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Resumen

El desarrollo de la competencia socioemocional contribuye de forma significativa al bienestar
del docente, lo que resulta clave para educar de forma eficaz. Determinar qué caracteristicas de
la persona docente se relacionan con esta competencia es clave cuando se disefian programas
de intervencion para su desarrollo. En este trabajo se utiliza un modelo multivariante para
analizar si las variables género, experiencia docente y autoeficacia tienen un efecto estadistico
significativo sobre el nivel de competencia socioemocional. En el estudio participaron 700 estu-
diantes que cursaron los Grados de Maestro en Educacion Infantil y Primaria durante el curso
2023/24, en la Universidad Internacional de La Rioja. Se evidencid una diferencia de género en
algunas habilidades socioemocionales, con puntuaciones superiores en las mujeres. Los resul-
tados indicaron que la experiencia docente se asocia con una disminucion en la mayoria de las
subescalas de la competencia socioemocional durante los primeros tres afios de ejercicio, tras lo
cual se produce un aumento progresivo en dichas competencias. Entre las variables analizadas,
la autoeficacia docente para las estrategias de ensefianza y aprendizaje presentd una asociacion
estadistica superior con la competencia socioemocional, con efectos significativos e importantes
en prdcticamente todas las subescalas. Estos resultados tienen importantes repercusiones para
la prdctica educativa. Subrayan la importancia de promover programas formativos orientados
a fortalecer la autoeficacia docente como medio para favorecer el desarrollo socioemocional del
profesorado.

| Correspondencia: Olga Buzén-Garcia, obuzon@us.es, C/Pirotecnia s/n. CP 4101 3. Sevilla. Espana.

RIE, 2026, 44


https://doi.org/10.6018/rie.640871
https://doi.org/10.6018/rie.640871
mailto:obuzon@us.es

Carmen Romero-Garcia, Olga Buzén-Garcia y Mara Sacristdn San Cristobal

Palabras clave: competencia socioemocional; autoeficacia; experiencia docente;
futuros docentes.

Abstract

Developing their socio-emotional competence makes a significant contribution to teachers’
well-being, which is key to effective education. Identifying which teacher characteristics are
associated with this competence is essential when designing intervention programmes to foster
its development. This study employs a multivariate model to examine whether the variables
gender, teaching experience, and self-efficacy have a statistically significant effect on the level
of pre-service teachers’ socio-emotional competence. A total of 700 students enrolled in the
Early Childhood and Primary Education Degree programmes during the 2023/24 academic
year at the International University of La Rioja took part in the study. A gender difference
was observed in certain socio-emotional skills, with women scoring higher in some categories.
The results indicate that teaching experience is associated with a decrease in most subscales of
socio-emotional competence during the first three years of professional practice, after which a
progressive increase in these competencies is observed. Among the variables analysed, teachers’
self-efficacy regarding teaching and learning strategies showed the strongest statistical associa-
tion with socio-emotional competence, with significant and substantial effects on virtually all
subscales. These findings have important implications for educational practice. They underscore
the need to promote training programmes aimed at strengthening teachers’ self-efficacy as a
means to support the socio-emotional development of educators.

Keywords: socio-emotional competence; self-efficacy; teaching experience; pre-service
teachers.

Introduction

The emotional and social development of future teachers, in addition to their intel-
lectual development, contributes to their professional success in the classroom (Del-
gado et al., 2019). Specifically, in prospective Early Childhood and Primary Education
teachers, it has been shown that the development of socio-emotional competences not
only enhances their experience at university but also strengthens their sense of being
role models for their students, directly and indirectly influencing student behaviour
(Borrachero et al.,, 2012; Brigido & Borrachero, 2011; Davila et al., 2015). Teachers’
socio-emotional competence is currently regarded as one of the strongest predictors
of success in educational settings, determining effective teaching and influencing stu-
dents” academic performance (Fernandez-Viciana & Fernandez-Costales, 2019; Wenn
et al., 2018).

Teacher self-efficacy, gender and years of teaching experience are significant fac-
tors that appear to influence educational practice and socio-emotional development
of teachers (Aparisi et al., 2020; Valente et al., 2020). Given the contradictory findings
regarding the relationships among these variables (Arteaga-Cerdefio et al., 2022;
Barrientos-Fernandez et al., 2020; Suarez & Martin, 2019), further research is needed to
better understand how they may be affecting teachers’ level of socio-emotional compe-
tence (Garcia-Domingo, 2021). In this regard, we believe that a deeper understanding of
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how teachers’ sociodemographic and professional profiles shape their socio-emotional
competencies is necessary. Moreover, we consider that such knowledge could inform
the design of teacher training programmes by guiding the selection of pedagogical
strategies that effectively address students’ socio-emotional needs. Based on the argu-
ments presented, this study examines the potential predictive effect of gender, teaching
experience and perceived self-efficacy on the socio-emotional competence of pre-service
teachers in Early Childhood and Primary Education teachers.

Accordingly, the following objectives are proposed: (1) to examine whether sociode-
mographic and professional characteristics (gender and years of teaching experience)
are related to, and show statistical predictive capacity for, the level of socio-emotional
competence among prospective Early Childhood and Primary Education teachers, and
(2) to analyze whether perceived teacher self-efficacy functions as a statistical predictor
of the level of socio-emotional competence among prospective Early Childhood and
Primary Education teachers.

Theoretical framework

In recent decades, there has been growing interest in the acquisition and develo-
pment of soft skills among professionals across disciplines, alongside the technical
competences specific to their fields (Espinoza & Gallegos, 2020; Gomez-Gamero, 2019).
This interest was further intensified by the global COVID-19 pandemic, as the sudden
suspension of face-to-face teaching and the abrupt transition to unfamiliar educational
contexts had a profound impact on society, forcing rapid adaptation without time for
adequate preparation (Martinez-Saura et al., 2022; Sanchez-Pujalte et al., 2021).

Within the field of education, emotional competences have increasingly taken centre
stage as a means of addressing the diverse and unforeseen affective challenges faced
by students (Moron & Biolik-Mordn, 2021; Pérez-Gonzalez et al., 2020; Ramirez-Asis
et al., 2020). This emphasis reflects a commitment to students’ holistic development,
encompassing both academic and socio-emotional competences (Alemany, 2016; Moe
& Katz, 2020).

Various theoretical models have sought to define and operationalize socio-emotional
competencies from complementary perspectives. Buck (1990) defines emotional compe-
tence as the ability to manage emotional information effectively, including one’s own
feelings and desires. Salovey and Mayer’s (1990) emotional intelligence model concep-
tualized these competencies as cognitive abilities that enable individuals to perceive,
understand, and regulate emotional information effectively. They further argued that
emotional intelligence constitutes a component of social intelligence, encompassing a
set of skills related to the accurate appraisal, effective expression, and regulation of
emotions in oneself and others, as well as the use of emotions to motivate, plan, and
achieve life goals. From a more explanatory perspective, Bandura’s social-cognitive
theory posits that socio-emotional functioning relies on self-regulatory processes and
self-efficacy beliefs that guide teaching practice and classroom adaptation (Bandura,
1997). Similar, the CASEL framework (Collaborative for Academic, Social, and Emo-
tional Learning) defines these competencies as an integrated set of skills related to
self-management, social awareness, relationship skills, and responsible decision-making
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(Schlund et al., 2020). This framework adopts a broad and applied educational approach.
Although these models differ in their levels of analysis, they converge in highlighting
that emotional regulation and social interactions are fundamental to effective teaching
performance. This integrative perspective allows socio-emotional competence to be
understood as a multidimensional construct encompassing skills, self-regulatory pro-
cesses, and professional beliefs.

A substantial body of research indicates that effective mastery of socio-emotional
competences—such as the ability to collaborate with individuals from diverse back-
grounds, engage in socially and emotionally appropriate behaviours, and act responsi-
bly and respectfully —is associated with greater well-being and improved educational
outcomes (Eriksen & Bru, 2023). Conversely, insufficient development of these compe-
tences may lead to a range of personal, social, and academic difficulties (Extremera et
al., 2019; MacCann et al., 2020; Mahoney et al., 2020). Consequently, socio-emotional
competences extend beyond emotional intelligence alone, as they involve the mobili-
sation of knowledge, capacities, skills, and attitudes within social context.

It is therefore reasonable to assume that, if students are to develop high levels of
these competences, they must first be clearly defined and fostered in teachers (Llorent
et al.,, 2020). Although the current situation has intensified this issue, the idea itself
is not new. As proposed by Bisquerra and Pérez (2007), emotional competencies are
a set of knowledge, skills, and attitudes required to understand, express, and appro-
priately regulate emotional phenomena. This study builds on the work of Mikulic et
al. (2015), who identify nine dimensions of socio-emotional competences, namely (pp.
310-311): “assertiveness, self-efficacy, autonomy, emotional awareness, expressive
communication, empathy, optimism, pro-social behaviour and emotional regulation.
These dimensions integrate elements that are common across different theoretical
approaches (Bar-On, 1997; Graczyk, et al., 2000; Saarni, 2000; Salovey & Mayer, 1990).
In line with this approach, Mikulic et al. (2017) developed and validated an inventory to
assess socio-emotional competences in adults within contexts such as education and the
workplace, for use in research as well as in intervention and prevention programmes.

In this regard, mastery of socio-emotional competences enhances professional perfor-
mance by equipping individuals with problem-solving skills and strengthening learning
processes (Bisquerra & Pérez, 2007). Programmes such as that proposed by Repetto
et al. (2007, p. 161) for guidance in the development of socio-emotional competences
serve “a preventive function against future school failure and other risk factors, such
as absenteeism, school drop-out, or violence (bullying)” and, in turn, improve students’
intrinsic motivation, learning processes, academic achievement, and integration into school
and society. This underscores the notion that teachers, in addition to acquiring robust
pedagogical and disciplinary knowledge, must be capable of creating learning environ-
ments that foster students” motivation and academic engagement (Fernandez-Viciana
& Fernandez-Costales, 2019; Piovano et al., 2020). The ability to achieve this depends
largely on teachers’ professional self-concept and their confidence in their capacity to
support student learning (Prieto, 2007). In this regard, teacher self-efficacy is understood
as a set of beliefs concerning teachers’ abilities to teach effectively, manage the classroom,
and motivate and engage students, even in challenging situations (Tschannen-Moran &
Woolfolk, 2001). These beliefs influence the goals teachers set and the effort they invest
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in achieving them. Teachers with higher levels of self-efficacy tend to demonstrate grea-
ter trust in their students, employ more active teaching methodologies, and feel more
capable of fostering student engagement (Holzberger & Prestele, 2021).

Several studies have reported low (Catacora, 2020) or moderate (Anastasiou, 2020;
Sepulveda-Ruiz et al., 2021) levels of socio-emotional competence among students
enrolled in Early Childhood and Primary Education degree programmes. Given the
central role of socio-emotional competence in teacher education—particularly for
future Early Childhood and Primary Education teachers (Extremera et al.,, 2019)—it
is essential to strengthen the development of these competences during initial teacher
training, enabling prospective teachers to recognise and regulate their emotions from
the outset of their professional careers.

Accordingly, numerous studies have examined the relationships between socio-
emotional competence and specific sociodemographic and professional characteristics
of Early Childhood and Primary Teachers. Recent research has identified a positive
association between socio-emotional competence and teacher self-efficacy, suggesting
that teachers who perceive themselves as more capable in their professional role tend to
manage their emotions and social relationships more effectively, both, inside and outside
the classroom (Marcos Sanchez et al., 2023; Munir et al., 2023, Wenn et al., 2018). Teachers’
self-efficacy is strongly related to many significant educational results such as teachers’
persistence, enthusiasm, commitment and educational behaviour (Zee & Koomen, 2016).
It is also linked to student outcomes, such as achievement, motivation, and self-efficacy
beliefs (Tschannen-Moran & Woolfolk, 2001), insofar as it relates to the personal sense
of control over learning—one of the main sources of intrinsic motivation for lifelong
learning and a fundamental pillar of Bandura’s social-cognitive theory (Bandura, 1997;
Zimmerman, 1995). Therefore, perceived self-efficacy is an important yardstick when
studying the professional development of teachers in class, as well as the performance
and motivation of their students (Giaconi et al., 2018). Furthermore, feelings of self-efficacy
impact teaching actions in the classroom, enabling teachers to feel capable of involving,
teaching, handling and understanding their students on a day-to-day basis (Covarrubias
& Mendoza, 2015). Teachers’ beliefs in their own effectiveness have been identified as a
key determinant of educational quality and of the emotional well-being of the teacher,
something that influences the socio-emotional development of the students (Aparisi et
al., 2020; Valente et al., 2020). Accordingly, it is hypothesised that perceived teacher self-
efficacy is positively related to socio-emotional competence among prospective Early
Childhood and Primary Education teachers.

On the other hand, several studies have shown that variables such as gender and
teaching experience influence teachers’ socio-emotional competences and should the-
refore be considered in the design of teacher training programmes. However, previous
research has not yielded unanimous or conclusive results regarding the relationship bet-
ween these variables and socio-emotional competences. Some studies have found better
emotional skills in women (Llorente et al., 2020), for example, in emotional regulation
(Suarez & Martin, 2019). Others, such as those by Arteaga-Cerdefio et al. (2022) and
Dominguez et al. (2022), note that men achieve higher levels of emotional regulation,
while some studies do not find significant gender differences in socio-emotional skills
(Barrientos-Fernandez et al., 2020; Cejudo & Lopez-Delgado, 2017). Despite the lack
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of consensus in previous research, the evidence reviewed suggests that gender may
play a role in the development of socio-emotional competences. Therefore, this study
examines whether gender is significantly associated with differences in socio-emotional
competence among prospective Early Childhood and Primary Education teachers.

With regard to teaching experience, some evidence suggests that teachers with
more years in the profession demonstrate more developed socio-emotional compe-
tences (Sanmartin Lopez et al., 2018). In the study by Garcia-Domingo (2021) with
early childhood and primary teachers, age and experience seemed to reduce socio-
emotional competences when these were acquired during their teaching career. Other
studies have reported no significant relationship between professional experience and
socio-emotional competence (Barrientos-Fernandez et al., 2020; Sudrez y Martin, 2019).
The cause of these contradictory results might be the complexity of socio-emotional
competence as a construct and the range of instruments used to evaluate it (Graham
et al., 2020). Given these inconsistent findings and the complexity of socio-emotional
competence as a construct, further research is required to clarify the role of teaching
experience. Consequently, this study explores whether years of teaching experience
are significantly associated with socio-emotional competence among prospective Early
Childhood and Primary Education teachers.

Against this background, the present study explores whether sociodemographic
and professional characteristics (gender, years of teaching experience) and perceived
self-efficacy are significantly associated with socio-emotional competence among pros-
pective Early Childhood and Primary Education teachers.

Method
Design

The effects are studied using a quantitative, non-experimental and cross-sectional
approach with a descriptive and explanatory aim. A multivariant model was tested
empirically, taking as independent variables gender, years of experience (nominal and
ordinal qualitative factors respectively) and perceived teacher self-efficacy (quantitative
variable), while the dependent variables were socio-emotional competence and the
subscales that determine it: self-efficacy, optimism, assertiveness, expressive commu-
nication, emotional awareness, empathy, emotional regulation, prosocial behaviour
and autonomy (all of them considered to be quantitative variables).

Population and sample

Non-probabilistic convenience sampling was used, with the resulting sample
comprising 700 students who were taking the Early Childhood and Primary Teaching
degrees during the 2023-24 academic year at the Universidad Internacional de La
Rioja, which are taught wholly online. Of the sample, 89.28% are women and 10.71%
are men, with the mean age being 34.79 years. With regards to teaching experience,
44.85% do not have any, 10.57% have less than 1 year, 13.29% have between 1 and 3
years and 31.29% have 4 or more years’ experience.
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Measures

To assess teachers’ perceived socio-emotional competence, we used the previously
validated socio-emotional competences inventory developed by Mikulic et al. (2015).
This psychometric instrument evaluates nine subscales that constitute socio-emotional
competence: self-efficacy, optimism, assertiveness, expressive communication, emotional
awareness, empathy, emotional regulation, pro-social behaviour and autonomy. It
incorporates the socio-emotional competencies included in the major models cited in
the theoretical framework, and the authors conducted rigorous psychometric valida-
tion. Its application in educational settings was further supported by the subsequent
study of Mikulic et al. (2017). The instrument comprises 72 items evaluated using a
Likert-type scale (1- Completely disagree, 2- Disagree, 3- Neither agree nor disagree,
4- Agree and 5- Completely agree). Reliability analysis yielded a Cronbach’s alpha of
0.932, indicating excellent internal consistency.

The instrument used to measure teacher self-efficacy is an adapted version of the
Teachers” Self Efficacy Scale (TSES) developed by Tschannen-Moran and Woolfolk
(2001), which assesses key dimensions of teachers’ professional performance. It is also
adapted for both pre-service and in-service Early Childhood and Primary Education
teachers. Covarrubias and Mendoza (2015) produced a valid, reliable, and theoretically
grounded adaptation based on the concept of teacher self-efficacy. This adaptation
retains the structure of the original instrument while incorporating contextual and
linguistic adjustments that enable comparison with previous international research.
This adapted version is the one used in the present study and is organized into four
dimensions: efficacy in teaching and learning strategies (TLS), efficacy in class mana-
gement (CM), efficacy in student engagement (SE) and efficacy in attention to student
distinctiveness (ASD). It comprises 17 items, which were evaluated using a Likert-type
scale (1- None, 2- Little, 3- Some, 4- A fair amount and 5- A lot). The reliability of the
instrument was analysed using Cronbach’s alpha, which gave a value of 0.919, and so
it was considered to be adequate for the study that was to be performed.

Data collection and Analysis Procedure

The study carried out is part of an internal project, funded by the Universidad
Internacional de La Rioja, which has had a positive evaluation by the Ethics Committee
(code PI: 098/2023). The questionnaire was sent to students online at the start of the
2022-23 academic year. The students were informed of the aim of the research that
they were asked to participate in and their anonymity was guaranteed.

To determine the relationship and statistical effect of gender, years of experience
and perceived teacher self-efficacy on the socio-emotional competence, multivariate
analysis of covariance (MANCOVA) was conducted. The independent variables were
gender, years of experience and perceived teacher self-efficacy while the dependent
variable was the level of socio-emotional competence and the individual subscales that
define it. This technique makes it possible to assess simultaneously the statistical effect
of several independent variables on a set of correlated dependent variables, providing
a more comprehensive view of the multivariate pattern of results.
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Levene's test was used to determine the homogeneity of variance of the dependent
variables (Field, 2018). This test was found not to be statistically significant (p = 0.05),
and so the variances of these variables are equivalent. The equality of the covariance
matrices of the dependent variables between the different groups was also tested, using
Box’s M test. The statistic was significant (p < 0.001), and so this equivalence cannot be
assumed in the correlations between the dependent variables in the different groups.
Therefore, in the MANCOVA analysis, it was considered that the most appropriate
statistic for studying the effect of the independent variables on the socio-emotional
competence was Pillai’s trace. To analyse the impact and statistical contribution of
the predictors, B regression coefficients were used. A significance level of p < .05 was
adopted. Furthermore, for all significant effects, effect sizes were calculated using partial
eta squared (n?). To interpret the effect sizes, we relied on the benchmarks proposed
by Hattie (2008), which are contextualized in the educational field of education. In
his meta-syntheses, Hattie summarizes studies examining the relationship between
educational variables to learning outcomes. Effects greater than .039exceed the average
impact typically associated with educational variables and are therefore considered
meaningful. Effects between .01 and .039 are regarded as comparable to those produced
by a teacher-related or school-level characteristics on student outcomes and should
therefore be taken into account. Effects below.01 are considered small. The data were
organised, coded and analysed using the SPSS 29.0 statistical package.

Results

The analysis of the effect of the independent variables -gender, years of experience
and teacher self-efficacy- on socio-emotional competence was conducted in several stages,
applying different predictor models. First, a MANOVA was performed to examine the
effect of gender and years of teaching experience, as well as the interaction between these
two variables, on the subscales of socio-emotional competence. The interaction effect
was not significant. In a second model, a MANCOVA was used to analyse the statistical
contribution of the four teacher self-efficacy subscales to socio-emotional competence.
Only the self-efficacy for teaching and learning strategies (TLS) subscale produced a
significant effect. This result can be attributed to the moderately high correlations among
the teacher self-efficacy subscales, which account for the same portion of variance in the
dependent variable. For this reason, the TLS subscale was selected for the subsequent
analysis. The third model is the one presented in this study. A MANCOVA was applied
to analyse the effect of the gender, years of teaching experience and TLS self-efficacy
variables on socio-emotional competence and its subscales. Pillai’s trace was used to
assess the multivariate criterion. The results are presented below.

The results showed a significant effect of gender on socio-emotional competence.
The value of Pillai’s trace had a value of 0.064, F (9; 686) = 5.210, p < 0.000, with an
effect size of substantial magnitude (n2 = 0.064). A significant effect of years of teaching
experience was also found, with a Pillai’s trace value of 0.073, F (27; 2064) = 1.902, p <
0.003, an effect size worth considering (n2= 0.024). Finally, self-efficacy in TLS showed
a statistically significant association with socio-emotional competence, with a Pillai’s
trace value of 0.108, F (9; 686) = 9.205, p <0.000, and an important effect size (n2 =0.108).
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Table 1 shows the effects of each independent variable on the socio-emotional
competence subscales. Significant differences (p < 0.05) by gender were found for the
expressive communication (F = 6.154), empathy (F = 5.344), emotional regulation (F =
6.193) and pro-social behaviour (F = 16.171) subscales. Only in the pro-social behaviour
subscale can a considerable effect be observed, with the effects being small in the rest of
the subscales. A statistically significant effect of years of teaching experience (p < 0,05)
was found in self-efficacy (F = 5.141), optimism (F = 4.828), assertiveness (F = 2.626),
expressive communication (F =2.973), emotional awareness (F =2.993), and autonomy
(F = 3.675), with the effect sizes being considerable in all the dimensions. The detailed
study of the effect of self-efficacy in TLS on the subscales of the emotional competences
revealed statistically significant differences (p < 0.000) in all the subscales. Specifica-
lly, in self-efficacy (F = 56.221), optimism (F = 68.297), expressive communication (F =
38.848), emotional awareness (F = 29.147), with important effects. In assertiveness (F =
19.817), empathy (F = 14.141), emotional regulation (F = 20.051), pro-social behaviour
(F =23.475) and autonomy (F = 17.769), considerable effects were observed.

Table 1

Effect of the gender, teaching experience and TLS self-efficacy variables on socio-emotional competence
subscales

Independent variable Dependent variable F P h?

Expressive communication 6.154 0.013 0.009
Empathy 5.344 0.021 0.008

Gender
Emotional regulation 6.193 0.013 0.009
Pro-social behaviour 16.171 0.000 0.023
Self-efficacy 5.141 0.002 0.022
Optimism 4.828 0.002 0.020

Teaching experience Assertiv.eness o 2.626 0.049 0.011
Expressive communication 2.973 0.031 0.013
Emotional awareness 2.993 0.030 0.013
Autonomy 3.675 0.012 0.016
Self-efficacy 56.221 0.000 0.075
Optimism 68.297 0.000 0.090
Assertiveness 19.817 0.000 0.028
Expressive communication 38.848 0.000 0.053

TLS self-efficacy Emotional awareness 29.147 0.000 0.040
Empathy 14.141 0.000 0.020
Emotional regulation 20.051 0.000 0.028
Pro-social behaviour 23.475 0.000 0.033
Autonomy 17.769 0.000 0.025
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The statistical impact of the independent variables on the dependent variables was
examined using multiple linear regression. In regression analysis, even when the design
is cross-sectional or correlational, the term predictor variable is conventionally used to
refer to the independent variables within the model. In this context, predict refers to
the statistical estimation of the value of a dependent variable from another variable,
without implying any causal relationship. Table 2 shows the 3 regression coefficients
of the groups of predictor variables that showed a statistically significant association
with the dependent variables.

Table 2

Regression coefficients of the effect of the predictor variables on the dependent variables

Dependent

variable Predictor variable B SE** P h?

Intercept’ 2.652 0.156  0.000 0.294

No teaching experience -0.140 0.057 0.013  0.009

Self-efficacy Less than 1 year’s experience -0.189 0.086  0.029 0.007
Between 1 and 3 years’ experience -0.291 0.079  0.000  0.019

TLS self-efficacy 0.276 0.037  0.000 0.075

Intercept’ 2.989 0.149  0.000 0.368

No teaching experience -0.134 0.054 0.013  0.009

Optimism Less than 1 year’s experience -0.181 0.082  0.029 0.007
Between 1 and 3 years’ experience -0.265 0.076  0.000 0.017

TLS self-efficacy 0.291 0.035 0.000 0.090

Intercept’ 3.286 0.150  0.000  0.410

Assertiveness Between 1 and 3 years’ experience 0.170 0.076  0.026  0.007
TLS self-efficacy -0.157 0.035  0.000 0.028

Intercept’ 2.805 0.162  0.000  0.302

Expressive com- Gender (male) -0.202 0.082 0.013  0.009
munication Between 1 and 3 years’ experience -0.240 0.082  0.004 0.012
TLS self-efficacy 0.238 0.038  0.000  0.053

) Intercept’ 3.253 0.168 0.000 0.351
S&:I‘téﬁg:; Between 1 and 3 years’ experience -0.245 0.085 0.004 0.012
TLS self-efficacy 0.214 0.040  0.000  0.040

Intercept’ 3.204 0.152  0.000  0.389

Empathy Gender (male) -0.178 0.077  0.021  0.008
TLS self-efficacy 0.136 0.036  0.000  0.020

) Intercept’ 2.592 0.171  0.000  0.249
f;;ﬁ{;(t’fzi Gender (male) 0214 0086 0.013  0.009
TLS self-efficacy 0.181 0.040 0.000 0.028
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Dependent

1 1 %% 2

variable Predictor variable B SE P h
. Intercept’ 3.482 0.128  0.000  0.517
gro's".“al Gender (male) 0259 0064 0.000 0.023

ehaviour

TLS self-efficacy 0.146 0.030  0.000 0.033
Intercept’ 2.780 0.167  0.000 0.285
Autonomy Between 1 and 3 years’ experience -0.239 0.085 0.005  0.011
TLS self-efficacy 0.166 0.039  0.000 0.025

*Intercept: women with 4 years of teaching experience.
**Standard error.

For the gender and teaching experience variables, the [3 regression coefficient
represents how much the mean of the dependent variable varies with regards to the
intercept or reference group. The intercept is the mean of the group of women with 4
or more years of teaching experience.

In relation to the stated hypothesis, the results obtained indicate that gender is
significantly associated with certain dimensions of socio-emotional competence. No
significant predictive associations with gender were observed for the subscales of self-
efficacy, optimism, assertiveness, emotional awareness, and autonomy. In contrast,
the subscales of emotional expression (3 = -0.20), empathy (3 = -0.20), and pro-social
behaviour (3 = -0.20) showed statistically significant differences, indicating lower sco-
res for men relative to the reference group. The effect sizes were small for emotional
expression and empathy, whereas pro-social behaviour showed an effect of a magnitude
worth considering. Conversely, emotional regulation exhibited a significant increase
of approximately 0.20 points among men, although with a small effect size. Overall,
these results support the partial acceptance of the hypothesis, as gender is associated
with differences in some, but not all, dimensions of socio-emotional competence.

Regarding the years of teaching experience, the results indicated a progressive and
significant decrease in the subscales of self-efficacy and optimism in the three groups
with less experience (no experience, less than one year, and between one and three
years) compared with the group with four or more years of experience. The most pro-
nounced decrease was observed in the group with one to three years of experience (3 =
-0.30), with an effect size worth considering, whereas in the other groups the effect size
was small. A significant decrease was also found in emotional expression, emotional
awareness, and autonomy (f = —0.25) in the one-to-three-year group, with effect sizes
worth considering. In contrast, assertiveness showed an increase of approximately
0.17 points relative to the group with the highest level of experience, although with
a small effect size. No significant predictive associations of teaching experience were
found for empathy, emotional regulation, or pro-social behaviour. Taken together, these
results support the partial acceptance of the hypothesis, as significant associations were
found between years of teaching experience and some dimensions of socio-emotional
competence, but not across all of them.
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The self-efficacy variable for TLS showed a statistically significant positive association
with all of the subscales of the socio-emotional competence, except for assertiveness,
for which it was associated with a decrease. The {3 regression coefficient indicated that
a one-point increase in TLS self-efficacy was associated with an increase of approxi-
mately 0.3 points in optimism and self-efficacy, and 0.2 points in emotional expression
and emotional awareness, all with effect sizes of substantial magnitude. In addition, an
increase of approximately 0.15 points was observed in emotional regulation, autonomy,
and pro-social behaviour, with effect sizes worth considering. The decrease observed in
assertiveness (3 = —0.16) likewise showed an effect size of 0.16, which in this case was
also considered to be of a magnitude worth noting. These results support the acceptance
of the hypothesis, as they evidence a positive relationship between perceived teacher
self-efficacy and socio-emotional competence.

In relation to the general hypothesis proposed, the results of the study reveal that
the sociodemographic and professional characteristics considered, as well as perceived
teacher self-efficacy, are significantly associated with the socio-emotional competence
of prospective Early Childhood and Primary Education teachers. Specifically, signifi-
cant associations were identified between socio-emotional competence and gender,
years of teaching experience, and perceived self-efficacy. These associations are not
homogeneous across all dimensions, with differences observed in both the direction
and magnitude of the effects depending on the dimension considered.

Discussion

The aim of the present study was to examine whether the sociodemographic varia-
bles gender and teaching experience, together with the professional variable teacher
self-efficacy, are related to the level of socio-emotional competence of prospective Early
Childhood and Primary Education teachers. Teachers’ capacity to perceive and com-
prehend, express and manage emotions is vital for their success in educational settings
(Wenn et al., 2018), for effective teaching, and to maximise their students’ academic
performance (Fernandez-Viciana & Fernandez-Costales, 2019). This competence is
currently one of the best predictors of success in the academic and professional sphe-
res. Moreover, socio-emotional competence is regarded as a key element for teacher
well-being (Delgado et al., 2019). Therefore, identifying which personal and profes-
sional characteristics of teachers are associated with higher levels of socio-emotional
competence is essential for guiding teacher education programmes.

The results showed that the three variables studied —gender, teaching experience and
self-efficacy— exert statistically significant effects on socio-emotional competence and on
most of the subscales that constitute it.

Regarding the gender variable, we found significant associations with several of
the subscales of socio-emotional competence, including empathy, pro-social behaviour,
emotional expression, and emotional regulation. Specifically, women were found to
demonstrate higher levels of empathy, pro-social behaviour and expressive communica-
tion, whereas men showed higher levels of emotional regulation. A gender difference in
favour of women is therefore evident in certain socio-emotional skills, as reported in the
study by Piovano et al. (2020), who found higher levels of expressive communication
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and pro-social behaviour among women. Similarly, Llorente et al. (2020) observed higher
overall levels of socio-emotional competence in women than in men, particularly with
regard to emotional self-awareness and pro-social behaviour. Our results also agree with
those of Arteaga-Cerdefio et al. (2022) and Dominguez et al. (2022), who note that men
exhibit higher levels of emotional regulation, but they contradict the results of Suarez and
Martin (2019), who attributed higher levels of emotional regulation to women. However,
it is worth noting that, among the three variables examined, gender showed the weakest
statistical association with socio-emotional competence. Previous studies have likewise
reported no statistically significant differences in mean socio-emotional competence scores
between men and women (Barrientos-Fernandez et al., 2020; Cejudo & Lopez-Delgado,
2017; Garcia-Domingo, 2021), although Garcia-Domingo (2021) observed slightly lower
scores among women. Nevertheless, it has traditionally been assumed that women are
more capable of recognising and expressing their emotions (Llorente et al., 2020), which
contrasts with the limited influence of gender observed in the present study.

Years of teaching experience were significantly related to the level of socio-emotional
competence among pre-service teachers. The results suggest a non-linear relationship
between teaching experience and socio-emotional competence: a progressive decrease
was observed in most subscales during the initial stages of professional experience,
with the greatest decline occurring among teachers with one to three years of experi-
ence, followed by an increase among those with four or more years of experience. In
contrast, assertiveness showed an increase already in the group of teachers with one to
three years of experience, suggesting an earlier development of this skill compared with
other socio-emotional dimensions.

This pattern is consistent with previous research examining the developmental
dynamics of socio-emotional competence across different stages of the teaching career.
Barrientos-Fernandez et al. (2020), in a study conducted with novice teachers, propose
that the early years of professional practice are characterised by high exposure to stress,
stemming from the lack of consolidated methodological strategies and lower perceived
self-efficacy, which negatively affects their emotional competence. Similarly, Arteaga-
Cedefio et al. (2022), in a sample of pre-service teachers, found that those with less
pedagogical training and limited experience tend to show lower levels of emotional skills,
particularly in dimensions related to affective regulation and empathy. Nevertheless,
our results show that, from three years of experience onwards, emotional competencies
begin to improve progressively. This aligns with the findings of Wenn et al. (2018), who
reported a positive and sustained relationship between teaching experience and the
development of emotional competence among secondary teachers, arguing that profes-
sional stability and mastery of pedagogical routines strengthen emotional management.
in a similar manner, Sanmartin Lopez et al. (2018), in a longitudinal study with in-service
teachers, concluded that the experience accumulated throughout the teaching process
contributes to the consolidation of emotional skills, especially those related to adaptation
and coping with stress.

The discrepancy between our results and part of the existing literature may be
explained by the following hypothesis. During the first years of teaching, teachers undergo
an adaptation phase characterised by high levels of stress, professional insecurity, and
substantial cognitive load, which leads to a temporary decline in certain emotional skills.
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However, as their professional identity becomes consolidated and their self-efficacy
increases, these competencies begin to improve. This hypothesis offers a coherent expla-
nation that reconciles the results presented here with the findings reported by the afore
mentioned authors. Regarding this hypothesis, the literature is not unanimous. Garcia-
Domingo (2021) and Valente et al. (2020) suggest that work overload and prolonged
exposure to stressful situations may erode emotional competences at later stages of the
teaching career. These findings point to the possible influence of additional contextual
and organizational factors that may shape the non-linear relationship between teaching
experience and socio-emotional competence observed in the present study.

With regard to psychological variables, teacher self-efficacy showed the strongest
association with socio-emotional competence. Higher levels of teacher self-efficacy
were associated with significant increases across all subscales, except for assertiveness,
where the relationship was negative. These results are particularly relevant given that
the literature recognises both teacher self-efficacy and socio-emotional competencies as
key characteristics of the teaching profession that directly influence student achievement
(Holzberger & Prestele, 2021; Fernandez-Viciana & Fernandez-Costales, 2019). In the
same vein, Buri¢ et al. (2020) show that teachers with higher levels of self-efficacy tend to
experience more positive emotions On the other hand, several studies have demonstrated
that higher levels of emotional skills are positively associated with greater teacher self-
efficacy (Aparisi et al., 2020; Munir et al., 2023; Wenn et al., 2018; Wu et al., 2019). Teach-
ers with strong socio-emotional competence tend to feel more motivated and satisfied,
perceive themselves as more capable of dealing with classroom challenges, and report
being better prepared to support their students” academic and emotional development
(Aparisi et al., 2020; Valente et al., 2020).

Considering that the present study shows that an increase in self-efficacy leads
to a significant improvement in socio-emotional competence, a bidirectional process
might be hypothesised. Thus, greater self-efficacy would foster the development of
socio-emotional competencies, while the strengthening of these competencies would, in
turn, contribute to an enhanced perception of self-efficacy among teachers. This would
give rise to a cyclical dynamic of positive feedback between the two constructs, both of
which are recognised as essential indicators of educational quality due to their direct
influence on teaching practices and student learning outcomes (Eriksen & Bru, 2023).

Implications, limitations, and future research

First, it is evident that the sociodemographic and professional variables—gender,
teaching experience, and teacher self-efficacy—are significantly related to levels of
socio-emotional competence among pre-service teachers. The study shows that gender is
significantly associated with several subscales of socio-emotional competence; however,
its effect is moderate and less substantial than that of the other variables examined.

Teacher self-efficacy, particularly that related to teaching and learning strategies,
shows the strongest statistical association with the socio-emotional competencies of
pre-service teachers. This finding highlights the relevance of teacher self-efficacy as
a key variable in socio-emotional development and underscores the importance of
strengthening this dimension during initial teacher education.
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Regarding experience, a decline in socio-emotional competencies is observed during
the first years of professional practice, followed by a progressive increase from the
third year onwards. This pattern suggests that the beginning of the teaching career
constitutes a critical period for teachers’ emotional development.

These findings have important implications for teacher education. First, they
highlight t the need to design training programmes aimed at equipping teachers with
pedagogical strategies and strengthening their self-efficacy. Such reinforcement can
contribute directly to the improvement of their socio-emotional competencies. These
programmes could be implemented during the first years of professional practice, a
period in which a decline in socio-emotional competence has been identified.

This study has several limitations that should be considered when interpreting the
results. First, the cross-sectional and correlational design does not allow causal rela-
tionships to be established among the variables analyzed. Although the term predictor
is used in the regression analysis, it should be interpreted solely in its statistical sense.
Longitudinal studies would therefore be valuable for examining the development of
self-efficacy and socio-emotional competencies throughout teacher education and
during the early years of professional practice.

Second, the sample consisted predominantly of women, which limits the variability
of the analysis. Nevertheless, this distribution reflects the reality of Early Childhood and
Primary Education degree programmes (OECD, 2017). Future studies could incorporate
more balanced samples or conduct stratified analyses to explore the role of gender in
greater depth. Likewise, the participants belonged exclusively to the field of initial
teacher education for Early Childhood and Primary Education. It would therefore be
relevant to replicate this study with pre-service Secondary Education teachers or with
in-service teachers to examine potential differences in the relationship between self-
efficacy and socio-emotional competence.

Another limitation concerns the use of self-report instruments which, although suita-
ble for assessing teachers’ perceptions, may introduce biases such as the overestimation
of competencies. Future research could incorporate complementary measures, including
peer assessment, classroom observation, or socio-emotional performance instruments.

Furthermore, although this study identifies teacher self-efficacy as the variable
most strongly associated with socio-emotional competence, future work could explore
models that consider reciprocal relationships.

References

Alemany Martinez, D. (2016). Competencia socio-emocional y competencia informa-
cional: dos caras de la misma moneda. En M. T. Tortosa Ybanez, S. Grau Company
& J. D. Alvarez Teruel (Eds.) XIV Jornadas de Redes de Investigacién en Docencia
Universitaria: investigacion, innovacion y ensefianza universitaria: enfoques pluridisciplin-
ares (pp. 614-629). Instituto de Ciencias de la Educacion. https://rua.ua.es/dspace/
bitstream/10045/59123/1/X1V-Jornadas-Redes-ICE_045.pdf

Anastasiou, S. (2020). The moderating effect of age on preschool teachers’trait emotional
inteligence in Greece and implications for preschools human resources management.

RIE, 2026, 44


https://rua.ua.es/dspace/bitstream/10045/59123/1/XIV-Jornadas-Redes-ICE_045.pdf
https://rua.ua.es/dspace/bitstream/10045/59123/1/XIV-Jornadas-Redes-ICE_045.pdf

Carmen Romero-Garcia, Olga Buzén-Garcia y Mara Sacristdn San Cristobal

International Journal of Education and Practice, 8(1), 26-36. http://doi.org/10.18488/
journal.61.2020.81.26.36

Aparisi, D., Granados, L., Sanmartin, R., Martinez-Monteagudo, M. C., & Garcia-
Fernandez, J. M. (2020). Relationship between emotional intelligence, generativity
and self-efficacy in secondary school teachers. Sustainability, 12(10), 3950. http://
dx.doi.org/10.3390/su12103950

Arteaga-Cedefio, W.L., Carbonero-Martin, M.A., Martin-Antén, L.J. y Molinero-Gonza-
lez, P. (2022). The Sociodemographic-Professional Profile and Emotional Intelligence
in Infant and Primary Education Teachers. International Journal of Environmental
Research and Public Health, 19, 9882. http://dx.doi.org/10.3390/ijerph19169882

Bandura, A. (1997). Self-efficacy: The exercise of control. W. H. Freeman.

Bar-On, R. (1997). Emotional Quotient Inventory (EQ-i): Technical manual. Multi-Health
Systems.

Barrientos-Fernandez, A., Pericacho-Gémez, F. J. y Sanchez-Cabrero, R. (2020). Com-
petencias sociales y emocionales del profesorado de Educacion Infantil y su rel-
acion con la gestion del clima de aula. Estudios Sobre Educacion 38, 59-78. http://doi.
org/10.15581/004.38.59-78

Bisquerra, R. y Pérez, N. (2007). Las competencias emocionales. Educacién XXI, 10(1),
61-82. https://doi.org/10.5944/educxx1.1.10.297

Borrachero, A. B., Brigido, M., Gémez, R. y Bermejo, M.L. (2012). Relationship between
self-concept and self-efficacy in future secondary teachers. International Journal
of Developmental and Educational Psychology: INFAD, 1(2), 219-226. http://infad.eu/
RevistaNFAD/wp-content/uploads/2013/02/INFAD_010224_219-226.pdf

Brigido, M. y Borrachero, A. B. (2011). Relacién entre autoconcepto, autoeficacia y
autorregulacion en ciencias de futuros maestros de Primaria. International Journal of
Developmental and Educational Psychology: INFAD 1(2), 107-113. https://www.redalyc.
org/pdf/3498/349832333011.pdf

Buck, R. (1990). Rapport, emotional education, and emotional competence. Psychological
Inquiry, 1(4), 301-302. https://doi.org/10.1207/s15327965pli0104_4

Burig, I, Sliskovi¢, A., & Sori¢, 1. (2020). Teachers’ emotions and self-efficacy: A test of recip-
rocal relations. Frontiers in Psychology, 11, 1650. https://doi.org/10.3389/fpsyg.2020.01650

Catacora Guzman, V. H. (2020). Competencias emocionales y clima de clase de estudiantes
de educacién superior [Tesis doctoral, Universidad César Vallejo] Repositorio Digital
Internacional. https://hdl.handle.net/20.500.12692/42738

Cejudo, J. y Lopez-Delgado, M.L. (2017). Importancia de la inteligencia emocional en la
practica docente: un estudio con maestros. Psicologia Educativa. 23(1), 29-36. https://
doi.org/10.1016/j.pse.2016.11.001

Covarrubias, C. G. y Mendoza Lira, M. (2015). Sentimiento de autoeficacia en una
muestra de profesores chilenos desde las perspectivas de género y experiencia.
Estudios Pedagogicos, 41(1), 63-78. https://doi.org/10.4067/S0718-07052015000100004.

RIE, 2026, 44


http://doi.org/10.18488/journal.61.2020.81.26.36
http://doi.org/10.18488/journal.61.2020.81.26.36
http://dx.doi.org/10.3390/su12103950
http://dx.doi.org/10.3390/su12103950
http://dx.doi.org/10.3390/ijerph19169882
http://doi.org/10.15581/004.38.59-78
http://doi.org/10.15581/004.38.59-78
https://doi.org/10.5944/educxx1.1.10.297
http://infad.eu/RevistaINFAD/wp-content/uploads/2013/02/INFAD_010224_219-226.pdf
http://infad.eu/RevistaINFAD/wp-content/uploads/2013/02/INFAD_010224_219-226.pdf
https://www.redalyc.org/pdf/3498/349832333011.pdf
https://www.redalyc.org/pdf/3498/349832333011.pdf
https://doi.org/10.1207/s15327965pli0104_4
https://doi.org/10.3389/fpsyg.2020.01650
https://hdl.handle.net/20.500.12692/42738
https://doi.org/10.1016/j.pse.2016.11.001
https://doi.org/10.1016/j.pse.2016.11.001
https://doi.org/10.4067/S0718-07052015000100004

Predictor variables of socio-emotional competence in pre-service early childhood and primary teachers

Davila, M. A., Borrachero, A. B., Cafiada, F., Martinez, G. y Sanchez, J. (2015). Evo-
lucién de las emociones que experimentan los estudiantes del grado de maestro
en educacién primaria, en didactica de la materia y la energia. Revista Eureka sobre
Ensefianza y Divulgacion de las Ciencias. 12(3), 550-564. http://hdl.handle.net/10662/5636

Delgado Domenech, B., Martinez Mongeagudo, M. C., Rodriguez, J. R. y Escortell
Sanchez, R. (2019). La autoeficacia académica y la inteligencia emocional como
factores asociados al éxito académico de los estudiantes universitarios. Gestién de
las Personas y Tecnologia, 12(35), 46-60. https://doi.org/10.35588/revistagpt.v12i35.4003

Dominguez, ]., Nieto Campos, B., y Portela Pino, I. (2022). Variables personales y
escolares asociadas a la inteligencia emocional adolescente. Educacion XX1, 25(1),
335-355. https://doi.org/10.5944/educXX1.30413

Espinoza Mina, M. A. y Gallegos Barzola, D. (2020). Habilidades blandas en la educacion
y la empresa: Mapeo Sistematico. Revista Cientifica UISRAEL, 7(2), 39-56. https://doi.
org/10.35290/rcui.v7n2.2020.245

Eriksen, E. V., & Bru, E. (2023). Investigating the Links of Social-Emotional Compe-
tencies: Emotional Well-being and Academic Engagement among Adolescents.
Scandinavian Journal of Educational Research, 67(3), 391-40. https://doi.org/10.1080/0
0313831.2021.2021441

Extremera, N., Mérida-Lépez, S. y Sanchez-Gomez, M. (2019). La importancia de la
inteligencia emocional del profesorado en la misién educativa: impacto en el aula y
recomendaciones de buenas practicas para su entrenamiento. Voces de la Educacion,
niimero especial 2, 74-97. http://hdl.handle.net/10234/186906

Fernandez-Viciana, A. y Fernandez-Costales, A. (2019). La autoeficacia percibida en los
futuros docentes de inglés de Educacidon Primaria. Profesorado, Revista de Curricu-
Ium y Formacién del Profesorado, 23(4), 216-233. https://doi.org/10.30827/profesorado.
v23i4.11719

Garcia-Domingo, B. (2021). Competencia emocional en maestros de educacion infantil y
primaria: fuentes de variabilidad y sugerencias de mejora. Revista Electronica Interuni-
versitaria de Formacién del Profesorado, 24(2), 1-15. https://doi.org/10.6018/reifop.450111

Giaconi, V., Perdomo, J., Cerda, G. y Saadati, F. (2018). Practicas docentes, autoeficacia
y valor en relacion con la resolucién de problemas de matematicas: disefio y vali-
dacién de un cuestionario. Ensefianza de las ciencias, 36(3), 99-120. https://raco.cat/
index.php/Ensenanza/article/view/343230

Gémez-Gamero, M. E. (2019). Las habilidades blandas competencias para el nuevo
milenio. DIVULGARE Boletin Cientifico De La Escuela Superior De Actopan, 6(11), 1-5.
https://doi.org/10.29057/esa.v6i11.3760

Graczyk, P. A., Matjasko, J. L., Weisberg, R. P., Greenberg, M. T. & Zins, J. E. (2000).
The role of the Collaborative to Advance Social and Emotional Learning (CASEL)
in supporting the implementation of quality school-based prevention programs.
Journal of Educational and Psychological Consultation, 11(1), 3-6. https://doi.org/10.1207/
s1532768Xjepc1101_02

RIE, 2026, 44


http://hdl.handle.net/10662/5636
https://dialnet.unirioja.es/servlet/revista?codigo=12107
https://dialnet.unirioja.es/servlet/revista?codigo=12107
https://doi.org/10.35588/revistagpt.v12i35.4003
https://doi.org/10.5944/educXX1.30413
https://doi.org/10.35290/rcui.v7n2.2020.245
https://doi.org/10.35290/rcui.v7n2.2020.245
https://doi.org/10.1080/00313831.2021.2021441
https://doi.org/10.1080/00313831.2021.2021441
http://hdl.handle.net/10234/186906
https://doi.org/10.30827/profesorado.v23i4.11719
https://doi.org/10.30827/profesorado.v23i4.11719
https://doi.org/10.6018/reifop.450111
https://raco.cat/index.php/Ensenanza/article/view/343230
https://raco.cat/index.php/Ensenanza/article/view/343230
https://doi.org/10.29057/esa.v6i11.3760
https://doi.org/10.1207/s1532768Xjepc1101_02
https://doi.org/10.1207/s1532768Xjepc1101_02

Carmen Romero-Garcia, Olga Buzén-Garcia y Mara Sacristdn San Cristobal

Graham, L. J., White, S. L., Cologon, K., & Pianta, R. C. (2020). Do teachers’ years of
experience make a difference in the quality of teaching? Teaching and teacher educa-
tion, 96, 103190. https://doi.org/10.1016/j.tate.2020.103190

Hattie, J. (2008). Visible learning: A synthesis of over 800 metaanalyses related to achieve-
ment. Routledge.

Holzberger, D. y Prestele, E. (2021). Teacher self-efficacy and self-reported cognitive
activation and classroom management: A multilevel perspective on the role of
school characteristics. Learning and Instruction, 76, 1-9. https://doi.org/10.1016/j.
learninstruc.2021.101513

Llorent, V.J, Zych, 1. y Varo-Millan, ]J.C. (2020). Competencias socioemocionales
autopercibidas en el profesorado universitario en Espafa. Educacion XX1, 23(1),
297-318. https://doi.org/10.5944/educXX1.23687

MacCann, C,, Jiang, Y., Brown, L. E., Double, K. S., Bucich, M. & Minbashian, A. (2020).
Emotional intelligence predicts academic performance: A metaanalysis. Psychological
Bulletin, 146(2), 150-186. https://doi.org/10.1037/bul0000219

Mahoney, J. L., Weissberg, R. P., Greenberg, M. T., Dusenbury, L., Jagers, R. J., Niemi,
K., Schlinger, M., Schlund, J., Shriver, T. P., VanAusdal, K. & Yoder, N. (2020).
Systemic social and emotional learning: Promoting educational success for all pre-
school to high school students. American Psychologist, 76(7), 1128-1142. https://doi.
org/10.1037/amp0000701

Marcos Sanchez, R., Manzanal Martinez, A. I, y Gallego-Dominguez, C. (2023). Las compe-
tencias socioemocionales y la gestion del aula del profesorado de Educacién Secundaria,
Bachillerato y Formacion Profesional. Profesorado. Revista de curriculum y formacion del
profesorado, 27(2), 287-307. https://doi.org/10.30827/profesorado.v27i2.21467

Martinez-Saura, H. F., Sanchez-Lépez, M. C. & Pérez-Gonzdlez, J. C. (2022). Compe-
tencia emocional en docentes de Infantil y Primaria y estudiantes universitarios
de los Grados de Educacion Infantil y Primaria. Estudios sobre Educacion, 42, 9-33.
https://doi.org/10.15581/004.42.001

Mikulic, I. M., Caballero, R., Vizioli, N. & Hurtado, G. (2017). Estudio de las compe-
tencias socioemocionales en diferentes etapas vitales. Anuario de Investigaciones de
la Facultad de Psicologia, 3(1), 374-382. http://bit.ly/31No20t

Mikulic, I. M., Crespi, M. Y. & Radusky, P. (2015) Construccién y validacién del Inven-
tario de Competencias Socioemocionales para Adultos (ICSE). Interdisciplinaria, 32(2),
307-330 https://doi.org/10.16888/interd.2015.32.2.7

Mog, A., & Katz, I. (2020). Emotion regulation and need satisfaction shape a motivating
teaching style. Teachers and Teaching, 27(5), 370-387. http://doi.org/10.1080/1354060
2.2020.1777960

Moron, M. & Biolik-Morén, M. (2021). Trait emotional intelligence and emotional
experiences during the COVID-19 pandemic outbreak in Poland: A daily diary
study. Personality and Individual Differences, 168, 110348. https://doi.org/10.1016/;.
paid.2020.110348

RIE, 2026, 44


https://doi.org/10.1016/j.tate.2020.103190
https://doi.org/10.1016/j.learninstruc.2021.101513
https://doi.org/10.1016/j.learninstruc.2021.101513
https://doi.org/10.5944/educXX1.23687
https://doi.org/10.1037/bul0000219
https://doi.org/10.1037/amp0000701
https://doi.org/10.1037/amp0000701
https://doi.org/10.30827/profesorado.v27i2.21467
https://doi.org/10.15581/004.42.001
http://bit.ly/3lNo2Ot
https://doi.org/10.16888/interd.2015.32.2.7
http://doi.org/10.1080/13540602.2020.1777960
http://doi.org/10.1080/13540602.2020.1777960
https://doi.org/10.1016/j.paid.2020.110348
https://doi.org/10.1016/j.paid.2020.110348

Predictor variables of socio-emotional competence in pre-service early childhood and primary teachers

Munir, H., Naz, S., Khan, J. U. D., Taj, T., Kashif, M., & Muhammad, D. (2023). Asso-
ciation between Socio-Emotional Competence and Self-Efficacy of Nurse-Educators
in Peshawar. Pakistan Journal of Medical & Health Sciences, 17(06), 72-74. https://doi.
org/10.53350/pjmhs202317672

Organisation for Economic Co-operation and Development (OECD). (2017). Gender
imbalances in the teaching profession. Education Indicators in Focus, 49. OECD
Publishing. https://doi.org/10.1787/54f0ef95-en

Piovano, N., Solodovsky, M.& Pascuali, G. (2020). Competencias socioemocionales y
estrés. CoOmo se relacionan con el rendimiento académico en estudiantes de edu-
cacion superior. Revista de Investigaciones Cientificas de la Universidad de Moron, 3(6),
69-80. https://repositorio.unimoron.edu.ar/handle/10.34073/218

Pérez-Gonzalez, J-C., Saklofske, D. H. & Mavroveli, S. (2020). Trait Emotional Intel-
ligence: Foundations, Assessment, and Education. Frontiers in Psychology, 11, 608.
https://doi.org/10.3389/fpsyg.2020.00608

Prieto Navarro, L. (2007). Autoeficacia del profesorado universitario. Eficacia percibida
y prdctica docente. Narcea.

Ramirez-Asis, E., Espinoza Maguina, M., Esquivel Infantes, S. & Naranjo-Toro, M.
(2020). Inteligencia emocional, competencias y desempefio del docente universita-
rio: Aplicando la técnica minimos cuadrados parciales SEM-PLS. Revista Electrénica
Interuniversitaria de Formacion del Profesorado, 23(3), 99-114. https://doi.org/10.6018/
reifop.428261

Repetto, E., Pena, M., Mudarra, M.]. & Uribarri, M. (2007). Guidance in the area of
socio-emotional competencies for secondary students in multicultural contexts.
Electronic Journal of Research in Educational Psychology, 5(11), 159-178. https://doi.
org/10.25115/ejrep.v5i11.1232

Saarni, C. (2000). Emotional competence. A developmental perspective. En R. Bar-On
& ].D.A. Parker (Eds.), The Handbook of Emotional Intelligence. Theory, development,
assessment and application at home, school and in the workplace (pp. 68-91). Jossey-Bass.

Salovey, P., & Mayer, J. D. (1990). Emotional Intelligence. Imagination, cognition and
personality, 9(3), 185-211. http://dx.doi.org/10.2190/DUGG-P24E-52WK-6CDG

Sanchez-Pujalte, L., Mateu, D.N., Etchezahar, E. & Gomez Yepes, T. (2021) Teachers’
Burnout during COVID-19 Pandemic in Spain: Trait Emotional Intelligence and
Socioemotional Competencies. Sustainability, 13(13), 7259. https://doi.org/10.3390/
sul3137259

Sanmartin Lopez, R., Gonzalvez Macia, C. y Vicent Juan, M. (2018). Inteligencia emo-
cional en alumnado de formacion profesional. Diferencias en funcion del curso, del
género y de la edad. Educar, 54(1), 229-245. https://doi.org/10.5565/rev/educar.797

Schlund, J., Jagers, R. J., & Schlinger, M. (2020). Emerging Insights on Advancing Social
and Emotional Learning (SEL) as a Lever for Equity and Excellence. Collaborative for
Academic, Social, and Emotional Learning (CASEL).

RIE, 2026, 44


https://doi.org/10.53350/pjmhs202317672
https://doi.org/10.53350/pjmhs202317672
https://doi.org/10.1787/54f0ef95-en
https://repositorio.unimoron.edu.ar/handle/10.34073/218
https://doi.org/10.3389/fpsyg.2020.00608
https://doi.org/10.6018/reifop.428261
https://doi.org/10.6018/reifop.428261
https://doi.org/10.25115/ejrep.v5i11.1232
https://doi.org/10.25115/ejrep.v5i11.1232
http://dx.doi.org/10.2190/DUGG-P24E-52WK-6CDG
https://doi.org/10.3390/su13137259
https://doi.org/10.3390/su13137259
https://doi.org/10.5565/rev/educar.797

Carmen Romero-Garcia, Olga Buzén-Garcia y Mara Sacristdn San Cristobal

Sepulveda-Ruiz, M. P., Guillén-Gamez, F. D., Garcia-Vila, E. y Mayorga-Fernandez, M. J.
(2021). Competencia emocional del futuro docente en educacion infantil y primaria:
analisis de predictores significativos. Formacion universitaria, 14(3), 105-114. http://
dx.doi.org/10.4067/50718-50062021000300105

Sudrez, M. J. y Martin, J. D. M. (2019). Influencia del perfil sociodemografico del profe-
sor universitario sobre la inteligencia emocional y el burnout. Educacién XX1, 22(2),
93-117. https://doi.org/10.5944/educXX1.22514

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: capturing an elu-
sive construct. Teaching and Teacher Education, 17(7), 783-805. https://doi.org/10.1016/
S0742-051X(01)00036-1

Valente, S., Veiga-Branco, A., Rebelo, H., Lourenco, A. A. & Cristévao, A. M. (2020). The
relationship between emotional intelligence ability and teacher efficacy. Universal
Journal of Educational Research 8(3), 916-923. https://doi.org/10.13189/ujer.2020.080324

Wenn, B., Mulholland, R., Timmons, W. & Zanker, Y. (2018). Towards a developing
construct in dance education — exploring the relation of emotional intelligence to
teacher’s sense of efficacy and teaching experience among dance education student
teachers in the United Kingdom. Research in Dance Education, 19(1), 14-38. https://
doi.org/10.1080/14647893.2017.1354843

Wu, Y, Lian, K., Hong, P., Liu, S., Lin, R. M., & Lian, R. (2019). Teachers’ emotional
intelligence and self-efficacy: Mediating role of teaching performance. Social Behavior
and Personality: an international journal, 47(3), 1-10. https://doi.org/10.2224/sbp.7869

Zee, M., & Koomen, H. M. Y. (2016). Teacher self-efficacy and its effects on classroom
processes, student academic adjustment, and teacher well-being: A synthesis of
40 years of research. Review of Educational Research, 86(4), 981-1015. https://doi.
org/10.3102/0034654315626801

Zimmerman, B. (1995). Self-efficacy and educational development. En A. Bandura,
(ed.), Self-efficacy and changing societies (pp. 202-231). Cambridge University Press.

Fecha de recepcion: 5 diciembre, 2024
Fecha de revision: 9 diciembre, 2024
Fecha de aceptacién: 31 enero, 2026

RIE, 2026, 44


http://dx.doi.org/10.4067/S0718-50062021000300105
http://dx.doi.org/10.4067/S0718-50062021000300105
https://doi.org/10.5944/educXX1.22514
https://doi.org/10.1016/S0742-051X(01)00036-1
https://doi.org/10.1016/S0742-051X(01)00036-1
https://doi.org/10.13189/ujer.2020.080324
https://doi.org/10.1080/14647893.2017.1354843
https://doi.org/10.1080/14647893.2017.1354843
https://doi.org/10.2224/sbp.7869
https://doi.org/10.3102/0034654315626801
https://doi.org/10.3102/0034654315626801

