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Owens Luper, Willene DeeAndra. High School Teachers’ Perceptions of Their 

Principals as Culturally Proficient Leaders. Doctor of Philosophy (Teacher Education 

and Administration), December 2011, 150 pp., 22 tables, references, 77 titles. 

This study examined Texas high school teachers’ perceptions of their principals 

as culturally proficient leaders, focusing specifically on how teacher-, school-, and 

principal-related factors impacted these perceptions. A sample of 104 teachers in 

culturally diverse secondary schools from a large urban district in Texas participated. An 

electronic survey was utilized to collect data. Results yielded an average total cultural 

proficiency score of 111 out of a possible 175, indicating that teachers perceived their 

principals “sometimes use” culturally proficient practices.  

Teachers’ perceptions of their principal’s use of culturally proficient leadership 

practices varied significantly by years of teachers’ experience and school accountability 

rating (exemplary, academically acceptable, and academically unacceptable). 

Perceptions of teachers at an Exemplary school were significantly different (higher than 

the perceptions of teachers at other schools from the same district). Teachers with 11 to 

20 years of teaching experience gave significantly lower ratings (22.45 points) than 

teachers with 1 to 5 years of experience (125.53) and teachers with over 20 years of 

experience (118.94).  

While differences were not statistically significant, black and Hispanic teachers 

rated their principals’ culturally proficient practices higher than white teachers. Age, 

subject area taught and teacher’s gender, or race being the same as the principal’s 

gender or race had no significant effect on total proficiency scores.  

This study supports prior findings that leadership policy and development 



 

programs must be refined to help leaders develop and utilize more culturally proficient 

skills that will lead to greater academic success for all students. Results indicate that 

principals need assistance in adapting to and managing the dynamics of difference as 

well as providing teachers with conflict resolution training.    

It is recommended that professional development departments conduct similar 

district-wide proficiency assessments as a first step in helping educators to understand 

the cultural proficiency conceptual framework. It is also recommended that school 

districts develop a rating system using the tenets of cultural proficiency to assist 

principals in improving their cultural proficiency scores.   
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CHAPTER 1 

INTRODUCTION 

In the 21st century, our society is faced with a new social order. This new social 

order involves demographic shifts in many communities across the United States (U.S.).  

According to Crew (2002), this shift results in “increasing numbers of children on 

playgrounds and in classrooms whose first language is not English; who are poor, 

African American, or Hispanic; and, who exist in an underserved population” (p. 189). 

Principals, in this new social order, are faced with the challenge of facilitating the 

reshaping of school culture to one that is considered culturally proficient.  

Culturally proficient schools have principals, teachers, students, parents, and 

community members who feel valued and have policies, constructs, and processes in 

place to facilitate individual and group understanding of various cultures and who are 

willing to embrace the notion that “schooling is a cultural process” (Pai, Adler & Shadiow 

2006, p. 39). It is a common belief that “all children can learn” yet many of the students 

mentioned above, on the whole, lag behind White students in academic performance 

and ultimately high school and college graduation rates. A culturally proficient school 

environment with culturally proficient instruction has as its primary goal high academic 

achievement for all students. To accomplish this goal, principals must incorporate the 

elements of cultural proficiency into their core organizational values (Lindsey, Nuri- 

Robins, & Terrell, 2009a). This study examined teachers’ perceptions of the extent to 

which principals are culturally proficient, as measured in the following six areas: valuing 

diversity, assessing their culture, managing the dynamics caused by difference, 

institutionalizing cultural knowledge, adapting to diversity, and inclusiveness. 
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This chapter presents the background of the study, specifies the problem, 

describes its significance, and presents the overview of the methodology used.  It 

concludes by noting the delimitations of the study, definition of terms, and a summary. 

 

Background of the Study 

The field of diversity has evolved over past centuries from a variety of historical 

contexts. Lindsey, Nuri-Robins and Terrell (2009a) report that “the perspectives and 

experiences of Native Americans referred to as ‘people of America’s first nation,’ are 

different from members of society who were directly impacted by World War II versus 

those who lived through segregation and desegregation” (p. 8). The impact of these 

historical events yields a variety of recollections, thoughts, patterns, actions, and 

reactions to those involved, which may help or hinder the students currently attending 

our nation’s schools.   

Recent studies propose that knowledge of history and an understanding of the 

impact of its events can help school leaders lead more effectively (Bowman, 2010; 

Madhlangobe, 2009; Noonan, 2010). Accordingly, school leaders must understand their 

own respective cultures, as well as the values and experiences of that culture (Roberts, 

2010). Terms such as “multiculturalism” and “diversity” have now been modified with 

expressions such as “cultural competence” and “cultural responsiveness” (Lindsey et 

al., 2009a, p. 7). The practical implications of this study support a campus based 

journey toward creating a culturally proficient and responsive school. As diversity is 

becoming more prevalent in education, it is important for there to be a greater 

understanding of the role that cultural proficiency plays and how it can enhance 
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instruction.  

The Texas Education Agency (TEA, 2009-2010) reports that Texas public 

schools employ more than 330,000 teachers and 80,000 additional professional staff 

members to serve the state’s 4.8 million students. Of the state’s total population 14% of 

students are African-American, 48.6% Hispanic, 33.3%  White, 4% Native American, 

and 3.7% Asian/Pacific Islander.  Even though most groups are a reflection of their 

proportion in the total state population (African-American, Native American, and 

Asian/Pacific Islander), there is a huge decline in the percentage of Hispanic students 

who graduate across the state (a 9% drop from 48.6% to 39.7%). Meanwhile, the White 

population comprises 33.3% of the school population across the state of Texas, with a 

graduation rate of 42.4%. Similarly, the racial breakdown of the teaching staff across the 

state is not proportional to the corresponding student body population. Of the state’s 

total population of teachers, 9.5% are African American, 22.5% Hispanic, 66.4% White 

0.3%, Native American, and 1.3% Asian/Pacific Islander (TEA, 2009-2010). In an effort 

to decrease the achievement gap between minority students and white students as well 

as increase the college attendance and graduation rates, national educational 

governance organizations have developed and instituted policies and standards.  

The National Council for Accreditation of Teacher Education (NCATE), the 

Interstate School Leaders Licensure Consortium (ISLLC), the National Policy Board for 

Educational Administration (NPBEA), and the Council of Chief State Officers (CCSSO), 

have created national standards for aspiring educational leaders to master. These 

standards require leaders to develop competencies that will help them better serve a 

culturally diverse student population. A leader who is culturally proficient can better 
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manage and provide effective leadership in schools (Lindsey et al., 2009a; 

Madhlangobe, 2009). There are strong indications from these national organizations, as 

well as other researchers, that cultural proficiency is an area that needs to be explored, 

examined, and developed (Cross, Bazron, Dennis, & Isaacs, 1989; Lindsey et al., 

2009a). 

The Council of Chief State Officers (CCSSO, 1996) Standard 6 highlights the 

expectation for a school administrator “who promotes success by understanding, 

responding to, and influencing the larger political, social, economic, legal and cultural 

context” (¶ 26). This standard overlaps with the Lindsey et al. (2009a) essential 

element, “assess culture,” which encourages school administrators to “claim your 

differences” and “understand how culture of the organization affects those with different 

cultures” (p. 126). The essential element, “value diversity” encourages school leaders to 

“celebrate and encourage the presence of a variety of people in all activities” (Lindsey et 

al., 2009a, p. 126), and overlaps with CCSSO’s Standard 4 - “collaborating with families 

and community members, responding to diverse community interests and needs, and 

mobilizing community resources” (¶ 20).  

NCATE (2008) advances the conceptual framework of cultural proficiency by 

establishing a shared vision to prepare educational professionals to fulfill their 

respective responsibilities in pre-K–12 schools. To assist educators with understanding 

desirable knowledge, skills, and professional dispositions to improve attainment, 

NCATE (2008) has created six standards. In order to fulfill NCATE’s standards and the 

standards of other national organizations, teachers and administrators should take 

advantage of enrichment opportunities in the area of cultural proficiency, so that they 
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can understand more about their own perceptions and thoughts, as well as put an end 

to faulty thinking patterns. Standard 1 emphasizes the need for teaching candidates in 

every program to show in-depth understanding of “the content of their field, the theories 

related to pedagogy and learning, the ability to select and use a broad range of 

instructional strategies and technologies that promote student learning” (NCATE, 2008, 

¶ 2). Standard 5 specifies “professionals should be able to apply proficiencies related to 

diversity” (NCATE, 2008, ¶ 5). These standards correspond with all of the essential 

elements of cultural proficiency, including valuing diversity and naming the differences 

described by Lindsey et al. (2009a) as “celebrating and encouraging the presence of a 

variety of people in all activities” (p. 126). These standards also support the essential 

element, “institutionalize cultural knowledge,” which includes teaching “origins of 

stereotypes and prejudices” (Lindsey et al., 2009a, p. 126). The Common Core State 

Standards Initiative (CCSSI, 2010) also spells out goals and objectives that correspond 

hand in hand with the cultural proficiency framework. The goal of such councils and 

organizations is to offer resources and standards and to help policymakers and 

practitioners recruit and develop leaders who can help students live up to their fullest 

potential. 

 

Problem Statement  

Setting the stage to deal with cultural issues effectively in the field of education 

requires ongoing effort and perhaps a paradigm shift by the school community. As the 

state of Texas is becoming more diverse, having culturally proficient and responsive 

leadership is not just a bonus, but a requirement assuming school leaders want to 
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genuinely improve student achievement. Attitudes about poor, low-achieving students 

can show up in a leader’s management style (Weaver, 2009) and influence the way a 

teacher teaches (Cox, 2011). This impacts the performance and quality of day-to-day 

interactions within the school. Interestingly, many leaders are blind when it comes to 

rating themselves, which is why researchers have created a continuum to assess levels 

of cultural proficiency within organizations (Cross, et al., 1989).  When members of the 

organizational community are given the opportunity to rate their leaders’ effectiveness, 

the leaders can utilize this feedback as a gauge for where they are and where they 

need to go. This research explores teacher’s perceptions of principals as culturally 

proficient leaders.  

 

Research Questions 

This study endeavored to answer the general research question: What are high 

school teachers' perceptions of their principals as culturally proficient leaders? In order 

to answer this general question, the following specific questions were also asked 

regarding teachers and principals in the districts that were studied: 

1. To what extent do teachers’ perceive principals to be culturally proficient? 

2. Do the cultural proficiency ratings of principals vary by teacher gender?  

3. Do the cultural proficiency ratings of principals vary by teacher age group? 

4. Do the cultural proficiency ratings of principals vary by teacher ethnicity? 

5. Do the cultural proficiency ratings of principals vary by teacher years of 
experience? 
 

6. Do the cultural proficiency ratings of principals vary by teacher content area?  

7. Do the cultural proficiency ratings of principals vary by differences in race 
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between principals and teachers? 
 

8. Do the cultural proficiency ratings of principals vary by differences in gender 
between principals and teachers? 

9. Do the cultural proficiency ratings of principals vary by school accountability 
rating? 

 

Significance of the Study 

To date, there is limited research examining how urban principals in multicultural 

schools are rated by teachers in terms of cultural proficiency. This study adds to the 

validity of cultural proficiency research and assists researchers in comparing cultural 

proficiency data with other populations. With a focus on currently implemented cultural 

practices and perceptions of teachers, more knowledge will be unveiled about where 

urban principals stand as culturally proficient leaders.  Whereas other studies have 

concluded that there is a difference in how teachers of different ethnicities and genders 

rate their principals (Ballou & Podgursky, 1995; Hines & Kritsonis, 2008), this study 

explored how the aforementioned and other variables of teachers (i.e., age, experience, 

school accountability rating, and content-area taught) impact principal ratings in a large 

urban district in the South. Based on the findings of this study, it may be possible to 

determine which groups of teachers view their principals as culturally proficient and 

which believe their principals need to undergo more growth and development. Sankey 

(2007) stressed the importance of schools being aware of employees’ development in 

order to run more effectively. This study will make urban schools more aware of their 

employees’ development, as well as the national goals, practices, standards, and self-

reflection involved with “raising the bar for achievement for poor and minority students” 
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(CCSSI, 2010, p. 2).   

Educators in large urban districts have been encouraged to take a look at their 

own personal beliefs to determine how well those beliefs line up with others perceptions 

concerning their use of culturally proficient practices within their organization. Other 

studies (Coleman, 2011; Godreau-Cimma, 2011; and Giffing, 2010) have used teacher 

perceptions to assist administrators, teachers, and researchers with developing 

leadership. Although principals may not receive a perfect score in every essential 

element, being made aware of perceptions in this study can help them “use this 

information as a guide to improve practice” (Richardson, Flanigan, Lane, & Keaster, 

1992, p. 3).  In addition, this study will help educators better understand “the conditions 

and dynamics of the diverse school community” as well as “emerging issues and trends 

that potentially impact the school community” (CCSSO, 1996, ¶ 12). 

This study provides implications for policy development university-based 

educational leadership development programs, development programs, and 

organizations outside academia needing help in assessing effective leadership. 

Development programs and grow-your-own programs, where school districts recruit 

leaders with the goal of training and promoting from within will also benefit from the 

knowledge gained from this study. Finally, this study offers insight regarding the 

importance of administrators’ knowledge of cultural proficiency and helps raise the 

awareness of cultural proficiency in school districts. Not only will the information 

gathered help the decision-making processes within schools at the state, district, and 

local level, but also the assessment tool can further the analysis of cultural assessment 
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for the improvement of the organization and perceptions of leadership effectiveness 

within that organization.   

 

Overview of the Methodology 

This study utilized a survey to assess teachers’ perceptions of their principals as 

culturally proficient leaders. This design was chosen to provide descriptive data to 

answer the research questions. The participant group consisted of 746 teachers from 

six high schools in a large urban district in Texas with the following ratings: exemplary 

(the highest possible Texas Education Agency ranking), academically acceptable, and 

academically unacceptable (Appendix A). 

Approval was received to conduct this study within the large urban district in 

Texas from the school district (Appendix B) and the University of North Texas 

institutional review board (UNT IRB). The sponsor of the study was the district’s 

professional development department.  An e-mail was sent to district teachers 

explaining the study and providing a link to a data collection site, Survey Monkey® 

(www.survey monkey.com) where they answered the questionnaire. It was conveyed to 

teachers that by clicking on the link, they were giving their consent to voluntarily 

participate in the research (Appendix C). The letter ensured teachers of confidentiality 

regarding their responses. Data gathered from the study was stored at the University of 

North Texas (UNT) campus in a locked file cabinet. 

Dr. Mack T. Hines’ adaptation of Camille Smith’s Practices for Developing a 

Culturally Competent School Environment instrument was utilized with permission to 

survey the teachers electronically (Appendix D). Smith (2004) developed her instrument 

http://www.surveymonkey.com/
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from the work of cultural proficiency researchers, including Lindsey, Nuri-Robins and 

Terrell. Kikanza Nuri-Robins, of Lindsey, Nuri-Robins & Terrell, also authorized the use, 

adaptation, and modification of cultural proficiency materials from Cultural Proficiency: A 

Manual for School Leaders (2009a) for this research. Part 1 of the final adapted survey 

instrument asked participants to provide demographic and school information and Part 2 

consisted of 35 items rated on a 5-point Likert scale.  

 

Delimitations and Limitations of the Study 

It was assumed that the Texas State Board for Educator Certification requires 

similar academic and professional certification and levels of training for teachers to 

obtain their certification and perform the duties of their job. Teachers compared in the 

study have all fulfilled the necessary requirements in order to be teachers in the Texas. 

Likewise, all the principals who the teachers are assessing have fulfilled the necessary 

requirements to be school leaders in the state of Texas. 

There are multiple factors that may influence teachers’ perception of principal’s 

cultural proficiency on a perception test (Richardson et al., 1992). Issues such as 

teacher lay-offs, budget cuts, and evaluation scores, may weigh heavily on teachers’ 

perceptions of principals in general.  Also, the amount of experiences in diverse 

environments may differ within an organization, so one might expect greater differences 

in perceptions of certain teachers depending on their own cultural background or 

whether they are part of the “dominant culture” versus the “historically oppressed” or 

dominated culture (Lindsey et al., 2009a, p. 71). It was assumed that all the principals 

have different life experiences; hence, principals may differ in terms of their interaction 
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with the school community. Experiences on other jobs or in life may affect principals’ 

cultural proficiency, as well as the variance in support from school to school and state to 

state, depending on the mandates the individual school has adopted.  

Part 1 of the study, the questionnaire, contains a self-report section and the 

results are dependent upon whether each participant honestly responded to these 

demographic questions, including age, gender, years of experience, and ethnicity, as 

well as the questions pertaining to the rating and content area taught at the school 

(Appendix E). Teachers may differ in terms of their willingness to disclose their 

perceptions of their supervisor by taking the survey. Teachers may perceive a threat 

with rating their administrators and by being asked to gauge their leaders’ levels of 

cultural responsiveness and competency. As with teacher evaluations, administrative 

personnel may believe that the perceptions are not a true indication of the actual culture 

of the campus. Issues such as favoritism, bias, deadlines, and perceptions may all play 

a part in actual ratings. Further suggestions for additional and more extensive studies 

including these variables are presented in Chapter 5.   

 

Definition of Terms  

The following definitions are central to the study. As indicated below, a number of 

them have come from books by leaders in the area of cultural proficiency.  

Accountability rating – A district or campus rating designated by the 2010 Texas 

Education Agency (TEA) state accountability system (TEA, 2009-2010). Districts and 

campuses are assessed based on “performance on the Texas Assessment of 

Knowledge and Skills (TAKS), completion rate, and annual dropout rate” (TEA, 2009-
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2010, ¶ 1). “Possible ratings are: Exemplary; Recognized; Academically Acceptable; 

Academically Unacceptable; Not Rated: Other; and Not Rated: Data Integrity Issues” 

(TEA, 2009-2010, ¶ 1).  

Alternative education accountability (AEA) rating – Rating issued to campuses 

and charter schools registered to be evaluated under AEA procedures (TEA, 2009-

2010). “Possible AEA ratings are: AEA Academically Acceptable; AEA Academically 

Unacceptable; AEA Not Rated – Other; and AEA Not Rated – Data Integrity Issues” 

(TEA, 2009-2010, ¶ 2). 

Content area – An academic subject in the school curriculum.  

Cultural competence – “Behavior that aligns with standards that move an 

organization or an individual toward culturally proficient interactions” (Lindsey et al, 

2009a, p. 5).   

Cultural proficiency –  “A way of being, a worldview, and a perspective that are 

the basis for how one moves about in our diverse society” (Lindsey et al, 2009a, p. 5). It 

includes the “policies and practices of an organization or the values and behaviors of an 

individual that enable that organization or person to interact effectively with clients, 

colleagues, and the community using the essential elements of cultural competence: 

assessing culture, valuing diversity, managing the dynamics of difference, adapting to 

diversity and institutionalizing cultural knowledge” (Lindsey et al, 2009a, p. 166).  

Culture – “Everything you believe and everything you do that identifies you as a 

member of a group and distinguishes you from other groups… Culture reflects the belief 

systems and behaviors that are formed by race and ethnicity, as well as other 

sociological factors, such as gender, age, sexual orientation, and physical ability. Both 
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individuals and organizations are defined by their cultures” (Lindsey et al., 2009a, p. 

166).     

Diversity – Differences associated with such factors as “socioeconomics, power, 

privilege, class, ethnicity, language, gender, age, ability, sexual orientation, and all other 

aspects of culture” (Lindsey et al., 2009a, p. 166).     

Equality – “Equal treatment or inputs, in the name of fairness; involves rating all 

people alike without acknowledging difference in age, gender, language, or ability. 

Though considered by some to be fair, it is in fact culturally blind and often results in 

very unfair and unequal outcomes” (Lindsey et al., 2009a, p. 166).     

Equity – “The outcome of practices that result in the same outcomes for 

members of a group. Equitable programs may make accommodations for differences so 

that the outcomes are the same for all individuals. For example, women and men may 

receive equitable, not equal, treatment in regard to parental benefits at work” (Lindsey 

et al., 2009a, p. 166).     

Ethnicity – The socio-cultural and racial background of individuals used to 

describe “groups of people with shared history, ancestry, geographic and language 

origin, and physical type” (Lindsey et al., 2009a, pp. 27-28). 

Essential elements – Five cultural proficiency standards originally created by 

Cross et al. (1989) for growth toward culturally proficient individual behavior and 

organizational practice and policies and adapted by Lindsey et al., 2009a. They include 

“assessing culture, valuing diversity, managing the dynamics of difference, adapting to 

diversity, and institutionalizing cultural knowledge” (Lindsey et al., 2009a, p. 166).     

 Inclusion – The participation of diverse individuals and groups in an 
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organizational setting, such as a school or a classroom, and in various aspects of its 

“organizational life” (Lindsey et al, 2009a, p. 166).  

Race – “A concept developed by social scientists, was misinterpreted and 

popularized by eugenicists and social Darwinists in the 19th century in an attempt to 

characterize a people by their physical features and to use those differences in society 

to justify the subjugation of people of color and perpetuate the dominance of the white 

race” (Lindsey et al., 2009a, p. 25).     

 

 
Summary 

 
This study examined teachers’ perspectives of school principals as culturally 

proficient leaders. A 35-item survey with a 5-point Likert scale was used for teachers to 

rate their principals in the following areas: valuing diversity, assessing their culture, 

managing the dynamics caused by difference, institutionalizing cultural knowledge, 

adapting to diversity, and inclusiveness. Descriptive statistics were utilized to identify 

teachers’ perceptions of principals in each of the areas. This study was designed to 

assess the level of cultural proficiency in principals and give educational organizations a 

starting point as to what their staff members think about their leadership within the 

cultural context of that campus.   
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CHAPTER 2 

LITERATURE REVIEW 

In an age where “quick fixes” and pre-packaged solutions are often employed to 

solve diversity-related problems that occur in academic and business settings, cultural 

proficiency, for leaders of such institutions, is a “guide to long-term thinking about new 

policies, programs, and practices that offer genuine hope…” (Cohn, 2009, xi-xii). Drawn 

from books, electronic databases, educational periodicals, journals, dissertations and 

reports, the following research is a review of the literature and pertinent topics related to 

cultural proficiency.  

The review is organized into three sections. An overview of cultural proficiency 

and a summary of the theoretical framework are provided in the first section. The 

second section further explores what it means to embrace the essential elements of 

cultural proficiency and the construct of inclusiveness. The final section is an overview 

of empirical research and descriptive studies pertinent to this study. 

 

Conceptual Framework 

Cultural proficiency provides the conceptual framework for this study. Lindsey et 

al. (2009a) describe cultural proficiency as “a way of being, a worldview, and a 

perspective that are the basis for how one moves about in our diverse society” (p. 5).  

More specifically, cultural proficiency is an approach to dealing with diversity by 

acknowledging and working through issues that come from differences. As a forerunner 

to cultural proficiency, cultural competence sheds light on behaviors that “align with 

standards that move an organization or an individual toward culturally proficient 
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interactions” (Lindsey et al., 2009a, p. 5). According to Hanley (1999) cultural 

competence is “the ability to work effectively across cultures in a way that 

acknowledges and respects the culture of the person or organization being served”  

(¶ 3).   

Although cultural competence theory has been cited by scholars from a number 

of disciplines, Lum (2005), Wu and Martinez (2006), and Lindsey et al. (2009a) believe 

that the best path toward effectively responding to cultural diversity within the 

educational setting is “cultural proficiency.” Other researchers have agreed, pointing out 

the necessity to cultivate cultural competency within organizations in order to achieve 

cultural proficiency (deChesnay & Anderson, 2008). All service professions (teachers, 

social workers, and health care professionals), for example, should be able to utilize the 

concepts of cultural proficiency and cultural competence (Bonder, Martin, & Miracle, 

2001; Dana & Matheson, 1992; Gutierrez & Alvarez, 1996; Leavitt, 2003; Sutton, 2000).  

From homecare nurses (DiCicco-Bloom & Cohen, 2003) to administrations in charge of 

assessment procedures (Andrews, 1998), acknowledging diversity has become a key 

element in managing organizational change.  But moving towards cultural proficiency is 

no easy task. As a higher order concept for organizations, cultural proficiency requires 

school leaders to master a variety of tools and skills. 

Two main tools that help school leaders develop cultural proficiency include the 

guiding principles and the essential elements (Lindsey et al., 2009a).  To be sure, 

knowing the following guiding principles of cultural proficiency highlighted by Lindsey et 

al. (2009a) will make it easier for school administrators to obtain it. Perhaps the most 

essential of these is that “culture is a predominant force” in society followed by the fact 
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that people have “individual” and “group” identities. School systems must recognize that 

culture is a strong determinant of behavior and, at the least, minority populations hoping 

to succeed in a hegemonic White society have to be “bi-cultural.”  This bi-cultural status 

involves “issues to which the system must be equipped to respond.” Hidden inside 

these cross-cultural “interactions are dynamics that must be acknowledged, adjusted to, 

and accepted.” At the other extreme, to assume that minority groups are culturally 

monolithic would also be in error. Because diversity within cultures is vast and 

significant, “each cultural group has ‘unique cultural needs,’ is interdependent, and is 

‘served in varying degrees’ by the other.” The best of both worlds enhance the capacity 

of all. According to Lindsey et al. (2009a), “The family, as defined by each culture, is the 

primary system in the education of our children” (p. 6). 

The following five essential elements of cultural competence, constructed on the 

works of Argyris (1990), Banks (1994), Senge, Cambron-McCabe, Lucas, Kleiner, and 

Dutton (2000) and Wheatley (2002) are utilized in education as part of the conceptual 

framework for culturally proficient practices: assessing cultural knowledge, valuing 

diversity, managing the dynamics of difference, adapting to diversity, and cultural 

knowledge (Lindsey et al., 2009a). A sixth area, inclusiveness, is also emphasized by 

researchers Hines and Kritsonis (2008), Samuels (2010), and Smith (2004) and 

contained in the instrument created by the Vancouver Ethnocultural Advisory 

Committee (2002) of the Vancouver Ministry of Children. Inclusiveness is embracing 

different opinions and perspectives from both inside and outside the school community 

and utilizing these diverging outlooks throughout the decision making process (Smith, 

2004). The five essential elements and the inclusiveness construct are recognized as 
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the six cultural proficiency constructs utilized for this study.   

 

The Essential Elements of Cultural Proficiency 

The Lindsey, Nuri-Robins, Lindsey and Terrell (2009b) model based on the work 

of Cross, Bazron, Dennis, and Isaacs (1989), created tools to help organizations taking 

the cultural proficiency journey to assess where they are and begin to take steps toward 

where they want to be. The creators of these standards and tools believe the culturally 

proficient leader exhibits a specific set of knowledge and skills. When adapting to 

diversity, Lindsey et al. (2009a) have provided the following list of essential elements of 

cultural competence: 

• Assess culture: Claim your differences. Recognize how your culture affects 
others. Describe your own culture and the cultural norms of your organization. 
Understand how the culture of your organization affects those with  
different cultures 

 
• Value diversity: Name the difference: Celebrate and encourage the presence 

of a variety of people in all activities. Recognize differences as diversity rather 
than as inappropriate responses to the environment. Accept that each culture 
finds some values and behaviors more important than others  
 

• Manage the dynamics of difference: Frame the conflicts caused by 
differences. Learn effective strategies for resolving conflict, particularly among 
people whose cultural backgrounds and values differ. Understand the effect 
that historic distrust has on present-day interactions. Realize that you may 
misjudge others’ actions based on learned expectations  
 

• Adapt to diversity: Change to make a difference. the way things are done to 
acknowledge the differences that are present in the staff, clients, and 
community. Develop skills for intercultural communication. Institutionalize 
cultural interventions for conflicts and confusion caused by the dynamics of 
difference  
 

• Institutionalize cultural knowledge: Train about differences. Incorporate 
cultural knowledge into the mainstream of the organization. Teach the origins 
of stereotypes and prejudices. For staff development and education, integrate 
into your systems information and skills that enable all to interact effectively in 
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a variety of intercultural situations (p. 121) 
 

The combined cultural proficiency model of Lindsey et al. (2009b) and Cross et 

al. (1989) has two major frameworks:   

1. “An inwardly oriented framework for examining assumptions about those who 
differ from one another, for understanding how schools function, and for 
seeing how each school’s culture facilitates learning for some students and 
impedes others from learning” (Lindsey et al., 2009a, p. 133).  

2. “An outwardly directed framework for discovering how and why educators 
learn about others, engage in team learning, and examine data for the 
purpose of making informed changes in school practices” (Lindsey et al., 
2009a, p. 133).  

 

Assessing Culture 

 Addressing cultural diversity in educational settings by adhering to the essential 

practices in the cultural proficiency model is an excellent starting point for administrators 

and leaders in many fields (Lindsey et al., 2009b). In order to assess culture and name 

the differences, guiding questions written by Lindsey et al. (2009a) asked leaders the 

following: What are the unwritten rules in your school?  How do you describe your own 

culture?  How does your school provide for a variety of learning styles? Accordingly, 

school leaders must think long and hard about what to do to be effective in cross-

cultural situations. How educators and school administration react to other cultures is of 

primary importance in the cultural proficiency journey. Making the choice to not learn 

pertinent facts about other cultures is self-defeating, especially for schools with large 

underserved student populations (Hanley, 1999); however, assessing culture can help 

school leaders better assist these cultures in the quest to improve overall academic 

performance. 
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Assessing diversity starts when administrators take a closer look at cultural 

knowledge. Put another way, leaders make it a priority for themselves and their staff to 

learn about cultures different than their own. Additionally, leaders must recognize that 

each of the grade levels and departments in the school are cultural entities (Lindsey et 

al., 2009b) and must be managed accordingly. 

An important theme throughout the literature focusing on assessing culture is to 

look at human commonalities, or the things cultures share. For example, the Anchorage 

School District focused on shared use of symbols by gaining knowledge of multimedia 

compositions with sound, graphics, and text. Students saw a shared relationship with 

nature by completing a project on environmental concerns and stewardship. The district 

focused on shared membership in groups through students’ participation in school 

activities, sports, community and religious groups. In addition, shared values and beliefs 

were emphasized by completing a project related to diversity, mutual trust and 

responsible citizenship (Anchorage School District, 2011).  

The following culturally proficient practices are actions principals can take to 

demonstrate that they are assessing the culture (Hines & Kritsonis, 2008): 

• Exposing faculty to staff development on addressing diverse student 
populations 
 

• Handling formalities to ensure that faculty and visitors are welcome to the 
school 

 
• Disseminating demographic information to enhance faculty members’ 

awareness of the relevance of cultural diversity  
 

• Encouraging staff to obtain certification in specifically designed academic 
instruction  
 

• Creating academic intervention programs that meet the needs of diverse 
students  



 

21 

• Assessing barriers to core curriculum for culturally diverse students 
 

• Showing sensitivity to cultural differences during performance evaluations of 
faculty members   

 
• Developing programs with opportunities for consultation with a diverse parent 

group (p. 15-16) 
 

 
Valuing Diversity 

Abilock (2006) reflected on the importance of students being well-versed in 

“cross-cultural studies.”  When students are provided more information about others, 

they can overcome cultural blindness and cultural destructiveness which often results in 

discriminating against others who are different. These unhealthy behaviors can be 

solved through organizational leadership actively teaching staff and students to value 

diversity by recognizing, appreciating and claiming differences. Lindsey et al. (2009a) 

believe in order to value diversity using this approach, leaders must ask the following 

questions, and use the corresponding answers as a guide: How would you describe the 

diversity in your current professional setting? How do you react to the term valuing 

diversity? How do you and your colleagues frame conversations about learners?  

In the academic, business and professional settings, diversity can take on many 

different forms. But in the school setting specifically, none seems more promising than 

when a school pays close attention to student body subcultures: religion, ethnicities, 

gender, sexual preference, abilities, and socio-economic status, as these are 

“foundations for their continued learning” in the school culture (Lindsey et al., 2009b, p. 

14). Researcher Hollins (1996) wrote about this connection between culture and 

classroom instruction, focusing on how cultural practices mold thinking, for better or 
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worse. He referred to culture as the invisible script that guides our lives. These scripts 

can blind us or can help us connect better with others.   

When schools make culture a fundamental aspect of student learning, students 

inevitably recognize that the school values diversity (Anchorage School District, 2011). 

Schools in Anchorage, Alaska are paying close attention to cultural commonalities and 

the values that every culture shares. Using the essential elements as a guide, 

Anchorage school leaders teach that people of every culture “respond to respect and 

disrespect;” “seek acceptance,” and want to be “valued and supported;” “live in an 

environment of trust and safety;” and know specific life experiences “matter and are 

understood.” In addition, leaders teach that people of all cultures “want their strengths to 

be acknowledged;” seek “encouragement and hope;” and, above all, “do not want to be 

labeled and marginalized” (Anchorage School District, 2011, p. 1). In fact, labels can be 

destructive instead of constructive, often at the center of cultural conflict within the 

institution. 

The Education Alliance at Brown University (Anchorage School District, 2011) 

specifies that in teaching, schools should use references to cultures that communicate 

high expectations in the genuine belief that all students will be successful. Furthermore, 

students should be engaged through instruction, allowing them to develop activities and 

help devise curriculum, and allowing controlled conversation in the classroom observing 

representative speech and discourse found in the homes and communities represented. 

Teachers should be allowed to be knowledge guides and mediators in addition to 

instructors and offer culturally mediated instruction, which refers to an environment rich 

with learning of other cultures and valued information within those cultures. Teachers 
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should participate in positive ongoing dialogue with students, family, and the community 

about issues that are deemed important; include these discussions in the lesson; and 

be sensitive to various cultures while actively acquiring more knowledge about them 

and expressing that knowledge in the instruction. Finally, the organization must seek to 

reshape the learning objectives through various cultures’ lenses. This can be 

accomplished by organizing instruction around small groups to allow minority voices to 

be heard. 

Principals must reflect on how they react when they hear the term valuing 

diversity. Collins (2001) emphasized seeing leaders in schools who blend their personal 

culture and their professional knowledge to be committed to achieving high standards 

throughout the entire organization. The culturally proficient leader must be cognizant of 

the need to blend organizational culture and goals with those of the individual learner. If 

school leaders consistently value diversity in their organization, they will create a culture 

that values diversity and celebrates the rich experiences that different cultures bring to 

the organization. 

Framing conversations about learners involves actively “creating informal and 

formal decision-making groups” comprised of individuals who have different vantage 

points and life experiences other than the dominant group in the organization. The goal 

of valuing diversity is to enrich “conversations, decision making and problem solving” 

(Lindsey et al., 2009b). All in all, assessing and valuing diversity means reflecting over 

where you place yourself on the continuum with regard to the different cultural 

populations represented on your campus.   
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The following culturally proficient practices are actions principals can take to 

show that they are valuing diversity: 

• Designating funding and human resources to address issues that relate to 
cultural diversity 
 

• Using language in documents and statements that acknowledge cultural 
diversity of students 
 

• Providing instruction that addresses the background of diverse students 
 

• Ensuring that school policies are sensitive to the cultural makeup of the 
school  
 

• Making decisions that are inclusive of diverse perspectives   
 

• Communicating ability to function effectively in cross cultural situations 
 

• Evaluating the extent to which curricular and institutional practices address 
the linguistic and cultural differences of students 
 

• Developing policies with stakeholders who represent the cultural makeup of 
students   
 

• Creating school activities that appeal to demographically mixed groups of 
students 
  

• Providing training that develops faculty and staff members’ confidence to 
function in cross cultural situations   
 

• Providing leadership in creating policy statements that are inclusive of 
diversity 
 

• Establishing diverse advisory groups (Hines & Kritsonis, 2008, pp. 15-16) 
 

 
Managing the Dynamics of Difference 

  Edgar Schein, as quoted by the National Defense University (2011), emphasizes 

that a leader’s success depends on one’s understanding of organizational culture.  For 

example, it is important for a new leader not to go in trying to make sweeping changes 
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without taking a close look at the organization’s current culture. Just as important, 

however, is how leaders manage any potential conflict within their institution.  The way a 

leader manages differences has a major impact on the organization’s culture.  

Lunenburg and Ornstein (2007) describe the culture of an organization as “all the 

beliefs, feelings, behaviors, and symbols that are characteristics of the organization” (p. 

69). Organizational culture includes the “philosophies, ideologies, beliefs, feelings, 

assumptions, expectations, attitudes, norms and values of its people” (Schein, 1988, p. 

56). Culture also includes how a group problem-solves and utilizes social interaction to 

face the larger community (Wuthnow & Witten, 1988). The process of “modeling 

problem-solving and conflict-resolution strategies” should be “natural and normal 

processes within the organizational culture of the school and the cultural contexts of the 

communities of your school” (Lindsey et al., 2009b). 

 In any given organization, a number of conflicts can potentially arise (National 

Defense University, 2011). Downsizing, shrinking budgets, gang activity, and underage 

drinking are just a few of the issues that schools may face. Whenever such issues arise, 

leaders must rethink the role their organizations play in the matter, the relevant goals of 

the organization, and how people in the school will work together to achieve these goals 

(National Defense University, 2011). National Defense University (2011) points out how 

strategic leaders must transmit knowledge and impart to members of the organization a 

new way of viewing themselves and what they have to offer. Schein (1988) as 

discussed in information from the National Defense University (2011) provided the 

following list of specific things to do and steps for leaders to take in order to manage the 

changing dynamics of an organization’s culture.  
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1. First and foremost, pay attention to what you emphasize or measure over 
time. Imagine the substance of a term paper is not weighted as much as the 
presentation of the paper itself in the school setting. It is important for leaders 
to take a step back and make it clear that substance is more important, or an 
organizational culture will develop that values form over substance. 

 
2. To change perceptions, take a look at and change faulty organizational 

assumptions and beliefs. If, for example, the assumption “It’s okay to be a 
pregnant teenager” permeates throughout the educational environment, then 
leaders must work on changing that assumption to correct the faulty thinking 
pattern. 

 
3. Leaders must pay special attention to reactions of critical events and 

tragedies. The way a leader responds to a tragedy speaks volumes about the 
organization’s values, norms, and culture. There should not be any 
disconnect between actions and words in the school culture. 

 
4. In addition to being role models, leaders must also be teachers and coaches. 

It is extremely important for school leaders to lead by example, or model 
moral and ethical behavior in the spirit of the age-old maxim: actions speak 
louder than words. 

 
5. Paying close attention to rewards and punishments helps a leader better 

discern which actions receive praise, and which ones are frowned upon. If, 
say, a student suggests a new idea for prom and the idea is discarded, then 
this student may not speak up again if it seems as if the culture frowns upon 
open dialogue. 

 
6. Pay attention to who is allowed in and out. Although public high schools may 

not be able to recruit or dismiss students like colleges and universities, it 
could be possible to change the organizational culture by who comes in, who 
stays in, and who is promoted. Teach others the organization’s values and 
promote those who strictly adhere to it. Although the saying that “a few bad 
apples can spoil the whole bunch” is real, if the sharing, open, and accepting 
culture that permeates throughout the organization is strong enough, it could 
cover and eliminate the bias within the culture. 

 
7. Alter the organization’s structure and framework. Any aspect of the 

organization that negatively impacts the culture needs to be restructured or 
eliminated. For example, if the existence of a line structure asking teachers to 
report to lead teachers is breeding mistrust between teachers and 
administrators, the culture may need to be altered so that teachers feel that 
they can communicate openly with their supervisor. 

 
8. Change systems and procedures. Changing culture often involves changing 

the way things are done around the organization. Instead of weekly staff 



 

27 

meetings, perhaps the school would benefit from group e-mails to change the 
way that information is circulated; or a container may be placed in the office 
for staff members and students to vent anonymous complaints and concerns 
that they would like the principal to address. 

 
9. Redesign physical space to promote organizational values. If the school 

would like more communication and openness, perhaps there should be 
space designated for students and staff to assemble, including student 
centers, a cafeteria for seniors, counseling centers, or teacher workrooms. 

 
10. Perpetuate stories or cultural lore. Emphasizing events and people, past and 

present, that are important to the organization can help leaders and group 
members understand its identity. For example, acknowledging former 
students that are now successful members of the community can help those 
who are trying to achieve similar goals or aspirations. 

 
11. Finally, formal philosophy statements and signs are needed because it is 

important for leaders to visually promote the values of the organization while 
linking these statements, creeds, and charts to activities and actions (National 
Defense University, 2011). 

 

The following culturally proficient practices are actions principals can take to 

show that they are managing the dynamics of difference: 

• Providing faculty and staff members with conflict resolution training 

• Developing complaint resolution processes that have been communicated to 
parents 
 

• Creating conflict resolution services for students (Hines & Kritsonis, 2008, pp. 
15-16) 

 
 

Adapting to Diversity 

 Results from Kiemele’s (2009) study indicated that principals must actively do 

their part to understand and promote the various cultures within their educational 

institution and its surrounding neighborhood, in order to be successful in their endeavor 

to be culturally proficient. Kiemele (2009) encouraged reflectiveness, the modeling of 

culturally proficient behavior and the need to have an empathetic and understanding 
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disposition, so educators do not miss out on beneficial opportunities to change or adapt 

to the diversity within the organization. If principals can adapt to diversity, or 

dramatically improve their diversity quotient, then they can become examples to which 

their staff and students can aspire.  

In order to adapt to diversity, and change for the differences, some fundamental 

questions need to be asked and answered by educators. According to Lindsey et al. 

(2009a) the questions to ask are: How has your organization recently adapted to the 

needs of new members? How would you describe examples of inclusive language and 

materials, and, how do you teach your clients about the organization’s need to adapt to 

differing cultures?   

Studies on organizational culture emphasize how cultures need interactions 

within subgroups to flourish (Louis, Posner, & Powell, 1983) and move towards cultural 

proficiency. In the school setting, students must interact with other students; teachers 

with principals; teachers with each other; students with principals; and principals must 

interact with all of the staff members, as well as all of those mentioned above. It is 

essential that school leaders encourage these interactions to successfully acclimate 

newcomers with the least amount of conflict. When adapting to diversity, Schein (2004) 

offers the following guidelines in National Defense University (2011) literature on 

organization culture: 

• Avoid oversimplification of cultures. School cultures are more complex than 
many leaders would like to admit. In order to change and adapt to the values 
and climate of an organization, you have to take a serious, in-depth look at 
the culture and formulate adequate solutions where it falls short 

 
• Avoid looking at culture as merely a human entity. Culture is not just the 

tangible things in or about an organization but also the intangibles that may 
ultimately influence the organization’s purpose and objectives 
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• Avoid assuming you can manipulate culture.  It is important for leaders to 

understand that cultures are often determined by members of the 
organization.  Principals need to understand that the culture can ultimately 
control them as opposed to them controlling the culture. Take school uniform 
codes, for instance. Required uniforms notwithstanding, it is difficult to force a 
young man to keep his shirt tucked in and his pants from sagging below waist 
level when most members of his culture or peer group do not 

 
• Avoid thinking there is one “correct” culture; no one culture is necessarily 

stronger or better than another. It is important to not make such value 
judgments, but rather look at the goals of the organization and see how each 
culture supports the mission of the organization 

 
• Avoid assuming that every aspect of culture is important. Although cultures 

can be highly complex, the school cannot afford to attend to every facet of the 
cultures represented.  Leaders and teachers should actively seek to 
understand which elements of the culture impact the goals and the 
functioning of the school, and focus on utilizing these aspects to advance the 
organization 

 

On campus, principals should be the lead learner on different cultural groups.  

Principals should also be able to utilize others’ cultural experiences and backgrounds in 

each setting within the school (Lindsey et al., 2009a). Without a doubt, it is important for 

educators to learn about other cultures and be able to fill in the gaps, or inform students 

about choices not already imbedded within their home culture. 

 The hedgehog concept is a concept mainly used in the private sector. However, 

Gray and Streshly (2008) use it in the field of education to refer to “'the structural 

pattern’ of people who are focused and ‘hedgehogs’ in terms of discipline and order; 

they contrast such leaders with principals in the 'doom loop’ pattern who exhibit 

negative behaviors that impede progress” (p. 10). In order to move the organization 

forward, it is important for leaders striving to achieve cultural proficiency to create an 

atmosphere of learning, self-reflectiveness, order and discipline without getting trapped 
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into shifting focus away from their own negative behaviors or becoming defensive 

toward others. 

The following culturally proficient practices are actions principals can take to 

show that they are adapting to diversity: 

• Evaluating faculty members’ ability to display culturally proficient behaviors 
 

• Accommodating diverse cultural norms that may exist in the school 
   

• Ensuring that school policies promote and advocate for culturally proficient 
behaviors among faculty and staff members (Hines & Kritsonis, 2008, pp. 
15-16) 

 

Institutionalizing Cultural Knowledge 

In assessing how leaders institutionalize cultural knowledge and train about 

difference, researchers Lindsey et al. (2009a) asked educators the following questions: 

What do you currently know about the cultural groups in your organization and among 

your clients?  What more would you like to know about those cultures? How do you and 

your colleagues learn about these cultural groups? The answers to these questions help 

provide meaningful insight into how school leaders can effectively institutionalize 

cultural knowledge. Altogether, this means school leaders must educate themselves on 

the various cultural groups as a part of their personal and professional growth plan 

(Lindsey et al., 2009b). Once educators take control of their own professional learning, 

more students will be able to experience “high quality educational experiences,” which 

will boost student achievement for all groups. (Lindsey et al., 2009b, p. 13) 

Institutionalizing cultural knowledge takes intentional effort on the part of 

educators and their staff (Lindsey et al., 2009b). In every facet of the organization, from 

what is taught in the curriculum to parental involvement, schools have to determine how 
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to shift or enhance the culture to better serve its student population. Principals have to 

make sure all students are able to receive the benefits of a more inclusive system 

designed to help rather than hurt them academically. They have to be the point person 

in charge of presenting valuable material on diversity in a manner that changes 

conversations from “What is wrong with the students”? “How can we better serve our 

students”?  Educators and teachers have to make the commitment to practice culturally 

proficient behavior. Instead of perpetuating the prevalent view that certain groups are 

consistently low performers and problematic, they should shift their thinking to adopting 

different methods to better educate these students. (Lindsey et al., 2009b, p. 13) 

For example, Tahoe Elementary School in Sacramento, CA, underwent a journey 

to “change the conversation” (Lindsey et al., 2009a, p. 1). When asked by a facilitator 

what changed, teachers agreed that they stopped faulting the students and parents for 

not achieving and became concerned with how they could better serve the students. 

Whereas staff members previously made comments like, “What can you expect when 

kids come from neighborhoods like this”? Now the staff makes an effort to use positive 

words that build and draw attention to the assets of the community instead of its 

shortcomings. Inevitably, growth occurs when leaders train about differences. 

 Administrators are also responsible for creating a climate where those in the 

school community are aware of pertinent issues surrounding diversity so that they do 

not miss out on opportunities to validate or affirm diverse student populations and 

cultures. Consider, for instance, that the disabled and deaf communities “play an 

enormously important role in teacher training and connecting students, schools and 

families” (Johnson & Nieto, 2007, p. 38). But the results of a study by Johnson and 
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Nieto (2007) suggest that too little attention is paid to introducing the deaf and disabled 

cultures in multicultural textbooks. These findings suggest that researchers have not 

actively sought deaf and disabled voices to narrate their own experience. They also 

uncovered that there was little discussion of disability and the deaf culture, a strong 

dependence on perspectives of those who were not deaf and/or not disabled, as well as 

“inaccurate representations and information” (Johnson & Nieto, 2007, p. 32). Moving 

forward, a responsive, culturally proficient leader would take immediate action to correct 

this imbalance, creating constructs and putting policies and procedures in place that 

would ensure adequate representation and permanent inclusion of these cultures.  

The following culturally proficient practices are actions principals can take to 

show that they institutionalizing cultural knowledge: 

Creating a climate that has high academic expectations for all students. 

• Making provisions for teachers to receive training on making curriculum 
modifications in accordance to the cultural and linguistic makeup of students 
 

• Ensuring that all groups of students and teachers are aware of how their 
cultural norms and behaviors influence the climate of the school  

 
• Maintaining school activities conductive to effectively working with and 

learning in cross cultural situations (Hines & Kritsonis, 2008, pp. 15-16) 
 

 

Fostering Inclusiveness 

 Inclusiveness involves allowing a diverse group of people to participate in the 

activities and decision making processes within an organization (Smith, 2004).  In 

congruence with the social justice theory, inclusiveness is the “full and equal 

participation of all groups in a society that is mutually shaped to meet their needs” (Bell, 

1997, p. 3; Samuels, 2010, p. 8). Members of an inclusive environment feel welcome 
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and have a sense of belonging. Not only does everyone’s voice matter, but unique 

qualities are celebrated. All members of the organization are provided opportunities to 

connect to internal and external resources, despite gender, race, sexual orientation, or 

other factors that have historically oppressed groups (Solórzano, 1998). 

 Whereas in traditional literature, inclusiveness normally refers to mainstreaming 

populations of special education students into regular education, Samuels (2010) 

defines cultural inclusiveness as a “commitment to creating an environment that 

supports, represents, and embraces members of diverse social groups” (p. 29). 

Incorporated within the construct of inclusiveness is the “acknowledgement of privilege,” 

making some cultural groups feels a sense of belonging while others feel excluded 

(Samuels, 2010, p. 29). Samuel’s (2010) “national survey found that on average, faculty 

members in higher education possess the intent to build inclusiveness, but are relatively 

less likely to actually behave inclusively” (p. 131). Furthermore, “faculty members who 

received graduate training on diversity and inclusiveness” were “more likely to behave 

inclusively than those whose current institution provides ‘meaningful’ education on these 

issues” (p. 131).  

As Lindsey et al. (2009a) asserts the principal has the strongest part to play in 

the process of building a culturally proficient environment. Additionally, in the higher 

education arena, Hurtado, Milem, Clayton-Pedersen, & Allen (1998) confirmed that 

faculty has just as strong a part to play in building an inclusive environment. The 

following culturally proficient practices are actions principals can take to show that they 

are demonstrating inclusiveness (Hines & Kritsonis, 2008): 

• Providing inclusive environment that acknowledges the diversity of students 
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• Organizing diverse members into interview panels for hiring new faculty/staff 
members 

 
• Creating a school environment that inspires students and teachers to 

acknowledge other cultures while retaining the uniqueness of their ethnic 
identity 

 
• Ensuring that extracurricular activities are inclusive of community members 

are from ethnic groups 
 
• Connecting students and staff to external organizations and resources that 

represent cultural diversity (pp. 15-16) 
 

 

Teacher Characteristics and Ratings of School Leaders 

A number of studies examined some aspect of leadership performance of school 

principals as rated by teachers they supervise. Although these studies do not all 

specifically assess principals’ use of culturally proficient practices as measured by 

teachers, the conclusions regarding the impact that teacher characteristics played on 

ratings of their principals is noteworthy. In addition, these studies add to the knowledge 

base of public educators, allowing them to gain insightful information into the diverse 

groups they serve and highlighting the benefits of cultural proficiency. Appendix K briefly 

summarizes abstract information of various studies involving teacher perceptions of 

leaders and cultural proficiency as main variables:  

The literature is inconclusive regarding cultural proficiency and school leadership 

ratings. There is limited research on teachers’ cultural proficiency ratings of their 

principals; however there are numerous perception studies which reveal differences in 

how teachers with various demographic characteristics rate their school leaders (Felton, 

2010, Durrah, 2009; Ware, 2010, Karaköse, 2008) and how principals with various 

demographic characteristics are rated by teachers (Cooke, 1994). Although the 
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dependant variable in much of the literature was not specifically cultural proficiency 

(rather some other measure of leadership effectiveness), studies demonstrate a wide 

realm of differences in ratings by teacher demographic characteristics (See summary of 

studies in Appendix K). For example, there were significant differences in male and 

female teachers’ ratings of principals in several studies (Alhajeri, 2011; Ballou & 

Podgursky, 1995; Karaköse, 2008), while there were no differences according to gender 

similarity in other studies (Huber-Dilbeck, 1988, Ware, 2010). Likewise, teachers of the 

same demographic background as their principal rated their principal higher in some 

studies (Ballou & Podgursky, 1995; Hines, 2008) while there were no differences in 

ratings by teachers of the same race and/or gender in other studies.  There were 

significant differences in how more experienced teachers rated their principals as 

opposed to how less experienced teachers rated their principals. For example, Felton 

(2010) found that teachers with over 20 years of experience reported observing less 

desirable traits in their principals than teachers with less experience. Ware (2010) found 

that teachers, ages 31-50, rated their principals’ leadership lower than other age groups 

of teachers, including ages 51 and older and 30 and younger.  

Much of the existing research in the cultural proficiency literature measured 

cultural proficiency leadership approaches in a specific type of school, such as an 

elementary school (Coleman, 2011) or looked at developing teachers cultural 

competencies in schools and  assessing their perceptions of cultural competency (Ross, 

2002). Bowers (2009) found that the only demographic characteristic likely to produce a 

statistically significant difference in response was the types of school in which teachers 

taught – regular public, or private. Thompson (2010) found culturally proficient teachers 
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had students with statistically significant more mutual friendships across gender, 

race/ethnicity, and SES group” (p. 70-71). Interestingly, one study suggested that the 

more culturally proficient principals were, the lower the academic rating of the school 

(Roley, 2008).  Possible explanations for this negative correlation were the backgrounds 

of the principals placed at the more challenging schools or the fact that these principals 

were harder on themselves during the process of self-reflection. Still, another study 

suggested that teachers at higher performing schools rated their principal’s use of 

leadership practices at a significantly higher level than teachers at lower performing 

schools (Felton, 2010).   

Many studies reviewed focused on culture and the role that culture plays in 

education. For example, Charbonneau (2011) noted differences in the Sikh culture and 

American mainstream culture. Merging cultures is a major challenge for principals 

serving culturally in-between students (Charbonneau, 2011). Another study focusing on 

cultural differences revealed Native American principals being rated lower by non-

Native American teachers than non-Native American principals (Cooke, 1994).  

Researchers of these studies provided a general warning to others to take into account 

the biases of mainstream culture when examining results. For example, although female 

principals were rated higher than male principals, non-Native American principals were 

rated higher overall than Native-American principals (Cooke, 1994).   

Although there are only a few quantitative research studies in the cultural 

proficiency field, Hines expanded upon Smith’s (2004) study and measured White 

teacher ratings of White principals. Hines found that White teachers tended to rate 

White principals higher while Hispanic and Black teachers had lower mean scores 
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assessing their White principal’s use of culturally proficient leadership practices. This 

research expands Hines’ study to examine how Black, White, and Hispanic principals 

are perceived by teachers and how teacher- gender, teacher-age, teacher-experience, 

teacher-subject area taught, school rating, and teachers being the same gender or sex 

of the principal influences teachers’ perceptions of their principal’s use culturally 

proficient leadership practices.   

Smith (2004) conducted descriptive research to identify culturally competent 

practices used by administrators in eight high-performing, high poverty schools in 

California to value diversity, promote inclusiveness, assess culture, manage the 

dynamics of difference, institutionalize cultural knowledge, and adapt to diversity. Smith 

also identified which culturally competent practices that principals perceived had an 

effect on academic achievement. Smith found: (1) practices identified as developing a 

positive school environment most included practices which valued diversity and 

assessed the teaching and learning culture of the school; (2) diversity training for 

teachers has a positive impact on student achievement; (3) outreach programs increase 

parental involvement; and (4) practices that promote inclusiveness, institutionalizing 

cultural knowledge, and adapting to diversity are thought to be more effective than they 

are used. Smith concluded schools often avoid open discussions about the value of 

diversity; the use of culturally competent behaviors to both review school policies for 

discrimination and to be used as part of the criteria in teacher performance appraisals; 

(5) cultural diversity training and effective pedagogy increase student achievement; and 

(6) diverse members need to be included on teacher interview panels. Whereas Smith’s 

study was limited to selected high-performing, high poverty principals, the current study 
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assessed teacher perceptions of principals at high-performing, academically 

acceptable, and low-performing schools. The leadership practices identified in Smith’s 

study provide a solid rubric in which teachers’ may provide their perception information 

about their principals in the current study. 

Robert Dillon (2007) emphasized the fear likely to surface as principals attempt 

to develop a culturally proficient school. The toughest “land mines” include the 

perceptions and attitude of those they serve (¶ 1). In order to build a culturally proficient 

school, leaders must overcome their own fears while assisting the staff with dispelling 

their own myths about race and culture (Dillon, 2007). Leaders should begin putting 

their professional development energy into assessing their own thoughts and opinions 

pertaining to race and culture (¶ 3). “White privilege” and “internalized oppression” are 

examples of “mental constructs that have been built about race over time” (Dillon, 2007, 

¶ 3). Leaders must make time during the school year and in the summer, away from the 

campus and within the walls of the building to examine their own attitudes as well as 

discuss these cultural proficiency concepts openly with leaders from diverse 

backgrounds (Dillon, 2007). If everyone involved in the conversation is “healing and 

growing,” it becomes unacceptable to be paralyzed by fear (Dillon, 2007, ¶ 5). Dillon 

(2007) suggests it is not enough to know the right thing to do; rather it is more important 

to have an interwoven network of colleagues and committee members who believe in 

the cause and make appropriate moves toward cultural proficiency.  
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Summary 

Considerations of culture should be a part of the school leader’s daily practice.  

To this end, there are numerous empirical and descriptive studies that exist on culturally 

responsive and proficient leadership. This study fills a gap in the descriptive literature by 

examining characteristics of secondary level teachers’ and noting their perceptions of 

their principals’ use of culturally proficient leadership practices (Smith, 2004; Hines & 

Kritsonis, 2008). The goal of this study and other teacher perception studies was to 

assist principals and schools in taking a microscopic look at their leadership practices, 

and to encourage ongoing education and training in cultural proficiency topics, which, in 

turn, should boost commitment levels of people within the organization.  
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CHAPTER 3 

METHODOLOGY 

This chapter summarizes the type of research methodology utilized in this study, 

including the general perspective, participants and schools, instrumentation and data 

analysis.  

 

General Perspective 

Survey research was conducted, utilizing descriptive and comparative statistics 

to examine teachers’ perceptions of principals’ use of culturally proficient leadership 

practices.  

 

Research Participants 

Electronic communication was e-mailed to 746 teachers within culturally diverse 

high schools located in a large urban district in Texas. One hundred and four of these 

teachers were self-selected when they provided information about their principal’s 

culturally proficient leadership practices. These teachers taught at secondary schools 

having over 25% Black and/or Hispanic students, over 25% eligible to receive free or 

reduced lunch, and over 25% economically disadvantaged students. Ten schools with 

one of the following academic ratings were originally selected to participate in the study: 

exemplary, recognized, academically acceptable, academically unacceptable, and AEA 

academically acceptable/reconstituted (resulting from the state taking over after being 

academically unacceptable for several consecutive years). Of the ten schools, six 

school principals (two White females, one White male, one Hispanic male, and two 
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Black males) agreed to participate in the study and allow teachers from each of their 

schools to rate them as culturally proficient leaders. One school had an exemplary 

rating, three schools had academically acceptable ratings, and two schools had 

academically unacceptable ratings. Four schools (including the recognized high school 

and AEA academically acceptable/reconstituted high school) either opted to not 

participate or had such a low number of teachers responding that these teachers could 

not adequately represent their school. Perceptions of these teachers were still included 

in the summary data where possible. In addition, five teachers completed the 35 

question survey but had some missing demographic data. These perceptions were 

included for analyses in the overall mean cultural proficiency ratings.  

The sample consisted of 42 males (40.4%), and 62 females (59.6%). The 

average age for the respondents was 49.5 years old with a range of 24 to 71 years.  

African-American teachers were 33.7% of the sample; Hispanic teachers were 11.5% of 

the sample; and White teachers were 51% of the sample. In addition to age and 

ethnicity, respondents were evaluated by other independent variables, including years 

of teaching experience, subject taught, and accountability rating of the school. The 

largest group by far, at 38.5% of the sample, had 11-20 years of experience teaching in 

the classroom. Teachers with over 20 years of experience were a sizable 29.8% of the 

sample, followed by teachers with 6-10 years of experience at 17.3%. Finally, teachers 

with the least amount of experience (1-5 years) had the least amount of survey 

respondents, at 14.4%. The greatest number of teachers who responded to the survey 

taught electives (33.7%); and at 18.3%, slightly more than half as many 

reading/language arts teachers responded. Science teachers were a distant 7.7% of 
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sample respondents while math, social studies, and certified teachers in other areas 

(such as counselors and special education teachers), all responded in equal numbers, 

each at 13.5% of the sample. A close look reveals that over 75% of the respondents 

worked at schools rated as “acceptable,” to the high-performing “exemplary” status. 

Forty-four of the 104 teachers taught at High School 1 (with a Black male principal) and 

15 of the participants in the study taught at High School 2 (with a Black male principal). 

Twelve respondents were from High School 3 (with a White male principal), eight from 

High School 4 (with a White female principal); 11 from High School 5 (with a White 

female principal); and nine from High School 6 (with a Hispanic male principal). Five 

respondents had some missing demographic data but their survey answers assessing 

the dependent variable (teachers’ perceptions of their principal’s culturally proficient 

leadership ratings) were still analyzed. 

The fact that so many respondents (almost half) came from School 1 is 

recognized as a potential skew in this study’s aggregate data pool. Altogether, 57% of 

all respondents were the same gender as their respective principals, leaving 43% that 

were not. Sixty percent of the respondents had a Black or African-American principal at 

their school, 9% percent worked with a Latino or Hispanic principal, and 31% had a 

White or Caucasian principal. Roughly 39% of all responding teachers were the same 

ethnicity of their respective principals.  

 

Instrumentation 

A cultural proficiency survey developed by Dr. Camille Smith and modified by Dr. 

Mack T. Hines III was utilized to explore teachers’ perceptions of the use of culturally 
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proficient leadership practices of the principals (based on the essential elements of 

cultural proficiency). Permission to utilize and adapt the survey was secured from Dr. 

Smith and Dr. Hines (Appendix D). The cultural proficiency practices and essential 

elements/constructs imbedded in Smith & Hines’ instrument was developed by five 

researchers: Dr. Terry Cross, who developed an organization cultural competency 

model (1989); Dr. Kikanza Nuri-Robins, who has helped organizations in transition from 

IBM® to school districts in New York and California; Dr. Randall P. Lindsey, a 

consultant who has taken a special interest in studying the behavior of White people in 

multicultural settings; Dr. Delores B. Lindsey, who helps organizations and groups 

examine their policies and practices; and Dr. Raymond D. Terrell who is the Assistant 

Dean of Research and Diversity and a member of the Department of Educational 

Leadership at Miami University in Oxford, Ohio. Permission was given to utilize the 

cultural proficiency materials found in Cultural Proficiency: A Manual for School Leaders 

(Lindsey, Nuri-Robins, & Terrell, 2009a, p. 18).  (See permission in Appendix D.) 

Appendix I provides the breakdown of questions (Q1-Q35) included in the six 

constructs and the various areas the constructs were intended to assess. The high 

alpha scores in each of the six areas provided justification for adding the constructs 

together to create a total proficiency score. Appendix J provides the frequency of 

responses in numerical form, which again points to a uniformity and consistency of 

responses. 

 

Survey Instrument 

The survey instrument consisted of two parts. Part 1 asked participants to 
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provide demographic information (independent variables). These included age, gender, 

ethnic background, years of teaching and content area taught, as well as school 

information including the academic rating for the 2010-2011 school year and the name 

of the school. Part 2 consisted of a 35-item questionnaire using a Likert-type rating 

scale (assessing the dependent variable). Teachers were asked in this section to 

indicate perceptions of their principal as a culturally proficient leader in relation to five 

essential elements identified by Lindsey et al. (2009b, p. 126). One additional construct, 

inclusiveness was also assessed (Smith, 2004; Hines & Kritsonis, 2008; Vancouver 

Ethnocultural Advisory Committee, 2002). The breakdown of the 35 questions and their 

corresponding elements is included in Appendix G. The 5-point Likert scale rating 

assessed the teachers’ perceptions of their principal’s frequency of using culturally 

proficient practices. The scale ranged from never use s= 1, rarely uses = 2, sometimes 

uses = 3, frequently uses = 4, and always uses = 5. The survey is provided in Appendix 

H. 

 

Reliability and Validity 

Hines’ adaptation of Smith’s survey instrument was utilized.  Hines ran a 

Cronbach's alpha test on the questions related to valuing diversity and found an alpha 

of 0.82. Hines found an alpha of 0.86 on questions related to assessing the culture; 0.86 

on the items related to managing the dynamics of difference; 0.80 on the items related 

to institutionalizing cultural knowledge; 0.83 on the items related to adapting to diversity; 

and 0.91 on the items related to Inclusiveness. 
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Hines validated his modified instrument by presenting it to a panel of professors 

who taught cultural proficiency courses. After following suggestions for improving survey 

items and piloting the survey to 34 teachers, the alpha coefficient for internal 

consistency was 0.74. Although Hines and Kritsonis (2008) had already calculated high 

alpha scores for his modified survey, similar high reliability and consistency was 

demonstrated by reassessing the Cronbach alpha scores in this study (Appendix I). 

These high alpha scores justified building a study on the essential elements and the 

inclusiveness construct. All responses within each of the six areas were added to 

calculate a total proficiency score. This total proficiency score was created for the 

instrument by adding up the ratings given by the teachers (1-5) on each of the 35 

questions, resulting in a maximum possible score of 175 and a minimum of 35.  This 

total proficiency score will be used in subsequent analyses.   

 

Procedures 

Electronic communication was e-mailed to 746 teachers within high schools 

located in a large urban district in Texas explaining the study, the major concept of 

cultural proficiency, and requesting consent to participate (Appendix C). The letter 

ensured teachers of confidentiality of their responses. Teachers were informed that by 

clicking on the link indicated their agreement to participate in the study and for the data 

collected in Survey Monkey® (www.survey monkey.com), a data collection software 

program, to be utilized. Data from the study was stored within the Survey Monkey® 

online database for the duration of the study, which required my unique user name and 

password. Follow-up messages were sent to ensure an adequate number of 

http://www.surveymonkey.com/
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participants. To maintain confidentiality, the survey did not ask for specific identifying 

information.  A return rate of 15% was anticipated. 

 

Data Analysis 

Respondent’s profiles were characterized and tabulated, including the frequency 

of females and males who participated in the study, race/ethnicities of each participant, 

age group of the individuals, levels of experience, subject areas taught by each 

participant, and accountability ratings of each school where the participant taught. 

Demographic variables and school level ratings were analyzed using ANOVA tests to 

see if there were statistically significant differences between mean proficiency scores for 

each variable group. The analyses of the data were performed by an SPSS™ 

(www.SPSS.com) software package program. Statistical processes, including 

significance tests, standard deviation computation, and one-way variance analysis 

(ANOVA), were conducted. If the ANOVA were significant at the .05 level (p < .05 or 

lower), least significant difference (LSD) and Tukey post hoc tests were performed. The 

means and standard deviations of the scores (teachers’ perceptions of their principals’ 

utilizing culturally proficient leadership practices) will be presented. In addition, total 

proficiency scores are presented according to each variable. 

Research Question 1 was analyzed using descriptive statistics. Means and 

standard deviations were calculated for each survey question (n = 35).  Data was 

presented by construct (an average score of questions in that area), by question, and by 

total cultural proficiency score in order to fully examine the extent to which teachers 

perceived principals to be culturally proficient. The total cultural proficiency score was 

http://www.spss.com/
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calculated by adding the mean ratings of all 35 questions on the survey (1-5) and 

averaging the responses. Data for Research Question 2 was analyzed using an ANOVA 

test to see if there were significant differences in total cultural proficiency score by 

gender of the teachers. Data for Research Question 3 was analyzed using an ANOVA 

test to see if there were significant differences in total cultural proficiency score by 

teacher age groups (20-39, 40-59 and 60-79). Data for Research Question 4 was 

analyzed using an ANOVA test to see if there were significant differences in total 

cultural proficiency score by teacher race/ethnicity (Black or African American, Hispanic 

or Latino, White, or Other). Data for Research Question 5 was analyzed using an 

ANOVA test to see if there were significant differences in total cultural proficiency score 

by teachers’ years of experience (1-5, 6-10, 11-20, and over 20 years). Data for 

Research Question 6 was analyzed using an ANOVA test to see if there were significant 

differences in total cultural proficiency score by teacher content areas (math, 

reading/language arts, science, social studies, elective, and other).   

Data for Research Question 7 was analyzed using an ANOVA test to see if there 

were significant differences in total cultural proficiency score by differences in race 

between principals and teachers. Teachers whose ethnicity matched the principals were 

placed in a group and teachers whose ethnicity did not match the principals were placed 

in another group for this analysis. Data for Research Question 8 was analyzed using an 

ANOVA test to see if there were significant differences in total cultural proficiency score 

by differences in gender between principals and teachers. Teachers whose gender was 

the same as their principals were placed in one group and teachers whose gender was 

not the same as their principals were placed in another group for this analysis. Data for 
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Research Question 9 was analyzed using an ANOVA test to see if there were significant 

differences in total cultural proficiency score by school accountability rating (exemplary, 

recognized, acceptable, unacceptable, and acceptable/reconstituted).   

After investigating p-values and observing how all of responses were distributed, 

data was summarized. When the mean value was calculated equal to p < .05 or lower, 

the perception was accepted as significant; when the mean value was calculated as 

equal to or as higher than p < .05, the perception was accepted as having no significant 

difference. Levene’s Test was used to assess the assumption that variances of the 

population from which the samples were drawn were equal. Tukey and LSD post hoc 

tests were performed for areas accepted as having a significantly different perception.    

 

Summary 

This study yields descriptive and comparative statistics for a self-selected sample 

of 104 teachers serving in six public schools in a large urban district in the Southwest. 

The first section of the questionnaire collected demographic data including gender, 

race, content area, years of experience of the teachers, as well as school information 

including the name and rating of the school. Collection of this information provided the 

opportunity for an in-depth analysis of the teachers’ perceptions of their principal’s use 

of culturally proficient practices (the dependent variable). These perceptions were 

measured using a Likert scale rating (1-5) based on the six essential elements of 

cultural proficiency in Part 2 of the survey. Scores in each of the constructs were 

analyzed and discussed. There were no correct or incorrect answers, only perceptions 

of what the teachers believed about their principals’ use of culturally proficient 
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leadership practices. The survey link was distributed through e-mail within the Texas 

school district and sent out to 746 high school teachers.   

Research Question 1 was analyzed using descriptive statistics. Means and 

standard deviations were calculated for each survey question (n = 35). Data was 

presented by construct (an average score of questions in that area), by question, and by 

total cultural proficiency score in order to fully examine the extent to which teachers 

perceived principals to be culturally proficient. Data for Research Questions 2 through 9 

were analyzed using an ANOVA test for all categorical variables. Tukey and LSD post 

hoc tests were performed for areas accepted as having a significantly different 

perception.    
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CHAPTER 4 

DATA ANALYSIS AND RESULTS 

This study examined high school teachers’ perceptions of their principals as 

culturally proficient leaders, and how teacher-, school-, and principal-related factors 

impacted these perceptions. Demographic information and school information was 

provided by the teacher, and consideration was given to principal information such as 

gender and ethnicity. These research questions are followed by the results of the 35-

question survey regarding teachers’ perceptions of their principals’ use of culturally 

proficient leadership practices.   

 

Brief Methodology Overview 

In May, 2011, a consent form was e-mailed to 746 high school teachers providing 

a link to participate in an electronic questionnaire (Part I) and the cultural proficiency 

survey (Part 2). This link was available for two weeks. A final sample of 104 teachers (a 

14% response rate) completed the survey. The instrumentation for this study was 

Smith’s (2004) survey modified by Hines and Kritsonis (2008). This study utilized 

descriptive and comparative statistics in order to present quantitative data in an 

understandable form. Descriptive statistics provide powerful summaries allowing for 

comparisons across the participants (Trochim, 2006). Statistical inferences were made 

about principals and cultural proficiency ratings (the independent variable) through 

examining which teachers (i.e., males or females; teachers with more or less 

experience; older or younger teachers, etc.) rated their principals higher. Responses to 

all 35 questions in the cultural proficiency survey were summarized individually. In 
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addition, one overall proficiency score was computed for each survey (a sum of all of 

the scores of the 35 questions). A Cronbach’s alpha was used to verify the reliability of 

the items grouped in each construct.  

 

Presentation of Data 

The results of the study are presented by each of the research questions.   

1. To what extent do teachers perceive their principals to be culturally proficient? 

 

Table 1 
 
Average Mean Construct Scores Given by All Teachers 

Essential Element Cultural Proficiency Score 

Institutionalizing Cultural Knowledge 3.34 
Assessing the Culture 3.27 
Valuing Diversity 3.19 
Inclusiveness 3.17 
Adapting 3.10 
Managing the Dynamics of Difference 2.89 

 

Table 1 illustrates a breakdown of each of the mean scores by essential element.  

Principals received the lowest mean scores in the constructs adapting and managing 

the dynamics of difference.   
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Table 2 

Descriptive Statistics for Total Proficiency Score  

Descriptive Statistics Total Proficiency Score 

Valid 104 
Mean 111.5577 
Median 106.5000 
Mode 122.00 
Standard deviation 32.57607 
Skewness .206 
Std. error of skewness .237 
Kurtosis -.778 
Std. error of kurtosis .469 

 
 

The 104 teachers in the sample rated their principals an average overall total 

proficiency score of 111.56 out of 175 possible cultural proficiency points (See Table 2). 

The minimum cultural proficiency rating was 49 points and the maximum was 175 points 

(Appendix I provides an overview of cultural proficiency scores at each school within the 

district). 

 

Table 3 

Mean Rating Scores for Each Survey: Question N = 104, Minimum = 1, Maximum = 5 
 
Question Survey Question Mean 

Score 
Standard 
Deviation 

1 Designating funding and human resources to address 
issues that relate to cultural diversity. 

3.20 .979 

2 Exposing faculty to staff development on addressing 
diverse student populations. 

3.26 .975 

3 Handling formalities to ensure that faculty and visitors 
are welcome to the school. 

3.68 1.045 

 
          (table continues)  
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Table 3 (continued). 
 
Question Survey Question Mean 

Score 
Standard 
Deviation 

4 Disseminating demographic information to enhance 
faculty members’ awareness of the relevance of 
cultural diversity. 

3.36 1.088 

5 Using language in documents and statements that 
acknowledge cultural diversity of students. 

3.34 1.094 

6 Creating a climate that has high academic expectations 
for all students. 

3.78 1.106 

7 Encouraging staff to obtain certification in specifically 
designed academic instruction. 

3.37 1.231 

8 Making provisions for teachers to receive training on 
making curriculum modifications in accordance to the 
cultural and linguistic makeup of students. 

3.30 1.078 

9 Creating academic intervention programs that meet the 
needs of diverse students.  

3.33 1.127 

10 Providing instruction that addresses the background of 
diverse students. 

3.37 1.062 

11 Providing inclusive environment that acknowledges the 
diversity of students. 

3.50 1.052 

12 Ensuring that school policies are sensitive to the 
cultural makeup of the school. 

3.55 1.042 

13 Making decisions that re inclusive of diverse 
perspectives. 

3.41 1.048 

14 Providing faculty and staff members with conflict 
resolution training. 

2.53 1.106 

15 Ensuring that all groups of students and teachers are 
aware of how their cultural norms and behaviors 
influence the climate of the school. 

2.98 1.199 

16 Communicating ability to function effectively in cross 
cultural situations. 

3.12 1.082 

17 Evaluating faculty members’ ability to display culturally 
proficient behaviors. 

2.96 1.198 

18 Maintaining school activities conducive to effectively 
working with and learning in cross cultural situations. 

3.31 1.025 

19 Assessing barriers to core curriculum for culturally 
diverse students. 

3.12 1.086 

20 Showing sensitivity to cultural differences during 
performance evaluations of faculty members. 

3.08 1.188 

21 Developing complaint resolution processes that have 
been communicated to parents. 

3.15 1.164 
 

     
          (table continues) 
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Table 3 (continued). 
 
Question Survey Question Mean 

Score 
Standard 
Deviation 

22 Evaluating the extent to which curricular and 
institutional practices address the linguistic and cultural 
differences of students. 

3.13 1.089 

23 Organizing diverse members into interview panels for 
hiring new faculty/staff members. 

2.78 1.214 

24 Developing programs with opportunities for 
consultation with a diverse parent group. 

2.91 1.124 

25 Developing policies with stakeholders who represent 
the cultural makeup of students. 

2.91 1.175 

26 Creating a school environment that inspires students 
and teachers to acknowledge other cultures while 
retaining the uniqueness of their ethnic identity. 

3.26 1.246 

27 Ensuring that extracurricular activities are inclusive of 
community members are from ethnic groups. 

3.33 1.144 

28 Accommodating diverse cultural norms that may exist 
in the school. 

3.20 1.056 

29 Creating school activities that appeal to 
demographically mixed groups of students. 

3.33 1.101 

30 Providing training that develops faculty and staff 
members’ confidence to function in cross cultural 
situations. 

2.92 1.138 

31 Providing leadership in creating policy statements that 
are inclusive of diversity. 

3.08 1.188 

32 Creating conflict resolution services for students. 3.00 1.199 
33 Ensuring that school policies promote and advocate for 

culturally proficient behaviors among faculty and staff 
members. 

3.14 1.178 

34  Establishing diverse advisory groups. 2.88 1.193 
35 Connecting students and staff to external organizations 

and resources that represent cultural diversity. 
2.99 1.066 

 
 
 

The mean score of each survey question and the standard deviation is provided 

in Table 3. Teachers across all six schools rated their principals with an average mean 

score of 3.16 across all 35 questions. Question 6 has the highest mean score of 3.78. 

Question 14 has the lowest mean score of 2.53.  
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2. Do the cultural proficiency ratings of principals vary by teacher gender? 

 
Table 4 

Frequencies and Percentages of Teachers by Gender and Mean Cultural Proficiency 
Scores 

        Gender Frequency    Percent Cultural Proficiency Score 

  Valid     Male 42 40.4 113.91 
             Female 62 59.6 109.97 

             Total 104 100.0  

 

 
Table 5 

Analysis of Variance for the Difference of Mean Cultural Proficiency Score by Gender  

Source                                  SS       df MS F     p value 

Treatment 388.10  1 388.099  0.36 0.5479 

Error 108915.55  102 1,067.800    

Total 109303.65  103       

 
 
Based on the results of the analysis of variance, it can be concluded with a 95% 

confidence level that there is no significant difference between the mean cultural 

proficiency scores of principals by male and female teachers (Tables 4 and 5). The p-

value of 0.5479 is larger than the selected alpha level of 0.05.  

 
3. Do the cultural proficiency ratings of principals vary by teacher age group? 
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Table 6 

Frequencies and Percentages of Teachers by Age Group and Mean Cultural Proficiency 
Scores 

Age Group Frequency Percent Cultural Proficiency Score 

Valid       20-39   22  21.2 109.32 
               40-59   58  55.8 109.02 
               60-79   24  23.1 119.75 

      Total 104 100.0  

 

 
Table 7 

Analysis of Variance for the Differences of Mean Cultural Proficiency Score by Age 
Group 

Source         SS   df      MS    F p value 

Between 
Groups 

    2095.398     2 1047.699 0.987 0.376 

Within Groups 107208.255 101 1061.468   

Total 109303.654 103    

 
The significance level of 0.376 is larger than the selected alpha level of 0.05; 

therefore, the analysis of variance shows that there is no significant difference among 

the cultural proficiency scores of principals by teachers of different age groups (Tables 6 

and 7). 

4. Do the cultural proficiency ratings of principals vary by teacher race/ethnicity? 
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Table 8 

Frequencies and Percentages of Teachers by Race/Ethnicity and Mean Cultural  
Proficiency Scores 

Race/Ethnicity Frequency Percent Cultural Proficiency Score 

Valid     Black or African American   35   33.7 118.20 
             Hispanic or Latino   12   11.5 125.70 
             White   53   51.0 103.70 
             Other     4     3.8 115.50 
             Total 104 100.0  
 

 

Table 9 

Analysis of Variance for the Differences of Mean Cultural Proficiency Scores by  
Race/Ethnicity 

Source Sum of Squares df Mean Square F Sig. 

Between Groups      7255.846     3 2418.615 2.370 0.075 
Within Groups  102047.808 100 1020.478   
Total  109303.654 103    
 

 

The significance level of 0.075 is larger than the selected alpha level of 0.05; 

therefore, the analysis of variance shows that there is no significant difference among 

the cultural proficiency scores of principals by teachers of different races/ethnicities 

(Tables 8 and 9). 

 
5. Do the cultural proficiency ratings of principals vary by teacher years of 

experience? 
 



 

58 

Table 10 
 
Frequencies and Percentages of Teachers by Experience Group and Cultural 
Proficiency Scores 
 

Experience Group Frequency Percent Cultural Proficiency Score 

1 to 5 years 15 14.4 125.53 

6 to 10 years 18 17.3 108.44 

11 to 20 years 40 38.5 102.00 

Over 20 years 31 29.8 118.94 

Total 104 100.0  
 
 
 
Table 11 
 
Analysis of Variance for the Difference of Mean Cultural Proficiency Scores by 
Experience Group 
 

Source 
Sum of 
Squares df Mean Square F Sig. 

Between Groups 8445.605 3 2815.202 2.791 0.044 

Within Groups 100858.049 100 1008.580   

Total 109303.654 103    
 
The analysis of variance shows that there is a statistically significant difference 

among the cultural proficiency scores of principals by teachers of different experience 

groups (able 11). The significance level of 0.044 is smaller than the selected alpha level 

of 0.05; therefore, post hoc tests were performed. 
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Table 12 
 
LSD Post Hoc Test for Years of Experience 
 

 

 (I) 
Experience (J) Experience 

Mean 
Difference 

(I-J) Std. Error    Sig. 

95% Confidence Interval 
Lower 
Bound 

Upper 
Bound 

1 to 5 years 6 to 10 years 17.08889 11.10275 .127 -4.9386 39.1164 
11 to 20 years 23.53333* 9.61526 .016 4.4569 42.6097 
Over 20 years 6.59785 9.98867 .510 -13.2194 26.4151 

6 to 10 years 1 to 5 years -17.08889 11.10275 .127 -39.1164 4.9386 
11 to 20 years 6.44444 9.01370 .476 -11.4385 24.3274 
Over 20 years -10.49104 9.41101 .268 -29.1622 8.1801 

11 to 20 
years 

1 to 5 years -23.53333* 9.61526 .016 -42.6097 -4.4569 
6 to 10 years -6.44444 9.01370 .476 -24.3274 11.4385 
Over 20 years -16.93548* 7.59930 .028 -32.0123 -1.8587 

Over 20 
years 

1 to 5 years -6.59785 9.98867 .510 -26.4151 13.2194 
6 to 10 years 10.49104 9.41101 .268 -8.1801 29.1622 
11 to 20 years 16.93548* 7.59930 .028 1.8587 32.0123 

Note: * The mean difference is significant at the 0.05 level. 
 
 

The LSD post hoc test revealed teachers with 11 to 20 years of experience rated 

their principals significantly different than teachers in other experience groups (able 12). 

The total proficiency score of teachers with 1 to 5 years of experience was 125.533 

points (23.53 points higher than teachers with 11 to 20 years of experience). The total 

proficiency score of teachers with over 20 years of experience was 118.941(16.94 

points higher) than teachers with 11 to 20 years of experience.   

 
6. Do the cultural proficiency ratings of principals vary by teacher content area?  
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Table 13  
 
Frequencies and Percentages of Teachers by Content Area and Cultural Proficiency 
Scores 
 

Content Area Frequency Percent Cultural Proficiency Score 

Math 14 13.5 106.36 
Reading/Language Arts 19 18.3 112.47 
Science 8 7.7 115.13 
Social Studies 14 13.5 109.29 
Elective 35 33.7 114.06 
Other 14 13.5 109.50 
Total 104 100.0  

 
 
 
 
Table 14 
 
Analysis of Variance for the Difference of Mean Cultural Proficiency Scores by Content 
Area 
 

Source Sum of Squares    df Mean Square    F Sig. 

Between Groups       846.585      5 169.317 0.153 0.979 
Within Groups 108457.069   98 1106.705   
Total 109303.654 103    
 

The significance level of 0.979 is larger than the selected alpha level of 0.05; 

therefore, the analysis of variance shows that there is no difference among the cultural 

proficiency scores of principals by teachers of different content areas (Tables 13 and 

14). 

 
7. Do the cultural proficiency ratings of principals vary by differences in race 

between principals and teachers? 
 



 

61 

Table 15 
 
Frequencies and Percentage of Teachers Whose Ethnicity Matches Their Principal’s 
Ethnicity and Cultural Proficiency Scores 
 

Race/Ethnicity Match Groups 
Frequency Percent 

Cultural Proficiency 
Score 

Teacher's ethnicity matched principal's 
ethnicity 

40 38.5 112.83 

Teacher's ethnicity did not match principal's 
ethnicity 

59 56.7 110.49 

Total 99 95.2  

Missing 5 4.8  
Total 104 100.0  

 
 
Table 16 
 
Analysis of Variance for the Difference of Mean Cultural Proficiency Scores by 
Teachers Match of Principals’ Ethnicity 
 

Source 
Sum of 

Squares df Mean Square F Sig. 

Between Groups 129.802 1 129.802 0.116 0.734 
Within Groups 108824.521 97 1121.902   

Total 108954.323 98    
 

The significance level of 0.734 is larger than the selected alpha level of 0.05; 

therefore, the analysis of variance shows that there is no difference among the cultural 

proficiency scores of teachers who share the same race/ethnicity as their principal 

versus those who are a different race/ethnicity (Tables 15 and 16). 

 
8. Do the cultural proficiency ratings of principals vary by differences in gender 

between principals and teachers? 
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Table 17 
 
Frequencies and Percentage of Teachers Whose Gender Matches Their Principal’s 
Gender and Cultural Proficiency Scores 
 

Gender Match Groups Frequency Percent Cultural Proficiency Score 

Not Matching 56 53.8 111.14 
Matching 43 41.3                    111.81 
Total 99 95.2  
Missing 5 4.8  
Total 104 100.0  

 
 
 
Table 18 
 
Analysis of Variance for the Difference of Mean Cultural Proficiency Scores by Teachers 
Match of Principals Gender 
 

Source Sum of Squares df Mean Square F Sig. 

Between Groups 10.954 1 10.954 0.010 0.922 
Within Groups 108943.369 97 1123.128   
Total 108954.323 98    
 
 

 

The significance level of 0.922 is larger than the selected alpha level of 0.05; 

therefore, the analysis of variance shows that there is no difference among the Cultural 

Proficiency Scores of teachers who share the same gender as their principal versus 

those who are different genders (see Tables 17 and 18). 

 

9. Do the cultural proficiency ratings of principals vary by school accountability 
rating? 
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Table 19 
 
Frequencies and Percentage of Teachers by School Accountability Rating and Cultural 
Proficiency Scores 
 

Accountability Rating Frequency Percent Cultural Proficiency Score 

Exemplary 8 8.7 162.63 
Acceptable 67 60.6 107.27 
Unacceptable 29 22.1 107.38 
Total 104 100.0  

 
 
 
Table 20 
 
Analysis of Variance for the Difference of Mean Cultural Proficiency Scores by 
Accountability Rating 
 

   Sum of 
Squares df       Mean Square F Sig. 

Between Groups 22601.787     2 11300.894 13.165 0.000 

Within Groups 86701.867 101 858.434   
Total  109303.654 103    
 

 

The analysis of variance shows that there is a statistically significant difference 

among the cultural proficiency ratings by teachers of different school accountability 

ratings (Tables 19 and 20). The significance level of 0.0001 is smaller than the selected 

alpha level of 0.05; therefore post host tests were performed. 
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Table 21 

Tukey & LSD Post Hoc Tests for School Rating 

 

(I) Academic 
Rating 

(J) Academic 
Rating 

Mean Difference 
(I-J)    Std. Error   Sig. 

95% Confidence Interval 
 Lower 

Bound Upper Bound 

Tukey HSD Exemplary Acceptable 55.35634* 10.95978     0.000 29.2857 81.4270 
Unacceptable 55.24569* 11.70066     0.000 27.41277 83.0787 

Acceptable Exemplary -55.35634* 10.95978     0.000 -81.4270 -29.2857 
Unacceptable    -.11065 6.51258     1.000 -15.6025 15.3812 

Unacceptable Exemplary -55.24569* 11.70066     0.000 -83.0787 -27.4127 
Acceptable     .11065 6.51258     1.000 -15.3812 15.6025 

LSD Exemplary Acceptable 55.35634* 10.95978     0.000 33.6151 77.0976 
Unacceptable 55.24569* 11.70066     0.000 32.0347 78.4567 

Acceptable Exemplary -55.35634* 10.95978     0.000 -77.0976 -33.6151 
Unacceptable    -.11065 6.51258     0.986 -13.0299 12.8085 

Unacceptable Exemplary -55.24569* 11.70066    0.000 -78.4567 -32.0347 
Acceptable     .11065 6.51258     0.986 -12.8085 13.0299 

Note: * The mean difference is significant at the 0.05 level. 
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The Tukey and LSD post hoc tests revealed teachers from an exemplary school 

rated their principal significantly different than teachers from schools with other 

accountability ratings (Table 21). The total proficiency score of teachers from the 

exemplary school was 162.63 points (over 55 points higher than teachers from schools 

with other accountability ratings).   
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CHAPTER 5 

SUMMARY, DISCUSSION, AND RECOMMENDATIONS 

The purpose of this study was to explore the extent to which Texas high school 

teachers perceived their principals to be culturally proficient. Teachers’ demographic, 

school, and principal information was examined to see which factors were statistically 

significant in the way teachers rated their principals. This quantitative study was a 

descriptive and comparative analysis using a modified version of the “Practices for 

Developing a Culturally Competent School Environment” instrument developed from the 

research and instrumentation of Smith (2004), and modified by Hines and Kritsonis 

(2008), into the “Culturally Proficient Leadership Scale.” It consisted of a 35-question 

survey using a Likert scale, assessing teacher perceptions of their principal’s use of 

culturally proficient leadership practices. This modified instrument was distributed 

electronically to 746 Texas high schools teachers in six schools. One-hundred and four 

teachers responded.  

 

Table 22 

Summary of Results/Significance for each Research Question 

Research Question Conclusion 

1. To what extent do teachers perceive their principals to be 
      culturally proficient? 

Descriptive (see 
comments below) 

2. Do the cultural proficiency ratings of principals vary by 
teacher gender? 

Not significant 

3. Do the cultural proficiency ratings of principals vary by 
teacher age group? 

Not significant 

          (table continues) 
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Table 22 (continued). 

Research Question Conclusion 

4. Do the culturally proficiency ratings of principals vary by 
teacher race/ethnicity? 

Not Significant 

5. Do the cultural proficiency ratings of principals vary by 
teacher’s years of experience? 

Significant 

6. Do the cultural proficiency ratings of principals vary by 
teacher content area? 

Not significant 

7. Do the cultural proficiency ratings of principals vary by 
differences in race between principals and teachers? 

Not significant 

8. Do the cultural proficiency ratings of principals vary by 
differences in gender between principals and teachers? 

Not significant 

9. Do the cultural proficiency ratings of principals vary by 
school accountability rating? Significant 

 

A total proficiency score was calculated by adding together the mean scores 

(1=never uses, 5=always uses) of each of the 35 questions. Question 6 (creating a 

climate that has high academic expectations for all students) had the highest mean 

score of 3.78, while Question Number 14 (providing faculty and staff members with 

conflict resolution training) had the lowest mean score of 2.53. Principals received the 

lowest mean scores in the constructs adapting (3.10), followed by managing the 

dynamics of difference (2.89). Their highest mean scores were obtained in the 

constructs institutionalizing cultural knowledge and resources (3.34), and assessing the 

culture (3.27). 

Teachers across all six schools rated their principals with an average mean score 

of 3.16. Since the mid value on the Likert scale was 3, and most of the mean ratings 

were slightly over 3, teachers tended to rate their principals as “sometimes using” 

culturally proficient practices. Overall, principals received an average total proficiency 
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score of 111.56 out of 175 possible cultural proficiency points. If this score was a school 

exam, it would equate to teachers believing their principals used culturally proficient 

practices 63.75% of the time. 

The analysis of variance showed a statistically significant difference among the 

cultural proficiency scores of principals by teachers with different levels of teaching 

experience. The significance level of 0.044 was smaller than the selected alpha level of 

0.05; therefore, Tukey and LSD post hoc tests were conducted to determine exactly 

where the significant differences were. 

The LSD post hoc test revealed teachers with 11 to 20 years of experience rated 

their principals much lower than teachers in other experience groups. For example, the 

total proficiency score of teachers with 1 to 5 years of experience was 125.533 points 

(23.53 points higher than teachers with 11 to 20 years of experience), while the total 

proficiency score of teachers with over 20 years of experience was 118.94, (16.94 

points higher) than teachers with 11 to 20 years of experience. 

The analysis of variance also showed a statistically significant difference among 

the cultural proficiency ratings by teachers of different school accountability ratings. The 

significance level of 0.0001 is smaller than the selected alpha level of 0.05; likewise, 

Tukey and LSD post hoc tests were conducted to account for these differences. The 

results revealed that teachers from the exemplary school rated their principal higher on 

average than teachers from schools with other accountability ratings. The total 

proficiency score of teachers from the exemplary school was 162.63 points, over 40 

points higher than teachers from schools with other accountability ratings. 
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Discussion of the Results 

This study examined Texas high school teachers’ perceptions of their principals 

as culturally proficient leaders. In my study, teacher age, gender, ethnicity and subject 

area did not make a significant difference in teachers’ perceptions of principals. 

Teachers of various ages, genders, ethnic backgrounds and subject areas gave similar 

cultural proficiency ratings to their principals. In addition, there were no significant 

differences in teachers’ perceptions of the principal’s level of cultural proficiency based 

on differences in ethnicity and gender between principals and teachers.   

There was a significant difference in teachers’ perceptions of their principal’s 

level of cultural proficiency based on school accountability ratings. Although it is 

interesting that school rating is the most significant factor in the current study, in all 

fairness to the non-exemplary schools, having another exemplary school agree to 

participate in the study would have answered many questions. Results may have been 

skewed by not having a balanced sample with equal numbers of exemplary, recognized, 

and AEA academically acceptable/reconstituted schools. Overall, there seemed to be a 

pervasively strong school effect.  

  While academically acceptable and academically unacceptable schools total 

cultural proficiency score averages were extremely close (within an 11 point range), the 

teachers at the exemplary school perceived that their White female principal used 

culturally proficient practices at a much higher level than all others.  Likewise, there was 

a significant difference in average cultural proficiency scores of teachers with various 

years of experience. Teachers with 1-5 years of experience and over 20 years of 

experience tended to rate their principals higher while the 11 to 20 year old group rated 
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their principals about 17-24 points lower.   

School 5 was an academically acceptable school with a White female principal.  

Teachers at School 5 rated their principal the lowest in terms of culturally proficient 

practices. This school was the only school in the study which was newly built within the 

last few years and may face some interesting challenges with its unique blend of 

administrators, teachers, and students. 

School 4 is a magnet school containing concentrated blends of higher performing 

students (who have competed to earn acceptance into the program), as well as 

teachers (who may have been recruited to teach at the school on the basis of past 

performance). It is evident that achievement scores and effects of leadership are more 

pronounced at School 4. I would equate this exemplary magnet school to an inner city 

version of a private school. Based on School 4’s blend of teachers and students, the 

higher levels of achievement and the higher teacher perceptions of their principal’s 

cultural proficiency is not surprising. Also, the culture of the school may place a high 

value on self-expectations. All in all, this principal is leading a school of highly motivated 

teachers and students. The staff seems to collectively have high performing 

expectations for themselves and each other. Some of the findings may be a result of the 

high performing environment with high expectations. It is disappointing that I have no 

other exemplary schools to compare with School 4. 

This study also caused me to look into the “likeability” factor of administrators.  

Principals can be engaging at different levels. The Hispanic male principal at the school 

with the second highest cultural proficiency score recently faced the threat of the state 

taking over his school due to low performance.  However, this academically 
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unacceptable school drastically improved its performance within recent years and was 

taken off of the list for reconstitution. School 6 has the 2nd highest percentage of 

Hispanic students (64%), so perhaps their Hispanic male principal is viewed as 

identifying well with cultural groups on his campus. This principal may also have a 

higher level of respect from the teachers. Perhaps the school is more cohesive as a 

result of facing the danger of a shut down in recent years. It would be interesting to 

know how much this Hispanic principal was immersed in this type of school culture prior 

to becoming a principal in order to see if there is a difference in understanding how this 

culture operates. Again, it would have been nice to have two schools with a Hispanic 

male principal, two schools with a White male principal, and two schools with exemplary 

ratings in order to achieve a balance of teachers’ perceptions of principals with similar 

characteristics. However, this study does have merit in its investigation of teachers’ 

perceptions of principals in multicultural schools in a large urban district in Texas.   

 

Interpretation of the Findings 

The usefulness of theory can be tested in this research. Cultural proficiency 

theory teaches us to look at values – our own and those promoted by the cultures in 

which we are a part. Lindsey, Nuri-Robins, & Terrell (2009a) teach leaders to assess 

any potential factor that would impact the relationships within school culture. All in all, 

teachers at five of the six schools perceived their principals to be below proficient.  The 

only principal perceived as culturally proficient by teachers was the principal at an 

exemplary campus (School 4), who received a rating over 55 points higher than 

principals at other schools.   
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If I were to give percentage grades to principals based on the total proficiency 

scores given by their teachers, School 4’s principal (based on teacher perceptions) 

would set the grading curve with an “A” cultural proficiency rating (92.93%). The 

following schools would follow: School 6 (with a 63.24% rating), School 1 (62.69%), 

School 3 (60.95%), School 2 (58.97%) and School 5 (56.10%). All in all, the average 

percentage grade of the principals is in the mid-D range.   

School Accountability System (SAS) rating was determined to have a significant 

effect in influencing teachers’ perceptions of their principals being culturally proficient. 

School 4, the exemplary school, differed from the other schools in terms of size, type of 

students and focus. It was a specialized school that recruits students, teachers and 

principals who appear to distinguish themselves from the other populations in the study 

(Appendix L).   

Although School 4 is considered culturally diverse, it has the highest population 

of White students (46.9%), White teachers (67.5%), White students (46.9%) and female 

teachers (65.8%). School 4 has the fewest number of students (793) compared to the 

other schools (which each have well over 1,000 students up to 4,587 students). School 

4 received the most Texas Education Agency (TEA) gold acknowledgements, including 

attendance, advanced academic courses, college ready graduates, recognized high 

school program, Texas Success Initiative (TSI) English/Language Arts (ELA) and TSI 

Math.  School 4 also received commended performance acknowledgments on reading 

ELA and social studies. The only other school in the study to receive TEA 

acknowledgements was School 1, which earned a gold acknowledgement in social 

studies.   
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School 4 has the fewest number of students eligible for free and reduced lunch 

(27%), the least number of special education students (2%), limited English students 

(1.1%), and economically disadvantaged students (27.1%). School 4 had the highest 

percentages of students meeting standards for reading ELA, math, science, and social 

studies (from 91-100%). Nearly all graduates (98.2%) at School 4 enroll in post-

secondary education followed by graduates at School 5 (57%). Almost half of the 

student body at School 4 (49.3%) has completed one TEA or dual-enrollment course 

followed by students at School 1 (25%). Nearly the entire student body of School 4 

graduates in four years (98.2%) followed by students at School 1 (76.5%). School 4 has 

the highest percentage of students present 90% of the time (92.5%) and on time for 

graduation (92.5%) followed by School 1 (79.6% and 72.3% respectively). Finally, 

School 4 has the highest teacher attendance rate (92%) followed by School 6 (91.9%). 

School 4 also has the most teachers teaching for over 20 years (48.7%) followed by 

School 1 (28.1%). 

Although School 4 has the fewest number of teachers overall, it has the highest 

percentage of White teachers. Perhaps School 4’s White female principal does not have 

the same challenges with cultural proficiency because the culture of the campus is not 

facing the same issues present on other campuses. On the other hand, the principal at 

School 5 (also a White female) received the lowest ratings in terms of cultural 

proficiency. All in all, the teachers at the exemplary school had the highest perceptions 

of their principal (162.63), followed by much lower mean ratings at academically 

unacceptable schools (107.38) and academically acceptable schools (107.27). 
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Relationship of the Current Study to Previous Research 

According to the literature review, teacher perceptions and cultural proficiency 

studies unfolded a plethora of conclusions. The results of this study agreed with 

Karaköse’s (2008) finding that teachers’ years of experience impacted their ratings of 

their principal. While Karaköse concluded that teachers’ perceptions based on teacher 

gender and subject taught also made a significant difference in ratings, these two 

factors did not have a main effect in my study.   

Similarly, Ware (2010) found no significant main effect for rating based on age 

and gender. However, he found teachers, ages 31-50, rated their principal’s leadership 

lower than the other two groups of teachers with different ages (51 & older and 30 & 

younger).  Although teacher age was not a significant factor in my study, the teachers, 

ages 60 and older, in my study rated their principals 10 points higher (119.75) than the 

other two age groups. Teachers, ages 20-39, rated their principals 109.32 and teachers, 

ages 40-59, rated their principals 109.02.   

Felton (2010) concluded that principals at higher performing schools were rated 

higher. This finding was definitely true for School 4 (the exemplary school) whose 

principal received perception ratings nearly 55 points higher than principals at the other 

schools. Teachers at an academically unacceptable campus (School 2) gave their 

principal the second highest total proficiency score (110.67). Although School 1 

(academically acceptable) and School 3 (academically acceptable) came in 3rd and 4th 

place in terms of cultural proficiency scores (109.7 and 106.7), it is important to 

remember the small range of scores in non-exemplary schools.  When School 4 is 

removed from the equation, the other five schools’ cultural proficiency scores differ by a 
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range of only 11.51 points.   

Felton (2010) determined that teachers with over 20 years of experience reported 

observing less desirable traits in their principals. This was not the case in my study 

which found a significant difference in the teacher group with 11-20 years of experience. 

The 11-20 year old group had the lowest perceptions of their principal’s use of culturally 

proficient practices (108.44), while teachers with 1-5 years of experience and over 20 

years of experience gave higher ratings (125.33 and 118.94 respectively).   

I must agree with Jones (2002) that black and white teachers in urban schools 

perceive their principals’ leadership differently. Although the difference is not significant 

in my study, it is noteworthy that black teachers rated their principals 118.2 points; 

Hispanics rated their principals 125.7 points; other teachers (Native American and 

Asian) rated their principals 115.5 points; while white teachers across the district rated 

their principals 103.7 points. A possible explanation might be leadership styles (Durrah, 

2009).  Also, the two white female principals received such different ratings (School 4’s 

principal received the highest teacher perception rating while School 5’s principal 

received the lowest). School 5 was a newly built school, whereas School 4 was an 

exemplary school with private school qualities. Bowers (2009) concluded that there 

were statistically significant differences in responses depending on whether teachers 

taught at a regular public or private school.  As discussed previously, School 4 does not 

appear to be a “regular” public school after examining it closely in the current study. 

The research concluded that male and female principals are rated differently 

(Durrah, 2009); and that teachers tend to rate principals of their own demographic group 

higher, especially women who give men lower evaluations (Ballou & Podgursky, 1995).  
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Although not significantly different, female teachers rated their principals 3.94 points 

lower than males in the current study. 

The homophily theory discussed by Hines and Kritsonis (2008) may be true for 

the White female principal at School 4 with the highest teacher perceptions. This 

homophily theory suggests that teachers of a similar racial background will rate their 

principal of that background higher. The principal at School 4 had the most teachers of 

her same gender (65.8% female) and ethnicity (67.5% White teachers) in her school 

population, and the teachers who responded to the survey from her school rated her 

very highly (Appendices L & M). Due to the fact that male teachers from her school 

gave her an even higher mean score (162.63) than the female teachers (159.83), it is 

important to look at other explanations for the high rating, including the school effect 

presented earlier. 

The homophily theory is not consistently supported throughout all areas of this 

research. There appeared to be a tendency for the minorities to rate their principals 

higher than Whites (although this difference was not significant). For example, the 

minority teachers at school 1 (with a Black male principal) rated their minority principal 

16.61 points higher (118.77) than White teachers (102.16); and teachers of the same 

gender rated him three points higher than females. Meanwhile, the minorities at School 

2 (with a Black male principal) also rated their minority principal 19.46 points higher 

(114.43) than Whites (94.67) but teachers of the same gender rated him three points 

lower. Females at School 5 rated their female principal extremely low (69.6) while males 

perceived her use of culturally proficient practices to be much higher (122). The minority 

teachers at School 5 rated their White female principal 20.52 points higher (112.40) 
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than the White teachers (91.88). School 6 with a Hispanic male principal did not have 

any Hispanic respondents to the survey. However, the minority teachers rated this 

principal 18.06 points higher (116.41) than the White teachers (98.34) at School 6.     

The White female principal with the highest teacher perception rating overall (at 

School 4) happened to have a high score by teachers of her same gender and ethnic 

background. As previously mentioned, School 4 seemed to have qualities that a private 

school would have in terms of the type of students, teachers, and school program.  On 

the other hand, School 5 also had a White female principal, but this White female 

principal had the lowest perception rating. Perhaps teachers at School 5 did not agree 

with their principals’ leadership style, similar to those analyzed in Durrah‘s (2009) study.   

Overall, respondent in five of the six schools had negative perceptions of their 

principals using practices associated with leadership effectiveness. Males in the current 

study rated principals slightly higher (113.91 points) than females (109.97). In Hines and 

Kritsonis (2008) study, Caucasian American principals were perceived as being 

culturally competent. Only one of three White principals in my study (from School 4) was 

considered culturally competent and received the highest of all mean scores. One White 

male principal came in fourth place (at School 3) when placed in order according to 

teachers’ perceptions. However, the other White principal received the lowest rating (at 

School 5). Unlike Hines (2008) study, statistically significant racial differences did not 

exist for the six survey subscales in this study (assessing diversity, managing the 

dynamics of difference, assessing the culture, inclusiveness, institutionalizing, cultural 

knowledge and resources, and adapting to diversity.   
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Perhaps the 104 teachers from the large urban district I studied in Texas define 

culturally proficient leadership differently than Hines sample of 112 teachers from nine 

districts in the same state.  Hines’ White teachers consistently gave higher ratings to 

White principals (4.07) than Black (3.06) and Hispanic (2.63) teachers (Hines, 2008). 

Meanwhile, the mean scores in my study revealed that White teachers had lower 

perceptions of their principals overall, with the exception of one school. The White 

teachers at School 4 were the only group of White teachers to rate their principal higher 

than the White teachers at the other schools, including other schools with a White 

principal and schools with a minority principal. Smith’s (2004) participants were 

principals from high performing, high poverty schools. It is apparent that the culturally 

proficient leadership practices that Smith identified are not as prevalent in the 

academically acceptable and unacceptable schools included in my study.   

Similar to principals in the research of Weaver (2009) and Roley (2008), the 

current study would probably force some of the principals in the D range to admit that 

they have limited knowledge of culturally proficient practices and how to implement 

these practices. Furthermore, it is even questionable as to whether the principal at the 

exemplary school truly knows how to utilize culturally proficiency pedagogy and 

practices due to the fact that the blend of students and teachers at her school was much 

different. There could possibly be more of a school effect than an effect caused by 

culturally proficient leadership practices. Roley’s (2008) survey and interview responses 

revealed principals did not clearly exhibit high levels of cultural proficiency.  Likewise, in 

this study, most of the school principals were not perceived to engage in culturally 

proficient behaviors at a high level.  Similar to Weaver (2009), the most culturally 
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proficient principal in this study was a White female principal.   

 

Recommendations for Educators 

As stated earlier, there is evidence in the current study that principals are not 

showing culturally proficient behaviors. It is on this basis that I make the following 

recommendations, as well as reinforce other recommendations made in previous 

research.   

It is important for principals in this district to recognize that their teachers do not 

perceive that they demonstrate culturally proficient practices at a high level. The district 

should be aware of this and consider professional development in this area, especially 

for principals at culturally diverse schools. It is important for districts to examine the 

correlation between how culturally diverse the school is and the principal’s ratings.  For 

example, some of the schools in my study had greater diversity than others (i.e., 

Schools 1, 6, and 2 had 1% of White students in their population while School 4 had 

46.9% of White students in their population.   

It is important for districts to consider different selection processes when pairing 

principals to culturally diverse schools. Preparation programs need to modify their 

programs so principals are more aware of cultural proficiency and how to utilize its 

essential elements to bring about change. In-services should be offered that educate 

staff members on indicators, including the ability of principals to assess the cultures 

within their schools, place value on diversity, manage the dynamics of difference in 

populations, their own adaptation to diversity and their efforts to institutionalize cultural 

knowledge (Lindsey et al., 2009a).  School leaders can find like-minded people to talk 
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with informally or start a book study with one of many cultural proficiency texts on this 

subject (Dillon, 2007, ¶ 10).  

Dillon (2007) discussed how “newly energized leaders” need to find allies who 

can further the cultural proficiency cause within the educational organization and help 

take action (¶ 10). Dillon (2007) concluded that most school leaders have a sense of 

what their staff members are passionate about, including who believes in a particular 

instructional strategy, who builds the best relationships with kids, and who is passionate 

about closing the achievement gap (¶ 10). However, results from the current study 

indicate that school leaders are rated low in terms of having the knowledge, practices 

and skills to adequately move forward in the various constructs of cultural proficiency. 

There is a growing body of research emphasizing the strategies needed to be employed 

to assist students in high-poverty schools. Weaver (2009) asserts that parental 

involvement and high expectations are keys to increasing success. 

Based on results from this study, a high total proficiency score did not depend on 

whether or not the genders or ethnicities of the teachers and the principals were the 

same. All in all, I believe it is more important to have an environment where the 

community is woven tightly and everyone is working towards a common goal. Other 

research has previously asked principals to rate their own level of cultural proficiency 

(Weaver, 2009). However, these principals tended to rate themselves highly without 

necessarily understanding the key concepts, vocabulary, and values embedded in 

cultural proficiency theory. It is important for principals to acknowledge that if they do 

not consciously promote a culturally proficient environment, teachers will not embrace it.  

Principals must be willing and able to have dialogues with their staff and provide time to 
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educate staff members, students, and themselves about cultural proficiency (Lindsey et 

al., 2009a). Dillon (2007) states that “Principals should design a structured experience 

to give others the common experience of personal journeys, but whatever the path, 

having others with a similar passion on a similar journey begins to remove the fear of 

acting” (¶ 10). Topics leaders should discuss during professional development include 

how to train teachers to talk to students about expectations and “brain research as it 

relates to a diverse population (Dillon, 2007, ¶ 11). Principals should examine all school 

structures in their quest for cultural proficiency to make sure that students are not 

dissuaded from participation because of a lack of outreach, transportation or 

inconvenient scheduling (Dillon, 2007). 

Helping everyone see through the cultural proficiency lens and weaving actions 

throughout the improvement plans and mission statements is a necessity (Dillon, 2007).   

Understand “resistance to change is strongest at the beginning” (Dillon, 2007, ¶ 15).  

Leaders have to gather strength from their personal journeys and their allies to win over 

more allies and avoid being paralyzed with fear (Dillon, 2007). 

Roley (2008) recommends a more comprehensive and broad approach to 

principal preparation programs and workshops on cultural proficiency. The current 

research also supports this recommendation. Having mentors for principals would 

enable principals to gain insight into student cultures by working within the school with 

people who already have insight in cultural proficiency. It is important to extend training 

of principals to more than just a one-day workshop or book study, defining cultural 

proficiency. Rather, challenge principals “To develop understanding of the reality of 

students’ lives” (Roley, 2008, p. 95).   
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There appeared to be a culture of high academic achievement that prevailed at 

an exemplary school; or perhaps the staff, students and teachers have actually bought 

into their principal's leadership philosophy, taking ownership of that organization's 

culture. It would be interesting for educators to not only investigate the effect of school 

rating, but the leaders philosophy on cultural proficiency and taking ownership of that 

specific organization’s culture. 

 

Suggestions for Additional Research 

It is recommended that professional development departments conduct similar 

district-wide proficiency assessments as a first step in helping educators to understand 

the cultural proficiency conceptual framework. It is also recommended that school 

districts develop a rating system using the tenets of cultural proficiency to assist 

principals in becoming more conscious of improving their total cultural proficiency score.   

The teachers who rated their principal’s use of culturally proficiency leadership 

practices the highest were at an exemplary school with high performance ratings.   

It would be interesting to include more exemplary schools in future studies to determine 

if the school rating effect would be significant once again, or if it was a result of other 

school conditions. It is important to achieve an equal balance in future studies of 

schools with various ratings and principals of various demographic backgrounds 

(race/ethnic background, gender, and status so more results can be analyzed and 

conclusions drawn. Furthermore, a larger, more extensive study is suggested, pairing 

principals based on various demographic factors in order to investigate cultural 

proficiency ratings. For example, a study including at least two Hispanic females and 
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two Hispanic male principals, two White females and two White male principals, two 

Black females and two Black male principals, two beginning principals and two more 

experienced principals would be interesting to investigate. 

As suggested by Durrah (2009), teachers’ perceptions of principals played a 

pivotal role in determining climate. It would be interesting to conduct correlational 

studies investigating the relationship between cultural proficiency perceptions and 

climates of organizations in different geographic locations and schools with different 

levels of diversity.   

Ballou and Podgursky’s (1995) found that K-12 principals with more teaching 

experience got higher performance ratings. Therefore, it would be interesting to see if 

principals with more teaching experience receive higher cultural proficiency ratings than 

other principals. In addition, other principal factors such as work experience outside of 

education, administrative experience at the current school, graduate training, and tenure 

status should be considered in a study to see their impact on ratings (Ballou & 

Podugursky, 1995; Dillon, 2003).   

It would be interesting to take the current study one step further to see if 

cohesive perceptions exist between the principals (rating themselves) and teachers 

(Dillon, 2003). Each principal has to adapt to and blend to their respective groups of 

students, teachers and community members. I recommend qualitative research be 

completed alongside a quantitative investigation to assist in interpreting and analyzing 

feedback. I also recommend completing this survey at a staff development session after 

providing an in-depth training on cultural proficiency. In line with Roley’s research, 

researchers should consider the impact of self-reflection as it pertains to practices on 
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principals. Since students can “widen their friendship circles in classrooms with teachers 

who are culturally competent” (Thompson, 2010, p. 70), it is important for principals to 

investigate how staff and community members can widen their circles when school 

leaders are culturally competent.    

 

Conclusion 

The problem envisaged in this study was to find out if the perceptions of high 

school teachers differed significantly through their mean ratings of principals' use of 

culturally proficient leadership practices. According to teacher perceptions, cultural 

proficiency has not yet been attained by many principals. Although cultural proficiency is 

not a cure all, rather, a means to an end, if the constructs are employed properly, it can 

work wonders in the school setting. The essential elements of cultural proficiency can 

be used in conjunction with other effective teaching techniques to minimize and close 

the achievement gap, create a tightly knit staff that engages in self-reflection and moves 

forward as a team to promote student achievement, especially for those students who 

traditionally face more difficulty with achievement than other demographic groups. 
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APPENDIX A 
 

OVERVIEW OF FIVE HIGH SCHOOLS BEING STUDIED 
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The following is an in-depth summary of the schools involved in the study, 

including information about the students and information about the teachers.   

 

Overview of High School 1 

High School 1 is academically acceptable and has 4,587 students taught by 280 

teachers. The principal is a Black male. In 2010, the campus received gold performance 

acknowledgements in social studies. The breakdown of students at High School 2 is: 

67% Hispanic, 29% African American, 1% White and 1% other. Seventy-five percent of 

the students are eligible for free/reduced lunch at High School 1. Six percent of the 

students at High School 1 are special education students. High School 1 has 11% of its 

students who are limited English proficient and 74.7% are economically disadvantaged 

students. In 2010, High School1 had a goal for 90% of its students to pass the TAKS 

test in the four main areas (reading/ELA, math, science, and social studies). High 

School 1 had 91.7% of the students meet the standard for reading/ELA, 73.5% for math; 

80.2% for science and 96.5% for social studies. According to data from the 2008-2009 

school-year, 57% of High School 1 graduates enrolled in postsecondary education. Of 

the students in High School 1, 25% completed at least one TEA or dual enrollment 

course. About 76.5% graduate in four years from High School 1. Approximately 79.6% 

of High School 1 students are present at least 90% of the time. About 72.3% of High 

School 1 freshman are on time for graduation.   
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Teachers at High School 1 

According to Academic Excellence Indicator System (AEIS) data, there are 209 

minority staff members of the 364 total staff in High School 2.  High School 1 has 39% 

African American teachers, 29.4% Hispanic teachers, 47.3% White teachers, 1.3% 

Native American teachers, and 2.9% Asian/Pacific Island teachers.  Approximately 

89.1% of the teachers are retained from the previous year at High School 1. The 

average teacher attendance rate is 90.3% at High School 1. The average length of time 

teachers at High School 1 have been teaching is 13.7 years with an average of 10.5 of 

those years spent teaching in the district being studied. About 1.6% of the teachers at 

High School 1 are beginning teachers, 30% have 1-5 years experience; 21.7% have 6-

10 years experience, 18.5% have 11-20 years experience, and 28.1% have over 20 

years experience. There are 43.6% males and 56.4% females teaching at High School 

1. 

Overview of High School 2 

High School 2 is labeled as academically unacceptable and has 1,387 students 

and 97 teachers. The principal is a Black male. The breakdown of students at High 

School 2 include: 18% Hispanic, 81% African-American; and 1% White. Seventy-two 

percent of the High School 2 students are eligible for free/reduced lunch. Twelve 

percent of the High School 2 students are special education students. High School 2 

has 6% of its students who are (LEP) limited English proficient and 72.1% who are 

economically disadvantaged. 

In 2010, High School 2 had a goal for 90% of its students to pass the Texas 

Assessment of Knowledge and Skills (TAKS) test in the four main areas (reading/ELA, 
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math, science, and social studies). Over 85.8% of the students in High School 2 passed 

reading/ELA, 51.1% passed math, 64.7% science, and 91% social studies. According to 

data from the 2008-2009 school-year, 47% of High School 2 graduates enrolled in post 

secondary education. Twenty percent of the students in High School 2 completed at 

least one Texas Education Agency (TEA) or dual enrollment course (according to 2007-

2008 school year data). About 66.3% of the students graduate in four years from High 

School 2. Approximately 71.1% of High School 2 students are present at least 90% of 

the time; and 52.2% of the freshman are on track for graduation at High School 2. 

 

Teachers at High School 2 

According to the Academic Excellence Indicator System (AEIS), there are 104 

minority staff members of 119 total staff members. High School 2 has 84.3% African 

American teachers, 1% Hispanic teachers, 13.6% White teachers, 0% Native American 

teachers, and 1% Asian/Pacific Island teachers. The average teacher attendance rate is 

86.1% at High School 6. Eighty-six percent of the teachers are retained from the 

previous year at High School 6. The average length of time teachers at High School 2 

have been teaching is 13 years. The teachers at High School 2 have been teaching for 

an average of 10.2 years in the district. About 1% of the teachers at High School 1 are 

beginning teachers, 23.8% have 1-5 years experience; 30% have 6-10 years 

experience, 23.6% have 11-20 years experience, 21.3% have over 20 years 

experience. There are 38.4% males and 61.6% females teaching at High School 2. 

 

 



 

89 

Overview of High School 3 

High School 3 is labeled as academically acceptable and has 1,118 students and 

87 teachers. The principal is a White male. The breakdown of students at High School 3 

is as follows: 50% Hispanic, 23% African-American; 26% White, 1% other. Seventy-one 

percent of students at High School 3 are eligible for free/reduced lunch. About 15% of 

the students at High School 3 are special education students. High School 3 has 15% of 

its students who are limited English proficient and 71.4% are economically 

disadvantaged students, and 70.9% at risk. 

In 2010, High School 3 had a goal for 90% of their students to pass the TAKS 

test in the four main areas (reading/ELA, math, science, and social studies). Over 

86.2% of the students in High School 3 passed reading/ELA, 59.6% passed math, 

71.5% passed science, and 92.8% passed social studies. According to data from the 

2008-2009 school-year, 40% of High School 3 graduates enrolled in post secondary 

education. About 11.4% of the students in High School 3 completed at least one TEA or 

dual enrollment course. About 69.3% of the students graduate in four years from High 

School 3. Approximately 79.2% of High School 3 students are present at least 90% of 

the time. About 69.1% of the freshmen are on track for graduation at High School 3. 

 

Teachers at High School 3 

According to the Academic Excellence Indicator System (AEIS, 2009), there are 

49.6 minority staff members of 110 total staff members; High School 3 has 31.7% 

African American teachers, 3.4% Hispanic teachers, 60.2% White teachers, 4.6% 

Native American teachers, and 0% Asian/Pacific Island teachers. The average teacher 
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attendance rate is 88.3% at High School 3.  About 79.6% of the teachers are retained 

from the previous year at High School 3. The average length of time teachers at High 

School 3 have been teaching is 14.2 years. The teachers at High School 3 have been 

teaching for an average of 8.8 years in the district. About 5.7% of the teachers at High 

School 3 are beginning teachers, 27.5% have 1-5 years experience; 17% have 6-10 

years experience, 18.5% have 11-20 years experience, 27.2% have over 20 years 

experience. There are 52.8% males and 47.2% females teaching at High School 3. 

 

Overview of High School 4 

High School 4 is labeled as exemplary and has 793 students and 59 teachers. 

The principal is a White female. In 2010, the campus received gold performance 

acknowledgements on Attendance (2008-2009), advanced academic course (2008-

2009), college ready graduates, recommended high school program (Class of 2009), 

Texas Success Initiative (TSI) ELA & TSI Math, commended on Reading/ELA and 

commended performance in Social Studies. The breakdown of students at High School 

4 is as follows: 25.6% Hispanic, 25.3% African-American; 46.9% White, 0.4% Native 

American and 1.8% Asian/Pacific Islander. Twenty-seven percent of students at High 

School 4 are eligible for free/reduced lunch. About 2% of the students at High School 4 

are special education students. High School 4 has 1.1% of its students who are limited 

English proficient and 27.1% are economically disadvantaged students. Over 99.5% of 

the students in High School 4 passed in 2010 reading/ELA TAKS, 91.3% passed Math, 

94.7% passed Science, and 100% passed Social Studies. According to data from the 

2008-2009 school-year, 98.2% of High School 4 graduates enrolled in post secondary 
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education. About 49.3% of the students in High School 4 completed at least one TEA or 

dual enrollment course (according to 2007-2008 school-year data). About 98.2% of the 

students graduate in four years from High School 4. Approximately 94.3% of High 

School 4 students are present at least 90% of the time. About 92.5% of the freshmen 

are on track for graduation at High School 4. 

 

Teachers at High School 4 

According to the Academic Excellence Indicator System (AEIS), there are 24 

minority staff members of 66.5 total staff members; High School 4 has 22.2% African 

American teachers, 8.5% Hispanic teachers, 67.5% White teachers, and 1.7% 

Asian/Pacific Island teachers. The average teacher attendance rate is 92% at High 

School 4. About 87.5% of the teachers are retained from the previous year at High 

School 4. The average length of time teachers at High School 4 have been teaching is 

20.7 years. The teachers at High School 4 have been teaching for an average of 16.8 

years in the district. About 0.9% of the teachers at High School 4 are beginning 

teachers, 13.7% have 1-5 years experience; 7.7% have 6-10 years experience, 29.1% 

have 11-20 years experience, 48.7% have over 20 years experience. There are 34.2% 

males and 65.8% females teaching at High School 4. 

 

Overview of High School 5 

High School 5 is labeled as academically acceptable. High School 5 has 1312 

students and 102 teachers. The principal is a White female. The breakdown of students 

at High School 5 is as follows: 56% Hispanic, 30% African-American; 4% White; 11% 
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Asian/Pacific Islanders; and .1% Native American. Eighty-four percent of students at 

High School 5 are eligible for free/reduced lunch. About 9% of the students at High 

School 5 are special education students. High School 5 has 43% of its students who are 

limited English proficient and 85.8% are economically disadvantaged students. 

In 2010, High School 5 had a goal for 90% of their students to pass the TAKS 

test in the four main areas (reading/ELA, Math, Science, and Social Studies). Over 82.6 

of the students in High School 5 passed reading/ELA in 2010; 62.5% passed Math, 

60.3% passed Science, and 87.6% passed Social Studies. About 48% of High School 4 

graduates enrolled in post secondary education. About 9.1% of the students in High 

School 5 completed at least one TEA or dual enrollment course. No data is available on 

the percentage of students who graduate in four years since High School 5 was recently 

built. Approximately 77.6% of High School 5 students are present at least 90% of the 

time in 2010. About 71.5% of the freshmen were on track for graduation at High School 

5. 

Teachers at High School 5 

According to the Academic Excellence Indicator System (AEIS), there are 59 

minority staff members of 123 total staff members; High School 5 has 28.8% African 

American teachers, 13.7% Hispanic teachers, 55.6% White teachers, 0% Native 

American teachers, and 2.9% Asian/Pacific Island teachers. The average teacher 

attendance rate is 91% at High School 5. About 76.5% of the teachers are retained from 

the previous year at High School 5. The average length of time teachers at High School 

5 have been teaching is 8.6 years. Teachers at High School 5 have been teaching for 

an average of 5 years in the district. About 8.8% of the teachers at High School 5 are 



 

93 

beginning teachers, 42.9% have 1-5 years experience; 19% have 6-10 years 

experience, 18.1% have 11-20 years experience, 11.2% have over 20 years 

experience. There are 43.9% males and 56.1% females teaching at High School 5. 

 

Overview of High School 6 

High School 6 is labeled as academically unacceptable and has 2,004 students 

and 125 teachers. The principal is a Hispanic male. The breakdown of students at High 

School 6 include: 63% Hispanic, 36% African-American; and 1% White. Eighty-one 

percent of the High School 6 students are eligible for free/reduced lunch. Fifteen 

percent of the High School 6 students are special education students. High School 6 

has 21% of its students who are limited English proficient and 81.6% who are 

economically disadvantaged. 

In 2010, High School 6 had a goal for 90% of its students to pass the Texas 

Assessment of Knowledge and Skills (TAKS) test in the four main areas (reading/ELA, 

math, science, and social studies). Over 83% of the students in High School 1 passed 

reading/ELA, 59.5% passed math, 65.1% science, and 94.2% social studies. According 

to data from the 2008-2009 school-year, 35% of High School 6 graduates enrolled in 

post secondary education. Sixteen percent of the students in High School 6 completed 

at least one Texas Education Agency (TEA) or dual enrollment course (according to 

2007-2008 school year data). About 49.6% of the students graduate in four years from 

High School 1. Approximately 64% of High School 1 students are present at least 90% 

of the time; and 59% of the freshman are on track for graduation at High School 1. 
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Teachers at High School 6 

According to the Academic Excellence Indicator System (AEIS), there are 129 

minority staff members of 181 total staff members. High School 6 has 52.4% African 

American teachers, 9.9% Hispanic teachers, 36.1% White teachers, 0.8% Native 

American teachers, and 0.8% Asian/Pacific Island teachers. The average teacher 

attendance rate is 91.9% at High School 6. Seventy-nine percent of the teachers are 

retained from the previous year at High School 6. The average length of time teachers 

at High School 6 have been teaching is 9.4 years. The teachers at High School 6 have 

been teaching for an average of 7.1 years in the district. About 8.4% of the teachers at 

High School 1 are beginning teachers, 41.9% have 1-5 years experience; 14.9% have 

6-10 years experience, 19.6% have 11-20 years experience, 15.2% have over 20 years 

experience. There are 47.2% males and 58.8% females teaching at High School 1. 
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Ms. Willene Owens  
  
 
RE: Teachers’ Perspectives of Principals as Culturally Proficient Leaders  
 
Dear Ms. Owens:  
 
The Research Review Board (RRB) of the _____Independent School District has 
reviewed and approved your proposal to conduct the above-referenced study. Based on 
the information provided, the committee concludes that the study serves a worthwhile 
purpose and will benefit the district.  
 
It is our understanding that you have read and agreed to the terms described in the 
Procedures and Policies for Conducting Extra-District Research in the ______ 
Independent School District. Please note that all school and district information, 
wherever applicable, should remain confidential within the limits of the law. In addition, 
any data collected from ______ ISD may be used solely for the purposes of the 
approved study.  
 
Approval by the RRB does not guarantee that any ______ ISD department, school, or 
employee will comply with data requests for the study. If the study involves collection of 
primary data at a school or schools, the permission of the building principal(s) must be 
obtained separately from this approval.  
Please provide the RRB with a copy of any data file constructed using ______ ISD 
student or personnel information, and a copy of your final report, within 30 days 
following the completion of the study. In all future communications, please use the 
study’s reference number (10-065).  
 
On behalf of the committee, I wish you the best of luck with your study.  
 
Sincerely,  
Dorothea Weir, Ph. D.  
Chair, Research Review Board  
Office of Applied Research  
Department of Evaluation and Accountability  
 

 

______ Independent School District 

 

 

 



 

97 

APPENDIX C 

EDUCATOR CONSENT FORM



 

98 
 

EDUCATOR CONSENT FORM 
Dear Fellow Educator: 
 
Your participation is requested in a research project sponsored by the ______ 
Independent School District Professional Development Department and conducted by 
Willene Owens, a student doing research at the University of North Texas (UNT) and a 
teacher at _______High School. Your participation will only take 10-15 minutes.   
 
PURPOSE: You are being asked to participate in this study because of your role as a 
teacher at a diverse campus.  Since perception studies help schools gain valuable 
information and provide data for improvement and planning, the purpose of the study is 
to gauge the level that staff members believe their principal is in terms of cultural 
proficiency.  
 
Cultural proficiency involves principals using knowledge of their own culture and the 
cultures of others to improve the success of a diverse body of students, especially 
ethnic minorities and lower socio-economic students. Researchers emphasize that 
principals can do this by: valuing diversity; involving themselves with cultural self–
assessments; being aware of the "dynamics" that exist when cultures intermingle; 
institutionalizing (organizing and establishing) a foundation of cultural knowledge; and 
modifying services to bring out the best in the diversity among cultures (Farr, Sexton, 
Puckett, Pereira-León & Weissman, 2005).  
 
After reading through this e-mail, you will have the opportunity to click on the link below 
to be connected to a secure http: server called Survey Monkey® (www.survey 
monkey.com) where you can complete the 10-15 minute demographic questionnaire 
and survey to analyze your perceptions of your principal as a culturally proficient leader. 
 
RISKS AND CONFIDENTIALITY: In order to study specific areas of culture, you will be 
asked some demographic information prior to the survey, including your race, age 
group, gender, years of teaching, content area, and rating of the school where you 
teach; however, your name will never be asked. Data will be collected on a secure 
server with no way to trace a specific response back to a specific individual.  

POTENTIAL BENEFITS: The benefit of participating in this study is that you will have a 
confidential outlet to express your opinion, which can assist principals in knowing what 
others see them valuing in their day to day interactions.  Your responses may be used 
to help the Professional Development Department make the schools in______ more 
culturally proficient. Also, you may be able to better analyze where you stand on the 
cultural proficiency continuum and reflect on positive or negative behaviors that arise 
when dealing with other cultures.   

VOLUNTARY PARTICIPATION: Your consent is optional and voluntary. Your decision 
whether or not to participate will not prejudice your present or future relations with 
______ or UNT, or its faculty, students, or staff, or the relationship with anyone at your 

http://www.surveymonkey.com/
http://www.surveymonkey.com/
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institution.  You also have the right to not answer any question(s) for any reason, 
without penalty.  

If you have any questions or would like further information about this research, please 
e-mail the key personnel at willeneowens@myunt.edu or call xxx-xx-xxxx. You may also 
contact the principal investigator, Dr. Johnetta Hudson at Johnetta.hudson@unt.edu. You 
understand that, while this project has been reviewed by the _____ Independent School 
District and is sponsored by the Professional school districts not conducting the project 
activities. This research study has also been reviewed and approved by the UNT 
Institutional Review Board (IRB). The UNT IRB can be contacted at (940) 565-3940 with 
any questions regarding the rights of research subjects. Participants may print this form 
for your records. 
 
Clicking on the link below indicates that you have read the information provided and 
have decided to participate in the project titled, “Teachers’ Perceptions of Principals as 
Culturally Proficient Leaders.” By clicking the link, you are giving your consent to 
voluntarily participate in this research.  

 
Thank you, 
 
Willene Owens 
 

Yes, please take me to the questionnaire 
  

No thank you 
 

 

 

 

 

 

 

 

 

mailto:willeneowens@myunt.edu
mailto:Johnetta.hudson@unt.edu
https://www.surveymonkey.com/s/TeacherPerceptions
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Willene Owens 
xxxxxxxxxxxxxx 
xxxxxxxxxxxxxxx 
 
  
5/19/2011 
 
Dear Ms. Owens: 
 
Thank you for your request to utilize my survey questionnaire entitled, Practices for 
Developing a Culturally Competent School Environment as your survey instrument 
in your research entitled “High School Teachers’ Perceptions of Their Principals as 
Culturally Proficient Leaders.” You have my permission to reproduce, adapt, and 
utilize the survey to fit the needs of your dissertation and to reproduce, adapt, and utilize 
these materials in your Appendix in your dissertation. 
 
I am the copyright holder of the Practices for Developing a Culturally Competent 
School Environment survey questionnaire and I understand that you will send it out to 
teachers in schools in your school district.  I also understand that your primary means of 
collecting data in your study will be through teachers’ responses on a demographic 
questionnaire and the Practices for Developing a Culturally Competent School 
Environment survey questionnaire instrument.    
 
Please contact me at xxxxxxxxxxx or call xxx-xx-xxxx if you have any further questions.  
Best wishes as you pursue your research study. 
 
Sincerely, 
 
Camille A. Smith, Ed.D. 
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APPENDIX E 

DEMOGRAPHIC AND SCHOOL INFORMATION QUESTIONNAIRE



 

104 
 

Research Question 1: To what extent do teachers’ perceive principals to be culturally 
proficient? 
Cultural proficiency is defined as the extent to which an educator of a specific cultural 
background is able to effectively lead, teach, interact, and connect with members of 
different cultures. It is an inside-out approach that helps individuals in organizations look 
at policies, practices, values and behaviors that enable those in the organization to 
interact effectively with different cultures using the essential elements of cultural 
competence: assessing culture, valuing diversity, managing the dynamics of difference, 
adapting to diversity and institutionalizing cultural knowledge. In a school setting, 
cultural proficiency involves leaders having the skills to facilitate the improvement of 
student academic achievement, specifically in certain groups of students (minority and 
lower socio-economic.  

Directions: This questionnaire will analyze some of your demographic information.  Please be assured 
that the highest levels of confidentiality and anonymity will be maintained.  Please answer the following 
questions about yourself.  
1. What is your gender? ___Female  

___Male  
2. What is your current age?  
 

___Please select your age  

3. How would you describe your  
    race/ethnicity?  

___ I am American Indian or Alaska Native 
___ I am Asian 
___ I am Black or African American 
___ I am Hispanic or Latino 
___ I am Native Hawaiian or Other Pacific  
       Islander 
___ I am White 
___ Other (please specify) 

4. Counting the current year, how many years 
    of experience have you had as a teacher?  
 

___1–5 years experience as a teacher  
___6– 0 years experience as a teacher 
___11–20 years experience as a teacher  
___Over 20 years experience as a teacher 

5. What subject do you currently teach? 
 

____Math                                _____ Other 
____Science 
____Reading/Language Arts 
____Social Studies 
____Elective 

6. What is the current (2010-2011 school year)  
    State Accountability System Rating on your  
    campus?  
    

____The campus where I am a teacher is     
         currently rated exemplary. 
____The campus where I am a teacher is currently  
         rated recognized. 
____The campus where I am a teacher is currently 
         Rated academically acceptable. 
____The campus where I am a teacher is currently  
         Rated academically unacceptable. 
____The campus where I am a teacher is currently  
  rated AEA academically acceptable/reconstituted. 

7. Where do you teach? ___Please select your school  
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APPENDIX F 

SPONSOR FORM
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APPENDIX G 

LEADERSHIP PRACTICES AND CORRESPONDING  

AREA OF CULTURAL PROFICIENCY
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The following are 35 leadership practices and the corresponding areas of cultural 
proficiency involved with that practice. The six constructs of cultural proficiency being 
analyzed include: Valuing Diversity, Assessing the Culture, Managing the Dynamics of 
Difference, Adapting Diversity, and Institutionalizing Cultural Knowledge and 
Resources. 
 
Leadership Practice Area of Cultural Proficiency 
1. Designating funding and human resources to 
    address issues that relate to cultural diversity. 

Valuing 
 

2. Exposing faculty to staff development on 
    addressing diverse student populations. 

Assessing 
 

3. Handling formalities to ensure that faculty and 
    visitors are welcome to the school. 

Assessing 
 

4. Disseminating demographic information to 
    enhance faculty members’ awareness of the 
    relevance of cultural diversity. 

Assessing 
 

5. Using language in documents and statements 
    which acknowledge cultural diversity of students. 

Valuing 
 

6. Creating a climate that has high academic 
    expectations for all students. 

Institutionalizing 
 

7. Encouraging staff to obtain certification in 
    specifically designed academic instruction. 

 
Assessing 

8. Making provisions for teachers to receive 
    training on making curriculum modifications in 
    accordance to accordance to the cultural and 
    linguistic makeup of students. 

Institutionalizing 
 

9. Creating academic intervention programs that 
    meet the needs of diverse students. 

Assessing 
 

10. Providing instruction that addresses the 
      background of diverse students. 

Valuing 

11. Providing inclusive environment that 
      acknowledges the diversity of students. 

Inclusiveness 
 

12. Ensuring that school policies are sensitive to 
      the cultural makeup of the school 

Valuing 
 

13. Making decisions that are inclusive of 
      diverse perspectives. 

Valuing 
 

14. Providing faculty and staff members with 
      conflict resolution training. 

 
Managing 

15. Ensuring that all groups of students and 
      teachers are aware of how their cultural norms 
      and behaviors influence the climate of the 
      school. 

Institutionalizing 
 

16. Communicating ability to function 
      effectively in cross cultural situations. 

Valuing 
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17. Evaluating faculty members’ ability to 
      display culturally proficient behaviors. 
 
 

Adapting 
 

Leadership Practice                                                           Area of Cultural Proficiency          
18. Maintaining school activities conducive to 
       effectively working with and learning in cross 
      cultural situations. 

Institutionalizing 
 

19. Accessing barriers to core curriculum for 
      culturally diverse students. 

Assessing 
 

20. Showing sensitivity to cultural differences 
      during performance evaluations of faculty 
      members. 

Assessing 
 

21. Developing complaint resolution processes 
      which have been communicated to parents. 

Managing 
 

22. Evaluating the extent to which curricular and 
      institutional practices address the linguistic and 
      cultural differences of students. 

 
Valuing 

 
23. Organizing diverse members into interview 
      panels for hiring new faculty/staff members. 

Inclusiveness 
 

24. Developing programs with opportunities for 
      consultation with a diverse parent group. 

Valuing 
 

25. Developing policies with stakeholders who 
      represent the cultural makeup of students. 

Valuing 

26. Creating a school environment that inspires 
      students and teachers to acknowledge other 
      cultures while retaining the uniqueness of their 
      ethnic identity. 

Inclusiveness 
 

27. Ensuring that extracurricular activities are 
      inclusive of community members are from 
      ethnic groups. 

Inclusiveness 
 

28. Accommodating diverse cultural norms that 
      may exist in the school. 

Adapting 
 

29. Creating school activities that appeal to 
      demographically mixed groups of students. 

 
Valuing 

30. Providing training that develops faculty and 
      staff members’ confidence to function in cross 
      cultural situations. 

Valuing 
 

31. Providing leadership in creating policy 
      statements that are inclusive of diversity. 

Valuing 

32. Creating conflict resolution services for 
      students. 

Managing 
 

33. Ensuring that school policies promote and 
      advocate for culturally proficient behaviors 
      among faculty and staff members. 

Adapting 
 

34. Establishing diverse advisory groups. Valuing 
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35. Connecting students and staff to external 
      organizations and resources that represent 
      cultural diversity. 

 
Inclusiveness 
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APPENDIX H 
 

CULTURAL PROFICIENCY SURVEY  
 

UTILIZED WITH PERMISSION FROM CAMILLE HOLMES 
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Research Question: To what extent do teachers’ perceive principals to be culturally 
proficient?  
 
The purpose of this study is to analyze teachers’ perceptions of their school principal as 
a culturally proficient leader. Cultural proficiency is defined as the extent to which an 
educator of a specific cultural background is able to effectively lead, teach, interact, and 
connect with members of different cultures with the goal of improving student academic 
achievement, specifically in certain groups of students (minority and lower 
socioeconomic). Directions: Please use the scale to rate your principals’ frequency with 
using these culturally proficient leadership practices in your school. How often does 
your principal use the following culturally proficient leadership practices?   
 

1= never uses 2= rarely uses 3=sometimes uses 4= frequently uses 5= always uses  

Directions: How well do you agree with the following statements 
about your principal’s culturally proficient leadership practices? 

Rating 
 

1. Designating funding and human resources to address issues 
    that relate to cultural diversity. 

1   2   3   4   5 
 

2. Exposing faculty to staff development on addressing diverse   
    student populations. 

1   2   3   4   5 
 

3. Handling formalities to ensure that faculty and visitors are  
    welcome to the school. 

1   2   3   4   5 
 

4. Disseminating demographic information to enhance faculty 
    members’ awareness of the relevance of cultural diversity. 

1   2   3   4   5 
 

5. Using language in documents and statements that 
    acknowledge cultural diversity of students. 

1   2   3   4   5 
 

6. Creating a climate that has high academic expectations for all  
    students. 

1   2   3   4   5 
 

7. Encouraging staff to obtain certification in specifically  
    designed academic instruction. 

1   2   3   4   5 

8. Making provisions for teachers to receive training on making  
    curriculum modifications in accordance to accordance to the  
    cultural and linguistic makeup of students. 

1   2   3   4   5 
 

9. Creating academic intervention programs that meet the needs  
    of diverse students. 

1   2   3   4   5 
 

10. Providing instruction that addresses the background of  
      diverse students. 

1   2   3   4   5 

11. Providing inclusive environment that acknowledges the  
      diversity of students. 

1   2   3   4   5 
 

12. Ensuring that school policies are sensitive to the cultural   
      makeup of the school. 

1   2   3   4   5 
 

13. Making decisions that are inclusive of diverse perspectives. 1   2   3   4   5 
14. Providing faculty and staff members with conflict resolution  
      training. 

 
1   2   3   4   5 

15. Ensuring that all groups of students and teachers are aware  
      of how their cultural norms and behaviors influence the       

1   2   3   4   5 
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      climate of the school. 

1= never uses 2= rarely uses 3=sometimes uses 4= frequently uses 5= always uses  

16. Communicating ability to function effectively in cross cultural  
      situations. 

1   2   3   4   5 
 

17. Evaluating faculty members’ ability to display culturally  
      proficient behaviors. 

1   2   3   4   5 
 

18. Maintaining school activities conducive to effectively working  
      with and learning in cross cultural situations. 

1   2   3   4   5 
 

19. Accessing barriers to core curriculum for culturally diverse  
      students. 

1   2   3   4   5 
 

20. Showing sensitivity to cultural differences during  
      performance evaluations of faculty members. 

1   2   3   4   5 
 

21. Developing complaint resolution processes that have been  
      communicated to parents. 

1   2   3   4   5 
 

22. Evaluating the extent to which curricular and institutional   
      practices address the linguistic and cultural differences of    
      students. 

 
1   2   3   4   5 

 
23. Organizing diverse members into interview panels for hiring  
      new faculty/staff members. 

1   2   3   4   5 
 

24. Developing programs with opportunities for consultation with  
      a diverse parent group. 

1   2   3   4   5 
 

25. Developing policies with stakeholders who represent the  
      cultural makeup of students.  

1   2   3   4   5 

26. Creating a school environment that inspires students and  
      teachers to acknowledge other cultures while retaining the  
      uniqueness of their ethnic identity. 

1   2   3   4   5 
 

27. Ensuring that extracurricular activities are inclusive of  
      community members are from ethnic groups. 

1   2   3   4   5 
 

28. Accommodating diverse cultural norms that may exist in the  
      school.  

1   2   3   4   5 
 

29. Creating school activities that appeal to demographically  
      mixed groups of students. 

 
1   2   3   4   5 

30. Providing training that develops faculty and staff members’  
      confidence to function in cross cultural situations. 

1   2   3   4   5 
 

31. Providing leadership in creating policy statements that are  
      inclusive of diversity. 

1   2   3   4   5 

32. Creating conflict resolution services for students.  1   2   3   4   5 
33. Ensuring that school policies promote and advocate for  
      culturally proficient behaviors among faculty and staff  
      members. 

1   2   3   4   5 
 

34. Establishing diverse advisory groups.  1   2   3   4   5 
35. Connecting students and staff to external organizations and  
      resources that represent cultural diversity. 

 
1   2   3   4   5 
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APPENDIX I 
 

ALPHA AND MEAN SCORES OF THE SIX CULTURAL PROFICIENCY  
 

CONSTRUCTS 
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Construct Question Numbers on the Survey  Alpha Mean  
Valuing Q1,Q5,Q10,Q12,Q13,Q16,Q22,Q25,Q2

9,Q30,Q31,Q34 
0.9662422 3.19 

Assessing Q2,Q3,Q4,Q7,Q9,Q19,Q20, Q24 0.9345427 3.27 
Institutionalizing Q6,Q8,Q15,Q18 0.8763671 3.34 

Managing Q14,Q21,Q32 0.8862838 2.89 
Adapting Q17,Q28,Q33 0.89193 3.10 
Inclusive Q11,Q23,Q26,Q27,Q35 0.9168195 3.17 

 
Teachers’ Perceptions of Principals Use of Culturally Proficient Practices from Highest 
to Lowest Mean Score per Construct 

Question 
Number Eight Questions in the  Assessing construct   Mean 

Score 
Std. 
Dev. 

3 Handling formalities to ensure that faculty and visitors 
are welcome to the school.   

3.68 1.045 

7 Encouraging staff to obtain certification in specifically 
designed academic instruction.   

3.37 1.231 

4 Disseminating demographic information to enhance 
faculty members’ awareness of the relevance of cultural 
diversity.   

3.36 1.088 

9 Creating academic intervention programs that meet the 
needs of diverse students.   

3.33 1.127 

2 Exposing faculty to staff development on addressing 
diverse student populations.   

3.26 .975 

19 Assessing barriers to core curriculum for culturally 
diverse students.   

3.12 1.086 

20 Showing sensitivity to cultural differences during 
performance evaluations of faculty members.   

3.08 1.188 

24 Developing programs with opportunities for consultation 
with a diverse parent group.   

2.91 1.124 

 Four Questions in the Institutionalizing construct   

6 Creating a climate that has high academic expectations 
for all students.   

3.78 1.106 

18 Maintaining school activities conducive to effectively 
working with and learning in cross cultural situations.   

3.31 1.025 

8 Making provisions for teachers to receive training on 
making curriculum modifications in accordance to the 
cultural and linguistic makeup of students.   

3.30 1.078 

15 Ensuring that all groups of students and teachers are 
aware of how their cultural norms and behaviors 
influence the climate of the school.   

2.98 1.199 
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 Twelve Questions in the Valuing Diversity construct   

12 Ensuring that school policies are sensitive to the 
cultural makeup of the school.   

3.55 1.042 

13 Making decisions that are inclusive of diverse 
perspectives.   

3.41 1.048 

10 Providing instruction that addresses the background of 
diverse students.   

3.37 1.062 

5 Using language in documents and statements that 
acknowledge cultural diversity of students.   

3.34 1.094 

1 Designating funding and human resources to address 
issues that relate to cultural diversity.   

3.20 .979 

22 Evaluating the extent to which curricular and 
institutional practices address the linguistic and cultural 
differences of students.   

3.13 1.089 

16 Communicating ability to function effectively in cross 
cultural situations.   

3.12 1.082 

31 Providing leadership in creating policy statements that 
are inclusive of diversity.   

3.08 1.188 

29 Creating school activities that appeal to 
demographically mixed groups of students.   

3.33 1.101 

30 Providing training that develops faculty and staff 
members’ confidence to function in cross cultural 
situations.   

2.92 1.138 

25 Developing policies with stakeholders who represent 
the cultural makeup of students.   

2.91 1.175 

34 Establishing diverse advisory groups.  2.88 1.193 
 Three Questions in the Adapting construct   

28 Accommodating diverse cultural norms that may exist in 
the school.   

3.20 1.056 

33 Ensuring that school policies promote and advocate for 
culturally proficient behaviors among faculty and staff 
members.   

3.14 1.178 

17 Evaluating faculty members’ ability to display culturally 
proficient behaviors.   

2.96 1.198 

 Five Questions in the  Inclusiveness Construct     

11 Providing inclusive environment that acknowledges the 
diversity of students.   

3.50 1.052 

27 Ensuring that extracurricular activities are inclusive of 
community members are from ethnic groups.   3.33 1.144 

26 Creating a school environment that inspires students 
and teachers to acknowledge other cultures while 
retaining the uniqueness of their ethnic identity.   
 

3.26 1.246 
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 Five Questions in the  Inclusiveness Construct  
cont. 

  

23 Organizing diverse members into interview panels for 
hiring new faculty/staff members.   

2.78 1.214 

35 Connecting students and staff to external organizations 
and resources that represent cultural diversity.   

2.99 1.066 

 Three Questions in the  Managing Construct    

21 Developing complaint resolution processes that have 
been communicated to parents.   

3.15 1.164 

32 Creating conflict resolution services for students.   3.00 1.199 
14 Providing faculty and staff members with conflict 

resolution training.   
2.53 
 

1.106 
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APPENDIX J 

 
FREQUENCY OF NUMERICAL RESPONSES IN SURVEY  
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                   Q1                                                                
1= never uses: 4        
2= rarely uses:19     
3=sometimes uses:43   
4= frequently uses:28     
5= always uses this:10 
Rating Average = 3.20  

                  Q2 
1= never uses: 3      
2= rarely uses: 19     
3=sometimes uses: 41   
4= frequently uses: 30 
5= always uses this:11 
Rating Average = 3.26  

                   Q3   
1= never uses: 2   
2= rarely uses: 14   
3=sometimes uses: 24   
4= frequently uses: 39   
5= always uses this: 25   
Rating Average = 3.68 

                   Q4                                                               
1= never uses: 2        
2= rarely uses:25     
3=sometimes uses:29   
4= frequently uses:30     
5= always uses this:18 
Rating Average = 3.36  

                  Q5 
1= never uses: 3      
2= rarely uses: 24    
3=sometimes uses: 29   
4= frequently uses: 31 
5= always uses this:17 
Rating Average = 3.34  

                   Q6   
1= never uses: 3   
2= rarely uses: 11   
3=sometimes uses: 26   
4= frequently uses: 30   
5= always uses this: 34   
Rating Average = 3.78 

                   Q7                                                               
1= never uses: 8        
2= rarely uses:19     
3=sometimes uses:27   
4= frequently uses:27     
5= always uses this:23 
Rating Average = 3.37  

                  Q8 
1= never uses: 6      
2= rarely uses: 17    
3=sometimes uses: 35   
4= frequently uses: 32 
5= always uses this:14 
Rating Average = 3.30  

                   Q9   
1= never uses: 5   
2= rarely uses: 20   
3=sometimes uses: 34   
4= frequently uses: 26   
5= always uses this: 19   
Rating Average = 3.33 

                   Q10                                                               
1= never uses: 3        
2= rarely uses:19     
3=sometimes uses:37   
4= frequently uses:27     
5= always uses this:18 
Rating Average = 3.37  

                  Q11 
1= never uses: 1      
2= rarely uses: 19    
3=sometimes uses: 33   
4= frequently uses: 29 
5= always uses this:22 
Rating Average = 3.5  

                   Q12   
1= never uses: 1   
2= rarely uses: 19   
3=sometimes uses: 27   
4= frequently uses: 36   
5= always uses this: 21   
Rating Average = 3.55 

                   Q13                                                               
1= never uses: 2        
2= rarely uses:19     
3=sometimes uses:36   
4= frequently uses:28     
5= always uses this:19 
Rating Average = 3.41  

                  Q14 
1= never uses: 21      
2= rarely uses: 32    
3=sometimes uses: 30   
4= frequently uses: 17 
5= always uses this:4 
Rating Average = 2.53  

                   Q15   
1= never uses: 12   
2= rarely uses: 27   
3=sometimes uses: 28   
4= frequently uses: 25   
5= always uses this: 12   
Rating Average = 2.98 

                   Q16                                                               
1= never uses: 5        
2= rarely uses:27     
3=sometimes uses:36   
4= frequently uses:23     
5= always uses this:13 
Rating Average = 3.12  

                  Q17 
1= never uses: 14      
2= rarely uses: 21    
3=sometimes uses: 37   
4= frequently uses: 19 
5= always uses this:13 
Rating Average = 2.96  

                   Q18   
1= never uses: 2   
2= rarely uses: 22   
3=sometimes uses: 37   
4= frequently uses: 28   
5= always uses this: 15   
Rating Average = 3.31 
 
 
 

                   Q19                                                                                 Q20                    Q21  
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1= never uses: 8        
2= rarely uses:17     
3=sometimes uses:47   
4= frequently uses:18     
5= always uses this:14 
Rating Average = 3.13  

1= never uses: 10      
2= rarely uses: 24    
3=sometimes uses: 33   
4= frequently uses: 22 
5= always uses this:15 
Rating Average = 3.08  

1= never uses: 10   
2= rarely uses: 18   
3=sometimes uses: 37   
4= frequently uses: 24   
5= always uses this: 15   
Rating Average = 3.15 

                   Q22                                                               
1= never uses: 6        
2= rarely uses: 24     
3=sometimes uses:37   
4= frequently uses:24     
5= always uses this:13 
Rating Average = 3.13  

                  Q23 
1= never uses: 20      
2= rarely uses: 21    
3=sometimes uses: 34   
4= frequently uses: 20 
5= always uses this:9 
Rating Average = 2.78  

                   Q24   
1= never uses: 10   
2= rarely uses: 19   
3=sometimes uses: 33   
4= frequently uses: 21   
5= always uses this: 10 
Rating Average = 2.91 

                   Q25                                                               
1= never uses: 13        
2= rarely uses: 26     
3=sometimes uses:33   
4= frequently uses:21     
5= always uses this:11 
Rating Average = 2.91  

                  Q26 
1= never uses: 10      
2= rarely uses: 19    
3=sometimes uses: 30   
4= frequently uses: 24 
5= always uses this:21 
Rating Average = 3.26  

                   Q27   
1= never uses: 3   
2= rarely uses: 27   
3=sometimes uses: 27   
4= frequently uses: 27   
5= always uses this: 20 
Rating Average = 3.33 

                   Q28                                                               
1= never uses: 4        
2= rarely uses: 24     
3=sometimes uses:36   
4= frequently uses:27     
5= always uses this:13 
Rating Average = 3.20  

                  Q29 
1= never uses: 4      
2= rarely uses: 21    
3=sometimes uses: 34   
4= frequently uses: 27 
5= always uses this:18 
Rating Average = 3.33  

                   Q30   
1= never uses: 13   
2= rarely uses: 22   
3=sometimes uses: 39   
4= frequently uses: 20   
5= always uses this: 10 
Rating Average = 2.92 

                   Q31                                                               
1= never uses: 11        
2= rarely uses: 21     
3=sometimes uses:36   
4= frequently uses:21     
5= always uses this:15 
Rating Average = 3.08  

                  Q32 
1= never uses: 10      
2= rarely uses: 31  
3=sometimes uses: 25 
4= frequently uses: 25 
5= always uses this:13 
Rating Average = 3.00 

                   Q33   
1= never uses: 9  
2= rarely uses: 23 
3=sometimes uses: 31 
4= frequently uses: 26  
5= always uses this: 15 
Rating Average = 3.14 

                   Q34                                                               
1= never uses: 14      
2= rarely uses: 26    
3=sometimes uses:34  
4= frequently uses:18   
5= always uses this:12 
Rating Average = 2.88 

                  Q35 
1= never uses: 7     
2= rarely uses: 28   
3=sometimes uses: 38 
4= frequently uses: 21 
5= always uses this:10 
Rating Average = 2.99 

 TOTAL of All Questions 
1= never uses: 259 
2= rarely uses: 764 
3=sometimes uses: 1155 
4= frequently uses: 891 
5= always uses this: 542 
Scored 11550 points out 
of 18200 Grade 63.37% 
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APPENDIX K 
 

SUMMARY OF RESEARCH RELATED TO CULTURAL PROFICIENCY AND/OR 

TEACHER PERCEPTIONS REVIEW 
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Summary of Research Related to Cultural Proficiency and/or Teacher Perceptions 

Authors  Date Purpose Design Sample Variables/instruments Results 

Durrah 2009 Investigated differences 
in 
leadership styles between 
male and female 
principals as perceived by 
the teachers and 
principals; and to see if 
leadership style has an 
impact on school climate.  

Mixed methods 
including a 
questionnaire 
and school 
climate staff 
survey  

 

Five male and 
five female 
principals, as 
well as a 
random sample 
of teachers 
from the same 
secondary 
schools as the 
selected 
principals. 
(exact number 
of teachers not 
identified) 

Two cross-sectional 
survey s  (the 
Leadership Practices 
(Self and Observer) 
Inventory measured 
teacher and principal 
perceptions of their 
principal. 
Qualitative data 
were extracted from 
the School Climate 
Staff Survey to 
measure the schools' 
climate. An ANOVA 
was conducted to see 
if leadership style had 
influence on climate.   

Male principals' leadership style 
was perceived by teachers as 
"Challenge the Process" 
(characterized by taking risks, 
experimenting and moving away 
from conventional methods) 
while female leaders were 
perceived as engaging in the 
"Encourage the Heart" style of 
leadership (characterized by 
concern and compassion). 
Although ANOVA results 
indicated that leadership styles 
of principals have no influence 
on school climate, further 
analysis of data from the School 
Climate Staff Survey revealed 
that teachers' perceptions of 
their principals played a pivotal 
role in determining the school's 
climate. 

Karaköse 2008 Investigated perceptions 
of primary school 
teachers on principal 
cultural leadership 
behaviors and examined 
the opinions of the 
participating teachers 
according to their 
occupational 
characteristics 

Descriptive 
research 
evaluating 
teacher 
perceptions 

308 randomly 
selected 
primary 
teachers in 
Kahramanmara
ş,Turkey 

 

The Cultural 
Leadership Scale was 
the teacher perception 
instrument used 

Teachers’ perceptions of their 
principal’s cultural leadership 
behaviors varied significantly 
according to teacher gender, 
years of experience, and subjects 
taught.  Teachers indicated that 
they were undecided about their 
principals' cultural leadership 
behaviors, meaning teachers 
found “their principals rarely put 
cultural leadership behaviors into 
practice” (Karaköse, 2008, p. 576) 
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Authors  Date Purpose Design Sample Variables/instruments Results 

Jones 2002 Examined 
teachers’ perceptions of 
their principals’ 
leadership and how their 
Principal’s responded to 
their teachers’ responses.  

Data discussed in 
the study were 
part of a larger 
study.  Thematic 
analysis and 
coding of 
qualitative 
research 
(questionnaires, 
personal 
interviews, 
observations, 
reflective 
journals, and 
written artifacts) 

 

15 European 
American 
teachers and 
15 African 
American 
teachers at 
seven schools 
rated 
academically 
acceptable or 
higher and led 
by an African-
American 
principal (one 
male and six 
females)  

Early on in the study, 
a questionnaire was 
developed to introduce 
participants to the 
topic and determine 
teachers’ preliminary 
impressions about 
their African-American 
principal’s leadership.  
Interview questions 
were indexed against 
each participant’s 
responses in narrative 
form to show patterns 
of the perceptions 
under the three 
categories (image 
management, 
relationship 
development, and 
team collaboration) of 
Chemers’ (1993) 
Integrative Leadership 
Model. 

In areas of image management 
and relationship development, 
teachers of color and European 
American teachers in urban 
schools perceive their 
principals' leadership 
differently. In the area of image 
management, teachers of color 
perceived that their principals’ 
leadership capacity was a result 
of their obtained position in the 
organization. However, the 
European American teachers 
perceived their leaders as 
having identifiable leadership 
characteristics.  
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Authors  Date Purpose Design Sample Variables/instruments Results 

Ballou & 
Podgursky 

1995 Examines the association 
between principals’ 
characteristic and job 
performance, as rated by 
their instructional staffs 

Used data from a 
large national 
survey  of 
teachers and 
schools 

Sample size 
included nearly 
30,000 
teachers (four 
full-time 
teachers per 
school on 
average) 

Data from the 1987-88 
School Staffing Survey 
(SASS) were used to 
investigate the 
influence of principals’ 
educational 
credentials and work 
histories on several 
measures of 
leadership, including 
assistance provided 
teachers, the 
articulation and 
communication of 
school goals and 
enforcement of rules 
for student conduct.       

Work experience outside of 
education does not raise 
performance ratings, nor does 
administrative experience at the 
current or previous schools.  The 
only experience which is 
associated with higher 
performance ratings is teaching 
experience.  Graduate training, 
even in school administration, is 
generally associated with lower 
performance ratings. Teachers 
tend to rate a principal of their 
own demographic group (sex or 
race) higher, an effect most 
pronounced for women, who 
consistently gave male principals 
lower evaluations.   
 

Greenwood 2009 Examined how teachers 
from high and low 
performing middle 
schools perceived their 
principals as instructional 
leaders depending on 
school type and 
demographics (gender, 
age, years of experience, 
educational attainment). 

Data were 
analyzed using 
mean scores, 
percentages, t-
tests and 
ANOVAs after a 
Cronbach alpha 
was used to 
establish internal 
consistency of 
the instrument. 

278 middle 
school teachers  

 

The Principal 
Leadership 
Questionnaire was 
used to collect data on 
five factors to assess 
how teachers 
perceived the roles of 
their principals as 
strong instructional 
leaders in five areas. 

Participants displayed positive 
perceptions, answering strongly 
agree to agree on most 
questionnaire items, which lead 
to the conclusion that teachers 
believe their principals should 
possess characteristics 
associated with strong 
leadership. Female participants 
agreed on higher mean scores 
than males on all of the following 
five factors:  identify and 
articulate vision, and provide 
inspiration, foster acceptance of 
group goals, provide appropriate 
model, intellectual stimulation 
and individualized support.   
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Authors  Date Purpose Design Sample Variables/instruments Results 

Christianson 2010 Examines exemplary 
principal leadership 
behaviors that promote 
shared responsibility for 
English language 
learners and promoted 
school wide cultural 
proficiency 

Descriptive case 
study collecting 
qualitative data 
through 
structured 
interviews 

Elementary 
school principal 
and teachers  

Structured interviews 
were conducted with a 
principal and teachers 
to examine the change 
process 

Twelve themes emerged from 
the descriptive case study, 
including: values and beliefs, 
vision, connections of principal 
and teachers, distributed 
leadership, change, reflection, 
instructional design model, 
collaboration, shared ownership, 
student achievement, equity and 
social justice, and urgency. 
 
 

Kiemele 2008 Determined the 
intercultural sensitivity of 
all administrators in a 
school district and 
examine how elementary 
school principals work 
toward understanding 
equity 

Case study 
utilizing 
quantitative and 
qualitative data to 
answer two 
research 
questions.   

13 elementary 
principals 

Intercultural 
Development 
Inventory was online 
assessment providing 
quantitative 
information; structured 
interviews using a 
predetermined 
protocol were coded 
and analyzed to 
explain how these 
principals construed 
cultural differences.  
Worldview profiles 
were secured and 
data answering 
questions about 
intercultural sensitivity 
were analyzed from 
these profiles;  

 

 

Compared to the administrative 
team as a whole, elementary 
principals reflected a high 
degree of intercultural sensitivity.  
“Principals must work to 
understand and act upon 
diversity in their schools and 
communities in order to be 
effective in their endeavors 
related to cultural proficiency.” 
Other key elements include 
“reflective practice, modeling 
culturally proficient behavior, and 
having empathy and 
understanding in the journey to 
become culturally competent.”  
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Authors  Date Purpose Design Sample Variables/instruments Results 

Felton 2010 Investigated the impact of 
11 leadership practices 
on student achievement 
in two higher performing 
schools and two low 
performing schools in a 
district in metropolitan 
Georgia 

A teacher survey  
collected data on 
perceptions 

162 teachers 
grouped into 
four different 
categories 
according to 
years of 
experience 

Survey  measuring 
teachers’ perceptions 
of their principal’s 
desirable leadership 
practices 

Principals from the two high 
performing schools exhibited 
significantly more desirable 
leadership practices than the 
principals from the two low 
performing schools.  There was 
a statistically significant 
difference in how teachers with 
higher numbers of years of 
experience rated their principals.  
Teachers with over 20 years of 
experience reported observing 
fewer desirable leadership 
practices than the other three 
groups of teachers with less 
experience.   
 
 

Bowers 2009 Investigated the possible 
connections between 
ethical leadership 
behavior of principals and 
school’s collective 
efficacy levels as 
perceived by teachers. In 
addition, Bowers 
examined links between 
teacher characteristics 
and perceptions of a 
leader’s ethical 
leadership and a school’s 
collective efficacy. 

Two 
questionnaires 
were used to 
collect data, 
followed by using 
ANOVAS and 
Correlation (ETA 
values) to explore 
the deviation or 
lack of deviation 
between the 
surveys, post 
hocs, and 
product-moment 
correlation to test 
the variation 
between two test 
instruments. 

 209 graduate 
students 
enrolled in 
Masters of 
Education 
coursework in 
the Midwest 

Ethical leadership 
behavior measured by 
the Ethical Leadership 
Scale and collective 
efficacy levels 
measured by the 
Collective Efficacy 
Short Form 

  

There was a strong correlation 
between perceptions of ethical 
leadership and perceptions of 
collective teacher efficacy.  The 
only demographic characteristic 
that was likely to produce a 
significantly different response 
was the type of school in which a 
teacher taught - regular public, 
or private school.   
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Authors  Date Purpose Design Sample Variables/instruments Results 

Ware 2010 Investigate differing 
leadership practices and 
the perceived impact 
those practices have on 
the overall rating of a 
school; the perceptions 
teachers have of their 
principals. 

Data were 
analyzed using 
an ANOVA to 
determine if the 
South Carolina 
School 
Report Card 
(SCSRC)   
 rating, 
age, and  gender 
influenced 
teacher 
perceptions of 
their principal’s 
leadership 
practices 

442 
survey s were 
analyzed for 
teacher age, 
teacher gender, 
and SCSRC 
rating as they 
related to 
each of the five 
subscales of 
the LPI. 

Leadership Practices 
Inventory- Observer 
was used for teachers 
to  
rate the extent to 
which  principals 
engaged in certain 
behaviors that  fall into 
five categories: 1) 
"Model the Way"; 2) 
"Inspire a 
Shared Vision"; 3) 
"Challenge the 
Process"; 4) "Enable 
Others to Act"; and 5) 
"Encourage the 
Heart." 

“Results revealed no significant 
main effect for SCSRC rating 
based on age, or gender. The 
mean scores for participants 
in schools rated Excellent/ Good/ 
Average was lower in three 
categories than for schools 
rated Below Average/ 
Unsatisfactory. Male 
respondents' mean scores were 
higher than 
females in four of the five LPI 
subscales. Mean scores for 
respondents age 31-50 rated 
their principals' leadership 
practices lower than the other 
two age categories (higher than 
51 and under 30) on all five 
subscales of the LPI” (p. 74-75). 

Cooke 1994 To examine differences in 
teachers’ perceptions of 
principals instructional 
leadership  

Took data from 
longitudinal study 
and assessed 
survey  data 

2034 teachers 
in 93 Native 
American 
Schools 
responded  

Instructional Leadership 
Survey was used to see 
if differences in teacher 
perceptions of 
principal’s instructional 
leadership existed by 
school organization 
(elementary, secondary 
or K-12), ethnicity of 
principal (Native 
American or non-Native 
American), gender of 
principal, and 
differences in ratings by 
school type (Bureau of 
Indian Affairs versus 
tribally controlled 
Contract Schools).   

Modest differences existed 
between teacher ratings, based 
on principals’ ethnicity, gender, 
and school type. Non-Native 
American principals received 
higher ratings than Native-
American principals.  In terms of 
gender, non-native American 
females were rated higher than 
male principals in the survey.  
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Ross 2002 To examine preservice 
teachers’ perceptions of 
cultural competence 
during the student 
teaching experience as a 
result of participating in a 
diversity and poverty 
simulation 

Qualitative 
research utilizing 
data gathered 
through an 
assessment 
instrument, direct 
observation of 
the simulation 
activity, 
participant journal 
reflections, and 
in-depth, open 
ended interviews 

 

Six  preservice 
teachers from a 
private 
university were 
selected to be 
interviewed out 
of 30 teachers 
who went 
through poverty 
simulation and 

Multicultural 
Knowledge and 
Teaching Instrument 
(a self-reporting 
survey ) placed 
teachers at an 
undeveloped, 
proficient or emerging 
level of cultural 
competence;  and 
interview, the Diversity 
and Poverty 
Experience simulation 

Although pre-service teachers 
had increased awareness of 
people of diversity and poverty, 
they did not operationalize this 
awareness.   

Dillon 2003 To examine differences in 
perceptions between 
teachers and their 
principals on the 
principals’ leadership 
style and school climate 
measures 

Five survey s 

 

Seven 
principals from 
selected 
secondary 
schools in the 
Midwest and 
about 200 
teachers who 
taught at their 
schools 

National Association 
for Secondary School 
Principals (NASSP) 
School climate survey 
and the Leadership 
Effectiveness and 
Adaptability 
Instrument (LEAD-self 
and LEAD-other) 
analyzed associations 
between differences in 
perceptions between 
the principals and 
teachers concerning 
leadership style and 
school climate.  
Demographic 
questionnaires for 
both the teachers and 
principals to acquire 
data about participants 
 

The seven schools examined 
lacked cohesive perceptions 
between the teachers and 
principals to a significant degree, 
which may create a harmful 
effect on the organization.  No 
significant variances existed 
between male or female 
teachers, White or non-White 
teachers, or tenured or non-
tenured teachers in terms of 
perceptions of principal’s 
leadership style.     
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Alhajeri 2011 To investigate the 
perceptions of secondary 
school teachers of their 
principals’ supervisory 
behaviors and of their 
schools’ climate as well 
as the relationship 
between supervisory 
behaviors and school 
climate in Kuwaiti 
secondary schools.   

two survey s  575 male and 
female 
secondary 
school teachers 
from six school 
districts. 

First survey was used 
to assess supervisory 
behaviors of principals 
as perceived by 
teacher. The School 
Climate Survey was 
used to assess school 
climate. 

There were significant 
differences in perceived 
supervisory behaviors based on 
gender and district.  Female 
teachers perceived their female 
principals’ ability in supervisory 
behaviors to be higher than male 
teachers viewed their principals.  
Also, there were significant 
differences in school climate 
based on gender and district. 

Huber-
Dilbeck 

1988 To investigate the 
leadership behavior of 
principals as perceived by 
teachers and principals in 
one suburban district.     

Two 
questionnaires 

350 randomly 
selected 
teachers and 
principals of all 
35 elementary, 
intermediate, 
and high 
schools in one 
suburban 
school district 
to participate 
on a voluntary 
basis. 
 
 
 
 
 
 
 
 
 
 
 
 
 

The perceptions of the 
principals' leadership 
behavior were 
measured by the 
twelve subscales of 
the Leader Behavior 
Description 
Questionnaire--Form 
XII. A biographical 
data questionnaire 
was also used 

Perceptions of teachers of the 
principals leadership behavior 
did not differ significantly 
according to gender, age, years 
of teaching experience, 
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Weaver 2004 To determine principals' 
attitudes toward the use 
of culturally relevant 
pedagogy and culturally 
responsive leadership in 
predominately African 
American school 

Mixed methods 
study using 
vignettes, 
interviews, 
survey s, content 
analysis, and 
document 
analysis, 
including reviews 
of school 
improvement 
plans, principals' 
messages, and 
mission and 
vision statements 
were also 
conducted.  

 

Seven 
secondary 
school 
principals and 
43 teachers in 
predominately 
African 
American 
schools. 

Vignettes containing 
10 scenarios of 
principals performing 
culturally responsive 
leadership practices 
were distributed to 
principals who were 
asked to rate them 
with a Likert scale. In 
addition, principals 
were asked 13 open 
ended questions about 
culturally relevant 
pedagogy and 
culturally responsive 
leadership in an 
interview. Teachers 
were asked to 
complete a 10 
question on-line 
survey about their 
principals' leadership 
from a culturally 
responsive 
perspective.  

The study found that (a) 
principals admitted that they had 
a limited knowledge of the 
concepts of culturally relevant 
pedagogy and culturally 
responsive leadership, (b) 
principals theoretically viewed 
culturally relevant pedagogy and 
culturally responsive leadership 
as useful tools in educating 
African American student 
populations as evidenced by 
their responses to the vignettes, 
(c) principals had a general 
understanding of African 
American culture and exhibited 
sensitivity to the cultural needs 
of African American students, (d) 
principals often stressed the 
managing of difficult students or 
the diffusing of problematic 
situations as a benefit of having 
teachers trained in culturally 
relevant pedagogy and (e) 
principals in the study did not 
actively encourage teachers to 
utilize culturally relevant 
pedagogy as a means to 
improve the academic 
achievement of African 
American students. 
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Smith 2004 To identify culturally 
competent practices that 
principals use to value 
diversity, promote 
inclusiveness, assess 
culture, manage the 
dynamics of differences, 
institutionalize cultural 
knowledge, and adapt to 
diversity to develop a 
positive school 
environment. The second 
purpose of this study was 
to identify culturally 
competent practices that 
principals perceive to 
impact academic 
achievement. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Descriptive and 
exploratory in 
nature. Survey 
data were 
analyzed using 
the means, 
standard 
deviations, and 
range. 

 

Eleven 
principals in 
selected high-
performing, 
high-poverty 
schools 

A thirty-five-item 
survey was developed 
to identify the 
culturally competent 
practices used to 
develop a positive 
school environment 
and perceived to 
impact academic 
achievement. 

The majority of the practices 
used to develop a positive 
school environment and to 
impact academic achievement 
are practices that value diversity, 
and assess the teaching and 
learning culture of the school; 
(2) cultural diversity training for 
teachers positively impacts 
student achievement; 
(3) parental involvement is 
increased through meaningful 
outreach programs; (4) practices 
that promote inclusiveness, 
institutional cultural knowledge, 
and adapt to diversity are 
thought to be more effective than 
they are used. 
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Hines 2008 To investigate racial 
differences in in-service 
teachers’ perceptions of 
Caucasian American 
principals’ uses of 
culturally 
proficient leadership; 
examine the 
extent to which 
Caucasian American 
principals were perceived 
as being culturally 
competent leaders. 

descriptive and 
comparative 
study using a 
multivariate 
analysis of 
variance 
(MANOVA) and 
univariate 
analyses of 
variance 
(ANOVAs)  

 

112 in-service 
teachers  

Smith’s 35-item 
cultural 
proficiency survey. 
regarding their 
Caucasian American 
principals’ uses of 
culturally proficient 
leadership was used 

Statistically 
significant racial differences existed 
for all of the survey  subscales 
(assessing diversity, 
managing the dynamics of 
differences, assessing the 
culture, inclusiveness, 
institutionalizing cultural 
knowledge and resources, and 
adapting to diversity). These 
findings hold significant 
implications for how both in-
service teachers and Caucasian 
American principals reach 
consensus on defining culturally 
proficient school leadership. 
Specifically, the Caucasian 
American in-service teachers 
displayed higher mean scores 
than the other two groups of in-
service teachers on the 
subscales. In addition, 
statistically significant post hoc 
differences existed between 
either Hispanic and Caucasian 
American in-service teachers or 
African American or Caucasian 
American in-service teachers. 

The former outcome suggests 
that Caucasian American 
teachers appear to be 
more likely than teachers from 
other ethnicities to give high 
culturally proficient ratings to 
Caucasian American principals.  
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APPENDIX L 
 

CHARACTERISTICS OF TEACHERS AND STUDENTS  
 

IN SCHOOLS BEING STUDIED 
 

(BROKEN DOWN IN NUMERICAL FORM) 
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Characteristics of School 4 Compared to Other Schools 
 

 

School 
Number    Rating 

Percent 
Male 

Teachers 

Percent 
Female 

Teachers 
     Principal        

Race 

 
Proficiency 
Ranking in 

Order 
 Principal             
Gender   

1st 
 
School 
4 

Exemplary 34.2% 65.8% White Female  

2nd 
 
School 
6 

Academically 
Unacceptable 

47.2% 58.8% Hispanic Male  

3rd School 
1 

Academically 
Acceptable 

43.6% 56.4% Black Male  

4th 
 
School 
3 

Academically 
Acceptable 

38.4% 61.6% White Male  

5th 
 
School 
2 

Academically 
Unacceptable 

43.9% 56.1% Black Male  

6th 
 

 

School 
5 

Academically 
Acceptable 

47.2% 58.8% White Female  

 
 
 

Characteristics of School 4 Teachers Compared to Other Schools 
 

School 
Number Rating 

Total# of 
Teachers 

Hispanic 
Teachers 

Black 
Teachers 

 
White 

Teachers 
Other 

Teachers 

School 4 Exemplary 59 8.5% 22.2% 67.5% 1.7% 
School 6 Academically 

Unacceptable 
125 9.9% 52.4% 36.1% 1.6% 

School 1 Academically 
Acceptable 

280 29.4% 39% 47.3% 4.2% 

School 3 Academically 
Acceptable 

87 3.4% 31.7% 60.2% 4.6% 

School 2 Academically 
Unacceptable 

97 1% 84.3% 13.6% 1% 

School 5 Academically 
Acceptable 

102 13.7% 28.8% 55.6% 2.9% 
 

 
 

 
Table 28 
 
Characteristics of School 4 Teachers Compared to Other Schools 

Teachers 
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Economically 
Disadvantaged  

School 4 Exemplary 27% 2% 1.1% 27.1%  
School 6 Academically 

Unacceptable 
84% 9% 73% 85.8%  

 School 1 Academically 
Acceptable 

75% 6% 11% 74.7%  

School 3 Academically 
Acceptable 

71% 15% 15% 71.4%  

School 2 Academically 
Unacceptable 

72% 12% 6% 72.1%  

School 5 Academically 
Acceptable 

84% 9% 43% 85.8%  

 
 
 

Characteristics of School 4 Students Compared to Other Schools 

School 
Number Rating 

Total #of 
Students 

Hispanic 
Students 

Black 
Student

s 

 
White 

Student
s Other Students 

School 4 Exemplary 793 25.6% 25.3% 46.9% 2.2% 
 

School 6 Academically 
Unacceptable 

2004 63% 36% 1% 0% 

School 1 Academically 
Acceptable 

4587 67% 29% 1% 2% 

School 3 Academically 
Acceptable 

1118 50% 23% 26% 1% 

School 2 Academically 
Unacceptable 

1387 18% 81% 1% 0% 

School 5 Academically 
Acceptable 

1312 56% 30% 4% 10% 
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Percentages of Students Meeting Standards 

 

School 
Number Rating 

Reading 
ELA Math Science 

 
Social 

Studies  
School 4 Exemplary 99.5% 91.3% 94.7% 100%  
School 6 Academically 

Unacceptable 
83% 59.5% 65.1% 94.2%  

School 1 Academically 
Acceptable 

91.7% 73.5% 80.2% 96.5%  

School 3 Academically 
Acceptable 

86.2% 59.6% 71.5% 92.8%  

School 2 Academically 
Unacceptable 

85.8% 51.1% 64.7% 91%  

School 5 Academically 
Acceptable 

82.6% 62.5% 60.3% 87.6%  

 
 

Characteristics of Students Percentages 
 

School 
Number Rating 

Graduates 
Enroll in 

Post-
Secondary 

Completed 
TEA or One 

Dual 
Enrollment 

Course 

Graduate 
in Four 
years 

 

Present 
90% of 

time 

9th graders on-
time for 

graduation 
School 4 Exemplary 98.2% 49.3% 98.2% 94.3% 92.5% 
School 6 Academically 

Unacceptable 
35% 16% 49.6% 64% 59% 

School 1 Academically 
Acceptable 

57% 25% 76.5% 79.6% 72.3% 

School 3 Academically 
Acceptable 

40% 11.4% 69.3% 79.2% 69.1% 

School 2 Academically 
Unacceptable 

47% 20% 66.3% 71.1% 52.2% 

School 5 Academically 
Acceptable 

48% 9.1% Recently 
built/No 

Data 

77.6% 71.5% 
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APPENDIX M 
 

OVERVIEW OF CULTURAL PROFICIENCY SCORES BY HIGH SCHOOL 
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Frequencies and Percentage of Teachers by High School and Cultural Proficiency 
Scores 
 
High School Frequency Percent Cultural Proficiency Score 
School 1 44 42.3 109.70 
School 2 15 14.4 103.20 
School 3 12 11.5 106.67 
School 4 8 7.7 162.63 
School 5 11 10.6 98.18 
School 6 9 8.7 110.67 
School 7* 5 4.8 114.00 
Total 104 100.0  

Note: School 7 is comprised of respondents who left off demographic information but answered all survey 
questions. 
 
 
Analysis of Variance for the Difference of Mean Cultural Proficiency Scores by 
High School 
 

 Sum of 
Squares df Mean Square F Sig. 

Between Groups 24353.917 6 4058.986 4.635 .000 
Within Groups 84949.737 97 875.770   
Total 109303.654 103    
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

139 
 

Tukey & LSD Post Hoc Test for High School Cultural Proficiency Scores 
 

 

(I) High 
School 

(J) 
High 
School 

Mean 
Difference (I-J) Std. Error Sig. 

95% Confidence 
Interval 

 Lower 
Bound Upper Bound 

 

 

1 2 6.50455 8.84808 .990 -20.1381 33.1471 
3 3.03788 9.63767 1.000 -25.9823 32.0580 
4 -52.92045* 11.37432 .000 -87.1699 -18.6711 
5 11.52273 9.97594 .909 -18.5160 41.5614 
6 -.96212 10.82644 1.000 -33.5618 31.6375 
7 -4.29545 13.96632 1.000 -46.3496 37.7587 

2 1 -6.50455 8.84808 .990 -33.1471 20.1381 
      

3 -3.46667 11.46148 1.000 -37.9785 31.0452 
4 -59.42500* 12.95593 .000 -98.4368 -20.4132 
5 5.01818 11.74735 1.000 -30.3544 40.3908 
6 -7.46667 12.47768 .997 -45.0384 30.1051 
7 -10.80000 15.28198 .992 -56.8158 35.2158 

3 1 -3.03788 9.63767 1.000 -32.0580 25.9823 
2 3.46667 11.46148 1.000 -31.0452 37.9785 
4 -55.95833* 13.50749 .001 -96.6309 -15.2857 
5 8.48485 12.35299 .993 -28.7114 45.6811 
6 -4.00000 13.04947 1.000 -43.2935 35.2935 
7 -7.33333 15.75230 .999 -54.7653 40.0987 

4 1 52.92045* 11.37432 .000 18.6711 87.1699 
2 59.42500* 12.95593 .000 20.4132 98.4368 
3 55.95833* 13.50749 .001 15.2857 96.6309 
5 64.44318* 13.75088 .000 23.0377 105.8487 
6 51.95833* 14.37982 .008 8.6590 95.2576 
7 48.62500 16.87084 .070 -2.1751 99.4251 

5 1 -11.52273 9.97594 .909 -41.5614 18.5160 
2 -5.01818 11.74735 1.000 -40.3908 30.3544 
3 -8.48485 12.35299 .993 -45.6811 28.7114 
4 -64.44318* 13.75088 .000 -

105.8487 
-23.0377 

6 -12.48485 13.30125 .965 -52.5365 27.5668 
7 -15.81818 15.96150 .955 -63.8801 32.2438 
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 2 7.46667 12.47768 .997 -30.1051 45.0384 
3 4.00000 13.04947 1.000 -35.2935 43.2935 
4 -51.95833* 14.37982 .008 -95.2576 -8.6590 
5 12.48485 13.30125 .965 -27.5668 52.5365 
7 -3.33333 16.50642 1.000 -53.0361 46.3694 

7 1 4.29545 13.96632 1.000 -37.7587 46.3496 
2 10.80000 15.28198 .992 -35.2158 56.8158 
3 7.33333 15.75230 .999 -40.0987 54.7653 
4 -48.62500 16.87084 .070 -99.4251 2.1751 
5 15.81818 15.96150 .955 -32.2438 63.8801 
6 3.33333 16.50642 1.000 -46.3694 53.0361 

 

1 2 6.50455 8.84808 .464 -11.0565 24.0655 
3 3.03788 9.63767 .753 -16.0902 22.1660 
4 -52.92045* 11.37432 .000 -75.4953 -30.3456 
5 11.52273 9.97594 .251 -8.2768 31.3222 
6 -.96212 10.82644 .929 -22.4496 20.5254 
7 -4.29545 13.96632 .759 -32.0147 23.4238 

2 1 -6.50455 8.84808 .464 -24.0655 11.0565 
3 -3.46667 11.46148 .763 -26.2145 19.2812 
4 -59.42500* 12.95593 .000 -85.1389 -33.7111 
5 5.01818 11.74735 .670 -18.2971 28.3334 
6 -7.46667 12.47768 .551 -32.2314 17.2981 
7 -10.80000 15.28198 .481 -41.1305 19.5305 

3 1 -3.03788 9.63767 .753 -22.1660 16.0902 
2 3.46667 11.46148 .763 -19.2812 26.2145 
4 -55.95833* 13.50749 .000 -82.7670 -29.1497 
5 8.48485 12.35299 .494 -16.0324 33.0021 
6 -4.00000 13.04947 .760 -29.8996 21.8996 
7 -7.33333 15.75230 .643 -38.5973 23.9306 

4 1 52.92045* 11.37432 .000 30.3456 75.4953 
2 59.42500* 12.95593 .000 33.7111 85.1389 
3 55.95833* 13.50749 .000 29.1497 82.7670 
5 64.44318* 13.75088 .000 37.1515 91.7349 
6 51.95833* 14.37982 .000 23.4184 80.4983 
7 48.62500* 16.87084 .005 15.1410 82.1090 

5 1 -11.52273 9.97594 .251 -31.3222 8.2768 
2 -5.01818 11.74735 .670 -28.3334 18.2971 
3 -8.48485 12.35299 .494 -33.0021 16.0324 
4 -64.44318* 13.75088 .000 -91.7349 -37.1515 
6 -12.48485 13.30125 .350 -38.8842 13.9145 
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7 -15.81818 15.96150 .324 -47.4973 15.8610 
6 1 .96212 10.82644 .929 -20.5254 22.4496 

2 7.46667 12.47768 .551 -17.2981 32.2314 
3 4.00000 13.04947 .760 -21.8996 29.8996 
4 -51.95833* 14.37982 .000 -80.4983 -23.4184 
5 12.48485 13.30125 .350 -13.9145 38.8842 
7 -3.33333 16.50642 .840 -36.0940 29.4273 

7 1 4.29545 13.96632 .759 -23.4238 32.0147 
2 10.80000 15.28198 .481 -19.5305 41.1305 
3 7.33333 15.75230 .643 -23.9306 38.5973 
4 -48.62500* 16.87084 .005 -82.1090 -15.1410 
5 15.81818 15.96150 .324 -15.8610 47.4973 
6 3.33333 16.50642 .840 -29.4273 36.0940 

*. The mean difference is significant at the 0.05 level. 
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APPENDIX N 
 

CULTURAL PROFICIENCY PERCEPTIONS FROM MALE AND FEMALE TEACHERS 
 

AND MINORITY AND WHITE TEACHERS BY SCHOOL 
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School Principal’s 
Ethnicity/Race  

Principal’s 
Gender 

School 
Rating 

School 1 Black male AA 
School 2 Black male AU 
School 3 White  male AA 
School 4 White female EX 
School 5 White  female AA 
School 6 Hispanic  male AU 
 
Numbers in Population by Ethnicity/Race and Corresponding Total Cultural Proficiency 
Scores 
School Number 

Minorities 
Teachers 

Number 
White 
Teachers 

Entire 
Sample 
Numbers 

Minority 
Means 

White 
Means 

Overall  
Mean 

School 1 
 

20 24 44 119.6 101.46 109.7 

School 2 
 

10 5 15 105.44 109.67 103.2 

School 3 
 

4 8 12 112 104 106.67 

School 4 
 

3 5 8 167.67 159.6 162.63 

School 5 
 

4 7 11 118.25 86.71 98.18 

School 6 
 

6 3 9 122.83 86.33  110.67 

 
School  Number 

of 
Males 

Number 
of 
Females 

Total 
Number 
in 
Sample 

Male 
Means 

Female 
Means 

Entire 
Sample 
Means 

School 1 
 

15 29 44 111.07 109 109.7 

School 2 
 

5 10 15 101.2 104.2 103.2 

School 3 
 

7 5 12 114.14 96.2 106.67 

School 4 
 

2 6 8 171 159.83 162.63 

School 5  6 5 11 122 69.66 98.18 
School 6 
 

5 4 9 106 116.5 110.67 
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