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Título: Teacher Emotion Inventory: validación en una muestra de profe-
sorado español. 
Resumen: Antecedentes: La escala Teacher Emotion Inventory (TEI) es 
un instrumento que evalúa emociones discretas experimentadas por el 
profesorado en el proceso de enseñanza-aprendizaje. El objetivo de este 
estudio es examinar las propiedades psicométricas de la versión breve 
española de la escala Teacher Emotion Inventory (TEI-BSV) en una 
muestra de 567 profesores (65.5% son mujeres), con edades compren-
didas entre 25 y 65 años (M = 46.04; DT = 9.09). Método: Tras su adap-
tación mediante traducción inversa, el profesorado completó una bate-
ría que incluía el TEI-BSV, un cuestionario de inteligencia emocional, 
dos escalas de bienestar subjetivo, una escala sobre burnout y una escala 
sobre engagement. Resultados: Los resultados mostraron una consistencia 
interna adecuada de las subescalas del TEI-BSV. Los análisis factoriales 
(exploratorio y confirmatorio) proporcionaron pruebas de que el TEI-
BSV tiene una estructura de cuatro factores con un buen ajuste, frente a 
la estructura de cinco factores original. Se han hallado evidencias de va-
lidez convergente, así como de validez criterial e incremental del TEI-
BSV. Conclusiones: el TEI-BSV podría ser una herramienta útil para la 
evaluación ecológica de las emociones discretas del profesorado en su 
contexto laboral. 
Palabras clave: Emociones. Profesorado. Inteligencia emocional. 
Burnout. Bienestar. 

  Abstract: Background: The Teacher Emotion Inventory (TEI) scale is 
an instrument that evaluates discrete emotions experienced by teachers 
in the teaching-learning process. The aim of this study was to examine 
the psychometric properties of the brief Spanish version of the Teacher 
Emotion Inventory scale (TEI-BSV) using a sample of 567 teachers 
(65.5% women), aged between 25 and 65 years (M = 46.04; SD = 9.09). 
Methods: After adaptation through back-translation, the teachers com-
pleted a battery of tests included in the TEI-BSV: an emotional intelli-
gence questionnaire, two subjective well-being scales, a burnout scale 
and a scale on engagement. Results: The data revealed adequate internal 
consistency of the TEI-BSV subscales, and exploratory and confirma-
tory factor analyses provided evidence that the TEI-BSV has a four-
factor structure with good adjustment, as opposed to the original five-
factor structure proposed. There was evidence of convergent validity of 
the TEI-BSV, as well as criterion and incremental validity. Conclusions: 
The TEI-BSV could be a useful instrument for the ecological assess-
ment of teachers' discrete emotions in the context of their workplace. 
Keywords: Emotions. Teachers. Emotional intelligence. Burnout. 
Well-being. 

 

Introduction 

 
According to Dukes et al. (2021), it seems reasonable to 
assume that having overcome the presumed protagonist 
of behaviourism and cognitivism, we have now entered an 
affective era, given that most psychological research is in-
tegrating into its explanatory and predictive models of 
human behaviour affective variables, such as: moods; 
emotions; or emotional intelligence (EI). In line with this 
apparent emotional zeitgeist, numerous studies in educa-
tional psychology are experiencing a shift in terms of at-
tention towards the affective sphere (e.g., Cejudo et al., 
2016; Peláez-Fernández et al., 2022; Uitto et al., 2015). In 
fact, there has been an increase in research into the influ-
ence of emotional processing on teacher’s professional 
performance in the last decade (e.g., Cejudo & López-
Delgado, 2017; Chen & Cheng, 2022; Martínez-Saura et al., 
2022; Uitto et al., 2015). 

Teachers constantly experience emotional demands from 
families, colleagues and students (Hargreaves, 1998; Schutz, 
2014; Yin et al., 2019), and their own emotions influence 
how they respond to these, and their own behaviour (Ha-
genauer & Volet, 2014). These responses in turn have an 
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impact on the teaching quality (Hosotani & Imai-
Matsumura, 2011) and they also affect student learning 
(Ronfeldt et al., 2013). In addition, there is abundant re-
search indicating that emotions also affect job satisfaction 
and a teacher’s professional development (Chen et al., 2020; 
Mérida-López et al., 2020; Schutz, 2014). Thus, emotions 
may be closely associated with job satisfaction if they are 
mainly of a positive hedonic tone (pleasant), or they may be 
related to a risk of burnout if they are mostly of a negative he-
donic tone (unpleasant) (King & Chen, 2019; Mérida-López 
& Extremera, 2017; Schutz, 2014). In this sense, there is 
considerable concern regarding the emotional burnout of 
teachers due to the educational and socioeconomic conse-
quences of this (Dicke et al., 2018). 

Teachers who are less competent in recognizing and 
regulating their emotions appear to more negatively inter-
pret their environment and their perception of self-
efficacy, and hence, they may feel maladapted to the edu-
cational system (Castillo-Gualda et al., 2017). Recent stud-
ies demonstrated that positive emotional attitudes like en-
gagement predict relevant outcomes such as teacher effi-
cacy, satisfaction and well-being (Mérida-López et al., 
2020). 

Among the studies into education and emotions, the 
contributions of Schutz and Pekrun (2007) stand out. In 
fact, except for the pioneering work of Hargreaves (1998; 
2001), the publication of the manual Emotion in Education 
can perhaps be considered a milestone in this field (Schutz & 
Pekrun, 2007). The subsequent manual produced by Schutz 
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and Zembylas (2009) represents a second milestone, after 
which the handbook focusing on the role of emotions in 
learning was published by Pekrun and Linnenbrink-Garcia 
(2014), as well as an article that centres on teacher’s emo-
tions (Schutz, 2014). Interest in this field was further con-
solidated in the following year with the publication of a 
prominent review article (Uitto et al., 2015). It should be 
noted that no theoretical framework integrates all aspects of 
this field beyond the work of Pekrun & Linnenbrink-Garcia 
(2014) and those that focus on EI (e.g., Petrides & Furnham, 
2001). Concretely, Petrides & Furnham (2001) define EI as a 
"personality trait" that involves a gamut of emotional self-
perceptions located within the lower echelons of personality 
hierarchies. In this sense, EI is a variable personality trait 
that conditions the experiences of different affective states 
(frequency and intensity) and as such, these studies may pro-
vide an integrating theoretical framework for many aspects 
of these emotional aspects of teaching, reviewed by Uitto et 
al. (2015). Some meta-analyses have confirmed the positive 
relationship between EI and well-being in adults (Sánchez-
Álvarez et al., 2015) and similarly, some studies confirm the 
positive relationships between EI and engagement, as well as 
the negative relationships with burnout (Xing, 2022). 

To date, considerable quantitative empirical research has 
focused on mood states (positive or negative affectivity) and 
on the emotional status of teachers, such as engagement, 
stress or burnout, or on EI. However, quantitative empirical 
research on discrete teacher emotions remains scarce (Fren-
zel et al., 2014). Indeed, most of these studies have been 
largely qualitative, based largely on the use of semi-
structured interviews (e.g., Hargreaves, 2001; Schutz et al., 
2020). 

A range of scales are available to assess mood states 
(e.g., PANAS) and discrete emotions (e.g., POMS) in psy-
chological research, although these instruments are not 
contextualized to the teaching environment. However, a 
teacher’s emotions are not isolated within the individual 
but they are influenced by their environment, they involve 
person-environment interactions, they exist in a socio-
historical context and they involve dynamic transactions 
that occur in relations to specific emotional episodes 
within the school microsystem (e.g., Hargreaves, 2001; 
King & Chen, 2019). Therefore, it is not so much a matter 
of assessing if a teacher feels nervous in general or when 
faced with the need to resolve a conflict in the classroom, 
nor is it a matter of defining if the teacher’s mood is gen-
erally good but rather, it is necessary to determine if these 
are common reactions to their students. In other words, 
the assessment of a teacher’s specific emotions requires 
focusing on the emotions "experienced" in the context of 
teaching. 

In 2016, two self-report scales were published that 
could help offset the qualitative preponderance when 
studying the emotions of teachers. The first was the 
Teachers Emotions Scale (TES; Frenzel et al., 2016), 
which has 12 items aimed at assessing three discrete emo-

tions in teachers: enjoyment, anger, and anxiety. By con-
trast, the Teacher Emotion Inventory (TEI; Chen, 2016) 
has 26 items that address five discrete emotions in teach-
ers: enjoyment, anger, fear, love, and sadness. The current 
study is focused on the brief Spanish version (TEI-BSV). 

The purpose of the research was to adapt and validate 
the TEI questionnaire (Chen, 2016) to the Spanish-
speaking context. The specific aims of this study were: (1) 
to test the factorial validity and internal consistency of the 
instrument (TEI-BSV); (2) to explore the correlations be-
tween the TEI-BSV, and the affective and cognitive com-
ponents of subjective well-being, as evidence of conver-
gent validity; (3) to test the predictive power of the TEI-
BSV for burnout and engagement as evidence of validity; 
and (4) to examine the incremental validity of the TEI-
BSV on the variables burnout and engagement, over and 
above the predictive power of EI. 

Consequently, the following hypotheses were postu-
lated: 

Hypothesis 1 (H1): The TEI-BSV will exhibit the orig-
inal factor structure of five factors correlated into two 
groups of positive and negative emotions. 

Hypothesis 2 (H2): The scales of the TEI-BSV will 
show adequate internal consistency. 

Hypothesis 3 (H3): The TEI-BSV will show conver-
gent validity with both the hedonic or affective compo-
nent, as well as with the cognitive or evaluative compo-
nent of subjective well-being. 

Hypothesis 4 (H4): The TEI-BSV will exhibit criterion 
validity in predicting burnout and engagement. 

Hypothesis 5 (H5): The TEI-BSV will exhibit incre-
mental validity in predicting burnout and engagement rel-
ative to the EI trait as a rival predictor. 

 

Methods 
 
Design 
 
According to Montero & León (2005) the current study 

is an instrumental study. 
 
Participants 
 
The study was carried out on a sample of 567 teachers 

from public and subsidized schools in Castilla-La Mancha 
(CLM) who worked in different stages of the education 
system: Early Childhood Education (ECE), Primary Edu-
cation (PE), and Compulsory Secondary Education 
(CSE). The participants were selected by non-probabilistic 
sampling of an incidental or accessibility type. Among the 
participants, 280 teachers (49.7%) worked in an urban 
context within CLM (>10,000 inhabitants) and 283 teach-
ers (50.3%) in a rural context (<10,000 inhabitants). The 
sample was distributed among state schools (549 teachers; 
96.8%) and subsidized schools (18 teachers; 3.2%). In 
terms of the stage of education, 71 teachers work in ECE 
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(12.4%), 241 in PE (42.5%) and 256 in CSE (45.1%). The 
experience of the teaching staff ranged from 5 years (61 
teachers; 11.6%), to between 6 and 15 years (114 teachers, 
21.7%) and >15 years (351 teachers; 66.7%). In terms of 
sex, 371 of the teachers were women (65.5%) and 196 
men (34.5%). Finally, the age of the participants ranged 
from 25 to 65 years old (M = 46.04; SD = 9.09).  

 
Instruments 
 
Teacher Emotion Inventory (TEI; Chen, 2016). This scale as-

sesses the emotions experienced by teachers in the teach-
ing/learning environment. It consists of 26 items distributed 
into five dimensions: two dimensions related to positive 
emotions (joy and love) and three dimensions related to neg-
ative emotions (sadness, anger and fear). Responses are pro-
vided using a 6-point Likert-type scale, where 1 is "never" and 
6 is "almost always", and it is a scale proven to have adequate 
validity and reliability (Chen, 2016): joy (α = .90), love (α 
=.73), sadness (α =.86), anger (α =.87) and fear (α =.86). 

Positive Affect and Negative Affect Scale (PANAS; Watson et 
al., 1988; adapted to Spanish by Sandín, 2003). This scale 
evaluates positive affect (PA) and negative affect (NA), con-
stituting an indicator of the affective component of subjec-
tive well-being. It consists of 20 items assessed on a 5-point 
Likert-type scale, where 1 is "very little or not at all" and 5 is 
"always or almost always". There is evidence that PANAS has 
adequate factorial validity and reliability (Sandín, 2003): (α = 
.73) for PA and (α =.74) for NA. The reliability of this in-
strument in the present study was (α = .84) for PA and (α = 
.86) for NA. 

Satisfaction With Life Scale (SWLS; Diener et al., 1985; 
adapted to Spanish by Atienza et al., 2000). This scale evalu-
ates the cognitive component of subjective well-being. It is 
composed of 5 items that are scored on a Likert-type scale in 
which 1 is "strongly disagree" and 5 is "strongly agree". The evi-
dence shows SWLS has an adequate structural validity and 
reliability (α = .87: Diener et al., 1985). The reliability of this 
instrument in the present study was α = .85. 

Trait Emotional Intelligence Questionnaire-Short Form 
(TEIQue-SF; Petrides & Furnham, 2003; adapted to Spanish 
by Pérez, 2003). This questionnaire assesses EI as a trait and 
it is composed of 30 items, the responses to which are col-
lected through a 7-point Likert-type scale where 1 is "com-
pletely disagree" and 7 is "completely agree. The TEIQue-SF has 
evidence of adequate factorial validity and reliability (α = .88) 
(Petrides & Furnham, 2003). The reliability of this instru-
ment, in the current study, was α = .85.  

Maslach Burnout Inventory (MBI; Maslach & Jackson, 
1986; the Spanish version of Seisdedos, 1997 was used). This 
instrument evaluates the syndrome of being burned out at 
work. It is composed of 22 items that are divided among 
three dimensions: burnout, depersonalization and self-
fulfilment. A 6-point Likert-type scale is used to score each 
item, where 0 equals "never" and 6 equals "every day". There is 
evidence of adequate factorial validity and reliability of the 

MBI: emotional exhaustion (α = .90), depersonalization (α = 
.79) and personal fulfilment (α = .71) (Maslach & Jackson, 
1986). The reliability of this scale in the present study was (α 
= .83) in personal fulfilment, (α = .63) in depersonalization 
and (α = .84) in exhaustion. 

The Utrecht Work Engagement Scale (UWES; Schaufeli et al., 
2006; the Spanish version by Salanova & Schaufeli, 2000 was 
used). This scale is used to assess work engagement and it is 
comprised of 17 items divided among three factors: vigour, 
dedication and absorption. The responses are collected using 
a 7-point Likert-type scale where 0 is "never" and 6 is "always", 
and the UWES has adequate structural validity and reliability: 
vigour (α = .82), dedication (α =.89) and absorption (α =.83) 
(Schaufeli et al., 2006). The reliability of this scale in the pre-
sent study was α = .83 for vigour, α = .84 for dedication and 
α = .76 for absorption. 

 
Procedures 
 
The validation of the TEI-BSV was first carried out in 

accordance with the guidelines for instrument adaptation 
(Zenisky & Hambleton, 2012). As such, a Spanish translation 
was obtained from a native English speaker fluent in Spanish 
and this was then back translated by another freelance trans-
lator. Finally, the original and translated items were analysed, 
and the final content of the instrument was agreed upon by 
the authors. 

The present study was approved by the Ethics Commit-
tee on Social Research at the University of Castilla-La Man-
cha (CEIS-646208-H2X8), within the framework of a na-
tional research project (PID2020-115624RA-I00). It also 
complied to the international ethical criteria laid out in the 
Helsinki Declaration. Appropriate measures were taken to 
ensure complete confidentiality of the participants' personal 
data, in accordance with the Organic Law 3/2018, of De-
cember 5th on Personal Data Protection and the guarantee of 
digital rights. 

Finally, once the content of the TEI-BSV had been de-
fined and agreed upon, the management teams at each of the 
centres was contacted, and the instruments were adminis-
tered on paper in a confidential manner. Informed consent 
was provided by the teaching staff prior to completing the 
questionnaires. 

 
Data Analysis 
 
All the statistical analyses were carried out using the 

SPSS Statistical Package (IBM, 2016). To analyse the internal 
structure of the TEI-BSV, a cross-validation strategy was 
employed having divided the sample into two random 
groups. In the first sample (n = 200), an exploratory factor 
analysis (EFA) was performed and given that certain rela-
tionships between the resulting factors was assumed, an 
oblique rotation was chosen in accordance with earlier rec-
ommendations (Kline, 1994). For this, the Promax rotation 
method was used and with a value of k = 3, in accordance 
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with the indications of  Hendrickson & White (1964). The 
rest of the sample (n = 367) was subjected to a confirmatory 
factor analysis (CFA) performed with AMOS 22 and using 
the maximum likelihood method. Model fit was tested with 
the χ2/df, comparative fit index (CFI), Tucker Lewis index 
(TLI), normalised root mean square residual (SRMR) and 
root mean square error of approximation index (RMSEA), 
with values of χ2/df < 5.0; those of CFI and TLI > .90; and 
SRMR and RMSEA < .05, indicating a good fit (Kline, 
2015).  

To determine the internal consistency, Cronbach's alpha 
(α) was calculated. A Pearson correlation was used to analyse 
the evidence of convergent validity, with the relationship of 
each subscale with subjective indicators of well-being in the 
cognitive and affective component, and with EI, studied. To 
obtain evidence of criterion validity, the relationship of each 
of the subscales with indicators of burnout, engagement and 
life satisfaction was analysed by multiple regression. Finally, 
to obtain evidence of incremental validity, hierarchical mul-
tiple regressions were used to examine whether the adapted 
scale added predictive power (variance explained) to that 
previously expected in order to show EI as the sole predictor 
of burnout or engagement. 

 

Results 
 

Exploratory Factor Analysis (EFA) 
 
From the data obtained, we first calculated the Kaiser-

Meyer-Olkin index (.84) and applied Bartlett's test of sphe-

ricity [χ2 (253) = 3101.9; p < .001]. After parallel analysis of 
the polychoric correlation matrix, the appropriate number of 
factors to be extracted was estimated to be four. The factor 
analysis derived from the factor solution revealed that this 
four-factor structure explained 48.38% of the total variance 
of the questionnaire. It was decided to remove the smallest 
factor loadings (< .40) and items that presented factor load-
ings associated with two or more factors (Nunnally & Bern-
stein, 1994), such that the results of the EFA defined four 
factors with the following structure (see Table 1):  

Factor 1 (Love or affiliation): represented by items 9, 12 
and 13. This factor is described as implication in the teaching 
profession and caring for the students. 

Factor 2 (Happiness or enjoyment): represented by items 
1, 2, 3, 5, 6 and 7. This factor reflects the joy felt by teachers 
through their positive interactions with students, colleagues 
and administrators. 

Factor 3 (Anger or indignation): represented by items 8, 
10 and 11. This factor is described as the anger felt by teach-
ers at being treated unfairly by society and the pressure im-
posed by the bureaucracy surrounding education. 

Factor 4 (Fear or stress): represented by items 4, 14, 15 
and 16. This factor represents the fear related to student 
problems, excessive family expectations, and family and 
work conciliation. 

 
Table 1 
CFA factor loadings for the TEI-BSV scores in the first sample (n = 200). Configuration matrix 

 Factor I Factor II Factor III Factor IV 

Item 1: I love my job because I see how the next generation matures, which is different from other jobs.  .463   

Item 2: I am motivated by caring for my students.  .565   

Item 3: I am concerned about how to improve engagement and the success of my students.  .577   

Item 4: I feel pressured by the imbalance between my life and work.    .445 
Item 5: I am proud when I see my student’s progress.  .685   

Item 6: I am happy that my students enjoy my teaching.  .741   

Item 7: I am fascinated when my students participate in my teaching.  .743   

Item 8: I am outraged when society and/or the government blames teachers for no reason.   .787  

Item 9: I love my job because it is a profession that is respected and well-considered within our society. .593    

Item 10: I become angry when society and/or the government does not understand teachers.   .756  

Item 11: I feel disappointed when I do not get what I feel I deserve.   .499  

Item 12: I love my job because the salary is decent. .587    

Item 13: I am motivated by the support of my peers and superiors. .535    

Item 14: I feel pressured by the high expectations of parents.    .616 
Item 15: I feel pressured when time becomes short due to excessive work.    .557 
Item 16: I feel pressured when my students don’t accept my new teaching style, which is in line with new 
policy reforms (curriculum reform). 

   .677 

%Var 20.62 14.99 7.15 5.62 
% Ac.Var.  20.62 35.61 42.76 48.38 
Note. These results are the result of a CFA performed according to the principal axis extraction method and the Promax-type oblique rotation method with k 
= 3; Items with a factor loading <.40 and items with factor loadings on two or more factors were omitted; Factor I: Love; Factor II: Happiness; Factor III: An-
ger; Factor IV: Fear. 
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Confirmatory Factor Analysis (CFA) 
 
We performed a CFA on the second sample (n = 367), 

although the first model did not show a good fit (Table 2). 
Subsequently, items 1, 3, 4 and 11 were eliminated as these 

presented correlations below .40 with their factor. As a re-
sult, a good fit of the factor structure model was obtained 
(see Table 2). The objective factor loadings of the items 
ranged from .51 to .82 and all were statistically significant 
(see Figure 1). 

 

Table 2 
Features of the CFA model 

  χ2 df χ2/ df RMSEA SRMR CFI NFI TLI 

Model 1 280.228 88 3.18 .062 .074 .895 .856 .857 
Model 2 83.237 52 1.60 .033 .023 .980 .948 .969 

 
Figure 1  
Results of the CFA (model 2) for TEI-BSV (n = 367) 

 
 

Reliability and Associations among the TEI-BSV 
subscales 
 
The subscales showed satisfactory internal consistency, 

with Cronbach's α ranging from .79 to .68 (Table 3). 
The correlations between the love and happiness sub-

scale scores were positive, as were the correlations between 
the scores in the anger and fear subscales. It is noteworthy 
that there were no significant relationships between the sub-
scales representing PA (love and happiness) and the sub-
scales representing NA (anger and fear). 
 
Table 3 
Correlations between the different subscales of the TEI-BSV: descriptive statistics and in-
ternal consistency 

Subscales 1 2 3 4 M (SD) Α 

Happiness -    22.38 .76 
Love .23* -   12.37 .68 
Anger -.05 -.09 -  13.45 .70 
Fear -.08 -.02 .39* - 9.78 .79 

Note. *p < .05; **p < .001. 
 
 
 
 

Evidence of Convergent Validity 
 
In the first place, the love and happiness factor scores 

were positively correlated with PA (Table 4), while anger and 
fear factor scores were positively correlated with NA. More-
over, love and happiness correlated positively with life satis-
faction, while anger and fear correlated negatively with this 
factor. The EI trait correlated positively with love and hap-
piness, and negatively with anger and fear. 
 
Table 4  
Correlations between the different subscales of the TEI-BSV and other variables of inter-
est 

Subscales Love  Happiness Anger  Fear 

Positive Affect (n = 355) .33* .42* .02 -.04 
Negative Affect (n = 355) -.04 -.04 .29** .45* 
Life Satisfaction (n = 360) .15* .29* -.16** -.29* 
Emotional Intelligence trait (n = 280) .17* .30* -.12** -.26* 
Burnout (n = 562) -.15* -.19* .27** .50* 
Depersonalization (n = 562) -.03 -.30* .04 -.16* 
Self-Realization (n = 562) .27* .41* -.04 -.16* 
Vigour (n = 559) .24* .33* -.04 -.15* 
Dedication (n = 559) .31* .43* -.03 -.12* 
Absorption (n = 559) .20* .31* -.04 -.03 
Note: *p < .05; **p < .001. 
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Evidence of Criterial Validity  
 
Firstly, the absence of multicollinearity problems was 

tested (tolerance values < .20; VIF > 4.00).  
For each of the multiple regression analyses (Table 5), 

the TEI-BSV subscales were used as predictor variables, 
while the scores in the burnout and the engagement sub-
scales were used as criterion variables. Accordingly, the TEI-
BSV explained between 8-29% of the variance in burnout 
and between 11-23% of the variance in engagement. 

 
Table 5 
Analysis of the multiple regressions 

TEI-BSV subscale 

Burnout Depersonalization Self-Realization  Vigour Dedication  Absorption 

F(4,529) = 54.007***;  
R2

adj = .29 
F(4,529) = 13.123***;  

R2
adj = .08 

F(4,529) = 36.110***; 
R2

adj = .21 
F(4,525) = 22.859***; 

R2
adj = .14 

F(4,525) = 39.835**;  
R2

adj = .23 
F(4,525) = 17.763***; 

R2
adj = .11 

 β t β t β t β t β t β t 

Happiness -.140 -3.651*** -.281 -6.495*** .362 8.994*** .280 6.633*** .374 9.346*** .293 6.818*** 
Love  -.128 -3.405*** .036 .852 .196 4.948*** .178 4.277*** .226 5.756*** .136 3.229*** 
Anger .131 3.233*** .054 1.185 -.069 -1.620 -.059 -1.239 -.086 -2.033* -.112 -2.448* 
Fear .428 10.671*** .089 1.971* -.086 -2.032* -.101 -2.282* -.047 -1.117 .036 .797 
Note. *p < .05; **p < .001. 

 
Evidence of Incremental Validity  
 
First, we again ensured the absence of multicollinearity 

problems (tolerance values < .20; VIF > 4.00). From the re-
sults of the hierarchical regressions (Table 6), Model 1 shows 
the predictive power of the EI trait with respect to the burn-
out and engagement scales, which was significant in all cases. 
In this model, using the EI trait as the only predictor ex-
plained between 5-16% of the variance for burnout, and be-
tween 5-18% of the variance for engagement. Subsequently, 
Model 2 in the aforementioned table presents the results of 
adding the four TEI-BSV scales as additional predictor vari-
ables to the multiple regression model along with the EI 
trait. With this set of five predictors (i.e., the overall 
TEIQue-SF score plus the four TEI-BSV scores), more of 

the variance in the six regressions was explained, with the 
variance of burnout explained rising to the range of 7-31%, 
and that of engagement rising to 13-30%. 

In Model 2 for burnout as a criterion variable, among the 
scales of the TEI-BSV, only anger was shown to be a signifi-
cant predictor of burnout. Likewise, only happiness was a 
significant predictor of depersonalization. Finally, both hap-
piness and love are shown to be significant predictors of 
self-fulfilment in the presence of the EI trait as a rival pre-
dictor. 

In Model 2 for engagement as a criterion variable, among 
the TEI-BSV scales, both happiness and love were signifi-
cant predictors of vigour, dedication and absorption in the 
presence of trait EI as a rival predictor. 

 
Table 6 
Hierarchical regression analyses 

Model 1 
Burnout Depersonalization Self-Realization Vigour Dedication Absorption 

F(1,277) = 28.996*** F(1,277) = 15.203*** F(1,277) = 53.637*** F(1,275) = 51.940*** F(1,275) = 61.572*** F(1,275) = 15.899*** 
 R2 β t ΔR2 R2 β t ΔR2 R2 β t ΔR2 R2 β t ΔR2 R2 β t ΔR2 R2 β t ΔR2 

EIT .091 -.308 -.5.385*** .095 .049 -.228 -3.899*** .052 .159 .403 7.324*** .162 .158 .401 7.207*** .161 .181 .428 7.847*** .183 .052 .235 3.987*** .055 

Model 2 

Burnout Depersonalization Self-Realization Vigour Dedication Absorption 

F(1,277) = 16.778***; 
R2 = .221; ΔR2 =140 

F(1,277) = 28.996***; 
R2 = .074; ΔR2 = .039 

F(1,277) = 28.996***; 
R2 = .305; ΔR2 = .155 

F(4,270) = 28.996***; 
R2 = .217; ΔR2 = .070 

F(4,270) = 16.062***; 
R2 = .304; ΔR2 = .133 

F(4,270) = 8.871***; 
R2 = .126; ΔR2 = .087 

 β t β t β t β t β t β t 

EIT -.177 -3.502** -.169 -2.679** .263 4.812*** .304 5.148*** .315 5.714*** .148 2.375** 
Happiness -.053 -.922 -.206 -3.292** .316 5.816*** .214 3.683*** .270 4.937*** .244 3.940*** 
Love  -.089 -1.621 .084 1.395 .203 3.897*** .128 2.300** .214 4.077*** .134 2.269** 
Fear .101 1.769 .022 .350 -.081 -1.513 -.034 -.597 -.028 -.517 -.078 -1.271 
Anger .327 5.631*** .033 .517 .005 .087 -.032 -.547 .042 .760 .073 1.173 

Note. EIT = Emotional Intelligence Trait; * = p < .05; ** = p < .001. 

 

Discussion 
 
The main objective of this study was to adapt the TEI ques-
tionnaire (Chen, 2016) to a Spanish-speaking context and to 
study its internal consistency and the evidence of factorial, 
convergent, criterion and incremental validity. As a result, an 
abridged version of of the TEI in Spanish was prepared, 
with 12 items, for which sufficient evidence of structural va-
lidity, reliability, convergent validity, criterion validity and in-
cremental validity was obtained. 

Regarding factorial validity, the results of the EFA and 
CFA did not corroborate the original factor structure of the 
TEI (Chen, 2016) when applied in an abridged form to 
Spanish teachers. The EFA and the CFA showed that the 
TEI-BSV has a four-factor structure, with these four factors 
grouped in pairs according to their interrelationships: a pair 
of positive emotions (love and happiness) and another pair 
of negative emotions (anger and fear). Indeed, these pairings 
are consistent with Watson & Tellegen's classic model of af-
fect (1985). Positive and moderate relationships were evident 
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between the subscales assessing love and happiness, and be-
tween the anger and fear subscales. Importantly, the love and 
joy subscales are not significantly related to the anger and 
fear subscales, which might reinforce the idea of the bifactor 
model of affect (PA and NA). Watson & Tellegen (1985) in-
dicated that these two factors do not represent polar oppo-
sites or dimensions with negative correlations between them 
but rather, they actually constitute two independent and un-
correlated dimensions of affect. 

The results regarding the factorial structure diverge from 
those presented previously (Chen, 2016) and they may reflect 
slight cultural differences in the meanings attributed to adjec-
tives that refer to mood states (Quirin et al., 2018). Indeed, 
differences between Eastern and Western populations have 
been confirmed, with subtle cultural differences in the pro-
cessing of emotional information (Fernández-Berrocal et al., 
2005) and in emotional regulation strategies (Butler et al., 
2007; Nozaki, 2018). Nevertheless, another reason to explain 
the discrepancy between our 4-factor structure and Chen's 
(2016) 5-factor structure is the fact that his criteria for fitting 
the CFA model were considerably less restrictive than those 
considered by us. Specifically, Chen (2016) considered as ap-
propriate his 5-factor model of the TEI by accepting as suf-
ficient the following values: RMSEA = .062; χ2/ df = 6.15. 
This may imply some instability in the factor structure origi-
nally reported (Chen, 2016), which might be confirmed in 
other studies that replicate it. Thus, in light of the above we 
are unable to confirm our initial hypothesis, H1. 

The internal consistency analysis demonstrated appropri-
ate reliability indices for the four subscales of happiness, an-
ger and fear, meeting the standards desired for this type of 
instrument (Nunnally & Bernstein, 1994). However, the sub-
scale addressing a love produced only acceptable reliability (α 
= .68) relative to earlier results (Chen, 2016; 2018). As such, 
the second hypothesis (H2) was confirmed. 

There was evidence of convergent validity of the TEI-
BSV as significant correlations were evident with all the 
measures studied in the expected directions. In particular, 
this was reflected by the convergence with the subjective 
well-being scales, i.e. with the PA and NA scales used as in-
dicators of hedonic/affective subjective well-being. Similarly, 
there was convergence with the life satisfaction scale as an 
indicator of the cognitive/evaluative component of subjec-
tive well-being. As a result, the third hypothesis (H3) is con-
firmed. 

Both life satisfaction and the EI trait were positively cor-
related with the love and happiness subscales, and negatively 
with the anger and fear subscales. Significant negative associ-
ations were found between the love and happiness subscales 
and the burnout dimension. Conversely, significant positive 
associations were observed between the anger and fear sub-
scales and the burnout dimension. Finally, significant posi-
tive associations were found between the love and happiness 
subscales and the engagement dimension. In addition, the 
anger and fear factor scores were negatively correlated with 
the vigour and dedication subscales. Likewise, and as hy-

pothesized, evidence of concurrent criterion validity was also 
obtained. Thus, the TEI-BSV appears to have predictive 
power with respect to the three dimensions of burnout and 
of engagement, such that H4 is confirmed. 

Multiple regression analyses revealed that the TEI-BSV 
subscales explained a significant proportion of the variance 
in burnout and self-fulfilment, and to a lesser extent deper-
sonalization. The fear subscale explained the largest variance 
in the exhaustion subscale, while the happiness subscale ex-
plained the greatest variance in the self-fulfilment subscale. 
The results also revealed that the TEI-BSV subscales ex-
plained a significant proportion of vigour, dedication and, to 
a lesser extent, absorption. The fear subscale accounted for 
the largest variance in the exhaustion subscale, while the 
happiness subscale explained the largest variance in the en-
gagement subscales. 

In Model 2 of the hierarchical regression, EI was con-
firmed as a significant predictor of both burnout and en-
gagement scales as expected (Barreiro & Treglown, 2020; Fi-
orilli et al., 2019). Subsequently, when adding the TEI-BSV 
scales as predictors, the variance explained by the model in-
creased significantly in all six regressions, as witnessed by the 
incremental validity of the TEI-BSV with respect to the con-
solidated predictive power of the EI trait in predicting burn-
out and engagement. However, it should be noted that the 
fear subscale of the TEI-BSV was the only one that did not 
persist as a significant predictor in these hierarchical regres-
sions. As a consequence of the above, H5 is confirmed. 

A comparative examination of the results in Tables 5 and 
6 shows that the TEI-BSV showed higher criterion validity 
than the TEIQue-SF in predicting burnout and engagement. 
For example, EI explained only 10% of the variance in ex-
haustion as a single predictor, while the set of four TEI-BSV 
scales explained 29% of the variance in that same criterion 
variable. This pattern is repeated for the rest of the elements 
associated with burnout and engagement, with the exception 
of the prediction of vigour where the EI trait explained 16% 
of the variance and the TEI-BSV explained only 14% of the 
variance. Without doubt, these results validate the potential 
of the TEI-BSV for its use in future research on teachers' 
emotions, and their relationship with processes that trigger 
or maintain burnout and engagement. 

The present study has a series of limitations such as the 
use of convenience sampling. It would be convenient to car-
ry out random sampling to favour the possibility of making 
generalizations from the results. The number of female 
teachers doubles that of males and as such, an effort to bal-
ance the gender composition should be made, although it is 
important to note that our population reflects the current 
gender distribution of the teaching population in Spain. Fur-
thermore, the participation of the teaching staff in complet-
ing the questionnaires was completely voluntary and it is 
possible that the teachers who volunteered might be those 
who are more motivated when carrying out their work. From 
a psychometric point of view, it should be noted that the in-
struments used are self-report tests, which implies potential 
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bias in the results, such as acquiescence, social desirability or 
common method variance between predictors and criteria. 
The addition of tests employing heterologous assessments 
could enrich our results. 

In terms of future lines of research, it might be of inter-
est to explore the possible variables that mediate and moder-
ate these facets, such as gender. Moreover, the development 
of an emotional education program for teachers based on 
the diagnosis of emotional needs highlighted through studies 
with the TEI-BSV could be of particular value. 

The psychological, theoretical and practical implications 
of the present study are worthy of note. Firstly, while certain 
emotional states like burnout and engagement are related to 
personality factors such as EI, they are more closely related 
to a teacher’s emotional states during the practice of teach-
ing. Secondly, the TEI-BSV appears to be an interesting tool 
the sue of which could aid the understanding of the emo-
tional state of teachers, which in turn could help improve 
teacher training programmes. Thirdly, understanding the af-
fective-emotional state of teachers could prevent future dif-
ficulties in the performance of their professional tasks, as 
well as in their well-being and mental health. Fourthly, the 
TEI-BSV is an instrument that might drive the introduction 
of improvements into teaching-learning processes (Chen, 
2021). Finally, the TEI-BSV represents a short, reliable, valid 
and free instrument to study emotional states in teachers. 
 

Conclusions 
 

The TEI-BSV has adequate psychometric properties with a 
view to evaluating the emotional dimension of a teachers' 
work within the educational system in a Spanish-speaking 
context, which offers some advantages both in terms of re-
search and for application in educational centres. As indicat-
ed previously (Gosling et al., 2003), shorter instruments may 
favour the cooperation of certain populations, like teachers, 
who respond better to these than to more extended and te-
dious instruments. Indeed, given that the TEI-BSV evaluates 
emotions “strictly related” to the daily work context of 
teachers, it is well adapted to use in ecological studies of the 
emotional dynamics of teachers, for example following the 
Ecological Momentary Assessments approach (EMA) that 
has been very popular in recent years (Wrzus & Neubauer, 
2022). Using such an EMA approach, frequent evaluations 
are sought on the variables of interest in diagnostic studies 
or when evaluating interventions, thereby better understand-
ing subjective experiences and their possible dynamic varia-
tions over short periods of time. We believe that the TEI-
BSV is not only compatible with but ideal for use in EMAs. 

 

Complementary information 
 
Conflict of interest.- The authors declare no conflict of interest. 
Financial support.- No funding. 

 

References 
 

Atienza, F. L., Pons, D., Balaguer, I., & García-Merita, M. (2000). Propieda-
des Psicométricas de la Escala de Satisfacción con la Vida en Adoles-
centes [Psychometric Properties of  the Satisfaction with Life Satisfac-
tion Scale in Adolescents]. Psicothema, 12(2), 314–319.  

Barreiro, C. A., & Treglown, L. (2020). What makes an engaged employee? 
A facet-level approach to trait emotional intelligence as a predictor of  
employee engagement. Personality and Individual Differences, 159, 109892. 
https://doi.org/10.1016/j.paid.2020.109892 

Butler, E. A., Lee, T. L., & Gross, J. J. (2007). Emotion regulation and cul-
ture: Are the social consequences of  emotion suppression culture-
specific? Emotion, 7, 30-48. https://doi.org/10.1037/1528-3542.7.1.30 

Castillo-Gualda, R., García, V., Pena, M., Galán, A., & Brackett, M. A. 
(2017). Resultados preliminares del método RULER en la inteligencia 
emocional y el compromiso laboral de profesores Españoles [Prelimi-
nary results of  the RULER method on emotional intelligence and work 
engagement of  Spanish teachers]. Electronic Journal of  Research in Educa-
tion Psychology, 15(43), 641-664. 
https://doi.org/10.25115/ejrep.43.17068 

Cejudo, J., & López-Delgado, M. L. (2017). Importancia de la inteligencia 
emocional en la práctica docente: Un estudio con maestros [Importan-
ce of  emotional intelligence in teaching practice: A study with teachers]. 
Educational Psychology, 23(1), 29-36. 
https://doi.org/10.1016/j.pse.2016.11.001 

Cejudo, J., López-Delgado, M. L., & Rubio, M. J. (2016). Inteligencia emo-
cional y resiliencia: Su influencia en la satisfacción con la vida en estu-
diantes universitarios [Emotional intelligence and resilience: Their in-
fluence on life satisfaction in college students]. Anuario de Psicología, 
46(2), 51-57. https://doi.org/10.1016/j.anpsic.2016.07.001 

Chang, M.-L. (2009). An Appraisal Perspective of  Teacher Burnout: Exam-
ining the Emotional Work of  Teachers. Educational Psychology Review. 
https://doi.org/10.1007/s10648-009-9106-y 

Chen, H., Liu, F., Pang, L., Liu, F., Fang, T., Wen, Y., Chen, S., Xie, Z., 
Zhang, X., Zhao, Y., & Gu, X. (2020). Are You Tired of  Working amid 
the Pandemic? The Role of  Professional Identity and Job Satisfaction 
against Job Burnout. International Journal of  Environmental Research and 
Public Health, 17(24), Article 24. 
https://doi.org/10.3390/ijerph17249188 

Chen, J. (2016). Understanding teacher emotions: The development of  a 
teacher emotion inventory. Teaching and Teacher Education, 55, 68-77. 
https://doi.org/10.1016/j.tate.2016.01.001 

Chen, J. (2018). Exploring the impact of  teacher emotions on their ap-
proaches to teaching: a structural equation modelling approach. British 
Journal of  Educational Psychology, 89. https://doi.org/10.1111/bjep.12220 

Chen, J. (2021). Refining the teacher emotion model: Evidence from a re-
view of  literature published between 1985 and 2019. Cambridge Journal 
of  Education, 51(3), 327-357. 
https://doi.org/10.1080/0305764X.2020.1831440 

Chen, J., & Cheng, T. (2022). Review of  research on teacher emotion during 
1985–2019: A descriptive quantitative analysis of  knowledge produc-
tion trends. European Journal of  Psychology of  Education, 37(2), 417-438. 
https://doi.org/10.1007/s10212-021-00537-1 

Dicke, T., Marsh, H. W., Riley, P., Parker, P. D., Guo, J., & Horwood, M. 
(2018). Validating the Copenhagen Psychosocial Questionnaire 
(COPSOQ-II) Using Set-ESEM: Identifying Psychosocial Risk Factors 
in a Sample of  School Principals. Frontiers in Psychology, 9. 
https://doi.org/10.3389/fpsyg.2018.00584 

Diener, E., Horwitz, J., & Emmons, R. A. (1985). Happiness of  the very 
wealthy. Social Indicators Research, 16(3), 263-274. 
https://doi.org/10.1007/BF00415126 

Dukes, D., Abrams, K., Adolphs, R., Ahmed, M. E., Beatty, A., Berridge, K. 
C., Broomhall, S., Brosch, T., Campos, J. J., Clay, Z., Clément, F., Cun-
ningham, W. A., Damasio, A., Damasio, H., D’Arms, J., Davidson, J. W., 
de Gelder, B., Deonna, J., de Sousa, R., … Sander, D. (2021). The rise 



288                                                           Alba Rodríguez-Donaire et al. 

anales de psicología / annals of psychology, 2024, vol. 40, nº 2 (may) 

of  affectivism. Nature Human Behaviour, 5(7), Article 7. 
https://doi.org/10.1038/s41562-021-01130-8 

Fernández-Berrocal, P., Salovey, P., Vera Calzaretta, A., Extremera, N., & 
Ramos, N. (2005). Cultural influences on the relation between per-
ceived emotional intelligence and depression. International Review of  So-
cial Psychology, 18, 91-107. 

Fiorilli, C., Benevene, P., De Stasio, S., Buonomo, I., Romano, L., Pepe, A., 
& Addimando, L. (2019). Teachers’ Burnout: The Role of  Trait Emo-
tional Intelligence and Social Support. Frontiers in Psychology, 10. 
https://doi.org/10.3389/fpsyg.2019.02743 

Frenzel, A. C., Keller, M. M., Goetz, T., Pekrun, R., Hensley, L., Richardson, 
P. W., Karabenick, S., & Watt, H. M. G. (2014). Exploring Teacher Emo-
tions: A Literature Review and an Experience Sampling Study (P. W. Richard-
son, S. Karabenick, & H. M. G. Watt, Eds.; pp. 69-82). Ludwig-
Maximilians-Universität München. https://epub.ub.uni-
muenchen.de/61976/ 

Frenzel, A. C., Pekrun, R., Goetz, T., Daniels, L. M., Durksen, T. L., Becker-
Kurz, B., & Klassen, R. M. (2016). Measuring Teachers’ enjoyment, an-
ger, and anxiety: The Teacher Emotions Scales (TES). Contemporary Ed-
ucational Psychology, 46, 148-163. 
https://doi.org/10.1016/j.cedpsych.2016.05.003 

Geng, Y. (2018). Gratitude mediates the effect of  emotional intelligence on 
subjective well-being: A structural equation modeling analysis. Journal of  
Health Psychology, 23(10), 1378-1386. 
https://doi.org/10.1177/1359105316677295 

Gosling, S. D., Rentfrow, P. J., & Swann Jr., W. B. (2003). A very brief  meas-
ure of  the Big-Five personality domains. Journal of  Research in Personality, 
37, 504-528. https://doi.org/10.1016/S0092-6566(03)00046-1 

Guin, K. (2004). Chronic Teacher Turnover in Urban Elementary Schools. 
Education Policy Analysis Archives, 12(0). 
https://doi.org/10.14507/epaa.v12n42.2004 

Hagenauer, G., & Volet, S. E. (2014). “I don’t hide my feelings, even though 
I try to”: Insight into teacher educator emotion display. The Australian 
Educational Researcher, 41(3). 

Hargreaves, A. (1998). The emotional practice of  teaching. Teaching and 
Teacher Education, 14(8), 835-854. https://doi.org/10.1016/S0742-
051X(98)00025-0 

Hargreaves, A. (2001). Emotional geographies of  teaching. Teachers College 
Record, 103, 1056-1080. https://doi.org/10.1111/0161-4681.00142 

Hendrickson, A. E., & White, P. O. (1964). Promax: A Quick Method for 
Rotation to Oblique Simple Structure. British Journal of  Statistical Psychol-
ogy, 17(1), 65-70. https://doi.org/10.1111/j.2044-8317.1964.tb00244.x 

Hosotani, R., & Imai-Matsumura, K. (2011). Emotional experience, expres-
sion, and regulation of  high-quality Japanese elementary school teach-
ers. Teaching and Teacher Education, 27, 1039-1048. 
https://doi.org/10.1016/j.tate.2011.03.010 

King, R. B., & Chen, J. (2019). Emotions in Education: Asian Insights on 
the Role of  Emotions in Learning and Teaching. The Asia-Pacific Educa-
tion Researcher, 28(4), 279-281. https://doi.org/10.1007/s40299-019-
00469-x 

Kline, P. (2015). A Handbook of  Test Construction: Introduction to psychometric de-
sign. Routledge. https://doi.org/10.4324/9781315695990 

Kline, P. (1994). An Easy Guide to Factor Analysis. Routledge. 
https://books.google.es/books?id=6PHzhLD-bSoC 
Kovess-Masfety, V., Rios-Seidel, C., & Sevilla-Dedieu, C. (2007). Teachers’ 

Mental Health and Teaching Levels. Teaching and Teacher Education: An 
International Journal of  Research and Studies, 23(7), 1177-1192. 
https://doi.org/10.1016/j.tate.2006.07.015 

Martínez-Saura, H.-F., Sánchez-López, M.-C., & Pérez-González, J.-C. 
(2022). Competencia emocional en docentes de Infantil y Primaria y es-
tudiantes universitarios de los Grados de Educación Infantil y Primaria 
[Emotional competence in Early Childhood and Primary School 
teachers and university students of  Early Childhood and Primary Edu-
cation].  Estudios sobre Educación, 42, 9-33. 
https://doi.org/10.15581/004.42.001 

Maslach, C., & Jackson, S. E. (1986). Maslach Burnout Inventory Manual (2nd 
ed.). Palo Alto, CA: Consulting Psychologists Press 

Mérida-López, S., & Extremera, N. (2017). Emotional intelligence and 
teacher burnout: A systematic review. International Journal of  Educational 
Research, 85, 121-130. https://doi.org/10.1016/j.ijer.2017.07.006 

Mérida-López, S., Sánchez-Gómez, M., & Extremera, N. (2020). Leaving the 
Teaching Profession: Examining the Role of  Social Support, Engage-
ment and Emotional Intelligence in Teachers’ Intentions to Quit. 
Psychosocial Intervention, 29(3), 141-151. 
https://doi.org/10.5093/pi2020a10 

Montero García-Celay, I., & León, O. G. (2005). Sistema de clasificación del 
método en los informes de investigación en Psicología [Method classi-
fication system in psychology research reports]. International journal of  
clinical and health psychology, 5(1), 115-127. 

Nozaki, Y. (2018). Cross-cultural comparison of  the association between 
trait emotional intelligence and emotion regulation in European-
American and Japanese populations. Personality and Individual Differences, 
130, 150-155. https://doi.org/10.1016/j.paid.2018.04.013 

Nunnally, J. C., & Bernstein, I. H. (1994). Psychometric theory. McGraw-Hill. 
Pekrun, R., & Linnenbrink-Garcia, L. (2014). Introduction to emotions in 

education. En International handbook of  emotions in education (pp. 1-10). 
Routledge/Taylor & Francis Group. 

Peláez-Fernández, M. A., Mérida-López, S., Rey, L., & Extremera, N. (2022). 
Burnout, work engagement and life satisfaction among Spanish teach-
ers: The unique contribution of  core self-evaluations. Personality and In-
dividual Differences, 196(6). https://doi.org/10.1016/j.paid.2022.111727 

Pérez-González, J. C. (2017). Propuesta para la evaluación de programas de 
educación socioemocional [Proposal for the evaluation of  social-
emotional education programs]. Electronic Journal of  Research in Education 
Psychology, 6(15). https://doi.org/10.25115/ejrep.v6i15.1285 

Petrides, K. V., & Furnham, A. (2001). Trait emotional intelligence: Psy-
chometric investigation with reference to established trait taxonomies. 
European Journal of  Personality, 15(6), 425-448. 
https://doi.org/10.1002/per.416 

Petrides, K. V., & Furnham, A. (2003). Trait emotional intelligence: Behav-
ioural validation in two studies of  emotion recognition and reactivity to 
mood induction. European Journal of  Personality, 17(1), 39-57. 
https://doi.org/10.1002/per.466 

Quirin, M., Wróbel, M., Norcini Pala, A., Stieger, S., Brosschot, J., Kazén, 
M., Hicks, J. A., Mitina, O., Shanchuan, D., Lasauskaite, R., Silvestrini, 
N., Steca, P., Padun, M. A., & Kuhl, J. (2018). A Cross-Cultural Valida-
tion of  the Implicit Positive and Negative Affect Test (IPANAT). Euro-
pean Journal of  Psychological Assessment, 34(1), 52-63. 
https://doi.org/10.1027/1015-5759/a000315 

Ronfeldt, M., Loeb, S., & Wyckoff, J. (2013). How Teacher Turnover Harms 
Student Achievement: American Educational Research Journal, 50(1). 
https://doi.org/10.3102/0002831212463813 

Salanova, M., & Schaufeli, W. B. (2000). Exposure to information technolo-
gy and its relation to burnout. Behaviour & Information Technology, 19(5), 
385-392. https://doi.org/10.1080/014492900750000081 

Sánchez-Álvarez, N., Extremera, N., & Fernández-Berrocal, P. (2015). The 
relation between emotional intelligence and subjective well-being: A 
meta-analytic investigation. The Journal of  Positive Psychology, 11. 
https://doi.org/10.1080/17439760.2015.1058968 

Sandín, B. (2003). Escalas Panas de afecto positivo y negativo para niños y 
adolescentes (PANASN) [Panas Positive and Negative Affect Scales for 
Children and Adolescents (PANASN)]. Revista de Psicopatología y Psicología 
Clínica, 8(2). https://doi.org/10.5944/rppc.vol.8.num.2.2003.3953 

Seisdedos, N. (1997). MBI Inventario Burnout de Maslach [MBI Maslach Burnout 
Inventory]. Madrid: Ediciones TEA. 

Schaufeli, W. B., Bakker, A. B., & Salanova, M. (2006). The Measurement of  
Work Engagement With a Short Questionnaire: A Cross-National 
Study. Educational and Psychological Measurement, 66(4), 701-716. 
https://doi.org/10.1177/0013164405282471 

Schutz, P. A. (2014). Inquiry on Teachers’ Emotion. Educational Psychologist, 
49(1), 1-12. https://doi.org/10.1080/00461520.2013.864955 

Schutz, P. A., Hong, J., & Francis, D. C. (2020). Teachers’ Goals, Beliefs, Emo-
tions, and Identity Development: Investigating Complexities in the Profession. 
Routledge. 

Schutz, P. A., Hong, J. Y., Cross, D. I., & Osbon, J. N. (2006). Reflections on 
Investigating Emotion in Educational Activity Settings. Educational Psy-
chology Review, 18(4), 343-360. https://doi.org/10.1007/s10648-006-
9030-3 

Schutz, P. A., & Pekrun, R. (2007). Emotion in Education. Elsevier Academic 
Press. 



Teacher Emotion Inventory: validation in a sample of Spanish teachers                                                                                289 

anales de psicología / annals of psychology, 2024, vol. 40, nº 2 (may) 

Schutz, P. A., & Zembylas, M. (2009). Advances in Teacher Emotion Research. 
Springer US. https://doi.org/10.1007/978-1-4419-0564-2 

Uitto, M., Jokikokko, K., & Estola, E. (2015). Virtual special issue on teach-
ers and emotions in Teaching and teacher education (TATE) in 1985–
2014. Teaching and Teacher Education, 50, 124-135. 
https://doi.org/10.1016/j.tate.2015.05.008 

Watson, D., Clark, L. A., & Tellegen, A. (1988). Development and validation 
of  brief  measures of  positive and negative affect: The PANAS scales. 
Journal of  Personality and Social Psychology, 54(6), 1063-1070. 
https://doi.org/10.1037/0022-3514.54.6.1063 

Watson, D., & Tellegen, A. (1985). Toward a consensual structure of  mood. 
Psychological Bulletin, 98(2), 219-235. https://doi.org/10.1037//0033-
2909.98.2.219 

Wrzus, C., & Neubauer, A. B. (2022). Ecological Momentary Assessment: A 
Meta-Analysis on Designs, Samples, and Compliance Across Research 

Fields. Assessment, 10731911211067538. 
https://doi.org/10.1177/10731911211067538 

Xing, Z. (2022). English as a Foreign Language Teachers’ Work Engage-
ment, Burnout, and Their Professional Identity. Frontiers in Psychology, 
13. https://www.frontiersin.org/articles/10.3389/fpsyg.2022.916079 

Yin, H., Huang, S., & Chen, G. (2019). The relationships between teachers’ 
emotional labor and their burnout and satisfaction: A meta-analytic re-
view. Educational Research Review, 28, 100283. 
https://doi.org/10.1016/j.edurev.2019.100283 

Zenisky, A. L., & Hambleton, R. K. (2012). Developing Test Score Reports 
That Work: The Process and Best Practices for Effective Communica-
tion. Educational Measurement: Issues and Practice, 31(2), 21-26. 
https://doi.org/10.1111/j.1745-3992.2012.00231.x 

 
 

 
 
 

 


