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Abstract

Preprimary teachers’ emotional adjustment is important for both personal and professional
wellbeing and small students” development and wellbeing. However, little research has
been conducted into emotional intelligence of preprimary teachers, despite their role as
“socializers” in early childhood. The Trait Meta-Mood Scale was used to assess levels of
perceived emotional intelligence in 418 future preschool teachers and four profiles were
identified. Most had adequate levels, but we identified a group of students with inadequate
levels of emotional attention. The findings highlight the importance of ensuring that
teachers will be helped to develop different components of emotional intelligence during
their initial training in college.
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Perfiles de Inteligencia Emocional Percibida en futuros
maestros de Educacion Infantil: Implicaciones para la
formacién docente

Resumen

El equilibrio emocional de los maestro/as de educacién Infantil es importante para su
bienestar personal y profesional, y para el desarrollo de sus pequefios alumnos pero existe
escasa investigacion con este grupo, a pesar del importante papel como socializadores en
edades tan tempranas. En este studio se usé el TMMS-24 para evaluar la inteligencia
emocional percibida de 418 estudiantes universitarios de Educacion Infantil identificandose
cuatro tipo de perfiles. Aunque la mayoria obtuvo niveles adecuados, se encontrd un grupo
con niveles problemdticos en atencién emocional. Los resultados insisten en la importancia
de ayudar a estos futuros maestros a desarrollar los diferentes elementos de la inteligencia
emocional durante la formacidn inicial universitaria.
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Introduction

Teacher Education and quality teaching has been studied in the last years from different
international approach (Caires, Almeida, & Vieira, 2012; Cochran-Smith & Villegas, 2015; Day
& Hong, 2016; Livingston, 2016; Wall & Hall, 2016). Contextual, individual and psychological
factors, like wellbeing, burnout and emotional intelligence, have been related with personal
and professional teachers functioning (Aris Redo, 2009; Augusto, Lépez-Zafra, Martinez &
Pulido, 2006; Cazalla-Luna & Molero, 2016; Eldor & Shoshani, 2016; Malinen & Savolainen,
2016; Mérida Lépez & Extremera, 2017; M0é, 2016). Labor conditions became more complex
and stressful in the schools due to political and social pressure, evaluation process,
multicultural pupils and families, high need communities or student outcomes. For
example, teachers” burnout rates as high as 33% have been reported (Palomera, Gil-Olarte,
and Brackett, 2006). Also, strong relationships has been discovered between satisfaction
with life, teacher self-efficacy, job satisfaction, extra work, burnout, stress, engagement,
and teacher’s emotional skills (Pena & Extremera, 2012; Pena, Rey, & Extremera, 2012;
Wells, 2015; Bosqued, 2008). Furthermore, many of the factors associated with the
predisposition to develop burnout are characteristic of the teaching profession and,
therefore, of preschool teachers. These factors include being in constant contact with
other people’s emotions, having to deal with high levels of pressure from society and the
challenging demands of families, and having personal characteristics such as a heightened
sensitivity to the feelings and needs of others. Higher levels of workplace stress were
associated with greater conflict in teacher-child relationships in the Head Start Program
(Whitaker, Dearth-Wesley, & Gooze, 2015). Also, teachers were more likely to quit if they
had less desire to stay teaching in the early childhood field, were less happy, had a worse
relationship with their supervisor, felt insufficiently skilled to cope with classroom
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demands, or if they were less well educated (Wells, 2015). For thus, emotional
competencies, like emotional intelligence (EI) plays an important role in coping with the
stressful teaching conditions and decreasing teacher work stress and foster resilience is an
important goal for teachers, school principals and policy makers (Caires, Almeida, & Vieira,
2012; Day & Hong, 2016; Urquijo, Extremera, & Vila, 2015; Gohm, Corser, & Dalsky, 2005).
Research involving teachers has also found that El protects against burnout and is
associated with greater engagement with work in primary and preschool teachers and that
female teachers reported higher levels of emotional perception than did their male
colleagues (Pena, Rey, & Extremera, 2012). Of particular interest in this regard is research
suggesting that preschool teachers have a relatively well-defined motivational and
attitudinal profile that distinguishes them from teachers at other levels, a profile that would
equip them to cope adequately with workplace stress. That positive profile has been found
in studies with undergraduates students on early childhood education courses compared
with their peers in other areas of study. These students are almost exclusively female, and
they have a primary interest in early childhood education, are studying their degree of
choice, and achieved a higher mean grade in their university entrance exams (Fernandez-
Molina, Gonzdlez & del Molino, 2011; Camina & Salvador, 2007; Latorre & Pérez, 2005;
Caballero-Garcia & Sanchez-Ruiz, 2018).

Emotional competencies are particularly important for teaching as a caring profession
because they may affect the academic, social, and emotional development of students,
especially in early childhood (Aritzeta et al., 2016; Bisquerra, 2005; Coplan, Bullock, Archbell,
& Bosacki, 2015; Morris, Denham, Bassett, & Curby, 2013; Pianta et al., 2014; Whitaker,
Dearth-Wesley, & Gooze, 2015). The preschool years, especially between age 3 and 6, are a
crucial stage in the development of core abilities, such as attachment, social competencies
and emotional self-regulation, that are of enormous importance for a child’s subsequent
development (Bodrova & Leong, 2007), and children need an adult as a model of positive
behavior, with adequate levels of El (Ciucci, Baroncelli & Toselli, 2015; Mir, Battle, &
Hernandez, 2009; Morris, Denham, Bassett, & Curby, 2013; Whitaker, Dearth-Wesley, &
Gooze, 2015). Children need a teacher who shows empathy and sensitivity towards others,
develops a style of emotion socializer, uses child-appropriate language, has a capacity for
attention, listening, and understanding, and is capable of regulating their own emotions.
Children who lived with sensitive caregivers who showed a high emotional capacity for
attachment have a better social and emotional status, more complex play behavior, and
who made greater gains in academic achievement and coghnitive skills, and positive teacher-
student relationships are more likely to develop (Colwell, Gordon, Fujimoto, Kaestner, &
Korenman, 2013; Morris, Denham, Bassett, & Curby, 2013; Whitaker, Dearth-Wesley, &
Gooze, 2015; Coplan, Bullock, Archbell, & Bosacki (2015). In the last years, research focused
on children’s social-emotional competence and the prevention of problem behavior found
preschool context could be studied. Preschool teacher training in emotional management is
important in order to detect, prevent and managing children outcomes.

International research on the quality of child care has paid particular attention to the
relationship between the academic and/or in-service training received by teachers and the
emotional and academic functioning of their students (Ciucci, Baroncelli, & Toselli, 2015;
Pianta et al., 2014; Zhai, Raver, & Li-Grining, 2011; Whitaker, Dearth-Wesley, & Gooze, 2015. It
is important to prepare to future teachers to develop personal skills using self-evaluation of
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their strengths and weakness because they need the development of support systems for
ecological transition and training period in the University and for early career (Caires,
Almeida & Vieira, 2012; Timostsuk, & Ugaste, 2012). However, university formation used to
not include matters and activities in order to evaluate and training future teachers’
emotional competencies despite it is known that these capacities can be improved. Due the
Bologna Process, the European Higher Education Area developed changes in Education
Colleges as to enlarge the number of year preparation, to promote more contacts with real
schools, to extent the curricula, or to study psychological matters on childhood wellbeing,
etc., but these political changes have not kept in mind the importance of future teachers’
individual characteristics or future teachers” emotional skills preparation.

In conclusion, there are theoretical models that describe the emotional skills of teachers
and which can be used to evaluate and training different aspects of psychological wellbeing
among educational professionals and their relationships with children wellbeing, and
because relationships have been demonstrated between teachers” emotional
competencies, teachers” wellbeing and children’s wellbeing, it could be argue that it is
important to study emotional competencies in the college time and to include future
teachers” self-evaluation and strong training in emotional strengths and competencies in
the initial period during University preparation (Figure 1).

Psychological individual
factors: teacher emotional

competencies (emotional
: .
: :
emotional and cognitive
streghts (compassion, hope,

zest, gratitude, passion for
teaching, self-efficacy, etc.)

Teacher Wellbeing:
Happiness, growth and
health,burnout, resilience,
satisfaction with life,

engagement, subjetive
Contextual factors: wellbeing, job satisfaction, Children wellbeing®
School climate, etc. satisfaction of
Collective efficacy, Pre- physical, cognitive
affective,
emotional and
social needs, mis-

preparation and
Training, Early Career,

work stress,
organizational 3
commitment, extra behavior and
work, etc. discipline

Figure 1. Conceptual framework: Relationships between teachers and children’s wellbeing
and teachers” emotional competencies, and teacher training
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In the field of psychology, the model that has attracted the most research attention is PEI
Salovey & Mayer Model (Salovey & Mayer, 1990) that use Emotional intelligence to refer to
the capacity to process emotional information in a way that unifies emotion and reason,
such that our emotions can be used to enhance our reasoning and enable us to think more
intelligently about our emotional life, and perceived emotional intelligence (PEl) is defined
as metaknowledge that people have about their own emotional skills (Salovey, Stroud,
Woolery, & Epel, 2002; Mayer & Salovey, 1997). The Trait Meta-Mood Scale evaluates the
three dimensions of Attention (i.e., the capacity to attend to and reflect on one’s feelings),
Clarity (i.e., the ability to understand one’s emotional states), and Repair (i.e., the ability to
use positive thinking to repair negative mood states). The TMMS-24 is the most widely used
test of PEl in many countries, both in clinical studies and in sociological and educational
research (Cazalla-Luna & Molero, 2016; Palomera, Gil-Olarte, & Brackett, 2006; Pena &
Extremera, 2012; Sanchez-Nufez & Latorre Postigo, 2012). Notably, however, the majority
of studies conducted with practicing or future teachers treat teachers from different
educational stages as if they were a homogeneous group, and it is common to find study
samples that include a mix of teachers from across quite different levels, such as secondary
and preschool education or include radically different professions, such as educational
psychologists and preschool teachers or medical professions (Pena, Rey, & Extremera, 2012;
Caballero-Garcia & Sanchez-Ruiz, 2018; Cazalla-Luna, Ortega-Alvarez, & Molero, 2015;
Aritzeta et al., 2016). What is lacking, therefore, in this research context are studies that aim
specifically to assess levels of PEI among trainee and practicing preschool teachers, a
professional sector with a distinct personal, vocational, and training profile, despite it could
be necessary to detect their emotional strengths and weakness for the teacher preparation
period in order to training them. The key findings of those studies that have applied the
TMMS-24 to practicing or undergraduate trainee teachers are in Table 1.

Table 1.

Studies that evaluate PEI with TMMS-24 in samples of teachers.

Bueno, Teruel, and
Valero (2005)

Palomera, Gil-
Olarte, and Brackett

Cazalla-Luna,
Ortega-Alvarez,

(20006) and Molero
(2015) and
Cazalla-Luna
and Molero
(2016)
Participants Teacher training Practicing teachers Students from
students in different  (preschool, primary,  different
specialist areas and secondary) and educational
Future teachers specialties
Attention Mean =3.39 Mean =3.44 Mean =3.22
Clarity Mean =3.33 Mean =3.34 Mean =3.64
Repair Mean =3.33 Mean =3.21 Mean =3.53
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The Current Study

The aim of the present study was to describe and analyze levels of PEl in a sample of future
preschool teachers, focusing specifically on the three dimensions of Attention, Clarity, and
Repair, in order to differentiate and characterize teacher profiles, to detect lacks of future
teachers in their emotional preparation, and to propose future policy and actions for
college preparation.

Research question 1: How the future preschool students evaluate their own emotional
attention, clarity and repair? In which competences have they the highest or worst scores?

Research question 2: Could we to identify profiles of future preschool teachers on the basis
of their PEI results? Could we expect to find that these students would show adequate or
high levels on the three dimensions of PEIl, and consequently that the majority of them
would have a positive, useful and adaptive profile for teaching preschool children?

Research question 3: Do the students differed according to age and the year they entered
training? Do the future preschool students need more preparation among emotional
intelligence in the college period? Which students could need emotional training?

Method
Participants and Procedure

The sample comprised 418 trainee teachers (98.6% women) with a mean age of 20.2 years
(range: 19-27). At the time of assessment they were all enrolled in the second year of the
degree in Early Childhood Education offered by University of Malaga (Spain). The sample
was recruited across three student intakes. Of the 418 participants, 26.6% corresponded to
the 2010-2011 academic intake, 49.5% to the 2011-2012 intake, and 23.9% to the 2012-2013
intake. For each intake, all currently enrolled students were invited to participate in the
study, and they all volunteered to do so. The very high proportion of women in the sample
reflects the fact that in our country most students of early childhood education are female,
with very few men applying for such courses.

The pencil-and-paper test was administered in a single session in a regular classroom of the
university. All test papers were anonymous, except for the respondent’s age and gender.
After collecting the completed questionnaires the data were entered into SPSS v22.

Measures

Perceived emotional intelligence was assessed using the reduced version of the TMMS
(TMMS-24; original version by Salovey et al., 2002). The TMMS-24 is a 24-item Likert-type
scale (anchored by 1 = not agree and 5 = strongly agree) that assesses the respondent’s
meta-knowledge of mood states and provides an index of PEIl in three dimensions:
Attention, Clarity, and Repair. Cronbach’s alphas for the three dimensions were
satisfactory: Attention (a = .87), Clarity (a = .84), and Repair (a = .82).

Data Analyses

Data were coded and analyzed using SPSS v22. Mean scores (+ SD) were computed for each
of the three dimensions of PEI, and we also calculated, again for each dimension, the
proportion of students achieving each of the three levels of EI (high, moderate, low)
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defined by the scale’s authors. Pearson correlation coefficients were calculated to
determine the correlations between the three dimensions of PEl. We assessed whether
academic intake was related to scores on the three dimensions of PEI, using ANOVA with
post hoc Bonferroni correction to identify any significant differences between means. The
effect size of any observed differences was measured using Cohen’s d. Cronbach’s alphas
for the present sample were .83 for Attention, .85 for Clarity, and .86 for Repair.

In order to describe profiles of PEI for our students we assigned a numerical score between
0 and 2 to the level they achieved (low, moderate, high) on each of the three dimensions, as
follows. For Attention, a score of 0 was assigned to the ‘high’ and ‘low’ levels, and a score
of 2 to the ‘moderate’ level. The reason for this is that both high and low levels of attention
are regarded as being inadequate for optimum psychological functioning. By contrast, for
both Clarity and Repair a score of 2 was assigned to the ‘high’ level, a score of 1 to the
‘moderate’ level, and o to the ‘low’ level. This was done because for both these dimensions
the highest level is considered the most positive, while the low level is regarded as
inadequate. This scoring system meant that each student would have a total score between
0 and 6, and it was on the basis of this score that the profiles were generated.

Results

Table 2 shows the mean scores obtained in the sample as a whole for each dimension of PEI
and the percentage of students achieving each of the three possible levels for each
dimension of PEI. It can be seen that the distribution of percentages is similar in each of the
three dimensions, and that the majority of students were at the moderate level: 67.2% for
Attention, 62.9% for Clarity, and 58.6% for Repair. The smallest proportions correspond to
the high level of El, while at the low level the percentages range between 23% and 30% of
participants.

Table 2.

Descriptive statistics and Percentage in each level

Level in each dimension

Mean(SD) Min-Max Low Moderate High
N % N % N %
Attention 3.58(0.67) 1.75-5.00 97 23. 28 67. 40 9.6
2 1 2
Clarit 3.36(0.67) 1.63-5.00 12 20. 26 62. 33 7.9
y 2 2 3 9
Repair 3.37(0.78) 1.00-5.00 12 29. 24 58. 50 12.
P 3 4 5 6 0
41 100 41 100 41 100
Total 3 g g
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Table 3 shows the distribution of the sample according to the total numerical score
obtained by each participant based on the level they achieved on each of the three
dimensions of PEI

Table 3.

Percentage in total score PEI

Global Valid Cumulativ
PEL N % Percentage N
Level Percentage

0 22 5.3 5.3 5.3
Poor 1 51 12.2 12.2 17.5

2 81 19.4 19.4 36.9
Low 3 80 19.1 19.1 56
Adequate 4 141 33.7 33.7 89.7
Optimum 5 39 9.3 9.3 99

6 4 1.0 1.0 100

Total 418 100.0 100.0

On the basis of these total scores we grouped our students into four profiles, which we
labeled as follows: optimum El, adequate El, low El, and poor El. It can be seen in Table 3
that 10.3% of participants obtained a high score (5 or 6 points), and were thus classified as
having optimum EI. A score of 4 was obtained by 33.7% of students, who were classified as
showing adequate EI. The 19.1% of participants who obtained a score of 3 were classified as
presenting low El. Finally, a score between 0 and 2 was obtained by 36.9% of students, who
were classified as having poor El.

Pearson coefficients for the correlations between age and the three dimensions of PEI
show that age was not correlated with any of the three dimensions. A correlation (**p <
.01) was observed between Repair and Clarity (r=0.326**) and between Attention and
Clarity (r=0.250**). There was no correlation between Attention and Repair.

Figure 2 shows the mean scores for Attention, Clarity, and Repair according to the year in
which the students began their training. It can be seen that there are hardly any differences
between academic intakes on Clarity and Repair. On Attention, however, students from the
2012-13 academic intake scored higher than their peers in the other two years.
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——2010-2011 intake 2011-2012 intake Curso 2012-2013 intake

Mean Attention Mean Clarity Mean Repair

The results of the ANOVA with post hoc Bonferroni correction revealed a significant main
effect for academic intake on the capacity to attend to emotions, F(2, 415) = 3.437, p < .05,
partial n2 = .016. Specifically, students from the 2010-11 academic intake differed
significantly in emotional attention from their peers who began their studies in 2012-2013,
t(415) = -1.84, p < .05, 1IC (95%)(-3.62; -0.06).

Discussion

Our first research question was about trainee preschool teachers would present adequate
or high levels on each of these three dimensions. The mean scores obtained by our future
professionals were generally high, and more than half of our students achieved a moderate
level for each of the three dimensions of PEIl, indicating that the majority of them regard
themselves as having adequate emotional abilities. This suggests that the emotional
competencies of these students would enable them to provide a model of positive
behavior, promoting children’s wellbeing and positive teacher-student relationships, and
allowing them to understand and regulate their own emotional states (Colwell et al., 2013;
Jiménez & Molina, 1989; Mir, Battle, & Herndndez, 2009; Morris, Denham, Bassett, & Curby,
2013; Whitaker, Dearth-Wesley, & Gooze, 2015). Given the relationship described by other
authors between coping and high levels of emotional clarity (8%) and repair (12%), our
results also suggest that these students would use active coping and the positive
reinterpretation of events, and that they would likely show engagement with work. These
findings are fully consistent with the motivational and attitudinal profile reported in other
studies of future preschool teachers (Camina & Salvador, 2007; Ferndndez-Molina, Gonzalez
& del Molino, 2011; Latorre & Pérez, 2005). However, results show that 30% of our sample
rated themselves negatively on these two dimensions (29.2% and 29.4%, respectively). These
data highlight the need to identify, assess, and monitor this sub-group of students from the
start of their university training so as to ensure they receive the specific input required to
develop these emotional skills.
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Comparison of our results with those obtained by Bueno, Teruel, and Valero (2005) in a
future primary teachers shows that our students scored higher on emotional attention (M =
3.58 vs. 3.36), but if we compare our results with those reported for future secondary
teachers, our students scored lower on Clarity and Repair. That result suggest that our
student have a stronger sense of the importance of attending to one’s emotional states. A
possible explanation for this is that students who are training to be secondary school
teachers tend to be older and to already have a degree in another subject; consequently,
they may either have developed a greater capacity to understand and repair their
emotional states or perceive themselves as being more mature, which would imply greater
self-awareness and better or more strategies for coping with their emotions.

The results for emotional attention merit separate consideration, since in this case both
high and low scores are regarded as maladaptive in psychological terms. In other words,
not attending to one’s emotions and hypervigilance regarding emotional states are both
considered to be inadequate for optimum psychological functioning. In this respect, almost
33% of our sample can be regarded as showing inadequate levels of emotional attention.
The difference may be due to the fact that almost all of our students were women, a factor
already noted by Pena, Rey, & Extremera (2012). In comparison with men, women tend to
pay more attention to their own feelings and those of others. This is particularly important
in the case of preschool teachers, since they are in contact with children aged between o
and 6 years and must attend to their affective needs and emotions, which are more intense
and more sensitive to adult influence. Indeed, this result is highly relevant to classroom
practice, since a teacher who is able to perceive and understand her own emotions is better
equipped to identify and manage the emotions expressed by her students; this is because,
as Mir, Batlle, & Herndndez (2009) and Ersay (2007) point out, a teacher with a greater
awareness of her own emotions is less likely to ignore or trivialize the emotions of her
students, and she will be more able to accept any kind of emotional expression, even if it is
negative. In this respect, it would be important, during teachers’ initial university training,
to identify and intervene as required with those students who present high or low levels of
emotional attention.

Our second research question was on to identify profiles and we expect that the majority of
trainee preschool teachers would present a positive and adaptive profile, one characterized
by adequate levels on each of the three dimensions of PEI. To confirm whether this was the
case, we summed the scores assigned to students on each of the three dimensions
(Attention, Clarity, and Repair) and grouped them into four profiles, which we labeled as
follows: optimum El, adequate El, low El, and poor El. The results appear to support our
initial hypothesis since almost half the sample of students (44%) presented what can be
regarded as a positive and adaptive profile, their overall level of PEI being classified as
either optimum (10.3%) or adequate (33.7%).

It should also be noted, however, that 36.9% of our students were classified as having a
poor profile, and they therefore constitute a sizeable group of future preschool teachers
whose emotional competencies would be of concern for their profession. Students in this
group include those who would need to improve on all three dimensions of El, those who
scored adequately on one dimension but need to improve on the other two, those who
presented moderate levels of Clarity and Repair but an inadequate score on Attention, and
those who scored high on either Clarity or Repair but presented low levels on the other two
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dimensions.These findings suggest that any analysis of PEl needs to go beyond the
separate consideration of each of its components. In our sample, focusing solely on the
mean scores on the three dimensions and the percentages of students achieving moderate
or high levels of PEI might give an overoptimistic view. Although this analysis of
components is useful for targeting aspects that require intervention or prevention
strategies, it is important to consider the overall profile of individual teachers, since each
dimension of El will, both in everyday life and in classroom practice, interact with the other
two. Indeed, grouping their scores across the three dimensions provides more useful
information when it comes to prioritizing the training needs of future teachers. For
instance, it would seem advisable to focus initially on the emotional competencies of those
future teachers who present a poor profile of El, before moving on to target those with low
El. Fortunately, our analysis indicates that many future preschool teachers present an
adequate or even optimum profile of PEI. Furthermore, high levels of El are known to be
associated with increased personal wellbeing and greater job satisfaction, since they
reduce the impact of stress. It is important to identify future teachers with high levels of El
as they can make a valid contribution to the profession and to children’s wellbeing,
especially when one considers that they will not previously have received specific training in
developing their emotional competencies and may not do so during their university training
or subsequent career.

This study also analyzed whether the PEI of students differed according to the academic
year in which they began their training. In contrast to the study by Bueno, Teruel, and
Valero (2005), who compared year one and year three students at the same point in time,
we analyzed different academic intakes in the same year of their degree studies (year two).
Therefore, the difference we found refers to different student cohorts at the same point in
their university training, whereas Bueno et al. (2005) sought to identify differences
according to age, degree of maturity, and stage of training. These authors found no
differences between their two student years and they conclude that this indicates that
levels of PEI remain constant and that neither older age nor more training leads to higher
levels of PEI. By contrast, we did observe differences between our student intakes,
since those who began their training in the 2013-2014 academic year were more
attentive to their emotions than were their peers from preceding years. It could,
however, be due to sociological or developmental factors, since there is an observable
trend in the university context for the newest students, in comparison with their peers
from earlier intakes, to show a less developed sense of autonomy and of personal and
academic discipline, coupled with an increased use of social media as a platform for
expressing their emotions and presenting their lives. Another possible explanation has
to do with changes in the way that their course was being taught. That is, it is possible
that course tutors, increasingly aware of the importance of teaching emotional
competencies, placed greater emphasis on content related to emotional skills.

Although the TMMS-24 is the most widely used measure of El in our countries it has not
previously been applied to a sample comprised exclusively of preschool teachers. In this
respect, our study provides new data and contributes to closing this gap in scientific
knowledge. The definition of four profiles of future preschool teachers, derived from their
scores on the three dimensions of El, is a further contribution of our study. Based on our
findings, we conclude that the natural emotional competencies of many students who
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enroll in early childhood education degrees will be insufficient when it comes to facing the
challenges and responsibilities of classroom work with young children. It is essential to
identify these students and provide them with the specific training they need. Teacher
Education must include more training on future preschool teachers” emotional self-
evaluation and emotional intelligence.

Limitations and Future Directions

This study has two main limitations that need to be considered. The first concerns the
measure used and the need to analyze the EI of future teachers using an ability-based test
such as the MSCEIT, as this would enable a comparison to be made between individual
perceptions and actual ability. Second, a similar study now needs to be conducted in a
sample of practicing preschool teachers, so as to compare the results obtained with those
presented here. Future studies should also seek to examine the influence on PEI of personal
factors such as years of experience, personal and academic experiences, and temperament,
as well as the relationship between PEI, stress, burnout, and engagement in this
professional group. Given, however, the importance of identifying classroom emotional
intelligence (Aritzeta et al., 2016) and its relationship with PEI, these analyses would need
to consider not only the personal factors reported by teachers but also other variables such
as classroom climate and the quality of teacher-student relationships.
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