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The purpose of this quantitative correlational study was to examine the relationship 

between principal cultural proficiency and leadership behaviors through a culturally 

responsive leadership framework. A total of 166 school principals from a service region 

of Southeastern Texas were solicited and completed the Educator Cultural Proficiency 

Insight Tool (ECPIT) and the Successful School Leadership Survey (SSLS). The research 

questions focused on four factors of cultural proficiency: (a) cultural awareness and 

diversity, (b) attitudes, beliefs, and expectations of student learning, (c) ownership and 

responsibility, and (d) recognition of racism predicting each of the four domains of 

leadership behaviors: (a) setting directions, (b) developing people, (c) redesigning the 

organization, and (d) improving the instructional program. The researcher used multiple 

linear regression, frequencies, and percentages to analyze the data collected and the 

findings revealed that there is a significant relationship between cultural proficiency and 



 

 

ix 

 

the four leadership behaviors examined. The study's results align with previous research 

that has demonstrated the importance of principals having a clear vision for a school, 

being child-focused, and having high expectations for students. Additionally, the research 

found a connection between empathy for diverse students and listening to all voices. The 

study also revealed that principals who recognized the presence of racism in their schools 

were more likely to engage in organizational redesign efforts. Finally, the research 

suggested that principals who took ownership and responsibility for student learning 

outcomes were more effective at improving the instructional program. The study 

highlights the importance of cultural proficiency as a predictor of effective leadership 

behaviors and needed support for schools to foster a culture that celebrates a student-

centered focus in learning. The findings provide insights into the importance of 

principals' attitudes, beliefs, and expectations of student learning, their ownership and 

responsibility, and their recognition of racism in fostering a school culture that supports 

reaching a common goal, and building capacity in staff, managing changes in the 

organization, and improving instruction. The study provides implications and 

recommendations for future research in the field of culturally responsive leadership.  
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CHAPTER I: 

INTRODUCTION 

Each school has a principal whose focus is the promotion of teaching and learning 

and coordinating all actions through their charged influence leading and transforming the 

environment within a school building (Chirichello, 1999; Gu et al., 2018; Martin et al., 

2019). Principals guide the environment and build capacity through leadership behaviors, 

such that Grissom et al. (2019) introduce the principal's leadership quality as the key to 

determining how the school performs and what opportunities arise from such influence. 

According to Bass and Steidlmeier (1999), the school principals' way to influence their 

campus to success is through behaviors that lead them to (a) act ethically, (b) talk about 

mission and vision, (c) consider the consequences of their actions, (d) coach their staff for 

growth and achievement, (e) motivate their team through constructive feedback, (f) 

encourage their staff to think outside the box, and (g) innovate through problem-solving 

in new ways. Best practice suggests principals should use these leadership behaviors to 

cascade down to their teachers to promote organizational learning, teacher performance, 

student engagement, and participation (Akan & Yalçın, 2015; Silins & Mulford, 2004).  

But how do identified leadership behaviors of the principals interact with their 

own cultural proficiency? The study will examine the relationship between principal 

cultural proficiency and leadership behaviors. This chapter will describe the research 

problem in the study, the significance of the study, the research purpose and questions, 

and give definitions of key terms. 
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Research Problem 

The principal is described by Sturgis et al. (2017) as a catalyst, permitting 

progress and quick acclimations to happen inside their school to prepare students for a 

global society. Culturally diverse students may find it challenging to participate in 

schools that do not comprehend their unique cultural practices, as it is not uncommon for 

a significant number of these marginalized students to drop out of the educational system 

before they finish high school (Gray-Nicolas & Miranda, 2020; Riele, 2006). Halx (2014) 

analyzed a specific case of eight Latino high students from a low socioeconomic status 

who had dropped out. The findings suggested the students would not have dropped out of 

school had they received a more specific critical pedagogical environment to help them 

learn. In his research, Brannon (2008) discusses that teachers, parents, and administrators 

need to work collaboratively to make the most significant impact on students within our 

society. Spring (2008) echoes a similar sentiment that if the educational system works 

effectively in producing successful instruction, a student's socioeconomic status and 

demographics will not be the only deciding factors in their achievement.  

Although there is no difference in the intellectual aptitude among children of 

different racial, cultural, or socioeconomic backgrounds before they begin formal 

schooling, research indicates that a number of these diverse learners underachieve 

compared to their White classmates, highlighting the "achievement gap" (Cummins, 

2015; Ford et al., 2008; Holihan, 2022; Jackson & Howard, 2014). Flores (2018) 

approached a study from a critical race theory framework on a counternarrative of three 

Black female school principals suggesting leadership behaviors towards equity should 

reframe the achievement gap to an “opportunity gap” by recognizing issues and mindset 

toward opportunities built around critical race pedagogy. Despite this, it is necessary to 

acknowledge the achievement gap due to the high-stakes accountability resulting from 
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No Child Left Behind (NCLB) and continuing with Every Student Succeeds Act (ESSA). 

Both of these laws require meaningful analysis of student subpopulations and school 

performance by principals who may be unsure of how to meet the needs of their students 

with the most significant needs (Blad, 2016; Giles et al., 2007; Moon et al., 2007).  

Principals need to lead their schools while acknowledging the needs of 

marginalized students through their culturally responsive leadership practices. Some 

examples by Khalifa et al. (2016) include (a) promoting culturally responsive and 

inclusive school environments; (b) resisting deficit constructions of marginalized 

children; (c) engaging students with community contexts; (d) validating social/cultural 

identity of students; (e) resisting color blindness. These practices challenge their students' 

obstacles in attaining education, as research has shown culturally responsive leadership 

can address these realities (Aronson & Laughter, 2016; Banwo et al., 2021; Gay, 2015; 

Khalifa et al., 2016; Leithwood, 2021). Culturally responsive leaders, in the role of a 

principal, can plan, implement, and harvest an environment conducive to a multicultural 

climate through enacted policies and leadership behaviors (Grissom et al., 2021). The 

principals' influence within the school environment can best be seen through their 

decisions as leaders. 

School principals must still account for the forgotten, marginalized students who 

may fall through the cracks of a standard American educational system due to failure to 

conform to differing social norms (Bell, 2021; Shim, 2021). It becomes challenging for 

students to derive meaning from the world around them if their cultural customs and 

values are ignored, since the development of the family's culture, beliefs, and values, 

influence a child's education (Ballenger & Ninness, 2013; Kurtz, 1990; Merolla & 

Jackson, 2019). Moreover, when focused on the idea of conforming to the norms of the 

educational system, all students bring this understanding when stepping into any 
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educational setting (Brown, Pringle, et al., 2022; Hansen et al., 2021; Strekalova-Hughes 

et al., 2021). This highlight of cultural reference is why principals who are capable of 

having a perspective of culturally responsive leadership are needed to help and support 

their students to have a physically and emotionally safe learning environment in which 

they can prosper.  

The need to gather knowledge and understand the relationship between principals' 

cultural proficiency and leadership behaviors is paramount. Those potential relationships 

need to be examined through the lens of culturally responsive leadership to understand 

how principals influence their staff, to maintain an effective instructional system, and 

foster a community of collaboration through the recognition of all stakeholders' culturally 

diverse backgrounds. Finally, analyzing the relationship between principals' cultural 

proficiency and leadership behaviors may support filling an existing gap in the 

educational literature through a non-experimental quantified method analysis. 

Significance of the Study 

The study contributed to current research by examining the relationship between 

principal cultural proficiency and leadership behaviors. The influential ability to support 

their campus is based on leadership behaviors, as research reveals a relationship between 

a principal's leadership behaviors and their school's academic performance (Allen et al., 

2015; Kitur et al., 2020; Suraya & Yunus, 2012). However, an area of interest for 

leadership behaviors is encouraging achievement in their schools by acknowledging 

cultural awareness specific to their campuses (Bond, 2017; Madhlangobe & Gordon, 

2012). In schools, the increased responsibilities for educational leaders have resulted 

from calls for accountability in America's schools (Lyons & Algozzine, 2006). These 

accountability pressures require teachers and administrators to understand academic 

trends among subpopulations and subgroups of students. Principals are tasked with 
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creating motivating and engaging environments for teachers to support students in 

content comprehension (Shaked et al., 2021). When referring to Closing the Gaps, 

Domain 3 in the Texas Accountability system, data is analyzed and disaggregated to 

discover patterns among all students, racial & ethnic groups, socioeconomic 

backgrounds, special education, English learners, and continuously enrolled and mobile 

(Texas Education Agency, 2020). This intense focus of the subpopulations and 

demographics of students comprising the campus’ student population, provides the 

emphasis on seeking responses to cultural proficiency of a principal possibly predicting 

their showcased leadership behaviors. There has been limited research on a quantified 

relationships of principal culturally responsive leadership practices. This study added to 

the body of knowledge by quantifying a relationship between principal cultural 

proficiency and leadership behaviors. This gap in understanding the relationships 

between the two examined constructs is crucial for school administrators to continue to 

support their campuses in improving their institutions while acknowledging marginalized 

populations. 

Research Purpose and Questions 

The purpose of this study was to examine the relationship between principal 

cultural proficiency (Cultural Awareness and Diversity, Attitudes, Beliefs, and 

Expectation of Student Learning, Ownership and Responsibility, and Recognition of 

Racism) and leadership behaviors (Setting Directions, Developing People, Redesigning 

the Organization, Improving the Instructional Program). The following research 

questions will guide this study. 

1. Does cultural proficiency predict a principal's ability to set directions? 

2. Does cultural proficiency predict a principal's ability to develop people? 
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3. Does cultural proficiency predict a principal's ability to redesign the 

organization? 

4. Does cultural proficiency predict a principal's ability to improve the 

instructional program? 

Definitions of Key Terms 

Achievement gap: a persistent educational challenge showing the academic disparity of 

groups of students factoring in the intersectionality of race, socioeconomic status, etc. 

continuing despite interventions meant to close it by federal, state, and local policies and 

initiatives (Hanson et al., 2020). 

Accountability: The overall rating by the district or campus earned by performance and 

growth of student outcomes on state examinations, accounting for graduation rates, and 

support of subpopulations within campuses (Texas Education Agency, 2020). 

Campus Administration: Principals, assistant principals, and other administrators reported 

with a specific school ID (Texas Education Agency, 2020). 

Central Administration: Administrators at the district level, such as superintendents, 

presidents, chief administrative officers, business managers, and other district personnel, 

are not reported under a specific school ID (Texas Education Agency, 2020). 

Culturally responsive leadership: practices and actions by which a leader influences the 

organizational context and addresses the cultural needs of stakeholders while promoting a 

diverse climate inclusive of minoritized persons (Khalifa et al., 2016). 

Cultural proficiency: an individual's competence and ability to accomplish practices 

associated with cultural responsiveness (Siwatu, 2007). 

Cultural responsiveness: a level of competency, that acknowledges culture and diversity 

awareness in the practiced behaviors (Green et al., 2016) 
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Diverse learners: culturally, linguistically, and economically diverse students (Brown, 

2007; Espinosa, 2005).   

Leadership behaviors: a concept of leadership where leaders, through behaviors, and 

their followers influence each other to achieve success and raise motivation (Burns, 

1978). 

Positional leadership: leadership style where managers are supposed to be the catalysts 

for necessary changes (Sanders, 2014). 

School academic performance: A compilation of data sources, including student 

achievement, school progress, and closing the gaps for schools to receive an overall score 

as part of Texas public school evaluation (Texas Education Agency, 2020). 

School climate: A school's internal and external characteristics (Hoy & Hannum, 1997). 

Student academic achievement: a measure of the growth of knowledge in a specific 

content area, quantified through data obtained from standardized measures and validated 

instruments (Johnson & Hull, 2014). 

Conclusion 

The need to gather knowledge and understand the relationship between principal 

cultural proficiency and leadership behaviors needed to be examined. It is important for 

school districts to understand how principals can foster a community of collaboration by 

recognizing all stakeholders' culturally diverse backgrounds. Districts could have an 

opportunity to develop capacity for principals to comprehend their cultural proficiency, 

and how it can predict the principals’ leadership behaviors influencing high achievement 

on campuses to run an effective instructional system. This chapter set out a framework 

for the need to examine the relationship between principal cultural proficiency and 

leadership behaviors. The relationships can be used to help central administrators in 

supporting improve schools of their campus administration. This can help marginalized 
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diverse learners. The chapter discussed the importance of cultural proficiency as it relates 

to leadership behaviors in what it means to engage in culturally responsive leadership. 

The need for research in this area, the purpose of the research, and questions guiding the 

study were also presented. The key terms used in this study were also provided. The next 

chapter presented a review of the literature as it related to this study.  
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CHAPTER II: 

REVIEW OF LITERATURE 

One leader may make a difference by fostering a cultural climate inside a 

constrained educational environment (Chen & Yang, 2022). School principals must keep 

that cultural climate environment in mind as they influence staff at their schools through 

their leadership behaviors. Furthermore, the principal's leadership behaviors can impact 

schools. Successful campus leadership is vital for the success of schools because 

campuses with influential principals have a correlated positive teacher impact and are 

more likely to have structured school learning environments and increased student 

success (Danbaba & Panshak, 2021; Sebastian et al., 2016). Schools with a culturally 

responsive environment that acknowledges the culture and support of marginalized 

groups increase student achievement (Chen & Yang, 2022). School leaders and other 

administrators need to showcase a high level of cultural competency to adjust to the 

needs of diverse learners (Miller, 2011). The purpose of this study was to examine the 

relationship between principal cultural proficiency and leadership behaviors. This chapter 

introduced a review of the literature and a thorough discussion of the study's theoretical 

framework. 

Demographic Shift in Schools 

The long history of the United States in welcoming waves of immigrants makes it 

a melting pot of cultures. It thus makes it necessary for culturally responsive practices 

within communities, especially in schools, to acknowledge the diversity of populations 

and find ways to support them educationally (Diaz et al., 2019). The authors emphasize 

within the article to reframe the educational needs in helping marginalized groups. Diaz 

et al. (2019) express the need for educators to be aware of different cultures, work on 
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culturally responsive curricula, exercise cultural caring, develop a community that 

understands the intercultural discourse, and establish classroom instruction that 

proactively develops cultural diversity understanding. The United States will likely 

remain a home of immigrants, and consequently, exercising culturally responsive 

practices within education is essential to support across a range of ethnic groups. 

 The demographic switch due to immigration from Mexico and Central America 

to the United States since the early 1990s has created a new dynamic in communities that 

have to respond to new diverse identities (Waters & Jiménez, 2005). Gray (2020) 

discusses this demographic switch in explaining rules, norms, and collaborated concepts 

of these marginalized communities. Schools must make sense of the demographic switch 

and relate to this new reality of responding to diverse identities (Gray, 2020). Immigrant 

themes in the article discuss (a) new obstacles mismatched by their traditions and the new 

reality of their changing populations, (b) inequities for immigrant students, and (c) forced 

equitable inclusion of all students (pp. 2-3). The author emphasizes how newcomers are 

judged as people simply by the level of American assimilation and as a nuisance. Gray 

(2020) reiterates that there is much work to be done in creating an environment where all 

students can have relationships in school that are supportive of their reality as newcomers 

in a culturally responsive way. This article demonstrates demographic changes in the 

United States and how those changes affect the way educators provide students with an 

appropriate education. 

A misunderstood aspect of Hispanic immigration to the United States is the idea 

that they are a monolith when the groups can be disaggregated further into subgroups 

(Castillo & Gillborn, 2022). López and Irizarry (2022) describe some of these subgroups 

when referring to the demographic change within the United States from the perception 

of Mexican Americans, Puerto Ricans, Native Americans, Dominicans, and Indigenous 
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Guatemalans. In their article, the authors present perceptions of Tribal Hispanic scholars 

who are becoming part of a newly diversified community. The article's findings suggest 

that schools disregard traditional Hispanic values and further isolate their newcomer 

students. The authors showcase that implications for schools include joining in the 

discourse around race and the culture of marginalized scholars while engaging in 

culturally sustaining practices to make students successful. These implications shared by 

the authors support the need for this present study, as schools are asked to become 

culturally sustaining in their practices to help students of color. 

When discussing populations and dynamics within demographic changes, some 

expressed difficulties exist, such as differentiating between terms often used 

interchangeably, race and ethnicity. However, their definitions are vague and not 

collective (Urdan & Bruchmann, 2018). The fear expressed by Urdan and Bruchmann 

(2018) is that research that focuses on a demographic analysis comparing one group 

against another could have a misconception perpetuating stereotypes and cause 

misconceptions to occur. The findings suggest that any strategies used to support 

marginalized students must be based on acknowledging the differences those students 

provide. These findings are indispensable in understanding the demographic switch for 

schools and how generalizations can hurt more than support those students. 

Through these demographic changes and obstacles, the discussion turns to 

educators needing to adjust to the culturally diverse students from the school 

demographic changes. Rowan et al. (2021) reviewed the literature to see teachers' 

strategies that bring success to demographically diverse learners. The authors analyzed 

209 articles, revealing that many diverse groups were acknowledged; however, the depth 

of the cultural information was superficial at most. The common theme within the 

analysis speaks to the association that educators first need to teach about diverse students. 



 

 

 

 

12 

 

Secondly, educators need to connect with diverse learners. Finally, educators must teach 

to diverse students to make them successful. This theme discusses academic achievement 

and how students succeed when exemplary educational leadership is in place.  

Student Academic Achievement 

Now that a portrayal of a diverse America has been discussed thus far in the 

chapter, it sets up the background to understand that schools have to look at 

measurements of achievement that indicate learning goals and content acquisition. 

Student academic achievement is defined as a measure of the growth of knowledge in a 

specific content area, quantified through data obtained from standardized measures and 

validated instruments (Johnson & Hull, 2014). It is through student academic 

achievement that schools and their principals are required to showcase their growth and 

outcomes.  

At the heart of a school is the principal leadership, and research by Wu and Shen 

(2022) shows that principal leadership has a statistically significant positive relationship 

with student achievement. By using more than 30 years of research, the authors aimed to 

bring together a meta-meta-analysis to review the effect of principal leadership on student 

achievement. Their results also showed insufficient evidence to suggest a particular 

leadership model is more effective than others in improving student achievement. A 

significant limitation of the study is that it does not show cause-effect as a reason the 

correlation exists. Future research could support discussing a causal relationship with a 

need for a longitudinal study. The authors highlighted how principal leadership is critical 

to student success. 

This same concept of analyzing a relationship between educational leadership and 

student academic achievement was reviewed by Karadag (2020) through a meta-analysis. 

The author examined 151 sources with 131,398 study subjects in the sample groups to 
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reveal a medium-level effect of principal leadership on student academic achievement. 

This result is similar to the published revelation by Grissom et al. (2021), finding that an 

increase in principal leadership effectiveness increases student achievement in math and 

reading. Karadag (2020) shows that instructional leadership had the most significant 

effect on student achievement. This finding does cause a precaution to be given by the 

author to consider the adoption of leadership behaviors that have an instructional aim of 

the educational institution goal and suggests research should include cultural differences 

as a consideration to analyze. 

 The leadership behaviors that principals provide are critical in the instructional 

environment within the campus to increase student academic achievement. However, 

more is needed to know about the leadership behaviors that have the most significant 

impact on improving student outcomes. Liebowitz and Porter (2019) conducted a meta-

analysis with 51 studies looking for correlations between principal leadership behaviors 

and student, teacher, and school achievement. The study revealed a positive relationship 

between principal leadership behaviors and student achievement, teacher self-efficacy, 

teaching practices, and school climate. The authors focused on leadership behaviors 

beyond instructional management leadership to build principal capacity in impacting 

outcomes. 

The focus of this part of the chapter has been on leadership behaviors; bringing in 

another lens, Li and Karanxha (2022) carried out a literature review focusing on 

transformational leadership behaviors and their effects on student academic achievement. 

They evaluated 14 studies and found that 8 out of the total suggested a positive and 

significant relationship between transformational leadership behaviors and student 

achievement. Three studies revealed transformational leadership as directly affecting 

achievement, while five of the reports indicated an indirect effect. The researchers found 
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a few studies on the lack of transformational leadership significance to student 

achievement within their literature review, but no correlation was found. The research 

illuminated critical discourse through qualitative results on the juxtaposition of 

transformational leadership to instructional leadership. The information presented in the 

review creates practicality in the expectations for school district leaders to work around 

the capacity building of principals on transformational leadership behaviors for principals 

to have the most significant impact on outcomes. 

Through their leadership behaviors, the school principal continues to be the 

subject of research and curiosity. Jambo and Hongde (2020) explored the effects of 

leadership practices and the effects on student academic achievement. They reviewed 68 

studies and concluded that the distributed leadership of those school principals had both 

positive and indirect impacts on student academic achievement. This study suggests using 

this information to build on the capacity and recognition of school principals as having a 

shared role on campus and an indispensable position to influence and motivate staff. 

Achievement Gap 

To recap thus far, there is a challenge of changing demographics within the 

United States. With a focus being student academic achievement, principals through 

leadership behaviors, have to respond to the changing dynamics in schools. However, the 

challenge has not caught up with the reality showing the academic disparity factoring in 

the intersectionality of race, socioeconomic status, etc in students. This challenge known 

as the achievement gap continues despite interventions meant to close the gap by policies 

and initiatives (Hanson et al., 2020). Within schools, as marginalized populations 

increase, then there continues to be an increase in the academic achievement gap of 

minority students (Colgren & Sappington, 2015; Hanson et al., 2020; Hernandez, 2022). 

Educators have an obstacle at hand to respond to the diversity changes within campuses 
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and approach instruction to build trust and equity in the classroom (Trumbull & Pacheco, 

2005). Equity in the achievement gap needs to address the misunderstood notion that 

marginalized groups are homogenous and as it is inaccurate to assume the same lived 

experiences.  

Through data mining and analysis, Hanson et al. (2020) examined the 

achievement gap in their study. They focused on the population of 480 school districts in 

New Jersey due to the state's diversity and the variation in demographic makeup. 

Through their analysis, the authors found that test scores in literacy and math that test 

performance went up as the diversity makeup went up. However, the reality of the 

achievement gap in marginalized populations is highlighted, scoring lower in racially 

diverse districts when compared to racially homogeneous districts. The study's 

implication could inform institutional leaders to change policies and inner workings to 

improve school academic achievement and narrow the achievement gap. The key focus is 

to use the information gathered to allow districts to be efficacious in using materials and 

support to reduce the achievement gap. 

Culture can be described as behaviors, understandings, patterns, values, and 

cohesive beliefs; Educators who recognize their students’ culture and correlate it to the 

learning are responsive to the students they are serving; to pursue this achievement gap 

requires culturally responsive educators (Colgren & Sappington, 2015). Using a survey 

design study, Colgren and Sappington (2015) determined that by engaging students with 

culturally responsive teaching they will be more likely to improve academic achievement. 

The answer for educators is to adjust traditional teaching to include equitable 

opportunities for success and make diverse learners successful. Educators must be open, 

but also respond and adjust instruction and strategies that impact diverse learners in their 

classrooms. These opportunities allow for further access to higher-level thinking and 
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opportunities in advanced classes. This requires transforming traditionalistic ideas of 

schooling to create fair chances, which will increase student academic achievement for 

all students. 

Another similar article by Hernandez (2022) found that to close the achievement 

gap, changes to the educational structure of a school have to occur. Within the study, 

teachers showed their preparedness to support ethnically diverse students—teachers 

adjusted to employ culturally relevant pedagogy to support students from marginalized 

groups. A series of reasons were cited in the article for why the achievement gap 

continues to widen, including school-based issues such as conformist school structures, 

promoted disparity, and limited development opportunities along with educator 

ignorance. The article found that teaching strategies to support diversity in the classroom 

helped to bridge the student academic achievement gap. 

When long-term trends are clear in showing discrepancies in achievement levels 

based on socioeconomics, poor vs. rich, and achievement at middle school does not 

translate into success at the end of high school (Hanushek et al., 2019). Within the last 50 

years, the achievement gap has remained the same. Hanushek et al. (2019) demonstrated 

in a study that this would support a failure to improve social mobility in these 

marginalized populations. Within the study, a discussion of teacher effectiveness is 

essential in fighting the achievement gap of students, yet discussion on the development 

of teachers to support diverse student populations is rarely discussed or shared as part of 

policies or programs. Legislators and policymakers must discuss the data shared on 

achievement in 8th grade not correlating to the achievement during senior year, thus 

exacerbating the achievement gap further. When describing marginalized populations and 

the struggles within schools, the achievement gap challenge is not in diversification itself 
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but rather in the failure to adjust to the overwhelming, fast-paced changes in the 

educational system. 

Cultural Responsiveness 

Understanding a focus on culturally responsiveness, especially within the 

pedagogical context, allowed Siwatu (2007) to find that culturally responsive teachers 

successfully make students feel valued as classroom participants. Teachers build trust and 

friendship with students as they work through expectations for culturally appealing 

educational outcomes being the greatest of options. By building trust with students, there 

can be strong positive teacher-student relationships. The article maintains that students' 

cultural identities need to be part of the effort of teachers' preparation so that they can 

increase their culturally responsiveness (Siwatu, 2007). 

To better understand cultural responsiveness, Nodding's Care Theory must be 

referenced, as it suggests that caring is the base requirement for educational success 

(Noddings, 1992). Moen et al. (2020) share a similar sentiment from a Health and 

Physical Education perspective, where they have advocated for positive teacher-student 

relationships. The study consisted of 20 lesson observations and interviews with 13 

educators in Sweden, Norway, and New Zealand. Noddings (1992) explains how schools 

have focused solely on academics and ignored scholars' emotional needs. Yet, educators 

play a vital role in ensuring students feel heard, building relationships successfully, and 

caring teaching. The findings suggest that caring teaching is based on positive 

relationships. 

Similarly, to how teachers could focus on culturally responsive caring and 

teaching, the educator must grasp the cultural structure of the student, understand them as 

individuals, and implement careful planning to showcase caring behaviors (Moen et al., 

2020). Caring is relational and involves two willing individuals (Noddings, 1992). Thus, 
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the article concludes that caring practices occur when educators use their knowledge and 

connections with students to create a safe learning environment that allows them to 

participate fully in the environment. According to Noddings (1992), students listen to 

those who make them feel special and heard. 

Since it was noted that teachers' preparation and effort to involve cultural 

awareness is essential, Bonner et al. (2018) focused on that idea through their study that 

public urban teachers are very aware of how to approach their students to teach them 

successfully. Their research suggested that teachers in the sample practiced and 

committed to culturally responsive teaching, comprehension of aligned behaviors to be 

diversity aware, knowing how to relate and teach marginalized students, and adjusting 

their teaching to the needs of their students. Bonner et al. (2018) carried out a qualitative 

study with open-ended sentence or question stems that were used to investigate the 

perceptions of urban teachers on their thinking, beliefs, and lived experiences. Due to 

how diverse classrooms are today, this research is invaluable for school districts and their 

schools and their need for culturally responsive caring, teaching, and awareness. 

Cultural responsiveness gathers from the diversity of our schools and the need for 

educators to know and be qualified to support students. Falk et al. (2019) reiterates this 

belief emphasizing the awareness of policies and systems that create invisible barriers to 

training and support of the teaching of diverse populations and the needed preparation 

required to have a significant impact on marginalized children. The author emphasizes 

the relevance of diversity and the contributions carried out with a point of view reflecting 

on experiences, and finally, the reality of standardized testing and how it negatively 

impacts students of color from marginalized communities. The author identifies 

implications for ways that policies and parts of those systems can be adjusted to support 
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teachers' professional development and students' active learning in these diverse 

environments. 

Cultural Proficiency 

One need of schools in the current environment is to ensure proper response to the 

needs of diverse groups. This led Bustamante et al. (2009) to assess cultural competence 

by developing a 33-item instrument called the Schoolwide Cultural Competence 

Observation Checklist (SCCOC). The authors reflected on the idea that schools should 

have leaders that look at obstacles and review policies, practices, and structures to 

eliminate said barriers. Bustamante et al. (2009) found that principals often have a 

challenging time viewing the needs of their schools when conducting cultural audits and 

struggle with the assessment portion in action planning. The researchers had 151 

principal participants in two Western states who had graduate degrees in either 

educational leadership or counseling. This sample revealed four primary themes (a) 

policy as obstacle and support, (b) the importance of culturally relevant practices, (c) 

school culture and climate were analogous to cultural competency, and (d) barriers to 

cultural competence. There were also five subthemes (a) resource constraints, (b) limited 

research-based strategies, (c) lack of principal awareness of cultural competence, (d) 

implicit biases towards cultural competence, and (e) social justice, and educational 

equity. The authors discuss the need for educational leadership students to be taught a 

holistic view of cultural responsiveness to diversity in schools (Bustamante et al., 2009). 

This study is critical in emphasizing how cultural responsiveness is part of the influence 

on educational equity (Liu et al., 2021). 

To incorporate the idea of cultural responsiveness, teachers must reflect on their 

classroom practices. Siwatu (2011) examines preservice teachers' cultural proficiency 

through a quantitative instrument. The author surveyed 192 participants and follows with 
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a qualitative phase involving interviews to identify cultural proficiency indicators as part 

of their professional development. The interviews suggested preservice teachers were 

confident in their ability to teach but scored lower in their belief to work specifically to 

align their teaching to students' understanding of culture and disparities in the exposure to 

culturally responsive practices. One emphasis suggested by the study is to develop the 

knowledge and skills to support beliefs that align with cultural proficiency; this is an area 

that teacher preparation programs could work towards and discuss. 

In another study, Adegbola (2022) aimed to connect teacher self-efficacy within 

culturally responsive environments. The researcher was guided by research questions on 

the perception of teachers' level of cultural proficiency. Sixty-three participants were 

asked to complete the Teacher Demographic Questionnaire (TDQ) and the Culturally 

Responsive Teacher Self-Efficacy Scale (CRTSES). The results suggested that teachers 

felt strongly about their ability to instruct diverse students, felt highly prepared to meet 

the cultural awareness of their students, and had high confidence in cultural proficiency. 

The study identified implications for future research around multicultural awareness on 

the training of future teachers to be more focused on exploring their cultural proficiency. 

One area explored in cultural responsiveness with marginalized communities was 

focused around the culture of health. Wilson et al. (2018) critically reviewed research in 

New Zealand with marginalized communities. Much in the same manner in education, 

oppression towards students from marginalized communities has been identified, the role 

nurses played in looking at cultural responsiveness and how the lack of it can perpetuate 

inequity in the healthcare and health of communities was addressed. Achieving cultural 

proficiency with nurses entails changing behaviors to be inclusive and respectful and 

understanding the cultural expectations and needs of the communities they serve. The 
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article focused on fundamentally establishing empathy and trust as the adjusting 

behaviors in health care that can also translate to classrooms and school leadership.  

In the same way that healthcare can be affected by the lack of cultural 

proficiency, so too can diverse classrooms. Vidwans and Faez (2019) conducted a study 

in Canada, where they had 76 participants out of internationally educated teachers and 

non-internationally educated teachers in K-12 classrooms. They were given a 40-item 

survey measuring their self-efficacy perceptions and their cultural proficiency. In 

addition, the authors carried out independent sample t-tests to determine if statistical 

evidence shows that the sample means are significantly different. Their findings 

suggested that teachers who had been internationally educated scored considerably higher 

in self-efficacy toward being culturally responsive. This research showcases a need for 

more preparation to support non-internationally educated teachers to meet the needs of 

their students and diverse communities.  

Cultural Awareness and Diversity 

One area of cultural proficiency that acknowledges culture, its awareness of 

others, and diversity is a subconstruct within this study known as Cultural Awareness and 

Diversity (Buck, 2016; Cobanoglu, 2021; Welton et al., 2015). This awareness and 

consciousness necessity was the gap needed for Miller (2011) to examine and create the 

subscale Cultural Awareness and Diversity within the Educator Cultural Proficiency 

Insight Tool (ECPIT), an instrument used to measure cultural proficiency in educators. 

The author bridged the idea of cultural awareness and diversity, as they correlate and 

show that teachers' understanding of diversity requires cultural awareness (Gay, 2002). 

The questions Miller (2011) developed as items within the subscale were seen from a 

culturally responsive pedagogy lens and focused on factors serving as obstacles in 

classrooms of marginalized student populations, such as teacher understanding and open-
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mindedness of culture and diversity. After conducting a reliability analysis, the subscale 

had a Cronbach's alpha of .833, indicating a high internal consistency with educators' 

comprehension of culture and diversity to teach culturally diverse students. 

Acknowledging cultural awareness is having the genuine understanding that for 

each educator within the school, the responsibility is to create interdependence in the 

environment. According to Milner and Ford (2007), for educators to improve their 

cultural sensitivity and awareness, they must pursue cultural and intercultural 

competency. School administrators are putting aside their guilt and confusion and trying 

to change themselves and their institutions to serve all their students better. Research 

shows that this cultural and intercultural competency aligns well with accountability 

pressures to create the perfect environment to acknowledge the differences and strengths 

of diversity (Brown, Pringle, et al., 2022; Chen & Yang, 2021; Khalifa et al., 2016).  

Cultural awareness and diversity are described in a study by Trumbull and 

Pacheco (2005) as a discussion on cultural competence and descriptors that help build the 

capacity of school staff members to impact scholars. In their research, the authors 

describe the first aspect of cultural awareness, showcasing that educators are making their 

ability to witness cultural identity and give an ordinal value to their own biases. Another 

descriptor that encompasses the school's climate covering cultural aspects, and how 

educators relate to students' identities to build relationships. Finally, teachers use a 

variety of classroom cultural supports and participant structures to engage in student 

participation while providing students with choices and references to their own lives. The 

study gives concrete implications of acknowledging cultural awareness within education, 

especially around professional development, such as accounting for diversity and cultural 

norms within communication.  
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The result of failing to acknowledge cultural awareness or diversity is becoming 

culturally blind; cultural blindness occurs when the educator does not consider the 

diversity of those around them and ignores the lived experience of students on campus 

(Milner IV, 2010). A qualitative study carried out by Welton et al. (2015) at three 

suburban schools where the demographics had shifted significantly over the last few 

decade showed that instead of addressing cultural adjustments and becoming culturally 

aware, the districts responded with colorblindness as the appropriate behavior. The study 

implied that districts must address race issues when challenged by drastic demographic 

changes instead of using race neutrality as the solution. These race-neutrality districts can 

either move towards cultural awareness or continue to harm their scholars' cultural 

experience.  

A certain amount of awareness, sensitivity, and consciousness is required to 

pursue cultural competency since it enables people to identify underlying assumptions, 

biases, and attitudes that might lead them to misinterpret others (Milner & Ford, 2007). 

Ladson-Billings (1994) explained that if a student is ignored when educators are engaged 

in lesson planning and instruction simply because their educators are failing to 

acknowledge their culture, then their ethnic identity is discarded as less—the key is to 

start with negating biases from dominant opinion and understanding self-awareness 

before others. This understanding conjoins to the understanding that cultural proficiency 

in a moral design starts from the self and extends outward (Lindsey et al., 2009).  

Attitudes, Beliefs, and Expectation of Student Learning 

For the purposes of this present study, Attitudes, Beliefs, and Expectations of 

Student Learning refer to educators wanting students to learn beyond their potential, 

understanding their students and how they express knowledge, and what student interests 

can make learning fun (Miller, 2011, pp. 106-107). Attitudes, Beliefs, and Expectations 
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of Student learning are part of culturally responsive caring. In a previous article, Gay 

(2010) describes caring as the most effective in supporting students to learn within a 

diverse environment supported through culturally responsive teaching.  

The subscale created by Miller (2011) factored in various items related to cultural 

relevance. The items within the designed subscale were part of responsive caring, such as 

having the expectation of motivating students to grow (Davis & McIntosh Allen, 2020), 

creating rigorous and fun learning opportunities with student discourse (Montgomery & 

Rubin, 2022), and maintaining a positive frame of reference towards diverse students 

(Abdulrahim & Orosco, 2020). Due to these connections, Miller (2011) coined the factor 

“Attitudes, Beliefs, and Expectations of Student Learning” for the state of mind that 

educators possess when addressing interest and concern, awareness of language learning, 

attitudes, beliefs, and expectations. 

 The principal is often the driving force in schools, and their Attitudes, Beliefs, and 

Expectations of Student learning are important in a school's vision and how it is linked to 

its success. In an article by Mombourquette (2017), the connection is highlighted that 

successful school principals are able to articulate a vision that makes their school unique 

and around which their school community rallies. The article examines the different 

visions of several successful school principals, including one that is child-centered, one 

that is community-based, and another that uses simple yet powerful words as a vision 

statement. The article emphasizes that a school's vision is meant for the long term and 

requires consistent effort to achieve often effectively using data to monitor the critical 

component of a school's vision. 

It is important to highlight this idea of culturally responsive caring on how 

schools become linguistically, culturally, religiously, and ethnically more diverse and 

have needs that require leadership behaviors of their school leaders to ensure equity 
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(Brown, Altrichter, et al., 2022). The theoretical side of cultural proficiency must be 

practiced alongside professional development and acknowledgment of the cultural norms 

of students to create a successful context in schools. The researcher divided the indicators 

of the research areas into either support or practice (Brown, Altrichter, et al., 2022). The 

practice indicators correlated styles of effective leadership behaviors and how they 

connected to cultural responsiveness. The indicators primarily point towards a sense of 

empathy for those who are different, listening to the voice of all, and bringing importance 

to the values and cultural diversity of the student, primarily through instructional 

practices in classrooms. This study speaks to the concept of responsive caring and how it 

can support diverse students.  

In a similar article, the idea was centered on a principal being able to articulate 

educational values, and beliefs to then guide their vision and leadership behaviors (Gurr 

et al., 2006). In the article, two scenarios are compared and show the significant 

contributions those principals made to their educational institutions, especially around 

instructional practices, and capacity building. Attitudes and beliefs of those principals 

contributed to a common set of particular traits, such that their behaviors, values, and 

beliefs advanced a belief that all children are important and have the potential to become 

their best. This focus can show that schools can make a difference when students are the 

priority and adults have high expectations to their success. 

Ownership and Responsibility 

On Ownership and Responsibility, this subconstruct refers to an educator's level 

of connection to the failure and success of a student (Miller, 2011, p. 107). This 

connection is also aligned with culturally responsive caring, as described by Gay (2010), 

in understanding that diverse students engage in learning from an instructor who connects 

to them at a level that shares attitudes, expectations, and behaviors that can make them 
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successful. Miller (2011) reiterates that educators who connect with scholars at an 

intimate cultural level, have high goals set, and understand that all students can learn will 

set up classroom systems to make those students successful. This message is significant 

in learning how cultural proficiency of principals can make schools and students 

successful. 

In this factor, Miller (2011) continued to connect to the culturally relevant 

behavior of educators. Within the subscale, items are connected to taking responsibility 

for the success and failure of their students (Davis & McIntosh Allen, 2020). There were 

also characteristics for teachers around confronting students about misbehavior (Neri et 

al., 2019). While teachers still connected with students and treated them with respect as if 

they were their children (Steketee et al., 2021), connecting with students and families 

while having a level of concern for their prosperity (Gray et al., 2022).  

The factor connected to relevance by adding to the awareness of learning while 

including motivational practices for learning and having the educator showcase 

ownership and responsibility of the student. Robinson (2022) shows that educators who 

adjust to diverse students as if they are kin to one another tend to be more effective. 

Miller (2011) coined this subscale "Ownership and Responsibility" to emphasize the 

educator taking charge of the learning of students' learning practice.  

Another way that teachers could begin to demonstrate Ownership and 

Responsibility is by emphasizing characteristics that lead to successful teaching with 

diverse learners. Gibson (2002) found ten of these successful characteristics that support 

students to be (a) knowing the student's name, (b) facilitating student engagement, (c) 

having one-on-one time with students, (d) addressing misbehavior, (e) flexibility on the 

part of the teacher, (f) teacher attitude of accountability and support, (g) positive parent-

teacher partnership, (h) trusting supportive compliments, (i) genuine feedback, (j) having 
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effective conversations with students to show appreciation. Each of these characteristics 

helps support the correlation between culturally responsive caring and being able to 

showcase ownership of students within the teachers' tutelage.  

Other ways that teachers can showcase Ownership and Responsibility include 

affirming the beliefs of diverse learners, being responsible and owning the opportunity 

for change in schools, and driving teaching from their students' perspective and lived 

experience (Villegas & Lucas, 2002). The connections that teachers who relate to their 

students help them plan effective instructional practices that are responsive to the needs 

of their experiences. It helps build a safe classroom environment and improves outcomes 

due to stretching students beyond the familiar content and expanding curiosity. 

Recognition of Racism 

Educators who work towards supporting their diverse students increase their 

academic achievement, and those who have opposing views towards diversity increase 

social deficiencies in those students (Whitford & Emerson, 2019). This shows that 

academic achievement can be restricted due to educators' racial biases, thus increasing 

the cycle of failure within the academic achievement gap (Verow, 2022). The authentic 

recognition of racism by educators is essential in supporting diverse learners, just as 

addressing bias within a school district correlates to positive growth in marginalized 

learners (Verow, 2022). 

Miller (2011) coined the last subscale as "Recognition of Racism" because the 

factor consisted of items within cultural proficiency correlated with racism. This subscale 

and its items examined the ability of educators to see and understand racism at the 

institutional level, down to the implicit bias of a teacher, and working towards preventing 

the prejudice. Behaviors of an educator in recognizing racism include acknowledging and 

preventing racial bias (Russell et al., 2019), recognizing and stopping cultural racism on 
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their campus (Nardi et al., 2020), and recognizing and preventing institutional racism 

within their educational institution (Elias & Paradies, 2021). This subscale after a 

reliability analysis indicated a Chronbach's alpha of .918 (Miller, 2011). 

Recognition of racism as a subscale emphasizes the power of a teacher and the 

actions they have to employ to counteract racism within the classroom. Arneback and 

Jämte (2022) discussed approaches for teachers to do that effectively and support their 

students. They dived into the complex view of racism and antiracism by avoiding 

blindness and starting with the context of situations. This puts the responsibility and 

opportunities on the educator and any institutional policies to solve through actions. The 

article further increases discussion on racism within education and the obstacles racism 

serves manifested at the campus and district levels. 

The idea of being racist is not seen as coveted but somewhat taboo. Eriksen 

(2022) analyzed how race and racism interacted as concepts that are avoided. Educators 

did not want either to be discussed, as taboos, yet they are central to classroom discourse. 

The idea of antiracism within education is inadequate as it prevents increasing social 

justice opportunities. Verow (2022) indicated in a study that participants who were aware 

of social justice obstacles were also likely to desire to contribute to preventing further 

injustices. Eriksen (2022) found that the implications of focusing on awareness of 

antiracism could run into avoidance and not having the desired result of reducing its 

occurrence. Therefore, a balance in consideration of racism has to be achieved to make it 

successful as a point of discussion to prevent it and not an accepted term of description. 

Rosvall and Öhrn (2014) drew on these findings and found some classrooms 

where approaches to encouraging anti-racist sentiment and diversity inclusion in learning 

to be avoided. This racism is seen as a political issue rather than a concept within 

education. This, in turn, negatively impacts society when addressing diversity concepts 
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from a racially biased perspective. Duncan (2019) describes the lived experience of Black 

educators and adapts some strategies to help address those racially biased perspectives, 

drawing its influence from historical contexts. Within the study, the article sets out to 

examine ways Whiteness sets obstacles for students of color. The implications by Duncan 

(2019) describe the opportunity for teacher preparation programs to touch on diversity 

training and use race and racism as topics of discussion for the prevention and success of 

students. Normalizing race in discussion could support marginalized populations from 

being silenced and oppressed. Verow (2022) indicates there has been a lack of 

preparation for teachers to teach in diversified schools and acknowledge ways to prevent 

racism.  

Effective Leadership Behaviors 

The seminal research into leadership behaviors started with Burns (1978), who 

defined transformational leadership and set it as the umbrella for the concept of 

leadership behaviors. He referred to those leaders and their followers as influencing each 

other to achieve success and raise motivation. Burns mentioned that these leadership 

behaviors change people by starting a person's inborn inspiration. A transformational 

leader reshapes school culture with increasing instructor and student inspiration (Ibarra, 

2008). The intellectual structure of leadership with concepts of transactional and 

transformative descriptors of the behaviors carried out by leaders is critical and the basis 

for modern studies from which leadership theory derives. His book was the ground-

breaking lens by which research on instrumentation and application of leadership derives 

its structure. 

Cobanoglu and Yurek (2018) examined the relationship between administrators' 

perceived beliefs and leadership style. A group of 105 administrators (93.5% men, 

average age 31-40, 50% between 1 and 5 years in administration) were asked to take the 
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9-point Likert instrument Administrator Self-Efficacy Scale by Tschannen-Moran and 

Gareis (2004) and the Leadership Style Scale by Oğuz (2008). The findings showed that 

school administrators are expected to have a significant belief in themselves and 

leadership behavior skills to make changes for student success. In addition, the research 

indicated that school administrators with a substantial degree of self-efficacy convictions 

are more likely to embrace a leadership behaviors style. In other words, the more 

administrators believe in themselves, the more likely they are to exhibit leadership 

behaviors.  

Leithwood and Jantzi (2005) performed a meta-analysis with thirty-two empirical 

studies from eight reputable journals using a vote-counting method to summarize results. 

The purpose was to answer questions about the nature of leadership behaviors and their 

effect on students and engagement in school. The researchers referenced suggestions that 

leadership behaviors are likely to occur in public schools due to an overflow of instability 

(Leithwood et al., 2004). However, positive influence can easily create a shared mission, 

vision, and path forward (Leithwood & Sun, 2012). Their findings showed a significant 

indirect relationship between leadership behaviors, student achievement, and school 

participation. 

Similarly, Marks and Printy (2003) wanted to investigate school performance and 

leadership. They carried out a study with a sample of 24 schools whose teachers had a 

direct say in their daily routines within the classroom. The researchers looked at the 

relationship between leadership and the quality of the school classroom performance. 

Surveys were given to teachers, and 30 staff member interviews were conducted. In the 

findings, the recommendation is made that principals who work through leadership 

behaviors can better support teachers' workflow. Results do suggest that teachers want to 

teach and showcase through leadership. This is similar to the study (Printy et al., 2009) 
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where integrated leadership study where principals and teachers share transformational 

and instructional influence. 

Bass (2013) highlighted how various research studies conducted during the 1990s 

showed findings in leadership behaviors. However, fundamentally the transformational 

factors associated with the old leadership concept of charisma and inspirational 

motivation, intellectual stimulation, and individualized consideration kept coming up in 

the results. Avolio et al. (1999) examined factors of leadership behaviors through their 

Multifactor Leadership Questionnaire (MLQ-5X). The model and research show that 

essential components of leadership include inspirational aspects, intellectual stimulation, 

and individualized consideration. The idealized influence stemmed from the original 

leadership behaviors factors in the seminal introduction (Burns, 1978). 

Setting Directions 

A principal’s capacity to set directions is important in correlating to student 

academic achievement, and a study has done so with the use of a campus needs 

assessment. Day et al. (2016) collected empirical data from a national survey in England 

to examine leadership behaviors and practices and their relationship to improving 

students' success. A sample of 20 schools was used in case studies beginning with a 

survey focusing on principal and staff perceptions on actions believed to improve student 

outcomes. The findings demonstrated that the principal's leadership style was not the key 

to success but rather genuinely understanding the needs of the campus and students.  

The leadership behavior of setting direction best aligns with a school principal 

being a visionary and confidently guiding their school towards a common vision and 

mission they can express in confidence (Davis et al., 2005; Raolina et al., 2021). This 

setting direction leadership behavior is emphasized as part of the variables to be analyzed 

in this study, Raolina et al. (2021) carried out a literature review on how these leadership 
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behaviors come to life in the world, including Indonesia. The focus was on how 

leadership practices come to life in schools making those institutions effective. The 

article findings showed that leadership styles in various countries positively influence 

effective schools, and that leadership domains are about defining a common goal, 

creating an instructional climate, and providing support for instructional systems within 

the campus. This is a significant notion repeated throughout the literature that principals’ 

leadership style influences effective schools, especially with their leadership behavior to 

set directions towards effectiveness. 

Research has shown that school principals are vital in influencing the 

environment of their campuses (Allen et al., 2015; Kitur et al., 2020; Sturgis et al., 2017; 

Suraya & Yunus, 2012). Their influence relies heavily on their ability to set direction, 

and as such Danbaba and Panshak (2021) carried out research to focus on ways to 

address leadership behaviors that build capacity of their principals. The main finding of 

their study involved setting direction for common goals, developing capacity of people, 

and working to improve the organization. The article used the subconstruct of setting 

directions as a guiding variable for school principals to achieve goals in secondary 

schools within the country of Nigeria. The study found that if principals put maximum 

effort to address gaps in their capacity of leadership behaviors, then they can meet goals 

in their accountability system, and as such a professional development system was 

created country wide to support all campus leaders. 

Although professional development is a way to approach building up leadership 

abilities and understanding, Hoogsteen (2020) carried out a review of leadership literature 

on competing aspects including leadership practices like those of setting directions and 

found that there is no area of leadership approached from a contextual, practiced, and 

personal leadership resource. Thus, the closest research is looking at attributes of 
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principals and how that could possibly affect their leadership behaviors of which setting 

directions could be one. The context of their ability as principal had a lot more to do with 

their leadership behaviors than their attributes (e.g., experience, gender, quality, impact 

of capacity building). Leithwood et al. (2019) reiterates that successful principals use 

basic leadership behaviors that create big impact within the context of their campuses. 

Leadership in schools is a critical topic to address because principals engage in 

setting directions to create a positive environment in a campus to promote academic 

achievement for their students. Gangmei et al. (2019) conducted a literature review 

focused on how principals develop their role in leadership, as well as teacher leadership 

opportunities as portrayed from a Western and Eastern perspective. This article was 

approached from an international trend of focusing on India, given that visionary 

leadership is also aligned within their scripture. Findings show that qualitative leadership 

studies far outnumber quantitative studies on principals and their behaviors compared to 

student achievement. There is also limited content on Eastern focused studies on teacher 

self-efficacy and leadership. The implication of this study allows for future researchers to 

approach India as a context to test out opportunities for leadership behaviors and ways to 

use them in context. 

Developing People 

This subscale of developing people is critical in understanding leadership 

behaviors. The Multifactor Leadership Questionnaire is an instrument for leadership 

behaviors research (Bass & Avolio, 2000). Pounder (2008) examined leadership 

behaviors related to idealized influence in which 194 students participated over 3-years. 

The idealized influence was defined as the leader being confident about the mission and 

influencing those around them to increase positivity. This is a demonstrated behavior 

given to a leader by their followers. Findings show that educators who engaged in 
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leadership behaviors were able to influence student perception by developing those 

around them especially when involved with the hiring process (Tran et al., 2020). 

McCarley et al. (2016) examined the correlation between leadership behaviors 

and perceived school climate. A purposeful sample of 399 teachers was given the 

Multifactor Leadership Questionnaire and Organizational Climate Description 

Questionnaire for Secondary Schools, which used hierarchical linear modeling for data 

analysis. The data analysis showcased a relationship between the two constructs of 

leadership behaviors and the elements of school climate (McCarley, 2012). This research 

provided implications on leadership behaviors and how school districts can use the 

information to create professional development opportunities for their leaders to grow 

and assess their leadership behavior factors. 

Developing people within a campus begins with a focus on a mission and 

targeting their goals. The main research problem in a study by Bennett et al. (2013) 

revolves around principals' ability to develop people in their organization and the 

practices in struggling schools to improve student success. Within the study, the authors 

also investigated social and cultural aspects of leading within the schools. The study 

aimed to investigate the Arizona principals' ability to prepare their schools with skills and 

strategies that increase student performance. The sample was made up of 62 Tier III 

school teachers that qualify for Title I support, have been failing for two years, and are 

not receiving any targeted interventions. They were administered a Likert-scale followed 

by semi-structured interviews. The surveys were given to doctoral students with an alpha 

coefficient of .95-.97, suggesting high reliability. The general findings of the article 

showed that schools needed a lot more work to increase their capacity building, those that 

had improved instructional growth had a directive leadership intervention, and 

professional learning communities as a microcosm supported the high-capacity focus. 
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However, the data from interviews focused on non-leadership in the social and cultural 

side of the school. The author stresses that to establish validity for the study, a six-

member panel of experts from the International Successful School Principalship Project 

developed the survey over two years. 

As part of capacity building, Mullen et al. (2021) focused on the capacity building 

of teachers around resiliency, especially with the shadow of the COVID-19 pandemic 

changing how schools approached schooling and capacity building. The article describes 

resilience as closely related to retention, happiness within the job, and positive 

performance. Thus, the findings suggest that those teachers who build capacity around 

those factors can be flexible and beat all obstacles. Furthermore, school leaders who work 

on capacity building of teachers' resilience can produce resilient school environments by 

supporting teachers through hardships. This article helps support the present study's 

purpose because building capacity is one of the leadership behavior subconstructs that 

will be analyzed as a variable in this current study. 

A school is one of the educational institutions where teaching and learning take 

place to educate generations of the nation’s citizenry. Khusni and Mahmudah (2020) 

discuss that principals play a crucial role in setting policy. For example, the policy was to 

have more schools be competitive. Their study aims to know the leadership behavior of 

school leaders in the development of effective schools. This study's results show that 

building employee capacity involves sharing tasks and responsibilities and motivating 

colleagues to work effectively and efficiently to achieve goals. This leadership behavior 

is crucial and aligns with the study by highlighting principals' role in helping make 

schools successful by developing staff capacity. 
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Redesigning the Organization 

The leadership behavior of redesigning the organization can manifest as 

increasing teacher collaboration within a school. Çoban et al. (2020) devoted part of their 

research to connecting this leadership behavior to the amount of trust the teachers had on 

campus with their principal. They conducted their research by collecting survey data 

from 45 lower secondary schools. The findings indicated that the trust teachers had in 

their school leaders was significant in how instructional systems were dedicated within 

the campus and impacted their self-efficacy to collaborate with other teachers. This paper 

is important in understanding that working collaboratively, as an exhibition of the 

leadership behavior of redesigning the organization, is essential for successful school 

leaders. 

The concept of redesigning the organization has been applied even from a global 

perspective. For example, in China, a governmental adoption of new educational system 

goals and expected instructional practices shifted the leadership approach. Liu (2021) 

describes this struggle in her research to understand the correlation between leadership 

behaviors and teacher efficacy in a Chinese urban secondary setting. Seven hundred fifty-

nine teachers were administered a survey, and in the quantitative analysis, the author 

explored redesigning the organization as one of the variables of the relationships. 

Teachers were required to adjust to the current curriculum adoption through the influence 

of their school principals. The results identified that the leader's ability to redesign the 

organization had no positive effect on their ability to Task Analysis if the teachers might 

have yet to develop good relationships with stakeholders or chose to work in conditions 

that are not collaborative (Liu, 2021).  

This concept of collaboration was explored further by Hargreaves (2019), who 

performed a meta-analysis of 30 years of work on teacher collaboration. The author 
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focused on the impact on student learning, teacher self-efficacy increase, and successful 

institutional redesign. Through the research, it is suggested that people perform better 

when they work productively with peers. This collaboration is linked to student 

achievement through collaborative planning and peer review. The article intends to 

expand to see the teacher collaboration designs used and how effectively they support 

leaders in influencing schools. 

Collaborative teachers develop that practice through Professional Learning 

Communities (PLCs); such is the case with Glazier et al. (2017), who completed out a 

qualitative study with twenty-one teacher-education alums who provided self-reported 

stories and were analyzed for common themes and categories. The study found that 

teachers valued collaboration but felt that Professional Learning Communities increased 

in glimpses of collaboration as teachers became more involved in the community. It 

assumes that although collaboration occurs, it is created differently across schools. This is 

where a school principal's leadership ability and influence come into play; as part of 

redesigning the organization to be collaborative, the PLC should not have a natural leader 

if the environment is created to be truly collaborative. 

 When addressing the subconstruct of Redesigning the Organization, this current 

study matches the description of leadership behavior that influences stakeholders to 

improve the school and support instructional systems (Leithwood & Jantzi, 2005; Rice, 

2020). The global technological environment has interconnected the world and allowed 

for increased inclusion and engagement with all people within schools and society 

(Tichnor-Wagner, 2019). This challenge sparked a qualitative study by Tichnor-Wagner 

(2019) in which attributes of leadership are explored to see the facilitated learning needed 

in this diverse environment from ten interviewed school principals. The study's 

implications included how administration programs and enrichment opportunity 
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companies can cultivate globally minded leaders who support redesigning the 

improvement organization. The study also suggests that there is no cookie-cutter way of 

approaching leadership development since each principal behaves and influences their 

school in a manner predetermined to the needs of the campus and may have a varied level 

of global experience. 

Improving the Educational Program 

Leaders are known to work towards establishing instructional systems, as is the 

case that Schrik and Akiyini-Wasonga (2019) addressed through the primary research 

problem of analyzing the comparison of principal qualities such as instruction, ethics, and 

leadership and their impact on student achievement. The purpose of the study was to 

research the influence of leader expectations on student success using elementary school 

leader data. The population for the study was the range of elementary school principals 

within Illinois. There were 205 subjects within the sample selected randomly by their 

positions within the elementary schools. The instrumentation used was the Principal Self-

Efficacy Survey. The study's finding includes those principals that had a higher 

expectation of their view than the reality of school success. Female principals had higher 

scores other than males. Principals with higher degrees had better scores than just 

master's degrees, and suburban principals are doing better than rural school leaders. 

Azar and Adnan (2020) discuss the main research problem addressed by the study 

to see if school leadership could impact student performance to further develop schools. 

The purpose of the study is to research the areas of school leaders and then establish a 

culture where students can achieve their measures. Two questions guided the research. 

The first is the effects of good school leadership on educators' and students' achievement 

in Malaysia. The second question was, what factors supported student success in 

Malaysia? The finding suggests that the school principal plays a significant role in 
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student growth and Malaysia's educational system. However, the leadership needs to 

transition to practical techniques for new challenges for the new generation. Effective 

leadership is a significant contributor to student performance in schools.  

Similarly, implications for action planning practices were researched in another 

study. Shatzer et al. (2014) compared the effects of instructional and leadership behaviors 

on student achievement. They focused solely on the theoretical aspect by setting up a 

sample of 590 teachers from 37 primary schools in the Western United States. The 

Multifactor Leadership Questionnaire and Principal Instructional Management Rating 

Scale were used in the study. The data were analyzed via regression analysis, and 

findings showed that instructional leadership, measured by a criterion-referenced test, 

showed more significant variance and explanation than leadership behaviors. The 

implication is that although they both impact student achievement, instructional 

leadership has a more substantial influence than leadership behaviors.  

Sun and Leithwood's (2012) research focused on the relationship between 

transformational school leaders and student achievement. The data used in the study was 

collected from seventy-nine unpublished dissertations from online databases focusing on 

leadership behaviors in education between 1996 and 2008. The focus was on the 

demographics of rural, urban, and suburban public schools at varying grade 

configurations. The study found that leadership behaviors do not have a significant 

relationship causing effects on student achievement when controls of socioeconomic 

status and cognitive capabilities are considered. Instead, in the findings, areas of 

collaborative structures and individualized consideration were making more significant 

impacts on student achievement. 

Another study that used the same research focus on student achievement 

investigated what school principals in high-performing urban schools noticed about 
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classroom instruction within their schools (Johnson, Uline, et al., 2011). The study aimed 

to apply the concept of expert observation to principals in high-performing urban schools 

and try to understand how principals, through behaviors, influence high achievement for 

diverse students. The qualitative interview study selected 14 urban schools awarded the 

National Excellence in Urban Education Award, and the principals of each of the 14 high 

schools were the participants. Through a purposive sampling interview method, data were 

collected, transcribed, and analyzed for common themes and patterns. The research 

findings showed that school principals focused on three themes when entering a 

classroom for observation. The first central theme was student engagement, learning, and 

understanding within the school. The second theme from the interviews was connected to 

the classroom atmosphere and teacher behaviors that allowed students to decrease their 

misunderstandings when taught the content. The level of facilitation and differentiation 

that the teacher created allowed school leaders to notice and correlate to high levels of 

learning. 

Cultural Proficiency and Leadership Behaviors 

Minoritized youth, who work alongside leaders who connect to their 

understanding of the community, become involved in resolving inequities and meeting 

their cultural needs (Miller, 2020). In his study, Miller (2020) explores the application of 

the culturally responsive leadership framework through a qualitative case study occurring 

over six months, including six semi-structured interviews with executive leaders and 

mentors, along with five different observations in a diverse urban region of the Western 

United States. The article began by introducing leadership practices, such as a clear 

vision, bottom-up leadership, supporting a positive culture, management of resources, 

and adequate training. The findings suggest that leaders must serve their stakeholders 

while admitting to struggles of their students while incorporating the diversity of learners 
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as an asset rather than a burden. The results indicate the need to have leaders analyze 

their self-awareness through the intersectionality of their race and their worldview within 

their daily context, this is crucial for the perspective of this present study. 

A marginalized group within the United States, the Mexican American immigrant 

community of students, has been targeted through injustices in those perspectives and 

worldview. These biases were a focus for DeMatthews and Izquierdo (2020). They 

conducted a qualitative case study of the community and addressed what principal 

leadership behaviors supported creating a culturally responsive school. The authors 

viewed the context from the framework of culturally responsive leadership due to the 

connection to Dual Language education and the leadership focus on supporting 

institutions of learning and those of the immigrant communities they serve. The 

researchers prepared an approach that spans two years involving interviews and 

observations of principals who committed to the dual language program and were part of 

public, urban schools with a Mexican American demographic. The results of the 

interviews and observation showed that some challenges to a culturally responsive school 

were the lack of meaningful parent engagement, homelife causing obstacles for 

struggling students, implicit bias and discrimination, and resistance to a dual language 

culture of English and Spanish. However, the principal, through her leadership behavior 

practices, was able to support her campus. She stuck to (a) reflection and adjustment by 

correcting her own biases, (b) using data-driven decision-making to support the campus 

vision and address needed goals, (c) cultivating diversity within her campus by being an 

obstacle to oppression systems in school, and (d) always prioritizing the needs of her 

diverse parents and students. This study by DeMatthews and Izquierdo (2020) reflected 

the need for principals to have a team that supports their practices to work towards 

culturally responsive environments. 
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A study by Madhlangobe and Gordon (2012) observed how a school leader put 

into practice leadership behaviors that aligned with culturally responsive practices. They 

conducted a qualitative research study, shadowing an assistant principal and doing daily 

follow-up interviews. They also conducted interviews with other pertinent stakeholders in 

the school and artifacts from offices, classrooms, and common areas. They found three 

different levels of practice of culturally responsive leadership from a personal, 

environmental, and curricular standpoint. From a personal standpoint, the principal often 

embraced the school as a community and embraced relationships, such as adults being 

role models for positive relationships and encouraging collaborative opportunities. As an 

example of the environmental viewpoint, the principal devoted time to the learning 

environment and adjusting to the needs of marginalized students within the campus. 

Finally, the principal enhanced parental participation in reviewing the curriculum and 

encouraged a focus on knowledge by diverse learners. The research results suggest ways 

leaders can make their campuses more inclusive to marginalized students and practice a 

climate of cultural responsiveness. The highlight is the association of such lens to be 

applied through culturally responsive leadership practices.  

Similarly, by correlating leadership to cultural connections, Wang (2019) 

explored aspects of leadership from a neuroscientific point of view. He reviewed the 

literature on 69 neuroscience studies and four books and associated brain activities with 

behaviors commonly seen as part of educational leadership. He found that vision, 

charisma, trust, and organizational justice were associated with four leadership styles: 

charismatic, transformational, destructive, and culturally responsive. Wang noted that the 

studies had one theme in common: emotion. This study implied that emotion training 

needs to be a part of leadership as it could affect leadership and cultural responsiveness 

behaviors. 
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Another researcher highlighted a similar sentiment, but through the view of Black 

female principals, Lomotey (2019) conducted an exploratory review through 57 

dissertations, articles, and book chapters. The need for the study was seen in the 

marginalization of Black students in the United States and the importance of having role 

models who address the gap in culturally relevant leadership. The author found in their 

literature review that most dissertation studies highlight Black female principals. The lens 

most commonly used were from either Black Feminist Thought, Critical Race Theory, or 

Standpoint Theory frameworks. Most studies used qualitative methodology, highlighting 

the need for more mixed and quantitative methods studies. Lomotey (2019) continues to 

stress the need to look at issues within education from the school level rather than 

principal lived experiences because leadership behaviors within concepts of discipline 

and instructional practices vary depending on the student's grade level. 

Summary of Findings 

The literature review showed the standard description of cultural proficiency 

(Khalifa et al., 2016; Siwatu, 2011; Spikes, 2018), and effective leadership behaviors 

were reviewed to support student academic achievement in their campuses (Li & 

Karanxha, 2022; Wu & Shen, 2022). The researchers’ references suggest that cultural 

proficiency is critical to success in public schools due to an overflow of instability and 

longing of students to belong and be supported (Gray, 2020; Madhlangobe & Gordon, 

2012; Welton et al., 2015).  

Leaders, as part of their influential behaviors, create a shared mission, vision, and 

path forward to support their campus and staff (Gray, 2020; Grissom et al., 2021). 

Various research studies focused on leadership behaviors of principals as being critical in 

influencing their students, staff, and campuses (Gray, 2020; Grissom et al., 2021; Li & 

Karanxha, 2022; Liebowitz & Porter, 2019; Wu & Shen, 2022). Many of the studies 
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focused on leaders who continue to possess high self-efficacy and have exhibited 

leadership behaviors (Dahlkamp et al., 2018; Hesbol, 2019; Karadag et al., 2018). 

Description of studies that have discussed leadership behavior factors was reviewed. 

Implications of leadership behaviors were stated on how districts can develop 

professional development for their leaders to grow and assess their principals' leadership 

behaviors (Grissom et al., 2021; Spikes, 2018).  

Principals must understand and practice leadership behaviors that encourage 

school achievement by acknowledging cultural diversity (Hanson et al., 2020; Khalifa et 

al., 2016; Madhlangobe & Gordon, 2012; Trumbull & Pacheco, 2005). These behaviors 

fall within culturally responsive leadership, where studies reveal the importance of 

developing and analyzing leadership as a culturally responsive dimension for the success 

of schools and students (Gorski, 2016; Lewis Chiu et al., 2017). Researchers could 

investigate the relationship between cultural proficiency and leadership behaviors. 

Principals who work through acknowledgment of students' cultural needs are likely to 

lead in influence to support the workflow of school and teachers. This literature gap is 

vital in helping districts to focus on the strength driven by the diversity of marginalized 

students and build capacity of leaders to be culturally responsive. 

Theoretical Framework 

The purpose of this study was to examine the relationship between principal 

cultural proficiency and leadership behaviors. Culturally responsive leadership (CRL) 

provides the framework for this study. The framework, derived from culturally 

responsive pedagogy, incorporates leadership philosophies, methods, and policies that 

create inclusive learning environments for students and families from marginalized 

backgrounds (Khalifa et al., 2016). It was initially framed with culturally relevant 

framework (Ladson-Billings, 1995) and culturally responsive pedagogy lens (Gay, 1994).  
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CRL requires that school principals understand and practice emphasizing high 

expectations for student achievement (Johnson et al., 2011; Young, 2010), infusing into 

the curriculum the history, principles, and cultural understanding of the students' home 

communities (Brown-Jeffy & Cooper, 2011; Howard, 2001), cultivating the social and 

political consciousness (Hernandez et al., 2013; Jackson, 2011), and creating culturally 

aware leaders (Gorski, 2016; Lewis Chiu et al., 2017). 

Similar terms used to describe this approach to leadership include culturally 

proficient leadership, culturally relevant leadership, culture-based leadership, cultural 

competency, multicultural leadership, and leadership for diversity. Although there are 

subtle differences in how researchers use the various terms, all relate to how school 

leaders seek an inclusive environment to work with stakeholders in developing 

instruction, teaching strategies, and effective practices that are empathetic to the cultural 

background of students and their families (Johnson & Fuller, 2014; McClintock et al., 

2021).  

The concepts of cultural responsiveness and school leadership have merged into 

culturally responsive leadership and, as a framework, acknowledge culturally responsive 

school leaders as those who prioritize high standards for student academic achievement, 

demonstrate ethics, support inclusive instructional strategies, and create systems that 

incorporate all stakeholders (Bottiani et al., 2018; Brown et al., 2002; Jacobson & 

Ylimaki, 2011; Khalifa, 2020; Khalifa et al., 2019). In addition, culturally responsive 

leadership emphasizes improving educational outcomes and experiences for all students, 

especially those historically marginalized in the educational system (Howard et al., 2019; 

Johnson & Fuller, 2014). All students can learn when educational leaders acknowledge 

diverse learners and their cultures in decisions. 
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Conclusion 

This chapter presented a review of relevant literature related to the study.  The 

purpose of this study was to examine the relationship between principal cultural 

proficiency and leadership behaviors. In Chapter III, the methodological aspects of this 

are detailed to include the operationalization of theoretical constructs, research purpose 

and questions, research design, population and sampling selection, data collection 

procedures, data analysis techniques, privacy and ethical considerations, and the research 

design limitations for this study. 
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CHAPTER III: 

METHODOLOGY 

The purpose of this study was to examine the relationship between principal 

cultural proficiency and leadership behaviors. This correlational study collected survey 

data from a purposeful sample of school principals in an education service center region 

of Southeast Texas. The data were analyzed using frequencies, percentages, and multiple 

linear regression (MLR) modeling. This chapter presented an overview of the research 

problem, operationalization of theoretical constructs, research purpose and questions, 

research design, population and sampling of participants, instrumentation, data collection 

and analysis, privacy and ethical considerations, and the research design limitations for 

this study. 

Overview of the Research Problem 

Culturally diverse students may find it challenging to participate in schools that 

do not comprehend their cultural practices; as it is not uncommon for a significant 

number of these marginalized students to drop out of the educational system before they 

finish high school (Gray-Nicolas & Miranda, 2020; Riele, 2006). Although there is no 

difference in the intellectual aptitude among children of different racial, cultural, or 

socioeconomic backgrounds before they begin formal schooling, research shows that a 

number of these students underachieve compared to their classmates, further increasing 

the "achievement gap" (Cummins, 2015; Ford et al., 2008; Holihan, 2022; Jackson & 

Howard, 2014). Spring (2008) echoes a similar sentiment that if the educational system 

works effectively in producing successful instruction, a student's socioeconomic status 

and demographics will not be the only deciding factors in their achievement. Despite this, 

it might be necessary to acknowledge the achievement gap due to the high-stakes 
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accountability resulting from No Child Left Behind (NCLB) and continuing with the 

Every Student Succeeds Act (ESSA). Both of these laws require meaningful analysis of 

student subpopulations and school performance by principals who may be unsure of how 

to meet the needs of their students with the highest needs (Blad, 2016; Giles et al., 2007; 

Moon et al., 2007). 

The principal is described by Sturgis et al. (2017) as a catalyst, permitting 

progress, and quick acclimations to happen inside their school for preparation of students 

into a global society. The ability to influence is part of the construct of leadership 

behaviors and principals need to put into practice leadership behaviors that encourage 

achievement in their schools by acknowledging cultural practices specific to their 

campuses (Bond, 2017; Burns, 1978; Madhlangobe & Gordon, 2012). These behaviors 

fall within culturally responsive leadership, where studies reveal its importance of 

developing and analyzing it as a dimension of learning and academic achievement 

(Khalifa et al., 2016; Ladson-Billings, 1995; Smith-Maddox, 1998). 

The research problem centered on gathering knowledge and examining the 

relationship between principal cultural proficiency and leadership behaviors. Given the 

high stakes around marginalized students in schools, those potential relationships needed 

to be examined through the lens of culturally responsive leadership to understand how 

principals can influence their campuses to run an effective instructional system and foster 

a community of collaboration through recognition of all stakeholders and their culturally 

diverse backgrounds. Finally, analyzing the relationship between principal cultural 

proficiency and leadership behaviors support filling an existing gap in lack of a 

quantified connection between the two constructs. 
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Operationalization of Theoretical Constructs 

The study consisted of two constructs: (a) cultural proficiency and (b) leadership 

behaviors. Cultural proficiency is defined as an individual’s competence and ability to 

accomplish practices that are associated with cultural responsiveness (Siwatu, 2007). This 

construct was measured using the Educator Cultural Proficiency Insight Tool (ECPIT). 

Leadership behaviors are defined as a concept of leadership where leaders, through 

behaviors, and their followers influence each other to achieve success and raise 

motivation (Burns, 1978). This construct was measured using the Successful School 

Leadership Survey (SSLS). 

Research Purpose, Questions, and Hypotheses 

The purpose of this study was to examine the relationship between principal 

cultural proficiency (Cultural Awareness and Diversity, Attitudes, Beliefs, and 

Expectation of Student Learning, Ownership and Responsibility, and Recognition of 

Racism) and leadership behaviors (Setting Directions, Developing People, Redesigning 

the Organization, Improving the Instructional Program). The following research 

questions guided this study. 

1. Does cultural proficiency predict a principal's ability to set directions? 

Ha: Cultural proficiency predicts a principal's ability to set directions. 

2. Does cultural proficiency predict a principal's ability to develop people? 

Ha: Cultural proficiency predicts a principal's ability to develop people. 

3. Does cultural proficiency predict a principal's ability to redesign the 

organization? 

Ha: Cultural proficiency predicts a principal's ability to redesign the 

organization. 
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4. Does cultural proficiency predict a principal's ability to improve the 

instructional program? 

Ha: Cultural proficiency predicts a principal's ability to improve the 

instructional program. 

Research Design 

In this study, a correlational research design was used. This design was 

appropriate to the study due to examining the influence of the independent variables on 

the dependent variable as a non-causal relationship. A purposeful sample of principals in 

an education service center region of Southeastern Texas were administered the Educator 

Cultural Proficiency Insight Tool and the Successful School Leadership Survey. The 

quantitative data were analyzed using frequencies, percentages, and multiple linear 

regression (MLR) modeling.  

Population and Sample 

The population of this study consisted of all principals in an education service 

center region of Southeastern Texas. Table 3.1 provides the demographics of the 1,517 

school principals in the selected population supporting 48 public school districts and 40 

charter schools with a total of 1,217,905 enrolled students. A purposeful sample of 

elementary and secondary school principals were solicited to participate in this study. 

Currently, principals across the region are 71.9% female and 28.1% male. Almost half 

(49.6%) of the school principals are White, 19.5% are Hispanic, 28.1% are Black, and 

2.8% are Asian, Pacific Islander, and Two or more ethnicities. Table 3.2 presents the 

experience categories in years of experience of principals and percentage of the total. 

Across the population,7.6% are within their first 10 years as school principals, 39.7% are 

within 10-19 years, 41.5% are 20-29 years, 1.3% are 30-39 years, and 0.9% are between 
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40-46 years. The school principals' years of experience account for a mean of 20.1, with a 

median of 20 and a maximum of 46 years of experience. 

 

Table 3.1 

 

Population Principals' Demographics 

 

 
Frequency 

(n) 

Percentage 

(%) 

Female 1,090 71.9 

Male 427 28.1 

Black/African American 426 28.1 

Hispanic/Latino 296 19.5 

White 752 49.6 

Asian 25 1.6 

Pacific Islander 3 0.2 

Two or More Ethnicities 15 1.0 

 

 

Table 3.2 

 

Population Principal Experience Categories 

 

 
Frequency 

(n) 

Percentage 

(%) 

Less than 10 Years 116 7.6 

10 to 19 Years 602 39.7 

20 to 29 Years 629 41.5 

30 to 39 Years 157 10.3 

40 to 46 Years 13 0.9 

 

  



 

 

 

 

52 

 

Instrumentation 

Educator Cultural Proficiency Insight Tool 

The Educator Cultural Proficiency Insight Tool (ECPIT) was developed to 

precisely measure the cultural proficiency of educators based on highlighted factors and 

characteristics. It was created through gathered research on the characteristics of cultural 

proficiency, culturally responsiveness, and cultural competence. Validity was established 

by use of expert feedback within the design of survey, and a sample of 305 participants, 

84% of which were completers of the survey, responses were analyzed for reliability 

scores. ECPIT is based on the Culturally Responsive Pedagogy and Culturally 

Responsive Caring frameworks and was developed by Miller in 2011. Educator Cultural 

Proficiency Insight Tool had 55 items used to measure eight different factors of cultural 

proficiency (a) Cultural Awareness and Diversity, (b) Attitudes, Beliefs, and 

Expectations of Student Learning, (c) Ownership and Responsibility, (d) Recognition of 

Racism, (e) Classroom Culture, (f) Student Academic Achievement, Assessment, and 

Equity, (g) Student Centered, and (h) Relationship and Communication.  

Participants were asked in the survey to rate the degree to which they agreed with 

the item practices using a 6-point Likert scale, which consisted of the following options: 

1=Strongly disagree, 2=Moderately disagree, 3=Mildly disagree, 4=Mildly agree, 

5=Moderately disagree, and 6=Strongly agree. Composite scores ranged from 55-330, 

with higher scores indicating a higher frequency of cultural responsiveness, thus higher 

cultural proficiency in the participant. Table 3.3 shows all the subscale Cronbach’s alpha 

reliability coefficients for the subscales, all factor subscales ranged from .259 to .918 

(Miller, 2011). For the purposes of this study, only the (a) Cultural Awareness and 

Diversity, (b) Attitudes, Beliefs, and Expectations of Student Learning, (c) Ownership 

and Responsibility, and (d) Recognition of Racism subscales were used (See Table 3.4). 
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The anchors were also reduced to a 4-point Likert scale, ranging from a 1=Completely 

Disagree to a 4=Completely Agree. 

 

Table 3.3 

 

Cronbach's Alpha Reliability Coefficients for the ECPIT 

 

 
Cronbach's Alpha (α) 

Miller (2011) 

1. Cultural Awareness and Diversity 0.878 

2. Attitudes, Beliefs, and Expectations of Student Learning 0.784 

3. Ownership and Responsibility 0.715 

4. Recognition of Racism 0.918 

5. Classroom Culture 0.680 

6. Student Academic Achievement, Assessment, and Equity 0.643 

7. Student Centered 0.391 

8. Relationship and Communication 0.259 
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Table 3.4 

 

Description of the Four ECPIT Factors Used in Study  

 

Factors of the ECPIT Description 

1. Cultural Awareness and Diversity  Recognize an educator’s understanding and open-

mindedness of diversity. 

Educator understanding of culture and diversity. 

Seek culture and intercultural competency. 

 

2. Attitudes, Beliefs, and Expectation   

of Student Learning 

Educators wanting students to learn beyond their 

potential. 

Taking the time to understand students and their 

expression of knowledge. 

Engage in practices to make learning personal 

and fun to students. 

 

3. Ownership and Responsibility Educators taking charge of the learning of 

students. 

Owning the success and failure of students. 

Confronting students for misbehavior. 

 

4. Recognition of Racism Educators examining their ability to see and 

understand racism at an institutional level. 

Recognizing implicit bias of a teacher 

Working towards preventing prejudice and racial 

bias. 

 

Successful School Leadership Survey 

In 2022, Leithwood et al. developed the Successful School Leadership Survey 

(SSLS) as an existing survey which quantifies the behaviors of leaders that would be 

considered transformational based on self-reported perceptions. The SSLS items were 

assembled from several sources and a series of tests were completed to select the items 

which had the best convergent and discriminant validities. The items selected measured 

four dimensions of transformational leadership behaviors: (a) setting the direction, (b) 

developing people, (c) redesigning the organization, and (d) improving the instructional 
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program. The survey was reviewed and redesigned by a panel of experts composed of 

five principals, two assistant principals, a district director, two district coordinators, and a 

professor of psychology. Through the expert panel, there were opportunities to clarify 

questions and definitions, time burdened to assess the survey, the efficacy in completing, 

as well as opportunity to consider new items. Table 3.5 shares the Cronbach's Alpha 

reliability coefficients for the subscales. 

 

Table 3.5 

 

Cronbach's Alpha Reliability Coefficients for the SSLS 

 

 
Cronbach's Alpha (α) 

Leithwood et al. (2022) 

1. Setting Directions  0.91 

2. Developing People 0.94 

3. Redesigning the Organization 0.91 

4. Improving the Instructional Program 0.92 

Leithwood et al. (2022) examined factors of leadership behaviors through his 

Successful School Leadership Survey. The Successful School Leadership Survey measures 

four different subscales of leadership behaviors: (a) Setting directions (4-items, items #1, 

2, 3, 4), (b) Developing People (5-items, items #5, 6, 7, 8, 9), (c) Redesigning the 

Organization (4-items, items #10,11,12,13), and (d) Improving the Instructional Program 

(7-items, items #14, 15, 16, 17, 18, 19, 20). Table 3.5 presents the description of each of 

the subscales of the SSLS. Participants are asked in the survey to rate to what degree they 

agree to their leadership type using a 5-point Likert scale, ranging from a 1=Strongly 

disagree to a 5=Strongly agree. Composite scores ranged from 20-100, with higher 

scores indicating a higher frequency of transformational behaviors of leaders working in 

schools. For the purposes of this study, the participants were asked the extent to which 
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they, as school leaders, engage in the practices with the anchors reduced to a 4-point 

Likert scale ranging from a 1=Completely Disagree to a 4=Completely Agree. 

 

Table 3.6 

 

Description of Each of the Four Subscales of the SSLS 

 

Subscales of the SSLS Description 

1. Setting Directions  Recognize and articulate a school vision 

Developing shared understandings 

Setting high standards for performance 

Communicate clearly through decision-making 

 

2. Developing People Offering opportunities for reflection and 

challenges 

Exhibits strong sense of purpose 

Acts morally and ethically 

 

3. Redesigning the Organization Connects school to its wider environment 

Solves problems by engaging others and 

by looking through various lenses 

Develops productive relationships with 

stakeholders 

 

4. Improving the Instructional 

Program 

Hiring with success of school in mind 

Coaching around instructional strategies 

Monitors school systems 

Pushes against obstacles that distract staff 

Aligns and allocates for resources  

 

Data Collection Procedures 

Prior to data collection, the researcher will gain approval from the University of 

Houston-Clear Lake's (UHCL's) Committee for Protection of Human Subjects (CPHS). 

Next, the participating school principals will be contacted via email to give information 

around the purpose of the study and the process for collecting the surveys from the 

participants. The researcher will share an electronic link with the electronic survey and 
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cover letter. The survey cover letter will state the purpose of the study, voluntary 

participation, the estimated timeframe for responding to survey, and communicate the 

confidentiality of the survey responses. Participants will be informed that consent will be 

assumed based on completion of the survey. 

The survey responses will be collected over a six-week time frame. Follow up 

notification emails will be emailed at the two-, four- and six-week intervals during the 

data collection period. Upon receiving the survey responses, all quantitative data values 

will be inputted and uploaded to a quantitative research software IBM Statistical Package 

for the Social Sciences (IBM SPSS) for further analysis. At the end of the survey data 

collection timeframe and the study, the data will be maintained secured in a password-

protected encrypted standard cloud folder and maintained by the researcher for a period 

of five years as required by CPHS guidelines. Once the expiration date is reached, the 

researcher will securely erase all data files associated with the study. 

Data Analysis 

Following the data collection, the data were downloaded from Qualtrics using 

Microsoft Excel into the IBM SPSS program for further analysis. In order to answer 

research questions 1-4, a multiple linear regression (MLR) modeling was used to 

examine if principal cultural proficiency (Cultural Awareness and Diversity, and 

Attitudes, Beliefs, and Expectations of Student Learning, Ownership and Responsibility, 

and Recognition of Racism) could statistically significantly predict principal leadership 

behaviors (Setting directions, Developing People, Redesigning the organization, and 

Improving the Instructional Program). To measure cultural proficiency, all variables were  

entered as a block. All variables were continuous in measurement. For this study, a 

significance value of 0.05 was used in data analysis. The coefficient of determination 

(adjusted-R2) was used to calculate the effect size. 
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Privacy and Ethical Considerations 

Prior to data collection, the researcher gained approval from the University of 

Houston-Clear Lake's (UHCL's) Committee for Protection of Human Subjects (CPHS). 

The researcher asked the survey instrument copyright holders for written approval for its 

use in the research. Campus principals' emails were obtained through a Public 

Information Request through the Texas Education Agency. All participants were 

contacted via email with an attached survey letter to give information around the purpose 

of the study, their voluntary participation, and communicate the confidentiality of the 

survey responses. Participants were kept confidential, and no unjustifiable dangers were 

suffered by the participants, they were also informed that participation is completely 

voluntary. The data collected was maintained secured in a password-protected encrypted 

standard cloud folder and will be maintained by the researcher for a period of five years 

as required by CPHS guidelines. Once the expiration date is reached, the researcher will 

securely erase all data files associated with the study. 

Research Design Limitations 

The research design consisted of several limitations to this study. First, the 

findings are only generalizable to the principal participants and cannot be overarching to 

all school principals in a greater scope of view. This is important because the research 

results are significant only to the sample size that was utilized and cannot represent all 

similar groups or situations. Second, it is understood that participants, due to the nature of 

the survey, are self-reporting. By standard of practice and expectation each participant 

should be honest in their responses, but researcher cannot control for participant bias and 

honesty variation in the data retrieved and could result in validity issues. Third, the 

confounding factors around school testing schedule and weather-related issues around the 

time of data collection could add a layer of stress and factors that would not be accounted 
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for within the research design. This may provide another factor layer affecting validity 

due to the difference in experiences, stress to point of year, and time frame for the self-

reporting results. 

Conclusion 

The purpose of this study was to examine the relationship between principal 

cultural proficiency and leadership behaviors. This chapter identified the overview of the 

research problem to continue to examine statistical predictions between the research 

constructs and the variables. The quantitative phase of the study was crucial in weaving 

the research to better comprehend principal cultural proficiency and leadership behaviors. 

In the next chapter, survey data analysis and discussion were addressed in further detail. 
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CHAPTER IV: 

RESULTS 

The purpose of this study was to examine the relationship between principal 

cultural proficiency and leadership behaviors. The chapter begins by presenting a detailed 

description of the demographic characteristics of the participants in this project, 

calculated instrument reliability, followed by the findings illustrated in Research 

Questions One, Two, Three, and Four. The chapter will conclude with a summary of the 

study’s findings and a conclusion. 

Participant Demographics 

Principals in an education service center region of Southeastern Texas were 

solicited to participate in the study. Of the 1,517 principals contacted, 208 completed and 

submitted the survey via Qualtrics. Forty-two respondents were deleted as a result of 

missing data and not meeting the requirements for participation in the study; this left 166 

eligible participants. As shown in Table 4.1, most of the respondents were female 

(69.3%, n = 115), and the remaining were male (30.7%, n = 51). Of the total principal 

participants, 35.5% (n = 59) were White, 34.9% (n = 58) Hispanic, 27.7% (n = 46) Black, 

1.2% (n = 2) Asian and 0.6% (n = 1) Two or more ethnicities. The majority of principals 

surveyed fell in the range of less than 10 years experience as a principal (83.1%,  

n = 138), followed by 10-19 years experience (13.9%, n = 23), 20-29 years of principal 

experience (1.2%, n = 2), and 30-39 years of experience (1.8%, n = 3). The mean 

administrative experience was 6.28 years, median was 5 years, and mode was 2 years.    
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Table 4.1 

 

Participant Demographics and Principal Experience 

 

 Frequency (n) Percentage (%) 

1. Gender   

Female 115 69.3 

Male 51 30.7 

2. Race / Ethnicity   

Black / African American 46 27.7 

Hispanic / Latino 58 34.9 

White 59 35.5 

Asian 2 1.2 

Two or More Ethnicities 1 0.6 

3. Experience as a Principal   

Less than 10 Years 138 83.1 

10 to 19 Years 23 13.9 

20 to 29 Years 2 1.2 

30 to 39 Years 3 1.8 

Instrument Reliability 

Cronbach’s alphas were calculated to determine the reliability of the four factors 

of the ECPIT and are presented in Table 4.2; ranged from .719 to .939. The reliability 

coefficients were also calculated for the four subscales of the SSLS and are presented in 

Table 4.3; ranged from .75 to .88. Reliability coefficients that are greater than .70 are 

considered acceptable (Fraenkel & Wallen, 2006). 
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Table 4.2 

 

Cronbach's Alpha Reliability Coefficients for the ECPIT 

 

 
Cronbach's Alpha (α) 

Cardona (2023) 

Cronbach's Alpha (α) 

Miller (2011) 

1. Cultural Awareness and Diversity 0.883 0.878 

2. Attitudes, Beliefs, and Expectations of    

    Student Learning 
0.766 0.784 

3. Ownership and Responsibility 0.719 0.715 

4. Recognition of Racism 0.939 0.918 

5. Overall 0.871 0.861 

 

Table 4.3 

 

Cronbach's Alpha Reliability Coefficients for the SSLS 

 

 
Cronbach's Alpha (α) 

Cardona (2023) 

Cronbach's Alpha (α) 

Leithwood et al. (2022) 

1. Setting Directions  0.78 0.91 

2. Developing People 0.76 0.94 

3. Redesigning the Organization 0.75 0.91 

4. Improving the Instructional  

    Program 
0.77 0.92 

5. Overall 0.88 0.98 

Research Question One 

Research Question One, Does cultural proficiency predict a principal’s ability to 

set directions?, was answered by conducting a multiple linear regression to determine if 

cultural proficiency predicts a principal’s ability to set directions. The findings, as shown 

on Table 4.4, indicated that cultural proficiency statistically significantly predicts a 

principal’s ability to set directions. F (4,165) = 3.214, p = .014, adjusted-R2 = .051. 



 

 

 

 

63 

 

Approximately 5.0% of the variance in a principal’s ability to set directions can be 

attributed to their cultural proficiency. 

 

Table 4.4 

 

RQ1 Multiple Regression Results 

 

 N M SD F-value df p-value adjusted-R
2
 

Setting 

Directions 

 

166 15.3 1.183 3.214 (4,165) .014* .051 

Cultural 

Awareness and 

Diversity 

 

166 29.1 3.284     

Attitudes, 

Beliefs, and 

Expectations of 

Student  

Learning 

 

166 43.8 3.394     

Ownership and 

Responsibility 

 

166 24.2 2.519     

Recognition of 

Racism 

166 12.6 2.734     

*Statistically Significant (p < .05) 

All independent variables, (a) Cultural Awareness and Diversity, (b) Attitudes, 

Beliefs, and Expectations of Student Learning, (c) Ownership and Responsibility, and (d) 

Recognition of Racism, were entered as one block. As shown in Table 4.5, only one of 

the four independent variables, Attitudes, Beliefs, and Expectations of Student Learning, 

was found to be statistically significant in predicting a principal’s ability to set directions, 

t = 2.114, p = .036 
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Table 4.5 

 

RQ1 Multiple Regression Coefficients Results 

 

 Unstandardized 

Coefficients 

Standardized 

Coefficients t-value p-value 

B Std. Error Beta 

Constant 

 
11.824 1.242  9.520 <.001 

Cultural Awareness 

and Diversity 

 

.014 .031 .038 .449 .654 

Attitudes, Beliefs, and 

Expectations of 

Student Learning 

 

.072 .034 .205 2.114 .036* 

 

Ownership and 

Responsibility 

 

.029 .043 .062 .679 .498 

Recognition of Racism -.063 .034 -.145 -1.848 .066 

*Statistically Significant (p < .05) 

 Given that only one independent variable was found to be statistically significant 

(p < .05), a linear regression was conducted to determine if a principal’s attitudes, beliefs, 

and expectations of student learning predicts a principal’s ability to set directions. The 

results as shown on Table 4.6, indicated that attitudes, beliefs, and expectations of student 

learning statistically significantly predicts a principal’s ability to set directions,  

F (1,165) = 8.782, p = .003, r2 = .051. Approximately 5.0% of the variance in a 

principal’s ability to set directions can be attributed to their attitudes, beliefs, and 

expectations of student learning. The prediction equation is as follows (see Table 4.7): 

𝑆𝑒𝑡𝑡𝑖𝑛𝑔 𝐷𝑖𝑟𝑒𝑐𝑡𝑖𝑜𝑛𝑠 

=  11.827 +  .079 ∗ (𝐴𝑡𝑡𝑖𝑡𝑢𝑑𝑒𝑠, 𝐵𝑒𝑙𝑖𝑒𝑓𝑠, 𝑎𝑛𝑑 𝐸𝑥𝑝𝑒𝑐𝑡𝑎𝑡𝑖𝑜𝑛𝑠 𝑜𝑓  

𝑆𝑡𝑢𝑑𝑒𝑛𝑡 𝐿𝑒𝑎𝑟𝑛𝑖𝑛𝑔)  
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Table 4.6 

 

RQ1 Linear Regression Results 

 

 N M SD F-value df p-value r
2
 

Setting 

Directions 

 

166 15.3 1.183 8.782 (1,165) .003* .051 

Attitudes, 

Beliefs, and 

Expectations of 

Student 

Learning 

166 43.8 3.394     

*Statistically Significant (p < .05) 

Table 4.7 

 

RQ1 Linear Regression Coefficient Results 

 

 Unstandardized 

Coefficients 

Standardized 

Coefficients t-value p-value 

B Std. Error Beta 

Constant 

 

11.827 1.166  10.147 <.001 

Attitudes, Beliefs, and 

Expectations of Student 

Learning 

.079 .027 .225 2.963 .003* 

*Statistically Significant (p < .05) 

Research Question Two 

Research Question Two, Does cultural proficiency predict a principal’s ability to 

develop people?, was answered by conducting a multiple linear regression to determine if 

cultural proficiency predicts a principal’s ability to develop people. The findings, as 

shown on Table 4.8, indicated that cultural proficiency statistically significantly predicts 

a principal’s ability to develop people. F (4,165) = 4.563, p = .002, adjusted-R2 = .080. 
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Approximately 8% of the variance in a principal’s ability to develop people can be 

attributed to their cultural proficiency. 

 

Table 4.8 

 

RQ2 Multiple Regression Results 

 

 N M SD F-value df p-value adjusted-R
2
 

Developing 

People 

 

166 19.2 1.29 4.563 (4,165) .002* .080 

Cultural 

Awareness and 

Diversity 

 

166 29.1 3.284     

Attitudes, 

Beliefs, and 

Expectations of 

Student Learning 

 

166 43.8 3.394     

Ownership and 

Responsibility 

 

166 24.2 2.519     

Recognition of 

Racism 

166 12.6 2.734     

*Statistically Significant (p < .05) 

All independent variables, (a) Cultural Awareness and Diversity, (b) Attitudes, 

Beliefs, and Expectations of Student Learning, (c) Ownership and Responsibility, and (d) 

Recognition of Racism, were entered as one block. As shown in Table 4.9, none of the 

variables were found to be statistically significant in predicting a principal’s ability to set 

directions. Although there was no multicollinearity present, this may be the result of the 

predictor variables being so highly correlated. 
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Table 4.9 

 

RQ2 Multiple Regression Coefficients Results 

 

 Unstandardized 

Coefficients 

Standardized 

Coefficients t-value p-value 

B Std. Error Beta 

Constant 

 

13.801 1.334  10.342 <.001 

Cultural Awareness and 

Diversity 

 

.026 .033 .065 .782 .436 

Attitudes, Beliefs, and 

Expectations of Student 

Learning 

 

.072 .036 .188 1.969 .051 

Ownership and 

Responsibility 

 

.073 .046 .143 1.595 .113 

Recognition of Racism -.019 .037 -.040 -.522 .603 

*Statistically Significant (p < .05) 

None of the independent variables in the block were found to be statistically 

significant (p < .05), but the subscale Attitudes, Beliefs, and Expectations of Student 

Learning shows was close to being statistically significant (p = .051), a linear regression 

analysis was conducted to determine if a principal’s attitudes, beliefs, and expectations of 

student learning predict a principal’s ability to develop people. The results as shown on 

Table 4.10, indicated the attitudes, beliefs, and expectations of student learning can 

statistically significantly predict a principal’s ability to develop people,  

F (1,165) = 14.448, p < .001, r2 = .082. Approximately 8.0% of the variance in a 

principal’s ability to develop people can be attributed to their attitudes, beliefs, and 

expectations of student learning.  

The prediction equation is as follows (see Table 4.11): 
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𝐷𝑒𝑣𝑒𝑙𝑜𝑝𝑖𝑛𝑔 𝑃𝑒𝑜𝑝𝑙𝑒 

=  14.448 +  .109 ∗ (𝐴𝑡𝑡𝑖𝑡𝑢𝑑𝑒𝑠, 𝐵𝑒𝑙𝑖𝑒𝑓𝑠, 𝑎𝑛𝑑 𝐸𝑥𝑝𝑒𝑐𝑡𝑎𝑡𝑖𝑜𝑛𝑠 𝑜𝑓  

𝑆𝑡𝑢𝑑𝑒𝑛𝑡 𝐿𝑒𝑎𝑟𝑛𝑖𝑛𝑔) 
 

Table 4.10 

 

RQ2 Linear Regression Results 

 

 N M SD F-value df p-value r
2
 

Developing 

People 

 

166 19.2 1.290 14.448 (1,165) <.001* .082 

Attitudes, 

Beliefs, and 

Expectations of 

Student 

Learning 

166 43.8 3.394     

*Statistically Significant (p < .05) 

 

Table 4.11 

 

RQ2 Linear Regression Coefficient Results 

  

 Unstandardized 

Coefficients 

Standardized 

Coefficients t-value p-value 

B Std. Error Beta 

Constant 

 

14.448 1.251  11.552 <.001 

Attitudes, Beliefs, and 

Expectations of 

Student Learning 

.109 .028 .286 3.829 <.001* 

*Statistically Significant (p < .05) 

Research Question Three 

Research Question Three, Does cultural proficiency predict a principal’s ability 

to redesign the organization?, was answered by conducting a multiple linear regression 
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to determine if cultural proficiency predicts a principal’s ability to redesign the 

organization. The findings, as shown on Table 4.12, indicated that cultural proficiency 

statistically significantly predicts a principal’s ability to redesign the organization,  

F (4,165) = 4.793, p = .001, adjusted-R2 = .084. Approximately 8.0% of the variance in a 

principal’s ability to redesign the organization can be attributed to their cultural 

proficiency. 

 

Table 4.12 

 

RQ3 Multiple Regression Results 

 

 N M SD F-value df p-value adjusted-R
2
 

Redesigning 

the 

Organization 

 

166 14.7 1.438 4.793 (4,165) .001* .084 

Cultural 

Awareness and 

Diversity 

 

166 29.1 3.284     

Attitudes, 

Beliefs, and 

Expectations of 

Student 

Learning 

 

166 43.8 3.394     

Ownership and 

Responsibility 

 

166 24.2 2.519     

Recognition of 

Racism 

166 12.6 2.734     

*Statistically Significant (p < .05) 

All independent variables, (a) Cultural Awareness and Diversity, (b) Attitudes, 

Beliefs, and Expectations of Student Learning, (c) Ownership and Responsibility, and (d) 

Recognition of Racism, were entered as one block. As shown in Table 4.13, Attitudes, 



 

 

 

 

70 

 

Beliefs, and Expectations of Student Learning was found to be statistically significant in 

predicting a principal’s ability to redesign the organization, t = 2.305, p = .022; 

Recognition of Racism was also statistically significant t = 2.153, p = .033.  

 

Table 4.13 

 

RQ3 Multiple Regression Coefficients Results 

 

 Unstandardized 

Coefficients 

Standardized 

Coefficients t-value p-value 

B Std. Error Beta 

Constant 

 

8.865 1.483  5.976 <.001 

Cultural Awareness 

and Diversity 

 

.006 .037 .013 .155 .877 

Attitudes, Beliefs, and 

Expectations of Student 

Learning 

 

.093 .040 .220 2.305 .022* 

Ownership and 

Responsibility 

 

.021 .051 .036 .408 .684 

Recognition of Racism .088 .041 .166 2.153 .033* 

*Statistically Significant (p < .05) 

Given that only two independent variables were found to be statistically 

significant (p < .05), another multiple linear regression was conducted to determine if a 

principal’s (a) attitudes, beliefs, and expectations of student learning, and (b) recognition 

of racism predict a principal’s ability to redesign the organization. The results as shown 

on Table 4.14, indicated that (a) attitudes, beliefs, and expectations of student learning, 

and (b) recognition of racism significantly predict a principal’s ability to redesign the 

organization, F (1,165) = 9.591, p < .001, adjusted-R2 = .094. Approximately 9.0% of the 

variance in a principal’s ability to redesign the organization can be attributed to their (a) 
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attitudes, beliefs, and expectations of student learning, and (b) recognition of racism. The 

prediction equation is as follows (see Table 4.15): 

𝑅𝑒𝑑𝑒𝑠𝑖𝑔𝑛𝑖𝑛𝑔 𝑡ℎ𝑒 𝑂𝑟𝑔𝑎𝑛𝑖𝑧𝑎𝑡𝑖𝑜𝑛 =  9.056 +  .104 ∗ (𝐴𝑡𝑡𝑖𝑡𝑢𝑑𝑒𝑠, 𝐵𝑒𝑙𝑖𝑒𝑓𝑠, 𝑎𝑛𝑑  

𝐸𝑥𝑝𝑒𝑐𝑡𝑎𝑡𝑖𝑜𝑛𝑠 𝑜𝑓 𝑆𝑡𝑢𝑑𝑒𝑛𝑡 𝐿𝑒𝑎𝑟𝑛𝑖𝑛𝑔)  +  

. 088 ∗ (𝑅𝑒𝑐𝑜𝑔𝑛𝑖𝑡𝑖𝑜𝑛 𝑜𝑓 𝑅𝑎𝑐𝑖𝑠𝑚) 
 

Table 4.14 

 

RQ3 Significant Predictors Regression Results 

 

 N M SD F-value df p-value adjusted-R
2
 

Redesigning 

the 

Organization 

 

166 14.7 1.438 9.591 (2,165) <.001* .094 

Attitudes, 

Beliefs, and 

Expectations of 

Student 

Learning 

 

166 43.8 3.394     

Recognition of 

Racism 

166 12.6 2.734     

*Statistically Significant (p < .05) 
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Table 4.15 

 

RQ3 Significant Predictors Regression Coefficient Results 

 

 Unstandardized 

Coefficients 

Standardized 

Coefficients t-value p-value 

B Std. Error Beta 

Constant 

 

9.056 1.396  6.486 <.001 

Attitudes, Beliefs, 

and Expectations of 

Student Learning 

 

.104 .032 .245 3.239 .001* 

Recognition of 

Racism 

.088 .040 .168 2.213 .028* 

*Statistically Significant (p < .05) 

 

Research Question Four 

Research Question Four, Does cultural proficiency predict a principal’s ability to 

improve the instructional program?, was answered by conducting a multiple linear 

regression to determine if cultural proficiency predicts a principal’s ability to improve the 

instructional program. The findings, as shown on Table 4.16, indicated that cultural 

proficiency statistically significantly predicts a principal’s ability to improve the 

instructional program. F (4,165) = 12.774, p < .001, adjusted-R2 = .222. Approximately 

22.0% of the variance in a principal’s ability to improve the instructional program can be 

attributed to their cultural proficiency. 
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Table 4.16 

 

RQ4 Multiple Regression Results 

 

 N M SD F-value df p-value adjusted-R
2
 

Improving the 

Instructional 

Program 

 

166 26.2 2.111 12.774 (4,165) <.001* .222 

Cultural 

Awareness and 

Diversity 

 

166 29.1 3.284     

Attitudes, 

Beliefs, and 

Expectations of 

Student 

Learning 

 

166 43.8 3.394     

Ownership and 

Responsibility 

 

166 24.2 2.519     

Recognition of 

Racism 

166 12.6 2.734     

*Statistically Significant (p < .05) 

All independent variables, (a) Cultural Awareness and Diversity, (b) Attitudes, 

Beliefs, and Expectations of Student Learning, (c) Ownership and Responsibility, and (d) 

Recognition of Racism, were entered as one block. As shown in Table 4.17, Attitudes, 

Beliefs, and Expectations of Student Learning was found to be statistically significant in 

predicting a principal’s ability to improve the instructional program, t = 3.868, p < .001; 

Ownership and Responsibility was also statistically significant t = 2.847, p = .005. 
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Table 4.17 

 

RQ4 Multiple Regression Coefficients Results 

 

 Unstandardized 

Coefficients 

Standardized 

Coefficients t-value p-value 

B Std. Error Beta 

Constant 

 

13.749 2.007  6.852 <.001 

Cultural Awareness and 

Diversity 

 

-.019 .049 -.029 -.382 .703 

Attitudes, Beliefs, and 

Expectations of Student 

Learning 

 

.212 .055 .340 3.868 <.001* 

Ownership and 

Responsibility 

 

.197 .069 .235 2.847 .005* 

Recognition of Racism -.082 .055 -.106 -1.489 .139 

*Statistically Significant (p < .05) 

 Given that only two independent variables were found to be statistically 

significant (p < .05), another multiple linear regression was conducted to determine if a 

principal’s (a) attitudes, beliefs, and expectations of student learning, and (b) ownership 

and responsibility predict a principal’s ability to improve the instructional program. The 

results as shown on Table 4.18, indicated that (a) attitudes, beliefs, and expectations of 

student learning, and (b) ownership and responsibility significantly predict a principal’s 

ability to redesign the organization, F (2,165) = 24.137, p < .001, adjusted-R2 = .219. 

Approximately 22.0% of the variance in a principal’s ability to improve the instructional 

program can be attributed to their (a) attitudes, beliefs, and expectations of student 

learning, and (b) ownership and responsibility. The prediction equation is as follows (see 

Table 4.19): 
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𝐼𝑚𝑝𝑟𝑜𝑣𝑖𝑛𝑔 𝑡ℎ𝑒 𝐼𝑛𝑠𝑡𝑟𝑢𝑐𝑡𝑖𝑜𝑛𝑎𝑙 𝑃𝑟𝑜𝑔𝑟𝑎𝑚 

=  13.096 +  .190 ∗ (𝐴𝑡𝑡𝑖𝑡𝑢𝑑𝑒𝑠, 𝐵𝑒𝑙𝑖𝑒𝑓𝑠, 𝑎𝑛𝑑  

𝐸𝑥𝑝𝑒𝑐𝑡𝑎𝑡𝑖𝑜𝑛𝑠 𝑜𝑓 𝑆𝑡𝑢𝑑𝑒𝑛𝑡 𝐿𝑒𝑎𝑟𝑛𝑖𝑛𝑔) +  

. 198 ∗ (𝑂𝑤𝑛𝑒𝑟𝑠ℎ𝑖𝑝 𝑎𝑛𝑑 𝑅𝑒𝑠𝑝𝑜𝑛𝑠𝑖𝑏𝑖𝑙𝑖𝑡𝑦) 
 

Table 4.18 

 

RQ4 Significant Predictors Regression Results 

 

 N M SD F-value df p-value adjusted-R
2
 

Improving the 

Instructional 

Program 

 

166 26.2 2.111 24.137 (2,165) <.001* .219 

Attitudes, 

Beliefs, and 

Expectations of 

Student 

Learning 

 

166 43.8 3.394     

Ownership and 

Responsibility 

166 24.2 2.519     

*Statistically Significant (p < .05) 

  



 

 

 

 

76 

 

Table 4.19 

 

RQ4 Significant Predictors Regression Coefficient Results 

 

 Unstandardized 

Coefficients 

Standardized 

Coefficients t-value p-value 

B Std. Error Beta 

Constant 

 

13.096 1.930  6.785 <.001 

Attitudes, Beliefs, and 

Expectations of Student 

Learning 

 

.190 .051 .305 3.700 <.001* 

Ownership and 

Responsibility 

.198 .069 .237 2.870 .005* 

*Statistically Significant (p < .05) 

Summary of Findings 

Of the 1,517 principals in an education service center region of Southeastern 

Texas contacted to complete the survey, only 166 were completed in its entirety and 

eligible to be study participants. This chapter presented the results of the quantitative data 

analysis on the sample of this research study. The results of multiple regression data 

analysis found that principal cultural proficiency is a statistically significant predictor of 

leadership behaviors. In particular, the findings suggest that (a) Attitudes, Beliefs, and 

Expectations of Student Learning, (b) Ownership and Responsibility, and (c) Recognition 

of Racism are statistically significant predictors of leadership behaviors.  Although, 

Cultural Awareness and Diversity is a critical part of Cultural proficiency, it was not a 

statistically significant predictor of leadership behaviors. 

Conclusion 

The purpose of this study was to examine the relationship between principal 

cultural proficiency and leadership behaviors.  The chapter presented the results of the 
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quantitative data analysis of this study. Chapter V will include a comparison of this 

study’s findings and discuss any contrast with prior studies documented in the research 

literature. Additionally, the implications of this study’s findings will be connected with 

recommendations for future research related to culturally responsive leadership and ways 

to support district superintendents, school principals, and future administrators. 
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CHAPTER V:  

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 

The purpose of this study was to examine the relationship between principal 

cultural proficiency and leadership behaviors. This study was completed during the 

Spring of 2023, and 1,517 school principals from an education service center region of 

Southeastern Texas were solicited to participate in this study, with 166 completing and 

being eligible participants.  Principals were solicited to complete the survey instruments 

and provide demographic information. Multiple linear regression, frequencies, and 

percentages were used to analyze the data collected in IBM SPSS software.  This chapter 

includes a summary, connection to theoretical framework, implications, and 

recommendations for future research. 

Discussion 

The research questions examined a relationship between principal cultural 

proficiency and leadership behaviors. The following research questions guided this study:  

1. Does cultural proficiency predict a principal's ability to set directions? 

2. Does cultural proficiency predict a principal's ability to develop people? 

3. Does cultural proficiency predict a principal's ability to redesign the 

organization? 

4. Does cultural proficiency predict a principal's ability to improve the 

instructional program? 

For the purposes of this study, cultural proficiency had four factors, (a) Cultural 

Awareness and Diversity, (b) Attitudes, Beliefs, and Expectations of Student Learning, 

(c) Ownership and Responsibility, and (d) Recognition of Racism. Leadership behaviors 

had four subscales (a) Setting Directions, (b) Developing People, (c) Redesigning the 
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Organization, and (d) Improving the Instructional Program. The researcher examined the 

relationship of each construct within each question. 

Research Question One asked if cultural proficiency predicts a principal's ability 

to set directions. Quantitative analysis demonstrated that cultural proficiency is 

statistically significant in predicting a principal's ability to set directions, particularly 

when a principal's Attitudes, Beliefs, and Expectations of Student Learning are used to 

predict that ability in setting directions. These results are similar to research that 

discusses the importance of principals having a clear vision for a school and how it is 

driven by the principal's shared vision (Gurr et al., 2006; Mombourquette, 2017). The 

link in making schools successful is for leaders to be child focused, engaging community, 

and shared values. Principals have noted that with a focus on child-centered expectations 

and using the role of data, their schools can be successful through their driving force of 

having high expectations for students to set directions.  

Research Question Two asked if cultural proficiency predicts a principal's ability 

to develop people. Quantitative analysis demonstrated that cultural proficiency is 

statistically significant in predicting a principal's ability to develop people, particularly 

when a principal's attitudes, beliefs, and expectations of student learning are used to 

predict that ability in developing people. These results are consistent with the findings by 

Brown, Altrichter, et al. (2022), in which researchers found a connection between 

effective leadership behaviors and cultural responsiveness. In addition, the research 

explained how indicators focus on a sense of empathy for those who are different, 

listening to the voice of all, and bringing importance to the values and cultural diversity 

of students, primarily through instructional practices in classrooms and how they serve as 

the foundation for professional development offered further expounding on supporting 

diverse students while building capacity in staff.  
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Research Question Three asked if cultural proficiency predicts a principal's ability 

to redesign the organization. Quantitative analysis demonstrated that cultural proficiency 

is statistically significant in predicting a principal's ability to redesign the organization, 

particularly when a principal's (a) Attitudes, Beliefs, and Expectations of Student 

Learning and (b) Recognition of Racism are used to predict that ability in redesigning the 

organization. These results are similar to other research that found that principals who 

believed all students could learn were more likely to engage in organizational redesign 

efforts (DeMatthews & Izquierdo, 2020). In addition, within the redesign effort, the 

principal recognized the presence of racism in their school and was more likely to act to 

address it. As part of any redesign effort, Verow (2022) elucidates the need to engage 

educators in conversations about racism, examine their own biases, and create a school 

culture that celebrates diversity and seeks continuous improvement in student learning.  

Research Question Four asked if cultural proficiency predicts a principal's ability 

to improve the instructional program. Quantitative analysis demonstrated that cultural 

proficiency is statistically significant in predicting a principal's ability to improve the 

instructional program, particularly when a principal's (a) Attitudes, Beliefs, and 

Expectations of Student Learning and (b) Ownership and Responsibility are used to 

predict that ability in improving the instructional program. These results are similar to 

studies demonstrating that educators who took ownership and responsibility for the 

instructional program, rather than delegating responsibility to others, were more effective 

at improving student learning outcomes (Marks & Printy, 2003; Schrik and Akinyi-

Wasonga (2019); Villegas & Lucas, 2002). Moreover, the consistency of these findings 

across a range of school types and contexts was significant, even with differences in 

student demographics and socioeconomic status. This is a meaningful connection to how 
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a principal's attitudes, beliefs, and expectations of student learning, as well as their 

ownership and responsibility, support improving the instructional program. 

In this study, the school principals self-reported the degree to which they agreed 

with cultural proficiency practices and the rate at which they practiced leadership 

behaviors. Although the factor of Cultural Awareness and Diversity was not statistically 

significant in predicting leadership behaviors, it is a foundation of the culturally 

responsive leadership framework (Khalifa et al., 2016). One possible reason for why it 

was not statistically significant could be that since school principals often think of their 

success as a whole, digging deep into individual cultural awareness and diversity, is not a 

priority in the landscape. It does connect with anecdotal evidence of culturally responsive 

ineffective leaders, and also culturally irresponsive effective leaders. The overall 

statistical analysis demonstrated that cultural proficiency could be used to predict 

leadership behaviors in principals. This leads to a different understanding of leadership 

with a focus on developing competence by the attitudes and beliefs towards student 

learning, helping students excel, and taking ownership of their success while recognizing 

and combating obstacles that are toxic to the overall environment, such as racism. 

Connection to Theoretical Framework 

The theoretical framework for this research study is based on Culturally 

Responsive Leadership (CRL). For this research study, the applicable strands of 

culturally responsive leadership that connect directly to the findings are (a) critical self-

awareness, (b) culturally responsive curriculum and teacher preparation, (c) culturally 

responsive and inclusive school environments, and (d) experiential knowledge of 

minorities. Culturally responsive leadership is a multi-faceted approach that involves 

creating a more equitable and inclusive school environment that supports the academic 

and social success of all students and staff. 
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Culturally responsive leadership begins with the leader's critical self-awareness, 

which involves examining one's biases, values, and assumptions to understand how they 

affect their leadership style and decision-making while serving minoritized children 

(Leithwood, 2021; Liu, 2021). This strand emphasizes the importance of self-reflection 

and ongoing learning to understand how one's identity and experiences shape their beliefs 

and attitudes toward diverse cultures, which is clearly emphasized in the results of this 

study. Culturally responsive leaders who practice critical self-awareness actively seek to 

challenge their biases and learn about the experiences and perspectives of others (E. 

Fisher, 2020). By doing so, they create a more inclusive and supportive environment for 

students and staff of all backgrounds. 

In connecting to the results of this study, culturally responsive curriculum and 

teacher preparation is another aligned culturally responsive leadership strand. This strand 

emphasizes that a school principal ensures that teachers are and remain culturally 

responsive. Similarly, Abdulrahim and Orosco (2020) discuss that principals must lead in 

maintaining cultural responsiveness in their schools. Among the tools used by culturally 

responsive leaders, they must incorporate culturally relevant materials, teaching 

strategies, and pedagogies in their schools. They ensure that teachers have access to 

professional development and ongoing training to equip them with the skills and 

knowledge to nurture a culturally responsive learning environment for all stakeholders 

involved (Bonner et al., 2018; Noddings, 1992). This strand recognizes that a culturally 

responsive curriculum and teacher preparation can help echo a positive self-concept, 

academic motivation, and a deeper appreciation for diversity for all involved in the 

institution. 

The strand of culturally responsive and inclusive school environments emphasizes 

the importance of creating an inclusive, welcoming, and culturally responsive school 
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environment. This strand is supported by the findings of this research that culturally 

responsive leaders must prioritize creating and maintaining a school culture that 

celebrates caring for others, promotes respect, empathy, and understanding among all 

community members. They create opportunities for students and staff to learn about and 

appreciate each other's cultural backgrounds, traditions, and beliefs (Johnson & Fuller, 

2014; McClintock et al., 2021). They also ensure that school policies and practices are 

aligned with the needs and experiences of all students, including those from diverse 

cultural backgrounds. By creating a culturally responsive and inclusive school 

environment, culturally responsive leaders foster a sense of belonging, recognize, 

address, and work to prevent racism, and promote academic success for all students. 

Understanding the lived experiences of students and school staff highlights how 

this study connects the results with the experiential knowledge of minorities, a strand of 

culturally responsive leadership that recognizes the importance of understanding and 

valuing the experiential knowledge of minorities (Colgren & Sappington, 2015; Hanson 

et al., 2020; Trumbull & Pacheco, 2005). This is an essential approach for school leaders 

to put into practice to understand better and support their students, parents, and 

community members. Culturally responsive leaders prioritize listening and learning from 

individuals who have experienced systemic oppression; they recognize the value of this 

experiential knowledge and incorporate it into their decision-making and leadership style 

discrimination (Hernandez, 2022; Khalifa et al., 2016). This strand acknowledges that the 

experiences and perspectives of minorities can contribute to creating a more inclusive and 

equitable school environment. 

Implications 

As a result of this study’s examination of the relationship between school 

principal cultural proficiency and leadership behaviors implications for School Boards, 
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Superintendents, School Principals, and Future Administrators emerged. These 

implications lead administrators to acknowledge the need to address inequities in the 

school system. Knowing and seeking continuous opportunities to learn, increases the 

likelihood of leaders addressing the creation of an inclusive and equitable school 

environment. The findings in this study can be used by school administrators and district 

leaders to improve the focus of cultural proficiency in their principals to exhibit 

leadership behaviors linked with the success and transformation of schools. The research 

findings also highlighted the importance of connecting both cultural proficiency and 

leadership behaviors to stakeholders and their lived experiences. 

The instrumentation and analysis used in this study demonstrated cultural 

proficiency significantly predicts all four leadership behaviors. In this study, the school 

principals self-reported the degree to which they agreed with cultural proficiency 

practices and the rate at which they practiced leadership behaviors. Although the factor of 

Cultural Awareness and Diversity was not statistically significant in predicting leadership 

behaviors, it is a foundation of the culturally responsive leadership framework (Khalifa et 

al., 2016). One possible reason for why it was not statistically significant could be that 

since school principals often think of their success as a whole, digging deep into 

individual cultural awareness and diversity, is not a priority in the landscape. It does 

connect with anecdotal evidence of culturally responsive ineffective leaders, and also 

culturally irresponsive effective leaders. The overall statistical analysis demonstrated that 

cultural proficiency could be used to predict leadership behaviors in principals. This leads 

to a different understanding of leadership with a focus on developing competence by the 

attitudes and beliefs towards student learning, helping students excel, and taking 

ownership of their success while recognizing and combating obstacles that are toxic to 

the overall environment, such as racism. 
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The strength in instrumentation was due to the cultural proficiency of school 

principals being analyzed from each of its four factors, and the leadership behaviors 

being analyzed from the subscales. This ability to break down the instrument allowed for 

an effective methodology with a clear focus on each of the variables tested in obtaining 

the needed regression lines showing a relationship between the constructs. This is helpful 

due to the internal consistency in each factor and how they provide more detail about the 

participant’s experience and understanding. 

Implications for School Boards 

Elected officials, particularly School Boards in the State of Texas, drive the vision 

and mission of each school district. They inform the superintendent of the priorities and 

provide guidance to ensure that the culture of success of their district is permeated. It is 

important for school boards to acknowledge that they are elected officials for all their 

district, and not just the voting block that helped them get elected. One area that can help 

advocate for educational interests of the students, is for school boards to understand the 

role that cultural proficiency plays with predicting a leader’s ability to display effective 

leadership behaviors. The needs of their district have to be priority, and they have the 

sole responsibility of hiring the person who executively enforces their commitment to 

their local community. 

The school boards implication of being aware of cultural proficiency starts with 

the participation of their local community via voting, and maintaining local politics to 

implement instructional programs that bring success to the school district. Their cultural 

responsiveness allows for inclusion of all stakeholders, and leads towards programs and 

facilities that are welcoming and provide opportunities for all to feel safe in a genuine 

and active district-level commitment. If the adoption of policies and procedures at the 

district level take into account the cultural proficiency of all stakeholders, then the district 
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as a whole would be able to reciprocate and practice the same expectations as their 

elected leaders.  

Implications for Superintendents 

It is important for school superintendents to understand that a school principal's 

cultural proficiency can be used to predict the principal's ability to carry on effective 

leadership behaviors because this understanding can inform the selection and 

development of effective leaders in the education system. This understanding can support 

superintendents in the hiring process of principals with a mindset of high beliefs and 

ownership for student learning. A principal's culturally responsive leadership allows them 

to create school culture that thrives in student ownership, supportive improvement, and 

high innovative expectation within the campuses.  

Superintendents need to be aware that principals who carry on culturally 

responsive leadership practices will create high teacher effectiveness, and sustainable 

school success. When principals develop their ability to guide a campus through a 

common goal, they can create high expectations monitored around goal attainment in 

benefit of students and teachers. It is imperative that superintendents understand the 

magnitude of the relationship between principal cultural proficiency and leadership 

behaviors for the success of their school communities. 

Implications for School Principals 

As principals grow to understand and value diversity, they contribute to the 

growth and success of their school community. In part by creating equitable 

environments where marginalized groups of staff and students can be successful. When 

principals have a high cultural proficiency, they are more likely to engage diverse 

stakeholders, grow positive relationships and interactions with stakeholders for the 

betterment of the school culture focused on diversity and success. 
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Principals who are practice high levels of cultural responsiveness prioritize the 

development of school-wide supportive curriculum linked to personalized student 

interest, and their lived experience. They practice inclusive acknowledgment and respect 

for all student learners. They develop teacher capacity and engage teachers in 

professional development to address instructional strategies with improved teacher job 

satisfaction and retention rates. The understanding of the relationships between a 

principal’s cultural proficiency and leadership behaviors is crucial for their own success 

and influence in meeting the vision and mission of the school.  

Implications for Future Administrators 

 This study acknowledges an implication for future administrators in that 

understanding diversity is a must in this day and age. Future administrators must 

understand the importance of promoting inclusion to support effective practices and 

outcomes of students they will one day lead. They need to be prepared to understand 

cultural proficiency and put into practice building meaningful relationships and taking the 

steps to acknowledge and address stigmas to make school an equitable environment 

supportive of all students obtaining a high-quality education. Their work could start with 

addressing biases, and empathizing with the lived experiences of marginalized 

populations. All future administrators are tasked with creating a school culture supportive 

of academic growth and success. 

 As future administrators, they must also be aware of cultural taboos and recognize 

racism to address the possible negative effect on their students and be aware of systemic 

barriers to creating a safe environment. Although future administrators may not fully 

understand how some groups become marginalized, they have to be comfortable with 

leading discussions to promote inclusion, model ownership and responsibility of all 

students, engage in anti-racism practices, and develop their cultural proficiency with the 
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purpose of efficiently carrying on leadership behaviors that support their school culture. 

Effective leadership behaviors are key when making transitions and change possible in 

policies and practices that may be in the way of accomplishing overall success. 

Recommendations for Future Research 

Several recommendations are suggested for future research examining the 

relationship between principal cultural proficiency and leadership behaviors. First, this 

study should be replicated in different regions of the state of Texas to compare whether 

there are differences in the regression lines. The findings in the sample consider various 

principals who may work in urban and suburban schools, and expanding to other regions 

of the state could allow for quantitative analysis of rural areas and their principals.  

Another recommendation to future research is to focus on the culturally 

responsive leadership of principals at each level, elementary, middle, and high school, 

this would create more targeted implications for district superintendents. Those 

implications would better support principals at each level because learning environment 

would differ and capacity building for staff would differ with consideration to the 

maturity of the student groups involved.   

This study was a quantitative research design, and adding semi-structured 

interviews could benefit the data analysis. The inclusion of the qualitative portion can 

help better understand the correlation between quantitative results, and the perceptions of 

principals. This can build on the relationships between principal cultural proficiency and 

leadership behaviors. 

The final recommendation to the research is to add a variable measuring student 

academic achievement, such as STAAR or another summative assessment. This addition 

would entail examining whether the relationship between cultural proficiency and 

leadership behaviors is effective at predicting student academic achievement. The data 
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would then be critical to build upon school districts’ support of state accountability and 

potential implications on professional development. 

Conclusion 

The purpose of this study was to examine the relationship between principal 

cultural proficiency and leadership behaviors. This study found that there was a 

relationship between cultural proficiency and each of the four subscales of leadership 

behaviors (Setting directions, Developing people, Redesigning the organization, and 

Improving the instructional program). Findings also showed that a principal’s (a) 

Attitudes, Beliefs, and Expectations of Student Learning, (b) Ownership and 

Responsibility, and (c) Recognition of racism were statistically significant factors in 

predicting leadership behaviors. 

In this research study, 166 eligible school principals from an education service 

center region of Southeastern Texas were assessed the Educator Cultural Proficiency 

Insight Tool (ECPIT), which measures their cultural proficiency, and the Successful 

School Leadership Survey (SSLS) to measure the rate at which they practiced four 

different leadership behaviors. The quantitative data were analyzed using multiple linear 

regression (MLR), frequencies, and percentages using the software IBM SPSS. The 

quantitative results revealed four distinct regression lines that could be used to predict 

leadership behaviors by factors of cultural proficiency.  

In summary, understanding diversity, taking ownership of their students, and 

recognizing racism are critical qualities for school principals to effectively lead a school 

(Arneback & Jämte, 2022; Spring, 2008). By promoting inclusion, taking responsibility 

for student success, and addressing issues of racism, administrators can create a school 

environment that supports the academic and personal growth of all students, regardless of 

their backgrounds or circumstances (Khusni & Mahmudah, 2020). School principals 
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should also learn to recognize systemic racism and cultural insensitivity as pervasive 

societal issues that can negatively impact student outcomes (Duncan, 2019; Elias & 

Paradies, 2021; Eriksen, 2022). The focus for principals engaged in culturally responsive 

leadership should be to increase collaboration within school community, develop 

relationships built on trust and support, and stress the message that as a diverse, united 

community, they are stronger than if all divided. 
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APPENDIX A: 

SURVEY COVER LETTER 

 

 

August 2022 

Dear School Principal, 

 

Greetings! You are being solicited to complete the Educator Cultural Proficiency Insight 

Tool and the Successful School Leadership Survey. The purpose is to examine the 

relationship between principal cultural proficiency and leadership behaviors. The data 

obtained from this study will not only allow UHCL's Educational Leadership and Policy 

Analysis Department to further research in a K-12 environment but allow expanding 

research into culturally responsive leadership.   

 

Please try to answer all the questions. Filling out the attached survey is entirely voluntary 

but answering each response will make the survey most useful. This survey will take 

approximately 10-15 minutes to complete and all of your responses will be kept 

completely confidential. No obvious undue risks will be endured and you may stop your 

participation at any time. In addition, you will also not benefit directly from your 

participation in the study.   

 

Your cooperation is greatly appreciated and your willingness to participate in this study is 

implied if you proceed with completing the survey. Your completion of the Educator 

Cultural Proficiency Insight Tool and the Successful School Leadership Survey is not 

only greatly appreciated, but invaluable. If you have any further questions, please feel 

free to contact me anytime. Thank you! 

 

Sincerely, 

 

Rogelio Cardona, Doctoral Candidate 

University of Houston-Clear Lake 

Department of Educational Leadership & Policy Analysis  

cardonar8131@uhcl.edu  
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APPENDIX B: 

EDUCATOR CULTURAL PROFICIENCY INSIGHT TOOL 

By Queinnise Miller, Ph.D. 

Please rate the degree to which you agree with the following practices:  

(1 = strongly disagree, 2 = slightly disagree, 3 = slightly agree, 4 = strongly agree) 

Factor 1: Cultural Awareness and Diversity (α = .878) 

 

Please rate the degree to which you agree with the following practices: 

1. It is important for teachers to learn something about the cultural background of every 

student in the classroom. 

2. Cultural knowledge should be embedded in the classroom environment. 

3. I am impacted when another culture, other than my own, experiences great gains or 

losses. 

4. It is important for teachers to acknowledge the contributions and positive aspects of 

all cultures. 

5. Instructional practice should reflect and build upon the cultural referents of students. 

6. It is important to build on the differences and similarities of students in a classroom. 

7. As diversity increases, society should adapt to the changes it brings. 

8. Students should be educated about the diversity of the world around them. 

Factor 2: Attitudes, Beliefs, and Expectations of Student Learning (α =.784) 

 

Please rate the degree to which you agree with the following practices: 

9. All students, despite their cultural, linguistic, or economic background, can and want 

to learn. 

10. Students should be exposed to learning materials that are above their learning 

abilities. 

11. A student that steals from a teacher is more than a thief and can grow to be a 

successful citizen. 

12. An oral exam would be more valid and accurate for a new language learner as 

opposed to a written exam. 

13. Reading rich text consistently is very beneficial to language learners. 

14. Students should never be bored or unengaged in instruction. 

15. Jessica is a talented artist. This talent can be used instructionally to help Jessica 

conceptualize a difficult concept in her math class. 
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16. Juan’s parents are first generation immigrants to the United States. A social studies 

lesson can be built around this fact. 

17. Content information along with student interest should be used when developing 

instructional lessons. 

18. A teachers’ interest and excitement concerning learning content will impact how 

students receive the information. 

19. Knowledge of a students’ personal life is important because it has impacts on overall 

student performance. 

20. It is important to give each student individualized attention in addition to the whole 

group. 

Factor 3: Ownership and Responsibility (α = .715) 

 

Please rate the degree to which you agree with the following practices: 

21. As an educator, I am responsible for the success or failure of my students. 

22. As an educator, it is my responsibility to discipline students when necessary. 

23. As an educator, the well-being of students and their families should be important to 

me. 

24. As an educator, I should love, discipline, and educate my students as if they were my 

own children. 

25. As an educator, I should always address students’ non-productive behavior. 

26. Two students from my school are behaving poorly in the community supermarket. As 

an educator, I should address the misbehavior with the students in the supermarket. 

27. Complete language proficiency is achieved when built upon the skills of the native 

language. 

Factor 4: Recognition of Racism (α = .918) 

 

Please rate the degree to which you agree with the following practices: 

28. On some level, institutional racism exists within schools. 

29. On some level, cultural racism exists within schools. 

30. On some level, individual racism exists within schools. 

31. On some level, teachers display some form of racism in the classroom. 

(Overall α = .861) 
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APPENDIX D: 

SUCCESSFUL SCHOOL LEADERSHIP SURVEY SHORT FORM 

@ Leithwood and Associates Inc. 

 

Please rate the extent to which leaders in your school engage in the following practices 

(1 = strongly disagree, 5 = strongly agree). 

 
Setting Directions 
 
To what extent do the leaders in your school: 
 
1. Give staff a sense of overall purpose. 
2. Help clarify the reasons for your school's improvement initiatives. 
3. Provide useful assistance to you in setting short-term goals for teaching and learning. 
4. Demonstrate high expectations for your work with students. 
 
Developing People 
 
To what extent do the leaders in your school: 
 
5. Give you individual support to help you improve your teaching practices. 
6. Encourage you to consider new ideas for your teaching. 
7. Model a high level of professional practice. 
8. Develop an atmosphere of caring and trust. 
9. Promote leadership development among teachers. 
 
Redesigning the Organization 
 
To what extent do the leaders in your school: 
 
10. Encourage collaborative work among staff. 
11. Ensure wide participation in decisions about school improvement. 
12. Engage parents in the school's improvement efforts. 
13. Are effective in building community support for the school's improvement efforts. 
 
Improving the Instructional Program 
 
To what extent do the leaders in your school: 
 
14. Provide or locate resources to help staff improve their teaching. 
15. Regularly observe classroom activities. 
16. After observing classroom activities, work with teachers to improve their teaching. 
17. Frequently discuss educational issues with you. 
18. Buffer teachers from distractions to their instruction. 
19. Encourage you to use data in your work. 
20. Encourage data use in planning for individual student needs 
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APPENDIX E: 

SUCCESSFUL SCHOOL LEADERSHIP SURVEY – APPROVAL TO USE  

 

 

 

 




