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Abstract
There is limited knowledge about patterns of adolescents’ experiences of general teacher support and support for critical
consciousness and cultural competence development in school settings, which are key experiences proposed to promote
academic functioning. Furthermore, less is known about potential developmental and ethnic-racial differences in these
patterns. Using a person-centered approach, this study examined culturally relevant school support profiles in a sample of
sixth and ninth grade students (N= 717; 49.9% girls) from the U.S. Southwest. Participants were aged 10 to 18 years
(M= 13.73; SD= 1.54) and were ethnoracially diverse (31.8% Hispanic/Latinx, 31.5% Multiethnic, 25.7% White, 7.3%
Black or African American, 1.4% Asian American or Pacific Islander, 1.4% American Indian or Alaska Native, and 1%
Arab, Middle Eastern, or North African). Four culturally relevant school support profiles were identified: (1) low general,
devoid cultural & critical support; (2) moderate general, moderate cultural, & devoid critical support; (3) high general,
moderate cultural & critical support; and (4) high general, cultural, & critical support. Youth in the high general, cultural,
& critical support profile had higher concurrent emotional and behavioral engagement. No significant differences were
found between early (6th grade) and middle adolescent (9th grade) youth, pointing to the relevance and associations of the
identified profiles across development. One significant difference emerged when comparing White and ethnoracially
minoritized youth; among White youth, those in the high general, cultural, & critical support and high general, moderate
cultural & critical support profiles had higher academic expectations than those in the low general, devoid cultural &
critical support profile. The discussion focuses on characterizing heterogeneous and culturally relevant school support
profiles, the associations between these profiles and indicators of academic functioning for ethnoracially diverse youth to
advance developmental theory and the importance of promoting culturally relevant school support practices to foster
developmental competencies among youth.

Keywords Academic functioning ● Adolescence ● Culturally relevant school support ● Teacher support

Introduction

Youth are developing in the ecological context of a rapidly
diversifying world. As U.S. and global societies experience
increasing ethnic-racial diversity (Pew Research Center,
2019, April 22; U.S. Census Bureau, 2021, August 12),
schools have an opportunity to adapt to these changes by
supporting youth development to meet their needs of
engaging with and shaping a multicultural society.
Although researchers have documented the positive impli-
cations of various dimensions of teacher support and school
practices that affirm the child and their home communities
for academic functioning (Dee & Penner, 2017; Tao et al.,
2022), recent theoretical advancements support the impor-
tance of considering multiple culturally relevant dimensions
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for all youth (Wantchekon & Umaña-Taylor, 2024). How-
ever, research to date has not examined how youth’s het-
erogeneous experiences of culturally relevant support
dimensions in school, such as critical consciousness
socialization, cultural competence development, and tea-
cher support, jointly relate to youth academic functioning
(i.e., academic aspirations, expectations, and engagement).
Thus, the present study focuses on the following aspects of
school support: (1) teacher support (herein also termed
general support) that involves helpfulness and availability
of support from teachers as perceived by students (Torsheim
et al., 2000), (2) promotion of cultural competence that
includes learning about ethnoracial group histories and
traditions other than one’s own (Hernández et al., 2023),
and (3) critical consciousness socialization that includes
learning about power, privilege, and systems of oppression
(Diemer et al., 2016). These culturally relevant school
support dimensions have been examined in isolation from
one another, even though these forms of support are theo-
rized to jointly shape adolescent academic outcomes (Lad-
son-Billings, 1995). Addressing this omission requires
adopting a holistic and comprehensive view of adolescent
experiences as a learner and a cultural being (García Coll
et al., 1996) to characterize various constellations of cul-
turally relevant school support using a person-centered
approach (Suzuki et al., 2021). Thus, the purpose of this
study was to examine profiles based on adolescent experi-
ences of general, cultural competency, and critical reflection
support in school to help us understand variability in stu-
dents’ encounters with culturally relevant school practices
that might differentially promote their academic
development.

A Person-Centered Approach and Theory on
Culturally Relevant School Support

According to theory on culturally relevant pedagogy (Lad-
son-Billings, 1995; 2004), teachers who engage in cultu-
rally relevant practices foster a sense of connectedness via
teacher support, hold their students to high academic and
behavioral expectations, center youth’s cultural lives to
make learning effective, and promote youth understanding
of ethnic-racial identities, inequalities, and social justice
issues through the promotion of cultural competence and
critical consciousness socialization (Byrd, 2016). These
tenets of culturally relevant pedagogy and its implementa-
tion across school subjects align with the emphasis on
promoting school environments, including relationships
with teachers (García Coll & Szalacha, 2004), and youth
cultural strengths and competencies advanced by founda-
tional models of minority youth development, including the
Integrative Model for the Study of Developmental Com-
petencies (García Coll et al., 1996). Accordingly, culturally

relevant practices are theorized to be proximal mechanisms
through which schools become supportive contexts that
foster youth’s psychological and academic functioning
(García Coll et al., 1996). Relatedly, recent research on
school ethnic-racial socialization, which includes cultural
socialization (Huguley et al., 2019), also proposes that
schools are sites where youth learn about their own and
others’ ethnic-racial identities (Saleem & Byrd, 2021),
which form a basis for promoting the holistic development
and academic achievement of youth from all ethnic-racial
backgrounds. Thus, culturally relevant school support
requires culturally engaged (e.g., promoting multicultural
skills), critically reflective (e.g., critical consciousness
socialization), and general support (e.g., teacher support)
that validates students’ experiences.

Building on this work, culturally relevant school support
is conceptualized to be multi-dimensional and involve tea-
cher support, critical consciousness socialization, and the
promotion of cultural competence in school. The promotion
of cultural competence fosters multi-cultural competencies,
critical consciousness socialization provides youth with
opportunities for reflection and meaning-making of their
cultural and racialized experiences (Diemer et al., 2016;
Mathews et al., 2020), and general teacher support con-
tributes to a supportive school environment (Torsheim et al.,
2000). General teacher support, although not a culturally
engaged or critically specific support source, is, none-
theless, a key culturally relevant dimension of student
support (Ladson-Billings, 1995). In the absence of critical
or cultural support, general teacher support does not
respond to the needs of youth to make sense of an
increasingly diversifying and socially stratified society. In
the absence of general teacher support, critical or cultural
support might not be perceived by youth as authentic or
caring. In the presence of cultural support but not critical
support, youth might not be as equipped to address the
social inequities they confront. Thus, experiencing highly
culturally relevant support requires high levels of critical
consciousness, cultural (e.g., promoting multicultural
skills), and general teacher support. Currently, there is
limited understanding of how youth experience various
constellations of general, critical, and cultural support from
their teachers and the distinct associations between the
patterning of such support and academic functioning.

Addressing this gap and identifying how different pro-
files of support in school are associated with informing
adolescent academic functioning necessitates adopting a
person-centered – rather than variable-centered -- approach
due to its conceptual and analytical advantages (Suzuki
et al., 2021). At a conceptual level, a person-centered
approach facilitates the identification of the above noted
distinct constellations of support that youth receive in their
schools. Next, it is consistent with antiracist developmental
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science (Suzuki et al., 2021) and the integrative model of
minoritized youth development (García Coll et al., 1996)
because the present study’s person-centered approach seeks
to describe heterogeneity by identifying subgroups as a
function of multiple types of school support youth receive
rather than ethnoracial group membership, which allows for
a more holistic view on the complexities of adolescent lived
experiences (e.g., Byrd & Ahn, 2020). From an analytical
standpoint, the person-centered approach implemented as a
latent profile analysis is advantageous over variable-
centered approaches because of higher statistical power to
detect effects, ability to detect nonlinear effects, and moving
away from testing three-way (or higher) interaction terms
(Meyer & Morin, 2016). Thus, the present study uses a
person-centered approach to identify profiles of student
perceived general, cultural competence, and critical school
support and to examine how belonging to such profiles is
associated with academic outcomes.

Associations between Culturally Relevant Support
Profile Dimensions and Academic Functioning

Encountering and engaging with culturally relevant and
multicultural practices in school is theorized to support
youth psychological adjustment (Barrett, 2018) and aca-
demic functioning (Graham, 2018). However, the research
literature has rarely focused on capturing multiple culturally
relevant school practices and their link with youth academic
functioning (see Byrd & Ahn, 2020, for an exception).
Thus, the present study draws on evidence on individual
culturally relevant support dimensions (i.e., teacher support,
promotion of cultural competence, critical consciousness
socialization) and their links with academic functioning to
establish the empirical foundation and subsequently move
towards a multi-dimensional conceptualization of school
support profiles as outlined by culturally responsive theories
(Ladson-Billings, 1995).

Considering general teacher support, research to date has
documented positive associations, albeit of small to mod-
erate magnitude, between general support and measures of
adolescent academic functioning (Gale, 2020; Givens
Rolland, 2012; Tao et al., 2022). Self-determination theory
posits that overall teacher support fulfills students’ need for
relatedness and promotes a learning environment where
students are engaged and motivated to do well in school
(Deci & Ryan, 2000). Evidence from meta-analyses indi-
cates that teacher support is a consistent predictor of school
belonging (Allen et al., 2016), academic engagement
(Roorda et al., 2019), and achievement (Tao et al., 2022).
This body of evidence suggests that teacher support predicts
positive academic functioning, whereas feeling dis-
connected and unfairly treated by teachers increases the risk
of poor academic functioning. Perceptions of general

teacher support typically decline over adolescence (Castro-
Schilo et al., 2016), which presents a risk for academic
functioning declines in middle and high school.

The promotion of cultural competence, a theorized cul-
tural support mechanism of school ethnic-racial socializa-
tion, fosters improved inter-group attitudes and interactions
(Verkuyten & Thijs, 2013) and enhances academic out-
comes for both minoritized (Saleem & Byrd, 2021) and
White youth (Satterthwaite-Freiman & Umaña-Taylor,
2024). Schools can promote multicultural competence – the
ability to interact and create connections with people from
different cultural backgrounds – by providing time and
space, physical and educational, to teach about ethnic-racial
groups and their histories. In teaching about diverse cul-
tures, races, and traditions, schools are signaling to students
that the histories and traditions of various communities are
worth learning about.

Evidence has linked teachers’ promotion of cultural
competence with various positive academic outcomes,
including school belonging, academic motivation, retention
rates, and grades (Byrd, 2015; Byrd, 2016; Byrd & Cha-
vous, 2011; Del Toro & Wang, 2021; Tan, 2001). For
instance, cultural competence was positively associated
with school belonging and academic self-concept, motiva-
tion, and achievement among immigrant and non-immigrant
German students (Schachner et al., 2019). Similar findings
have been documented among those from minoritized
backgrounds, particularly among Black and Latinx youth
(Byrd & Hope, 2020). For example, Latinx students who
received instruction that promoted cultural competencies
reported easier learning and better grades and believed they
would graduate from high school (Tan, 2001). School cul-
tural competence is expected to positively impact Latinx
academic achievement by promoting ethnocultural empathy
(Chang & Le, 2010). Although this body of evidence
underscores the presence and promotive nature of teacher’s
engagement in critically conscious and culturally specific
support for adolescent academic functioning, recent focus
groups with African American and Latinx youth reveal high
frequency but somewhat limited content of critically pro-
motive messages from their educators (e.g., specific his-
torical events and figures; Byrd & Hope, 2020; Sladek et al.,
2022). Thus, there appears to be heterogeneity in exposure
and messages that youth receive from teachers aimed at
promoting cultural competence that might not be accom-
panied by critical consciousness support, validating the
premise and need for the present study’s more detailed,
person-centered look at these processes.

Critical consciousness socialization is among the key
mechanisms of ethnic-racial socialization through which
schools and educators contribute to adolescent development
(Saleem & Byrd, 2021). Critical consciousness has three
components: critical reflection involves becoming aware of
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social inequities (e.g., racism, classism, sexism); socio-
political efficacy reflects one’s motivation and self-efficacy
to enact sociopolitical change; and critical action involves
engaging in acts to disrupt social inequity and promote
social justice (Heberle et al., 2020). The present study
focuses on teachers’ and schools’ socialization of critical
reflection. When educators engage in socialization practices
to foster critical consciousness, they promote awareness of
race, racism, and civic development (Saleem & Byrd,
2021). In general, critical consciousness socialization is
theorized to promote racially marginalized youth and White
youth (Heberle et al., 2020) development by encouraging
reflection and making meaning of youth’s racialized
experiences (Diemer et al., 2016; Mathews et al., 2020).

Critical consciousness development has been linked to
positive academic outcomes. Pedagogy that leads to
increased critical consciousness has been associated with
higher student engagement and improved standardized test
scores among students from a low-performance middle
school (Luter et al., 2017). In a similar vein, in a five-year
longitudinal quasi-experimental study in which students
below a grade point average (GPA) threshold were assigned
to an Ethnic Studies course focused on the teaching of
historic social and political struggles of multiple minoritized
groups (e.g., the genocide of Native Americans in Cali-
fornia), students who initially struggled academically and
participated in the Ethnic Studies course showed a sub-
stantial increase of 16–19% in graduation rates (Bonilla
et al., 2021). Also, adolescents’ critical reflection and cri-
tical action predicted higher standardized test scores,
whereas critical action predicted higher GPAs (Seider et al.,
2020). The positive association between critical con-
sciousness development and academic achievement may be
stronger for students of color than their White counterparts
(Seider et al., 2023). This accumulating evidence under-
scores the need for continued examination of the impact of
school critical consciousness socialization on adolescent
academic outcomes and the need to consider possible
ethnic-racial differences.

To date, only limited research has characterized the
multiple dimensions of culturally relevant support in school
and their links with academic functioning. In a person-
centered study of school ethnic-racial discrimination (which
would represent low teacher support) and ethnic-racial
socialization, one study found three profiles (average, high
discrimination, and positive school; Byrd & Ahn, 2020).
Unfair treatment in school based on reports of discrimina-
tion distinguished a “high discrimination” from a “positive
school” profile; youth in a high discrimination profile
experienced the highest ethnic-racial socialization messages
and racial discrimination in school, whereas those in a
positive school profile experienced high ethnic-racial
socialization messages and low racial discrimination.

Those in the positive school profile had better academic
functioning than the remaining two profiles. These findings
did not differ across grades or ethnic-racial backgrounds.
When teachers delivered an ethnic-racial identity develop-
ment school intervention, as an example of culturally and
critically informed support, and provided emotional support
to their students (akin to general teacher support), youth
reported higher levels of academic engagement (Wantch-
ekon & Umaña-Taylor, 2024). This finding emphasizes the
need to consider and examine how multiple indicators of
school culturally relevant support practices collectively
relate to academic functioning. Given that social position-
ality (García Coll et al., 1996), family support (Wang &
Eccles, 2012), and academic experiences (Hernández et al.,
2016) could inform culturally relevant school support pat-
terns or academic functioning, the present study also
examined how these key covariates (i.e., ethnic-racial
background, gender, family socioeconomic status, family
social support, and prior GPA) predicted the profiles.

Developmental Period and Ethnoracial Moderators

Developmental period

Evidence suggests that ethnic-racial identity exploration and
resolution increase from early to late adolescence due to
enhanced cognitive skills (Umaña-Taylor, 2018). However,
very few studies have examined whether patterns and
determinants of culturally relevant experiences in school vary
by age. Increased salience of ethnic-racial identity from early
to middle adolescence suggests that compared to younger
youth, older youth might be more interested in and attuned to
culturally relevant practices, including interpreting concepts
related to race (Saleem & Byrd, 2021). However, one study
found that adolescents in a positive school group (comprised
of youth with high ethnic-racial socialization messages and
low racial discrimination and critical consciousness) were
significantly younger than those in average (youth with low
to moderate levels of ethnic-racial socialization messages) or
high discrimination (youth with the highest ethnic-racial
socialization messages, critical consciousness, and racial
discrimination in school) profiles (Byrd & Ahn, 2020). Thus,
adolescents might be more likely to experience relatively
more positive ethnic-racial socialization in school at younger
than later ages, but also be more attuned to unfair treatment
as they accumulate experiences and develop a more critical
awareness of potential differential treatment based on ethnic-
racial backgrounds.

In terms of developmental differences in the associations of
culturally relevant school support on academic functioning,
very few empirical studies have examined this possibility. A
recent meta-analysis tested and found that school multicultural
climate (comprised of measures related to learning about

788 Journal of Youth and Adolescence (2025) 54:785–806



different cultures as well as one’s own) was significantly
associated with multiple outcomes (among them academic
measures) for secondary but not primary school students
(Bardach et al., under review). Thus, because older youth
might be more attuned to culturally relevant support (Saleem
& Byrd, 2021), older youth might be more ready to benefit
from learning about and engaging in culturally relevant prac-
tices, suggesting that the associations between culturally rele-
vant school support profiles and academic functioning might
be stronger among middle adolescents (in 9th grade) than early
adolescents (in 6th grade).

Ethnoracial status

Consistent with the notions introduced above, the associa-
tions between culturally relevant school support profiles and
academic functioning might be stronger among ethnoracial
minoritized youth than White youth, given the increased
salience of ethnic-racial identity for ethnoracial minoritized
youth (Umaña-Taylor, 2018). In addition, some research
suggests that the teacher-student relationship quality is more
closely intertwined with cultural and critical support indi-
cators of culturally relevant support among ethnoracial
minoritized youth compared to majority youth (Paizan et al.,
2024). Studies testing whether culturally relevant school
support experiences and their associations vary across youth
from different ethnic-racial backgrounds are scarce. One
person-centered study found that White students were
overrepresented and Black students were underrepresented
in a positive school profile with high ethnic-racial sociali-
zation messages and low racial discrimination and critical
consciousness (Byrd & Ahn, 2020), suggesting that White
youth might experience relatively positive ethnic-racial
socialization messages but lower critical consciousness
socialization than ethnoracially minoritized youth. In
another study of fifth grade students, school cultural
socialization was significantly and positively associated
with behavioral and affiliative academic engagement for
African American youth but not for White youth (Del Toro
& Wang, 2021). Although few studies have tested this
supposition, it is plausible that the association between
culturally relevant school support and academic functioning
might be stronger among ethnoracially minoritized youth
compared to White youth.

Current Study

Research examining general teacher support has rarely also
considered student perspectives on cultural socialization and
critical consciousness support in school, warranting a need
for collectively examining these key support dimensions
among youth. The current study identified adolescent

culturally relevant school support profiles based on a person-
centered analysis of student-reported levels of teacher sup-
port, promotion of cultural competence, and critical con-
sciousness socialization among ethnoracially minoritized and
White youth (Aim 1). The presence of four culturally rele-
vant school support profiles with varied levels across three
culturally relevant support dimensions was expected: high
general, cultural, and critical support (e.g., high teacher
support, promotion of cultural competence, critical con-
sciousness socialization), low general, cultural, and critical
support (e.g., low teacher support, promotion of cultural
competence, critical consciousness socialization), devoid
cultural and critical support (e.g., high to moderate teacher
support but relatively lower promotion of cultural compe-
tence and critical consciousness), and devoid critical support
(e.g., moderate teacher support, relatively moderate to lower
promotion of cultural competence, and low critical con-
sciousness socialization). This study also examined how key
indicators of social position (i.e., ethnic-racial background,
gender, family socioeconomic status, family social support,
and prior GPA) predicted the profiles and how these profiles
inform youth academic functioning based on academic
behavioral and emotional engagement, and academic
aspirations and expectations accounting for covariates (Aim
2). It was hypothesized that experiencing high general, cul-
tural, & critical support (i.e., high teacher support, critical
consciousness socialization, promotion of cultural compe-
tence) would be associated with higher academic functioning
among youth, whereas experiencing low support across
culturally relevant support dimensions will be associated with
low academic functioning. It was also hypothesized that
youth who experience devoid cultural and critical support
(e.g., high to moderate teacher support but relatively lower
promotion of cultural competence and critical consciousness)
would experience higher academic functioning than those
with devoid critical support (moderate teacher support, rela-
tively moderate to lower promotion of cultural competence,
and low critical consciousness socialization), but lower aca-
demic functioning than those with high general, cultural, and
critical support. For instance, a person experiencing high
levels of teacher support might confer academic benefits
from receiving generalized support from teachers but might
not reach their full academic potential if they experience low
levels of critical consciousness socialization and promotion
of cultural competence in school, given that adolescence is a
salient period for ethnic-racial identity development, parti-
cularly in multicultural environments. As an exploratory Aim
3, multiple group analyses were conducted to test for possible
developmental and ethnic-racial differences in the pattern of
results. It was predicted that the hypothesized profiles would
be most strongly associated with academic functioning for
ethnoracially minoritized youth (compared to White youth)
and youth in 9th grade (compared to 6th grade).
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Methods

Participants

The sample included 717 students (49.9% girls; Mage-

years= 13.73, SD= 1.54, range: 10–18 years) in 6th

(n= 280) and 9th (n= 437) grades from two middle and
two high schools from a public school district in U.S.
Southwest. Participant’s self-reported race/ethnicity was
31.8% Hispanic/Latinx, 31.5% Multiethnic, 25.7% White,
7.3% Black or African American, 1.4% Asian American or
Pacific Islander (AAPI), 1.4% American Indian or Alaska
Native (AI/AN), and 1% Arab, Middle Eastern, or North
African (AMENA). Participants of Hispanic/Latinx heritage
specified being of Mexican origin (89.5%), Puerto Rican
(2.5%), Salvadoran (1%), and another origin (6.8%).
Moreover, 66% of participants were 3rd generation (both
youth and parents born in the U.S.), 17.7% were 2.5 gen-
eration (one parent born abroad and youth and one parent
born in the U.S.), 11.8% were 2nd generation (youth born in
the U.S. and both parents born abroad), and 4% were 1st

generation (youth and parents born abroad).
For parents’ educational levels, participants reported that

10.4% of mothers had less than a high school diploma,
21.3% finished high school or GED, 8.4% went to com-
munity college or trade school, 21.8% had completed some
college, 17.1% had a college degree, and 20.9% had a
professional degree (MA, PhD, JD, MD). For paternal
education, 15% had less than high school, 31.4% had a high
school diploma or GED, 7.5% had an associate degree,
18.5% had completed some college, 12% had a college
degree, and 15.7% had a professional degree (MA, PhD,
JD, MD). In terms of socioeconomic status, 24.3% of par-
ticipants reported that they never had to worry about
money, 38.2% stated that their family only had to worry
about money for fun and extras, 35.1% reported they had
just enough to get by, and 2.3% indicated that they did not
have enough to get by. Thirty-nine percent of participants
reported receiving free or reduced-price lunch at school.

Procedure

Students from all four schools received parental consent
letters in English and Spanish and received $10 for
returning their signed consent form regardless of parental
decision on their participation in the study. Teachers also
received an incentive of $50 and two movie tickets to
remind students to return signed forms to school. Partici-
pants provided their assent prior to completing their sur-
veys. These procedures were approved by the Arizona State
University and school district institutional review boards.
Participants completed self-reported questionnaires in
English during their regular school hours over two class

periods (approximately 90 min total) between December
2019 and early January 2020. School staff and research
assistants were available to answer questions as participants
completed the survey. School GPA records were collected
for the fall semester of 2019.

Measures

Culturally relevant school support: teacher support

Youth reported on teacher support (4 items, α= .86, e.g.,
“My teachers are interested in me as a person,” see
Appendix A) using the Teacher and Classmate Support
Scale (Torsheim et al., 2000). Prior work has supported the
validity and reliability of these subscales among ethnora-
cially diverse adolescent samples (Fernández-Lasarte et al.,
2019). Validation findings confirm the construct validity of
the subscale (Torsheim et al., 2000). Youth were asked to
reflect on the past 6 months and respond to how strongly
they agreed with each statement on a scale from 1 (strongly
disagree) to 5 (strongly agree). The original scale directions
had 12 months as a time reference; this study used 6 months
as a reference, corresponding to the data collection being
approximately the midpoint of the school year. Perceived
teacher support was calculated from the average of all items.

Culturally relevant school support: critical consciousness
socialization and promotion of cultural competence

Youth reported on items from the critical consciousness
socialization (4 items, α= .87, e.g., “Your teachers encou-
rage awareness of social issues affecting your culture”) and
promotion of cultural competence subscales (5 items,
α= .92, e.g., “At your school, they encourage you to learn
about different cultures”), both from the School Climate for
Diversity - Secondary scale (SCD-S; Byrd, 2017) used in
prior research. The responses used a 5-point Likert-type
scale ranging from 1 (not true at all) to 5 (completely true).
Prior work has supported the validity and reliability of these
subscales among ethnoracially minoritized adolescent sam-
ples (Byrd, 2017). Mean scores were calculated, with higher
scores indicating greater critical consciousness socialization
and promotion of cultural competence.

Academic functioning: academic aspirations and
expectations

Youth reported their academic aspirations (“How far would
you like to go in school?”) and expectations (“How far do
you really think you will go in school?). Responses ranged:
1= some high school, 2= high school graduate or GED,
3= some college but no degree, 4= graduate from a
2-year college, vocational, or technical school, or join the
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military, 5= graduate from a four-year college, 6= get an
MS/MA, and 7= get a professional degree). Students
aspired to attain between a 4-year and a Master’s degree
(M= 5.24, SD= 1.55) and expected to attain between a 2-
and 4-year degree (M= 4.47, SD= 1.66).

Academic functioning: behavioral and emotional academic
engagement

Youth behavioral and emotional academic engagement was
measured using subscales from the Engagement versus
Disaffection with Learning Scale (Skinner et al., 2009).
Participants reported on behavioral (6 items; α= .91; e.g.,
“When I am in class, I participate in class discussions”) and
emotional academic engagement (4 items; α= .90; e.g., “I
enjoy learning new things in class”). Prior work has sup-
ported the validity and reliability of these subscales among
ethnoracially diverse adolescent samples (e.g., Martinez-
Fuentes et al., 2021), including strong correlations between
student and teacher reports and observations of academic
engagement (Skinner et al., 2009). Responses ranged from
0 (never) to 4 (all the time). Higher mean scores indicated
higher behavioral and emotional academic engagement.

Covariates

Covariates included youth reports of their subjective
appraisal of family socioeconomic status (i.e., youth
response to “How much money does your family have?”
[1=Not enough to get by, 2= Just enough to get by,
3=We only have to worry about money for fun and extras,
4=We never have to worry about money]), perceived
family social support (4 items, α= .90, Multidimensional
Scale of Perceived Social Support; Zimet et al., 1988),
gender (1= girl; 0= boy; other cases were coded as miss-
ing), and ethnicity-race (1= ethnoracially minoritized;
0= non-Hispanic White). Students who chose to identify
with multiple ethnic-racial categories were coded as Mul-
tiethnic; youth from Hispanic/Latinx, Multiethnic, Black/
African American, AAPI, AI/AN, and AMENA back-
grounds were coded as ethnoracially minoritized. School
records of grade (1= ninth; 0= sixth) and GPA for the fall
semester of 2019 were used as covariates.

Data Analysis Plan

Descriptive statistics and bivariate correlations among study
variables were examined prior to conducting multivariate
analyses. The study’s aims were estimated with latent pro-
file analyses (LPA) in Mplus 8.1 (Muthén, 2004). Across
study variables, there were 0% to 14% missing values.
Because imputation is not appropriate for analytical
approaches such as LPA, which assumes multiple

underlying populations, full-information maximum like-
lihood (FIML) was used to handle missing data. Possible
changes in profile composition with the use of FIML were
monitored when covariate and distal outcome variables
were estimated in the models.

A person-centered approach (Suzuki et al., 2021) was
used to estimate the latent profiles of adolescents’
experiences of school support using average scores of their
reports of teacher support, school promotion of cultural
competence, and critical consciousness socialization as
indicators. Diagonal class-varying models were estimated,
which allow for variances to be free to vary across classes,
and covariances between indicators are fixed at zero within
classes. Solutions with up to five profiles were examined,
and the best-fitting model was selected based on the fol-
lowing criteria: smaller Akaike Information Criterion
(AIC; Bozdogan, 1987), Bayesian Information Criterion
(BIC; Schwarz, 1978), sample-size adjusted BIC (aBIC;
Sclove, 1987), and approximate weight of evidence
(AWE; Banfield & Raftery, 1993); a significant boot-
strapped likelihood ratio test (BLRT; Masyn, 2013) and
Vuong-Lo-Mendell-Rubin likelihood ratio test (VLMR;
Lo et al., 2001; Vuong, 1989) for model K and non-
significant BLRT and VLMR for model K+ 1; a relatively
large approximate correct model probability (cmP; Masyn,
2013) indicating the probability of a given model being
correct out of all fitted models; appraisal of the smallest
profile size (Ferguson et al., 2020); and conceptual inter-
pretability of the profiles (Tofighi & Enders, 2008).
Entropy was evaluated as a measure of class categorization
(Nylund-Gibson & Choi, 2018).

After estimating the profiles, tests of measurement
equivalence in the profiles based on developmental
(between grades) and ethnic-racial backgrounds were tested
(Morin et al., 2015; Olivera-Aguilar & Rikoon, 2017).
Evidence for at least structural equivalence (i.e., equal
profile means between groups) was necessary to test
potential predictive and explanatory differences with mul-
tiple group analyses (exploratory Aim 3).

Then, associations between background characteristics
(i.e., family socioeconomic status, gender, family social
support, prior GPA) and the latent profile solution were
examined using the manual three-step approach (Aspar-
ouhov & Muthén, 2014; Vermunt, 2017). This approach
estimates multinomial logistic regressions assessing the
probability of being in one profile over another. The pro-
file solution was regressed on background characteristic
variables while accounting for profile classification error.
Odds ratio estimates indicate how each background char-
acteristic relates comparatively to the estimated profiles.
Predictive differences in the associations between back-
ground characteristics and the latent profile solution were
tested to determine if there was evidence for measurement
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equivalence in the profiles based on grades and ethnic-
racial backgrounds.

The associations between the identified latent profile
solution and youth academic functioning (i.e., academic
aspirations and expectations, emotional and behavioral
academic engagement) were examined using the manual
three-step approach, in which both background character-
istic predictors and distal outcomes of the latent profiles
were estimated (Asparouhov & Muthén, 2014; Bakk &
Vermunt, 2015; Nylund-Gibson et al., 2019). Cases in
which adolescents identified as a gender other than boy or
girl (1.1%) were omitted from these analyses due to the
small sample size. Pairwise z-tests were used to test sig-
nificant mean differences in the academic functioning out-
comes across the profiles for each set of profile pairs (e.g.,
Profiles 4 versus 1) while accounting for classification error.
If there was evidence for measurement equivalence in the
profiles based on grades and ethnic-racial backgrounds,
explanatory differences in the associations between the
latent profile solution and youth academic functioning were
tested.

Results

Table 1 includes correlations and descriptive statistics for
the study variables. Academic aspirations, academic
expectations, and behavioral engagement scores were
positively correlated with one another. Teacher support,
school promotion of cultural competence, and critical con-
sciousness socialization in school were also correlated with
one another. Teacher support, school promotion of cultural
competence, and critical consciousness socialization were
positively correlated with behavioral and emotional
engagement, whereas teacher support was positively cor-
related with academic aspirations and expectations.

Identifying and Predicting School Support Profiles
Based on Culturally Relevant Support Dimensions

In testing Aim 1, a four-profile LPA solution was selected
because it was the best-fitting model with good interpret-
ability based on theory (see Table 2; Byrd, 2016; Ladson-
Billings, 1995, 2004). Although the five-profile solution had
lower AIC, BIC, adjusted BIC values, and a higher cmP
value than all the other solutions, one of the identified
profiles was considerably below the recommended mini-
mum proportion at 2% (Ferguson et al., 2020). Compared to
the solutions with one, two, and three profiles, the four-
profile solution had lower AIC, BIC, adjusted BIC values,
and a higher cmP value. In addition, the AWE criterion was
highest for the four-profile solution compared to all the
other solutions, and the VLMR was significant for a four-

profile solution and non-significant for a five-profile solu-
tion. Of note, all the estimated profile solutions had statis-
tically significant BLRT values, which are sensitive to the
addition of parameters, and therefore, a change from sig-
nificant to non-significant value was not used as a criterion
to determine the best-fitting profile solution when compar-
ing two models; rather, relative model improvement based
on additional parameters was evaluated (Ferguson et al.,
2020).

Aligned with the study’s hypotheses, the four identified
profiles were characterized by different relative levels of
culturally relevant school support (Fig. 1). In this model, a
low general, devoid cultural & critical support (#1) profile
(n= 52; 7%) had distinctly low promotion of cultural
competence and critical consciousness socialization scores
(almost two SDs below the sample means) and low teacher
support (about one SD below the sample mean). The
moderate general, moderate cultural, & devoid critical
support (#2) profile (n= 245; 34%) had slightly moderate
teacher support (about one-third SD below the sample
mean), moderate promotion of cultural competence (0.5 SD
below the sample mean), and low cultural consciousness
socialization scores (0.7 SD below the sample mean). The
first two profiles had similar differences across culturally
relevant school support dimensions, such that teacher sup-
port was significantly higher than both critical and culturally
specific support measures, and promotion of cultural com-
petence was significantly higher than critical consciousness
socialization. The remaining two profiles had high teacher
support and varying levels of culturally specific support
across profiles (although similar scores within profiles). For
instance, the high general, moderate cultural & critical
support (#3) profile (n= 351; 49%) had high teacher sup-
port (about one-third SD above the sample mean) and
moderate cultural and critically specific support (from 0.4 to
0.5 SDs above the sample mean). The high general, cul-
tural, & critical support (#4) profile (n= 64; 9%) had high
teacher support (about one-third SD above the sample
mean) and the highest cultural and critically specific support
(about 1.6 to 1.7 SDs above the sample mean). The majority
of adolescents (83%) were in the moderate general, mod-
erate cultural, & devoid critical (#2) and high general,
moderate cultural & critical (#3) support profiles, whereas
fewer were in the low general, devoid cultural & critical
(#1) and high general, cultural, & critical (#4) support
profiles, suggesting that few adolescents in the study’s
sample experienced very low or high levels of support in
school.

To test for predictive and explanatory differences across
grades and ethnicity-race (exploratory Aim 3), measurement
equivalence was first tested (Table 3). There was evidence
for distributional similarity across ethnicity-race (i.e., the
profile means, variances, and distributional sample sizes
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were equal between ethnoracially minoritized and White
youth). Based on evidence of dispersion similarity between
grades (i.e., the profile means and variances were equal
between sixth and ninth graders), the low general, devoid
cultural & critical (#1) and moderate general, moderate

cultural, & devoid critical (#2) support profiles had pro-
portionally more 9th graders than 6th graders. The high
general, moderate cultural & critical (#3) and high general,
cultural, & critical (#4) support profiles had proportionally
more 6th graders than 9th graders.

Table 2 Model fit criteria for
latent profile analysis of
culturally relevant support
practices in school (n= 712)

Index 1 profile 2 profiles 3 profiles 4 profiles 5 profiles

Loglikelihood −2908.43 −2704.90 −2574.98 −2505.47 −2461.14

Parameters 6 13 20 27 34

AIC 5828.86 5435.79 5189.96 5064.95 4990.29

BIC 5856.27 5495.18 5281.32 5188.29 5145.60

aBIC 5837.22 5453.90 5217.81 5102.56 5037.64

AWE 5913.68 5619.56 5472.68 5446.62 5470.92

Entropy 1.00 .79 .85 .81 .88

Δ AIC -- −393.07 −245.84 −125.01 −74.66

Δ BIC -- −361.09 −213.86 −93.03 −42.69

Δ aBIC -- −383.32 −236.09 −115.26 −64.91

Δ AWE -- −294.12 −146.88 −26.05 24.29

BLRT -- <.001 <.001 <.001 <.001

VLMR <.001 <.001 .02 .73

cmP 4.79E-155 1.23E-76 3.38E-30 5.38E-10 1.00

Smallest profile (% of sample)a 185 (26%) 66 (9%) 52 (7%) 12 (2%)

Lower AIC, BIC, aBIC, and AWE values represent better fit. A larger cmP value represents a larger
probability of a given model is correct out of all fitted models. A significant BLRT for model K and non-
significant BLRT for model K+ 1 indicates that the model with K profiles is a better fitting model. Boldface
indicates the solution that was selected as the best fitting model

AIC Akaike Information Criterion, BIC Bayesian Information Criterion, aBIC adjusted BIC, AWE
approximate weight of evidence, BLRT bootstrapped likelihood ratio test, VLMR Vuong-Lo-Mendell-Rubin
likelihood ratio test, cmP approximate correct model probability
aCounts and proportions for the smallest latent profile are based on the estimated model’s probabilistic
likelihood of profile membership

Fig. 1 Aim 1: Means and
Proportions of Culturally
Relevant School Support Latent
Profiles. Note. Average
culturally relevant school
support scores are depicted
under each profile label. Profile
indicator scores were tested for
equivalence across and within
profiles. Scores with the same
superscript letter (a, b, c)
represent equivalent scores
based on Wald-tests of
equivalence and all other scores
were significantly different from
each other (p < .05). Latent
profile proportions are based on
the classified profile
membership final count
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Subsequent analyses examined the associations between
youth background characteristics and the identified school
support profiles. There were no substantial changes in
profile composition with the use of FIML. There was no
evidence for covariate predictive differences between
grades or ethnic-racial background based on multiple group

analyses (Table 3); when covariate predictors were equally
estimated between grades or ethnic-racial background, the
covariates similarly predicted profile membership. Thus,
associations between youth background covariates and the
identified school support profiles are interpreted based on an
overall model (Table 4). Youth with higher family financial

Table 3 Model fit for latent profile multiple group comparisons across grades and ethnoracial background

Model BIC aBIC Δ BIC Δ aBIC LL #fp MLR cf cd Δ LL Δ df p

Comparisons between 6th and 9th grade youth

Measurement equivalence

Configural (unconstrained) 6288.21 6113.57 −2963.48 55 1.21

Structural (equal means) 6209.86 6073.33 −78.34 −40.24 −2963.72 43 1.25 1.10 0.43 12 1.00

Dispersion (equal means and variances) 6135.93 6037.50 −73.93 −35.83 −2966.16 31 1.21 1.34 3.64 12 .99

Distributional (equal means, variances, probabilities) 6148.32 6059.42 12.39 21.92 −2982.21 28 1.24 0.96 33.46 3 < .001

Predictive similarity

Freely estimated 11715.86 11569.80 −5707.29 46 1.05

Equally estimated 11633.65 11535.22 −82.20 −34.58 −5715.31 31 1.04 1.07 14.94 15 .46

Explanatory similarity: Emotional engagement

Freely estimated 13335.15 13185.91 −6513.66 47 1.05

Equally estimated 13313.92 13177.39 −21.22 −8.52 −6516.14 43 1.06 1.02 4.89 4 .30

Explanatory similarity: Behavioral engagement

Freely estimated 13083.93 12934.70 −6388.05 47 1.11

Equally estimated 13063.65 12927.12 −20.28 −7.58 −6391.01 43 1.07 1.51 3.92 4 .42

Explanatory similarity: Academic aspirations

Freely estimated 14228.51 14079.28 −6960.34 47 1.03

Equally estimated 14204.35 14067.82 −24.16 −11.46 −6961.36 43 1.00 1.26 1.62 4 .81

Explanatory similarity: Academic expectations

Freely estimated 14307.46 14158.22 −6999.81 47 0.98

Equally estimated 14290.91 14154.37 −16.55 −3.85 −7004.64 43 0.96 1.10 8.76 4 .07

Comparisons between ethnoracially minoritized and
White youth

Measurement equivalence

Configural (unconstrained) 6158.70 5984.06 −2898.73 55 1.23

Structural (equal means) 6088.92 5952.39 −69.78 −31.67 −2903.25 43 1.22 1.25 7.25 12 .84

Dispersion (equal means and variances) 6016.37 5917.94 −72.55 −34.45 −2906.38 31 1.19 1.32 4.76 12 .97

Distributional (equal means, variances, probabilities) 6002.14 5913.24 −14.23 −4.70 −2909.12 28 1.24 0.75 7.31 3 .06

Predictive similarity

Freely estimated 11561.58 11425.05 −5639.97 43 1.03

Equally estimated 11480.06 11391.15 −81.53 −33.90 −5648.33 28 1.04 0.99 16.88 15 .33

Explanatory similarity: Emotional engagement

Freely estimated 13191.69 13051.98 −6451.75 44 1.07

Equally estimated 13168.36 13041.35 −23.33 −10.63 −6453.19 40 1.07 1.04 2.76 4 .60

Explanatory similarity: Behavioral engagement

Freely estimated 12932.72 12793.01 −6322.27 44 1.01

Equally estimated 12912.33 12785.32 −20.39 −7.69 −6325.17 40 1.00 1.10 5.28 4 .26

Explanatory similarity: Academic aspirations

Freely estimated 14065.87 13926.17 −6888.85 44 1.08

Equally estimated 14049.98 13922.97 −15.90 −3.20 −6894.00 40 1.03 1.62 6.36 4 .17

Explanatory similarity: Academic expectations

Freely estimated 14141.47 14001.77 −6926.65 44 1.03

Equally estimated 14136.52 14009.51 −4.96 7.75 −6937.27 40 0.97 1.63 13.07 4 .01

The predictive and explanatory similarity models testing equivalence between grades included all covariates except grade. The predictive and
explanatory similarity models testing equivalence between ethnic-racial backgrounds included all covariates except ethnicity-race. Estimates in
boldface indicate whether a freely estimated model is better fitting than an equally estimated model (p < .05)

BIC Bayesian Information Criterion, aBIC sample-size adjusted BIC, LL log likelihood, #fp number of free parameters, MLR cf MLR scaling
correction factor, cd scaling correction factor for the difference
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resources were less likely to be in the moderate general,
moderate cultural, & devoid critical support (#2) profile
than the high general, moderate cultural & critical support
(#3) profile. Youth with higher family support were also
less likely to be in the low general, devoid cultural & cri-
tical (#1) and moderate general, moderate cultural, &
devoid critical (#2) support profiles than the high general,
moderate cultural & critical (#3) support profile. Compared
to sixth graders, ninth graders were more likely to be in the
low general, devoid cultural & critical support (#1) profile
than the moderate general, moderate cultural, & devoid
critical (#2) and high general, moderate cultural & critical
(#3) support profiles, and more likely to be in the moderate
general, moderate cultural, & devoid critical support (#2)
profile than the high general, moderate cultural & critical
support (#3) profile. Girls were more likely than boys to be
in the moderate general, moderate cultural, & devoid cri-
tical support (#2) profile than the high general, moderate
cultural & critical support (#3) profile and more likely to be
in the high general, moderate cultural & critical support
(#3) profile than the high general, cultural, & critical

support (#4) profile. Youth with ethnoracially minoritized
backgrounds were more likely than White youth to be in the
low general, devoid cultural & critical support (#1) and
moderate general, moderate cultural, & devoid critical
support (#2) profiles than high general, cultural, & critical
support (#4) profile.

Associations Between School Support Profiles and
Youth Academic Functioning

Aim 2 examined how the school support profiles identified
in Aim 1 were related to markers of academic functioning
(Table 5) while accounting for the covariates. There were
no substantial changes in profile composition with the use
of FIML. Supporting the study’s hypotheses, pairwise
z-tests revealed that emotional and behavioral engagement
scores were significantly higher for those in the high gen-
eral, cultural, & critical support profile (#4) compared to
all other profiles. Emotional and behavioral engagement
was also higher in the high general, moderate cultural &
critical support (#3) and moderate culturally and critically

Table 4 Multinomial logistic
regression analyses: associations
between covariates and the
4-profile LPA solution of
culturally relevant school
support (n= 697)

Profiles 1 VS. 2 Profiles 1 VS. 3 Profiles 1 VS. 4

Coef. SE OR Coef. SE OR Coef. SE OR

Family SESa 0.328 0.308 1.388 0.007 0.286 1.007 −0.084 0.342 0.919

Family social support −0.029 0.096 0.971 −0.254* 0.101 0.776 0.246 0.430 1.279

GPAb −0.195 0.169 0.823 −0.190 0.167 0.827 −0.533 0.345 0.587

Ninth gradec 0.929* 0.474 2.532 1.510*** 0.457 4.527 −0.190 0.228 0.827

Girld −0.383 0.348 0.682 0.119 0.331 1.126 0.519 0.489 1.680

Ethnoracially minoritizede 0.256 0.440 1.292 −0.202 0.416 0.817 2.004*** 0.533 7.419

Profiles 2 VS. 3 Profiles 2 VS. 4 Profiles 3 VS. 4

Coef. SE OR Coef. SE OR Coef. SE OR

Family SESa −0.321* 0.154 0.725 −0.413† 0.229 0.662 −0.092 0.220 0.912

Family social support −0.224** 0.078 0.799 0.629† 0.343 1.876 0.128 0.328 1.137

GPAb 0.005 0.128 1.005 −0.504 0.337 0.604 −0.279 0.354 0.757

Ninth gradec 0.581* 0.248 1.788 0.004 0.195 1.004 0.000 0.191 1.000

Girld 0.501* 0.231 1.650 0.263 0.356 1.301 0.721* 0.341 2.056

Ethnoracially minoritizede −0.458† 0.272 0.633 1.075** 0.355 2.930 0.494 0.336 1.639

Boldface represents significant estimates (p < .05) indicating that a given covariate indicator was a significant
predictor of profile membership across compared profiles; estimates reflect the effects of the predictors on the
likelihood of membership into the first versus second listed reference profile. Profile 1: Low general, devoid
cultural & critical support; Profile 2: Moderate general, moderate cultural, & devoid critical support; Profile
3: High general, moderate cultural & critical support; and Profile 4: High general, cultural, & critical support

VS. versus, Coef. coefficient, SE standard error, OR odds ratio, SES socioeconomic status, GPA grade-point
average assessed in the fall semester of 2019
aSES= socioeconomic status
bGrade point average assessed in the fall semester of 2019
cNinth grade (1= ninth grade; 0= sixth grade)
dGirl (1= girl; 0= boy)
eEthnoracially minoritized (1= ethnoracially minoritized; 0=White)
†p < .10; *p < .05; **p < .01; ***p < .001
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devoid (#2) profiles compared to the high culturally and
critically devoid support profile (#1). There were no sig-
nificant differences across profiles for academic aspirations
or expectations, with one exception for academic expecta-
tions described in the next section.

Developmental and Ethnoracial Differences

The preliminary prediction based on exploratory Aim 3 that
the hypothesized profiles would be most strongly associated
with the academic functioning of ethnoracially minoritized
youth (compared to White youth) and youth in 9th grade
(compared to 6th grade) was not supported (see explanatory
similarity tests in Table 3). There were no grade differences
in academic functioning measures across profiles. One
explanatory similarity difference was evident when exam-
ining academic expectations. For White youth, those in the
high general, cultural, & critical support (#4) and high

general, moderate cultural & critical support (#3) profiles
had higher academic expectations than those in the low
general, devoid cultural & critical support (#1) profile. For
ethnic-racial minoritized youth, there were no significant
differences in academic expectations across profiles.

Discussion

In a rapidly diversifying world, increased scrutiny and
threats against efforts to incorporate multicultural education
in schools, ethnic studies, and mere conversations about
race and ethnicity exist across the United States (Koyama,
2024). Yet, youth’s developmental needs for relatedness
emphasize the importance of authentic school connections
that validate and address the realities of living in multi-
cultural societies and affirm adolescents as cultural beings
(García Coll et al., 1996; Huguley et al., 2019). This study

Table 5 Aim 2. Associations between culturally relevant school support latent profile solution and adolescent academic functioning indicators

1. Behavioral
Engagementa

(n= 697)

2. Emotional
Engagementa

(n= 697)

3. Academic
Aspirationsa

(n= 697)

4. Academic
Expectationsb

(n= 699)

Ethnora-
cially
minoritized
youth

White youth

Academic Functioning Scores by Profile M SE M SE M SE M SE M SE

1. Low general, devoid cultural & critical support 2.65 0.14 1.82 0.16 4.93 0.26 4.63 0.35 3.42 0.60

2. Moderate general, moderate cultural, & devoid critical support 2.74 0.06 2.06 0.09 5.17 0.15 4.39 0.15 4.41 0.28

3. High general, moderate cultural & critical support 3.03 0.05 2.56 0.06 5.23 0.12 4.33 0.12 5.22 0.27

4. High general, cultural, & critical support 3.38 0.06 3.18 0.11 5.00 0.23 4.40 0.29 4.97 0.50

Pairwise Comparisons Across Profilesc

4. High general, cultural, & critical support vs.:

1. Low general, devoid cultural & critical support 5.05*** 5.20*** −0.23 −0.24 1.55*

2. Moderate general, moderate cultural, & devoid critical support 5.04*** 7.34*** 0.07 0.01 0.56

3. High general, moderate cultural & critical support 7.75*** 8.37*** −0.17 0.07 −0.25

3. High general, moderate cultural & critical support vs.:

1. Low general, devoid cultural & critical support −3.93*** −5.12*** −0.06 −0.30 1.80**

2. Moderate general, moderate cultural, & devoid critical support 0.60 1.50 0.24 −0.06 0.81†

2. Moderate general, moderate cultural, & devoid critical support
vs.:

1. Low general, devoid cultural & critical support −2.81** −4.79*** −0.30 −0.24 0.99

M mean, SE standard error
aFindings in Columns 1, 2, and 3 are based on three separate models
bFindings in Column 4 for academic expectations across profiles are based on a multiple group analysis comparing ethnoracially minoritized youth
and White youth. Table 3 includes multiple group comparison tests indicating that there were only significant explanatory differences across
ethnicity-race for academic expectations
cEstimates in boldface represent significant z-tests (p < .05) for mean level differences across profiles based on pairwise comparisons, with the
following covariates included and assessed between December 2019 and January 2020: perceived family socioeconomic status, family social
support, girl, a dummy-coded ethnicity-race variable (for Models 1–3), and grade
†p < .10; *p < .05; **p < .01; ***p < .001
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took a person-centered approach to identify adolescent-
reported profiles of culturally relevant school support and
tested their associations with measures of academic func-
tioning, while accounting for youth background character-
istics. The study also explored potential developmental and
ethnic-racial differences across the associations between
culturally relevant school support profiles and academic
functioning.

Aligned with theory on culturally relevant school sup-
port practices (Byrd, 2016; Ladson-Billings, 1995, 2004),
this study characterized students’ distinct collective
experiences of general, cultural, and critical support in
school to identify four culturally relevant school support
profiles that adolescents reported experiencing (Aim 1).
Mostly consistent with the expectations, these profiles
included: (a) high general, cultural, & critical support
characterized by relatively high general, cultural, & critical
support (#4) compared to all other profiles, (b) high gen-
eral, moderate cultural & critical support (#3), (c) mod-
erate general, moderate cultural, & devoid critical support
(#2), and (d) low general, devoid cultural & critical sup-
port (#1) profiles with relatively low levels of teacher
support and very low (devoid) promotion of cultural
competence and critical consciousness socialization. Fur-
ther, while accounting for key background characteristics,
youth in the high general, cultural, & critical support
profile (#4) had consistently higher concurrent emotional
and behavioral engagement than other profiles (Aim 2).
Youth in the high general, moderate cultural & critical
support (#3) and moderate general, moderate cultural, &
devoid critical support (#2) profiles showed higher emo-
tional and behavioral engagement than the low general,
devoid cultural & critical support (#1) profile. The study’s
exploratory aim sought to examine developmental age and
ethnoracial group membership differences in the linkages
between school support profiles and academic outcomes.
No significant differences were found between early (6th

grade) and middle adolescent (9th grade) youth, pointing to
the relevance and associations of the identified profiles
across development. When comparing White and ethnora-
cially minoritized youth, it was found that among White
youth, those in the high general, cultural, & critical sup-
port and high general, moderate cultural & critical support
profiles had higher academic expectations than those in the
low general, devoid cultural & critical support profile.
Taken together, the present study extends developmental
scholarship of culturally relevant support in schools by
describing adolescent-centered accounts of their teachers’
support through general support and learning about other
cultures and social inequities, documenting that a higher
degree of culturally relevant school support (i.e., high
general, cultural, and critical support) is generally asso-
ciated with greater academic functioning.

Identifying Profiles of Culturally Relevant Support in
School (Aim 1)

Prior work emphasizes the importance of culturally relevant
support for youth development, but youth encounter vary-
ing degrees of this type of support in school (Byrd, 2016;
Ladson-Billings, 1995, 2004). Mostly aligned with the
study’s hypotheses (Aim 1), four profiles were identified:
low general, devoid cultural & critical support (#1), mod-
erate general, moderate cultural, & devoid critical support
(#2), high general, moderate cultural & critical support
(#3), and high general, cultural, & critical support (#4).
Contrary to expectations, a profile with relatively similar
and low levels of support across dimensions was not
identified. Instead, all four profiles had higher general
support than cultural and critical support (at varying
degrees) and either higher promotion of cultural compe-
tence than critical consciousness socialization (for Profiles 1
and 2, at varying degrees) or similar promotion of cultural
competence and critical consciousness socialization support
levels (for Profiles 3 and 4). The critically devoid profiles
(with low to moderate general and cultural support; Profiles
#1 and #2) had relatively lower but discrepantly higher
promotion of cultural competence than critical conscious-
ness socialization, potentially because this might be more
aligned with mainstream educational values that do not
address or integrate critical perspectives on social inequities
(Ladson-Billings, 1995). Most adolescents reported that
their schools provided high general, moderate cultural &
critical support (Profile 3; 49%), followed by moderate
general, moderate cultural, & devoid critical support
(Profile 2; 34%). A small share of adolescents (17%) was
more likely in the low general, devoid cultural & critical
(#1) or high general, cultural, & critical support (#4) pro-
files, representing the lowest or highest cultural and critical
support levels, respectively, in the study sample. The find-
ings highlight that, although youth perceive relatively
higher levels of general than cultural or critical support,
there is a significant degree of difference across school
support dimensions within and across profiles, replicating
past findings on variability in school ethnic-racial sociali-
zation (Byrd & Ahn, 2020).

Although not a central question to the current study,
potential background characteristics that might predict the
support adolescents receive and perceive in school were
tested. Girls were more likely than boys to be in a profile
characterized by relatively devoid critical support (moderate
general, moderate cultural, & devoid critical support [#2])
and less likely to be in the high general, cultural, & critical
support (#4) profile versus a high general, moderate cul-
tural & critical support [#3] profile. These findings are
inconsistent with some research suggesting that girls are
more likely than boys to receive higher teacher support
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(Rueger et al., 2010) and more cultural socialization, at least
in the family context (Huynh & Fuligni, 2008). Interest-
ingly, those with a higher family SES or social support were
more likely to be in the high general, moderate cultural &
critical support (#3) profile compared to the moderate
general, moderate cultural, & devoid critical support (#2)
profile, suggesting that family-level factors might help
support the likelihood of experiencing at least moderate
critical support, perhaps from the support youth receive in
out-of-school contexts given family-level resources. Future
research might examine the conditions under which this
association emerges and the school and community condi-
tions contributing to the likelihood of experiencing cultu-
rally relevant support in schools. For instance, teachers
might be less likely to provide culturally relevant support if
they feel unprepared to engage in culturally relevant prac-
tices with students in multicultural classrooms (Chahar
Mahali & Sevigny, 2022).

Profiles of Culturally Relevant Support in School and
Academic Functioning (Aim 2)

Aligned with theory on culturally relevant pedagogy (Lad-
son-Billings, 1995) and proximal school ethnic-racial
socialization processes (Saleem & Byrd, 2021), this study
examined the role of school support profiles in promoting
various aspects of academic functioning. Supporting the
study’s hypotheses, youth in profiles with relatively higher
culturally relevant support also had higher levels of emo-
tional and behavioral academic engagement compared to
youth in profiles with relatively low support in school; the
lowest engagement scores were evident in the low general,
devoid cultural & critical (#1) profile. These findings
accounted for prior academic achievement (based on GPA),
which provided a robust test of the associations. Because
research shows declines in school engagement across ado-
lescence (Wang & Eccles, 2012), these findings emphasize
the importance of leveraging culturally relevant practices in
schools to maximize student engagement. These findings
also align with research on the academic benefits of ethnic
studies curriculum for youth (Dee & Penner, 2017), high-
lighting the importance of general, cultural, and critical
support experiences that meet youth needs of relatedness
and engaging in a multicultural world.

Interestingly, whereas teacher support was positively
correlated with students’ academic aspirations and expec-
tations at a bivariate level, the documented profiles were not
significantly associated with these academic measures (see
exploratory Aim 3 for one exception). It is plausible that
youth academic aspirations and expectations are better
informed by youths’ assessment of their academic standing
and financial resources rather than teacher support. For
instance, GPA and family socioeconomic status were

correlated with students’ academic aspirations and expec-
tations. This finding is consistent with prior research on the
links between parent educational attainment and youth’s
educational aspirations and expectations (Lui et al., 2014).
Future work needs to examine how holistic school support
and related interventions might disrupt strong intergenera-
tional linkages between family socioeconomic status and
youth aspirations for higher education. One potential route
through which culturally relevant school practices can
promote academic expectations, aspirations, and resources
is via the promotion of intergroup connections among stu-
dents of different socioeconomic class, race, and ethnic
backgrounds that have been shown to boost academic
achievement among ethnically and racially diverse youth
(Lessard & Juvonen, 2019). Further, more research is nee-
ded to identify how school and teacher culturally relevant
practices can inform and foster navigational capital (i.e.,
skills needed to navigate educational and other institutions
that could be exclusionary or hostile to youth of color;
Yosso, 2005) that is distributed across co-ethnic connec-
tions and community members and is theorized to promote
academic aspirations and expectations in culturally
authentic ways.

Developmental and Ethnoracial Differences
(Exploratory Aim 3)

Contrary to the study’s preliminary hypothesis on the
relative strength of associations between culturally relevant
school support profiles and academic functioning across
grades, no differences emerged. Additional factors not tes-
ted in this study, such as how youth cope with daily ethnic-
racial tensions in school across development (Hughes &
Watford, 2021), could be the basis for testing possible
developmental differences over time. Future research
should continue to examine possible developmental differ-
ences in the experiences and possible outcomes of culturally
relevant school support.

Only one ethnoracial difference emerged for academic
expectations, and it was inconsistent with the study’s pre-
liminary hypothesis on ethnoracial differences but con-
sistent with the overall hypothesis on the role of culturally
relevant school support profiles on academic functioning.
White youth in the high general, cultural, & critical sup-
port (#4) and high general, moderate cultural & critical
support (#3) profiles had higher academic expectations than
White youth in the low general, devoid cultural & critical
support (#1) profile; no associations were significant for
ethnic-racial minoritized youth. This finding suggests that
experiencing high general and at least moderate cultural and
critical support might provide White youth in the study
sample with the competencies and self-efficacy necessary to
interact with a diverse student body and engage with the
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complexities of ethnic-racial and social relations (Wantch-
ekon & Umaña-Taylor, 2024); these experiences, in turn,
could promote their goals to pursue further educational
milestones. This finding accounted for the role of key
background covariates, including family SES and social
support, emphasizing the benefits of experiencing relatively
high culturally relevant school support across domains for
White youth’s academic adjustment. It is possible that
culturally relevant school support, the way it was assessed
in this study, might not be sufficient to compensate for the
daily lived ethnic-racial tensions that ethnic-racial minor-
itized youth encounter in school (Hughes & Watford, 2021)
or disrupt the close link between parent educational
attainment and youth’s educational expectations (Lui et al.,
2014) that could hamper academic pursuits. That is, addi-
tional supports are likely needed to promote academic
aspirations and expectations among ethnoracially minor-
itized youth typically underrepresented in higher education.
Recent findings suggest that critical consciousness sociali-
zation in school was associated with increased ethnic-racial
identity exploration among White youth (Kornienko et al.,
2024), which might further promote their academic
aspirations.

Of note, there were no significant differences between
Profiles #2 and #3 for most academic functioning indi-
cators; academic expectations were higher, at a margin-
ally significant trend (p < .10), for those in Profile #3
(high general, moderate cultural & critical support)
compared to those in Profile #2 (moderate general,
moderate cultural, & devoid critical support) for White
youth. These two profiles represented most youth in the
sample, and when comparing Profile 2 (moderate general,
moderate cultural, & devoid critical support) and Profile
3 (high general, moderate cultural & critical support),
most of the background characteristics (except GPA)
predicted differences in profile membership. Overall,
these findings suggest there are nuanced background
characteristic differences, likely embedded in larger sys-
temic and societal influences, between the most common
profiles that might develop and increase in significance
over time.

Developmental and Applied Implications

Whereas the bulk of research has revealed how family
ethnic-racial socialization and ERI development are pro-
motive and protective factors for academic outcomes
(Miller-Cotto & Byrnes, 2016; Umaña-Taylor, 2016), the
present study extends this literature by documenting that
some adolescent academic outcomes are better facilitated
when their teachers show higher levels of culturally relevant
support – that is, overall support and help with learning
about both social justice issues and diverse cultures. These

notions of culturally affirming school settings represent
promotive proximal school contexts long conceptualized by
integrative models of minority youth development (García
Coll et al., 1996) and ethnic-racial socialization (Huguley
et al., 2019). Accordingly, the present study advances a
youth-centered account of experiences with opportunities to
learn and navigate an increasingly multicultural yet socially
stratified and inequitable world. Using a person-centered
approach enabled the present study to characterize hetero-
geneity (Suzuki et al., 2021) in the extent to which students
reported that their schools were supportive, culturally
affirming, and critically aware and link such emerging
profiles to academic functioning.

This study highlights the importance of students’
cultural competence and critical consciousness support
needs beyond experiences of general teacher support.
Most students received at least some level of cultural or
critical support, but some did not, such as those classified
into the low general, devoid cultural & critical profile
(#1). School-wide ethnic-racial inclusivity efforts that
integrate culturally relevant practices likely help foster
academic functioning in youth (Nishina et al., 2019)
by supporting a greater sense of school belonging
(Vang & Nishina, 2022). Emerging meta-analytic evi-
dence reveals that multiculturalism school climate pro-
motes intergroup attitudes, academic achievement,
motivation, and belonging, whereas critical conscious-
ness school climates enhance academic achievement,
motivation, engagement, social belonging, and well-
being (Bardach et al., under review), highlighting the
need for ethnic-racial inclusivity efforts to integrate
support for students’ cultural competence and critical
consciousness, and, as the present study’s findings sug-
gest, general teacher support.

One way to integrate culturally relevant, sensitive, and
responsive practices is through implementing youth-
centered and social identity-affirming universal interven-
tion programs (e.g., Hoffman & Umaña‐Taylor, 2023).
Specifically, emerging evidence on the benefits of ethnic-
racial identity development interventions, an example of
culturally relevant practices (Umaña-Taylor, in press), for
youth ethnic-racial identity and academic well-being point
to the overall advantages of encouraging identity-related
exploration for both ethnoracially minoritized and White
youth (Umaña-Taylor et al., 2018; Wantchekon & Umaña-
Taylor, 2024). Another way to integrate culturally respon-
sive practices into schools is by adopting an ethnic studies
curriculum. Recent evidence from quasi-experimental
(Bonilla et al., 2021) and experimental (Gillespie et al.,
2024) research designs on the effects of ethnic studies’
curriculum (i.e., promotion of cultural socialization, cultural
competence, and critical reflection) on adolescent academic
and psychological adjustment outcomes revealed positive
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effects for both ethnoracially minoritized and White youth
(Gillespie et al., 2024).

Taken together, the present results and the above-noted
effects of ERI development interventions and ethnic
curriculum programs point to the benefits of culturally
responsive school practices for adolescent academic and
developmental outcomes. This pattern of findings is
informative in the current contested climate across the
U.S., whereby some states are restricting, whereas other
states are expanding their educational policies on bias,
racism, and history of specific ethnoracial groups (see
Stout & Wilburn, 2022, for the current map). Opponents
of discussing race or ethnicity in the classroom argue that
it promotes guilt, discomfort, and negative affect among
White youth (McGee et al., 2021, September 27). Recent
findings suggest otherwise, such that school critical
consciousness socialization was unrelated to feeling
negative about one’s ethnicity or race but was positively
associated with increased exploration of the meaning of
one’s ethnicity and race among White youth from the
Southwestern U.S. (Kornienko et al., 2024). Furthermore,
the present cross-sectional findings and other experi-
mental and quasi-experimental evidence point to psy-
chosocial and academic benefits for all and specifically
White youth (e.g., Bonilla et al., 2021; Gillespie et al.,
2024; Umaña-Taylor et al., 2018). Thus, more basic
research and translational efforts are needed to probe how
culturally relevant practices can be integrated across
schools to support educators and communities and pro-
vide developmental benefits for youth who grow up in
diverse, multicultural, and pluralistic societies.

Limitations and Future Directions

The present study benefited from several key strengths,
including a large and ethnoracially diverse sample of early
and middle adolescents, multi-method assessment using
adolescent self-report and school records (e.g., GPA), and
comprehensive measurement of theoretically aligned
aspects of cultural and critical support practices. Despite
these strengths, a few noteworthy limitations represent
directions for future research. First, due to COVID-19
pandemic-related disruptions in data collection, this study
uses cross-sectional and primarily self-reported data from
adolescents collected right before the pandemic (winter
2019–2020), complemented by objective school records on
GPA as a covariate (fall 2019). Given the cross-sectional
nature of the data, potential bidirectional associations
between academic functioning and culturally relevant
school support profiles over time were not tested. Early
GPA did not predict differences across profiles, though
other measures of academic functioning (such as academic
engagement) might also predict culturally relevant school

support profiles. However, prior GPA was included as a
covariate to account for the possible role of early academic
functioning in predicting the likelihood of students being
more motivated to seek multiple types of support from
teachers.

The present study focused on characterizing culturally
relevant school support by integrating general, cultural,
and critical support, as advocated by recent calls in the
field (e.g., Saleem & Byrd, 2021). Future work can
incorporate additional culturally relevant support dimen-
sions (e.g., high teacher expectations) and whether youth
are more likely to experience culturally relevant support in
specific courses (e.g., social studies vs. math). Moving
beyond the within-setting cultural socialization processes,
future work needs to examine the role of family and
community-based culturally responsive and ethnic-racial
socialization processes that can shape and boost how
schools can support students (Byrd & Ahn, 2020; Her-
nández et al., 2023). Importantly, school and family
ethnic-racial socialization processes need to be considered
in tandem to ascertain the directionality and unique con-
tribution of these socializing influences. For instance,
Latinx immigrant parents tend to endorse socializing their
children to understand the value of diversity and cultural
differences (Ayón, 2018). These values might also lead to
parental encouragement and modeling that will enhance
youth seeking out relevant opportunities in school to
engage with and receive cultural or critical support from
teachers and staff. Thus, future work needs to better
understand the extent to which adolescents from ethnora-
cially minoritized backgrounds may be more likely to seek
out culturally relevant experiences in school that are
consistent with the messages they receive in their families
and communities.

Understanding the alignment between messages, prac-
tices, and expectations regarding cultural support between
schools and parents is vital for promoting family engage-
ment in school and school-community offerings of a cul-
turally engaging curriculum. Efforts to support multicultural
education are often born from community and student
demands of and resistance to a curriculum that does not
reflect students’ communities. Future research needs to
investigate how community and student efforts enhance
culturally relevant support in school and community spaces,
which ultimately supports academic success and compe-
tence in multicultural environments for all students (Cabrera
et al., 2013).

Currently, efforts to implement and evaluate culturally
responsive teaching practices are met with increased
challenges, scrutiny, and threats due to a socio-political
climate that is channeled through parental concerns,
school district guidelines, and state-wide policies
(Koyama, 2024; Umaña-Taylor, in press). Further,
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according to the Pew Research Center (2023), a nation-
wide comparative analysis of school district mission
statements’ content reveals that 34% of school districts
underscore the importance of equity, diversity, and
inclusion and that the political leaning of the school dis-
trict location (i.e., vote share in 2020) divides whether this
topic is noted as important. Specifically, the importance of
diversity, equity, and inclusion is highlighted within 56%
of mission statements from school districts in Democratic-
leaning areas as compared to 26% in Republican-leaning
areas, pointing to inequities in school provisions of cul-
turally affirming experiences that address youth’s devel-
opmental needs for ethnic-racial identity development,
relatedness, authentic school connection, academic suc-
cess, health, and well-being.

Another fruitful avenue for future work entails exam-
ining the benefits of culturally relevant support that may
extend beyond academic functioning, including ethnic-
racial identity development (Umaña-Taylor, 2023) and
better psychological adjustment (Byrd & Ahn, 2020).
More attention is also needed to test the mechanisms
through which culturally relevant school support practices
promote academic functioning, with candidate processes
of school belonging (e.g., Tan, 2001; Vang & Nishina,
2022). A person-centered analysis of culturally relevant
school support practices will help extend research on
addressing the holistic needs of youth to promote their
well-being.

Conclusion

Adolescents need authentic culturally relevant school sup-
port that validates the realities of living in multicultural
societies. Research linking general teacher support to ado-
lescent academic functioning has rarely also considered the
cultural competence and critical consciousness support
students receive in school. The present study extends
research by estimating how person-centered profiles of
culturally relevant school support, which include teacher
support, promotion of cultural competence, and critical
consciousness socialization, relate to adolescent academic
functioning. Findings from the current study highlight that
adolescents from multiple ethnoracial backgrounds are
exposed to varying degrees of culturally relevant support in
their schools. Adolescents experiencing higher levels of
culturally relevant support demonstrated higher behavioral
and emotional academic engagement levels compared to all
other profiles. Study findings highlight that providing gen-
eral, cultural competence, and critical consciousness sup-
port in school is promising for improving youth’s academic
functioning at a critical time when declines are typically
observed.
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