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Teachers and school leaders having identities that reflect the 
student body is associated with a host of benefits (Fitchett 
et al., 2017; Martinez, 2020; Nicholson-Crotty et al., 2016; 
Renzulli et al., 2011; Roch & Edwards, 2017). Research has 
tended to focus on examining the benefits of students having 
racially congruent teachers, with several studies document-
ing that increased descriptive representation among teachers 
is associated with higher test scores, increased placement in 
gifted education, and greater academic aspirations (Fox, 
2015; Grissom & Redding, 2015; Joshi et al., 2018; Redding, 
2019). However, schools have traditionally struggled to 
recruit and retain a workforce approximating students’ 
demographic makeup, particularly students’ racial and gen-
der composition. As of 2017–2018, around 80% of teachers 
and principals were White, 77% of teachers were female, 
and 54% of principals were female (Taie & Goldring, 2019, 
2020). Considering that schools became “majority minority” 
in 2014–2015, when the proportion of racially minoritized1 
students exceeded the proportion of White students (Digest 

of Education Statistics, 2013), understanding how to increase 
diversity in the teacher workforce has become a critical con-
cern for education policy-makers, with targeted efforts at 
recruitment having mixed results (Partelow et  al., 2017; 
Sawchuk, 2014).

Although evidence on the consequences of underrepre-
sentation of male-identifying2 teachers within the profession 
on student outcomes is less conclusive than it is regarding 
racial representation (see Antecol et al., 2015; Dee, 2007), 
the extant research on representation effects is even more 
underdeveloped in its consideration of how such effects may 
differ by teacher-student race and gender congruence. The 
nascent literature on race-gender intersectionality of teach-
ers has tended to focus on qualitative or theoretical insights 
on teachers with specific race-gender intersections, such as 
Black male teachers (e.g., Milner, 2016), instead of the 
effects of race-gender congruence on students or teachers.

Previous scholars studying the effects of racial or gender 
representation among principals on teacher outcomes have 
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used a representative bureaucracy (RB) framework (Bartanen 
& Grissom, 2021; Grissom et al., 2012; Grissom et al., 2015; 
Grissom & Keiser, 2011). Through the RB lens, demo-
graphic congruence, or passive representation, may serve as 
a key retention mechanism in which shared values and 
understanding translate into employee benefits through 
active or symbolic representation (Hindera, 1993; Theobald 
& Haider-Markel, 2009). Although much research confirms 
similar relationships, where representation is associated 
with positive outcomes for demographically matching sub-
ordinates (Bartanen & Grissom, 2021; Grissom et al., 2012; 
Grissom & Keiser, 2011), prior work has arguably evaded a 
direct consideration of the complexities of power in supervi-
sor-employee relations vis-à-vis race, gender, and intersect-
ing identities (Applebaum, 2010). Indeed, studies of 
bureaucratic representation have embraced this notion. 
Scholars have become increasingly attentive to how repre-
sentation might operate most strongly when bureaucrats and 
clients share multiple identities (Meier, 2019) and have 
begun to empirically test for representation effects by using 
an intersectional lens (Fay et al., 2020).

This study investigates the extent to which teacher reten-
tion, perceived workplace supports, and discretionary bene-
fits differ based on the intersection of teacher race and 
gender relative to their principal’s race and gender. We 
focused on the racial identities3 of Black, White, Hispanic4, 
Asian American/Pacific Islander (AAPI), and American 
Indian coupled with the gender identities of male or female. 
We used nationally representative cross-sectional data sets 
spanning the 2007–2008 through 2015–2016 school years 
on individual teachers and their principals to assess the util-
ity of RB, going beyond a simplistic conceptualization of 
passive representation in three broad ways. First, we exam-
ined differences by race-gender, whereas prior work has 
focused on race or gender. Second, our analysis centered 
congruence by specific racial and gender identities instead 
of focusing on overall congruence, an analytical choice that 
has led prior work to relegate differences by race or gender 
identity to secondary analyses. Third, we integrated intersec-
tionality to explore complexity in specific race-gender inter-
sections, away from a singular focus on congruence to a 
more expansive view of how principals’ specific race and 
gender identities could actively benefit teachers who identi-
fied similarly, especially for those from minoritized 
backgrounds.

An Intersectional Lens for RB

A chief tenet underlying RB is that a bureaucracy more 
effectively promotes the public’s interest when it is demo-
graphically similar to the public it serves (Kingsley, 1944). 
The notion of RB originated in the observance that “[gov-
ernment] administrators are drawn overwhelmingly from the 
upper and middle classes of the population” (Kingsley, 1944, 

p. 151) to advance and protect the interest of a White “ruling 
class.” Since its inception, the theoretical application of RB 
to the study of organizations has manifested in myriad ways 
but has been commonly applied through either a racial or 
gender lens (e.g., Mansbridge, 1999). More specifically, 
scholars have drawn on RB to understand how racial or gen-
der congruence with principals affects teacher outcomes 
(e.g., Grissom et  al., 2012; Grissom & Keiser, 2011). 
However, applications of RB have rarely considered the 
intersection of race and gender in the context of supervisor-
employee demographic representation (Meier, 2019). As the 
current study is concerned with the relationship between 
principal-teacher race-gender similarity and teacher-per-
ceived workplace supports, benefits, and turnover, we pres-
ent our remaining discussion of RB and our hypotheses 
through an intersectional racial and gender lens in terms of 
supervisor-employee relationships.

Theoretical Assumptions of RB

RB distinguishes between passive representation (the 
degree to which bureaucrats are demographically similar to 
those they serve) and active representation (the extent to 
which bureaucrats are responsive to the needs of those they 
serve due to demographic similarity; Mosher, 1968). A cen-
tral notion regarding RB is that passive representation tends 
to lead to active representation, a hypothesis tested in a vari-
ety of settings (see Riccucci & Van Ryzin, 2017). Additional 
scholarship contends that although passive representation 
does not guarantee active representation, it nevertheless 
holds some symbolic value by enhancing organizational 
legitimacy and promoting a cooperative public more inclined 
to partake in co-production (Headley et al., 2021; Theobald 
& Haider-Markel, 2009; Van Ryzin et al., 2017). This con-
cept is operationalized as symbolic representation (Riccucci 
et al., 2014; Riccucci et al., 2016).

RB provides a suitable lens to understand principal-
teacher relations and how they influence organizational or 
teacher outcomes (Bartanen & Grissom, 2021; Grissom 
et al., 2012; Grissom et al., 2015; Grissom & Keiser, 2011). 
Predicated on the assumption that demographic characteris-
tics of bureaucrats influence their attitudes and behavior 
(Dolan & Rosenbloom, 2016), RB suggests that when prin-
cipals are more passively representative, they are more 
likely to engage in active representation by espousing work-
place policies and decisions that are more beneficial for their 
teachers. For instance, principals may be more likely to 
assume an advocacy or “mentor” role for those of a similar 
racial or gender identity due to shared values and enhanced 
understanding, bolstering a sense of trust, autonomy, coop-
eration, and, ultimately, improved principal-teacher relation-
ships (Grissom et  al., 2015). Principals sharing a similar 
racial or gender identity as their teachers may exhibit 
enhanced support and communication in ways that, for 
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example, signal more encouragement and recognition of 
teacher efforts, more effectively provide necessary materials 
and supplies for teachers to carry out their work (e.g., text-
books, classroom equipment), or more willingness to arrange 
for teachers to secure extracurricular activities or roles (e.g., 
coaching athletics), thus offering additional compensation to 
teachers beyond base salaries.

Research in human resources has found that frontline 
workers value autonomy in the workplace as well as 
enhanced support from and cooperation with supervisors 
(Meier, 1993). Subordinates experiencing these benefits 
from their supervisors may then have more positive 
employee attitudes and behaviors, which may translate to 
greater willingness to remain engaged with the organization, 
greater satisfaction, and a lower likelihood of turnover 
(Grissom et al., 2012; Grissom & Keiser, 2011). Even in the 
absence of supervisor active representation, increased pas-
sive representation may similarly improve employee atti-
tudes and behavior by imbuing legitimacy to the organization 
among underrepresented employees (i.e., symbolic repre-
sentation; Theobald & Haider-Markel, 2009). It is also pos-
sible that subordinates behave differently in response to 
passive representation or lack thereof. One study on teacher 
job satisfaction based on teacher-principal race congruence 
finds what naïvely appeared to be positive returns to race 
congruence; however, this result was driven by lower satis-
faction among White teachers working for Black principals, 
while Black teachers’ satisfaction did not differ based on the 
race of their principal (Viano & Hunter, 2017).

Intersectionality theory serves as a useful theoretical 
extension to consider how supervisor and employee demo-
graphic backgrounds interact to affect supervisor and 
employee relations and, ultimately, employee outcomes. 
Although most RB literature considers bureaucratic repre-
sentation primarily through a racial lens, these interactions 
rarely operate unidimensionally through discrete or binary 
racial identities. Instead, these interactions are often based 
on several individual identities. First coined by Kimberlé 
Crenshaw, the notion of “intersectionality” acknowledges 
that individuals who are both women and people of color are 
marginalized by patterns of oppression that are salient to 
both identities and, by extension, suggests a failure to recog-
nize the intersectional aspect of how power and privilege 
equates to the rejection of reality (Crenshaw, 1989, 1990).

Applying an intersectional lens to the tenets of RB sug-
gests that heterogeneous members of specific groups (such as 
women of color) might experience the workplace differently 
depending on their race and gender, partly due to the degree 
to which their identities are shared with their supervisor. 
Multiple shared identities between an employee and their 
supervisor may yield individual or combined (additive or 
multiplicative) effects for the employee in a given workplace 
context (Atewologun, 2018). For example, representation 

effects may be larger for employees who are represented 
across many dimensions of their identity among leadership in 
their workplace, thus resulting in higher levels of job satis-
faction and a stronger inclination to remain at the 
organization.

Hypotheses

The application of RB to the study of principal-teacher 
relationships leads to the hypothesis that passive representa-
tion among principals will lead to active representation in 
the form of greater perceived workplace supports and bene-
fits for teachers and will operate through shared race-gender 
intersectional identities between principals and their teach-
ers. Although RB studies of bureaucratic representation are 
traditionally concerned with the representation of the disad-
vantaged (racially minoritized) group, they do not deny that 
representation among the advantaged (i.e., White teachers) 
also occurs—in fact, under the status quo, organizations and 
bureaucrats are primed to represent the interests of the 
advantaged (Meier, 2019). RB contends that all bureaucrats 
represent, with more attention to the interests of individuals 
with shared identities (Meier, 2019). Thus, for the purpose of 
this study, we take the stance that, in theory, all teachers 
stand to experience representation effects based on the inter-
section of the racial and gender identities shared with their 
principals:

H1: Teachers with race-gender congruent principals will 
report more robust perceived workplace supports, 
more positive job satisfaction, and higher discretion-
ary benefits and be less likely to turn over than their 
race- and gender-incongruent colleagues.

Even so, representation may be less salient for White 
individuals than racially minoritized individuals or even lose 
salience altogether (Meier, 2019). Furthermore, based on the 
premise that racially minoritized teachers may be more 
likely to experience tokenization, microaggressions, and 
other instances of racial marginalization with principals of a 
different racial background, we hypothesize that racially 
minoritized teachers will be especially sensitive to passive 
representation:

H2: Such benefits will be greater for racially minoritized 
teachers with race-gender congruent principals than 
for White teachers with White-gender congruent prin-
cipals.

We similarly derive the hypothesis that female and male 
teachers will experience representation effects differently. 
Although the literature on gender representation among teach-
ers and principals is underdeveloped, theoretical arguments and 
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empirical evidence suggest that representation may be most 
salient for male teachers in a female-dominated teaching pro-
fession (Grissom et al., 2012; Husain et al., 2021; Meier, 2019):

H3: Such benefits will be higher for male teachers with 
race-congruent male principals than for female teach-
ers with race-congruent female principals.

It may also be the case that female principals may be 
more attentive to supporting and addressing the workplace 
needs of female teachers. For example, female principals 
may secure extracurricular positions and additional mone-
tary benefits for female teachers that female teachers may 
have historically been excluded from as an identity group 
within the school, such as arranging for a female teacher to 
serve as a coach of a school sports team. Thus, we posit that 
the alternative hypothesis wherein representation effects 
may be stronger for female teachers can also be true.

Contribution

This study builds on a wealth of literature exploring how 
principals affect teachers, particularly studies assessing 
whether teacher and principal demographics are associated 
with teacher outcomes. Previous authors have largely found 
that teachers who share the same race as their principals 
leave their jobs less often than teachers who do not share the 
same race as their principal (Grissom & Keiser, 2011; 
Grissom et al., 2009; Renzulli et al., 2011); a similar rela-
tionship exists when teachers share the same gender as their 
principals (Grissom et  al., 2012; Husain et  al., 2021). 
Research from Tennessee and Missouri has found that prin-
cipals tend to increase the proportion of same-race teachers 
in the schools they lead over time (Bartanen & Grissom, 
2021). We add to this literature in four substantial ways. 
First, we integrate intersectionality theory to focus on 
teacher and principal race-gender intersections. Second, we 
prioritize the analysis of specific racial and gender identities, 
moving away from the tendency of prior research to focus on 
congruence instead of the complexity inherent in specific 
identities. Third, we extend much of the prior literature into 
a new time period, a key contribution because relationships 
between teacher-principal race and outcomes have been 
found to be time-varying (Viano & Hunter, 2017). Fourth, 
we include a variety of outcomes to understand how passive 
representation translates not only into outcomes through 
turnover but also into outcomes associated with workplace 
conditions and teacher compensation. Ultimately, this study 
intends to make a theoretical contribution to the understand-
ing of RB intersectionality applications as well as contribute 
to the understanding of how to increase the racial diversity 
of teachers so the teaching workforce can better approximate 
rising racial diversity among students.

Methods

Data

Our data came from the Schools and Staffing Survey 
(SASS), Teacher Follow-Up Survey (TFS), and National 
Teacher and Principal Survey (NTPS), all administered by 
the National Center for Education Statistics (NCES). SASS/
TFS were administered to a stratified random sample of 
teachers and schools every few years between 1987 and 
2011. NTPS replaced SASS in 2015, using a different sam-
pling technique. NTPS retained most of the survey instru-
ments from SASS, with no changes to the items we analyzed 
in this study. SASS and NTPS distributed questionnaires to 
teachers, principals, and school representatives (National 
Teacher and Principal Survey—Overview, n.d.; Tourkin 
et al., 2010). The samples were constructed through a multi-
stage probability sampling design, wherein schools were 
selected first, followed by the selection of an average of 10 
teachers per school.5 One year after SASS, NCES conducted 
TFS to gather further information from principals about the 
current employment of teachers who had taken the survey 
the previous school year. TFS was not conducted after the 
2015 NTPS.

For the purposes of this study, we drew upon teacher, 
principal, and school surveys from the 2008 and 2011 SASS 
and the 2015 NTPS for public schools only. We included 
information from multiple waves to increase sample size and 
add power to statistical calculations. Each wave of data 
included a small number of schools with non-White princi-
pals, a subgroup of schools important for assessing race-
gender congruence for racially minoritized teachers. We 
included more recent waves from SASS to increase rele-
vance and analyze data not included as part of relevant prior 
research (e.g., Grissom et  al., 2012; Grissom & Keiser, 
2011). Our sample included 62,950 teachers in 12,460 
schools for the turnover analysis and 88,950 teachers in 
16,580 schools for the other analyses. All estimates in the 
analysis used teacher-level survey weights to account for 
complex sampling design, correct for unit nonresponse, and 
increase precision.6 Including teacher-level survey weights 
allowed the results to represent the target survey popula-
tion—all teachers working in public schools during the 
school years included in the data set.

Measures

Dependent Variables
Turnover.  One year after each SASS wave, principals 

were asked to identify whether the teachers from the imme-
diately preceding SASS were still teaching in that school, 
had moved to a different school, or had left the profession, 
among other alternatives. Responses were compiled into 
two dichotomous variables indicating whether the teacher 
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had moved schools or left teaching. Results indicated that 
6% of teachers had moved schools and 7% had left teach-
ing, with wide variation by teacher race-gender (see Table 
1 and Appendix Table A1 for differences by principal race-
gender).

Perceived Workplace Supports.  Our measures of per-
ceived workplace supports are guided by prior research on 
teacher preferences (e.g., Viano et al., 2021). Prior research 
on teacher-principal race congruence (Grissom & Keiser, 
2011; Viano & Hunter, 2017) has included SASS Likert-
scaled items with the prompt “To what extent do you agree 
or disagree with the following statements?” The options 
ranged from strongly agree (4) to strongly disagree (1), with 
four response options. We treated these measures as continu-
ous, with a range of 1 to 4. The items we analyzed indicated 
whether the administration was supportive of teachers (“The 
school administration’s behavior toward the staff is support-
ive and encouraging.”), the provision of materials needed for 
teaching (“Necessary materials such as textbooks, supplies, 
and copy machines are available as needed by the staff.”), 
the support the principal provided to teachers for student 
behavior (“My principal enforces school rules for student 

conduct and backs me up when I need it.”), the principal’s 
communication with teachers (“The principal knows what 
kind of school he or she wants and has communicated it to the 
staff.”), and recognition for teachers’ efforts (“In this school, 
staff members are recognized for a job well done.”). More 
information on the average values of these outcomes can be 
found in Table 1 and Appendix Table A1.

Job Satisfaction.  Prior research on teacher-principal gen-
der or race matching (Grissom et al., 2012; Grissom & Keiser, 
2011; Viano & Hunter, 2017) has assessed teacher satisfac-
tion through the following item: “I am generally satisfied with 
being a teacher at this school.” More information on  this out-
come can be found in Table 1 and Appendix Table A1.

Discretionary Benefits.  Teachers typically receive addi-
tional compensation for various responsibilities beyond tra-
ditional instructional duties. Teachers reported the additional 
monetary compensation they received in the school year of 
survey administration. They were asked to report “any addi-
tional compensation from this school system for extracurric-
ular or additional activities such as coaching, student activity 
sponsorship, mentoring teachers, or teaching evening classes” 

Table 1
Descriptive Statistics on Outcomes, by Teachers’ Racial and Gender Identity

Racial identity All White Black Hispanic AAPI American Indian

Gender identity All Male Female Male Female Male Female Male Female Male Female

Moved schools 0.06 0.07 0.06 0.09 0.08 0.06 0.08 0.08 0.05 0.09 0.07
  (0.002) (0.003) (0.002) (0.013) (0.010) (0.011) (0.011) (0.029) (0.011) (0.029) (0.018)
Left teaching 0.07 0.07 0.07 0.10 0.13 0.07 0.09 0.07 0.07 0.10 0.10
  (0.002) (0.004) (0.002) (0.016) (0.012) (0.015) (0.010) (0.019) (0.013) (0.023) (0.021)
Observations 62950 17800 40330 970 2380 890 1880 360 830 380 800
Admin support 3.33 3.35 3.32 3.41 3.28 3.31 3.27 3.25 3.25 3.21 3.14
  (0.005) (0.008) (0.006) (0.029) (0.023) (0.035) (0.026) (0.055) (0.039) (0.060) (0.060)
Necessary materials 3.17 3.22 3.16 3.24 3.08 3.14 3.08 3.16 3.1 3.04 3.03
  (0.005) (0.008) (0.006) (0.028) (0.024) (0.039) (0.025) (0.051) (0.040) (0.068) (0.056)
Principal enforces rules 3.34 3.33 3.34 3.36 3.26 3.27 3.3 3.31 3.24 3.27 3.18
  (0.004) (0.008) (0.005) (0.032) (0.024) (0.035) (0.026) (0.056) (0.039) (0.050) (0.060)
Principal communication 3.37 3.32 3.38 3.5 3.43 3.35 3.39 3.29 3.34 3.29 3.27
  (0.004) (0.008) (0.005) (0.025) (0.022) (0.031) (0.024) (0.056) (0.037) (0.051) (0.041)
Staff recognized 3.02 3.01 3.02 3.22 3.1 3.04 3.01 3.07 3.02 2.96 2.84
  (0.005) (0.009) (0.006) (0.028) (0.024) (0.035) (0.027) (0.055) (0.038) (0.056) (0.062)
Teacher satisfaction 3.44 3.42 3.46 3.43 3.33 3.38 3.45 3.37 3.38 3.36 3.33
  (0.004) (0.007) (0.005) (0.027) (0.023) (0.037) (0.022) (0.041) (0.034) (0.046) (0.061)
Additional compensation 1100.0 2375.2 729.93 1669.9 734.55 1824.1 715.5 1499.6 521.36 1844.4 795.41
  (11.00) (33.68) (10.08) (118.5) (41.83) (110.6) (39.60) (207.8) (52.19) (156.7) (88.40)
Coach a sport 0.16 0.39 0.08 0.37 0.09 0.33 0.07 0.33 0.07 0.35 0.09
  (0.002) (0.005) (0.002) (0.018) (0.007) (0.019) (0.006) (0.032) (0.009) (0.030) (0.012)
Observations 88,950 23,520 58,160 1,440 3,670 1,420 3,430 550 1,430 500 1,090

Note. Standard errors are in parentheses. Results are estimated by using survey weights. Observations are rounded to nearest 10, per NCES requirements. 
AAPI = Asian American or Pacific Islander; NCES = National Center for Education Statistics.

Source. Schools and Staffing Survey and the National Teacher and Principal Survey from the National Center for Education Statistics.



6

Table 2
Descriptive Statistics on Independent Variables and Covariates

Mean SE

School characteristics (N = 16,580)
Percentage of students enrolled in 

NSLP
49.24 (0.39)

Enrollment 643.5 (5.1)
City 0.272  
Small town/Rural school 0.235  
Special education school 0.010  
Alternative/Other school 0.028  
Middle school 0.157  
High school 0.172  
Combined middle/high school 0.059  
% of Hispanic students 20.74 (0.38)
% of Black students 16.27 (0.30)
% of AAPI students 4.22 (0.13)
% of American Indian students 1.39 (0.06)
% Black teachers 7.64 (0.21)
% Hispanic teachers 7.36 (0.27)
% AAPI teachers 1.49 (0.07)
% American Indian teachers 0.56 (0.03)
Teacher characteristics (N = 88,950)
Female teacher a 0.763  
White teacher a 0.908  
White female teacher a 0.693  
White male teacher a 0.215  
Black teacher a 0.069  
Black female teacher a 0.053  
Black male teacher a 0.016  
Hispanic teacher a 0.075  
Hispanic female teacher a 0.056  
Hispanic male teacher a 0.019  
AAPI teacher a 0.023  
AAPI female teacher a 0.017  
AAPI male teacher a 0.006  
American Indian teacher a 0.014  
American Indian female teacher a 0.010  
American Indian male teacher a 0.004  
Regular, standard, advanced state 

certificate
0.901  

MA 0.532  
Has a BA in education 0.732  
Number of years teaching 15.228 (0.057)
Age 42.189 (0.060)
Principal characteristics (N = 16,580)
Female principal a 0.482  
White principal a 0.876  
White female principal a 0.410  
White male principal a 0.466  
Black principal a 0.106  
Black female principal a 0.064  
Black male principal a 0.042  
Hispanic principal a 0.068  
Hispanic female principal a 0.037  
Hispanic male principal a 0.031  

Mean SE

AAPI principal a 0.016  
AAPI female principal a 0.008  
AAPI male principal a 0.008  
American Indian principal a 0.012  
American Indian female principal a 0.005  
American Indian male principal a 0.007  
Principal has a master’s degree 0.767  
Principal has a doctorate 0.111  
Years principal at this or any school 7.170 (0.033)

Note. Standard error is only included for continuous variables. Results are estimated 
by using survey weights. Observations are rounded to the nearest 10, per NCES regu-
lations. AAPI = Asian American or Pacific Islander; BA = bachelor’s degree; MA 
= master’s degree; NSLP = National School Lunch Program; SE = standard error.
aThese characteristics were used to construct the independent variables on the interac-
tions between principal and teacher race-gender. They were not entered into the model 
as separate covariates.
Source. Schools and Staffing Survey and the National Teacher and Principal Survey 
from the National Center for Education Statistics.

(continued)

Table 2.  (continued)

as a dollar amount, with 43% of respondents reporting addi-
tional salaries of an average of about $2,600 (for those who 
received any supplemental salary). They were also asked 
whether they coached sports (binary yes/no). More informa-
tion on these variables can be found in Table 1 and Appendix 
Table A1. We included both measures as dependent variables 
to assess monetary benefits and whether these benefits could 
be connected to differential access to coaching.

Independent Variables
The independent variables were based on teacher and prin-

cipal responses to race and gender identity items. All surveys 
asked respondents to report their gender as male or female. 
Respondents were asked whether they were of Hispanic or 
Latino origin (binary yes/no) followed by an item asking 
respondents to mark as many as applied: White, Black or 
African American, Asian, Native Hawaiian or Other Pacific 
Islander, American Indian or Alaskan Native. We combined 
the Asian ethnic identity with the Native Hawaiian or Other 
Pacific Islander option into an AAPI identity. When we refer 
to teachers/principals as race-gender congruent, this indicates 
that they identified as the same gender and race.

Covariates
Prior research has indicated that school environments, 

teacher characteristics, and principal effectiveness influence 
teacher turnover. Therefore, we included school demograph-
ics, enrollment, urbanicity, school type, and school level to 
control for school-level environments. Principal degrees and 
experience were included as proxies of principal effectiveness. 
At the teacher level, we included years of experience, years of 
experience squared, certification status, average grade level 
taught, and degrees to account for teacher characteristics. For 
more information and a full list of covariates, see Table 2.



Principal and Teacher Shared Race and Gender Intersections

7

Empirical Framework

We employed ordinary least squares (OLS) regression 
(linear probability models for binary outcomes7) and school 
and year fixed effects (FE) to examine relationships among 
teacher and principal race-gender pairings within school and 
the outcomes. School FE controlled for the influence of 
unmeasured, school-level variables, while year FE controlled 
for between-year differences affecting all outcomes within a 
cross section. We applied school FE because unobserved 
between-school influences, such as testing performance, may 
have adversely affected teachers’ reported working condi-
tions or mobility, potentially exacerbating bias in the esti-
mates of interest. In school and year FE models, teacher-level 
variables represented the association of specific teacher attri-
butes on the outcome relative to teachers within the same 
school who were otherwise similar to each other (i.e., in ways 
controlled for by the covariates).8 The school and year FE 
attempted to isolate the effect of the teacher-principal race-
gender intersection on teacher-perceived workplace supports, 
satisfaction, benefits, and turnover probability. The general 
form of the FE model in this study was:

Y BothFemale BothMale Rijn ijn ijn
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= + + +
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where Yijn  represented the outcome for teacher i in school j 
in year n. The parameters in bold represented three vectors 
of coefficients. The vector of teacher characteristics was rep-
resented by Xijn , school characteristics were Ajn , and prin-
cipal characteristics were Bjn  (see Table 2). The school FE 
was α

j
, and the year FE was ⍵

n
. The error term was ε

ijn
. We 

clustered standard errors at the school level.
We included a variety of indicators for gender congru-

ence, racial congruence, and race-gender congruence. The 
variables BothFemaleijn  and BothMaleijn  represented when 
the principal and teacher shared the gender identities of 
female or male, respectively. Five indicator variables repre-
senting racial congruence were represented by
R Congruenceijn_ , including whether the teacher and prin-
cipal were both White, Black, Hispanic, AAPI, or American 
Indian. We interacted whether the teacher and principal were 
both female or both male with the vector of R Congruenceijn_  
indicators (separately) to obtain interactions for when the 
teacher and principal shared a race-gender identity. Given 
the separate indicators of shared gender identity, racial iden-
tity, or race-gender intersection, teachers who shared neither 

a racial nor gender identity with their principal represented 
the omitted or reference group.

To calculate the associated change in the outcome for a 
given shared race-gender compared to similar teachers in 
their school who did not share gender or race with the 
principal, we combined the coefficients indicating shared 
gender, shared race, and shared race-gender. For instance, 
β2+ ϑ2+π

2
 represented the associated change in the out-

comes for Black male teachers with Black male principals. 
We also fit a separate model with a single race-gender con-
gruence variable that was not separated by specific race-
gender intersections. This alternate specification had the 
same comparison group but effectively pooled the 10 sep-
arate race-gender variables in the original model; tradi-
tional RB studies typically apply the pooled specification. 
We compared the expanded and traditional specifications 
to examine how each affected the results (Grissom et al., 
2012; Grissom & Keiser, 2011; Viano & Hunter, 2017). 
Full model results with race and gender congruence coef-
ficients before their combination are available in Appendix 
Tables A3–A5.

We tested our hypotheses by using t-tests for the com-
bined coefficients and Wald tests comparing combined coef-
ficients. We evaluated Hypothesis 1 through the statistical 
significance of the combinations of coefficients representing 
the cumulative association of race-gender congruence for 
each race-gender intersection. Hypothesis 2 was evaluated 
by comparing the combined race-gender coefficients for 
racially minoritized teachers with the combined race-gender 
coefficients for White teachers. Similarly, Hypothesis 3 was 
tested by comparing coefficients for those of the same racial 
identity with different gender identities (e.g., comparing 
Black female teachers with Black female principals to Black 
male teachers with Black male principals). We note that our 
model did not have overt measures of racism, discrimina-
tion, or power, but we deferred to the recommendation of 
quantitative critical theorists: Differences between racial 
groups are indicative of racism. Race, in and of itself, cannot 
cause disparities, so disparities were interpreted as being 
caused by racism (Gillborn, 2008; Gillborn et al., 2018).

Results

Teacher Turnover

Using our specified linear probability model predicting 
turnover status with school and year FE, we compared the 
traditional coefficient of interest to our 10-category specifi-
cation separated by specific race-gender intersections in 
Table 3 (see Appendix Table A3 for coefficients before lin-
ear combination). Contrary to findings from prior studies 
using earlier data, we did not detect a relationship between 
race-gender congruence and moving schools (–.010, p = 
.310, column (1)) or leaving the teaching profession (.008, p 
= .425, column (3)).
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When we examined differences for specific race-gender 
intersections, the simple overall congruence variable masked 
race-gender intersectional differences. AAPI male teachers 
working for AAPI male principals were 8.3 percentage 
points (p = .010, column (4)) less likely to leave teaching 
than similar teachers in their school who were non-AAPI 

and female. When we examined differences in these associa-
tions of teacher mobility and race-gender congruence 
between minoritized and White teachers, we found that 
AAPI male teachers with AAPI male principals had signifi-
cantly lower predicted rates of leaving the profession than 
did White male teachers with White male principals (p = 

Table 3
Linear Combinations of Interaction Terms From Linear Probability Models Predicting Turnover Status, Including Full Teacher, School, 
and Principal Covariates With School and Year Fixed Effects

(1) (2) (3) (4)

  Moved schools Left teaching

Race-gender congruence –.010 .008  
  (.010) (.009)  
Congruence—White Female Teachers –.016 –.025+
  (.015) (.014)
   
Congruence—White Male Teachers .001 –.012
  (.013) (.014)
   
Congruence—Black Female Teachers .011 .025
  (.034) (.029)
   
Congruence—Black Male Teachers .015 –.01
  (.026) (.029)
   
Congruence—Hispanic Female Teachers –.03 .057+
  (.036) (.034)
   
Congruence—Hispanic Male Teachers –.005 –.015
  (.035) (.037)
   
Congruence—AAPI Female Teachers –.041 –.064
  (.034) (.054)
   
Congruence—AAPI Male Teachers –.069 –.083*
  (.086) (.032)
   
Congruence—American Indian Female 
Teachers

.058 –.005
(.114) (.030)

   
Congruence—American Indian Male 
Teachers

.084 –.011
(.091) (.067)

Observations 62,950 62,950 62,950 62,950
R2 .321 .321 .408 .409

Note. Standard errors are in parentheses, clustered by school. Results are estimated by using survey weights. Observations are rounded to the nearest 10, 
per NCES regulations. Covariates are omitted for brevity. Linear combinations combine the relevant race, gender, and race-gender coefficients from the full 
results, which are available in Online Appendix Table A3. AAPI = Asian American or Pacific Islander; NCES = National Center for Education Statistics.
+p < 0.10. *p < 0.05. **p < 0.01. ***p < 0.001.
Source. Schools and Staffing Survey and the National Teacher and Principal Survey from the National Center for Education Statistics.
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.035). At the same time, Hispanic female teachers with 
Hispanic female principals had a higher probability of leav-
ing the profession than did White male (–.012, p = .042) and 
White female (–.025, p = .018) teachers with White-gender 
congruent principals. We found no evidence that, conditional 
on race, female-identifying teachers with female principals 
had different outcomes than did male-identifying teachers 
with male principals.

Perceived Workplace Supports and Job Satisfaction

Our next set of results are presented in Table 4, with the 
outcomes representing some of the ways passive representa-
tion could translate into active representation. As opposed to 
turnover, the results in Table 4 suggest that race-gender con-
gruence was salient to the distribution of better-perceived 
workplace supports. When compared to other teachers in the 
same school who were neither race nor gender congruent 
with their principal, race-gender congruent teachers reported 
stronger support for discipline enforcement (.045, p = .043), 
more communication from the principal (.059, p = .004), 
and more principal recognition (.053, p = .018), as shown in 
columns (5), (7), and (9), respectively.

In support of our first hypothesis, we found significant 
heterogeneity in the direction and magnitude of the associa-
tions by specific race-gender intersections (even-numbered 
columns, Table 4). Being a White female teacher with a 
White female principal was mostly associated with worse 
perceived workplace supports compared to those of non-
White males in their school, specifically for administrative 
support (–.081, p = .011), the distribution of necessary 
materials (–.020, p < .001), and principal recognition (–.112, 
p = .001). We did not find evidence that White male teach-
ers with White male principals received more workplace 
support, with the only significant finding indicating that 
these teachers were less satisfied than other similar teachers 
in their school who were non-White females (–.061, p = 
.038). In support of our third hypothesis, perceived support 
was significantly higher for White males with White male 
principals than for White females with White female princi-
pals for the outcomes of receiving necessary materials (p < 
.001), rule enforcement (p < .001), and recognition (p < 
.001).

Regardless of gender, Black teachers reported better-per-
ceived workplace supports when they had Black-gender 
congruent principals compared to those of teachers in their 
schools who were non-Black, non-gender congruent. The 
results were positive and statistically significant in all but 
two cases (necessary material support, .113, p = .151; and 
teacher satisfaction, .099, p = .196, for Black female teach-
ers with Black female principals). These coefficients on 
Black male and Black female race-gender congruence were 
clearly practically significant. For instance, the standard 
deviation on staff recognition was 0.88. Therefore, Black 

male teachers with Black male principals were predicted to 
be almost two-thirds of a standard deviation in higher agree-
ment that their principal recognizes their efforts than were 
non-Black female teachers in their school. To show how 
these differences are projected to look on the original Likert 
scale, we show predicted values for each race-gender dyad 
compared to those sharing neither race nor gender from the 
models in Table 4 in Online Appendix Table A6. The coef-
ficients from Table 4 are equivalent to the difference between 
the relevant dyad and the Not Congruent predicted value in 
Table A6. As is shown in Table A6, Black female and Black 
male teachers with Black-gender congruent principals con-
sistently had predicted values closer to strongly agree (4) 
than Not Congruent and White teachers with White gender-
congruent principals (H2), differences that were all statisti-
cally significant according to Wald tests. Across all six of the 
outcomes on Table 4, Black male teachers with Black male 
principals were predicted to have almost half a standard 
deviation higher values (.45), on average, than were similar 
non-Black female teachers at their school.

When examining whether Black male teachers accrued 
more workplace support with Black male principals than did 
Black female teachers with Black female principals, we 
found support for H3 regarding material support (p = .005), 
recognition (p = .020), and satisfaction (p = .047).

In all but one case, the coefficients for race-gender con-
gruence for Hispanic teachers were not statistically signifi-
cant. The exception was Hispanic male teachers with 
Hispanic male principals, who were significantly more 
likely to report that they received necessary materials (.268, 
p = .022). These results might be underpowered compared 
to the results for White and Black teachers due to lower 
observation sizes; as we can observe, the magnitude of the 
coefficients were often as large as results that were signifi-
cant for White and Black teachers (e.g., Hispanic male staff 
recognition). We can observe a similar pattern of mostly 
negative associations for Hispanic female teachers with 
female race-congruent principals, while the associations 
were mostly positive for Hispanic male teachers with 
Hispanic male principals.

We found more significant differences when assessing 
H2 and H3 for Hispanic teachers. Hispanic male teachers 
with Hispanic male principals were significantly more likely 
to agree that they received necessary materials (p = .015) 
and were more satisfied (p = .047) than did White male 
teachers with White male principals. In support of H3, 
Hispanic male teachers reported significantly higher mate-
rial support than did Hispanic female teachers with Hispanic 
gender-congruent principals (p = .017).

The sample size was even lower for AAPI and American 
Indian teachers with race-gender congruent principals, but we 
observed similar patterns. AAPI male teachers with AAPI 
male principals consistently had positive coefficients that, in 
one case, were approaching significance at the 5% level 
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(necessary materials with .263, p = .076) and, in the other, 
were statistically significant (staff recognition with .387, p = 
.020). AAPI and American Indian female teachers and 
American Indian male teachers had no significant coefficients, 
although the coefficients could, at times, be quite large. For 
instance, the coefficient for American Indian female teachers 
for necessary materials was .805 (p = .181). This coefficient 
was much larger than the corresponding coefficient for White 
female (p = .096) and White male teachers (p = .077), but 
these differences were only significant at the 10% level.

We found some support for our second and third hypoth-
eses comparing AAPI teachers with White teachers and by 
gender identity, although these differences tended to be sig-
nificant at the 10% level. AAPI male teachers with AAPI 
male principals had significantly higher agreement that they 
were recognized (p = .017) and had higher agreement that 
they had necessary materials (p = .058) compared to White 
male teachers with White male principals. AAPI female 

teachers with AAPI female principals had higher agreement 
on materials (p = .076), principal communication (p = 
.054), and recognition (p = .075) than did White males with 
White male principals. AAPI male teachers with AAPI male 
principals had significantly stronger agreement than did 
AAPI female teachers with AAPI female principals on 
materials (p = .090) and recognition (p = .088).

Discretionary Benefits

Our last set of outcomes examined discretionary benefits 
with monetary value: additional compensation and coach-
ing. Odd-column results in Table 5 indicate that having a 
race-gender congruent principal was associated with earn-
ing an additional $573 (p < 0.001) in compensation and 7.4 
percentage point higher probability of becoming a coach (p 
< 0.001) compared to teachers who were neither race nor 
gender congruent with their principal.

Table 4
Linear Combinations of Interaction Terms From the Regression Models Predicting Perceived Workplace Supports and Job Satisfaction, 
Including Full Teacher, School, and Principal Covariates With School and Year Fixed Effects

(1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12)

 
Admin 
support Necessary materials

Principal enforces 
rules

Principal 
communication

Staff 
recognized Teacher satisfaction

Race-gender .040+ .038 .045* .059** .053* –.005  

Congruence (.023) (.024) (.022) (.021) (.022) (.020)  

Congruence—White female –.081* –.20*** –.048 .004 –.112** –.044

  (.032) (.034) (.032) (.029) (.034) (.031)

Congruence—White male .029 –.022 .036 .007 –.015 –.061*

  (.029) (.032) (.032) (.028) (.032) (.029)

Congruence—Black female .207** .113 .191** .209** .272*** .099

  (.072) (.079) (.063) (.076) (.071) (.077)

Congruence—Black male .391*** .444*** .362*** .306*** .523*** .225**

  (.085) (.095) (.088) (.082) (.088) (.075)

Congruence—Hispanic female –.100 –.080 –.084 .036 –.043 .113

  (.106) (.096) (.106) (.082) (.107) (.098)

Congruence—Hispanic male .101 .268* .101 .182+ .188+ .048

  (.110) (.117) (.114) (.103) (.113) (.083)

Congruence—AAPI female .028 –.047 .076 .218 .038 .068

  (.131) (.115) (.165) (.142) (.141) (.112)

Congruence—AAPI male .067 .263+ .212 .117 .387* .134

  (.231) (.148) (.180) (.178) (.166) (.144)

Congruence—American Indian female –.148 .805 .0004 .003 –.208 –.23

  (.148) (.601) (.158) (.177) (.211) (.172)

Congruence—American Indian male .217 .091 .090 –.123 –.181 –.289

  (.242) (.370) (.133) (.243) (.370) (.358)

Observations 88,950 88,950 88,950 88,950 88,950 88,950 88,950 88,950 88,950 88,950 88,950 88,950

R2 .358 .360 .366 .369 .364 .366 .384 .385 .355 .358 .323 .324

Note. Standard errors are in parentheses, clustered by school. Results are estimated by using survey weights. Observations are rounded to the nearest 10, per NCES regulations. 
Covariates are omitted for brevity. Linear combinations combine the relevant race, gender, and race-gender coefficients from the full results, which are available in Online Appen-
dix Table A4. AAPI = Asian American or Pacific Islander; NCES = National Center for Education Statistics.
+p < 0.10. *p < 0.05. **p < 0.01. ***p < 0.001.
Source. Schools and Staffing Survey and the National Teacher and Principal Survey from the National Center for Education Statistics.
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However, the even-column teacher race-gender results 
intimate that these findings were an artifact of higher com-
pensation and more coaching opportunities for male-identi-
fying teachers with male race-congruent principals. 
Female-identifying teachers with female race-congruent 
principals earned lower additional compensation and were 
less likely to coach a sport than were male-identifying 

teachers working for male race-congruent principals. These 
financial benefits were large for male-identifying teachers, 
especially White male teachers with White male principals, 
who were predicted to earn $1,707 more per year (p < .001) 
than were non-White female teachers at their school, and for 
American Indian male teachers with American Indian male 
principals, who were predicted to make $2,886 more per 

Table 5
Linear Combinations of Interaction Terms From the Regression Models Predicting Discretionary Workplace Benefits, Including Full 
Teacher, School, and Principal Covariates With School and Year Fixed Effects

(1) (2) (3) (4)

  Additional compensation Coach a sport

Race-gender congruence 573.37*** 0.074***  
  (65.60) (0.011)  
Congruence—White female teachers –750.27*** –0.231***
  (95.38) (0.014)
   
Congruence—White male teachers 1,707.31*** 0.282***
  (97.18) (0.014)
   
Congruence—Black female teachers –528.58*** –0.204***
  (124.34) (0.025)
   
Congruence—Black male teachers 1,124.01*** 0.308***
  (336.27) (0.040)
   
Congruence—Hispanic female teachers –1,045.7*** –0.224***
  (247.51) (0.046)
   
Congruence—Hispanic male teachers 735.99+ 0.156**
  (404.69) (0.051)
   
Congruence—AAPI female teachers –314.33 –0.259***
  (219.04) (0.038)
   
Congruence—AAPI male teachers 497.45 0.35**
  (315.52) (0.101)
   
Congruence—American Indian female teachers –844.90*** –0.222***
  (259.70) (0.054)
   
Congruence—American Indian male teachers 2,886.35* 0.308+
  (1,241.25) (0.169)
Observations 88,950 88,950 88,950 88,950
R2 0.277 0.308 0.290 0.356

Note. Standard errors are in parentheses, clustered by school. Results are estimated by using survey weights. Observations are rounded to the nearest 10, 
per NCES regulations. Covariates are omitted for brevity. Linear combinations combine the relevant race, gender, and race-gender coefficients from the full 
results, which are available in Online Appendix Table A5. AAPI = Asian American or Pacific Islander; NCES = National Center for Education Statistics.
+p < 0.10. *p < 0.05. **p < 0.01. ***p < 0.001.
Source. Schools and Staffing Survey and the National Teacher and Principal Survey from the National Center for Education Statistics.
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year (p = .020) than were non-American Indian female 
teachers at their school. Hispanic female teachers with 
Hispanic female principals had the largest negative coeffi-
cient on additional compensation (–1,045.7, p < 0.001). 
White male teachers with White male principals were 28 
percentage points (p < .001) more likely to report being a 
coach than were non-White female teachers in their school. 
The only exceptions to this pattern were Hispanic male and 
AAPI teachers with race-gender congruent principals, with 
coefficients that were attenuated and not statistically 
significant.

We found inconsistent support for our second hypothesis. 
American Indian male teachers were predicted to earn more 
than were White male teachers (p < .001), but White male 
teachers were predicted to earn more (p = .020) and coach 
more often (p = .016) than were Hispanic male teachers 
with Hispanic male principals. AAPI female teachers were 
predicted to earn more than were White female teachers with 
race-gender congruent principals (p = .044).

We found the most significant support for our third 
hypothesis, in comparing male- and female-identifying 
teachers’ discretionary benefits. Male-identifying teachers 
with male-identifying race-congruent principals had signifi-
cantly higher additional compensation and were more likely 
to coach than were female-identifying teachers with female-
identifying race-congruent principals. These differences 
were practically significant, with the female-identifying 
teachers who had female race-congruent principals earning 
$800 to $3,700 less than did male-identifying teachers with 
the same racial identity who were also supervised by male 
race-congruent principals.

Discussion

This analysis makes theoretical contributions to RB the-
ory and advances understanding of the mechanisms through 
which the increased racial diversity of school principals 
might diversify the teaching workforce. We are contributing 
to RB theory in three ways. First, we have extended prior 
work focused on passive representation by examining 
whether race-gender intersectional identities translate into 
active representation through perceived workplace supports 
and discretionary benefits. We have found that these inter-
sections have significant implications for how we conceptu-
alize the extent to which passive representation translates 
into active representation and positive workplace outcomes. 
Second, we have specifically focused on race-gender inter-
sectionality as our primary analysis. Unlike prior work, we 
have shifted the focus to examine how passive representa-
tion translates differentially into active representation for 
particular race-gender intersections. We have confirmed the 
salience of specific race-gender identities over general con-
gruence indicators that hide significant heterogeneity among 
racial and gender identities. Third, both findings coalesced 

to show the theoretical purchase gained by integrating inter-
sectionality theory into RB studies.

Our findings can inform conversations about racial diver-
sity among principals and teachers in several ways. Although 
we found little support for the hypothesis that race-gender 
congruence influenced teacher turnover, we found more sig-
nificant results on perceived workplace supports and bene-
fits. We found that race-gender congruence was often 
associated with more positive outcomes for teachers, espe-
cially for Black teachers with Black principals and male 
teachers with male race-congruent principals. Such benefits 
were often greater for racially minoritized teachers with 
race-gender congruent principals than for White teachers 
with White gender-congruent principals; this finding was 
consistently true for Black teachers with Black gender-con-
gruent principals. Some evidence suggested that AAPI and 
American Indian teachers with race-gender congruent prin-
cipals, especially those who identified as male, also experi-
enced more positive benefits than did White teachers with 
White gender-congruent principals. This finding likely mir-
rors prior literature on the importance of reducing race-based 
stress and microaggressions for improving the working con-
ditions of teachers of color (Frank et al., 2021; Grooms et al., 
2021; Mahatmya et al., 2022). 

Regarding our third hypothesis, White male teachers 
were the only male teachers managed by male principals to 
have consistently higher benefits, conditional on race, than 
were White female teachers with White female principals; 
however, some evidence showed that this positive male 
intra-gender effect also extended to non-White male teach-
ers. Although Black female teachers experienced several 
significant benefits from having Black female principals, 
those benefits were consistently smaller than those of Black 
male teachers working for Black male principals. We sus-
pect that representation for the Black identity may have had 
stronger salience than racial identity did for White or 
Hispanic teachers. It could also be the case that recent efforts 
to increase the presence of Black males in education have 
resulted in more Black male teachers and principals entering 
and remaining in the profession for reasons intimately tied to 
their intersectional identity in ways supported by organiza-
tions dedicated to male teachers of color (Bristol, 2020).

The exception to the findings on the benefits of having a 
race-gender congruent principal, especially for Black teach-
ers, was monetary compensation, where female teachers 
with female race-congruent principals had lower predicted 
earnings than did their male race-incongruent colleagues 
and male teachers with male race-congruent principals. Our 
findings on supplemental pay partially reflect a broader lit-
erature on the wage gap between male- and female-identify-
ing employees. This literature has found that male employees 
are more likely than females to work additional hours, earn-
ing more supplemental pay (Bertrand et al., 2010; Goldin, 
2014). We can clearly observe this pattern descriptively (see 
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Table 1); male employees of all racial identities had higher 
average supplemental salary. Our findings might indicate 
that female principals could be more sensitive to the prefer-
ences of their female race-congruent employees, leading to 
fewer additional tasks that would have come with supple-
mental salary. This finding could partially reflect these 
female principals being responsive to the preferences of 
their female race-congruent employees, who might have 
been expected, based on explorations of the gender wage 
gap, to prefer job flexibility over maximizing compensation 
(Goldin, 2014; Goldin & Katz, 2011). Conversely, female 
teachers could have been more likely to be asked to do sup-
plemental work but not be paid for it. Administrators might 
have relegated female racially minoritized teachers to tasks 
perceived as nurturing or supportive (i.e., motherly, femi-
nine) that did not come with supplemental pay, unlike more 
official coaching roles (Haase, 2008; Ispa-Landa & Thomas, 
2019; Mahatmya et al., 2022). 

Overall, the evidence supports our suggestion that RB 
theory should move beyond simple congruence relationships 
to examine differences across intersecting identities. We also 
found support for taking an intersectional lens to examine 
differences in the benefits of passive and active representa-
tion. We found evidence for the salience of sharing a Black 
racial identity, especially for Black males. At the same time, 
female-identifying teachers did not necessarily benefit from 
gender congruence as much as male-identifying teachers 
did. Although we did not find evidence that improved per-
ceived workplace supports and higher discretionary benefits 
systematically translated to lower turnover, this result might 
indicate that teachers had differing patterns of mobility in a 
post-Recession labor market compared to findings from pre-
Recession time periods (Grissom et  al., 2012; Grissom & 
Keiser, 2011).

Limitations

Although the school FE methods were essential, given 
the study’s purpose, they precluded examining between-
school moderators and may still function imperfectly. For 
example, the student body composition, teaching faculty, 
and principal race could have affected teacher turnover deci-
sions, intimating that school composition might have moder-
ated the relationships examined herein (Patrick & Santelli, 
2022; Renzulli et al., 2011; Rodriguez et al., 2022; Strunk & 
Robinson, 2006). Composition and other school-level mod-
erators are worth examining in future studies but were 
beyond this study’s scope and methodologically impossible, 
given our application of school FE to cross-sectional data. 
Despite the methodological affordances of school FE for our 
study, they may not have removed all within-school con-
founders. Our analysis did not isolate whether race-gender 
congruence, in and of itself, caused differences in outcomes 
or whether the cause originated through other related 

mechanisms. The association between principal and teacher 
race-gender intersections and the outcomes may have been 
driven by teacher perceptions, principal behavior, student 
body behavior, faculty behavior, and/ or implicit biases. This 
is particularly the case when teacher turnover is involuntary, 
especially when teachers’ contracts are not renewed due to 
poor performance or discrimination. Estimates from a sub-
sample of teachers from SASS samples indicated that only 
about 8% of attrition was due to contract nonrenewal for per-
formance or unknown reasons, such that involuntary attri-
tion was a minor concern in this sample.

A second potential limitation concerned some of our 
measures. We would like to have used validated measures 
from these surveys to quantify sources of discrimination. 
However, the lack of these measures did not necessarily 
detract from the overall findings, as differences across racial 
identity could be considered evidence of racism because 
race, in and of itself, does not cause disparities (Gillborn, 
2008; Gillborn et al., 2018). Additionally, analyses of per-
ceived workplace support used single-item measures instead 
of composite or latent variable measures, potentially result-
ing in less reliable outcomes. Although composites may 
have reduced measurement error, they would mask the novel 
findings detected across individual survey items.

We also were limited in our ability to make inferences 
across the various outcomes because we only had data on 
teacher mobility from SASS. When we compared the SASS 
and NTPS samples (see Online Appendix Table A7), they 
differed in several ways, and these differences might have 
led to our conflicting findings between turnover and work-
place benefits, particularly because prior work has found 
that the salience of teacher and principal race congruence 
has changed over time (Viano & Hunter, 2017).

Finally, race and gender identity are socially constructed, 
context-specific, and often contested. When comparing the 
self-identified race and gender from a survey, we are left 
with little knowledge of the extent to which others observe 
similarities or differences in their identities and the salience 
of these identities across individuals. Although we recognize 
that race and gender can be construed differently at different 
time points (Bussey, 2011; Viano & Baker, 2020), self-iden-
tified race and gender (i.e., how race and gender were mea-
sured in this analysis) are preferable to other methods of 
assignment (Roth, 2010).

Implications for Policy and Practice

Given the importance of increasing retention of Black 
teachers in the workforce because of representational bene-
fits for Black students (e.g., Joshi et  al., 2018), this study 
shows the importance of recruiting more Black administra-
tors. Prior research has found several successful strategies 
for increasing the recruitment of school administrators, 
including mentorship programs and leadership academies 
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that can be purposefully leveraged to recruit Black princi-
pals (Sanchez et al., 2009). Alternate strategies involving the 
enhancement of principals’ relations with Black teachers 
through diversity and anti-bias training, although promising 
in theory, have shown mixed or fleeting effects and durable 
implementation challenges in practice (Sparks, 2020). 
Future research should aim to identify empirically supported 
practices that would encourage the development of diverse 
workplace settings, particularly for Black teachers and 
principals.

Moreover, policy solutions might be considered to 
address lower discretionary benefits for female-identifying 
teachers, particularly those with female-identifying princi-
pals, especially as it relates to financial compensation. 
Increasing training and support for school leadership to cre-
ate more inclusive workplace cultures and to create more 
pay equity for teachers could help lessen the gender penalty 
for female-identifying teachers.

Implications for Future Research

As RB remains a popular theory, future RB research should 
continue to integrate theories on race, gender, and intersec-
tionality. To focus solely on race or gender congruence ignores 
the intersectional nature of how race, gender, and power inter-
play in supervisor-employee relationships. At the same time, 
these findings did not engage with questions about whether 
certain identity categories (i.e., race or gender) are more 
important than others and whether sharing multiple identities 
is more important than sharing one identity. New lines of 
inquiry could also explore intra-gender principal-teacher rela-
tionships, where the principal holds a different racial identity 
than the teacher, particularly when the principal is White. We 
can observe some patterns in our full models (see Appendix 
Tables A3–A5) indicating the relative salience of sharing a 
racial identity, gender, or race-gender intersection, although 
space constraints did not allow us to fully explore the differ-
ences within racial-gender dyads. Future research could 
address these questions while also attending to broader struc-
tural considerations on how race, gender, class, and other 
identities are understood and valued in society.

This study also suggests the need for future examination 
of various measures of active representation and their rela-
tionship with each other. Perceived workplace supports and 
discretionary benefits clearly represent principal-initiated 
active representation, as these outcomes are directly under 
principal control. But the extent to which passive representa-
tion and supports/benefits are linked to teacher turnover is 
unclear, calling into question whether mobility is an active 
representation-related outcome. Stated differently, findings 
on the benefits of passive representation in perceived work-
place supports but not in turnover showed that active repre-
sentation correlated with principal-initiated behaviors, 
casting doubt on the idea that active representation was 

largely driven by teacher-initiated behaviors, such as turn-
over. The active representation findings also raise questions 
regarding how else school administrators apply discretion. 
Therefore, researchers might incorporate additional mea-
sures of active representation into nationally representative 
surveys (e.g., instructional coach placement or conference 
travel).

Our data set  allowed for nationally representative esti-
mates with a broad set of outcomes, but future research using 
state administrative data could address subsequent questions 
of import to policy/practice. For instance, longitudinal panel 
data tracking teachers over time could assess whether the 
same teacher had different outcomes (most likely mobility, 
but potentially supplemental pay and other outcomes) in 
response to changes in their race-gender congruence with 
their principal, either because the teacher switched schools 
or their school changed principals.

Our finding that racial congruence was more salient for 
Black teachers shows that the benefits of representation are 
not equally distributed. Subsequent studies could disaggre-
gate by grade level because female principals are concentrated 
in elementary schools, and by region because prior research 
has found higher salience of racial congruence in the South 
(Viano & Hunter, 2017). Although we integrated intersection-
ality theory, future work might explore the utility of other 
critical theories to explore this complexity and integrate more 
identities that could influence principal-teacher relationships, 
such as sexual orientation, country of origin/nationality, able-
ism, and age. As we recognize that racism, inequality, and 
power have not been systematically integrated into public 
administration studies, it is incumbent on future studies guided 
by RB theory to recognize complex identities and dynamics 
among those of similar and different identities.
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Notes

1. We use the term minoritized throughout the paper instead 
of the term minority to recognize that minority status is socially 
constructed, context-specific, and, therefore, something that is 
imposed upon certain populations, as opposed to their identity 
(Gillborn, 2005).

2. We often use the language of male or female-identifying to 
recognize the distinction between biologically determined sex and 
socially constructed gender. Our data were self-reported, so they 
represent the gender selected by each respondent, but relationships 
among individuals might be more reflective of perceived gender 
identity than actual gender identity.

3. Throughout the paper, we refer solely to race instead of race 
and ethnicity. Although Hispanic is often considered an ethnicity 
separate from racial identities, such as White and Black, this dis-
tinction is intellectual in origin, with only a small proportion of 
those who identify as Hispanic also having a separate racial identity 
(see Viano & Baker, 2020). Therefore, in this study, we refer solely 
to race, including Hispanic, instead of separating race and ethnicity.

4. We use the term Hispanic to reflect the language from the sur-
vey data analyzed in this study while recognizing that this term is 
not necessarily salient to those with ethnic origins in Latin America 
(Mora, 2014).

5. The major differences between SASS and NTPS were in the 
sampling designs. SASS was designed to produce state-level esti-
mates, while NTPS was not. NTPS did not include private school 
data collection, and SASS included charter schools as a separate 
strata (NTPS included charters, but not as a separate strata). None 
of these differences affected our analyses because we excluded pri-
vate schools, and inferences were made within school.

6. NCES filled in missing data on SASS and NTPS as part of 
its data-preparation process prior to finalizing data sets. They first 
filled in missing data by using logic edits, which included informa-
tion that could be gathered from other surveys in the same school 
or from the sampling frame. Second, missingness was filled in by 
using hot-deck imputation. Third, if items were still missing after 
the first two steps, the data were filled in by using mean or mode of 
item values for similar respondents. Fourth, in cases where the first 
three steps were unsuccessful, analyst imputation methods were 
used. For more information, see Goldring et al. (2020).

7. We estimated models with binary outcomes (moving, leaving, 
coaching) by using OLS instead of a logistic regression approach. 
This approach is supported by simulation work showing that linear 
probability models with FE are more accurate than logistic regres-
sion with FE when dependent variables have less than 25% of obser-
vations being recorded as “1” (Timoneda, 2021). We also estimated 
the results by using a logistic regression model, with the results 
available in Appendix Table A2. The results were qualitatively 
very similar, with only a few small differences in statistical signifi-
cance and a negative, statistically significant coefficient on moving 
schools for congruence for Black female teachers (i.e., they were 
less likely to move schools when they had Black female principals).

8. The data were collected as cross sections and analyzed as 
such. A subsample of schools was selected by random chance to 
be in more than one wave of SASS/NTPS survey administration, 
but this sample was not specifically part of the analytical strategy 
of this study due to the very low sample size of schools in more 
than one wave of SASS administration that experienced a switch in 
principal race or gender across survey administrations.
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Supplemental material for this article is available online.
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