
 

ABSTRACT 

MCDONALD, JUELLE NOEL. A Q Methodology Study of School Leaders’ Beliefs about their 

Need for Cultural Competence and Cultural Competence Professional Development. (Under the 

direction of Dr. Lance Fusarelli). 

 

 As a result of changes in of the demographics of the student population in United States 

elementary and secondary schools, many school leaders must change their practices to meet the 

needs of the increasingly diverse students to assure that all students are adequately and fairly 

served. Subsequently, cultural competence of school leaders has become paramount. Applying 

the framework of Culturally Responsive School Leadership, this study employed Q methodology 

to examine school leaders’ thoughts about their need for cultural competence and training in 

cultural competence. Twenty- eight study participants from one school district in the southeast 

United States sorted and ranked a 52-item concourse in a forced ranked distribution format, 

addressing statements designed to gather their viewpoints on cultural competency and training in 

cultural competency for school leaders. The findings reveal that school leaders believe that all 

school leaders should model and promote cultural competence in their daily practice, and 

professional development alone cannot ensure that cultural competence is implemented. They 

also believed that district and state policies should require cultural competence to ensure it is 

consistently practiced across all schools, and that more school leaders need to practice cultural 

competence. The findings from this research can be used to guide state and local school districts 

in the planning of future professional development for school leaders, as well as to aid school 

leaders’ leadership practices within their schools.   
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CHAPTER ONE: INTRODUCTION 

Chapter Introduction 

 In 2006, there were 5.5 million English Language Learners (ELL) in United States public 

schools, speaking more than 400 different languages (Klotz, 2006; U.S. Dept. of Education, 

2004). The 2000 United States Census estimated that 65% of school-age children were non- 

Hispanic White, while 35% were from other racial and ethnic backgrounds. However, more 

recent estimates suggest that by 2025, only 46% of the students attending public school will be 

White, leaving the remaining 54% of students coming from other racial and ethnic backgrounds 

(NCES, 2017). These statistics suggest that many school districts nationwide are experiencing 

rapid growth in the numbers of students of color as well as culturally and linguistically diverse 

students (Howard, 2007). Riehl (2000) explained: 

Despite the recurrent nature of the theme of diversity, American public schools arguably 

serve a more heterogeneous population now than ever before and are under increasing 

pressure to effectively educate a student body that is diverse in terms of race and ethnicity, 

social class, gender, national origin and native language, sexual orientation, and physical 

disability. (p. 56) 

In fact, it is estimated that, by 2040, no single ethnic or racial group will comprise the majority 

of the national school-age population (Klotz, 2006). Moreover, in addition to demographics, 

many students from diverse cultures come from families in poverty, do not speak English well, 

have parents who are not well educated, and move and change schools frequently (Klotz, 2006). 

These factors beg the question: how equipped are school leaders and teachers to address the 

markedly varied needs of the ever-changing populations entering the schoolhouse doors? 
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Background of the Study 

With the increasing diversity in schools and the evolving needs of students, having 

cultural awareness and competency is key for teachers and school leaders to adequately serve 

students. Cultural competency is an invaluable asset that will allow leaders to effectively lead 

schools which accommodate all students. Thus, as school leaders are charged with bringing 

about change and innovation to ensure all students’ needs are met, they must be cognizant of 

how to properly equip themselves to serve, provide assistance and guidance, and be culturally 

competent to best serve students. The demands on schools and the marginalization of minority 

students must be discussed if we wish to create effective classrooms that are culturally 

responsive and influence the success of all students (Khalifa et al., 2016). Moreover, 

Hansuvadha and Slater (2012) maintained: 

The long-term success of students will only result from “out of the accountability box” 

approaches. The relationship between leading and learning cannot be addressed by a focus 

on test results alone. A culture of learning attends to students with a variety of different 

backgrounds. (p. 174) 

The ultimate goal of any school is to ensure that all students learn and receive the tools and 

resources necessary to enable them to achieve. Such a goal cannot be fulfilled, however, without 

teachers and school leaders becoming culturally competent to make certain they are adequately 

addressing the needs of each student, regardless of race and/or demographic background. 

The research on cultural competence and culturally relevant pedagogy is focused on 

teachers, and most current reform efforts are directed exclusively toward teachers and teaching. 

Yet, while teaching and teachers are integral components of a successful school and school 

culture, school leadership plays an equally important role. In fact, cultural competence is 
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necessary for effective school leadership. Howard (2007) noted, “Rapidly changing 

demographics demand that we engage in a vigorous, ongoing and systematic process of 

professional development to prepare all educators in the school to function effectively in a highly 

diverse environment” (p. 20). However, not only is there is a dearth of research on cultural 

competence among school leaders, but research on the role of professional development in 

fostering this competence among school leaders is also lacking. Due to the gap in the extant 

literature, this study focused on the cultural competence of school leaders with the goal of 

contributing to the knowledge base of the needs of school leaders’ professional development by 

sharing their perceptions of the need for professional development specifically in the area of 

cultural competence. It is the hope of this researcher that the knowledge gained from this study 

will inform the future professional development offerings of school leaders. With increased 

knowledge about cultural competence, school leaders will be able to employ fair discipline 

practices, modify practices to make them aligned with culturally competent leadership, and guide 

staff and students to consciously think about cultural competence in their daily practice.  

Culturally Competent Leadership 

Cultural competence is defined as the knowledge, behaviors, dispositions, and policies in 

a system, organization, or individual needed to interact effectively with other social groups 

(Hansuvadha & Slater, 2012). A culturally competent school is generally defined as one that 

honors, respects, and values diversity in theory and practice, a place where teaching and learning 

are made relevant and meaningful to students of various cultures (Klotz, 2006). 

School leaders are responsible to be agents of change in their building and are expected 

to act as agents of change in their buildings. They must work daily to lead their schools 

effectively in a way that adequately serves all students. The way in which school leaders deliver 
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instruction, handle situations and incidents, communicate with students and parents, and manage 

the day-to-day operations of the school can have a major impact on faculty, staff, students, and 

the overall school culture. Prothero (2015) pointed out: 

Research has consistently shown that after teachers, principals have the most impact on 

student achievement when it comes to in-school factors. And though principals' effects on 

student outcomes may be more indirect than teachers', their load-bearing role as a school's 

instructional leader and the individual most responsible for fostering a positive climate.  

(para. 5) 

To effectively meet the needs of our diverse student populations, school leaders must be 

culturally competent and use culturally competent practices. More specifically, school leaders 

must display their own cultural competence to lead by example, train others to be more 

competent, and ensure that culturally competent leadership is being implemented throughout the 

school. As Cookson (n.d.) stated, “Leaders are role models and it is critical that school leaders 

exemplify not only tolerance, but also the understanding that differences are to be celebrated and 

are the basis of an exciting educational environment for all children” (para. 4). Castellano (2011) 

described the characteristics of culturally competent leaders: 

Culturally competent educators work to understand their own biases and patterns of 

discrimination. They have the skills to mitigate the attendant negative effects on student 

achievement and the personal courage and commitment to persist. Culturally competent 

educators need to understand their own cultural history and contemporary status, as well 

as that of their students and their communities. In particular, if they are to fully appreciate 

their students’ strengths and needs, culturally competent educators must first identify 
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where and how structural and/or instructional inequalities have affected students’ lives.  

(p. 3) 

For leaders to become culturally competent is to be aware of themselves and culture as 

well as have knowledge in their field. They must be exposed to promising practices and have the 

opportunity to expand their knowledge about cultural competence as a salient topic. This can be 

accomplished through professional development, which allows leaders to increase effectiveness. 

Lindsay et al. (2005) called for school leaders to develop cultural competence so they can 

educate all students in a way that enhances rather than diminishes students’ cultural identity. 

Professional development serves as a vehicle for school leaders to learn. According to Oliver 

(2005), with the advent of recent standards for educational leadership and the increasing 

complexity of a principal’s job, this needed learning can be gained by addressing the dire need 

for school leaders to participate in clearly defined and consistent professional development 

growth activities. 

The world of education is ever-changing and constantly evolving. Therefore, school 

leaders must be lifelong learners if they are to stay abreast of changes in culture and knowledge 

about student needs. Professional development provides the opportunity for school leaders to 

continuously learn. Smith (2005) wrote, “Educational leaders need the knowledge, skills, desire 

and capacity to address issues and challenges that arise in a culturally diverse environment” (p. 

27). It is therefore necessary that all school leaders receive quality professional development to 

give them the tools necessary to lead. Moreover, professional development that is specifically 

focused on cultural competence would provide leaders with the necessary information and tools 

to address the varied cultural needs of students. 
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Role of the School Leader 

The role of the principal is viewed as the leader of the school. Principals are responsible 

for ensuring all aspects of the school are adequately run. From being originally viewed as a 

disciplinarian to now an instructional leader with varied responsibilities, principals are faced 

with a milieu of responsibilities. Lynch (2012) acknowledges that today’s principals are faced 

with more “complex and demanding responsibilities” (p. 40) and are expected to be “leaders of 

personnel, students, government and public relations, finance, instruction, academic 

performance, cultural and strategic planning” (p. 40).  

Principals are often viewed as the forefront of leadership at the school level, but assistant 

principals also play a major role. In fact, the assistant principal is often more visible and has 

more interaction with students than the principal, and this interaction has an important impact in 

the students’ school experience (Hausman et al., 2001). Also, as schools are faced with the 

constant need to improve so they can meet changing demands, the assistant principal plays a 

critical role in aiding student achievement and responding to the needs of the school (Olezewski 

et al., 2012).  

More school leadership responsibilities are being given to the assistant principal. 

Calabrese (1991) noted that the assistant principal’s role has expanded to include curriculum, 

staff development, and instructional leadership. Olezewski et al. (2012) pointed out the 

increasingly complex job responsibilities of the assistant principal, and Williams (1995) 

concurred in saying that the role of the assistant principal has evolved over the years and requires 

one to maintain the behavioral norms of the school on a daily basis with both students and staff; 

these daily interactions have a substantial impact on the school’s daily operations.  
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Although many have agreed assistant principals are vital to the leadership of a school and 

have increasing responsibilities, the role of the assistant principal has not been adequately 

researched. It follows, then, that since the leadership of a school drives the school culture, and as 

cultural competence is an integral component of successful school leadership, it is important to 

take a closer look at the understudied, yet vital, perspectives of assistant principals.  

Assistant principals are integral leaders within a school building and have significant 

impact on students and on student achievement. To be effective school leaders, then, assistant 

principals must be fully capable of serving the needs of all students, and they must be given the 

proper tools to adequately lead. According to Edmundson (n.d.), the public wants to be assured 

that schools can serve students from diverse communities and have principals who are able to 

lead with cultural competence. As such, for the purpose of this study, the term school leader is 

intentionally being broadened to include assistant principals.  

Statement of the Problem 

With the changing demographics of students served by many schools, the call for 

culturally competent school leaders is especially critical. This cultural competence can be 

strengthened through quality professional development opportunities. However, the literature 

reflects a lack of adequate attention and study given to the cultural competence of school leaders. 

In particular, more insight is needed into how school leaders can enhance their cultural 

competence—and thus serve as better leaders who understand the varied needs of a diverse 

student body.  

Purpose of the Study 

 The purpose of the current study was to investigate the professional development needs 

of school leaders in the area of cultural competence. This study sought to investigate school 
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leaders’ beliefs and perceptions about cultural competence and to understand their professional 

development needs and opportunities as they prepare for culturally competent leadership.  

Research Questions 

The following research questions were used to guide the current study: 

1. What are school leaders’ beliefs about their need for cultural competence, training, 

and professional development in cultural competence? 

To answer this question, three questions informed by Q Methodology design guided this 

research. 

a.  What are the highest-ranked and lowest-ranked statements by group?  

b. What are the distinguishing characteristics between groups in their 

perceptions of cultural competence? 

c. Were there any common statements regarding school leaders’ perceptions of 

the need for cultural competence and training in cultural competence among 

participants? 

Theoretical Background 

CRSL is a fundamental theory underlying the current research investigation. 

Khalifa et al. (2016) noted that culturally relevant and culturally responsive pedagogies 

entered the dominant discourses on education and reform. Since the inception of culturally 

relevant and culturally responsive pedagogies, many theoretical frameworks have been designed. 

Culturally Responsive School Leadership (CRSL) is one of these frameworks, a theory which 

originated from the idea of culturally relevant and culturally responsive pedagogies. Khalifa et 

al. (2016) wrote: 



 

9 

Gay (2010) made the point that culturally responsive teaching is important, but that it alone 

cannot solve the major challenges facing minoritized students. She amplified the 

importance of reforming and transforming all aspects of the educational enterprise, such as 

funding, policy making, and administration, so they too are culturally responsive...Surely, 

if teachers should adjust their craft in ways that respond effectively to children’s cultural 

learning and social needs in the classroom, as Gay suggested, then school administrators 

must have a similar mandate regarding the entire school culture and climate. (p. 1273) 

CRSL is comprised of a combination of theoretical frameworks that address teachers and 

teaching. CRSL can be used to help school administrators be culturally responsive, sound 

instructional leaders. 

If CRSL is to be applied to help school administrators learn cultural relevance, it is 

important to understand the frameworks that comprise it. One of these frameworks is Ladson-

Billings’ (1995) idea of culturally relevant pedagogy, which is defined as: 

…pedagogy of opposition, not unlike critical pedagogy but specifically committed to 

collective, not merely individual, empowerment. Culturally relevant pedagogy rests on 

three criteria or propositions: (a) Students must experience academic success; (b) students 

must develop and/or maintain cultural competence; and (c) students must develop a critical 

consciousness through which they challenge the status quo of the current social order.  

(p. 160) 

 Culturally responsive pedagogy uses the cultural characteristics, experiences, and 

perspectives of ethnically diverse students as conduits for teaching them more effectively. It 

assumes that when academic knowledge and skills are situated within the lived experiences and 

frames of reference of students, they are more personally meaningful, have higher interest 
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appeal, and are learned more easily and thoroughly (Gay, 2002a). Gay’s (2002a) model is based 

on five essential elements that are markers of culturally responsive teaching: (a) developing a 

knowledge base about cultural diversity, (b) including ethnic and cultural diversity content in the 

curriculum, (c) demonstrating caring and building learning communities, (d) communicating 

with ethnically diverse students, and (e) responding to ethnic diversity in the delivery of 

instruction. Adding to this, Villegas and Lucas’ (2002) model of culturally responsive teaching 

argues that effective teachers: (a) have a sociopolitical consciousness; (b) affirm views of 

students from diverse backgrounds; (c) are responsible for bringing about educational change; 

(d) understand how learners construct knowledge; (e) know about the lives of their students, and 

(f) use the knowledge about their students’ lives to design instruction. 

Overview of Research Design 

To determine school leaders’ perceptions about cultural competency professional 

development, Q methodology will be utilized in this study. According to Brown (1996), Q 

methodology is a combination of the strongest attributes of both qualitative and quantitative 

research, while at the same time providing a bridge between the two (Sell & Brown, 1984). Q 

methodology solicits participants' subjective views, allows them to be expressed 

idiosyncratically, and fosters closer proximity between researcher and participants, further 

elucidating the subjective opinions of participants (Brown et al., 1999). Subjectivity can be 

defined as a “behavioral activity that constitutes a person’s current point of view” (Watts & 

Stenner, 2012, p. 26). Moreover, Q methodology generally works to explore subjectivity by 

examining participants’ feelings, viewpoints, beliefs, opinions, preferences, and values. 

Accordingly, Watts (2012) stresses that Q methodology reflects the view of the participant, not 

the researcher, thereby enabling the researcher to work in the participant’s world. For these 
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reasons, and because this study seeks subjective feedback and opinions from its participants, Q 

methodology was chosen as the methodology for the current investigation. 

Q methodology includes five steps: (1) definition of the concourse; (2) development of 

the Q sample; (3) selection of the P-set; (4) Q sorting; and (5) analysis and interpretation (Van 

Exel & de Graaf, 2005). The current study utilized these five steps to ensure that participants’ 

viewpoints adequately generate thematic results, beginning with defining the concourse. The 

concourse, according to Bartlett and DeWeese (2015), is the list of items used to describe 

perspectives on specific topics, which can be made up of text statements or images. Researchers 

Van Exel and de Graaf (2005) explained that the concourse may consist of self-referential, non-

factual statements (i.e., opinions) as well as objects and pictures. 

The second step of Q methodology is the development of the Q sample, which Van Exel 

and de Graff (2005) deem as a subset of statements drawn from the concourse to be presented to 

the participants. This is also called the Q-set, and often consists of 40 to 50 statements. The Q-set 

is a smaller version of all the concourse statements. Bartlett and DeWeese (2015) described the 

Q-set as the list of items that individuals must sort to describe their perspectives toward a topic. 

The third step of Q methodology is to select the P-set. The P-set is comprised of 

individuals who are familiar with and have an opinion about the subject matter being studied. 

Therefore, the P-set is the set of individuals who participate in the study to sort the Q-set 

(Bartlett & DeWeese, 2015). The P-set is not a random sample, but “a structured sample of 

respondents who are theoretically relevant to the problem under consideration” (Van Exel & de 

Graaf, 2005, p. 6). 

The fourth step is to conduct the Q sort, during which the P-set of individuals are given 

instructions (often called a condition of instruction) and an answer sheet to record the rank 
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ordering. During the Q sort process, the Q-set is given to the respondent in the form of a pack of 

randomly numbered cards, each card containing one of the statements from the Q-set (Van Exel 

& de Graaf, 2005). 

To conclude the process, the fifth and final step of analysis and interpretation is 

completed. Bartlett and DeWeese (2015) noted that this step measures the attitudinal patterns 

related to a subject matter or phenomenon and requires factor analysis, which is the data analysis 

step in Q methodology. Additional information about this research methodology and how it will 

be specifically utilized in this study is described in detail in Chapter Three. 

Significance of the Study 

This study was designed to contribute to the field of Grades K-12 education, both 

theoretically and practically. While the topics of CRSL and Culturally Competent Leadership 

have been briefly discussed and investigated, there is limited literature, research, or information 

readily available about these matters. To address the gap in the literature, this study attempted to 

delve into a perspective that has not been immensely studied—that is, the perceptions of school 

leaders regarding culturally competent school leadership and culturally competent professional 

development. This demographic of school leaders is extremely important to focus on because of 

their substantial impact on students, student learning, and the overall culture of the school. 

According to Khalifa et al. (2016), “educational reformers have long claimed school leadership 

is a crucial component to any reform of education, secondary only to the very act of teaching” (p. 

1273). Thus, to affect change in education, it is vital to look closely at the structure and practice 

of school leadership.  
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Theoretical Significance 

Culturally relevant and culturally responsive pedagogies have become prevalent topics 

over the past two decades; however, the topic of culturally responsive school leadership has not 

received as much attention in the literature. This study adds to the knowledge base about 

culturally competent school leadership, as well as to the literature regarding culturally relevant 

and culturally competent pedagogies. It also sheds insight on the topic through the viewpoint of 

the understudied assistant principal population. Often, principals are the focal point in studies 

regarding cultural competence and culturally responsive school leadership. Assistant principals 

play a significant role in the leadership of a school, and thus their perspectives should also be 

valued and studied. Learning more about assistant principals and their perceptions allows for 

appropriate and beneficial resources to be developed to support the needs of  school leadership as 

a whole.  

Since the role of school leaders has been morphing to meet the needs of the evolving 

school culture, it is necessary to thoroughly understand the needs of assistant principals in order 

to properly develop their leadership skills and knowledge base. Busch et al. (2012) shared that 

many assistant principals feel unprepared for their role, making it a necessity to have 

professional development that is meaningful and relevant. Moreover, Olezewski et al. (2012) 

voiced the concern that “assistant principals are rarely afforded the breadth of professional 

development opportunities that teachers and principals receive” (p. 267). In an era of increased 

school improvement and accountability, learning that assistant principals’ true needs aid in the 

overall development of school leaders and hence can improve the knowledge base on how to 

adequately prepare assistant principals to be effective school leaders. It is this researcher’s hope 
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that the findings of the current study add to the emerging dialogue about school leaders and their 

perceptions about cultural competence. . 

Practical Significance 

 This study can assist school systems and districts on how to properly provide knowledge, 

tools, and professional development for school leaders in regard to cultural competence and 

culturally relevant leadership. Every day, school leaders are charged with providing climates for 

students that are culturally responsive and aware. Johnson (2006) conceptualized “a culturally 

responsive school leader as public intellectual, curriculum innovator, and social activist” (p. 19). 

Hawley and Wolf (2011), recognizing the need for more resources in this area of study, 

developed “The Diversity Responsive Principal Tool.” Hawley and Wolf (2011) pointed out that 

“most strategies to evaluate principal performance largely overlook the policies and practices 

principals develop and implement that enhance the success of students of diverse racial, cultural 

and linguistic backgrounds” (p. 1). Therefore, they believed there was a need for “focus on the 

actions principals have to take to create and sustain high-level opportunities to learn for all 

students, with a focus on actions that are particularly important to the success of diverse 

students” (Hawley & Wolf, 2011, p. 1). This study aids in the development of school leaders by 

providing a better understanding of perceptions to assist in the appropriate planning of resources 

and development for these leaders. With a better understanding of the perceptions, more 

effective measures can be put in place to aid in the development of successful action. 

 Insights were gained through this research that can be used to aid in the development of 

school leaders and understanding of their needs. When the perceptions and needs of school 

leaders are known, their needs can be adequately addressed and an array of ongoing development 

can be implemented to improve the practice of school leaders’ leadership. Hawley and Wolf 
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(2011) maintained there is a “responsibility of the principal to develop and implement policies 

and practices that enhance the academic success of students of diverse racial, ethnic and cultural 

linguistic backgrounds” (p. 1). From the insights gained from this study, the outcomes are multi-

fold: professional development initiatives, including principal preparation, can be tailored to 

meet the needs of school leaders, which can ultimately improve student behavior and academic 

outcomes in the long term. From more effective training, school leaders will be equipped to lead 

more effectively so they can provide appropriate support to teachers and make a greater impact 

on student achievement. Since certain school leaders aspire to progress to higher leadership 

positions, the effects can be substantial. When school leaders use cultural competence to inform 

their daily leadership practices, they are able to:  

• Utilize culturally competent discipline practices that will help reduce the 

disproportionality of students of color who are suspended. 

• Build better engagement with parents and students, especially with culturally and 

linguistically diverse families. 

• Support teachers and staff with implementing and utilizing culturally competent 

practices. 

Definition of Terms 

Assistant principal (AP). Title assigned to the administrator who is deemed next in 

authority to the principal (Marshall & Hooley, 2006). 

Concourse. List of items that are used to describe perspectives on specific topics. 

Traditionally, the concourse is made up of text statements; however, it is possible to use images 

(Bartlett & DeWeese, 2015). 
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 Culturally Responsive School Leadership (CRSL). A leadership style utilized by school 

leaders that incorporates culturally responsive pedagogies. 

Cultural competence. The knowledge, behaviors, and dispositions necessary to 

effectively interact with other social groups (Hansuvadha & Slater, 2012). 

Cultural proficiency. The policies and practices of an organization or the values and 

behaviors of an individual that enable that agency or person to interact effectively in a culturally 

diverse environment. Cultural proficiency is reflected in the way an organization treats its 

employees, its clients, and its community (Lindsey et al., 1999, p. 21). 

Culturally relevant pedagogy. A “pedagogy of opposition not unlike critical pedagogy 

but specifically committed to collective, not merely individual, empowerment” (Ladson-Billings, 

2014, p. 160). 

Culturally responsive pedagogy. School leaders’ ability to understand and respond to 

cultural knowledge, prior experiences, frames of reference, and performance styles of ethnically 

diverse students to make learning encounters more meaningful and relevant (Ladson-Billings, 

2001). 

Factor. “Identifies a group of persons who have rank ordered the ordered the provided 

items in a very similar fashion or a group of persons who share a similar perspective, viewpoint 

or attitude about the topic at hand” (Watts & Stenner, 2005, p. 22). 

Factor loading. “Each respondent’s correlation with each of the identified clusters or 

factors” (Brown, 2004, p. 18). 

P-set/P sample. The set of individuals who participate in the study to sort the Q - set 

(Bartlett & DeWeese, 2015). The P-set is not a random sample, but “a structured sample of 
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respondents who are theoretically relevant to the problem under consideration” (Van Exel & de 

Graaf, 2005, p. 6). 

Professional development (PD). Professional development is facilitated teaching and 

learning experiences that are transactional and designed to support the acquisition of professional 

knowledge, skills, and dispositions as well as the application of this knowledge in practice 

(Buysse, Winton, & Rous, 2009). 

School leader. Designates a principal, assistant principal, or other individual who is an 

employee or officer of an elementary school or secondary school, local educational agency, or 

other entity operating an elementary school or secondary school, who is responsible for the daily 

instructional leadership and managerial operations in the elementary school or secondary school 

building (NAESP, 2001). 

Q methodology. A research technique invented in 1953 by William Stephenson that 

allows a researcher to 1) identify, understand, and categorize individual perceptions and 

opinions, and 2) cluster groups based on their perceptions (Brown, 2004, p. 11). 

Q-set/Q sample. The list of items sorted by individuals to describe their perspectives 

toward a topic (Bartlett & DeWeese, 2015). 

Q sort. “Each respondent’s rank ordered set of perceptions” (Brown, 2004, p. 18). 

Overview of Chapter and Study 

 Chapter One addressed the need for cultural competence, culturally competent leadership, 

and the role of school leaders. Additionally, the purpose of the study, research questions, 

theoretical background, overview of the research design, significance, and definition of terms 

were discussed. Chapter Two presents literature on growth in student diversity, the role of school 

leaders, and cultural competence in education, and it also provides a review of the empirical and 
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theoretical studies about principals and cultural competence. Chapter Three describes the 

research design and outlines Q Methodology. Chapter Four presents the findings from the study 

as they relate to the research questions. Chapter Five includes a summary of the study, key 

findings, and recommendations, and also addresses the implications of the study for future 

practice and research. 
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CHAPTER TWO: LITERATURE REVIEW 

Chapter Introduction 

The purpose of this mixed methods study was to identify the school leaders’ perceptions 

about their need for cultural competence and professional development/training in cultural 

competence. This chapter provides an overview of the extant research and additional context for 

the study by discussing literature about growth in student diversity, the role of school leaders, 

professional development, cultural competence, cultural relevant pedagogy, and culturally 

relevant leadership practice. Furthermore, the chapter examines the extant literature on culturally 

relevant leadership practice and culturally responsive leaders, its inception, and its role in 

education. Since this study investigated school leaders’ perceptions about cultural competence 

and their leadership role in schools, the following literature review examines the role of the 

school leader in relation to cultural competence, leadership, and professional development. 

Growth in Student Diversity 

Gándara and Mordechay (2017) address the spiking numbers of demographic diversity in 

schools today: 

For almost two centuries after the first official census in 1790, the population of the U.S. 

was between 80 and 90% White. Conversely, now, the country is on a path towards an 

unprecedented level of demographic diversity. In 2013, the nation hit a tipping point, where 

for the first time in history most of the babies born were members of minority groups. (n.p.) 

Such a dynamic shift in demographic landscape has a great impact on the nation’s schools as the 

types of students they serve is drastically altered. Bazron et al. (2005) noted that, during recent 

years, United States schools have experienced rapid growth in ethnic and racial diversity. 

Moreover, Bazron et al. (2005) discussed how an increasing body of research demonstrates the 
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importance of addressing the needs of culturally and linguistically diverse students and their 

families. Unfortunately, the cultural underpinning of schools in the United States is largely 

congruent with middle-class, European values (Boykin, 1994), leading many schools to ignore or 

downplay the strengths of diverse students and their families. Brown-Jeffy and Cooper (2011) 

claimed the shift in demographics was phenomenal among the school-aged population. 

Racial/ethnic minority students consisted of 44% of the total public-school population in 2007; 

this 22% increase from 1972 aligns with the percentage of White students in public schools who 

showed a 22% decrease from 78 to 56% of the population (NCES, 2009). 

Moreover, the 38th edition of the “Projections to Education Statistics to 2019” report 

produced by the National Center for Educational Statistics (2011) on behalf of the U.S. 

Department of Education noted: 

Between 2007 and 2019, enrollment in public elementary and secondary schools is 

projected to decrease 4% for students who are White; decrease 4% for students who are 

Black; increase 36% for students who are Hispanic; increase 31% for students who are 

Asian or Pacific Islander; and increase 13% for students who are American Indian or 

Alaska Native. (Hussar & Bailey, 2011, p. 5) 

Thus, these evolving times in education call for evolving practices. Culturally responsive 

pedagogy to encompass practices such as culturally responsive/culturally relevant leadership can 

serve as a step towards this needed change as it allows for school leaders to acknowledge, 

celebrate, and build upon diversity and differences. Howard (2012) stated:  

The merger of culture and pedagogy represents a complex and intricate set of processes 

that many practitioners and researchers have suggested may improve student learning and 

continue to evaluate its effectiveness for helping culturally diverse students improve 
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academically. The nexus of culture and pedagogy rests upon a comprehensive and 

informed set of knowledge and skills that many practitioners fail to possess in their 

attempts to engage diverse students in the teaching and learning process. (p. 1)  

Klotz (2006) acknowledged that “principals of culturally competent schools encourage 

understanding and respect for individual differences and strive for high educational standards 

and levels of achievement for all students” (p. 13). Moreover, researchers have noted that “for 

more than a decade, scholars in the field of educational leadership have emphasized that 

effective school leadership is contingent on a thorough understanding of school culture” 

(Bustamante, Nelson, & Onwuegbuzie, 2009, p. 2). In an era of accountability and transparency, 

school leaders must be able to effectively serve all children, regardless of differences. 

To answer the call, school leaders must acknowledge and practice cultural competence. 

While there is research about the need for cultural competence in leaders, there is a gap in the 

literature regarding the need for school leaders to attend professional development/training to 

gain and/or increase their cultural competencies practice. Specifically, even within the existing, 

albeit limited, literature, there is a lack of acknowledgement about the importance of these skills 

and trainings for school leaders. As this study focused on school leaders’ beliefs and perceptions 

about the need for cultural competence and related professional development among school 

leaders, the literature review addresses topics with direct ties to these concepts. 

Role of Principals 

 There is no question that the role of school principals in the United States has changed 

over the past years (Ediger, 2014; Lynch, 2012). Marlow Ediger (2014) explains that school 

principals were “formerly thought of as a manager and management of the local school” (p. 265), 

but over time, school leaders have become responsible for much more than simple management 
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tasks. Lynch (2012) attests that, in the past, principals have been known for being disciplinarians 

and teachers’ bosses. While management tasks are needed, other roles are important to ensure 

schools are being properly led. Ediger (2014) remarks, “Management is poignant, but being a 

leader in improving teaching and learning situations is more salient. Leadership is needed to 

provide the best experiences for pupils in the school setting” (p. 265). This evolution has caused 

school leaders to become leaders in multiple areas.  

 Davis et al. (2005) noted how the “landscape of accountability has changed” (p. 265) to 

expand the leadership role of principals. They pointed out that when the impact of leadership on 

student achievement was acknowledged, the role of the school principal became more 

significant. To this end, the expectations of principals “has swelled to include a staggering array 

of professional tasks and competencies” (Davis et al., 2005, p. 4). 

Davis et al. (2005) stated, “Principals are expected to be educational visionaries, 

instructional and curriculum leaders, assessment experts, disciplinarians, community builders, 

public relations/communications experts, budget analysts, facility managers, special programs 

administrators, as well as guardians of various legal, contractual, and policy mandates and 

initiatives” (p. 4). Similarly, Lynch (2012) identifies seven characteristics of the principal’s role. 

The seven areas Lynch (2012) refers to are manager of personnel; manager of students; manager 

of government and political relations; manager of external development; manager of finances; 

planner of mission, vision, and goals; and manager of instruction and academic performance (p. 

41). Table 1 below outlines the roles of the principal in relation to their daily duties; note that 

this list only serves as a sample and is not an inclusive list. 
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Table 1 

Principal Roles and Expectations 

Role of Principal Impact on the principal’s role 

Manager of Personnel  - Hiring, retention and mentorship of staff 

- Dealing with day to day personnel issues  

Manager of Students  - Discipline of students 

- Dealing with day to day student management issues 

Manager of Government and Political 

Relations 

- Community relationships 

- Parent relationships  

- Stakeholder/stockholder relationships 

Manager of External Development  - Public relations representative for school  

Manager of Finances  - School budget management 

- Fundraising/procurement of funding  

Manager of Mission, Vision, and 

Goals  

- Ensure mission, vision, and goals are being upheld and 

met 

Manager of Instruction and Academic 

Performance  

- Monitor academic performance  

- Provide professional development opportunities to 

staff 

 

 

 

As previously stated, the term “school leader” was used in this study to be inclusive of both 

principals and assistant principals. A review of the role of an assistant principal follows. 

Role of Assistant Principals 

 The role of the assistant principal (also referred to as vice principal and used 

interchangeably by some) is not vastly studied and thus underrepresented in literature. “The 

literature has historically overlooked the specific role of the assistant principal” (Petrides et al., 

2014, p. 175). Originally introduced to schools in the United States in the 1930s, the role of the 

assistant principal was designed to serve as support personnel to reduce the principal’s 

responsibilities (Peters et al., 2016). More than 20 years ago, in 1992, Catherine Marshall wrote 

the first book that focused on the position of the assistant principal (Allen & Weaver, 2014). 
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However, since the release of her book, the assistant principal’s role has evolved immensely to 

adapt to changing schools. Due to the dearth of research on the topic, the exact role of the 

assistant principal is still vaguely defined. Mertz and McNeely (1999) wrote, “While a great deal 

has been written about principals...comparatively little has been written about the assistant 

principal” (p. 21). Petrides et al. (2014) concurred with this claim, stating that the assistant 

principal is “largely overlooked” in education literature despite their vital position in education 

(p. 173). Still, the studies that have focused on the role of an assistant principal largely agree that 

it has evolved from when it first originated. Allen and Weaver (2014) expressed that, while many 

of the topics Marshall discussed in her 1992 book remain true, the job of the assistant principal 

has “added layers of stress and pressure related to countless national, state, and local mandates 

not present twenty years ago” (p. 15), reforms that have changed the functionality of the role of 

the assistant principal in today’s schools. Peters et al. (2016) described the role as ever-evolving, 

multi-faceted, and complex. 

 Presenting an alternate view, however, Glanz (1994) claimed that “the assistant 

principalship has changed very little in practice since its inception” (p. 285). He described the 

role of the assistant principal: 

…a new cadre of officials emerged who assumed major responsibility for day-to-day 

responsibility for day-to-day classroom supervision. Initially called “general supervisors,” 

these individuals, usually male were selected not only to deal with instructional supervision 

of the more “general” subjects such as mathematics and science, but also to “assist” the 

principal in the more administrative, logistical operations of a school. The general 

supervisor, subsequently called assistant principal, would often prepare attendance reports, 
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collect data for evaluation purposes, and coordinate school programs, among other 

administrative duties. (Glanz, 1994, p. 286) 

In a much earlier observation, Gillespie (1961) summarized the role of the assistant principal, 

attesting that, as schools became larger, the principal was provided with help in the form of an 

assistant principal. 

The role of the assistant principal has evolved throughout the years from clerical 

responsibilities to instructional responsibilities. While the role of assistant principal is not clearly 

defined nor vastly studied (Marshall & Hooley, 2006), there are many responsibilities included 

in the job of assistant principal. Over the years, the role of assistant principal has begun to 

become an increasingly substantiated and important role in education (Hausman et al., 2001). In 

the past, assistant principals have been viewed primarily as disciplinarians who manage daily 

tasks (Hausman et al., 2001; Scoggins & Bishop, 1993). However, Calabrese (2011) noted that 

effective schools have assistant principals who are dynamic, enthusiastic, creative, and caring. 

Williams (1995) maintained that an assistant principal must be an advocate, a visionary, a team 

partner, change agent, communicator, and motivator. Snyder (2015) noted that school leaders 

must be engaged in order to lead, while Smith (2005) shared a strong belief in a need for cultural 

proficiency among school leaders today. Similarly, Sergiovanni (1984) conveyed that leadership 

has different key aspects, asserting that school leaders must practice cultural leadership to 

experience excellence in their schools since they play a key role in building the cultural reality in 

the school. Thus, cultural leadership is a quality that effective leaders should exhibit. 

 Assistant principals are considered as an important member of the school’s leadership 

team. Hausman et al. (2001) referred to assistant principals as “an integral and indispensable part 

of the aggregate referred to as educational leadership” (p. 136). Similarly, Petrides et al. (2014) 
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called assistant principals a “key administrative support position” (p. 173), and Mercer (2016) 

deemed assistant principals as “individuals that are close to the heart of instruction in most 

schools and affect a lot of change and assert a lot of grass roots leadership” (p. 89). Moreover, 

Barnett et al. (2012) asserted that assistant principals play a pivotal, centralized role in 

responding to the realities of current era school reform. Research has proven that leadership is 

one of the fundamental elements influencing school effectiveness, hence the leadership of 

assistant principals directly impacts student growth, success, and academic capacity (Craft et al., 

2016; Olezewski et al., 2012). New Leaders for New Schools (2009) cite that principal 

leadership accounts for 60% to 75% of student achievement. This role encompasses the duties of 

staff development, instructional leadership, and development of curriculum, in addition to the 

duties of activity supervision, scheduling, logistics, and other tasks. Charged with the 

responsibility of a myriad of duties essential to the operation of the school, the assistant principal 

holds essential knowledge of many of the aspects of a school’s functioning, and thus is an 

invaluable support (Kantor, 2015). In a recent interview of principals who were former National 

Association of Secondary School Principals Assistant Principal of the Year award winners and 

finalists, it was acknowledged that the role of assistant principal has expanded in the past 5 to 10 

years, and assistant principals are now viewed as leaders in their schools. (NASSP, 2019). 

Olezewski et al. (2012) wrote, “The assistant principalship is a unique entity because the position 

lacks a precise job description yet entails numerous tasks to ensure the success of a school. 

Although the assistant principal is a critical leader in schools, the position is underutilized and 

under-researched” (p. 264). While the role of the assistant principal is not distinctly defined and 

deemed as a “mosaic of partial responsibilities” (Hartzell, 1993, p. 715). In a study of 204 vice 

principals by Cranston et al. (2004), seven main roles of vice principals were identified: strategic 
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leadership, education and curriculum leadership, management and administration, and dealing 

with issues related to students, parents, the community, staffing, and operations. Olezewski et al. 

(2012) affirmed the role of the assistant principal can be categorized in three predominant major 

categories of student manager, instructional leader, and personnel manager. The range of duties 

assigned to an assistant principal is not limited to solely the duties listed in these categories, but a 

plethora of the duties designated to assistant principals are encompassed in these categories. 

Student Manager 

Assistant principals can be viewed as solely student managers; specifically, as those who 

are “steeped in student management” (Hausman et al., 2001, p. 152). Hausman et al. (2001) 

claim the job of the assistant principal is “one that centers around management of people, 

particularly students” (p. 152). With assigned duties such as discipline, textbooks, and buses, 

assistant principals can spend a majority of their time managing students and student activities. 

Discipline remains the most common job responsibility for assistant principals (Hausman 

et al., 2001; Scoggins & Bishop, 1993), with attendance ranked as the next most common task. 

Comparably, Greenham (1972) conducted a survey and found that more than 75% of the 

participants identified the disciplinary dimension of the assistant principal’s role as their primary 

task, associating the assistant principal as a disciplinarian (Greenham, 1972). Likewise, in a 

study of 125 assistant principals from Maine, a majority of the participants reported their time 

was dominated by student management issues, particularly student discipline (Hausman et al., 

2001). A similar study of more than 1,000 secondary assistant principals by Austin and Brown 

(1970) found that both student discipline and student attendance ranked as one of the top 

responsibilities of assistant principals, duties that were largely custodial in nature. Greenfield 

(1985) questioned “the efficacy of the predominance of the paired duties of student attendance 
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and discipline” (p. 14). Pellicer et al. (1988) conducted a study involving 509 secondary assistant 

principals and similarly discovered that student discipline and student attendance were highly 

ranked as tasks of assistant principals. Glanz (1994) examined over 200 New York assistant 

principals and found that more than 90% of the participants ranked student discipline and lunch 

duty among the top responsibilities of assistant principals. Sun (2012) conducted a study of 133 

assistant principals and likewise found that student discipline was one of most commonly ranked 

duties. 

Assistant principals are often described as the chief disciplinarian (Bartholomew et al., 

2005). Williams (1995) said the role of the assistant principal was as a disciplinarian. Winston 

(1971) attested, “The most harassed, overworked, and abused individual serving in a public 

school is the administrator responsible for student behavior and discipline. The individual 

usually labors under the title of assistant principal” (p. 78). 

 As a student manager, assistant principals must practice cultural competence. Assistant 

principals constantly interact with students on a daily basis in a plethora of areas ranging from 

student discipline to attendance. Moreover, with prominent discrepancies and disparities in areas 

such as discipline practices, being culturally competent is a necessity for assistant principals in 

their role as student manager. While student discipline is not the sole role that assistant principals 

perform as a student manager, it does encompass a large portion of their duties; hence, cultural 

competence allows for assistant principals to perform fair and consistent discipline practices in 

addition to better serving students’ needs. 

Instructional Leader  

As school accountability grows, assistant principals have an increasingly important role 

in the instructional leadership of schools. Austin and Brown (1970) posed the idea of the 
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assistant principal as an instructional leader in addition to their other duties. While not originally 

deemed as instructional leaders, the assistant principal’s role has grown and now involves 

instructional leadership. Glanz (1994) remarked, “Whereas, traditionally, the assistant principal 

was a person in charge of disciplinary and attendance matters, more recently the assistant 

principal’s role and function have expanded to include curriculum, staff development and 

instructional leadership” (p. 283). Harris and Lowery (2013) believed that the role of the 

assistant principal is becoming more similar to that of the principal, including the area of 

instructional leadership. Similarly, Hilliard and Newsome (2013) asserted, “No longer should 

assistant principals only act as disciplinarian facilitators, hall and bus monitors, cafeteria duty 

individuals and conflict coordinators, but being at the school to serve in a broader capacity as an 

instructional leader” (p. 153). 

Sun (2012) studied assistant principals’ perceptions of their job in the state of New York, 

finding that, although assistant principals were still tasked with other jobs, instructional 

leadership ranked as one of the top duties of assistant principals. This ranking was a shift from 

Glanz’s (1994) study on assistant principals in New York and their job responsibilities, which 

found that instructional duties were not prevalent. The role of the assistant principal has been 

evolving as the responsibilities of school leaders expand and the needs of schools are 

continuously developing. 

Fink and Resnick (2001) contended that principals should serve as instructional leaders 

and not managers. The assistant principal should be able to use and develop instructional skills to 

move a school forward (Hilliard & Newsome, 2013). Jenkins (2009) noted that the concept of 

instructional leadership was introduced in the 1980s and influenced by research that proved 

schools with principals who valued instructional leadership were effective. Instructional 
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leadership, as defined by The National Association of Elementary School Principals (2001), is 

the leading learning community, in which staff members meet on a regular basis to discuss their 

work, collaborate to solve problems, reflect on their jobs, and take responsibility for what 

students learn. Principals are expected to lead both teachers and students within the school 

building. 

The principal has a responsibility to “develop and implement policies and practices that 

enhance the academic success of students of diverse racial, ethnic, cultural and linguistic 

backgrounds” (Hawley & Wolf, 2011, p. 1). The assistant principal plays a vital role in the 

implementation of instructional strategies in a school, and being culturally competent makes 

them better equipped to assist teachers and staff to practice culturally competent pedagogy in 

their daily practices. “Culturally responsive leaders can inspire teachers to develop cultural 

proficiency and use culturally responsive practices in their classrooms” (Aguilar et al., 2011,  

p. 2). 

Personnel Manager 

Assistant principals deal with an array of issues on a daily basis. Austin and Brown 

(1970) wrote, “The assistant principal is primarily concerned with people and their relationships 

as established, stressed and threatened within the milieu of the school” (p. 76). Pellicer et al. 

(1988) defined these personnel management tasks as “duties relating directly to securing and 

maintaining the human resources necessary to carry out the school’s program” (p. 39). They 

described the duties as planning teacher schedules, planning orientation for new staff, 

orchestrating faculty meetings, and managing substitute teachers (Pellicer et al., 1988). In being 

responsible for directly working with staff ranging from teachers to bus drivers, the assistant 

principal has responsibility for managing school personnel. Rapson (2006) added to this in 
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noting assistant principals have become increasingly responsible for the management of school 

staff over the school districts, explaining that “schools take considerable responsibility for the 

recruitment, appointment and management of staff” (p. 1). 

A study conducted by Hausman et al. (2001) found that personnel management ranked as 

one of the top duties of assistant principals. Olezewski et al. (2012) noted that personnel 

management is one of the most prominent job categories of assistant principals. In a comparable 

study by Kwan (2009) looking at assistant principals in Hong Kong, management of staff was 

identified as the most common responsibility of assistant principals. Garrett and McGeachie’s 

(1999) study of deputy heads in the United Kingdom identified working as senior manager as 

one of the most prominent duties performed. Glanz (1994) found that assistant principals in New 

York reported that school scheduling was one of their top duties. Petzko (2008) conducted a 

study of assistant principals and their work activities and found that both middle school and high 

school assistant principals ranked personnel as one of their top responsibilities. Finally, 

Houchens et al. (2012) acknowledged that assistant principals play a vital role as conduits of 

information between the faculty and principal. This role of communicator is important to the 

school being effectively managed. “Assistant principals are the individuals that provide the only 

front-line interaction many stakeholders have with the administration of a school. They become 

the de-facto face of a school and its administration” (Mercer, 2016, p. 89). 

As a personnel manager, assistant principals must be culturally competent. Faculty and 

staff members, like students, are culturally diverse and assistant principals must recognize the 

diversity and utilize cultural competence when interacting and assisting staff members. Since 

personnel management is one of the responsibilities that assistant principals frequently deal with 
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in their role, cultural competence allows for the assistant principal to serve as a better manager to 

those in their school. 

The Assistant Principal: Student Manager, Instructional Leader, and Personnel Manager 

 The assistant principal is tasked with a myriad of responsibilities and interacts with 

students, staff, parents, community leaders, and an array of stakeholders in their everyday work. 

An awareness of cultural competence allows for assistant principals to effectively work with 

everyone they interact with as cultural proficiency is viewed as “a paradigm shift from viewing 

cultural difference as problematic to learning how to interact effectively with other cultures” 

(Lindsey et al., 2009, p. 4). As schools continue to serve those from various cultures and 

backgrounds, assistant principals must promote equity and excellence in their daily practices by 

acknowledging and embracing differences from all students, staff, parents, and stakeholders 

(Beachum, 2011). 

 

 

 

Table 2 

Categories and Sample Duties of Assistant Principals 

Category Sample Duties 

Student Manager  Discipline, student attendance, student scheduling, student 

concerns, transportation, textbooks 

Instructional Leader Teacher evaluations, leading and designing professional 

development for teachers, instructional coaching  

Personnel Manager  Staff attendance, staff complaints and concerns, scheduling 

coverage, substitute, faculty meetings 
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Assistant Principal Professional Development 

“Assistant principals are rarely afforded the breadth of professional development 

opportunities that teachers and principals receive” (Olezewski et al., 2012, p. 267). Continuous 

growth and development are integral to successful leadership. Oliver (2005) discusses how 

professional development is key for principals, believing that assistant principals need 

professional development opportunities to grow since their role is similar to that of a principal. 

Barnett et al. (2017) concurred in stating the belief that professional development is needed for 

assistant principals. Through their research, they found when assistant principals have 

professional development, it allows them to gain the knowledge and skills for them to enhance 

their leadership (Barnett et al., 2017). Since the realm of education is continuously evolving, and 

school leadership has an important role to play in this evolution, assistant principals must 

participate in effective professional development in order to enhance their knowledge and skill 

set. Alas, much of the literature shares concerning information in regard to professional 

development of assistant principals (Mertz, 2006). Allen and Weaver (2014) learned through 

their study that many assistant principals do not feel properly prepared for their roles, hence they 

believe that this ill preparedness calls for “a need for meaningful and relevant professional 

development” (p. 15). Furthermore, Allen and Weaver (2014) called attention to the fact that 

“there are few professional development programs available specifically focusing on the needs of 

assistant principals” (p. 15). Olezewski et al. (2012) found that “assistant principals are rarely 

afforded the breadth of professional development opportunities that teachers and principals 

receive” (p. 267). The lack of professional development tailored to assistant principals calls for a 

change to be made in order to answer the call for meaningful and relevant professional 

development. Many years ago, Catherine Marshall (1992) found that assistant principals need 
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training and support to fulfill their job responsibilities, an idea which still holds true today. 

Assistant principals yearn for professional development to expand the knowledge and skills that 

they need in their career as educational leaders (Allen & Weaver, 2014). 

Allen and Weaver (2014) conducted a study to inquire about the professional 

development needs of assistant principals in Kentucky, in which they collected information in 

preparation for a new leadership development program for assistant principals called the 

Northern Kentucky Assistant Principals’ Network. The principals network originated from a 

group of faculty members at Northern Kentucky University who saw a need to address the issue 

of lack of professional development for assistant principals locally. The study consisted of 66 

assistant principals in northern Kentucky with varied years of service, varied school levels 

(elementary, middle, high), and varied district type (urban, suburban, or rural). The study found 

that assistant principals needed professional development in many areas (Allen & Weaver, 

2014). This sentiment of needed professional development for assistant principals aligns with the 

studies of other researchers that also found a need for professional development (Abebe, 

Lindsey, & Heck, 2010; Barnett et al., 2012; Oliver, 2005). 

Petrides et al. (2014) sought to add to the literature on assistant principal leadership 

development. In a study of 45 assistant principals participating in a professional development 

program, the authors explored a professional development program designed specifically for 

assistant principals in two school districts. The study utilized narratives as means of capturing 

the perceptions and thoughts of assistant principals. Through the narratives, it was revealed that 

assistant principals need more offerings and specialized professional development to assist them 

with their job responsibilities (Petrides et al., 2014). 
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Barnett et al. (2017) studied the perceptions of a group of 69 assistant principals with the 

goal of examining professional development and mentoring and the impact that each of these 

factors had on assistant principals. Through their investigation, they discovered that assistant 

principals felt as though they were not receiving an adequate amount of professional 

development and yearned for more meaningful professional development opportunities. They 

found that professional development has two purposes for assistant principals: skill development 

and career advancement (Barnett et al., 2017). 

Cultural Competence 

Cultural competence has a myriad of definitions, depending on the particular piece of 

literature being studied or reviewed. As the idea of cultural competence begins to emerge more 

in educational literature, scholars are exploring the concept of cultural competence in education 

in depth. According to the National Education Association (2009): 

Cultural competence is having an awareness of one’s own cultural identity and views about 

difference, and the ability to learn and build on the varying cultural and community norms 

of students and their families. It is the ability to understand the within-group differences 

that make each student unique, while celebrating the between-group variations that make 

our country a tapestry. (n.p.) 

Cultural competence, as described by Hansuvadha and Slater (2012), is the knowledge, 

behaviors, and policies that enable effective interaction with other cultural groups in a system or 

organization. Carrero and Lusk (2013) contended that education borrows definitions of cultural 

competence from other disciplines, such as mental health and healthcare). This thought is 

evidenced in the literature by other scholars as well, such as Gallegos et al. (2008), who stated 

that “the term ‘cultural competence’ has become ubiquitous in human services language and in 
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human services settings” (p. 51). Gallegos et al. (2008) furthermore maintained that the concept 

first appeared in social work literature and counseling psychology literature in the early 1980s. 

Relatively soon after, a decade later, articles calling for cultural competence in nursing and 

education were published (Gallegos et al., 2008). 

Sue and Sue (2008) proposed a definition of cultural competence used in the mental 

health counseling field:  

Cultural competence is the ability to engage in actions or create conditions that maximize 

the optimal development of client and client systems. Multicultural counseling competence 

is defined as the counselor’s acquisition of awareness, knowledge, and skills needed to 

function effectively in a pluralistic democratic society (ability to communicate, interact, 

negotiate, and intervene on behalf of clients from diverse backgrounds), and on an 

organizational/societal level, advocating effectively to develop new theories, practices, 

policies, and organizational structures that are more responsive to all groups. (p. 802)  

Moreover, Carrero and Lusk (2013) discuss King et al.’s (2001) definition of cultural 

competence. They explain that King et al. (2001) try to adapt definitions of cultural competence 

currently used by other disciplines for the purposes of educational practice. The authors define 

culture as integrated patterns of behavior, and competence is defined as the capacity to function 

in a specific manner “within the context of culturally integrated patterns of human behavior 

defined by a group” (Carrero & Lusk, 2013, para. 6). King et al. (2001) described five essential 

elements of a system’s ability to become more culturally competent. Specifically, King et al. 

(2001) explained that the educational system must (a) value diversity; (b) implement cultural 

self-assessments; (c) understand the dynamics involved in cross-cultural interaction; (d) 

institutionalize cultural knowledge; and (e) be able to develop adaptations to service delivery as a 
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result of cultural awareness to become more culturally competent. Terms such as multi-

culturalism, poverty, social justice, and diversity have been used in education literature when 

addressing cultural competence (Inside Higher Education, 2006). 

Cultural Competence and Understanding School Culture 

Bustamante et al. (2009) believed that “a conceptualization of the notion of culture is 

fundamental to understanding school culture, cultural competence, and proficiency” (p. 4). They 

noted that other researchers suggest organizational cultural competence indicates the ability to 

perform effectively in cross-cultural situations by using a culturally sensitive set of behaviors 

and policies (Cross et al., 1989; Pederson, 2000; Sue, 1999). School-wide cultural competence 

refers to how well a school’s policies, programs, practices, artifacts, and rituals address the needs 

and experiences of diverse student groups (Bustamante et al., 2009). 

Kohli et al. (2010) noted that cultural competence emerged from cultural diversity and 

strife between different cultures. They define diversity as “being unlike in nature or qualities, and 

the main thrust is on differences. It refers to those human differences that account for the 

uniqueness of individual and group life” (Kohli et al., 2010, p. 253). These researchers went on 

to note that it is because of these differences that minority cultures not in the majority are not 

appreciated or valued (Kohli et al., 2010). Ridlen and Dane (1992) pointed out how those who 

hold the power determine what is deemed as good and bad. Therefore, differences are not 

appreciated and cultures that are not in the majority are underrepresented. Kohli et al. (2010) 

explained that cultural competence was derived from the definitions of culture and competence. 

In their article, they describe how the term “cultural competence” was coined as a result of the 

pivotal role that culture plays in our society, acknowledging that scholars have varying 
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definitions of culture but agree culture is a key element of cultural competence (Kohli et al., 

2010). 

Cultural Competence and Assistant Principals 

It is evident from recent demographic data that the student population of schools in 

America is rapidly changing and thus becoming more diverse. In fact, it is estimated that, by 

2050, the percentage of students of color will increase from 44% to 62% (Tefara et al., 2011). 

With this rapidly growing diversity, school leaders are called to cultivate their cultural 

competence to adequately meet the needs of the students. Clayton and Goodwin (2015) believed 

cultural competence to be a necessary tool for school leaders to meet state and federal 

requirements for student subgroups as well as to align with credentialing standards for school 

leaders (p. 131). They went on to note that the utilization of cultural competence is “especially 

important for assistant principals who must navigate the new terrain of school leadership while 

working to understand students who may not come from the same cultural background” (Clayton 

& Goodwin, 2015, p. 131). 

This rise in diversity calls for increased use of culturally competent leadership by school 

leaders (Bustamante et al., 2009). The topic of culturally competent leadership has been 

emergent in literature, as schools become more diverse and must answer the call to serve all 

students regardless of race, socioeconomic status, or other factors. In a time where they are being 

held accountable for ensuring that students in all subgroups are academically proficient and show 

academic growth yearly, school leaders must make certain they are serving each student’s 

individual needs. In fact, as Clayton and Goodwin (2015) stated: 

Scholars have emphasized the importance of leaders understanding school culture in a way 

that allows them to influence instruction and create a sense of personal safety and value. 
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As students feel a sense of belonging, emerging research shows that progress can be made 

in student performance. (p. 132) 

These scholars suggest that a school leaders' cultural competence has an impact on their students’ 

sense of safety which, in turn, can affect students’ academic performance. 

 School leaders are responsible for a plethora of duties ranging from academics to 

discipline, and thus have a significant amount of student contact. Leithwood et al. (2004) found 

that “leadership is second only to classroom instruction among all school-related factors that 

contribute to what students learn at school” (p. 5), and they went on to point out that school 

leadership “is widely regarded as a key factor in accounting for differences in the success with 

which schools foster the learning of their students” (p. 17). School leaders who are culturally 

competent leaders can understand the unspoken barriers students face, allowing them to relate to 

students on a personalized, individual level. This skill can be beneficial in strengthening student 

relationships and, with stronger relationships, the school leader’s ability to make an impact on 

the student’s academics and behavioral performance is much greater. In a study including 352 

secondary students, Joffe and Black (2012) found that, among a sample of the participants, 

student behavior and academic performance were interconnected. Culturally competent 

leadership is a growing necessity for school leaders to effectively serve students since they are 

ethically and legally responsible for providing equitable opportunities to the students they serve. 

Thus, the evaluation rubrics for school leaders are designed to reflect their ability to exhibit and 

practice cultural competence as a duty of their job. 

 One vehicle to foster the changes needed in schools is the daily interaction school leaders 

have with the school community, including school staff members, parents, and other 

stakeholders. Clayton and Goodwin (2015) maintained: 
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Given that leaders do have a key ability to foster change within their schools, they must be 

able to monitor the impact of diversity on student outcomes and facilitate measures to 

maintain conditions which lead to the highest benefit for students. (p. 135) 

Given their responsibilities of staff training and evaluation, parent conferences, and interaction 

and continuous partnerships with community stakeholders, school leaders must employ cultural 

competence while interacting with everyone in the school community. 

 

 

 

Table 3 

Areas in which Cultural Competence Impacts the School Leader Role 

 Areas 

Students - Discipline practices 

- Relationships 

- Academic support 

- School culture and climate 

- Student efficacy 

- School policies 

Teachers and staff - Providing professional development 

- Academic support 

- Administrator support 

Parents and the community - Building rapport and relationships 

- Parent and community involvement 

 

 

 Cultural competence is a staple in the role of a school leader. In a recent 2018 editorial 

article, practicing school administrator Dr. Joseph Ellison (2018) stressed that cultural 

competence begins with the school leadership: 

If school leaders are not attuned to the students walking the halls and sitting in the 

classrooms, students will never experience a truly personalized education. If school leaders 

are not attuned to the needs of students, teachers will not receive the supports needed to 
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effectively personalize student learning. Principals must be about the same things we ask 

of teachers. Principals must lead from an informed, culturally responsive orientation to 

ensure success for all. Principals must align both word and deed to clearly see each student 

in the school and support the work necessary to achieve increased levels of student success. 

(para. 8) 

This claim suggests that cultural competence is non-negotiable among school leaders, a necessary 

skill for them to practice. 

Empirical and Theoretical Studies about Principals and Cultural Competence 

 There are limited studies available in the literature addressing school leaders and cultural 

competence. However, there are studies that have addressed the topic of principals and cultural 

competence. A review of the studies strengthens the literature and understanding of this topic; 

therefore, it is included as a section of this literature review. 

Hansuvadha and Slater (2012) investigated cultural competence of administrators in a 

qualitative case study. Hansuvadha and Slater (2012) presented two case studies that illustrate 

the cultural competence of administrators in urban settings. Theories are reviewed to investigate 

the themes of cultural competence that emerged from the professional challenges faced by the 

two school leaders, assistant principal Antonio and principal Sara. One-on-one, semi-structured 

interviews were conducted to provide insight into these leaders’ thoughts and educational 

background, as did the educational portfolio and leadership philosophy submitted by each. The 

study found that mentors would be helpful to make administrators more culturally competent, as 

would the use of cross-cultural experiences, such as Webber and Robertson’s (2008) model for 

boundary-breaking by having future administrators travel to other countries and experience a 

new culture. Hansuvadha and Slater (2012) similarly maintained that future research should 
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examine systematic ways to develop cultural competency at multiple levels for school leaders, 

including preservice and in-service. They called for a look at how administrators access key 

knowledge and skills to become culturally competent leaders, an important topic in the 

development of school leaders. Finally, they concluded with ideas for future research, suggesting 

further research should also explore what other supports might sustain and enhance 

administrators' abilities to lead effectively with cultural competence (Hansuvadha & Slater, 

2012). 

Building Cultural Competence through Professional Development 

Professional development, in the context of education, is a strategy used to ensure the 

continuous learning for educators. Professional development is meant to occur throughout their 

career to enhance their practice (Mizell, 2010). Mizell, Hord, Killion, and Hirsh (2011) claimed 

that “increasing the effectiveness of professional learning is the leverage point with the greatest 

potential for strengthening and refining the day-to-day performance of educators” (p. 11). In 

their 2012 report, ASCD named principals as “the linchpins in either delivering or facilitating the 

delivering of resources and supports to classroom teachers. One of the most pressing needs is to 

provide powerful resources and professional development to the school building” (ASCD, 2012, 

n.p.). Mizell et al. (2011) went on to describe the best way to enable professional development, 

writing, “Professional learning is supported with strong leadership and appropriate resources; is 

drawn from and measured by data on students, educators and systems; applies appropriate 

designs for learning; has substantive implementation support; and focuses on student and 

educator standards” (p. 14). Moreover, as Mathibe (2007) asserted: 
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One reason that has always been advanced for poor results in schools is that principals are 

not appropriately skilled and trained for school management and leadership, and as a result 

there are those who call for professional development of school principals. (p. 523) 

School leaders need to support teachers in recognizing a culturally diverse classroom as an 

opportunity access the student’s funds of knowledge rather than a disadvantage to learning and 

achievement (Hansuvadha & Slater, 2012). A report by Hanover Research (2014) noted that 

research has established the importance of cultural competency in improving students’ academic 

and behavioral outcomes. One effective way knowledge of cultural competence can be obtained 

is through professional development, which is deemed pivotal to the success of school leaders; 

that is, school leaders must be continuous learners to be effective leaders. “Culturally responsive 

schools should support teachers’ skill-building through professional development that reinforces 

culturally competent practices…[and] school administrators [should] institute professional 

development efforts by mentoring, supporting, and evaluating teachers’ abilities to practice 

culturally responsive and differentiated instruction” (Hanover Research, 2014, p. 10). Culturally 

relevant professional development is important to “become more aware of the effects of 

institutional as well as individual forms of racism and to prepare them to become agents by 

challenging racist practices and policies both in their teaching and in their daily lives” (Lawrence 

& Tatum, 1999, p. 46). 

Culturally Relevant Pedagogy 

“Nearly two decades ago, culturally relevant and culturally responsive pedagogies 

dominated discourses on education and reform” (Khalifa et al., 2016, p. 1272). Aronson and 

Laughter (2016) explained how the concept of culturally relevant pedagogy emerged from school 

desegregation efforts of the 1960s and 1970s, which led to new efforts to teach diverse students 
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more effectively. New concepts and terms began to emerge in the field of education, such as 

culturally appropriate (Au & Jordan, 1981), culturally congruent (Mohatt & Erikson, 1981), 

culturally responsive (Cazden & Leggett, 1981), and culturally compatible (Jordan, 1985). 

Next, two ideas emerged in educational research. The first focused on teacher practice 

and culturally responsive teaching (Gay, 1975, 1980, 2002a, 2010, 2013). The second addressed 

teacher posture and paradigm and culturally relevant pedagogy (Ladson Billings, 1994, 1995a, 

1995b, 2006, 2014). Both concepts centered on social justice and the classroom as a place where 

real social change could occur. Together, these notions are included in a framework labeled 

culturally relevant education. 

Today, culturally relevant and culturally responsive pedagogies are still very prevalent in 

the world of education dialogue. Horsford et al. (2011) wrote: 

Since the introduction of culturally relevant pedagogy by Ladson-Billings in 1992 and 

culturally responsive pedagogy by Gay in 2000, scholars of educational leadership have 

considered and applied these theories in their work but usually within the larger umbrellas 

of transformative leadership and leadership for social justice. (p. 590) 

Harmon (2012) explained that culturally responsive pedagogy has been referred to by many 

names: culturally responsible, culture compatible, culturally appropriate, culturally congruent, 

culturally relevant, and multicultural education (Irvine & Armento, 2001). Moreover, Harmon 

(2012) called culturally responsive education one of the most effective means of meeting the 

learning needs of students of different cultures (Ford, 2010; Gay, 2000, 2002a, 2002b, 2010; 

Harmon, 2002; Ladson-Billings, 1995, 2010). Irvine (2010) denoted that culturally relevant 

pedagogy builds on the premise that learning may differ across cultures, with theoretical roots in 

the notion that learning is a socially mediated process related to students’ cultural experiences. 
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Ladson-Billings (2014) stated that the inception of culturally relevant pedagogy came 

from her attempt to make a pedagogical change: 

Instead of asking what was wrong with African American learners, I dared to ask what was 

right with these students and what happened in the classrooms of teachers who seemed to 

experience pedagogical success with them. Pursuit of this question has helped define much 

of my scholarly career. My work in this area resulted in the development of what I termed 

culturally relevant pedagogy. My work on culturally relevant pedagogy has been widely 

cited and, in many spaces, has become a common way of approaching teaching and 

learning. (p. 74) 

Ladson-Billings (1995) defined culturally relevant pedagogy as:  

…a pedagogy of oppression not unlike critical pedagogy but specifically committed to 

collective, not merely individual, empowerment. Culturally relevant pedagogy rests on 

three criteria or propositions: (a) students must experience academic success; (b) students 

must develop and/or maintain cultural competence; and (c) students must develop a critical 

consciousness through which they challenge the current status quo of the social order.  

(p. 160) 

Thus, culturally relevant pedagogy is a way for schools to “acknowledge the home community 

culture of the students, and through sensitivity to cultural nuances integrate these cultural 

experiences, values, and understandings into the teaching and learning environment” (Brown-

Jeffy & Cooper, 2011, p. 67). As a result, culturally relevant pedagogy intends to help students 

academically and aver their cultural identity (Horsford et al., 2011). 

 Additionally, culturally relevant pedagogy affects attitude and disposition. Ladson-

Billings (2006) believed: 
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To better understand and critique their social position and context…Although we may have 

only a year-long interaction with students, we ultimately have a lifelong impact on who 

they become and the kind of society in which we will ultimately live. (p. 37-40) 

Culturally relevant pedagogy builds upon the basis that all students are important and should be 

valued in the educational setting in order to adequately learn. Culturally relevant pedagogy 

instructs educators and school leaders to value all students. It is a way for schools to 

acknowledge and become sensitive to the cultural nuances of students, and then integrate these 

cultural experiences, values, and understandings into the teaching and learning environment 

(Brown-Jeffy & Cooper, 2011).  

 

 

 

Figure 1: Culturally Relevant Pedagogy (Brown-Jeffy & Cooper, 2011) 
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Culturally Relevant Leadership Practice 

Bustamante et al. (2009) acknowledged the growing literature in the area of culturally 

responsive educational leadership and specifically how it “positively influences academic 

achievement and students’ engagement with the school environment” (p. 794). It is for this 

reason that Horsford et al. (2011) found it important to present a framework for culturally 

responsive leadership. The framework builds on culturally relevant leadership, culturally 

responsive leadership, and culturally proficient leadership, which “speak across selected research 

literature from teacher education (culturally relevant pedagogy and antiracist pedagogy) and 

educational leadership to assist aspiring and practicing school leaders” (p. 594). Beachum (2011) 

similarly believed that, in theory, culturally relevant leadership strongly builds upon culturally 

relevant pedagogical research. The framework presented by Horsford et al. (2011) focuses on 

four dimensions needed for school leaders to lead in a diverse environment: the political context, 

a pedagogical approach, a personal journey, and professional duty. 

Political Context  

 Brown v. Topeka Board of Education (1954) is known for its groundbreaking decision of 

overturning the “separate but equal” doctrine mandating that White children and Black children 

attend separate schools. According to Obiakor et al. (2005), “This case recognized that separate 

educational facilities were inherently unequal and unconstitutional. To a large measure, it failed 

to favor discrimination in school admissions and retention on grounds of race or color” (p. 20). 

Since the 1954 case, many legislations and reforms have been enacted to help ensure equality in 

schools and that all students have access to the same standard of education. Unfortunately, 

however, education still has major disparities. With the inception of high-stakes mandates, 

educational leaders are facing increased expectations to close the gap in disparities. These 
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increased expectations amid growing diversity requires educational leaders to serve diverse 

student populations through culturally relevant practices (Horsford et al., 2011; Madhlangobe & 

Gordon, 2012). 

 Educators must implement the numerous policies and other guidelines that come their 

way, as Horsford et al. (2011) noted: 

School leaders must not only be capable of administering federal, state, district and school-

based policies and procedures but also equipped to discern and analyze the educational 

ideologies, philosophical assumptions, and political perspectives that both underlie and 

frame such policies and practices. (p. 595) 

Fowler (2009) claimed that school leaders will have to manage situations which require them to 

communicate and build relationships with those outside of the school; it is in these situations that 

school leaders must employ such tools as “persuasion, coalition building, and political strategies” 

(p. 13). 

Pedagogical Approach 

 Educational leaders must be pedagogically grounded in their daily practice of leading 

culturally relevant schools. Not only do educational leaders need to ensure that this pedagogy is 

incorporated throughout their daily leadership practice, but they must ensure they are also 

encouraging teachers to utilize it in their daily practice. “Culturally capable school leaders 

successfully integrate the pedagogical approaches of culturally relevant education in ways that 

inform their professional duty to serve culturally diverse populations to provide an equitable and 

excellent education to their students” (Horsford et al., 2011, p. 596). The pedagogical approach 

of educational leaders is critical since instructional contexts must be culturally relevant based to 

fully ensure schools are culturally relevant (Villegas & Lucas, 2002). In order for educational 
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leaders and teachers to serve students adequately, they must be pedagogically sound and practice 

such pedagogy routinely. 

Personal Journey  

 One of the staple beliefs of culturally relevant leadership and pedagogy is the 

acknowledgement of their personal journey and how those experiences mold each person’s being 

and understanding. Culturally relevant pedagogy and all frameworks associated with it call for a 

deep thinking and continuous understanding of self. Those embarking on this journey must 

evaluate and reflect on their experiences to understand and appreciate the experiences of others 

(Fraise & Brooks, 2015). Thus, “The ability of educational leaders to measure and assess their 

effectiveness in working with student, family and community populations are directly connected 

to their willingness to interrogate and acknowledge their deeply held beliefs and assumptions” 

(Horsford et al., 2011, p. 597). In order to be a culturally relevant leader, one must personally 

reflect on their life experiences to fully serve the people they encounter on a daily basis. 

Professional Duty  

 Educational leaders are charged with creating environments that are inclusive and 

welcoming to all students. Therefore, it is the responsibility of all building leaders to set the tone 

for their schools and encourage cultivate awareness and appreciation. Educational leaders cannot 

assume this task half-heartedly, but must be steadfast in assuring this pedagogy is implemented 

in their daily practice and that of those who serve with them. “Schools require culturally relevant 

leaders who can successfully monitor and mediate cultural conflict by modeling cross-cultural 

communication effectively and are able to navigate and negotiate opposing cultural perspectives” 

(Horsford et al., 2011, p. 599). It is the professional duty of educational leaders to foster a culture 

and relationships that acknowledges and appreciates all who enter the school doors. 
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Chapter Summary 

In this chapter, a review of relevant literature was discussed in the following areas: (a) 

growth in student diversity; (b) role of school leaders; (c) professional development; (d) cultural 

competence; (e) culturally relevant pedagogy, and (f) culturally responsive leadership practice. 

The review showed that cultural competence is important for school leaders to practice, coupled 

with professional development and training, in order to meet the growth in student diversity by 

adequately acknowledging the unique needs of all students. In addition, this chapter discussed 

the theoretical framework used to guide this research study. Chapter Three will describe the 

methodology used in this research study.  
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CHAPTER THREE: METHODOLOGY 

Chapter Introduction 

This study examined perceptions about the need for cultural competence and culturally 

competent training among school leaders. As the research questions for this study aimed to 

examine the perceptions of school leaders, Q methodology, which focuses on subjective 

statements, was used. Chapter ThreeThree delves into the research design used in this study and 

the rationale for its use. Moreover, this chapter will explain in depth the Q methodology process 

used in this study. 

Research Design 

 A mixed method research design using Q methodology was employed to investigate 

school leaders’ perceptions of cultural competence and related professional development. Q 

methodology solicits participants' subjective views, allows them to be expressed 

idiosyncratically, and fosters closer proximity between researcher and participants, further 

elucidating the subjective opinions of participants (Brown et al., 1999). Since Q methodology 

solicits participants’ subjective views, it was the appropriate methodology for this study. 

 The sample size for this study was selected based on the statements selected for the Q 

sort concourse. As suggested, the Q sort can consist of 10 to 100 items depending on the study 

(Cross, 2005). This study sought to understand the perceptions of school leaders about cultural 

competence and professional development related to cultural competence. As such, the current 

investigation was guided by the following research questions: 

1. What are school leaders’ beliefs about their need for cultural competence, training, 

and professional development in cultural competence? 

a.  What are the highest-ranked and lowest-ranked statements by group? 
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b. What are the distinguishing characteristics between groups in their 

perceptions of cultural competence? 

c. Were there any common statements regarding school leaders’ perceptions of 

the need for cultural competence and training in cultural competence among 

participants? 

These research questions were developed with the hope of using the perceptions of school 

leaders to inform future practice and research. 

Q Methodology 

Background of Q Methodology 

 Evolving from factor analytic theory, Q methodology was developed by William 

Stephenson in 1953 (Cross, 2005), emerging from his desire to bring a scientific framework to 

bear on the elusiveness of subjectivity. In addressing this, he developed a methodology that 

allows an individual to “represent his or her vantage point for purposes of holding it constant for 

inspection and comparison” (Coogan & Herrington, 2011, p. 24). Q methodology combines 

aspects of qualitative and quantitative research and was explicitly designed to objectively 

uncover and analyze similarities and differences in the subjective viewpoints of individuals. It is 

an exploratory, interpretation-intensive methodology suitable for small populations of 

respondents, “fortified” (Brown, 2008) through recourse to the statistical operation of factor 

analysis (Davis & Michelle, 2011). Stone and Turale (2015) noted that the goal of Q 

methodology is to look at thoughts, perceptions, opinions, attitudes, and beliefs: 

Q methodology allows us to identify, understand, and categorize individual perceptions 

and opinions, and then cluster groups of these categorizations. This research approach also 
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emphasizes the qualitative how and why people think the way they do, but not how many 

people think a certain way. (p. 183) 

As aforementioned, the Q methodology method involves data collection of participants’ thoughts 

about a certain topic. Then, the participants engage in a Q sort process that allows them to rank 

order the statements from their point of view, a ranking which allows them to share their 

subjective viewpoint. The participants are known as the P-set. The rankings/viewpoints then go 

through the factor analysis process. 

Q methodology was presented by Stephenson (1953) as an “inversion of conventional 

factor analysis in the sense that Q correlates persons instead of tests” (Van Exel & de Graaf, p. 

1). Brown (2004) believed that a correlation between personal profiles then indicates similar 

viewpoints or segments of subjectivity which exist. Q methodology correlates people, and 

through the factor analysis process, similarities and differences are then able to be pinpointed. 

Stephenson (1953) noted that a crucial premise of Q is that subjectivity is communicable, and 

when it is communicated, it can be analyzed like any other behavior. 

Q methodology and R methodology are often mistaken for one another, since both are 

associated with survey methodology (Watts & Stenner, 2005). R methodology “concerns itself 

with the comparison of different individuals in relation to specific psychological traits or 

characteristics” (Watts & Stenner, 2005, p. 10). Stephenson (1953) found that R methodological 

factor analysis did not show the difference in personal characteristics of specific individuals. Van 

Exel and de Graaf (2005) point out that Q methodological studies describe a population of 

viewpoints whereas R methodological studies describe a population of people. Durning (1999) 

substantiated the difference between the two methodologies, writing, “In R methodology, traits 

(any quantitatively measurable characteristic) are correlated across a sample of persons. In 
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contrast, in Q methodology persons are correlated across a sample of statements that they have 

ranked in some order” (p. 404). 

Q Methodology Process 

 The Q methodology process is comprised of five steps. The first step is the definition of 

the concourse; the second step is development of the Q sample; the third step is the selection of 

the P-set; the fourth step is Q sorting; and the fifth step is analysis and interpretation (Van Exel 

& de Graaf, 2005). A description of the process is described below. 

 Development of a concourse. The initial step in completing a Q methodology study is 

the development of the concourse. In Q methodology, the flow of communicability surrounding 

the topic is defined as the concourse, taken from the Latin word concursus, which means when 

ideas run together in thought (Brown, 1993). The concourse is referred to by Paige and Morin 

(2014) as the population of opinion statements on a particular topic of interest. The concourse 

should be designed to contain relevant aspects related to the discourse and should be determined 

by the researcher based various methods (Brown, 1993; Van Exel & de Graaf, 2005). Brown 

(1993) described that the concourse is not restricted to only text or words but can incorporate 

paintings, pieces of art, photographs, or even musical selections. The statements for the 

concourse can be procured through literature (Van Exel & de Graaf, 2005), interviews (Brown, 

1993), focus groups (Watts & Stenner, 2005), and/or newspaper articles (Brown, 2004). The 

statements in the concourse should be subjective (Brown, 1993). Brown (2004) expressed that 

the collection of items in the concourse should be representative of a variety of perceptions on 

the topic. Validity of statements is important; thus, statements may be reviewed by experts or 

tested in pilot studies (Brown, 2004). “The target goal of the Q-sample is a comprehensive, 
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balanced, and representative set of survey items. Once the Q sample has been designed, it is 

released for sorting” (Brown, 2004, p. 4). 

To develop the concourse, I reviewed scholarly research to gain current thoughts and 

understanding of the topic. Once the articles were reviewed, the concourse was established. A 

domain expert then reviewed my concourse statements for validity. 

Development of a Q sample (or Q-set). The second step in the Q methodology process 

is the development of the Q sample or Q-set. The Q-set is the collection of items the participants 

will sort (Watts & Stenner, 2005). Watts and Stenner (2005) stated that the Q-set should be 

comprised of varied statements that represent a different viewpoint about the topic. While 

experts have varying opinions on the exact number of statements that should be included, the 

range is from 30 to 50 items. Brown (2004) said that the Q sample should consist of 33 items and 

Van Exel and de Graaf (2005) believed that the Q sample should consist of 40 to 50 statements. 

Watts and Stenner (2005) noted that the exact size is determined by the subject studied but a “Q-

set somewhere between 40 and 80 items has become the house standard” (p. 61), and further 

contended that “too many items can make the sorting process very demanding and unwieldy” (p. 

61). Watts and Stenner (2005) maintained that, when the Q-set is formed, it is best to avoid items 

containing technical or convoluted terms unless the participants involved in the study have 

expertise in the field. McKeown and Thomas (2013) referred to it as “natural” in the language (p. 

18). Ultimately, Van Exel and de Graaf declared “the aim is always to arrive at a Q-set that is 

representative of the wide range of existing opinions about the topic” (p. 5). 

Selection of a P-set (Q participants). The third step in the Q methodology process is the 

selection of the participants who will complete the Q sort. This can be referred to as person 

samples or P-sets (McKeown & Thomas, 2013). Watts and Stenner (2012) voiced that “the most 
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single important message about participant recruitment in Q methodology is that opportunity 

sampling is rarely the best strategy” (p. 70). They added that Q methodology aims to discover 

relevant perspectives; therefore, participants must have a defined viewpoint to share that is 

substantial to the subject being studied. The P-set is usually smaller than the Q-set (Van Exel & 

de Graaf, 2005). Watts and Stenner (2012) suggested that a minimum ratio of two Q-set items to 

every participant is employed; simply put, a Q-set should contain twice as many statements as 

there are participants in the study. Q methodology is not interested in large numbers of 

participants (Addams, 2000; Watts & Stenner, 2012). Some researchers believe that P-sets 

should have a certain range. Stainton Rogers (1995) considered 40-60 participants to be 

sufficient, while McKeown and Thomas (2013) felt 30 to 50 participants was adequate. Brown 

(1993) stated that the number of “samples of persons (P-sets) rarely exceed 50” (p. 104). 

Fundamentally, the quality of the participants is more important than high participation 

numbers. This should include subject experts and a diversity of backgrounds. The P sample for 

this study was comprised of school leaders of various races, genders, and ages from Highland 

County Schools who were willing to consent to participate. 

Q sorting. Q sorting is the technical means whereby data are obtained for factoring 

(Watts & Stenner, 2005). Brown (2004) called it “collecting participant perceptions” (p. 4). 

Watts and Stenner (2012) proclaimed that it is called a Q sort because the participants are asked 

to sort items into some type of order. Brown (1993) explained that, during the Q sorting process, 

statements are administered in the form of a pack of randomly numbered cards. There is one 

statement to a card and the participant is instructed to sort the cards. Participants are to follow 

directions for the sorting process known as a condition of instruction. Van Exel and de Graaf 

(2005) noted that the typical instructions for the participant tell them to sort the statements 
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according to their point of view. Participants are then given an answer sheet to record their 

ordering (Brown, 2004). Figure 2 provides an example of a blank score sheet that can be used 

during a Q sort. 

The researcher has the option of whether the participant will complete the Q sort with a normal 

distribution curve (as depicted in Figure 2) or via a free sort form (Watts & Stenner, 2005). 

Forced distribution dictates the number of items that can be sorted to each position, whereas free 

distributions allow participants to sort any number of items to any rank (Watts & Stenner, 2005). 

Watts and Stenner (2005) acknowledged that “forced distribution is actually no more restrictive 

than a free distribution” (p. 77) and noted that forced distribution may be preferred by Q 

methodologists because it eliminates unnecessary work and is more convenient for participants. 

 

 

 

 

Figure 2: Sample Score Sheet for Q Sorting (Van Exel & de Graaf, 2005)  
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To begin the Q sort process, Watts and Stenner (2012) suggested that “participants are 

asked to sort the statements into three categories: (1) those items about which they feel positive; 

(2) those items about which they feel negative; and (3) those items about which they feel 

indifferent” (p. 90). Participants should then be asked to sort the opinion statements in a range 

from “most” to “most” and not from “most” to “least” (Brown, 2004; McKeown & Thomas, 

2013). Watts and Stenner (2012) claimed the poles are intentionally designed to understand 

strong feelings, whether these feelings are positive or negative. Hence, items that are not deemed 

important to the participant are likely to be sorted toward the middle. 

The range of distribution depends on the number of statements in the sort and its kurtosis 

(Van Exel & de Graaf, 2005). Brown (1980) suggested the use of a nine-point (-4 to +4) 

distribution for Q-sets of less than 40 items, an 11-point (-5 to +5) distribution for Q-sets 

consisting of 40 to 60 items, and a 13-point (-6 to +6) for Q-sets of 60 items and above. 

The data can be collected via in person, gathered by post, and via online data collection 

(Van Exel & de Graaf, 2005; Watts & Stenner, 2012). Van Exel and de Graaf (2005) explained 

there is no evidence in the difference of validity between online administration and interview-

based administrations. Watts and Stenner (2012) warned that, if an online method is used, the 

researcher must include clear written instructions for the participant. 

To conclude the Q sort process, conducting interviews is suggested after the Q sort is 

complete. The interviews can add “richness” to the data (Brown, 1993; Van Exel & de Graaf, 

2005; Watts & Stenner, 2012). The interviews are important because it allows for each 

participant to expound on their point of view, especially on the statements about which they felt 

strongly (Van Exel & de Graaf, 2005). All data collected are used for the final step of the Q sort 

process, which is analysis and interpretation. 
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Analysis and interpretation. Once all the data is collected through the Q sort, the 

analysis of data can begin. Q methodology allows participants to express their subjective 

opinions, and the quantitative methods of factor analytic data-reduction and induction provide 

insights for the researcher (Valenta & Wigger, 1997). With Q methodology, data analysis uses 

correlation and by-person factor analysis. The statistical analysis is performed by person and is 

not performed by variable, trait, or statement. Van Exel and de Graaf (2005) noted that the 

analysis process is objective and technical. Brown (2004) explained that the data analysis process 

in the Q methodology consists of three steps: correlation, factor analysis, and the computation of 

factor scores. 

The first step is the calculation of the correlation matrix. This represents the level of 

agreement between the sorts, or the degree of similarity in points of view between the individual 

Q sorters (Van Exel & de Graaf, 2005). The initial matrix displays relationships of one Q sort 

compared to the others in the P-set (Watts & Stenner, 2005). Once the correlation matrix is 

complete, the factoring process can begin. 

Factor analysis is the next step and is essential to Q methodology (McKeown & Thomas, 

2013). Factor analysis is intended to establish groupings of Q sorts similarities and differences 

(Van Exel & de Graaf, 2005). Factor loadings are used to determine factors (Van Exel & de 

Graaf, 2005). Factor loadings are “in effect correlation coefficients” (McKeown & Thomas, 

2013, p. 53), that “indicate the extent to which each Q-Sort is similar or dissimilar to the 

composite factor array” (Brown, 2004, p. 6). Q methodology uses a rotation during the factor 

analysis phase. Varimax rotation is the most common technique (Brown, 2004; Watts & Stenner, 

2005). The varimax technique is “highly reliant on the topographical features of the correlation 

matrix” (Watts & Stenner, 2005, p. 81). The rotation of factors allows for the researcher to 
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examine the opinions from different angles (Van Exel & de Graaf, 2005). Before the description 

and interpreting process can begin, the factor scores and difference scores must be calculated. 

Definition of Terms 

Concourse. The list of items used to describe perspectives on specific topics. 

Traditionally, the concourse is made up of text statements; however, it is possible to use images 

(Bartlett & DeWeese, 2015). 

Factor. “Identifies a group of persons who have rank ordered the ordered the provided 

items in a very similar fashion or a group of persons who share a similar perspective, viewpoint 

or attitude about the topic at hand” (Watts & Stenner, 2005, p. 22). 

Factor loading. “Each respondent’s correlation with each of the identified clusters or 

factors” (Brown, 2004, p. 18). 

Kurtosis. General shape of the distribution; its degree of flatness or steepness (Watts & 

Stenner, 2012). 

P-set/P sample. The set of individuals who participate in the study to sort the Q-set 

(Bartlett & DeWeese, 2015). The P-set is not a random sample, but “a structured sample of 

respondents who are theoretically relevant to the problem under consideration” (Van Exel & de 

Graaf, 2005, p. 6). 

Q methodology. A research technique invented in 1953 by William Stephenson that 

allows a researcher to 1) identify, understand, and categorize individual perceptions and 

opinions, and 2) cluster groups based on their perceptions (Brown, 2004). 

Q-set/Q sample. The list of items that individuals will sort to describe their perspectives 

toward a topic (Bartlett & DeWeese, 2015). 

Q sort. “Each respondent’s rank ordered set of perceptions” (Brown, 2004, p. 18). 
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Use of Q Methodology 

According to Watts and Stenner (2012), Q methodology is a research technique that 

focuses on subjective or first-person viewpoints (p. 4). Similarly, McKeown and Thomas (2013) 

stated that the purpose of Q methodology is to review subjectivity, and Coogan and Herrington 

(2011) attested that Q methodology discovers points of view around a particular topic. Durning 

(1999) claimed that Q methodology should be used when the researcher is looking to understand, 

and not simply count, the perspectives of participants about the topic. Since school leaders’ 

perceptions have not been vastly studied, Q methodology served as a viable method for this 

study’s focus. The current study sought to better understand the perceptions of school leaders, 

and Q methodology allowed for the effective analysis of the perceptions of this group. This study 

adds to the limited literature on school leaders to include assistant principals’ perceptions of 

cultural competence. Moreover, the findings from this investigation can inform future, more in-

depth research about school leaders and cultural competence. 

A pilot study was performed for this research. A pilot study is a small study done to 

prepare for a larger study by testing research protocols, data collection instruments, sample 

recruitment strategies, and other research techniques (Stewart, 2008). Much can be learned from 

conducting a pilot study, insight that can be used to strengthen the design and methodology of 

the larger study. Thus, for the current research, a pilot study was conducted with 10 principals in 

the Highland School District. Principals were chosen as the P-set for the pilot study due to their 

experience with cultural competence and their past experiences as assistant principals. They were 

deemed the best sample for the pilot since they have worked both as assistant principals and with 

assistant principals and have a wealth of experience similar to those encountered by assistant 
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principals. According to Brown (2004), the validity of Q sort statements is important and can be 

reviewed for validity during the pilot study. From the pilot study conducted in this research 

investigation, it was determined that the verbiage of three of the Q sort statements needed to be 

reworded to be clearly understood by participants. Data from the pilot study were further 

analyzed. 

Participants (P-Set) 

 For this particular study, principals and assistant principals were solicited to participate. 

Principals and assistant principals from all levels (elementary, middle, and secondary) who work 

in Highland County Schools were asked to participate in the study. For this study, Highland 

County School is a pseudonym used to protect the confidentiality of the school system. An email 

including a description of the research study and a request for their participation was sent to all 

principals and assistant principals in the school district. Those who agreed to participate were 

provided further information about the study in an email.  

 Since school leaders are working individuals, the details of their time commitment were 

clearly outlined for them as well. The researcher monitored the participants once they began the 

study. The number of participants determines the Q sample, and it has been suggested that the Q 

sample include a minimum of two statements per participant and the P-set be less than the total 

number of Q sample statements (Watts & Stenner, 2012). 

P-Set Demographics 

The study had a total of 28 participants who worked as school leaders at elementary, 

middle, or high schools. A pilot study was completed with principals, and the principal data were 

combined with the assistant principal data for the purposes of data reporting. Since all the 

principals who participated in the pilot study had experience working as school leaders, their 
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perceptions were relevant to this study. The invite was sent to 85 principals and 149 assistant 

principals. A total of 28 responses were received, which is a response rate of 8.35%. Table 4 

displays the breakdown of the number of principals and assistant principals who participated in 

the current study. 

 

 

 

Table 4 

Assistant Principals and Principals in the Study Sample 

Participant Type N Percentage of Total 

Assistant Principals 17 61% 

Principals 11 39% 

*N = number of participants 

 

 

The majority of the responses for this study were obtained from assistant principals. Both 

principals and assistant principals were invited to participate via email invitation sent by the 

Associate Superintendent for Evaluation and Testing. A total of 28 participants participated to 

sort 52 concourse items in the study, meeting Watts and Stenner’s (2012) advice that the number 

of participants be less than “the number of items in your Q-set” (p. 73). 

 Demographic information was collected from the participants, including gender, race or 

ethnicity, and number of years of experience as a school leader. A majority of the participants in 

the study were female; 18 females participated (64% of total participants), while only 10 males 

participated (36% of total participants). Table 5 highlights the gender of the current study’s 

participants. 

 



 

64 

 

Table 5 

Participant Gender, by Percentage 

Gender N Percentage of Total 

Female 18 64% 

Male 10 36% 

* N = number of participants 

 

 

The race/ethnicity of this study’s participants is displayed below in Table 6. The largest 

percentage of participants, 57% (N=16), identified as Black/African American. 

 

 

Table 6 

Race/Ethnicity of Participants, by Percentage 

Race/Ethnicity N Percentage 

American Indian  1 4% 

Black/African American  16 57% 

Hispanic  4 14% 

White  7 25% 

* N = number of participants 
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Participants were asked to share the numbers of years of experience they had working in their 

role. The years of experience for assistant principal participants ranged from 2 to 15 years of 

experience, with the average number of years of experience being 5.6 years. Similarly, the years 

of experience for principal participants ranged from 1 to 10 years, with the average number of 

years of experience being 5.4 years. Table 7 below outlines the minimum and maximum number 

of years as well as the average number of years reported for each group of participants. 

 

 

Table 7 

Participants’ Years of Experience 

Participant Group Min. # of Years Max. # of Years Average SD 

Assistant Principals 2 15 5.6 3.54 

Principals 1 10 5.4 2.38 

 

 

Additionally, participants were asked to report the percentage of military connected students and 

minority students in their schools, both of which are student demographic groups that bring a 

plethora of diversity to schools. All but one of the participants reported having military-

connected students in their school, and all the participants reported serving minority students. 

Table 8 displays this data reported by both principals and assistant principals. 
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Table 8 

Military-Connected Students and Minority Students at Participants’ Schools 

Participant Group Minimum % Maximum % Average SD 

Military-Connected 0% 60% 23.8% 20.70 

Minority  15% 98% 58.6% 13.98 

 

 

 The captured demographic data provided pertinent information about the participants 

surveyed for this study, and this additional information was used to further understand the 

participants’ responses as evidenced in Chapter Four. 

Instrumentation 

To complete this study, the Q sortware website was used for data collection 

(www.qsoftware.net). Q sortware is a website that can be used for doing Q sorts online. The 

concourse was created after a review of scholarly articles on cultural competence and school 

leadership. The participants were asked to categorize the statements into categories: least 

important, neutral, and most important. 

Data Collection  

Before collecting data, the researcher applied to the North Carolina State University 

Institutional Review Board (IRB) for approval to complete the research. Once approval was 

granted by the North Carolina State University Institutional Review Board, the researcher 

reached out to the IRB committee for the Highland School System. The review board for the 

Highland School System reviewed the request and approved the study. Upon approval, the chair 

of the board for the school system sent an email to all principals and assistant principals stating 

that the school system had granted permission for the study to be conducted, and school leaders 

http://www.qsoftware.net/
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could participate if they deemed appropriate. A letter from the researcher with a synopsis of the 

study and directions was attached to the email for participants’ review (Appendix A and 

Appendix B). It is important to note that the questionnaire was sent through email the first week 

when schools transitioned to virtual learning, at a time when schools were dealing with an 

impromptu closure of school buildings. For those participants who opted to participate, the free 

Q sortware software (www.qsortware.net) was used to obtain the study data. Each participant 

was supplied with a consent statement which they read at the beginning of the study. If a 

participant did not consent, the consent form instructed them to exit from the study and no data 

were captured. Once the participant consented, the participant was able to begin the study. 

At the beginning of the study, participants were provided with the definition of cultural 

competence to ensure they were clear on the definition used to guide this investigation. The 

researcher’s subjectivity statement about her background as an assistant principal working with 

cultural competence was also shared with the participants. Participants were asked to provide 

some demographic background information to include the school level at which they currently 

work (elementary, middle, or high) and their total years working in education. This information 

was needed to ensure that school leaders from various levels were included in the study. 

Participants were not asked to identify their work location since doing so would violate their 

right to anonymity. Open-ended questions (Appendix F) were asked to give participants the 

opportunity to expound on their responses and address any missing items. The following open-

ended questions were asked in the questionnaire to capture more data:  
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1. Please select your gender. (Choice between Male, Female, Other) 

2. Please select your race. (Choice between American Indian, Asian, Black, Hispanic, 

White) 

3. Please list how many years you have been a school leader. 

4. What percentage of your school is connected with the military? 

5. What percentage of your school is minority? 

6. Explain your reasons for your “+5” statements. 

7. Explain your reasons for your “-5” statements. 

8. Were any statements difficult to place? Why? 

9. Is there a statement that you would like to have seen?  

Data Analysis and Interpretation  

 After the data were reviewed, the responses from all 28 participants were analyzed; 

however, only 26 of the 28 participants successfully loaded into a factor. This research followed 

the standard protocol for Q methodology studies and was analyzed with by-person factor 

analysis, including correlations (Watts & Stenner, 2012). KenQ Analysis Desktop Edition 

(KADE) was utilized to analyze the data from the Q sort for factor analysis and the creation of 

thematic groups that appeared as a result of the study. In addition to the statistical analysis, in 

order to investigate all viewpoints of the participants, the concourse items were examined to 

determine which items were ranked high, low, or neutral by participants.  

As the first step in the analysis, a correlation matrix was created to determine the 

rankings within each group of participants. Next, the rankings from the matrix were used in a 

factor analysis. The factor analysis used the varimax rotation since the varimax rotation 

maximizes the amount of variance explained (Watts & Stenner, 2005). As suggested by the 
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Kaiser-Guttman criterion (Bryant et al., 2017). the rotated factor loading with eigenvalues of 

more than 1 were considered significant. This criterion combined with analysis of each factor 

allowed the researcher to obtain a final set of factors. With that grouping, significant factors were 

then flagged. After the factors were flagged, the factor estimates were converted to z scores for 

analysis, to include correlations and the standard error of difference across the factors.  

The high and low statements for each factor and a detailed crib sheet of factor arrays 

were created. From this detailed crib sheet, consensus items and distinguishing items were 

identified and analyzed. According to Van Exel & de Graff (2005), consensus statements are 

statements that do not distinguish between any factors, thus indicating that they are mostly 

agreed upon by all participants. Moreover, according to Coogan and Herrington (2011), 

distinguishing statements are found on “factors when the participants who loaded on that factor 

have placed a statement in a position ‘most agreed,’ that is significantly different to where all the 

participants who have loaded on the other factors have placed that particular statement” (p. 27). 

The final factors identified were selected utilizing a combination of statistical data and analysis, 

with the subjective review of the opinions presented. Thus, this study was conducted according 

to the recommended protocol for Q methodological studies.  

Limitations and Delimitations of the Study 

Study Limitations 

This study had some limitations. With the Q methodology design, in particular, there are 

inherent limitations. For example, there are limitations in the number of participants. Q 

methodology calls for a smaller number of participants (Van Exel & deGraaf, 2005) and thus 

reflects the viewpoints of only those involved in the study. For this particular study, only school 

leaders in the Highland County School System were participants (P-set). Therefore, the results 
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cannot be generalized to the entire population of school leaders, and sufficient diversity 

(experience, race, age) may not be present due to the participants’ demographics. Moreover, the 

accuracy of sorting of statements is contingent upon the participants adequately and truthfully 

sorting their statements based on their feelings about the topic, which cannot be absolutely 

guaranteed. 

Study Delimitations 

 This study also had delimitations. This study only utilized participants from one school 

district as the P-set. The Q sort statements are also a delimitation, because they limit the potential 

options from which participants are allowed to choose. 

Chapter Summary 

This chapter provided information on the methodology used for this study. Because Q 

methodology is designed to investigate thoughts, opinions, and perceptions, and since the 

purpose of this study was to study the perceptions of school leaders about the need for cultural 

competence and cultural competence professional development/training, Q methodology was 

employed. Chapter Four presents an overview of this study’s findings.  
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CHAPTER FOUR: FINDINGS 

Chapter Introduction 

This study sought to answer the following research questions: 

1. What are school leaders’ beliefs about their need for cultural competence, training, 

and professional development in cultural competence? 

To answer this question, three questions informed by Q Methodology design guided this 

research. 

a.  What are the highest-ranked and lowest-ranked statements by group?  

b. What are the distinguishing characteristics between groups in their 

perceptions of cultural competence? 

c. Were there any common statements regarding school leaders’ perceptions of 

the need for cultural competence and training in cultural competence among 

participants? 

By design, Q methodology focuses on understanding perceptions (Watts & Stenner, 

2012). Given that this study sought to gain knowledge about the perceptions of school leaders, Q 

methodology was used as the methodology because it allowed for first-person perceptions to be 

adequately studied. Assistant principals and principals from elementary, middle, and high 

schools from one school district participated in the study by completing a Q sort. The 52-item Q 

sort consisted of statements obtained from the literature designed to examine participants’ 

perceptions about the role of cultural competence and the need for professional development. 

The methodology outlined in Chapter Three was utilized to execute the research process. 

 To complete the research, permission to conduct the study was first obtained from North 

Carolina State University’s Institutional Review Board (IRB). Assistant principals and principals 
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from one school system completed an online Q sort using Q sortware software and then 

answered follow-up questions regarding their ranking choices and demographic information. 

This chapter outlines the findings that emerged from the current study, including the data 

collected, data analysis process, and participant demographic information. 

Data Collection and Analysis  

 Van Exel and de Graaf (2005) noted that Q methodology is the study of a person’s 

subjectivity, which can be deemed as one’s opinions, perspectives, beliefs, or attitudes. By 

participating in the Q sort, one unconsciously reveals his or her subjective meaning through the 

sorting of statements about the topic being studied. These opinions are then analyzed through 

factor analysis (Van Exel & de Graaf, 2005). In this study, participants were asked to rank 52 

concourse items related to their individual perceptions of the need for cultural competence as 

well as professional development and training in the area of cultural competence. 

 The participants in this study completed the Q sort utilizing the Q sortware software. This 

software enables participants to complete a Q sort online as well as answer open-ended questions 

at the conclusion of the Q sort. Through a forced choice distribution, participants were asked to 

rank the statements on a scale of –5 (most disagree) to +5 (most agree). It is important to note, as 

Watts and Stenner (2012) stated, “Q methodologists generally choose a fixed distribution 

because it represents the most convenient and pragmatic means of facilitating the item ranking 

process, both for us as researchers and for our participants” (p. 78). 

 Participants submitted their Q sorts online via the Q sortware software. Once all sorts 

were completed, the data were converted into a Microsoft Excel document and analyzed using 

KADE statistical software. The Excel document was used to analyze the demographic 

information and other open-ended questions. The KADE statistical software was used to make 



 

73 

the correlation matrices and factor analyses needed to analyze the responses and determine the 

emerging themes or groups. 

Correlation Matrix and Factor Correlation Matrix 

 To begin the analysis process in Q methodology, a correlation matrix was calculated. Van 

Exel and de Graaf (2005) described the correlation matrix as representing “the level of 

(dis)agreement between the individual sorts, that is, the degree of (dis)similarity in points of 

view between the individual Q sorters” (p. 8). For this study, Microsoft Excel and KADE were 

used to calculate the correlation matrix. A full copy of the correlation matrix is located in 

Appendix G. 

 Determining correlation requires looking at the correlation coefficients. Sorts that are 

alike will have high correlation. Correlations can range from + 1 to -1, with a correlation of +1 

indicating a perfect agreement between participants and a correlation of -1 indicating a perfect 

negative correlation between participants (Brown, 1993). According to the correlation matrix for 

this study, the highest correlation was 0.72, which occurred between Participants 15 and 18; both 

were principals and both flagged in Factor 1, “Models and Promoters of Cultural Competence.” 

Their sorts indicated they felt that school leaders should be responsible for cultural competence. 

The second highest correlation value was 0.70, which was found between Participant 19 and 

Participant 11, both of whom were principals and flagged in Factor 3. 

 The lowest correlation value of -0.37 was found between Participants 27 and 28, who 

were both assistant principals. Participant 27 flagged into Factor 2b while Participant 28 flagged 

into Factor 2a. The next lowest correlation, -0.28, occurred between Participants 3 and 27. Like 

Participant 27 as previously mentioned, Participant 3 was an assistant principal. Participant 3 did 
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not significantly load into a factor. Interestingly, all of the lowest correlation values occurred 

between assistant principals. 

 The factor correlation matrix, as seen in Table 9, depicts the factors that emerged in the 

study and the agreement between the factors. The highest level of agreement was found between 

Factors 1 and 3 (0.5008), whereas the lowest level of agreement was found between Factors 2a 

and 2b (-0.1226). 

 

 

 

Table 9 

Correlation between Factor z-Scores 

 

Factor 1 Factor 2a Factor 2b Factor 3 

Factor 1 1 

Factor 2a 0.4223 1 

Factor 2b 0.1927 -0.1226 1 

Factor 3 0.5008 0.4501 0.1659 1 

 

 

 

Factor Analysis and Rotation 

 Once the correlation matrix is calculated, the factor analysis is the next step. Van Exel 

and de Graaf (2005) offer an explain of the factor analysis: 

The correlation matrix is subject to factor analysis, with the objective to identify the 

number of natural groupings of Q sorts by virtue of being similar or dissimilar to one 

another, that is, to examine how many basically different Q sorts are in evidence. People 

with similar views on the topic will share the same factor. (p. 5) 
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Watts and Stenner (2012) concurred in stating that “the basic function of factor analysis is to 

account for as much of this study variance as is possible” (p. 98). 

 KADE software was used to analyze the data for this study. To determine the correct 

number of factors, Eigenvalues were used, which are the sum of the squared factor loadings of 

all the Q sorts for a factor (Watts & Stenner, 2012). According to the Kaiser-Guttman criteria, 

factors with eigenvalues higher than 1.00 should be extracted (Watts & Stenner, 2012). Factor 

rotation was used to properly determine the factors for this study, and varimax rotation was 

employed as it is the most commonly used technique (Brown, 2004; Watts & Stenner, 2005). 

The varimax technique is “highly reliant on the topographical features of the correlation matrix” 

(Watts & Stenner, 2005, p. 81). The rotation of factors allows the researcher to examine the 

opinions from different angles (Van Exel & de Graaf, 2005). 

 Seven centroid factors were extracted. A four-factor solution was initially run and then 

decreased to a three-factor solution since the eigenvalue was 0.1991for the four-factor solution. 

When a three-factor solution was run, a bipolar factor occurred for Factor 2. It was determined 

that the three-factor solution with the bipolar split was the best fit for this study. Table 10 shows 

the results of each of the factor solutions considered, and Table 11 shows the factors created with 

the three-factor solution. As previously mentioned, varimax rotation was applied. 
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Table 10 

Factor Solutions 

Factor 
Significant 

Loads 
Variance 

Explained 
Eigenvalue Reliability 

Highest Factor 

Correlation 
Range of People 

on Factors 

4 26 44% 0.199% 0.8 0.5 1 to 14 

5 26 44% 1.282% 0.8 0.5 1 to 14 

6 26 44% 0.138% 0.8 0.5 1 to 14 

7 26 48% 1.1151% 0.8 0.5 1 to 14 

* Four-factor solution 

 

Table 11 

Factor Characteristics 

Factor Participants Loaded Eigenvalues Variance Reliability SE of Factor 

Scores 1 14 7.2296 17 0.982 0.134 

2a 5 1.8771 7 0.952 0.219 

2b 1 0.1991 7 0.8 0.447 

3 6 1.282 111333 0.96 0.2 

Total Variance  44.00   

 

 

Scree plots can be used to choose the number of factors in combination with the raw data. 

Watts and Stenner (2012) discuss that multiple criteria can be used to determine the number of 

factors, including the use of scree tests. Figure 3 reinforces that the three-factor solution was 

appropriate for this study. 
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Figure 3: Scree Plot Representation of Appropriate Factor Solution 

 

Factor Loadings 

As described in Valenta and Wigger (1997): 

In the practice of Q-methodology, people who are associated with one factor have 

something in common that differentiates them from those who are associated with the other 

factors. Factor loadings show each participant's association with each of the identified 

opinion types. (p. 502) 

Van Exel and de Graaf (2005) added to this by writing, “A factor loading is determined for each 

Q sort, expressing the extent to which each Q sort is associated with each factor. The number of 

factors in the final set depends on the variability in the elicited Q sorts” (p. 8). Van Exel and de 

Graaf (2005) noted that factors can be determined by the number of original factors having at 

least two significant loadings, and Watts and Stenner (2012) pointed out that eigenvalues greater 
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than 1.00 can be used to determine the correct number of factors. Table 12 indicates the factors 

that were “flagged” in this study’s analysis and Table 13 lists the factors flagged with p – values. 

 

 

Table 12 

Flagged Factor Loadings 

 Factor 1 Factor 2a Factor 2b Factor 3 

P1 TRUE FALSE FALSE FALSE 

P2 FALSE TRUE FALSE FALSE 

P3 FALSE FALSE FALSE FALSE 

P4 TRUE FALSE FALSE FALSE 

P5 TRUE FALSE FALSE FALSE 

P6 FALSE FALSE FALSE TRUE 

P7 TRUE FALSE FALSE FALSE 

P8 TRUE FALSE FALSE FALSE 

P9 TRUE FALSE FALSE FALSE 

P10 FALSE TRUE FALSE FALSE 

P11 FALSE FALSE FALSE TRUE 

P12 TRUE FALSE FALSE FALSE 

P13 FALSE FALSE FALSE FALSE 

P14 TRUE FALSE FALSE FALSE 

P15 TRUE FALSE FALSE FALSE 

P16 FALSE TRUE FALSE FALSE 

P17 TRUE FALSE FALSE FALSE 

P18 TRUE FALSE FALSE FALSE 

P19 FALSE FALSE FALSE TRUE 

P20 TRUE FALSE FALSE FALSE 

P21 FALSE FALSE FALSE TRUE 

P22 FALSE TRUE FALSE FALSE 

P23 TRUE FALSE FALSE FALSE 

P24 FALSE FALSE FALSE TRUE 

P25 TRUE FALSE FALSE FALSE 

P26 FALSE FALSE FALSE TRUE 

P27 FALSE FALSE TRUE FALSE 

P28 FALSE TRUE FALSE FALSE 
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Table 13 

Three-Factor Solution for Perceptions of Ed.D. Programs based on p Value 

 Factor 1 Factor 2a Factor 2b Factor 3 

P1 0.4752 0.1689 -0.1689 0.3569 

P2 0.1327 0.3559 -0.3559 0.1575 

P3 -0.0329 0.1722 -0.1722 0.0639 

P4 0.4622 0.1994 -0.1994 0.1697 

P5 0.3713 -0.0208 0.0208 -0.0326 

P6 0.0336 0.224 -0.224 0.6327 

P7 0.6962 0.0519 -0.0519 0.1174 

P8 0.7746 0.109 -0.109 0.0053 

P9 0.6687 0.117 -0.117 0.0997 

P10 0.2583 0.635 -0.635 0.1159 

P11 0.23 0.4068 -0.4068 0.6923 

P12 0.2838 0.1902 -0.1902 0.1706 

P13 0.1524 -0.0892 0.0892 0.0208 

P14 0.4922 0.4223 -0.4223 -0.2188 

P15 0.6143 0.124 -0.124 0.5782 

P16 0.0722 0.3517 -0.3517 0.1694 

P17 0.6703 -0.0508 0.0508 0.1486 

P18 0.6125 0.112 -0.112 0.5799 

P19 0.239 0.2222 -0.2222 0.801 

P20 0.3949 0.0084 -0.0084 0.1412 

P21 0.2201 0.3236 -0.3236 0.5664 

P22 0.3806 0.4586 -0.4586 0.1806 

P23 0.5493 0.1679 -0.1679 0.2516 

P24 0.1092 -0.0482 0.0482 0.6246 

P25 0.4926 -0.0646 0.0646 0.4346 

P26 -0.0184 0.1716 -0.1716 0.2865 

P27 0.1891 -0.3694 0.3694 0.2363 

P28 -0.0491 0.466 -0.466 0.167 

 Note: p < 0.05 

 

 

The four factors that emerged as significant for this study were: (1) Models and 

Promoters of Cultural Competence, (2a) Deeper than Training, (2b) Create Policies and Systems 

that Require Cultural Competence, and (3) There is a Problem: We Need Change. In addition to 
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the factor loadings, the distinguishing statements, highest- and lowest-ranked items on the 

concourse, and information shared in the post-sort questionnaire were used to determine the 

characteristics of each factor. 

Factor Arrays 

According to Bartlett and DeWeese (2015), factor scores on the factor array must be 

interpreted. They wrote: 

Within Q analysis, factor scores on the factor array are another term for a z score of a 

given Q statement and is comprised of all the scores given to that specific statement by 

each participant taking part in the study. These factor scores are represented by whole 

numbers that are similar to those that were used by participants in the sorting process. 

(Bartlett & DeWeese, 2015, p. 79) 

For the current study, participants were asked to sort and rank statements about their perceptions 

regarding the need for cultural competence and professional development. Participants were 

asked to use a scale ranging from “most agree” (+5) to “most disagree” (-5). Table 14 depicts the 

factor arrays for the three factors that emerged in this study. 

 

 

Table 14 

Factor Arrays 

 

Number Statement 
Factor 

1 
Factor 

2a 
Factor 

2b 
Factor 

3 

S1 

The global community shows up in our 

classrooms every day, requiring us to grow as 

we learn from and with our students and their 

families. 

4 2 5 1 

S2 
Some administrators view their schools 

increasing diversity as a problem rather than an 

opportunity. 
-5 -2 -1 5 
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Table 14 Continued 

Number Statement Factor 

1 
Factor 

2a 
Factor 

2b 
Factor 

3 

S3 
Educators of all racial and cultural groups need 

to develop new competencies and pedagogies to 

successfully engage our changing population. 
3 1 5 4 

S4 
School leaders should also model cultural 

competence for their staff. 
5 5 -1 4 

S5 

Culturally responsive teaching is important, but 

that alone can’t solve the major challenges 

facing minoritized students. Administration 

must be culturally competent as well. 

3 1 4 5 

S6 
Culturally responsive leadership influences the 

school context and addresses the cultural needs 

of the students, parents, and teachers. 
3 1 -2 3 

S7 

School leaders are responsible for promoting a 

school climate inclusive of minoritized students 

particularly those marginalized within most 

school contexts. 

5 1 4 4 

S8 

As population demographics continuously shift 

so must leadership practices and school contexts 

that respond to the needs that accompany these 

shifts. 

2 2 -4 3 

S9 

Many assistant principals/principals feel 

unprepared for their current role thereby 

indicating a need for meaningful and relevant 

professional development. 

-4 4 -1 2 

S10 
More training programs and professional 

development are needed for assistant 

principals/principals. 
-1 2 -1 2 

S11 
School is a space where different values, beliefs, 

and norms interact. 
4 5 -3 -2 

S12 

School leaders need to develop cultural 

competence to successfully educate all students 

in a way that adds to, rather than subtracts, from 

cultural identity. 

0 -1 3 3 

S13 

The increasing diversity in schools calls for new 

approaches to educational leadership in which 

leaders exhibit culturally responsive 

organizational practices, behaviors, and 

competencies. 

1 3 -4 3 

S14 

There is little guidance for school leaders on 

how they should help teachers work with 

students from cultural backgrounds different 

from their own. 

-4 1 -2 -2 
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Table 14 Continued 

Number Statement Factor 

1 

Factor 

2a 

Factor 

2b 

Factor 

3 

S15 

The ability of school leaders to help faculty and 

staff to respond to language and cultural 

diversity is critical to meeting the growing 

challenges that schools face in the twenty-first 

century. 

1 4 3 2 

S16 

School and community environments are 

changing and becoming more diverse, making it 

imperative that assistant principals/principals be 

prepared to deal with the milieu in confronting 

them. 

2 3 4 2 

S17 

Professional development must be provided for 

assistant principals/principals on a continuous 

basis; one-shot sessions without substantive 

content or application need to be avoided. 

-1 -1 -1 2 

S18 
Assistant principal/principal professional 

development is left to chance rather than being a 

well-defined plan of action. 

-3 -1 -1 -4 

S19 
As demographics of schools are changing, 

school leaders are forced to meet the needs of 

students. 

2 2 -4 2 

S20 
Culturally responsive leadership practices 

empower diverse groups, and school leaders 

must implement it to reach all students. 

1 2 -3 1 

S21 
Culturally competent leaders are an expectation 

of the public. 
-3 3 -3 -3 

S22 

The cultural, linguistic, and economic diversity 

of today’s schools require leaders who can help 

create communities that support learning by all 

its members. 

1 0 0 1 

S23 Cultural competence starts with school leaders. 0 0 -3 0 

S24 

Culturally responsive leadership ensures that the 

inherent barriers to students’ academic progress 

are addressed. 

1 -1 -2 1 

S25 

Cultural competence is a school policies, 

programs, practices, traditions, underlying 

values, artifacts, and other essential indicators 

of culture reflect the perspectives of diverse 

groups in the school and school community. 

0 2 1 1 

S26 
Cultural competence helps to achieve equity in 

schools. 
1 -4 3 1 

S27 

To transform schools, leaders need to 

understand the values, norms, and beliefs of the 

communities, families, and students served by 

the school. 

4 -1 2 1 
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Table 14 Continued 

Number Statement Factor 

1 

Factor 

2a 

Factor 

2b 

Factor 

3 

S28 

Knowledge of student’s cultures gives school 

leaders important clues to students’ behaviors 

and needs. 

2 0 2 0 

S29 Cultural competence is not tolerance. 0 4 -2 0 

S30 

Expanding knowledge of cultural competence is 

necessary for assistant principals/principals to 

understand students who may not come from the 

same cultural background. 

0 1 0 0 

S31 
Cultural competence is needed now more than 

ever before. 
1 -3 0 -1 

S32 

Cultural competence is becoming a leadership 

competency that school leaders are expected to 

practice. 

-1 0 -5 -2 

S33 

Culturally competent practice is the ability to 

interact respectfully, constructively and 

positively with children, families, staff and 

community. 

2 -2 0 0 

S34 
Participation in cultural competence training in 

an important commitment. 
-2 -2 0 -1 

S35 

In order to maximize learning opportunities for 

all students, must have knowledge about their 

students’ cultures. 

0 1 2 -1 

S36 

Districts need to deliver professional 

development (PD) focused on cultural 

competency and understanding. 

-1 0 1 0 

S37 

The most effective way to develop cultural 

competency in school employees is through 

long-term and sustained PD that enriches 

teachers cultural understanding. 

-3 -2 1 -1 

S38 

There must be policies that ensure teachers and 

administrators actively apply cultural 

competency training. 

-2 -3 1 -2 

S39 

Due to a shift in demographic makeup, school 

districts are struggling to ensure their students 

feel included, safe, and supported. 

-3 -3 -5 -3 

S40 

Cultural competence cannot be considered 

optional if we are going to educate students who 

have the skills to sustain a functioning 

democracy and adapt to a constantly changing 

world. 

0 3 2 0 
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Table 14 Continued 

Number Statement Factor 

1 

Factor 

2a 

Factor 

2b 

Factor 

3 

S41 
Cultural proficiency is a mindset, a way of 

being, a worldview, and a perspective. 
-1 -4 0 -2 

S42 

To become culturally proficient, educators 

participate must actively in work sessions, 

professional development, etcetera. 

-2 -3 1 -3 

S43 

Cultural competence should be practiced 

because it is a professional standard for school 

leaders. 

-2 -4 1 -2 

S44 

There is a need for professional development 

that better enables school leaders to respond to 

the realities of diversity in their school 

populations. 

-1 -2 -1 0 

S45 

Participation in meaningful and ongoing 

professional development increases cultural 

competence. 

-2 -5 2 -3 

S46 

Culture plays a significant role in shaping the 

thinking, behaviors, and practices of students, 

teachers, administrators, parents, and other 

school stakeholders. 

2 -1 0 -1 

S47 

The culturally proficient approach to diversity 

invites and encourages everyone to learn and 

change. 

-2 0 -2 -4 

S48 

We need schools to be culturally responsive 

meaning they use the cultural knowledge, prior 

experiences, and learning styles of diverse 

students to make learning more engaging and 

effective. 

3 -1 -2 -1 

S49 

Cultural competence is the key to thriving in 

culturally diverse classrooms and schools - and 

it can be learned, practiced, and institutionalized 

to better serve diverse students, their families, 

and their communities. 

-1 0 2 -1 

S50 
Educators become culturally competent over 

time. 
-4 -5 0 -5 

S51 

Culture shapes a person’s sense of who he or 

she is and where he or she fits in the family, 

community, and society. 

0 -2 1 -4 

S52 
It is impossible to be a truly effective leader 

without being culturally competent. 
-5 -2 3 -5 

 Note: The complete concourse list with references can be found in Appendix A. 
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Consensus Statements 

Consensus statements are statements that do not distinguish between any factors (Van 

Exel & de Graaf, 2005), thus indicating that they are mostly agreed upon by all participants. In 

this study, eight consensus statements emerged. Table 15 displays the consensus statements and 

the factor array rankings. The statements, “School and community environments are changing 

and becoming more diverse, making it imperative that assistant principals/principals be prepared 

to deal with the milieu confronting them” (S16) and, “The cultural, linguistic, and economic 

diversity of today’s schools require leaders who can help create communities that support 

learning by all its members” (S22) were the highest-ranked consensus items. The ranking of 

these items indicated the participants’ beliefs that the growing diversity in schools needs to be 

acknowledged and that school leaders must be prepared and able to serve all members of the 

school community. Statement 30, which read, “Expanding knowledge of cultural competence is 

necessary for assistant principals/principals to understand students who may not come from the 

same cultural background,” had a neutral ranking. 

The remaining five statements had lower rankings, and these included, “Culturally 

responsive leadership ensures that the inherent barriers to students’ academic progress are 

addressed” (S24); “Participation in cultural competence training is an important commitment” 

(S34); “Districts need to deliver professional development focused on cultural competency and 

understanding” (S36); “Due to a shift in demographic makeup, school districts are struggling to 

ensure their students feel included, safe, and supported” (S39); and “There is a need for 

professional development that better enables school leaders to respond to the realities of diversity 

in their school populations” (S44). These rankings indicate participants felt as though culturally 

responsive leadership alone does not ensure student academic progress or success; these rankings 
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also suggest districts do not necessarily need to provide professional development on cultural 

competency because they are not having an issue with ensuring students feel included. 

 

 

 

Table 15 

Consensus Statements 

Number Statement 
Factor 

1 

Factor 

2a 

Factor 

2b 

Factor 

3 

S16 

School and community environments are 

changing and becoming more diverse, making it 

imperative that assistant principals/principals be 

prepared to deal with the milieu confronting 

them. 

2 3 4 2 

S22 

The cultural, linguistic, and economic diversity 

of today’s schools require leaders who can help 

create communities that support learning by all 

its members. 

1 0 0 1 

S24 

Culturally responsive leadership ensures that the 

inherent barriers to students’ academic progress 

are addressed. 

1 -1 -2 1 

S30 

Expanding knowledge of cultural competence is 

necessary for assistant principals/principals to 

understand students who may not come from the 

same cultural background. 

0 1 0 0 

S34 
Participation in cultural competence training in 

an important commitment. 
-2 -2 0 -1 

S36 

Districts need to deliver professional 

development (PD) focused on cultural 

competency and understanding. 

-1 0 1 0 

S39 

Due to a shift in demographic makeup, school 

districts are struggling to ensure their students 

feel included, safe, and supported. 

-3 -3 -5 -3 

S44 

There is a need for professional development 

that better enables school leaders to respond to 

the realities of diversity in their school 

populations. 

-1 -2 -1 0 
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Distinguishing Statements 

Distinguishing statements are “found on factors when the participants who loaded on that 

factor have placed a statement in a position ‘most agreed,’ that is significantly different to where 

all the participants who have loaded on the other factors have placed that particular statement” 

(Coogan & Herrington, 2011, p. 27). Van Exel & de Graaf (2005) describe it as when the 

statements have a score on two factors that exceeds the difference score. For this study, 

distinguishing statements were used to define the factors that emerged from the analysis. 

Factor 1: Models and Promoters of Cultural Competence. Models and Promoters of 

Cultural Competence, with 14 participants, accounted for the largest number of participants in 

this study. It explained 17% of the variance and included 54% of the p – set that loaded into a 

factor. This group is comprised of six principals and eight assistant principals. The name, 

“models and promoters of cultural competence,” highlights that this group largely perceived 

school leaders have a responsibility for promoting and modeling cultural competence in their 

schools. Table 16 illustrates the highest-and lowest-ranked statements and Table 17 provides a 

full crib sheet for the factor, both showing that the theme across the highly rated statements for 

this factor relate to schools being culturally responsive and school leaders exhibiting cultural 

competence. Moreover, the items marked higher by participants in this factor than in any other 

factor groups include cultural competence involving school leaders (S6, S19, S22, S23, S27), 

schools need to be culturally responsive by using cultural knowledge (S28, S46, S48), cultural 

competence includes interaction with all members of the school community (S33), cultural 

competence is a pertinent need (S31), and culturally responsive leadership addresses inherent 

barriers to students’ academic progress (S24). 
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Table 16 

Highest- and Lowest-Ranked Items for Factor 1 

Rank Number Statement 

Highest-Ranked Statements 

5 S4 
School leaders should also model cultural competence for their 

staff. 

5 S7 

School leaders are responsible for promoting a school climate 

inclusive of minoritized students, particularly those 

marginalized within most school contexts. 

Lowest-Ranked Statements 

-5 S2 
Some administrators view their schools increasing diversity as 

a problem rather than an opportunity. 

-5 S52 
It is impossible to be a truly effective leader without being 

culturally competent. 

 

 

Table 17 

Factor Interpretation Crib Sheet for Factor 1 

Rank Number Statement 

Highest-Ranked Statements 

5 S4 School leaders should also model cultural competence for their staff. 

5 S7 

School leaders are responsible for promoting a school climate 

inclusive of minoritized students, particularly those marginalized 

within most school contexts. 

Items Ranked Higher in Factor 1 Array than in Other Factor Arrays 

4 S27 

To transform schools, leaders need to understand the values, norms, 

and beliefs of the communities, families, and students served by the 

school. 

3 S6 
Culturally responsive leadership influences the school context and 

addresses the cultural needs of the students, parents, and teachers. 

3 S48 

We need schools to be culturally responsive meaning they use the 

cultural knowledge, prior experiences, and learning styles of diverse 

students to make learning more engaging and effective. 

2 S28 
Knowledge of students’ cultures gives school leaders important 

clues to students’ behaviors and needs. 
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Table 17 Continued 

Rank Number Statement 

Items Ranked Higher in Factor 1 Array than in Other Factor Arrays 

2 S19 
As demographics of schools are changing, school leaders are forced 

to meet the needs of students. 

2 S46 

Culture plays a significant role in shaping the thinking, behaviors, 

and practices of students, teachers, administrators, parents, and other 

school stakeholders. 

2 S33 

Culturally competent practice is the ability to interact respectfully, 

constructively and positively with children, families, staff, and 

community. 

1 S31 Cultural competence is needed now more than ever. 

1 S22 

The cultural, linguistic, and economic diversity of today’s schools 

require leaders who can help create communities that support 

learning by all its members. 

1 S24 
Culturally responsive leadership ensures that the inherent barriers to 

students’ academic progress are addressed. 

Items Ranked Lower in Factor 1 Array than in other Factor Arrays 

0 S23 Cultural competence starts with school leaders. 

0 S40 

Cultural competence cannot be considered optional if we are going 

to educate students who have the skills to sustain a functioning 

democracy and adapt to a constantly changing world. 

0 S25 

Cultural competence is a school policies, programs, practices, 

traditions, underlying values, artifacts, and other essential indicators 

of culture reflect the perspectives of diverse groups in the school and 

school community. 

0 S30 

Expanding knowledge of cultural competence is necessary for 

assistant principals/principals to understand students who may not 

come from the same cultural background. 

-1 S36 
Districts need to deliver professional development focused on 

cultural competency and understanding. 

-1 S49 

Cultural competence is the key to thriving in culturally diverse 

classrooms and schools - and it can be learned, practiced, and 

institutionalized to better serve diverse students, their families, and 

their communities. 

-1 S17 

Professional development must be provided for assistant 

principals/principals on a continuous basis; one-shot sessions 

without substantive content or application need to be avoided. 

-1 S10 
More training programs and professional development are needed 

for assistant principals/principals. 
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Table 17 Continued 

Rank Number Statement 

Items Ranked Lower in Factor 1 Array than in Other Factor Arrays 

-2 S34 
Participation in cultural competence training in an important 

commitment. 

-3 S37 

The most effective way to develop cultural competency in school 

employees is through long-term and sustained PD that enriches 

teachers cultural understanding. 

-3 S21 Culturally competent leaders is an expectation of the public. 

-4 S9 

Many assistant principals/principals feel unprepared for their current 

role thereby indicating a need for meaningful and relevant 

professional development. 

-4 S14 

There is little guidance for school leaders on how they should help 

teachers work with students from cultural backgrounds different 

from their own. 

Lowest-Ranked Statements 

-5 S52 
It is impossible to be a truly effective leader without being culturally 

competent. 

-5 S2 
Some administrators view their schools increasing diversity as a 

problem rather than an opportunity. 

 Note: Items tied with another factor in highest or lowest score were included. 

 

 

 

 Participants in this group shared similar feelings about the statements they ranked lowest. 

Participants felt they were prepared to be culturally competent leaders (S9) but did not have 

enough guidance on how to use cultural competence to lead (S14). Similarly, they felt one can be 

an effective leader without being culturally competent (S52) and that diversity is embraced and 

welcomed fully by administrators (S2). 

 The distinguishing statements for this group reveal the perspectives within this group. 

The “Models and Promoters of Cultural Competence” group felt that schools need to be 

culturally responsive to ensure learning is effective. This is the opposite sentiment of participants 

in the other factors (“Deeper than Training,” “Create Policies and Systems that Require Cultural 
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Competence,” “There is a Problem: We Need Change”), as these factor groups ranked this 

opinion negatively. On the contrary, the “Models and Promoters” group ranked the statement 

“some administrators view their school’s increasing diversity as a problem rather than an 

opportunity” as a -5, indicating they strongly disagreed. Participants in the “Deeper than 

Training” and “Create Policies and Systems that Require Cultural Competence” factor groups 

also disagreed, but not to the extent of the “Models and Promoters.” However, the “There is a 

Problem: We Need Change” group ranked the statement as a +5, indicating strong agreement. 

Moreover, “Models and Promoters” participants felt strongly that school leaders are prepared 

and may not need professional development or more training, whereas “There is a Problem: We 

Need Change” participants believed the opposite, as demonstrated by their positive ranking of 

these statements. Table 18 lists the distinguishing statements for “Models and Promoters of 

Cultural Competence.” 

 

 

Table 18 

Distinguishing Statements, Factor 1 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

S48 

We need schools to be culturally responsive meaning 

they use the cultural knowledge, prior experiences, and 

learning styles of diverse students to make learning 

more engaging and effective. 

3 -1 -2 -1 

S13 

The increasing diversity in schools calls for new 

approaches to educational leadership in which leaders 

exhibit culturally responsive organizational practices, 

behaviors, and competencies. 

1 3 -4 3 

S12 

School leaders need to develop cultural competence to 

successfully educate all students in a way that adds to, 

rather than subtracts from, cultural identity. 

0 -1 3 3 

S42 

To become culturally proficient, educators must actively 

participate in work sessions, professional development, 

etcetera. 

-2 -3 1 -3 
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Table 18 Continued 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

S9 

Many assistant principals/principals feel unprepared for 

their current role thereby indicating a need for 

meaningful and relevant professional development  

-4 4 -1 2 

S14 

There is little guidance for school leaders on how they 

should help teachers work with students from cultural 

backgrounds different from their own. 

-4 1 -2 -2 

S2 
Some administrators view their schools increasing 

diversity as a problem rather than an opportunity. 
-5 -2 -1 5 

 

 

Additional information was obtained through the post-sort questionnaire completed by 

each participant, providing further information pertinent to this study. On the questionnaire, 

participants were asked to explain their highest (+5) and lowest (-5) rankings and their rationale 

for ranking items high or low. Regarding the concourse items highly ranked, “Models and 

Promoters of Cultural Competence” participants provided the following responses that reiterate 

the themes which emerged for this factor, including “School leaders are responsible for a climate 

to promote cultural responsiveness” and “I believe school leaders must know they are 

stakeholders.” These participants viewed school leaders as responsible for cultural competence in 

their schools and seeing cultural competence implemented. In terms of the lowest-ranked 

responses, participants believed that school leaders already embrace diversity and did not see 

diversity as a problem. In fact, one participant stated, “I don't believe administrators could ever 

get to a point where they saw diversity as a problem.” The participants also believed leaders do 

not necessarily need to be culturally competent to be effective, as indicated in the post-sort 

questionnaire by one participant’s statement that “the items are important but not critical for 

success.” 
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 The demographics of the “Models and Promoters of Cultural Competence” participants 

included both principals and assistant principals from various racial/ethnic groups, all of whom 

worked in schools serving both military and minority students. The “Models and Promoters of 

Cultural Competence” group believed school leaders should be responsible for cultural 

competence. Figure 4 depicts a visual representation of the average sorting responses for 

participants in the “Models and Promoters of Cultural Competence” group. 

 

 

 

Figure 4: Composite Q Sort for Factor 1 



 

94 

Factor 2a: Deeper than Training. Five participants loaded into Factor 2a, which 

accounted for 7% of the variance and represented 19% of the P-set that loaded into a factor. This 

group is comprised of two principals and three assistant principals. Factor 2a was titled, “Deeper 

than Training” because it aptly captured the perceptions of the participants who loaded in this 

factor. Table 19, illustrating the highest- and lowest-ranked statements, and Table 20, which 

provides a full crib sheet for ”Deeper than Training”, show that the theme across the highly rated 

statements for this factor related to school leaders acknowledging the importance of cultural 

competence in their respective school buildings and as a tool for school leaders to utilize. 

Specifically, items ranked highly related to school leaders’ cultural competence. The participants 

highly ranked the ability of school leaders to model and help staff employ cultural competence 

(S11, S15), culturally competent leaders are an expectation of the public (S21), and school 

leaders must exhibit cultural competence leadership (S13, S20, S40). 

 

 

 

Table 19 

Highest- and Lowest-Ranked Items for Factor 2a 

Rank Number Statement 

Highest-Ranked Statements 

5 S4 School leaders should also model cultural competence for their staff. 

5 S11 School is a space where different values, beliefs, and norms interact. 

Lowest-Ranked Statements 

-5 S45 
Participation in meaningful and ongoing professional development 

increases cultural competence. 

-5 S50 Educators become culturally competent over time. 
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 The lowest-ranked statements show the “Deeper than Training” group did not agree that 

participation in meaningful and ongoing professional development increases cultural competence 

(S45). They also did not believe that educators become culturally competent over time (S50). 

Moreover, with regards to the statement about participation in cultural competence training as an 

important commitment, “Deeper than Training” participants ranked it lower than the participants 

in the other factor groups, indicating they did not necessarily believe professional development is 

needed, but did feel that cultural competence should be imbedded into one’s leadership practice. 

This low ranking of the statement perhaps suggests, as the factor is named, that the issue is 

deeper than what professional development can address. It is clear participants in this factor 

acknowledge the importance of cultural competence for educators and a gap in learning, but do 

not think professional development is the best mode of continuous education.  

 

 

 

Table 20 

Factor Interpretation Crib Sheet for Factor 2a 

Rank Number Statement 

Highest-Ranked Statements 

5 S11 School is a space where different values, beliefs, and norms interact. 

5 S4 School leaders should also model cultural competence for their staff. 

Items Ranked Higher in Factor 2a Array than in Other Factor Arrays 

4 S9 Many assistant principals/principals feel unprepared for their current role 

thereby indicating a need for meaningful and relevant professional 

development. 

4 S29 Cultural competence is not tolerance. 

4 S15 The ability of school leaders to help faculty and staff to respond to 

language and cultural diversity is critical to meeting the growing 

challenges that schools face in the twenty-first century. 

3 S40 Cultural competence cannot be considered optional if we are going to 

educate students who have the skills to sustain a functioning democracy 

and adapt to a constantly changing world. 
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Table 20 Continued 

Rank Number Statement 

Items Ranked Higher in Factor 2a Array than in Other Factor Arrays 

3 S13 The increasing diversity in schools calls for new approaches to 

educational leadership in which leaders exhibit culturally responsive 

organizational practices, behaviors, and competencies. 

3 S21 Culturally competent leaders is an expectation of the public. 

2 S25 Cultural competence is a school policies, programs, practices, traditions, 

underlying values, artifacts, and other essential indicators of culture 

reflect the perspectives of diverse groups in the school and school 

community. 

2 S20 Culturally responsive leadership practices empower diverse groups, and 

school leaders must implement it to reach all students. 

2 S19 As demographics of schools are changing, school leaders are forced to 

meet the needs of students. 

2 S10 More training programs and professional development are needed for 

assistant principals/principals. 

1 S14 There is little guidance for school leaders on how they should help 

teachers work with students from cultural backgrounds different from 

their own. 

1 S30 Expanding knowledge of cultural competence is necessary for assistant 

principals/principals to understand students who may not come from the 

same cultural background. 

0 S47 The culturally proficient approach to diversity invites and encourages 

everyone to learn and change. 

0 S23 Cultural competence starts with school leaders. 

0 S32 Cultural competence is becoming a leadership competency that school 

leaders are expected to practice. 

Items Ranked Lower in Factor 2a Array than in other Factor Arrays 

0 S28 Knowledge of students’ cultures gives school leaders important clues to 

students’ behaviors and needs. 

0 S22 The cultural, linguistic, and economic diversity of today’s school require 

leaders who can help create communities that support learning by all its 

members. 

-1 S17 Professional development must be provided for assistant 

principals/principals on a continuous basis; one-shot sessions without 

substantive content or application need to be avoided. 

-1 S27 To transform schools, leaders need to understand the values, norms, and 

beliefs of the communities, families, and students served by the school. 

-1 S46 Culture plays a significant role in shaping the thinking, behaviors, and 

practices of students, teachers, administrators, parents, and other 

stakeholders. 

-1 S12 School leaders develop cultural competence to successfully educate all 

students in a way that adds to, rather than subtracts from, cultural 

identity. 
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Table 20 Continued 

Rank Number Statement 

Items Ranked Lower in Factor 2a Array than in Other Factor Arrays 

-2 S34 Participation in cultural competence training in an important 

commitment. 

-2 S44 There is a need for professional development that better enables school 

leaders to respond to the diversity in their school environments. 

-2 S33 Culturally competent practice is the ability to interact respectfully, 

constructively, and positively with children, families, staff, and 

community. 

-3 S31 Cultural competence is needed now more than ever. 

-3 S38 There must be policies that ensure teachers and administrators actively 

apply cultural competency training. 

-3 S42 To become culturally proficient, educators must participate actively in 

work sessions, professional development, etcetera.  

-4 S41 Cultural proficiency is a mindset, a way of being, a worldview, and a 

perspective. 

-4 S26 Cultural competence helps to achieve equity in schools. 

-4 S43 Cultural competence should be practiced because it is a professional 

standard for school leaders. 

Lowest-Ranked Statements 

-5 S45 Participation in meaningful and ongoing professional development 

increases cultural competence. 

-5 S50 Educators become culturally competent over time. 

 Note: Items tied with another factor in highest or lowest score were included. 

 

 The distinguishing statements shown in Table 21 support the name given to Factor 2a. As 

seen from the distinguishing statements, participants in ”Deeper than Training” believed cultural 

competence is expected but administrators are not prepared. The distinguishing factors also show 

these participants felt culturally competent leaders were expected by the public (S21) and should 

address the needs of students (S6), and cultural competence is not tolerance (S29). Participants in 

this factor also did not agree with the statement, “Participation in meaningful and ongoing 

professional development increases cultural competence” (S45). 
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Table 21 

Distinguishing Statements, Factor 2a 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

S29 Cultural competence is not tolerance. 0 4 -2 0 

S21 Culturally competent leaders are an expectation of 

the public. 

-3 3 -3 -3 

S14 

There is little guidance for school leaders on how 

they should help teachers work with students from 

cultural backgrounds different from their own. 

-4 1 -2 -2 

S6 

Culturally responsive leadership influences the 

school context and addresses the cultural needs of the 

students, parents, and teachers. 

3 1 -2 3 

S12 School leaders to develop cultural competence to 

successfully educate all students in a way that adds 

to, rather than subtracts from, cultural identity. 

0 -1 3 3 

S52 It is impossible to be a truly effective leader without 

being culturally competent. 

-5 -2 3 -5 

S43 Cultural competence should be practiced because it is 

a professional standard for school leaders. 

-2 -4 1 -2 

S26 Cultural competence helps to achieve equity in 

schools. 

1 -4 3 1 

S45 Participation in meaningful and ongoing professional 

development increases cultural competence. 

-2 -5 2 -3 

S41 
Cultural proficiency is a mindset, a way of being, a 

worldview, and a perspective. 

-1 -4 0 -2 

 

 

 

 

Through the post-sort questionnaire, additional information was collected including 

questions seeking explanation on the highest-ranked (+5) and lowest-ranked (-5) statements. The 

rationales for the highest-ranked statements supported the themes that emerged in the sort. In 

support of the highest-ranked statement (+5), one participant stated, “Those competencies are 

imperative if school leaders are going to be successful in today's schools.” Another participant 

remarked, “School leaders must develop a climate to promote cultural responsiveness,” while 

another participant added, “Educators need to be aware and understand cultures of others for all 

to be successful.” These participants held the view that school leaders should utilize cultural 
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competence in their daily practice, and they believed school is a place where cultural competence 

should be present. In regard to the lowest-ranked responses, the participants in this study did not 

believe participation in cultural competence professional development increases cultural 

competence nor that educators become competent over time. One participant stated that “cultural 

competency cannot be taught,” and another participant added, “It is difficult to engage school 

leaders in professional development for an extended period of time.” 

The demographics of the ”Deeper than Training” group included both principals and 

assistant principals from schools that served military and minority students, and these 

participants were from a mixture of racial/ethnic groups. In summary, ”Deeper than Training” 

participants believed that school leaders should implement cultural competence in their daily 

practice but that the issue of administrators not being prepared is deeper than professional 

development. Figure 5 depicts a visual representation of the average sorting responses for the 

participants in the ”Deeper than Training” group. 
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Figure 5: Composite Q Sort for Factor 2a 

 

 

 

Factor 2b: Create Policies and Systems that Require Cultural Competence. The Factor 

2b group in this study, which included only one participant, explained 7% of the variance and 

comprised 4% of the P-set that loaded into a factor. The one participant in this group is an 

assistant principal. The name of this factor, “Create Policies and Systems that Require Cultural 

Competence”, highlights the opinions of one participant who believed cultural competence is 

important because it is needed to work with students and school leaders need to develop new 
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competencies to effectively do so. These opinions are evident in the highest-ranked statements, 

listed in Table 22, as well as in other positively ranked statements shown in Table 23. These 

statements include the global community shows up in classrooms every day thus requiring 

growth (S1), educators need to develop new tools to successfully engage our changing 

populations (S3), school and community environments are becoming more diverse and assistant 

principals/principals must be prepared to deal with the diversity (S16), school leaders must 

develop cultural competence to successfully educate all students (S12), cultural competence 

helps to achieve equity (S26), and leaders must be culturally competent to be effective (S52). 

 

 

Table 22 

Highest- and Lowest-Ranked Items for Factor 2b 

Rank Number Statement 

Highest-Ranked Statements 

5 S1 The global community shows up in our classrooms every day, requiring 

us to grow as we learn from and with our students and our families. 

5 S3 Educators of all racial and cultural groups need to develop new 

competencies and pedagogies to successfully engage our changing 

populations. 

Lowest-Ranked Statements 

-5 S32 Cultural competence is becoming a leadership competency that school 

leaders are expected to practice. 

-5 S39 Due to a shift in demographic makeup, school districts are struggling to 

ensure their students feel included, safe, and supported. 

 

 

 

The lowest-ranked statements in the “Create Policies and Systems that Require Cultural 

Competence” group show this participant did not agree that cultural competence is a leadership 

competency school leaders are expected to practice (S32), nor did the participant feel that school 

districts are struggling with accommodating all students (S39). Plainly stated, this participant did 
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not believe cultural competence was a new practice in schools, nor that changing demographics 

led to struggles among school districts to keep students feeling safe and supported. This is 

evidenced in additional statements that the participant gave a low ranking, including cultural 

competence beginning with school leaders (S23), and culturally competent leadership practices 

empower diverse groups and school leaders to implement to reach all students (S20). From the 

rankings, it is observed that this participant feels cultural competence is important and that 

school leaders need to grow since diversity is a pressing issue. Furthermore, the negative ranking 

of S32, “Cultural competence is a leadership competency school leaders are expected to 

practice,” shows that the participant felt cultural competence is not required or expected. 

 

 

Table 23 

Factor Interpretation Crib Sheet for Factor 2b 

Rank Number Statement 

Highest-Ranked Statements 

5 S1 The global community shows up in our classrooms every day, requiring 

us to grow as we learn from and with our students and their families. 

5 S3 Educators of all racial and cultural groups need to develop new 

competencies and pedagogies to successfully engage our changing 

populations. 

Items Ranked Higher in Factor 2b Array than in Other Factor Arrays 

4 S16 School and community environments are changing and becoming more 

diverse, making it imperative that assistant principals/principals be 

prepared to deal with the milieu confronting them. 

3 S12 School leaders to develop cultural competence to successfully educate all 

students in a way that adds to, rather than subtracts from, cultural 

identity. 

3 S52 It is impossible to be truly effective without being culturally competent. 

3 S26 Cultural competence helps to achieve equity in schools. 

2 S28 Knowledge of students’ cultures gives school leaders important clues to 

students’ behaviors and needs. 

2 S35 In order to maximize learning opportunities for all students, school 

leaders must have knowledge about their students’ cultures. 

Table 23 Continued 
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Rank Number Statement 

Items Ranked Higher in Factor 2b Array than in Other Factor Arrays 

2 S45 Participation in meaningful and ongoing professional development 

increases cultural competence. 

2 S49 Cultural competence is the key to thriving in culturally diverse 

classrooms and schools, and it can be learned, practiced, and 

institutionalized to better serve diverse students, their families, and their 

communities. 

1 S36 Districts need to deliver professional development focused on cultural 

competency and understanding. 

1 S37 The most effective way to develop cultural competency in school 

employees is through long-term and sustained professional development 

that enriches teachers’ cultural understanding. 

1 S38 There must be policies that ensure teachers and administrators actively 

apply cultural competency training. 

1 S42 To become culturally proficient, educators must actively participate in 

work sessions, professional development, etcetera. 

1 S43 Cultural competence should be practiced because it is a professional 

standard for school leaders. 

1 S51 Culture shapes a person’s sense of who he or she is and where he or she 

fits in the family, community, and society. 

0 S34 Participation in cultural competence training is an important 

commitment. 

0 S41 Cultural proficiency is a mindset, a way of being, a worldview, and a 

perspective. 

0 S50 Educators become culturally competent over time. 

Items Ranked Lower in Factor 2b Array than in other Factor Arrays 

0 S22 The cultural, linguistic, and economic diversity of today’s schools require 

leaders who can help create communities that support learning by all its 

members. 

0 S30 Expanding knowledge of cultural competence is necessary for assistant 

principals/principals to understand students who may not come from the 

same cultural background. 

-1 S4 School leaders should also model cultural competence for their staff. 

-1 S10 More training programs and professional development are needed for 

assistant principals/principals. 

-1 S17 Professional development must be provided for assistant 

principals/principals on continuous basis; one-shot sessions without 

substantive content or application need to be avoided. 

-2 S6 Culturally responsive leadership influences the school context and 

addresses the cultural needs of the students, parents, and teachers. 

-2 S24 Culturally responsive leadership ensures that the inherent barriers to 

students’ academic progress are addressed. 

-2 S29 Cultural competence is not tolerance. 
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Table 23 Continued 

Rank Number Statement 

Items Ranked Lower in Factor 2b Array than in Other Factor Arrays 

-2 S48 We need schools to be culturally responsive, meaning they use the 

cultural knowledge, prior experiences, and learning styles of diverse 

students to make learning more engaging and effective. 

-3 S11 School is a space where different values, beliefs, and norms interact. 

-3 S20 Culturally responsive leadership practices empower diverse groups, and 

school leaders to implement it to reach all students. 

-3 S21 Culturally competent leaders is an expectation of the public. 

-3 S23 Cultural competence starts with school leaders. 

-4 S8 As population demographics continuously shift, so too must the 

leadership practices and school contexts that respond to the needs that 

accompany these shifts. 

-4 S13 The increasing diversity in schools calls for new approaches to 

educational leadership in which leaders exhibit culturally responsive 

organizational practices, behaviors, and competencies. 

-4 S19 As demographics of schools changing, school leaders are forced to meet 

the needs of students. 

Lowest-Ranked Statements 

-5 S32 Cultural competence is becoming a leadership competency that school 

leaders are expected to practice. 

-5 S39 Due to a shift in demographic makeup, school districts are struggling to 

ensure their students feel included, safe, and supported. 

 Note: Items tied with another factor in highest or lowest score were included. 

 

 

 The distinguishing statements for Factor 2b, shown in Table 24, support the “Create 

Policies and Systems that Require Cultural Competence” participants’ belief that school leaders 

should engage all students through cultural competence but that leaders must grow in their role 

as a school leader. The highest-ranked statement in the set, which states it is impossible to be 

truly effective without being culturally competent (S52), also supports this belief. Notably, 

“Create Policies and Systems that Require Cultural Competence” is the only factor that 

positively rated this statement. Moreover, two other statements ranked positively support the 

theme for “Create Policies and Systems that Require Cultural Competence.” These are Statement 
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38, “There must be policies that ensure teachers and administrators actively apply cultural 

competency training” and Statement 42, “To become culturally proficient, educators participate 

must actively in work sessions, professional development, etcetera.” Both statements reiterate the 

notion that school leaders should use cultural competence and need to grow in the area of 

cultural competence. Statement 45 was also positively ranked, showing “Create Policies and 

Systems that Require Cultural Competence” belief that participation in professional development 

increases cultural competence. The participant had a neutral perspective on the statement about 

educators becoming culturally competent over time (S50). The distinguishing statements also 

substantiate that this participant believed school leaders are adequately approaching cultural 

competence in their schools, as proven by “Create Policies and Systems that Require Cultural 

Competence” being the only factor to negatively rank Statements 4, 6, 13, 8, and 19. This shows 

that training is important but may not be enough, suggesting the need for creating policies and 

systems requiring cultural competence, as we need to learn more.  

 

 

 

Table 24 

Distinguishing Statements, Factor 2b 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

S52 It is impossible to be truly effective without being 

culturally competent. 

-5 -2 3 -5 

S45 Participation in meaningful and ongoing professional 

development increases cultural competence. 

-2 -5 2 -3 

S38 There must be policies that ensure teachers and 

administrators actively apply cultural competence 

training. 

-2 -3 1 -2 

S42 To become culturally proficient, educators must 

actively participate in work sessions, professional 

development, etcetera. 

-2 -3 1 -3 

S50 Educators become culturally competent over time. -4 -5 0 -5 

Table 24 Continued 
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  Factor Arrays 

Number Statement F1 F2a F2b F3 

S4 School leaders should also model cultural 

competence for their staff. 

5 5 -1 4 

S9 Many assistant principals/principals feel unprepared 

for their current role thereby indicating a need for 

meaningful and relevant professional development  

-4 4 -1 2 

S6 Culturally responsive leadership influences the 

school context and addresses the cultural needs of the 

students, parents and teachers 

3 1 -2 3 

S20 Culturally responsive leadership practices empower 

diverse groups, and school leaders must implement it 

to reach all students. 

1 2 -3 1 

S19 As demographics of schools are changing, school 

leaders are forced to meet the needs of students. 

2 2 -4 2 

S13 The increasing diversity in schools calls for new 

approaches to educational leadership in which 

leaders exhibit culturally responsive organizational 

practices, behaviors, and competencies. 

1 3 -4 3 

S8 As population demographics continuously shift, so 

too must the leadership practices and school contexts 

that respond to the needs that accompany these shifts. 

2 2 -4 3 

S32 Cultural competence is becoming a leadership 

competency that school leaders are expected to 

practice. 

-1 0 -5 -2 

 

 

 The post-survey questionnaire results provided insight on the “Create Policies and 

Systems that Require Cultural Competence” participant’s  reasons for ranking the statements 

from high to low. The rationale for the highest-ranked statement response was a belief that 

“schools are adequately responding to diversity needs.” It is evident from this statement and the 

ranking of statements for this factor that the participant believed school leaders are adequately 

acknowledging and addressing cultural competence. In terms of the statements ranked -5, the 

participant stated, “I feel equipped and practice cultural competence daily.” 

 In regard to demographics, the “Create Policies and Systems that Require Cultural 

Competence” participant was a female assistant principal of Hispanic ethnicity with four years of 

experience. The participant indicated she worked in a school with a diverse student population. 
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Figure 6 depicts a visual representation of the average sorting responses for the participant in 

“Create Policies and Systems that Require Cultural Competence”. 

 

 

 

 

Figure 6: Composite Q Sort for Factor 2b  
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Factor 3: There is a Problem: We Need Change. Factor 3, with six participants, accounted 

for 13% of the variance in the study and 23% of the P-set that loaded into a factor. This group 

was comprised of two principals and four assistant principals. The theme for Factor 3 

encompasses the belief of the participants in this factor through the highest-ranked, lowest-

ranked, and distinguishing statements. The statements show that “There is a Problem: We Need 

Change” participants believed school leaders should change their practices to be culturally 

competent. This view can be seen in one of the highest-ranking statements as displayed in Table 

25, which includes the language “administration must be culturally competent as well” (S5). 

 

 

 

Table 25 

Highest- and Lowest-Ranked Items for Factor 3 

Rank Number Statement 

Highest-Ranked Statements 

5 S2 Some administrators view their school’s increasing diversity as a 

problem rather than an opportunity. 

5 S5 Culturally responsive teaching is important, but it alone cannot solve the 

major challenges facing minoritized students; administration must be 

culturally competent as well. 

Lowest-Ranked Statements 

-5 S50 Educators become culturally competent over time. 

-5 S52 It is impossible to be truly effective without being culturally competent. 

 

 

 

 

“There is a Problem: We Need Change” ranked several statements higher than any other 

factor groups. These statements further support the theme for this factor. For example, 

participants gave the same ranking to Statement 12, “school leaders need to develop cultural 

competence to successfully educate all students,” Statement 13, “increasing diversity calls for 

new approaches,” Statement 8, “as population demographics shift, so too must leadership 
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practices,” and Statement 6, “Culturally responsive leadership influences the school context.” All 

these statements were ranked +3 and support the idea that school leaders should change their 

practices to be culturally competent. Interestingly, these participants believed school leaders 

should change their practices to be culturally competent but did not feel that professional 

development makes a leader culturally competent or that the culturally proficient approach 

encourages everyone to learn or change. This can be observed in Statements 42, 47, and 51, 

which were not only negatively ranked but also ranked lower by these participants than by any 

other factor. These statements can be viewed in the full crib sheet in Table 26. Participants in this 

factor believed there are school leaders who can be problematic. They noted some school leaders 

view diversity as a problem rather than an opportunity, indicating a need for change. Similarly, 

as with “Create Policies and Systems that Require Cultural Competence” group, the “There is a 

Problem: We Need Change” group believed the problem is deeply imbedded and cannot be 

changed with professional development, but instead must be changed within the system.  

 

 

 

Table 26 

Factor Interpretation Crib Sheet for Factor 3 

Rank Number Statement 

Highest-Ranked Statements 

5 S5 Culturally responsive teaching is important, but it alone cannot solve the 

major challenges facing minoritized students; administration must be 

culturally responsive as well. 

5 S2 Some administrators view their schools increasing diversity as a problem 

rather than an opportunity. 
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Table 26 Continued 

Rank Number Statement 

Items Ranked Higher in Factor 3 Array than in Other Factor Arrays 

3 S12 School leaders need to develop cultural competence to successfully 

educate all students in a way that adds to, rather than subtracts from, 

cultural identity. 

3 S13 The increasing diversity in schools calls for new approaches to 

educational leadership in which leaders exhibit culturally responsive 

organizational practices, behaviors, and competencies. 

3 S8 As population demographics continuously shift, so too must the 

leadership practices and school contexts that respond to the needs that 

accompany these shifts. 

3 S6 Culturally responsive leadership influences the school context and 

addresses the cultural needs of the students, parents, and teachers. 

2 S17 Professional development must be provided for assistant 

principals/principals on a continuous basis; one-shot sessions without 

substantive content or application need to be avoided. 

2 S10 More training programs and professional development are needed for 

assistant principals/principals. 

2 S19 As demographics of schools are changing, school leaders are forced to 

meet the needs of students. 

1 S24 Culturally responsive leadership ensures that the inherent barriers to 

students’ academic progress are addressed  

1 S22 The cultural, linguistic, and economic diversity of today’s schools require 

leaders who help create communities that support learning by all its 

members. 

0 S23 Cultural competence starts with school leaders. 

0 S44 There is a need for professional development that better enables school 

leaders to respond to the realities of diversity in their school populations. 

Items Ranked Lower in Factor 3 Array than in other Factor Arrays 

0 S28 Knowledge of students’ cultures gives school leaders important clues to 

students’ behaviors and needs  

0 S30 Expanding knowledge of cultural competence is necessary for assistant 

principals/principals to understand  

0 S40 Cultural competence cannot be considered optional if we are going to 

educate students who have the skills to sustain a functioning democracy 

and adapt to a constantly changing world  

-1 S46 Culture plays a significant role in shaping the thinking, behaviors, and 

practices of students, teachers, administrators, parents and other 

stakeholders  

-1 S35 In order to maximize learning opportunities for all students, school leaders 

must have knowledge about their students’ cultures. 
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Table 26 Continued 

Rank Number Statement 

Items Ranked Lower in Factor 3 Array than in Other Factor Arrays 

-1 S49 Cultural competence is the key to thriving in culturally diverse 

classrooms and schools, and it can be learned, practiced, and 

institutionalized to better serve diverse students, families and their 

communities. 

-3 S21 Culturally competent leaders is an expectation of the public. 

-3 S42 To become culturally proficient, educators must participate actively in 

work sessions, professional development, and etc. 

-3 S51 Culture shapes a person’s sense of who he or she is and where he or she 

fits in a family, community, or society. 

-3 S18 Assistant principal/principal professional development is left to chance 

rather than being a well-defined plan of action. 

-3 S47 The culturally proficient approach to diversity invites and encourages 

everyone to learn and change. 

Lowest-Ranked Statements 

-5 S52 It is impossible to be truly effective without being culturally competent. 

-5 S50 Educators become culturally competent over time. 

 Note: Items tied with another factor in highest or lowest score were included. 

 

 

 

The distinguishing statements from this factor group, as shown in Table 27, enforce the 

idea that this “There is a Problem: We Need Change” group believed cultural competence should 

be practiced by school leaders. This is evidenced through Statement 1, “The global community 

shows up in our classrooms every day, requiring us to grow as we learn from and with our 

students and their families,” which was ranked as a +5 statement by “There is a Problem: We 

Need Change” participants and rated higher than any other factors. On the contrary, participants 

negatively ranked Statement 51, “Culture shapes a person’s sense of who he or she is and where 

he or she fits in the family, community, and society,” and they were the only factor group to rank 

this statement negatively. Statement 35, “In order to maximize learning opportunities for all 
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students, school leaders must have knowledge about their students’ cultures,” was ranked lower 

by “There is a Problem: We Need Change” group than any other factor group. 

 

 

 

Table 27 

Distinguishing Statements, Factor 3 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

S2 Some administrators view their schools increasing 

diversity as a problem rather than an opportunity. 

-5 -2 -1 5 

S17 Professional development must be provided for 

assistant principals/principals on a continuous basis; 

one-shot sessions without substantive content or 

application need to be avoided. 

-1 -1 -1 2 

S1 The global community shows up in our classrooms 

every day, requiring us to grow as we learn from and 

with our students and their families. 

4 2 5 1 

S35 In order to maximize learning opportunities for all 

students, school leaders must have knowledge about 

their students’ cultures. 

0 1 2 -1 

S32 Cultural competence is becoming a leadership 

competency that school leaders are expected to 

practice. 

-1 0 -5 2 

S51 Culture shapes a person’s sense of who he or she is 

and where he or she fits in the family, community, 

and society. 

0 0 1 -4 

 

 

 The post-sort questionnaire captured information from the participants and reiterated the 

themes present in the sort. For the highest-ranked statements, the participants expounded on why 

they ranked the statements highly, explaining that “educators need to be aware and understand 

cultures of others for all to be successful” and it is “imperative if school leaders are going to be 

successful in today's schools.” For the lowest-ranked statements, the participants said they 
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ranked the statements lower because “time does not make a leader effective” and “leaders must 

be equipped with multiple tools to be a leader, not only cultural competence.” 

In terms of demographics, the “There is a Problem: We Need Change” group was 

composed of principals and assistant principals with varied years of experience and differing 

percentages of minority students and military-connected students served in their schools. 

Participants in this factor believed school leaders should change their practices in order to be 

culturally competent. Figure 7 shows the responses of participants in “There is a Problem: We 

Need Change” group. 
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Figure 7: Composite Q Sort for Factor 3 

 

 

Chapter Summary 

The purpose of Chapter Four was to present the data in this study. Data in this study was 

collected from school leaders from one school district regarding their perceptions about the need 

for cultural competence and training in cultural competence and the areas in which such training 

is needed. This Q methodology study captured both qualitative and quantitative data. Factor 
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analysis was performed on the Q sorts completed by the participants. A post-sort questionnaire 

also completed by the participants provided additional demographic and qualitative data to help 

explain the ratings of the highest-ranked and lowest-ranked statements. 

Factor 1, “Models and Promoters of Cultural Competence,” represents the participants 

who felt school leaders should be responsible for utilizing cultural competence. These 

participants believed increasing diversity in schools meant that school leaders should feel a 

responsibility to model and promote cultural competence in order to adequately serve their 

students and to model the use for their staff. 

Factor 2a, “Deeper than Training,” represents the participants who felt school leaders 

should integrate cultural competence in their daily practices. The participants agreed that schools 

are places where different values, norms, and beliefs interact. Participants who loaded in this 

factor believed school leaders are expected to practice cultural competence, but are not prepared 

to do so. Participants in this factor, however, did not believe professional development is an 

effective mode to increase cultural competence. 

Factor 2b, “Create Policies and Systems that Require Cultural Competence,” represents 

the participants who think cultural competence and training are important. Participants in this 

factor believed engaging students using cultural competency is imperative to successfully 

educating all students by addressing their behaviors and needs. Just as participants in ”Deeper 

than Training” conveyed, “Create Policies and Systems that Require Cultural Competence” 

participants felt the problem is deeper than professional development as a solution can provide. 

Factor 3, “There is a Problem: We Need Change,” represents the participants who 

believed that a portion of school leaders view diversity as a problem rather than an opportunity, 

and thus there needs to be a change. To maximize the leadership potential and reach all students, 
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participants in “There is a Problem: We Need Change” held the view that professional 

development is not the answer to woes plaguing some school leaders, perhaps because the issue 

lies within the systems set in place. 

As seen from the description of the factors, there are a variety of perspectives present 

among school leaders about their perceptions of the need for cultural competence and training in 

cultural competence. The review of the post-sort questionnaire, highest-ranked and lowest-

ranked statements, and distinguishing items made clear the participants’ varied points of view. 
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CHAPTER FIVE: DISCUSSION 

Chapter Introduction 

 This study examined the perceptions of school leaders about the need for cultural 

competence. A Q set of 52 items was developed from literature about cultural competence and 

professional development. A total of 28 participants, with 26 participants loading into a factor, 

completed the q sort with a forced ranked distribution ranging from +5 (most agree) to –5 (most 

disagree). Assistant principals are not much studied, hence their perspectives can add value to the 

current discourse about school leaders, cultural competence, and professional development. The 

perceptions of principals can contribute to the current literature base about principal leadership, 

cultural competence, and professional development. For the aforementioned reasons, this study is 

both relevant and timely as it addresses a gap in the extant literature on assistant principals and 

adds to the literature base for school leaders. 

 This study examined the perceptions of school leaders about the role of cultural 

competence and professional development. It sought to answer the following research questions:  

1. What are school leaders’ beliefs about their need for cultural competence, training 

and professional development in cultural competence? 

a. What are the highest-ranked and lowest-ranked statements by group? 

b. What are the distinguishing characteristics between groups in their 

perceptions of cultural competence? 

c. Were there any common statements regarding school leaders’ perceptions of 

the need for cultural competence and training in cultural competence among 

participants? 
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Since this study sought to examine the opinions and thoughts of participants, Q methodology 

was utilized. The study began with an overview of literature on pertinent topics about cultural 

competence, school leaders, culturally relevant leadership practice, and culturally relevant 

pedagogy.. The information gathered from the literature review was used to create the concourse 

statements. Chapter One introduced the basis for this research study. Chapter Two provides a 

review of pertinent literature. Chapter Three outlines the details of Q methodology and how this 

methodology was used in this study. The results of the four factors that emerged from the study 

are discussed in Chapter Four. The four factors were analyzed and named Models and Promoters 

of Cultural Competence, Deeper than Training, Create Policies and Systems that Require 

Cultural Competence, and There is a Problem: We Need Change. 

 Chapter Five follows with a discussion of the researcher’s conclusions from the study and 

the implications of the study’s findings. 

Study Conclusions 

 This section discusses the results of this investigation as addressed through each of the 

study’s research questions. 

Finding One 

Research Question 1: What are school leaders’ beliefs about their need for cultural competence, 

training and professional development in cultural competence? 

An array of opinions and perceptions were gained from the participants regarding their 

viewpoints about the need for cultural competence and training in cultural competence. Upon 

factor analysis, four factors emerged, with 26 participants loading into one factor or another. The 

factors were grouped by those who shared similar viewpoints. In order to adequately name the 

factors, the statements ranking by participants, high and low ranked statements, distinguishing 
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and consensus statements were reviewed and analyzed for similarities, differences, and 

prevailing attributes. Statements referred to as high ranked refer to statements ranked towards the 

+5 ranking and low ranked statements refer to statements ranked towards the –5 ranking. Once 

this review was complete, the researcher named each factor to reflect the perspectives of the 

group. The four factors are as follows: 

• Factor 1: Models and Promoters of Cultural Competence 

• Factor 2a: Deeper than Training 

• Factor 2b: Create Policies and Systems that Require Cultural Competence 

• Factor 3: There is a Problem: We Need Change 

Chapter Four provides an in-depth review of each factor. The chapter’s presentation of the 

findings includes the number of participants that loaded into each factor, demographic 

information of the participants, highest-ranked and lowest-ranked statements, distinguishing 

statements, and a full crib sheet interpretation. In synopsis, a broad range of perspectives were 

held by were held by school leaders regarding the need for cultural competence and training in 

cultural competence. 

Finding Two 

Research Question 1a: What are the highest and lowest ranked statements by group?  

As discussed in Chapter Four, the factor array was created and examined to identify the highest- 

and lowest-ranked statements for each factor. These statements were analyzed in conjunction 

with the distinguishing statements and full crib sheets to identify the characteristics of each 

factor. Table 28 displays the highest-ranked statements for each factor, by factor. The highest-

ranked statements show that the “Models and Promoters of Cultural Competence” group 

believed school leaders are responsible for cultural competence, “Deeper than Training” believed 
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both cultural competence and training are needed, “Create Policies and Systems that Require 

Cultural Competence” believed school leaders need to be culturally competent to serve students, 

and “There is a Problem: We Need Change” believed cultural competence is needed but felt that 

some school leaders view it negatively and not as an asset. 

 

 

 

Table 28 

Highest-Ranked Statements, by Factor 

Number Statement 

Factor 1 

S4 School leaders should model cultural competence for their staff. 

S7 School leaders are responsible for promoting a school climate inclusive of minoritized 

students, particularly those marginalized in most school contexts. 

S27 To transform schools, leaders need to understand the values, norms, and beliefs of the 

communities, families, and students served by the students. 

Factor 2a 

S4 School leaders should also model cultural competence for their staff. 

S9 Many assistant principals/principals feel unprepared for their current role thereby 

indicating a need for meaningful and relevant professional development. 

S11 School is a space where different values, beliefs, and norms interact. 

Factor 2b 

S1 The global community shows up in our classroom every day; requiring us to grow as we 

learn from and with our students and their families. 

S3 Educators of all racial and cultural groups need to develop new competencies and 

pedagogies to successfully engage our changing populations. 

S16 School and community environments are changing and becoming more diverse, making 

it imperative that assistant principals/principals be prepared to deal with the milieu 

confronting them Factor 3 

S2 Some schools view their schools increasing diversity as a problem rather than an 

opportunity. 

S5 Culturally responsive teaching is important, but it alone cannot solve the major 

challenges facing minoritized students. Administration must be culturally responsive as 

well. 

S12 School leaders need to develop cultural competence to successfully educate all students 

in a way that adds to, rather than subtracts from, cultural identity. 
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The lowest-ranked statements also shed light on the perspectives of the participants in 

regard to the statements they deem as least important. As illustrated in Table 29, the “Models and 

Promoters of Cultural Competence” group believed that school leaders acknowledge cultural 

competence and that schools are capable of using cultural competence in their daily practice, the 

”Deeper than Training” group did not believe time or professional development increases 

cultural competence, the “Create Policies and Systems that Require Cultural Competence” group 

believed that school leaders are adequately addressing cultural competence, and the “There is a 

Problem: We Need Change” group believed that one does not become culturally competent over 

time nor even need to be culturally competent to be effective. 

 

 

 

Table 29 

Lowest-Ranked Statements, by Factor 

Number Statement 

Factor 1 

S2 Some administrators view their school’s increasing diversity as a problem rather than an 

opportunity. 

S14 There is little guidance for school leaders on how they should help teachers work with 

students from cultural backgrounds different than their own. 

S52 It is impossible to be a truly effective leader without being culturally competent. 

Factor 2a 

S43 Cultural competence should be practiced because it is a professional standards for school 

leaders. 

S45 Participation in meaningful and ongoing professional development increases cultural 

competence. 

S50 Educators become culturally competent over time. 

Factor 2b 

S19 As demographics of schools are changing, school leaders are forced to meet the needs of 

students. 

S32 Cultural competence is becoming a leadership competency that school leaders are 

expected to practice. 
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Table 29 Continued 

Number Statement 

Factor 2b 

S39 Due to a shift in demographic makeup, school districts are struggling to ensure their 

students feel safe, secured, and supported. 

Factor 3 

S47 The culturally proficient approach to diversity invites and encourages everyone to learn 

and change. 

S50 Educators become culturally competent over time. 

S52 It is impossible to be a truly effective leader without being culturally competent. 

 

 

 

 

Finding Three 

Research Question 1b: What are the distinguishing characteristics between groups in 

their perceptions of cultural competence? The distinguishing statements of participants in this 

study were identified and used to help determine the names and themes for the four factors. 

Table 30 displays the distinguishing statements by factor. In synopsis, “Models and Promoters of 

Cultural Competence” viewed cultural competence as a needed skill for school leaders and 

suggested that professional development for cultural competence may not be necessary. The 

“Deeper than Training” group maintained that cultural competence is not tolerance and is an 

expectation for school leaders, but at the same time felt professional development was not 

effective in increasing cultural competence. “Create Policies and Systems that Require Cultural 

Competence” group believed it was impossible for school leaders to be effective without cultural 

competence; this factor also held the view that professional development can play a role in 

improving cultural competence, but did not believe that cultural competence is becoming a 

leadership competency that school leaders are expected to practice. “There is a Problem: We 
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Need Change” group felt that some administrators view diversity as a problem rather than an 

opportunity, and furthermore did not believe that culture shapes a person’s sense of who he or 

she is and where he or she fits in the family, community, and society. Interestingly, through their 

distinguishing statements, the participants in “Models and Promoters of Cultural Competence,” 

“Deeper than Training,” and “There is a Problem: We Need Change” did not express a desire for 

professional development, nor did they view it as helpful. On the other hand, the “Create Policies 

and Systems that Require Cultural Competence” group viewed professional development as 

helpful but gave it as a +2 ranking. 

Distinguishing statements were used in conjunction with the full crib sheets to help 

distinguish factors from one another. Principals and assistant principals were both included in the 

P-set and loaded into factors. As these participants’ demographic characteristics varied in areas 

ranging from years of experience to race and sex, all of their input was helpful in providing 

insight into the viewpoints and perceptions of school leaders about professional development. 

 

 

Table 30 

Distinguishing Statements, by Factor 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

Factor 1 

S48 

We need schools to be culturally responsive meaning 

they use the cultural knowledge, prior experiences, and 

learning styles of diverse students to make learning 

more engaging and effective. 

3 -1 -2 -1 

S13 

The increasing diversity in schools calls for new 

approaches to educational leadership in which leaders 

exhibit culturally responsive organizational practices, 

behaviors, and competencies. 

1 3 -4 3 
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Table 30 Continued 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

Factor 1 

12 

School leaders need to develop cultural competence to 

successfully educate all students in a way that adds to, 

rather than subtracts from, cultural identity. 

0 -1 3 3 

S42 

To become culturally proficient, educators must actively 

participate in work sessions, professional development, 

etcetera. 

-2 -3 1 -3 

S9 

Many assistant principals/principals feel unprepared for 

their current role thereby indicating a need for 

meaningful and relevant professional development  

-4 4 -1 2 

S14 

There is little guidance for school leaders on how they 

should help teachers work with students from cultural 

backgrounds different from their own. 

-4 1 -2 -2 

S2 
Some administrators view their schools increasing 

diversity as a problem rather than an opportunity. 
-5 -2 -1 5 

Factor 2a 

S29 Cultural competence is not tolerance. 0 4 -2 0 

S21 
Culturally competent leaders are an expectation of the 

public. 
-3 3 -3 -3 

S14 

There is little guidance for school leaders on how they 

should help teachers work with students from cultural 

backgrounds different from their own. 

-4 1 -2 -2 

S6 

Culturally responsive leadership influences the school 

context and addresses the cultural needs of the students, 

parents, and teachers. 

3 1 -2 3 

S12 

School leaders to develop cultural competence to 

successfully educate all students in a way that adds to, 

rather than subtracts from, cultural identity. 

0 -1 3 3 

S52 
It is impossible to be a truly effective leader without 

being culturally competent. 
-5 -2 3 -5 

S43 
Cultural competence should be practiced because it is a 

professional standard for school leaders. 
-2 -4 1 -2 

S26 Cultural competence helps to achieve equity in schools. 1 -4 3 1 

S45 
Participation in meaningful and ongoing professional 

development increases cultural competence. 
-2 -5 2 -3 

S41 
Cultural proficiency is a mindset, a way of being, a 

worldview, and a perspective. 
-1 -4 0 -2 
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Table 30 Continued 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

Factor 2b 

S52 
It is impossible to be truly effective without being 

culturally competent. 
-5 -2 3 -5 

S45 
Participation in meaningful and ongoing professional 

development increases cultural competence. 
-2 -5 2 -3 

S38 

There must be policies that ensure teachers and 

administrators actively apply cultural competence 

training. 

-2 -3 1 -2 

S42 

To become culturally proficient, educators must actively 

participate in work sessions, professional development, 

etcetera. 

-2 -3 1 -3 

S50 Educators become culturally competent over time. -4 -5 0 -5 

S4 
School leaders should also model cultural competence 

for their staff. 
5 5 -1 4 

S9 

Many assistant principals/principals feel unprepared for 

their current role thereby indicating a need for 

meaningful and relevant professional development  

-4 4 -1 2 

S6 

Culturally responsive leadership influences the school 

context and addresses the cultural needs of the students, 

parents and teachers 

3 1 -2 3 

S20 

Culturally responsive leadership practices empower 

diverse groups, and school leaders must implement it to 

reach all students. 

1 2 -3 1 

S19 
As demographics of schools are changing, school 

leaders are forced to meet the needs of students. 
2 2 -4 2 

S13 

The increasing diversity in schools calls for new 

approaches to educational leadership in which leaders 

exhibit culturally responsive organizational practices, 

behaviors, and competencies. 

1 3 -4 3 

S8 

As population demographics continuously shift, so too 

must the leadership practices and school contexts that 

respond to the needs that accompany these shifts. 

2 2 -4 3 

S32 
Cultural competence is becoming a leadership 

competency that school leaders are expected to practice. 
-1 0 -5 -2 

S2 
Some administrators view their schools increasing 

diversity as a problem rather than an opportunity. 
-5 -2 -1 5 

S17 

Professional development must be provided for assistant 

principals/principals on a continuous basis; one-shot 

sessions without substantive content or application need 

to be avoided. 

-1 -1 -1 2 

S1 

The global community shows up in our classrooms 

every day, requiring us to grow as we learn from and 

with our students and their families. 

4 2 5 1 
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Table 30 Continued 

  Factor Arrays 

Number Statement F1 F2a F2b F3 

Factor 2b 

S35 

In order to maximize learning opportunities for all 

students, school leaders must have knowledge about 

their students’ cultures. 

0 1 2 -1 

S32 
Cultural competence is becoming a leadership 

competency that school leaders are expected to practice. 
-1 0 -5 2 

S51 

Culture shapes a person’s sense of who he or she is and 

where he or she fits in the family, community, and 

society. 

0 0 1 -4 

 

 

 

 

Finding Four 

Research Question 1c: Were there any common statements regarding school leaders’ 

perceptions of the need for cultural competence and training in cultural competence among 

participants? 

 The consensus statements were used in the analysis to help distinguish the perceptions of 

the participants. Q methodology uses consensus statements to further understand the perceptions 

of study participants. Consensus statements allow for commonalities to be examined by showing 

the portions of the study on which participants agree (Coogan & Herrington, 2011). Table 30 

displays the consensus statements with factor arrays that emerged in this study. 

 Eight consensus statements emerged in this study. As seen in Table 30, Statements 16, 

22, 24, 30, 34, 36, 39, and 44 were deemed as consensus statements by the participants. 

Interestingly, Statement 16 received only positive rankings, indicating that all participants agreed 

that schools are becoming more diverse and school leaders need to be prepared for this change. 

In further review, Statement 22 was ranked neutral by participants in this study, which 

indicated that they neither agreed nor disagreed with the notion that diversity requires leaders 
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who can create communities which support learning. Statement 30 also received a neutral 

ranking. Participants did not strongly agree or disagree with the idea that school leaders need to 

expand their knowledge about cultural competence to understand students from different 

backgrounds. 

Statement 39 was ranked negatively by all factor groups, showing that participants in all 

factors disagreed with the notion that school systems are struggling to ensure students feel safe, 

included, and supported. The negative rankings for this statement are interesting, particularly 

since all factors indicated that there is a need for more training in cultural competence. This 

suggests that the participants may not have correlated the notion of the safety and inclusion of 

students with the concept of cultural competence. 

While this finding briefly reviews some commonalities that emerged in this study, 

Chapter Four includes a more in-depth analysis of the consensus statements and how the factors 

compare with one another. 

Application to Theoretical Framework 

Culturally Responsive School Leadership (CRSL) was the theoretical framework used for 

this study, due to its blend of cultural competence, culturally responsive pedagogy, and culturally 

responsive school leadership. As Khalifa et al. (2016) noted: 

Gay (2010) made the point that culturally responsive teaching is important, but it alone 

cannot solve the major challenges facing minoritized students. She amplified the 

importance of reforming and transforming all aspects of the educational enterprise 

including administration, so they too are culturally responsive. (p. 2) 

Among the four factors that emerged as a result of this study, the tenets of CRSL were 

represented. 
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“Models and promoters of cultural competence” represents the individuals who believed 

that school leaders should be models and promoters of cultural competence. Khalifa et al. (2016) 

believes that principals play a vital role in ensuring cultural responsiveness in schools. CRSL 

calls for school leaders that “facilitate a positive school climate and nurture positive 

relationships” (NAESP, 2018, p. 6). The highest-ranked statements for “models and promoters of 

cultural competence”, both ranked at +5, were related to school leaders modeling (Statement 4) 

and promoting cultural competence (Statement 7) for their staff. The qualitative statements 

further support this factor’s opinion, with statements such as “School leaders are responsible for 

a climate to promote cultural responsiveness” and “I believe school leaders must know they are 

stakeholders,” both of which strongly promote the thought that school leaders should model and 

promote cultural competence. 

 “Create Policies and Systems that Require Cultural Competence” participants believed 

that policies and systems should be created that require cultural competence. One of the basic 

tenets of CRSL is reforming and transforming all aspects of the educational enterprise, such as 

funding, policymaking, and administration. In fact, one of the two +5 statements for this factor 

support the notion that more effort is needed to face the major challenges (Statement 5). The 

following qualitative statement supports this factor’s belief about cultural competence, “It is 

imperative if school leaders are going to be successful in today's schools.” 

“Deeper than Training” and “There is a Problem: We Need Change” relate to culturally 

responsive pedagogy, which is the basis for CRSL and pertinent to this study. Factor 2a, “Deeper 

than Training,” acknowledges that cultural competence and culturally responsive pedagogy is 

needed and important. The participants agreed that schools are places where different values, 

norms, and beliefs interact. Participants who loaded in this factor felt that school leaders are 
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expected to practice cultural competence but are not prepared to do so. Little (1999) discussed 

three specific areas that must be practiced in order to enable culturally responsive pedagogy. One 

of the three areas discussed is school policies and procedures. Little (1999) noted the importance 

of policies and procedures because policies impact all students, especially those from diverse 

backgrounds. 

One of the higher-ranked statements for “There is a Problem: We Need Change” 

acknowledges that school leaders need cultural competence to successfully educate all students. 

Richards et al. (2007) attested that “culturally responsive pedagogy facilitates and supports the 

achievement of all students” (p. 64). Factor 3 is themed “There is a Problem: We Need Change,” 

acknowledging that a change is needed to ensure that all school leaders acknowledge cultural 

competence. Statement 8 and Statement 13 were both ranked at +3 for Factor Three, and these 

statements relate to school leaders changing to meet the needs of all students. 

All factors concurred that school environments are changing and becoming more diverse, 

making it imperative that school leaders are prepared. Specifically, all factors ranked Statement 

16, “School environments are becoming more diverse and it is important for leaders to be 

prepared,” positively, and the statement was also a consensus statement. Clearly, this statement 

strongly connects to the idea of school environments being diverse and the importance of school 

leaders’ preparedness to exhibit the competencies needed to serve all students. This links directly 

to the ideas of cultural competence, culturally relevant pedagogy, and culturally responsive 

school leadership. 

Discussion of the Findings 

 The findings of this study show the varied viewpoints of participants in regard to cultural 

competence. Within this study, the factors that emerged indicated school leaders believe that 
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they should be models and promoters of Cultural Competence, the issue of cultural competence 

is deeper than training, policies and systems that require cultural competence must be created, 

and there is a problem and change is needed. All factors concurred that cultural competence is 

needed for school leaders to serve effectively. Interestingly, two factor groups agreed that, since 

cultural competence is needed, the related training must encompass more than professional 

development. “Deeper than training” and “Create Policies and Systems that Require Cultural 

Competence” believed that cultural competence cannot be left solely to professional 

development, but rather other means such as examining and creating policies and systems. 

Notably, “There is a Problem: We Need Change” group shared the sentiment held by ”Deeper 

than Training” group and “Create Policies and Systems that Require Cultural Competence” 

group that cultural competence is important, believing there is an issue with school leaders 

utilizing cultural competence and that change is needed. “Models and promoters of cultural 

competence” group seemed to believe that school leaders needed to model and promote cultural 

competence but did not delve deeper into policies and practices. 

 Both theoretical frameworks are supported by this study’s results. This was evident 

through the sorts of the participants, which indicated that school leaders should use cultural 

competence in their daily leadership practices and that cultural competence is integral to 

ensuring school leaders meet all students’ needs. Hence, school systems can use these findings to 

support current professional development initiatives, future professional development planning 

and initiatives, and the creation and revision of policies and practices. This study also helps to 

identify areas for future research on these topics. 

 This research shed light on the perspectives of school leaders, which can drive future 

direction of cultural competence for school leaders. This study specifically discovered how 
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school leaders feel about cultural competence; these perspectives will allow for school leaders to 

receive personalized training and tailored guidance on how to implement and utilize cultural 

competence in their daily practice. Specifically, the findings of this study show the actions and 

standards school leaders believe should be practiced.  

Further Study Limitations for Consideration 

By design, this study was meant to explore the viewpoints of school leaders regarding 

their thoughts about the need for cultural competence and training in cultural competence. Due to 

the specific demographic of participants being school leaders, all those who were invited to 

participate in the survey did not have time to do so because of their busy schedules. Specifically, 

due to the abrupt closure of schools because of COVID-19, school leaders were inundated with 

the tasks associated with the closure of schools. Therefore, the survey’s low response rate may 

be at least in part attributed to the hectic nature of the time at which the invitation to participate 

was sent out. As mentioned above, the fact that this study only included school leaders from one 

school district, with a pilot study completed with principals from the same county, can be viewed 

as a limitation since the participants were not from varied school districts. 

 For the Q sort, all participants who participated fully completed the survey, but some 

indicated having difficulty with the sort process. Some expressed that it was hard to complete the 

forced sort since only a certain number of statements could be placed under each field, while 

others expressed a dislike of the forced sort method or confusion with the Q sort process as a 

whole. For example, one participant wrote, “This is very confusing. I read the directions and still 

was confused. I did not get a true understanding of what I was doing until the very end, I have 

never done anything like this before.” 
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Also, some participants indicated feeling as if some concourse items were missing. For 

example, one participant felt as though more statements should have been included in the 

concourse statements concerning the alternatives to professional development and the current 

state of training provided to school leaders. Furthermore, with the use of a remote collection 

process through online software, the researcher was not afforded the opportunity to ask questions 

in the post-sort interview about participants’ sort and narrative responses. Perhaps future 

researchers should consider adding additional concourse items and using an in-person Q sort 

collection method. 

Implications for School Leaders 

Implications for Assistant Principals 

 The findings of this study suggested that cultural competence is essential for assistant 

principals. With the majority of K-12 public school pupils being students of color, it is important 

that school leaders are equipped to lead diverse schools (NAESP, 2016). Thus, assistant 

principals can use this study to guide their daily practice in a plethora of areas. 

Instructional leadership. Assistant principals are charged with serving as instructional 

leaders. From assisting teachers each day through strong instructional leadership to providing 

instruction-based professional development to teachers, assistant principals are expected to be 

sound instructional leaders. This study can help guide assistant principals serving in their 

capacity of instructional leaders by providing them with considerations for best practices for 

serving all children. For example, Factor 1, “Models and Promoters of Cultural Competence,” 

expounds upon how assistant principals should model and promote cultural competence for 

teachers when serving as their instructional leader. 
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Personnel leadership. On a daily basis, assistant principals interact with an array of 

school staff, ranging from classified to certified personnel. As a personnel manager, the assistant 

principal must deal with personnel issues on a daily basis. In fact, Marshall and Hooley (2006) 

noted that one of the major job responsibilities of an assistant principal is handling personnel 

issues. When dealing with multiple employees from various backgrounds, the assistant principal 

must exercise use of cultural competence. Once again, Factor 1’s notion of “models and 

promoters of cultural competence” is pertinent to this role, as the assistant principal must model 

cultural competence for their staff and practice cultural competence in their daily decision 

making and interactions. 

Strategic leadership. An integral role of an assistant principal’s job is to be a strategic 

leader who plans and executes in alignment with the vision and mission of the school. Such 

leadership ensures that school leaders lead strategically while considering both now and the 

future. When thinking of best practices for the present and future, school leaders must analyze 

and consult policies and even make new policies to ensure they are leading effectively while 

being models and promoters of cultural competence. The ability of a school leader to be a 

strategic leader relates to Factor 1, “Models and promoters of cultural competence,” and Factor 

2b, “Create Policies and Systems that Require Cultural Competence.” Taking both of these ideas 

into account suggests that school leaders need to model and promote cultural competence while 

at the same time creating policies and systems in their schools that also require staff and 

stakeholders to exhibit cultural competence. 

Cultural leadership. Culture plays an essential role in each school and thus is a priority 

of school leaders. School leaders must exhibit strong cultural leadership and ensure that the 

culture in each school is conducive to all students. Since the culture of a school directly impacts 
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all areas of the school, school leaders must prioritize cultural leadership. Factor 1 (Models and 

promoters of cultural competence), Factor 2a (Deeper than training), and Factor 2b (Create 

Policies and Systems that Require Cultural Competence) all relate directly to cultural leadership. 

Leaders should model and promote the culture they want to see in their school and acknowledge 

that the systems and policies they create in their building work to establish the school’s culture. 

Human resource leadership. School leaders must ensure that schools are professional 

learning communities in which teachers and staffed are valued and practice collaborative 

practices. School staffs are diverse, so school leaders must model and promote cultural 

competence (Factor 1) to ensure all staff members are being treated fairly and treating others 

fairly to ensure a conducive working environment. Cultural competence can be defined as 

“having an awareness of one’s own cultural identity and views and having the ability to learn and 

build on the varying cultural and community norms of students and their families” (Indiana 

Department of Education, 2019, para. 1). Cultural competence ensures that staff is 

acknowledging and appreciating their own differences and, therefore, acknowledging and 

appreciating the diversity of their students as well. Ensuring that schools are culturally competent 

is a very important role for school leaders, and human resource leadership is an important aspect 

to ensuring cultural competence. 

External development leadership. While students, parents, and staff are important to 

the tapestry of each school, community and stakeholders’ relationships are equally integral to the 

success of a school. School leaders must use cultural competence when working with 

stakeholders, stockholders, and the community, just as they must with students. Factor 1, 

“Models and Promoters of Cultural Competence”, is applicable to external development 

leadership because it is important for school leaders to model and promote cultural competence, 
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but Factor 2b, “Create Policies and Systems that Require Cultural Competence” is applicable as 

well since it addresses the policies and systems used by schools. Policies and systems affect all 

those involved with the school and ensure that the school is inclusive for all who help to build 

the school community. 

Assistant principals have a responsibility to effectively lead in all areas. As 

acknowledged through research on cultural competence, this responsibility plays an important 

part in a school leader’s daily role. The current study can be used to guide assistant principals in 

all areas of their leadership, including their choices in selecting future professional development 

and trainings. More specifically, this study can show assistant principals the areas in which they 

need to strengthen their leadership practice in order to become more culturally competent. 

Implications for Principals 

 In addition to the aforementioned considerations listed above for assistant principals, the 

findings of this study directly apply to principals as well. Principals are faced with daily 

leadership decisions that involve cultural competence; hence they can use the findings of this 

study for their own growth and development as well as that of their assistant principal(s). 

Principals have a considerable impact on the training of assistant principals and their resulting 

abilities. The findings of this study illustrated four groups of opinions among principals and 

assistant principals regarding their perceived thoughts about cultural competence and training. 

Each of the four factors has an impact on the role of school leaders, as it can be used to guide 

their daily practice and decisions through action, policies, and practices. 

Implications for School Administration Programs 

 Given that all school administrators must complete a program to receive licensure in 

school administration, this study could be used to help guide future course planning for school 
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administration programs. Gooden and Dantley (2012) pointed out how instrumental leadership 

programs are in helping illuminate and frame the problems in education. Leadership programs 

have the power to educate future school administrators and influence their daily practice. 

“Leaders in such a preparation program can begin to challenge the status quo and search for 

viable solutions rather than restating the problem” (Gooden & Dantley, 2012, p. 244). 

Implications for Local School Districts and State Districts 

Local and state school districts are responsible for providing ongoing professional 

development opportunities to ensure that educators are receiving continuing education credits. 

Since cultural competence plays a significant role in the development of an educator, the topic 

should be approached in professional development offerings.  

 “Deeper than Training”, “Create Policies and Systems that Require Cultural 

Competence”, and “There is a Problem: We Need Change” are pertinent for state and local 

school districts to acknowledge. Factor 2a, Deeper than Training, suggests that local school 

districts and state districts need to acknowledge that cultural competence may be deeper than 

training, and districts may need to peruse their policies and systems as the “Create Policies and 

Systems that Require Cultural Competence” factor indicates. Factor 3, There is a Problem: We 

Need Change, suggests that these school administrators acknowledge the existence of a problem 

with cultural competence that requires change. State and district systems can use this finding to 

delve into all aspects of the system and evaluate whether the current practices best serve all 

students and staff. 

 Moreover, local and state school districts can begin to evaluate policies and practices to 

ensure they are culturally competent and best serve the needs of all students. For example, school 

districts have policies related to discipline practices and student suspensions. These policies 
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outline details such as the number of days a student can be suspended from school for offenses 

and the time and resources allotted to students for missed instruction and makeup work. Policies 

regarding student academics, such as grading policies, could be evaluated to ensure they are 

aligned with culturally competent practices. Delving into these policies and practices would 

allow for changes to be made if necessary to best fit the needs of students. Additionally, in 

conjunction with a review of discipline and academic policies, a review of the training afforded 

to staff could be assessed. Since school staff is trained and given guidance on how to handle 

student discipline issues and academic concerns, it is important to ensure the training content 

establishes clear standards and protocols.  

Recommendations from the Study 

Recommendations for Future Research 

 Even though this study only included principals and assistant principals from one school 

district, the participants represented a diverse p-set based on years of experience, race, age, 

gender, and school type. For example, some schools have a higher rate than other schools of 

students who receive free/reduced-price lunch rate or who are military-connected. For future 

research, it would be helpful to study administrators from schools with a particular focus (such as 

high percentage of military-connected students or free/reduced-price lunch students) to more 

clearly reveal the perspective of school leaders from schools with certain demographic 

characteristics. Moreover, based on the answers provided by participants, additional qualitative 

follow-up activities, such as an interview, would be beneficial to gaining a deeper understanding 

of the participants’ sorts and thoughts about the topic. Though the current study included current 

school administrators, for forthcoming studies, it would be advantageous to study future school 

administrators. This would provide an additional dimension to the viewpoints presented. To 
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gather more qualitative comments from participants, it would also be pertinent to add more 

questions to the post-sort questionnaire that encourage participants to expound on why or why 

not they felt a need for cultural competence. 

  In order to further develop our understanding, future research could focus on the effect 

of professional development on the viewpoints of participants. Particularly, future research could 

explore whether the viewpoints of school leaders change once they are provided and participate 

in culturally competent training/professional development. Such a study would help delineate if 

professional development is beneficial and, if so, identify the types of professional 

development/training needed to develop school leaders. 

Recommendations for Future Qualitative Studies 

 Q methodology requires participants to sort statements according to their perceptions and 

opinions. As observed through the qualitative statements in this study, Q methodology can be 

confusing to those who are not familiar with the sorting process. To help alleviate this confusion, 

the researcher should be sure to include transparent directions. For example, it could be helpful 

to number the steps of the process versus placing the instructions in paragraph form, and even 

possibly include a sample Q sort for the participants to understand the process. Additionally, 

some participants also indicated feeling as though the forced sort process was constricting, which 

suggests the possibility of using an open-ended sort instead. In future Q studies, then, lucid 

instructions with an example could be included and an open-ended sort should be considered. 

 Moreover, the creation of a more comprehensive Q sort that addresses additional areas of 

cultural competence training could be used in future studies to add depth and additional 

perspective. More qualitative questions about training would allow for the participant to 
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elucidate their thoughts more fully, giving the researcher added insight on a school leaders’ 

perceptions of the need for cultural competence and training in their role as school leaders.  

Summary 

 This study utilized Q methodology to examine the perceptions of school leaders 

regarding the need for cultural competence and training in cultural competence. The study was 

guided by the following research questions: (1) What are school leaders’ beliefs about their need 

for cultural competence, training and professional development in cultural competence?; (1a) 

What are the highest and lowest ranked statements by group? (1b) What are the distinguishing 

characteristics between groups in their perceptions of cultural competence?; and (1c) Were there 

any common statements regarding school leaders’ perceptions of the need for cultural 

competence and training in cultural competence among participants? 

 Twenty-eight participants participated in this study, and 26 participants loaded into the 

factors. Following the Q methodology protocol, the participants sorted and ranked a 52-item 

concourse in a forced ranked distribution format using a scale of +5 (most agree) to -5 (most 

disagree). Statements were extracted from literature regarding cultural competence, related 

training, and culturally responsive school leadership. Upon completion of the sort, participants 

completed a post-survey to provide additional information and provide clarification in regard to 

their sort choices. 

 Findings for this research study revealed that school leaders believed school leaders must 

model and promote cultural competence, cultural competence is deeper than training, districts 

and states must create policies and systems that require cultural competence, and more school 

leaders need to practice cultural competence. Each group that emerged from this study helps to 
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provide insight that can assist with the proper and effective use of cultural competence in schools 

and among school administrators in the future. 
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Appendix A: Principal Invitation to Participate 

Dear Principal,  

I invite you to participate in a pilot research study. I am exploring the perceptions of school 

leaders and the need for professional development in Cultural Competence Leadership. It is my 

hope that this study will add to discourse about the importance of cultural competence leadership 

in today’s schools. I am currently a doctoral student at North Carolina State University, and am 

in the process of conducting this dissertation study as a part of my program work as a doctoral 

candidate. 

 

If you agree to participate in this study, you will rank statements encompassing many opinions 

held by school leaders in regard to cultural competence leadership, followed by the completion 

of a brief questionnaire. This study should take approximately 30 to 45 minutes to complete and 

will be completed solely online. Please read and review this copy of the informed consent form 

in regards to participation. 

 

Your privacy and confidentiality are paramount. Therefore, to ensure your anonymity, while 

completing the study I ask that you use an anonymous internet browser (or use the incognito 

mode) and utilize a fake email address if ever asked for an email address during the study. Your 

final sorts and questionnaires will be kept in confidence. Your identity will not be shared in any 

publication that may follow this study. The software utilized for the survey will not retain any 

data for information from participants electing to not complete the entire survey. Thus, if you 

choose at any time that you wish not to participate, please exit your internet browser and your 

responses will be not recorded. Please utilize the following link to access the survey: survey link. 

It would be appreciated if you complete the Q sort by Thursday, March 26, 2020. 

 

Thank you very much for your consideration in participating in this study. If you have any 

questions, you may also contact me directly at jnmcdon2@ncsu.edu. Additionally, you may 

contact my dissertation committee chair, Dr. Lance Fusarelli, at ldfusare@ncsu.edu. 

 

Gratefully, 

 

 

 

Juelle McDonald 

  

https://docs.google.com/document/d/1zpd79kAZObgtKlhFwJTrB__wCIJTFMUAWYexE_L5e9E/edit?usp=sharing
https://application.qsortware.net/user/jnmcdon/
mailto:jnmcdon2@ncsu.edu
mailto:ldfusare@ncsu.edu
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Appendix B: Assistant Principal Invitation to Participate 

Dear Participant: 

 

I invite you to participate in a research study exploring the perceptions of assistant principals and 

the need for professional development in Cultural Competence Leadership. It is my hope that 

this study will add to discourse about the importance of cultural competence leadership in 

today’s schools. I am currently a doctoral student at North Carolina State University, and am in 

the process of conducting this dissertation study as a part of my program work as a doctoral 

candidate. 

 

If you agree to participate in this study, you will rank statements encompassing many opinions 

held by school leaders in regard to cultural competence leadership, followed by the completion 

of a brief questionnaire. This study should take approximately 30 to 45 minutes to complete and 

will be completed solely online. Please read and review this copy of the informed consent form 

in regards to participation. 

 

Your privacy and confidentiality are paramount. Therefore, to ensure your anonymity, while 

completing the study I ask that you use an anonymous internet browser (or use the incognito 

mode) and utilize a fake email address if ever asked for an email address during the study. Your 

final sorts and questionnaires will be kept in confidence. Your identity will not be shared in any 

publication that may follow this study. The software utilized for the survey will not retain any 

data for information from participants electing to not complete the entire survey. Thus, if you 

choose at any time that you wish not to participate, please exit your internet browser and your 

responses will be not recorded. Please utilize the following link to access the survey: survey link. 

It would be appreciated if you complete the Q sort by Thursday, April 9, 2020. 

 

Thank you very much for your consideration in participating in this study. If you have any 

questions, you may also contact me directly at jnmcdon2@ncsu.edu. Additionally, you may 

contact my dissertation committee chair, Dr. Lance Fusarelli, at ldfusare@ncsu.edu. 

 

Gratefully, 

 

Juelle McDonald  

 

  

https://docs.google.com/document/d/1zpd79kAZObgtKlhFwJTrB__wCIJTFMUAWYexE_L5e9E/edit?usp=sharing
https://application.qsortware.net/user/jnmcdon/
mailto:jnmcdon2@ncsu.edu
mailto:ldfusare@ncsu.edu
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Appendix C: References Used for Initial Concourse 

• Allen & Weaver, 2014 

• Arar, Orucu, & Ak Kucukcayir, 2019 

• Australian Governments Dept. of Education, Employment, & Workplace Relations, 2010 

• Beachum, 2011 

• Berry & Ellison, 2017 

• Bowes et al., 2010 

• Bustamante et al., 2009 

• DeJaeghere & Zhang, 2008 

• Edmundson, n.d. 

• Eller & Eller, 2018 

• Ellison, 2018 

• Fraise & Brooks, 2015 

• Gardnier & Enomoto, 2006 

• Garrison-Wade, Sobel, & Fulmer, 2007 

• Guthrie, Jones, & Osteen, 2016 

• Hansuvadha & Slater, 2012 

• Heck & Hallinger, 2009 

• Howard, 2007  

• Johnson, 2007 

• Khalifa et al., 2016 

• Ladson-Billings, 2002  

• Lehmann, 2016 

• Lindsey, Nuri-Robins, & Terrell, 2018 

• Lum, 2011 

• Madhlangobe & Gordon, 2012 

• Marshall, 1992 

• Nuland, 2018 

• Olezewski, Shoho, & Barnett, 2011 

• Oliver, 2005 

• Royal & Gibson, 2017 

• Saifer & Barton, 2007 

• Timperly, Wilson, Barrar, & Fung, 2007 

• Villegas & Lucas, 1991 
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Appendix D: Initial Concourse 

1. The global community shows up in our classrooms every day, requiring us to grow as 

we learn from and with our students and their families (Howard, 2007, p. 16-22). 

2. Some administrators view their schools' increasing diversity as a problem rather than an 

opportunity (Howard, 2007, p. 16-22). 

3. Educators of all racial and cultural groups need to develop new competencies and 

pedagogies to successfully engage our changing populations (Howard, 2007, p. 16-22). 

4. School leaders should also model cultural competence for their staff (Howard, 2007, p. 

16 -22). 

5. Culturally responsive teaching is important, but that it alone cannot solve the major 

challenges facing minoritized students. Administration must be culturally responsive as 

well (Khalifa et al., 2016, p. 2). 

6. Culturally responsive leadership influences the school context and addresses the cultural 

needs of the students, parents, and teachers (Khalifa et al., 2016, p. 3). 

7. School leaders are responsible for promoting a school climate inclusive of minoritized 

students, particularly those marginalized within most school contexts (Khalifa et al., 

2016, p. 3). 

8. As population demographics continuously shift, so too must the leadership practices and 

school contexts that respond to the needs that accompany these shifts (Khalifa et al., 

2016, p. 3). 

9. Culturally responsive leaders develop and support the school staff and promote a 

climate that makes the whole school welcoming, inclusive, and accepting of minoritized 

students (Khalifa et al., 2016, p. 4). 

10. Culture plays a significant role in shaping the thinking, behaviors, and practices of 

students, teachers, administrators, parents, and other school stakeholders (Khalifa et al., 

2016, p. 8). 

11. Leader needs to have awareness of self and hihe or sher values, beliefs, and/or 

dispositions (Khalifa et al., 2016, p. 9). 

12. School leaders must actually promote a culturally responsive school context with an 

emphasis on inclusivity (Khalifa et al., 2016, p. 11). 

13. Schools that experience rapid demographic shifts can meet the challenge by 

implementing five phases of professional development (Howard, 2007, p. 16-22). 

14. Many assistant principals/principals feel unprepared for their current role thereby 

indicating a need for meaningful and relevant professional development (Allen & 

Weaver, 2014, p. 15). 

15. School leadership is fundamental in influencing school effectiveness (Heck & 

Hallinger, 2009). 

16. Assistant principals/principals need training to assist them in managing tasks and 

responsibilities (Marshall, 1992, p. 89). 

17. More training programs and professional development are needed for assistant 

principals/principals (Allen & Weaver, 2014, p. 17). 

18. Racial identity is tied to cultural identity, and each group self-defines through varying 

processes. (Fraise & Brooks, 2015, p. 9). 

19. We pass on our values as insiders to the next generation of insiders; as outsiders, we 

pass on perspectives on other cultures and groups (Fraise & Brooks, 2015, p. 10). 
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20. While practices such as school traditions are passed down as students advance through 

the school system, so too are values around education that each student brings from 

their home and community (Fraise & Brooks, 2015, p. 10). 

21. We can only seek to learn about difference, to honor it, and to share our perspectives 

with others, knowing that there is no one true culture but a rich variety of cultures 

(Fraise & Brooks, 2015, p. 11). 

22. Our various social identities can also play a role in increasing inequities (or privileges) 

that ultimately impede the progress of many (Beachum, 2011, p. 27). 

23. Assistant principals/principals need ongoing quality professional development (Allen & 

Weaver, 2014, p. 6) 

24. School is a space where different values, beliefs, and norms interact (Fraise & Brooks, 

2015, p. 6). 

25. School leaders to develop cultural competence to successfully educate all students in a 

way that adds to, rather than subtracts from, cultural identity (Hansuvadha & Slater, 

2012, p. 174-175). 

26. The increasing diversity in schools calls for new approaches to educational leadership in 

which leaders exhibit culturally responsive organizational practices, behaviors, and 

competencies (Madhlangobe & Gordon, 2012). 

27. Significant changes are needed how African American, Asian, Latino, and Native 

American students are taught in U.S. schools (Madhlangobe & Gordon, 2012). 

28. The majority of principals and teachers of culturally diverse students do not come from 

the same cultural backgrounds as they do (Madhlangobe & Gordon, 2012). 

29. Number of studies indicate that students’ performance may be linked to a lack of 

congruence between the students’ cultures and the norms, values, expectations and 

practices of schools (Madhlangobe & Gordon, 2012). 

30. There is little guidance for school leaders on how they should help teachers work with 

students from cultural backgrounds different from their own (Ladson-Billings, 2002; 

Saifer & Barton, 2007). 

31. Culturally responsive school leaders hep their students and teachers develop 

intellectually, socially and emotionally (Ladson-Billings, 2002). 

32. The ability of school leaders to help faculty and staff to respond to language and 

cultural diversity is critical to meeting the growing challenges that schools face in the 

21 century (Madhlangobe & Gordon, 2012). 

33. School and community environments are changing and becoming more diverse, making 

it imperative that assistant principals/principals be prepared to deal with the milieu 

confronting them (Oliver, 2005, p. 89). 

34. Professional growth refines leadership practices to increase school effectiveness 

(Oliver, 2005, p. 90) 

35. Assistant principals need the same professional growth experiences as principals 

(Oliver, 2005, p. 90). 

36. Professional development must be provided for assistant principals/principals on a 

continuous basis; one-shot sessions without substantive content or application need to 

be avoided (Oliver, 2005, p. 97). 

37. School districts and educational leadership programs must provide programs and 

offerings that address the needs of assistant principals/principals (Oliver, 2005, p. 99). 
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38. Assistant principal professional development is not addressed with the same importance 

as professional development of principals (Oliver, 2005, p. 99). 

39. Assistant principal/principal professional development is left to chance rather than 

being a well-defined plan of action (Oliver, 2005, p. 99). 

40. Assistant principals/principals recognize the need for professional development and 

have a strong desire for professional development (Oliver, 2005, p. 98). 

41. The assistant principal/principal is a critical leader in the school (Olezewski, Shoho & 

Barnett, 2011, p. 264). 

42. School leaders directly impact the school’s academic capacity (Olezewski et al., 2011, 

p. 264). 

43. The role of assistant principal/principal is critical for school improvement (Olezewski et 

al., 2011, p. 265). 

44. Specific and targeted professional development is necessary for assistant 

principals/principals (Olezewski et al., 2011, p. 265). 

45. As demographics of schools are changing, school leaders are forced to meet the needs 

of students (Johnson, 2007, p. 49). 

46. Culturally responsive leadership practices empower diverse groups, and school leaders 

must implement it to reach all students (Johnson, 2007, p. 50). 

47. School leaders should lead teachers toward an understanding of the major cultures 

(Eller & Eller, 2018) 

48. Articulating and defining cultural competence is a foundational skill for school 

principals (Eller & Eller, 2018). 

49. Culturally competent leaders is an expectation of the public (Edmundson, n.d.). 

50. The cultural, linguistic, and economic diversity of today’s schools require leaders who 

can help create communities that support learning by all its members (Edmundson, 

n.d.). 

51. Culturally responsive leadership will benefit the community (Edmundson, n.d.). 

52. Culturally responsive leadership works to overcome the barriers (Bustamante et al., 

2009). 

53. Culturally responsive leadership occurs when school leaders merge curriculum 

innovation with social activism (Ellison, 2018). 

54. School leaders must also engage in effective professional development to guide 

introspection of their personal biases and develop ways to work around them (Ellison, 

2018). 

55. Cultural competence starts with school leaders (Ellison, 2018). 

56. Culturally responsive leadership ensures that the inherent barriers to students’ academic 

progress are addressed (Berry & Ellison, 2017). 

57. Cultural competence is a school policies, programs, practices, traditions, underlying 

values, artifacts, and other essential indicators of culture reflect the perspectives of 

diverse groups in the school and school community. 

58. Cultural competence helps to achieve equity in schools. 

59. Educational leaders had little to no preparation in multicultural dimensions of 

leadership (Gardnier & Enomoto, 2006). 

60. To transform schools, leaders need to understand the values, norms, and beliefs of the 

communities, families, and students served by the school (Madhlangobe & Gordon, 

2012). 
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61. Knowledge of students’ cultures gives school leaders important clues to students’ 

behaviors and needs (Madhlangobe & Gordon, 2012). 

62. Cultural competence isn’t tolerance (Lehmann, 2016) . 

63. Cultural competence means first understanding that we come to school with our sense 

of who we are, and that unless we are reflective about our own identity and how it 

creates a lens through which we view the world, we will not be able to honor the 

identities of the students and faculty we serve (Lehmann, 2016). 

64. Expanding knowledge of cultural competence is necessary for assistant 

principals/principals to understand students who may not come from the same cultural 

background (Madhlango & Gordon, 2012). 
65. Cultural competence is needed now more than ever before (Royal & Gibson, 2017). 

66. Cultural competence is becoming a leadership competency that school leaders are 

expected to practice (Guthrie, Jones, & Osteen, 2016). 

67. Culturally competent practice is the ability to interact respectfully, constructively and 

positively with children, families, staff and community (Australian Governments 

Department of Education, 2010, p. 21). 

68. Cultural competence is not fully understood by school leaders (Lum, 2011). 

69. Cultural competence is important for all staff to engage with children and families 

(Bowes et al., 2010). 

70. Participation in cultural competence training in an important commitment. 

71. Educators must be interested in developing their cultural competency. 

72. In order to maximize learning opportunities for all students, must have knowledge about 

their students’ cultures (Villegas & Lucas, 1991). 

73. districts need to deliver professional development (PD) focused on cultural competency 

and understanding (Nuland, 2018). 

74.  Cultivating an inclusive environment often means extended commitments from school 

leaders (Nuland, 2018). 

75. Administrators take on high-level responsibilities, including clearly articulating their 

culturally proficient vision, establishing standards for that vision, assessing the current 

state of the site culture, providing training, and examining existing policies (Nuland, 

2018). 

76. The most effective way to develop cultural competency in school employees is through 

long-term and sustained PD that enriches teachers’ cultural understanding (Nuland, 

2018). 

77. Instead of a one-time PD workshop, schools should maintain an ongoing dialogue in 

professional learning communities (Nuland, 2018). 

78. PD should appeal to a wide range of perspectives and cultural identities by integrating 

this variety into the materials and activities used (Nuland, 2018). 

79. Developing an effective diversity training program is important for improving cultural 

knowledge and empathy (Nuland, 2018). 

80. There is a need to manage unconscious bias and assumptions held by school leaders 

(Nuland, 2018). 

81. There must be policies that ensure teachers and administrators actively apply cultural 

competency training (Nuland, 2018). 

82. Due to a shift in demographic makeup, school districts are struggling to ensure their 

students feel included, safe, and supported (Nuland, 2018). 

https://learningpolicyinstitute.org/sites/default/files/product-files/Effective_Teacher_Professional_Development_REPORT.pdf
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83. The lack of special preparation for school principals challenges their ability to 

meaningfully serve all students (Garrison-Wade, Sobel, & Fulmer, 2007). 

84. Culture has an important role in education. 

85. I am aware of my own worldview and how it may impede my role as a school leader. 

86. Cultural competence is an event. 

87. It is important to value different cultures ways of thinking and being. 

88. Cultural competence is not optional but critical. 

89. Cultural competence cannot be considered optional if we are going to educate students 

who have the skills to sustain a functioning democracy and adapt to a constantly 

changing world. 

90. Culturally Relevant Leadership (CRL) positively influences students’ engagement 

through the development of appropriate organizational policies that set high standards, 

empowering diverse and underprivileged students and families (Arar, Orucu, & Ak 

Kucukcayir, 2019). 

91. Culturally relevant leaders develop in their teachers and students a critical 

consciousness, identifying and challenging inequities inherent in the larger society 

(Arar et al., 2019). 

92. Educators need professional development and appropriate shared pedagogical and 

social learning. 

93. Cultural proficiency is a mindset, a way of being, a worldview, and a perspective 

(Lindsey, Nuri-Robins, & Terrell, 2018) 

94. Cultural proficiency is a paradigm shift from viewing cultural difference to problematic 

to learning how to interact effectively with other cultures (Lindsey et al., 2018). 

95. Acknowledging and recognizing personal and systematic barriers to change are pivotal 

(Lindsey et al., 2018). 

96. To become culturally proficient, educators participate must actively in work sessions, 

professional development and etc. (Lindsey et al., 2018). 

97. Educators cannot be expected to be culturally competent without investing in the 

process (Lindsey et al., 2018). 

98. It is important to value the cultures and values of all students. 

99. Cultural competence should be practiced because it is a professional standard for school 

leaders. 

100. There is a need for professional development that better enables school leaders to 

respond to the realities of diversity in their school populations (Timperly, Wilson, 

Barrar, & Fung, 2007). 

101. Participation in meaningful and ongoing professional development increases cultural 

competence (DeJaeghere & Zhang, 2008). 
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Appendix E: Final Concourse 

1. The global community shows up in our classrooms every day, requiring us to grow as we 

learn from and with our students and their families. 

2. Some administrators view their schools' increasing diversity as a problem rather than an 

opportunity. 

3. Educators of all racial and cultural groups need to develop new competencies and 

pedagogies to successfully engage our changing populations. 

4. School leaders should also model cultural competence for their staff. 

5. Culturally responsive teaching is important, but that it alone cannot solve the major 

challenges facing minoritized students administration must be culturally responsive as 

well. 

6. Culturally responsive leadership influences the school context and addresses the cultural 

needs of the students, parents, and teachers. 

7. School leaders are responsible for promoting a school climate inclusive of minoritized 

students, particularly those marginalized within most school contexts. 

8. As population demographics continuously shift, so too must the leadership practices and 

school contexts that respond to the needs that accompany these shifts. 

9. Many assistant principals/principals feel unprepared for their current role thereby 

indicating a need for meaningful and relevant professional development. 

10. More training programs and professional development are needed for assistant 

principals/principals 

11. School is a space where different values, beliefs, and norms interact. 

12. School leaders to develop cultural competence to successfully educate all students in a 

way that adds to, rather than subtracts from, cultural identity 

13. The increasing diversity in schools calls for new approaches to educational leadership in 

which leaders exhibit culturally responsive organizational practices, behaviors, and 

competencies. 

14. There is little guidance for school leaders on how they should help teachers work with 

students from cultural backgrounds different from their own. 

15. The ability of school leaders to help faculty and staff to respond to language and cultural 

diversity is critical to meeting the growing challenges that schools face in the 21st 

century. 

16. School and community environments are changing and becoming more diverse, making it 

imperative that assistant principals/principals be prepared to deal with the milieu 

confronting them. 

17. Professional development must be provided for assistant principals/principals on a 

continuous basis; one-shot sessions without substantive content or application need to be 

avoided. 

18. Assistant principal/principal professional development is left to chance rather than being 

a well-defined plan of action. 

19. As demographics of schools are changing, school leaders are forced to meet the needs of 

students. 

20. Culturally responsive leadership practices empower diverse groups, and school leaders 

must implement it to reach all students. 

21. Culturally competent leaders is an expectation of the public. 
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22. The cultural, linguistic, and economic diversity of today’s schools require leaders who 

can help create communities that support learning by all its members. 

23. Cultural competence starts with school leaders. 

24. Culturally responsive leadership ensures that the inherent barriers to students’ academic 

progress are addressed. 

25. Cultural competence is a school policies, programs, practices, traditions, underlying 

values, artifacts, and other essential indicators of culture reflect the perspectives of 

diverse groups in the school and school community. 

26. Cultural competence helps to achieve equity in schools. 

27. To transform schools, leaders need to understand the values, norms, and beliefs of the 

communities, families, and students served by the school. 

28. Knowledge of students’ cultures gives school leaders important clues to students’ 

behaviors and needs. 

29. Cultural competence is not tolerance. 

30. Expanding knowledge of cultural competence is necessary for assistant 

principals/principals to understand students who may not come from the same cultural 

background. 

31. Cultural competence is needed now more than ever before. 

32. Cultural competence is becoming a leadership competency that school leaders are 

expected to practice. 

33. Culturally competent practice is the ability to interact respectfully, constructively and 

positively with children, families, staff and community. 

34. Participation in cultural competence training in an important commitment. 

35. In order to maximize learning opportunities for all students, must have knowledge about 

their students’ cultures. 

36. Districts need to deliver professional development (PD) focused on cultural competency 

and understanding. 

37. The most effective way to develop cultural competency in school employees is 

through long-term and sustained PD that enriches teachers’ cultural understanding. 

38. There must be policies that ensure teachers and administrators actively apply cultural 

competency training. 

39. Due to a shift in demographic makeup, school districts are struggling to ensure their 

students feel included, safe, and supported 

40. Cultural competence cannot be considered optional if we are going to educate students 

who have the skills to sustain a functioning democracy and adapt to a constantly 

changing world. 

41. Cultural proficiency is a mindset, a way of being, a worldview, and a perspective. 

42. To become culturally proficient, educators participate must actively in work sessions, 

professional development and etc. 

43. Cultural competence should be practiced because it is a professional standard for school 

leaders. 

44. There is a need for professional development that better enables school leaders to respond 

to the realities of diversity in their school populations. 

45. Participation in meaningful and ongoing professional development increases cultural 

competence. 

https://learningpolicyinstitute.org/sites/default/files/product-files/Effective_Teacher_Professional_Development_REPORT.pdf
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46. Culture plays a significant role in shaping the thinking, behaviors, and practices of 

students, teachers, administrators, parents, and other school stakeholders 

47. The culturally proficient approach to diversity invites and encourages everyone to learn 

and change. 

48. We need schools to be culturally responsive—meaning they use the cultural knowledge, 

prior experiences, and learning styles of diverse students to make learning more engaging 

and effective. 

49. Cultural competence is the key to thriving in culturally diverse classrooms and schools - 

and it can be learned, practiced, and institutionalized to better serve diverse students, their 

families, and their communities. 

50. Educators become culturally competent over time. 

51. Culture shapes a person's sense of who he or she is and where he or she fits in the family, 

community, and society. 

52. It is impossible to be a truly effective educator without being culturally competent. 
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Appendix F: Additional Q Sort Questionnaire 

1. Please select your gender. Choice between Male, Female, Other. 

2. Please select your race. Choice between American Indian, Asian, Black, Hispanic, White 

3. Please list how many years you have been an assistant principal/principal. 

4. What percentage of your school is military-connected?  

5. What percentage of your school is minority? 

6. Explain your reasons for your “+5” statements. 

7. Explain your reasons for you “–5” statements. 

8. Were there any statements difficult to place? Why? 

9. Is there a statement that you would have liked to see? 
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Appendix G: Correlation Matrix 

 

Figure 8:Correlation between Q sorts 


