who is included within 
this category? Second, what role does inequality play? Third, where are 
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the similarities? The first question addresses within-group heterogeneity in 
social categories, the second question addresses how privilege and power 
are also associated with social categories, and the third question identifies 
commonality across social categories. Cole concluded that, by asking these 
three questions, researchers may study groups that have been overlooked 
in prior research, examine participants’ race, gender, and other social 
categories, and examine both similarities and differences across groups. 
Importantly, an intersectional approach can reveal variations that are invis-
ible when social categories like race/ethnicity are analyzed alone.

In their discussion of incorporating intersectionality in psychological 
science, Else-Quest and Hyde (2016a) noted the importance of using an 
intersectional approach to study privileged groups, such as White/European 
American families. Comparative or intercategorical approaches that 
examine differences between privileged and disadvantaged groups (e.g., 
between White/European American youth and Black/African American 
youth) can highlight when power and privilege play a role in psychological 
processes or outcomes. Thus, expanding the analysis of ERS and academic 
outcomes among White/European American families is an important and 
useful direction for research that aims to understand developmental pro-
cesses among ethnically/racially diverse groups of youth.

Thus, we sought to explore differences as well as similarities in ERS 
practices among the parents of both sons and daughters within Black/
African American, Asian American, Latinx, and White/European American 
families. We focus on adolescent boys and girls from a sample of families 
diverse in race/ethnicity, socioeconomic status (SES), and parents’ nativ-
ity. In doing so, we address Cole’s (2009) questions and contribute to the 
literature on adolescent development in diverse families. That is, we can 
highlight within-group heterogeneity as well as between-groups similari-
ties and examine how the power and inequality embedded within social 
categories are relevant to developmental competencies.

The Current Study

The current study examines the relationship between ERS practices and 
subsequent academic outcomes—including achievement and motivation—
among male and female high schoolers from four ethnic/racial groups. 
Based on existing research, we hypothesized that cultural socialization 
would positively predict subsequent academic outcomes, but that prepara-
tion for bias and promotion of mistrust would negatively predict subsequent 
academic outcomes. We also examined ethnic/racial group differences in 
both mean levels of ERS practices and their effects and sought to deploy an 
intersectional approach by simultaneously incorporating analysis of gender.  
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We implemented an intersectional approach throughout the project by using 
techniques described by Else-Quest and Hyde (2016b), who proposed that 
intersectional approaches are appropriate in psychology research with quanti-
tative methods. For example, the current project used stratified random sam-
pling within neighborhood schools to facilitate between-groups comparisons 
among boys and girls from four major ethnic/racial groups and identify both 
multiplicative and additive effects among gender and ethnic/racial group, con-
sistent with McCall’s (2005) intercategorical approach to intersectionality; 
and we interpret and frame findings with attention to power and inequality.

Method

Participants

Data for this study were collected from N = 370 adolescents and their 
parents/guardians from Waves 1 (T1: 10th grade) and 2 (T2: 11th grade) 
of a longitudinal study of adolescent development in diverse families 
(Else-Quest et al., 2013). Demographic characteristics of the sample 
appear in Table 1. Adolescent participants self-identified their gender and 
ethnic/racial group, such that the sample comprises n = 102 (54 male, 48 
female) White/European American, n = 99 (57 male, 42 female) Black/
African American, n = 84 (39 male, 45 female) Latinx, and n = 85 (35 male, 
50 female) Asian American adolescents. Participants self-identifying from 
groups that were too small for meaningful quantitative comparisons (e.g., 
multiracial adolescents) were omitted (n = 14). Adolescent participants’ 

Table 1. Demographic characteristics of the sample by ethnic/racial group

White/
European 
American

Black/
African 

American Latinx
Asian 

American

n % n % n % n %

Adolescent gender

Male 54 52.9 57 57.6 39 46.4 35 41.2

Female 48 47.1 42 42.4 45 53.6 50 58.8

Adolescent country  
of origin

U.S. born 76 74.5 89 89.9 78 92.9 50 58.8

Foreign born 21 20.6 7 7.1 6 7.1 33 38.8

Continued
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White/
European 
American

Black/
African 

American Latinx
Asian 

American

n % n % n % n %

Adolescent’s native 
language

English 73 71.6 92 92.9 64 76.2 28 32.9

Other 23 22.5 2 2.0 17 20.2 55 64.7

Parent country of origin

U.S. born 70 68.6 84 84.8 42 50.0 2 2.4

Foreign born 26 25.5 10 10.1 38 45.2 77 90.6

Parent education

<8th grade 1 1.0 0 0.0 3 3.6 12 14.1

9th–11th grade 6 5.9 10 10.1 16 19.0 5 5.9

High school graduate 23 22.5 38 38.4 23 27.4 24 28.2

Some college 31 30.4 30 30.3 24 28.6 13 15.3

College graduate 25 24.5 10 10.1 9 10.7 11 12.9

Graduate school 10 9.8 3 3.0 1 1.2 4 4.7

Prefer not to answer 0 0.0 3 3.0 4 4.8 11 12.9

Household income

<$20,000 14 13.7 29 29.3 28 33.3 20 23.5

$20,000–$50,000 38 37.3 39 39.4 33 39.3 22 25.9

<$50,000 37 36.3 17 17.2 8 9.5 12 14.1

Prefer not to answer 7 6.9 9 9.1 11 13.1 26 30.6

Number of books in  
the home

0–10 1 1.0 6 6.1 8 9.5 5 5.9

10–50 26 25.5 30 30.3 35 41.7 37 43.5

50–100 20 19.6 28 28.3 17 20.2 19 22.4

<100 49 48.0 26 26.3 23 27.4 18 21.2

Prefer not to answer 6 5.9 6 6.1 4 4.8 6 7.1

Total sample 102 99 84 85

Note. Cases with missing data included in table; columns may not sum to total sample.

Table 1.  Demographic characteristics of the sample by ethnic/racial group (Continued )
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mean age at T1 was 16.20 (SD = 0.74) years. Additionally, 80.8% reported 
being born in the United States and 72.3% reported English as their native 
language. As noted elsewhere (e.g., Else-Quest & Morse, 2015), 89.2% of 
youth participated at both T1 and T2, and attrition was not significantly 
related to any key study variables.

The parents/guardians of n = 358 of the adolescents also participated in the 
study. These included n = 295 self-identified women and n = 53 self-identified 
men; n = 10 parents/guardians did not report their gender. In terms of their 
relationship to the adolescent, n = 328 (91.6%) were a biological or adoptive 
parent or a stepparent; n = 9 (2.5%) were a grandparent, n = 6 (1.7%) were an 
aunt/uncle, and n = 1 (0.3%) was a sibling; n = 9 (2.5%) did not report their 
relationship. Based on self-report data, 63.0% of the parents/guardians were 
employed and 27.6% were unemployed; 9.5% did not report their employ-
ment status. Regarding the annual household income, 24.6% reported earn-
ing less than $20,000 per year, 35.7% reported earning $20,000–$50,000 per 
year, and 20% reported earning more than $50,000 per year; 19.5% did not 
report their annual household income. Data on number of books in the house-
hold were also collected from parents; 5.4% reported fewer than 10, 35.6% 
reported 10–50, 23.3% reported 50–100, 31.4% reported more than 100, and 
4.2% did not report the number of books in the household.

Although the families resided in the same neighborhoods and attended 
the same five schools, White/European American adolescents came from 
homes with significantly higher parental income and education, and a 
greater number of books compared to Black/African American, Latinx, and 
Asian American adolescents (p < .05). Thus, in all analyses, a composite 
SES variable, constructed from the mean of standardized values (z scores) 
for income, parental education, and number of books in the home serves 
as a covariate, as in previous reports from this project (Else-Quest et al., 
2013). Additionally, Asian American and Latinx youth were more likely 
than White/European American or Black/African American youth to have 
foreign-born parents (p < .05). More specifically, among Asian American 
girls, all the parent/guardian participants reported being born outside the 
United States, whereas 86.5% of Asian American boys had parents/guard-
ians who reported being born outside the United States. Thus, parent’s 
nativity (i.e., U.S. born, or foreign born) is included as a covariate.

Procedures

A sample of 10th-grade students was recruited from five ethnically/racially 
diverse urban public high schools (i.e., schools that included ≥10% of each 
of four major ethnic groups in the student population, were coeducational, 
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were not selective/magnet or charters, and were default schools for children 
in a given geographical area) in Philadelphia during the spring semester of 
the school year at T1. Details about the stratified random sampling technique 
used for sample recruitment have been described elsewhere (Else-Quest et 
al., 2013; Else-Quest & Morse, 2015). Parents and adolescents completed 
consent/assent forms and separate paper-and-pencil questionnaires by mail 
in the spring of 10th and 11th grade; both were compensated with a $100 
check for their participation. We obtained end-of-year grades from the 
School District of Philadelphia, with parental permission. The project was 
approved by the institutional review board at the second author’s university 
and the School District of Philadelphia.

Measures

Parent ethnic/racial socialization practices. Parents reported their ERS 
practices on the Ethnic Socialization Scale (Hughes & Chen, 1997), which 
includes three subscales comprising 13 items answered on a scale from 1 
(strongly disagree) to 4 (strongly agree). The cultural socialization sub-
scale contains two items and measures parents’ emphasis on ethnic history 
and traditions to instill pride in their youth; for example, “Taken child to 
cultural events for their ethnic/racial group.” This subscale demonstrated 
adequate internal consistency in the full sample (α = .78, r = .64) and within 
each of the four ethnic groups: White/European American, α = .79, r = .66; 
Black/African American, α = .85, r = .74; Latinx, α = .67, r = .50; and Asian 
American, α = .71, r = .55.

The preparation for bias subscale contains nine items and assesses 
parents’ emphasis on coping with discrimination; for example, “Talked to 
child about racism.” It demonstrated good internal consistency in the full 
sample (α = .82) and within each of the four ethnic groups: White/European 
American, α = .76; Black/African American, α = .86; Latinx, α = .82; and 
Asian American, α = .82.

The promotion of mistrust subscale contains two items and measures 
parents’ transmission of cautiousness about members of other ethnicities 
to their children; for example, “Told child to distrust people of other eth-
nic/racial groups.” The subscale demonstrated good internal consistency 
in the full sample (α = .79; r = .66). In general, it performed adequately 
within the four ethnic groups: White/European American, α = .81, r = .68; 
Black/African American, α = .43, r = .39; Latinx, α = .81, r = .68; and Asian 
American, α = .83, r = .73. While the internal consistency of this scale 
among parents of Black/African American youth was low, it is close to the 
cutoff of α = .50 that is generally considered acceptable (e.g., Kehoe, 1994), 
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particularly with a scale with fewer than five items. Yet, because Briggs and 
Cheek (1986) note that an inter-item correlation of r = .20 to .40 is opti-
mal, we chose to analyze the scale among all groups and interpret analyses 
of parents’ transmission of promotion of mistrust messages among Black/
African American youth with some caution.

Adolescent Academic Outcomes

Value of school. At T2 (spring of 11th grade), adolescents reported their 
academic motivation on the attitudes toward school scale, developed and 
used within the cross-national OECD Programme for International Student 
Assessment (Organisation for Economic Cooperation and Development, 
2004). This scale contains four items describing the perceived utility value 
of school, such as “School has taught me things which could be useful in 
a job,” and “School has been a waste of time” (reversed). Higher values 
indicate greater perceived value in school. The scale demonstrated ade-
quate internal consistency in the full sample (α = .72) and within each of 
the four ethnic groups (White/European American, α = .75; Black/African 
American, α = .70; Latinx, α = .65; and Asian American, α = .76).

Academic achievement. Academic achievement at T2 was measured 
with mean year-end grades in core academic courses. The School District 
of Philadelphia provided year-end math, science, and English grades for 
11th grade on a 0–100 scale. Before averaging across courses, grades were 
adjusted or weighted based on academic level or rigor, such that grades in 
honors courses were weighted one-half level grade and advanced place-
ment courses were weighted by one letter grade, as reported elsewhere 
(Else-Quest et al., 2013).

Data Analytic Strategy

In this study, we used an intersectional approach to examine ethnic/racial 
group and gender differences in both mean levels of ERS practices and aca-
demic outcomes and the longitudinal effects of ERS practices on academic 
outcomes. To first examine gender and ethnic/racial group differences in 
mean levels of ERS practices at T1 (i.e., cultural socialization preparation 
for bias, and promotion of mistrust), we conducted a 2 (gender) × 4 (ethnic/
racial group: White/European American, Black/African American, Latinx, 
and Asian American) multivariate analysis of covariance (MANCOVA), 
with SES and parent’s nativity as covariates. To examine gender and eth-
nic/racial group differences in academic achievement and motivation at 
T2, we conducted two 2 (gender) × 4 (ethnic/racial group: White/European 
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American, Black/African American, Latinx, Asian American) analyses of 
covariance (ANCOVAs), with SES and parent’s nativity as covariates, on 
year-end grades and self-reported value of school. Given the PALS sam-
ple size, these analyses have sufficient statistical power to detect medium 
effect sizes of Cohen’s d = 0.30.

To examine the link between specific parental ERS practices at T1 and 
subsequent adolescent academic outcomes at T2, we ran six linear hierar-
chical regressions. Separate models were conducted for each ERS variable 
(i.e., cultural socialization, preparation for bias, and promotion of mistrust) 
as a predictor and each academic outcome (i.e., average of year-end grades 
in math, English, and science; value of school) as a criterion variable. In 
each model, we entered the composite SES and parent’s nativity at Step 1. 
At Step 2, the ERS variable, gender, and ethnic/racial group were entered; 
ethnic/racial group was dummy-coded into three variables to examine spe-
cific effects related to belonging to each of the three racially minoritized 
groups (i.e., Black/ African American, Latinx, and Asian American), with 
White/European American youth as the reference group. In Step 3, the 
cross-products of ERS and ethnic/racial group were entered, ERS and gen-
der, and gender and ethnic/racial group. Finally, in Step 4, the three-way 
interaction between gender, ERS, and ethnic/racial group was entered. 
Given the PALS sample size, this analysis has sufficient statistical power 
to detect a medium effect size of f2 = 0.15, which is slightly larger than the 
range of effects reported by Wang and colleagues (2020).

Results

Gender and Ethnic/Racial Group Differences in ERS Practices and 
Academic Outcomes

Means and standard deviations for the MANCOVA assessing group differ-
ences in ERS practices appear in Table 2. The multivariate main effect of 
gender was not significant, F(3, 316) = 0.07, p = .98, η

p
2 = .001, Pillai’s trace 

= .001, indicating gender similarities. The multivariate interaction between 
gender and ethnic/racial group was also not significant, F(9, 954) = 0.32, 
p = .97, η

p
2 = .003, Pillai’s trace = .009. Yet, the multivariate main effect 

of ethnic/racial group on ERS practices was significant, F(9, 954) = 8.02,  
p = < .001, η

p
2 = .071, Pillai’s trace = .211. Follow-up univariate tests indi-

cate significant ethnic/racial group differences in cultural socialization, 
F(3, 318) = 10.93, p < .001, η

p
2 = .093. Post hoc comparisons indicated 

that parents of Black/African American adolescents engaged in more cul-
tural socialization than parents of White/European American and Latinx 
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adolescents (p < .001); there were no significant differences in cultural 
socialization between Black/African American and Asian American 
families. Also, the univariate test of ethnic/racial group differences in 
preparation for bias practices was significant, F(3, 318) = 7.62, p < .001,  
η

p
2 = .067. Post hoc comparisons indicated that Black/African American 

parents engaged in greater preparation for bias than White/European 
American, Latinx, and Asian American parents. Lastly, the univariate test 
of ethnic/racial group differences in promotion of mistrust practices was 
also significant, F(3, 318) = 5.73, p = .001, η

p
2 = .051. Post hoc compari-

sons revealed that White/European American and Asian American parents 
engaged in significantly greater promotion of mistrust than Black/African 
American parents, and Asian American parents engaged in greater promo-
tion of mistrust than Latinx parents. In sum, we found significant ethnic/
racial group differences in ERS practices, which were consistent across 
genders.

Means and standard deviations for the ANCOVAs assessing group dif-
ferences in academic outcomes appear in Table 2. For year-end grades, 
neither the main effect of gender, F(1, 305) = 3.56, p = .06, η

p
2 = .01, nor 

the interaction effect, F(3, 305) = 1.02, p = .38, η
p
2 = .01, were significant. 

However, the main effect of ethnic/racial group on achievement was sig-
nificant, F(3, 305) = 6.30, p < .001, η

p
2 = .06. Bonferroni post hoc analyses 

Table 2. Means (standard deviations) among variables by adolescent ethnic/ 
racial group and gender

Cultural 
socialization

Preparation 
for bias

Promotion 
of mistrust

Year-end 
grades

Value of 
school

Black/African American

Girls 3.23 (0.87) 2.86 (0.76) 1.03 (0.12) 81.39 (11.50) 3.28 (0.52)

Boys 3.21 (0.78) 2.85 (0.83) 1.09 (0.33) 79.83 (14.50) 3.29 (0.60)

Latinx

Girls 2.83 (0.70) 2.42 (0.80) 1.19 (0.49) 86.25 (12.72) 3.09 (0.43)

Boys 2.91 (0.87) 2.43 (0.66) 1.21 (0.56) 80.55 (13.77) 3.25 (0.51)

White/European American

Girls 2.58 (0.96) 2.47 (0.62) 1.20 (0.53) 87.82 (12.49) 3.14 (0.56)

Boys 2.62 (0.89) 2.37 (0.69) 1.33 (0.60) 84.81 (13.29) 3.04 (0.65)

Asian American

Girls 3.18 (0.83) 2.40 (0.73) 1.57 (0.89) 92.13 (10.40) 3.20 (0.50)

Boys 3.24 (0.90) 2.40 (0.79) 1.37 (0.75) 93.94 (9.36) 3.13 (0.56)
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indicate that Asian American youth earned significantly higher grades than 
White/European American (p = .04), Black/African American (p < .001), 
and Latinx (p = .005) youth; no other pairwise comparisons were significant. 
For value of school, neither of the main effects of gender, F(1, 315) = 0.01, 
 p = .91, η

p
2 = .00, and ethnic/racial group, F(3, 315) = 1.97, p = .12, η

p
2 = 

.02, was significant, nor was the interaction effect, F(3, 315) = 0.87, p = 

.46, η
p
2 = .01.

Academic Outcomes and ERS Practices Across Ethnic/Racial 
Groups

Next, we examined cultural socialization, preparation for bias, and promo-
tion of mistrust practices as unique predictors of academic achievement 
(i.e., year-end grades) and motivation (i.e., value of school) separately and 
conducted one hierarchical linear regression for each of the three ERS vari-
ables and two academic outcomes, for a total of six models. These regres-
sion results appear in Tables 3 (cultural socialization), 4 (preparation for 
bias), and 5 (promotion of mistrust). In Step 1 of each model, we entered 
parent’s nativity and the composite SES as covariates. In Step 2, we entered 
the ERS variable, gender, and ethnic/racial group. Ethnic/racial group was 
dummy-coded as three dichotomous variables referencing Black/African 
American, Latinx, and Asian American youth, respectively. In Step 3, we 
entered the cross-products of ERS and the ethnic/racial group variables, 
ERS and gender, and gender and the race/ethnicity variables. Finally, in 
Step 4, we entered the three-way interactions between gender, ERS, and 
ethnic/racial group.

In all three models predicting academic achievement, 13.0% of the 
variance was explained by SES and parent’s nativity. Additionally, in all 
three models, Step 2 (i.e., ERS practices, adolescent gender, and ethnic-
ity) produced a significant change in R2, such that Black/African American 
race/ethnicity negatively predicted achievement and Asian American race/
ethnicity positively predicted achievement, consistent with the aforemen-
tioned group differences identified by the ANCOVAs. However, in none of 
the models did ERS practices directly and significantly predict academic 
achievement, contrary to the hypotheses. Step 3 produced no significant 
change in R2, meaning that the two-way interaction terms did not account 
for any significant variance in academic achievement above and beyond 
SES, parent’s nativity, or ethnic/racial group. For promotion of mistrust, 
Step 4 produced no significant change in R2, indicating no significant 
three-way interactions between gender, ethnic/racial group, and promotion 
of mistrust. However, for cultural socialization and preparation for bias, 
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Step 4 produced a significant change in R2, indicating significant three-way 
interactions between gender, ERS, and ethnic/racial group. The three-way 
interaction effects for cultural socialization were probed using PROCESS 
(Hayes, 2018), which revealed that cultural socialization predicted higher 
grades for Asian American boys (B = 5.93, SE = 2.05, p = .004) but not for 
Asian American girls (B = –1.39, SE = 1.96, p = .16). The three-way inter-
action effects for preparation for bias were also probed using PROCESS, 
which revealed that preparation for bias predicted higher grades for Black/
African American boys (B = 7.07, SE = 2.42, p = .004) but not for Black/
African American girls (B = –4.88, SE = 2.87, p = .09).

In contrast to the models predicting academic achievement, no signifi-
cant proportion of variance in adolescents’ valuing of school was explained 
by parents’ nativity, SES, ERS practices, or gender. However, in Step 2 
of the models predicting value of school, Black/African American race/ 
ethnicity accounted for a significant proportion of variance, consistent with 
the aforementioned ANCOVA results. Neither Step 3 nor Step 4 produced 
a significant change in R2, indicating that none of the interaction terms 
predicted adolescents’ valuing of school.

Discussion

With this longitudinal project, we sought to apply an intersectional lens and 
examine ethnic/racial group and gender differences in ERS practices and 
their link to subsequent adolescent academic outcomes. Results revealed a 
pattern of differences between ethnic/racial groups in mean levels of ERS. 
For example, parents of Black/African American adolescents reported  
the greatest preparation for bias and cultural socialization, a finding that 
is consistent with previous reports (e.g., Hughes & Chen, 1997; Hughes  
et al., 2006).

In addition, parents of White/European American adolescents and 
Asian American adolescents reported the greatest promotion of mistrust. 
Among parents of White/European American youth, greater engagement 
in promotion of mistrust might be attributed, in part, to the sociocultural 
setting of Philadelphia. That is, adolescent participants were recruited from 
five ethnically/racially diverse schools in Philadelphia, none of which was 
predominantly White. This finding is consistent with the literature indicat-
ing that, when there is a greater proportion of youth of color at a child’s 
school, the likelihood of ERS messages among White/European American 
families increases (Hughes, Hagelskamp, et al., 2009). However, when 
White/European American parents caution their youth about interacting 
with youth of color, this may contribute to the racist biases and prejudices 
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that White/European American youth develop. Scott and colleagues (2020) 
recommended that, instead of promoting distrust of racially minoritized 
groups, White/European American parents (a) call out racism in the envi-
ronment, (b) teach about the history of race relations, and (c) name race 
(e.g., label skin color when reading books). These recommendations are 
similar to “color-conscious” messages (Zucker & Peterson, 2018).

The greater promotion of mistrust messages from parents of Asian 
American adolescents may stem from many of them being born outside the 
United States. That is, they may have felt suspicious of American culture 
and thus preferred for their children to engage primarily in within-group 
relations. Prior studies have found that Asian American families are more 
likely to expose their children to their own cultural heritage than to the 
mainstream culture (Daga & Raval, 2018) and that Asian American youth 
receive high frequencies of promotion of mistrust messages containing 
warnings from parents about other ethnic/racial groups (Atkin et al., 2019). 
For Asian American youth, ERS practices are an important mechanism 
that can influence their ethnic and cultural identities, which are integral to 
acculturation (Woo et al., 2020).

Applying an intersectional lens to ERS practices, we found no signifi-
cant gender differences among Black/African American, White/European 
American, Latinx, or Asian American youth. While this finding could indi-
cate that parents engaged in similar ERS practices and provided similar 
socialization messages to their sons and daughters, regardless of ethnic/
racial group, there are also alternative explanations. For example, it may 
also be that some social identities of adolescents and their families were 
more salient than other identities when completing the survey or that the 
ERS scale did not tap into unique intersectional phenomena. Also, the 
items on the ERS scale are usually attributed to one’s ethnic/racial back-
ground and not to gender; thus, parents in this sample may have answered 
these questions with heightened focus on race/ethnicity. Finally, the Ethnic 
Socialization Scale (Hughes & Chen, 1997) may not include practices that 
are gendered. Yet, teaching a daughter, but not a son, how to prepare foods 
reflecting one’s ethnic/racial group is clearly a practice of cultural social-
ization. Measures that tap into gendered ethnic/racial socialization could 
be developed with a mixed-methods approach in future work. Likewise, 
signaling additional opportunities for intersectional approaches to ERS, 
Umaña-Taylor and Hill (2020) noted a lack of research on how gender role 
socialization might function in combination with ERS.

In addition, an intersectional approach includes exploring other 
social categories beyond race/ethnicity and gender, such as SES and 
nativity. Findings from the current study indicated that parent’s SES and 
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nativity might be strong predictors of academic achievement outcomes, 
without accounting for ERS practices, gender, and ethnic/racial back-
ground. Exploring those social categories in greater depth was beyond the 
scope of this article, however.

Expanding our intersectional approach to the link between ERS prac-
tices and subsequent academic achievement, we examined whether that 
link was moderated by gender and ethnic/racial group. We found a sig-
nificant three-way interaction between preparation for bias, gender, and 
ethnic/racial group on academic achievement, such that, for Black/African 
American boys only, preparation for bias predicted higher academic 
achievement 1 year later. This finding echoes a previous report that prepa-
ration for bias and grade-point average (GPA) were positively correlated 
only for African American boys (Friend et al., 2011). We also found that 
the link between cultural socialization and subsequent year-end grades was 
moderated by gender and ethnic/racial group, such that cultural socializa-
tion significantly and positively predicted higher achievement for Asian 
American boys only. By contrast, among Latinx and White/European 
American families, ERS practices were not linked to subsequent achieve-
ment, regardless of gender. While we cannot make casual inferences from 
our results, these findings suggest that ERS practices may be differentially 
supportive of academic achievement for some groups of youth or in some 
contexts. Follow-up research should explore which aspects of cultural 
socialization messages are especially important for different groups.

Finally, we found no significant links between ERS practices and 
value of school, regardless of gender or ethnic/racial group. Previous 
meta-analytic findings (Wang et al., 2020). have revealed significant 
but very small effects that we did not replicate with the PALS sample. 
Nonetheless, other motivational aspects of academic outcomes should con-
tinue to be explored in this line of work to more comprehensively under-
stand when and how ERS matters for an array of developmental outcomes.

Strengths and Limitations

The current study has many strengths, including its diverse sample repre-
sentation of adolescent boys and girls and their parents from across four 
ethnic/racial groups in the United States. Nonetheless, although our sample 
is very diverse in terms of ethnicity, it is not sufficiently large to identify 
subtle patterns of small gender differences within ethnic/racial groups or to 
examine subcultural variations or within-group differences in ethnic/racial 
groups (e.g., Chinese vs. Vietnamese families). Across the four ethnic/
racial groups represented, there were many first- and second-generation 
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American families included. Specifically, many Asian American and Latinx 
youth had parents born outside of the United States, which also contributed 
to the intersectional design of this study and reflected the geographical 
context of the study. While the role of parent’s nativity and SES was not 
the focus of the current study, these variables explained a unique propor-
tion of variance in youth’s academic achievement beyond that explained by 
ERS practices, gender, and race/ethnicity, and highlights the importance 
of understanding immigration status and SES factors on youth’s academic 
achievement.

Another important strength of the current study is its longitudinal 
design, which highlights the developmental significance of parent behav-
iors in youth development. While our study design cannot make causal 
claims, the longitudinal design enables the examination of parents’ reports 
of ERS practices at 10th grade and youths’ academic outcomes at 11th 
grade. Thus, in analyzing parent reports, adolescent reports, and school 
district data, the study also avoids mono-method bias. Although our project 
used a validated measure of ERS, the promotion of mistrust subscale of the 
Ethnic Socialization Scale (Hughes & Chen, 1997) did not perform as well 
with parents of African American youth as it did with parents of youth from 
other ethnic/racial groups. Finally, gender was collected as a self-identified 
single binary measure (i.e., female, male) at sample recruitment in 2009. 
While that measurement strategy facilitated group comparisons, it did not 
allow for identification of adolescents who did not identify as exclusively 
female or male.

In addition, we acknowledge that cultural socialization, promotion of 
mistrust, and preparation for bias, which are not highly intercorrelated in 
this sample (Else-Quest & Morse, 2015), do not operate in isolation. Past 
research reveals the differential effects of these three ERS practices (e.g., 
Wang et al., 2020), yet a more complex analytic model could shed light 
on how these practices interact, perhaps mitigating or exacerbating their 
effects. In the current study, we were unable to address that question with 
sufficient statistical power to also analyze the intersectionality of race/eth-
nicity and gender.

Future Directions

Findings from the current study affirm that ERS practices are important and 
salient in many families across diverse ethnic/racial groups in the United 
States. Yet, the link between ERS practices and academic outcomes among 
adolescents remains unclear. Examining adolescent’s grades in core classes 
and their self-reported valuing of school cannot fully explain or capture their 
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academic achievement and motivation or school experiences. Thus, future 
studies might examine academic functioning, which includes affective, 
behavioral, and cognitive components, among adolescents. For example, 
Dotterer and colleagues (2009) examined racial socialization and school 
engagement among African American adolescents. The authors measured 
adolescent’s school self-esteem, school bonding, and GPA as indicators of 
school engagement and found that cultural socialization was significantly 
and positively related to school bonding for African American boys. They 
also found that adolescents who received more preparation for bias from their 
parents reported greater school self-esteem. Thus, examining academic func-
tioning among adolescents across ethnic/racial groups might produce mean-
ingful findings when considering the role of ERS in adolescent outcomes.

We found a significant three-way interaction between gender, cultural 
socialization, and Asian American race/ethnicity, such that cultural social-
ization was associated with higher grades for Asian American boys. This 
may indicate a gendered pattern in the effects of ERS, such that cultural 
socialization had different effects for boys and girls. However, because all 
of the parents of the Asian American girls in the study were born outside of 
the United States, there is a potential confounding of gender and nativity 
effects. Thus, acculturation may have also played a role in parents’ ERS 
in that different patterns of acculturation have different effects on youth’s 
academic achievement even without the influence of other mechanisms 
(e.g., ERS). For example, Fang (2020) found that integration was positively 
correlated with youth’s academic achievement. While examining the role 
of acculturation was beyond the scope of the current study, future studies 
should examine the role of acculturation in adolescent’s academic achieve-
ment and in parent’s ERS practices.

We analyzed ERS practices as reported by parents. However, as with 
any socialization practice, youth may not recognize or receive messages 
about cultural socialization, promotion of mistrust, and preparation for bias 
as intended by parents. Stevenson and colleagues (2002) developed the 
Teenager Experience of Racial Socialization (TERS) scale to capture youth 
reports of ERS experiences, reporting that adolescents might interpret par-
ent’s racial socialization messages based on their own interactions with 
members from other ethnic/racial groups and not their parent’s interac-
tions or experiences. These interpretations, in turn, may have implications 
for youth’s academic outcomes. For example, one study of Black/African 
American and White/European American early adolescents’ reports of 
received ERS found that their academic outcomes were positively pre-
dicted by cultural socialization but negatively predicted by preparation for 
bias (Hughes, Witherspoon, et al., 2009).
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Conclusions

Prior studies have concluded that multiple factors contribute to the academic 
achievement and success of youth, such as parent’s ethnic/racial socializa-
tion practices (Grindal & Nieri, 2015; Hughes et al., 2006). Yet, contrary 
to previous findings, the current study generally found no significant rela-
tion between parent’s ERS and adolescent’s academic outcomes, with one 
exception. ERS messages are intended to increase youths’ self-esteem and 
protect them from racial bias and discrimination (Atkin et al., 2019; Seaton 
et al., 2018), and these messages can vary by ethnic/racial group, as found 
in the current study. ERS messages might also vary by gender, such that 
boys are more likely to receive preparation for bias and barrier messages, 
whereas girls are more likely to receive cultural socialization and pride 
messages (Hughes et al., 2006). In adopting an intersectional approach and 
considering gender in these practices across ethnic/racial groups, we are 
hopeful that future research will continue to explore intersectionality in 
developmental contexts and the possibility of gendered ERS practices.
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