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ABSTRACT This study investigates perceived emotional intelligence
(ED) in relation to burnout syndrome and job satisfaction in primary
special education teachers from Greece. EI was measured by the EIS
developed by Schutte et al. (1998). Factor analysis revealed that four
factors can be identified in the EIS. Results showed that Greek teach-
ers reported fairly high scores in the specific factors and the overall EI.
Perceived EI was significantly related to burnout syndrome and job
satisfaction, indicating that teachers of high-perceived EI are likely
to experience less burnout and greater job satisfaction. Regres-
sion analysis revealed that emotional exhaustion can be predicted
by satisfaction with the job itself and with the principal subscales;
depersonalization is predicted by satisfaction with the job and with
prospective promotions; personal accomplishment is predicted by
satisfaction with the job itself as well as by an EI factor, optimism/
mood regulation and a demographic variable, age. Results are com-
pared to findings from international studies related to teachers and/or
other professionals, and the associations of trait EI with burnout and
job satisfaction are discussed.

KEY WORDS: burnout; emotional intelligence; job satisfaction;
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Introduction

The intensity and the sources of teachers’ job-related stress is a sub-
ject of growing interest in different educational settings (Chan, 2006;
Mearns and Cain, 2003; Platsidou and Agaliotis, 2008). According
to some studies, special education teachers are more susceptible to
developing high levels of occupational stress than general education
teachers — a fact that in some cases may lead to burnout (Wisniewski
and Gargiulo, 1997). The burnout syndrome arises in teachers as
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a result of their intense interactions with students (Maslach, 1999),
especially when the latter exhibit emotional and behavioural disorders
and/or poor motivation or if they belong to multiple categories of special
needs (Wisniewski and Gargiulo, 1997).

The teachers who are ‘burned out’ may experience one or more of the
three components of the burnout syndrome (Maslach, 1999; Maslach
and Schaufeli, 1993). Usually, burnout starts with a feeling of being
emotionally overextended and drained by the intense contact with
students, parents and colleagues (emotional exhaustion); then, it may
lead teachers to negative attitudes and cynical responses toward the
students (depersonalization) and a decline in their sense of compe-
tence; finally, it results in negative evaluation of teachers’ performance
and achievement in their job (reduced personal accomplishment).

An increased level of burnout is most likely to result, sooner or later,
in job dissatisfaction (Chaplain, 1995; Mearns and Cain, 2003). Job
satisfaction has been defined as a pleasurable emotional state which
can be related to the appraisal of one’s job, an affective reaction to one’s
job and/or an attitude towards one’s job. As Weiss (2002) claims, job
satisfaction is an attitude that people form towards their job by taking
into account their feelings, beliefs and behaviours.

In the teaching profession, burnout has been negatively associated
with satisfaction with various aspects of a teacher’s job. Relevant
research shows that, in general, teachers report moderate to high
levels of satisfaction with their job both in regular (Koustelios, 2001;
Kyriakou, 1987) and in special education (Platsidou and Agaliotis,
2008). In attempting to investigate the sources that may affect burnout
and job satisfaction in teachers, various factors have been considered
which fall into three categories: (a) environmental and contextual
elements: workload and time pressure, diversity of job-related tasks,
lack of support from administrators or school leadership, low income
and poor prospects of promotion, lack of proper staff development, etc.
(Borg and Riding, 1991; Goddard et al., 2006; Kyriakou, 1987; Mearns
and Cain, 2003); (b) demographic factors such as age, gender, years of
experience and family status of the teachers (Borg and Riding, 1991;
Kyriakou, 1987) and (c) personality characteristics of the teachers, e.g.
it was found that neuroticism is a common predictor of all dimensions
of burnout (Kokkinos, 2007), extraversion and agreeableness predict
depersonalization and openness and extraversion predict personal
accomplishment (Zellars et al., 2000).

In recent years, emotional intelligence (EI) has been seen as impor-
tant within the teaching profession. Relevant evidence has shown
that trait emotional intelligence is likely to be one of the personality
characteristics that possibly affect the experience of burnout and job
satisfaction in teachers (e.g. Chan, 2004, 2006). The investigation of
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this association is one of the aims of the present study. Before proceed-
ing to this aim, the basic research evidence concerning the definition of
EI and its association with various aspects of personal and professional
life will be outlined.

Emotional intelligence is defined in a two-fold way (Petrides et al.,
2007); one approach reflects ability EI (or information-processing EI)
which conceives of EI as a constellation of related abilities including
the identification and regulation of emotions, the ability to understand
the causes of emotions and the transitions among them and the abil-
ity to integrate emotional information into decisions and actions and
facilitate thinking (Mayer et al., 1999). Ability EI models concern the
measurement of actual abilities using maximum-performance tests;
their aim is to explicitly define EI as ‘a standard intelligence’ (Mayer et
al., 2001) and emphasize its relation to cognitive ability as well as those
personality dimensions that have a strong affective core. The other
approach represents trait (or perceived) EI, which includes a set of non-
cognitive emotional and social capabilities and skills, motivational and
personality dimensions that influence one’s ability to succeed in coping
with environmental demands and pressures, social and moral abilities
and performance skills (Bar-On, 1997; Petrides et al., 2007). Trait EI
models are associated to personality dimensions as they encompass
behavioural dispositions and self-perceived abilities measured with
self-report tests. Although the two EI approaches seem incongruent at a
first glance, it has been pointed out that they tend to be complementary
rather than contradictory in defining the nature, components, applica-
tion fields and research goals of EI in the best possible way (Ciarrochi
et al., 2000).

Research evidence has shown that El is related, directly or indirectly,
to better adjustment or success in academic, personal, social or occu-
pational settings. For example, high EI is associated with efficiency
in coping with problems and difficulties (Mikolajczak and Luminet,
2008) and with lower levels of anxiety and depression (Bastian et al.,
2005). Success at work is connected with various EI dimensions such
as empathy, optimism and conflict resolution (Zeidner et al., 2004).
A negative relationship is found between EI and occupational stress
(Bar-On et al., 2000; Slaski and Cartwright, 2002); in some profes-
sions, EI can significantly predict occupational stress such as in mental
health professionals (Nikolaou and Tsaousis, 2002). Finally, trait EI
was also found to have a weak to modest relationship with job satisfac-
tion (Carmeli, 2003; Kafetsios and Loumakou, 2007).

In the teaching profession, specifically, it was found that positive
regulation of emotions is a significant predictor of teachers’ perceived
self-efficacy toward helping others (Chan, 2004). In relation to predicting
burnout, research evidence has suggested that certain components of
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EI, such as emotional appraisal and positive regulation of emotions,
prevent emotional exhaustion that is likely to lead to depersonalization
and a low sense of personal accomplishment (Chan, 2006). Interest-
ingly, personal accomplishment may develop independently from the
burnout components through the influence of positive utilization of
emotions. As regards job satisfaction, trait EI emerged as an important
personality-level predictor in a sample of Greek teachers (Kafetsios
and Zampetakis, 2007). In conclusion, research evidence suggests that
trait EI dimensions play an important role in the job-related subjective
well-being of teachers. The present study aims to further clarify these
associations in special education teachers.

Aims of the present study

Anumber of self-report scales have been designed to measure perceived
EI (e.g. Bar-On, 1997; Petrides and Furnham, 2001). Most produce a
multi-dimensional measure of EI, but there is not agreement amongst
the various studies regarding the number and the nature of the compo-
nent dimensions derived from the same scale. For this reason, Petrides
and Furnham (2000) suggest that researchers should factor-analyse the
scale before using it. In considering the above, the aims of the present
study were to: (a) identify the component dimensions of a commonly
used self-report EI scale (Schutte et al., 2001) in a sample of Greek
special education teachers; (b) use this EI scale to assess the different
dimensions of teachers’ trait EI and (¢) examine the role of trait EI in
predicting levels of teachers’ burnout and job satisfaction.

Methods

Participants

In this study, 123 Greek special education teachers holding full-time
positions in urban primary schools participated on a voluntary basis; 47
were males and 76 females. Their ages varied from 23-56 years, with
a mean of 39.6 years. The participants’ teaching experience in special
education ranged from 1-23 years, with a mean of 6.2 years.

Research instruments
Participants were asked to complete a package of self-report question-
naires including the Emotional Intelligence Scale (EIS), the Maslach
Burnout Inventory (MBI) and the Employee Satisfaction Inventory
(ESI).

Emotional Intelligence Scale. This inventory was developed by
Schutte et al. (1998) and consists of 33 self-referencing statements
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Table 1 Principal components factor analysis with varimax rotation

of the EI scale

Items

Factors

2

3

Others confide in me easily (EI4) 0.652
Seek out activities that make me happy (E114) 0.648
Arrange events others enjoy (EI13) 0.635
Expect to do well on most things (EI3) 0.625
Expect good things to happen (EI10) 0.606
Use good moods to keep trying (EI31) 0.590
When faced with challenge, I give up (EI128) 0,538
Share emotions with others (EI11) 0.474
Know how to make a positive emotion last (EI12) 0.462
Compliment others when doing well (EI24) 0.455
Help others feel better (EI30) 0.454

Re-evaluated what is important (EI6)

See new possibilities when mood changes (EI7)
Remember past overcame obstacles (EI2)
Problem solving is easy in a positive mood (EI17)
Emotions make life worth living (EI8)

New ideas when in a positive mood (EI20)

New ideas when in a change in emotions (EI27)
Aware of others' non-verbal messages (EI25)
Know what others feel by looking (EI29)

Difficult to understand others' feelings (EI33)
Know people's emotions by facial expressions (EI18)
Aware of my non-verbal messages (EI5)

Know what others feel by their voice tone (EI32)
Feel like having experienced others' events (EI126)
Make good impression (EI16)

Control over emotions (EI21)

Know why my emotions change (EI19)

Know when to speak about my problems (EI1)
Easily recognize my emotions (EI122)

0.658
0.649
0.626
0.580
0.564
0.558
0.453

0.685
0.678
0.649
0.646
0.614
0.576

0.686
0.612
0.606
0.600

Items with factor loading > 0.40 were used as a basis for explaining the four factors. The

items are presented in Schutte et al. (1998).

(presented in Table 1); participants are asked to rate the extent they
(dis)agree with each of the statements on a five-point scale, ranging
from 1 = strongly disagree to 5 = strongly agree. An overall EI score is

derived by summing up all the item responses.

Maslach Burnout Inventory (MBI). The Greek version of MBI (form
Ed; Maslach et al., 1996) translated and adjusted by Kokkinos (2000)
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was used to assess the three dimensions of teachers’ burnout syndrome:
emotional exhaustion (9 items, e.g. ‘I feel emotionally drained from my
work’), depersonalization (5 items, e.g. ‘I feel I treat some students
as if they were impersonal objects’) and lack of personal accomplish-
ment (8 items, e.g. ‘I feel I am positively influencing other people’s lives
through my work’). Participants had to rate how frequently they expe-
rience these feelings on a seven-point scale, ranging from 0 = never
to 6 = daily. Cronbach’s o was 0.85 for emotional exhaustion, 0.81 for
depersonalization and 0.58 for personal accomplishment (Platsidou
and Agaliotis, 2008).

Employee Satisfaction Inventory (ESI). The ESI (version for teach-
ers) was developed by Koustelios and Kousteliou (2001) to measure
job satisfaction of Greek teachers. It contains 24 items that assess
satisfaction in six job related subscales: work conditions (5 items, e.g.
‘My workplace is pleasant’), pay (4 items, e.g. ‘I'm paid for what I do’),
promotion (3 items, e.g. ‘My experience increases my prospects for pro-
motion’), the job itself (4 items, e.g. ‘My job is worthwhile’), relationship
with the school principal (4 items, e.g. ‘The school principal provides
support when I need it’) and the organization as a whole (4 items, e.g.
‘There is too much favouritism at school’). Teachers responded to each
item on a five-point scale, with higher scores indicating greater fre-
quency of occurrence of the particular experience or feeling. Internal
consistency for the six subscales of ESI is, in general, satisfactory, as
the Cronbach’s o indicate: 0.82 for work conditions, 0.84 for pay, 0.61
for promotion, 0.73 for the job itself, 0.83 for relationships with the
school leadership and 0.72 for the organization as a whole (Platsidou
and Agaliotis, 2008).

Results

Emotional intelligence factors

Most factor analytic studies have suggested that the EIS is not uni-
dimensional, as Schutte et al. (1998) proposed, and have identified four
interpretable factors in the scale (Chan, 2004; Ciarrochi et al., 2001;
Petrides and Furnham, 2000; Saklofske et al., 2003). However, the
various factor analytic solutions that were found in those studies are
not stable. Therefore, our first aim before using the scale to investi-
gate teachers’ emotional intelligence was to factor-analyse it in order to
determine its underlying factor structure. First, an exploratory factor
analysis using varimax rotation was applied on the 33 items of the scale.
Results revealed that the best fitting model was a four-factor solution
which accounted for 44.62 percent of the total variance. In that model,
three items (EI9, EI15 and EI23) were found to load almost equally on
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two factors; therefore, a second factor analysis was run in which the
above items were left out. This solution (which is reported in Table 1)
accounted for 44.38 percent of the total variance and the four factors
were identified as follows (internal consistency of each factor is shown
in parentheses): Optimism /mood regulation (11 items) refers to an
optimistic attitude and positive coping with difficulties in one’s own or
others’ life and to highly developed social skills (o = 0.84). The second
factoris labelled Managing self-relevant information (7 items) (o = 0.73)
and the third Managing others’ emotions (6 items) (o = 0.76); both of
them concerned with perceiving, appraising and managing emotion
related information in the self and others, respectively. The Regula-
tion of emotions factor (4 items) refers to regulation and utilization of
emotions in oneself and others (o = 0.64). Further, the means of the
item means for each of the emerging factors were computed. Two items
(EI16 and EI26) were found to have poor loadings on the four-factor
model and were not included in the factors’ means. Also, the overall EI
mean was obtained, in which all 33 items were included (a. = 0.76). As
the above Cronbach alphas indicate, internal consistency of the specific
(factors) and the overall trait EI measures was satisfactory.

In the next step, the means of the item means for each of the four
emerging factors were computed and descriptive statistics were esti-
mated for them and the overall EI. According to their self-reports,
Greek special education teachers reported fairly high scores in all EI
factors: managing self-relevant information (M =4.08, SD = 0.53),
regulation of emotions (M = 4.01, SD = 0.52), optimism/mood regula-
tion (M =4.01, SD = 0.50) and managing others’ emotions (M = 3.74,
SD = 0.57). Also, their overall EI score was moderately high (M = 3.80,
SD = 0.32), according to self-reports.

To explore individual differences in teachers’ trait EI, a series of
ANOVAs was run to check the effects of gender, age, teaching experi-
ence and marital status. Only gender was found to be significant in one
EI factor, managing others’ emotions (¥(1,121) = 8.88, p < 0.05), indi-
cating that women reported a higher ability to manage the emotions of
other people than men. No significant effect of age, years of experience
and marital status was found on either the specific EI factors or the
overall EI.

Emotional intelligence, burnout syndrome and job satisfaction

To pursue the third aim of the study, correlations between all the
variables were computed (as reported in Table 2). Overall EI was
moderately but significantly correlated with the three burnout
dimensions, suggesting that special education teachers who perceive
themselves as highly emotionally intelligent are likely to feel less emo-
tionally exhausted, experience low levels of depersonalization and
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have a high sense of personal accomplishment. Regarding the specific
EI factors, optimism/mood regulation and social skills had the high-
est correlations with all the burnout variables, indicating that this is a
crucial factor for alleviating burnout. Managing self-relevant informa-
tion also had significant, although low correlations with the burnout
variables. Finally, managing others’ emotions correlated solely to the
personal accomplishment, whereas regulation of emotions did not have
significant correlations with any burnout variables.

Job satisfaction was not extensively correlated with the overall EI nor
the specific EI factors. Moderate correlations were consistently found
with only one job satisfaction subscale, the satisfaction with the job
itself; this suggests that Greek special education teachers who reported
high scores of their overall EI and the specific EI factors tend to be
more satisfied with their job, in general, than those who reported lower
EI scores. Interestingly, the satisfaction with the job subscale also had
high correlations with the three burnout dimensions. Finally, no corre-
lations were found between demographic variables, age and experience
and trait EI measures.

Predicting levels of burnout

Finally, a series of hierarchical regression analyses (using the stepwise
method) was conducted with the aim of examining which of the EI, job
satisfaction and demographic variables can significantly predict the
three burnout dimensions. First, the job satisfaction subscales were
entered in the equation; this was decided because research has shown
that low burnout is associated with and even predicted by high job satis-
faction (Maslach and Schaufeli, 1993; Platsidou and Agaliotis, 2008).
In the second step, the EI factors were entered and, in the third step,
the age and years of experience measures were also added. Thus, any
statistically significant contribution of the EI or the demographic meas-
ures above and beyond the job satisfaction subscales would indicate the
added value of any of them in predicting burnout. Table 3 depicts the
results from the hierarchical regression analyses in which emotional
exhaustion, depersonalization and reduced personal accomplishment
were the dependent variables.

With regard to emotional exhaustion, the multiple regression model
was significant, F(2,120) = 18.69, p < 0.001, and it accounted for 24
percent of the explained variance (adj. R?). It revealed that only the
satisfaction with the job and the satisfaction with the school principal
subscales were significant predictors of emotional exhaustion, sug-
gesting that higher levels of satisfaction with these two variables were
associated with lower levels of emotional exhaustion. The entries of
EI factors and demographic measures to the 2nd and 3rd steps of the
equation did not make any significant contribution.
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Table 3 Hierarchical regression analyses (with the step-wise method)
of the job satisfaction subscales, the EI factors and demographic
variables on the burnout dimensions

Variables R?  AdjR? AR? AF B ¢

Emotional exhaustion

Step 1
Satisfaction with the job 0.20 0.20 0.20 31.13%* —0.420%* -5.19
itself
Satisfaction with the 0.24 0.23 0.03 5.18*% -0.184* -2.28
school principal

Deprsonalization

Step 1
Satisfaction with the job 0.08 0.07 0.08 10.43** —0.248* -2.89
itself
Satisfaction with 0.13 0.11 0.05 6.80* —0.225% -2.61
promotions

Pers. accomplishment

Step 1
Satisfaction with the job 0.16 0.15 0.16 22.91*%% 0.263** 3.34
itself

Step 2

Optimism/mood reg. 0.32 0.31 0.16 28.83** 0.407** 5.14
and social skills

Step 3

Age 0.35 0.34 0.03 5.55% 0.175% 2.36

*p < 0.05; **p < 0.01.

In predicting depersonalisation, satisfaction with the job itself was
again revealed to be significant along with satisfaction with prospec-
tive promotions. The multiple regression model was significant,
F(2,120) = 8.86, p < 0.001, and it accounted for 14 percent of the vari-
ance in predicting depersonalization. Neither in this case were the EI
factors and the demographic measures significant in predicting the
level of the current burnout dimension.

As significant predictors of personal accomplishment were indi-
cated an EI factor, the optimism/mood regulation and social skills, a
job satisfaction subscale, satisfaction with the job itself and a demo-
graphic measure, age. A total of 35 percent of the variance (R?) was
accounted for by the regression model, which was significant, F(3,119)
=21.57,p < 0.001. According to these results, higher levels of optimism/
mood regulation and satisfaction with the job as well as proceeding age
may be predictors of a high sense of personal accomplishment.
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Discussion

Assessment of trait EI dimensions in Greek special education teachers
The first aim of our study was to identify the component dimensions
of the EIS and use this scale to assess the different dimensions of
teachers’ trait EI. Schutte and colleagues’ EIS (1998) is a commonly
used scale and numerous studies have investigated its factorial struc-
ture and validity. However, there is not agreement amongst various
studies regarding the number and the nature of the component dimen-
sions derived from the scale (Calkan and Altun, 2005; Keele and
Bell, 2008). Following Petrides and Furnham’s (2000) suggestion, we
applied a series of exploratory factor analyses to identify the underly-
ing structure of EIS in our data. As in most relevant studies, we found
four interpretable factors in the scale which bear a resemblance to
— but are not identical with — those found in previous studies (Chan,
2004; Ciarrochi et al., 2001; Petrides and Furnham, 2000; Saklofske
et al., 2003). Specifically, according to our results, the following four
factors were identified in the EIS: optimism/mood regulation refers
to an optimistic attitude and positive coping with difficulties in one’s
own or others’ life; managing self-relevant information and managing
others’ emotions is associated with perceiving, appraising and manag-
ing emotion related information in the self and others, respectively;
finally, regulation of emotions refers to regulation and utilization of
emotions in self and others. The internal consistency of the four factors
and the overall trait EI was satisfactory, but the explained variance of
the model was relatively low.

It is interesting to note that the four EI factors identified in our study
bear some resemblance (in terms of name and content) with the factors
identified in other factor-analytic studies. Specifically, in the Petrides
and Furnham (2000) study, the emerged EI factors were: optimism/
mood regulation, appraisal of emotions, social skills and utilization of
emotions; in the Ciarrochi et al. (2001) study the factors were: percep-
tion of emotions, managing self-relevant information, managing others’
emotions and emotion utilization; finally, in the Chan (2004) study the
factors were identified as follows: positive self-regulation, positive uti-
lization of emotions, empathic sensitivity and emotional awareness
and appraisal. In conclusion, it is evident that, although the factor
solutions emerged in the above studies share some common factors,
none was able to fit the data of another study. On the one hand, this
fact confirms that it is essential to factor analyse each specific data
set addressed to the EIS before using it. On the other hand, the fail-
ure to produce a stable factor solution across various studies may put
the construct validity of the EIS into question. Thus, these findings
may guide future research for further scale adjustment and refinement
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to tap more adequately the relevant EI dimensions of Greek special
education teachers.

When assessed with EIS, the Greek special education teachers
reported quite high scores in the four trait EI dimensions and the
overall EI: they perceive themselves as doing well in managing self-
relevant information, in regulation of emotions and in optimism/mood
regulation, and as doing moderately well in managing others’ emo-
tions as well as in overall trait EI. A comparison with the findings
obtained by Chan (2004), who has studied the trait EI of secondary
school teachers from Hong Kong using the same EI scale, reveals that,
in general, teaching professionals perceive their trait EI as quite high
both in the Greek (M = 125,25, SD = 11.10) and in the Chinese sample
(M = 122,15, SD = 11.44).

In the next step, the role of demographic variables on trait EI was
investigated in order to explore individual differences. Interestingly,
only the gender effect was found significant in one EI factor, revealing
that women reported a higher ability to manage the emotions of other
people than men. In opposition to the above, other studies (e.g. Pau and
Croucher, 2003; Schutte et al., 1998) found that females scored signifi-
cantly higher than males in overall EI, as well as in some of the specific
EI subscales. The effects of age, years of experience and marital status
were not found significant on either the overall EI or the specific EI
factors. This is an unexpected finding, as previous research indicated
that trait EI develops with proceeding age (Bar-On, 1997) and, in other
professions (e.g. nurses; Humpel and Caputi, 2001), the more experi-
enced employees tend to report higher EI scores.

Trait EI in relation to teachers’ burnout and job satisfaction

To explore the association of trait EI with the teachers’ burnout and job
satisfaction, the intercorrelation matrix among all the above dimensions
was obtained. In summary, overall EI was moderately but significantly
correlated with the three burnout dimensions and the satisfaction with
the job itself subscale. Regarding the specific EI factors, it was clearly
shown that optimism/mood regulation had the highest correlations
with all the burnout variables, indicating that this is a crucial factor
for alleviating burnout. Managing self-relevant information also had
significant, although low, correlations, but the other two EI factors had
questionable associations with the burnout variables.

The above findings are in line with and strengthen further the results
obtained among teachers (Chan, 2006) as well as in other professions
(e.g. Bar-On et al., 2000; Slaski and Cartwright, 2002), showing that
emotionally competent employees appear to experience less distress
and more satisfaction at work than their less emotionally intelligent
counterparts (Bar-On, 1997; Nikolaou and Tsaousis, 2002). Also, it was
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found that high trait EI individuals exhibit greater self-efficacy to cope
with stressful events (Slaski and Cartwright, 2002) and they appraise
the stressful situation as a challenge rather than a threat (Mikolajczak
and Luminet, 2008). It seems that this is a generalized finding as per-
ceived EI is found to associate with fewer physical symptoms and more
adaptive reactions to stressors; furthermore, it is associated with lower
levels of social anxiety and greater interpersonal satisfaction, across a
variety of methodologies. All the above strengthen the conclusion that
high trait EI is important in alleviating occupational stress and pre-
venting professionals from job distress and burnout.

In predicting the levels of burnout dimension, the regression anal-
ysis produced some interesting findings. According to these, the
levels of emotional exhaustion and depersonalization were significantly
predicted only by two job satisfaction subscales; the first being the sat-
isfaction with the job itself for both burnout dimensions, and the second
was, respectively, satisfaction with the school principal and satisfaction
with promotions. Interestingly, no EI factor was found to make any sig-
nificant contribution in predicting the above dimensions. In predicting
personal accomplishment, the optimism/mood regulation EI factor and
age were indicated as significant predictors along with satisfaction
with the job itself. These findings are in agreement with the evidence
(reviewed in the introduction) which shows that, in the teaching profes-
sion, burnout is affected by environmental and job-related contextual
elements [such as (dis)satisfaction with the job itself, the school princi-
pal and prospects of promotion], demographic variables (such as age) as
well as personal characteristics (such as trait EI). However, the various
burnout dimensions are related differently to the above predictors, as
the regression analysis has shown.

Furthermore, regarding their intercorrelations, personal accomplish-
ment was more closely related to all EI measures (and especially with
the optimism/mood regulation factor) compared to the other burnout
dimensions; this suggests that emotionally competent individuals tend
to have a higher feeling of personal accomplishment. It is interesting to
note that other studies (Pau and Croucher, 2003) have also found that
optimism/mood regulation is a significant predictor of personal accom-
plishment. According to Brotherigde and Grandey (2002), personal
accomplishment is regarded as a separate dimension of burnout from
emotional exhaustion and depersonalization, with different predictors
and associations with other psychological constructs.

In addition, the overall and the specific factors trait EI were consist-
ently correlated with only one job satisfaction subscale, satisfaction
with the job itself; this suggests that Greek special education teach-
ers who perceive themselves as having a high trait EI tend to be more
satisfied with their job, in general, than those who reported lower EI
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scores. Similar results were reported in previous studies in which trait
EI was found to have weak to modest relationships with job satisfaction
(Carmeli, 2003; Kafetsios and Loumakou, 2007) and to be an impor-
tant personality-level predictor of job satisfaction in Greek teachers
(Kafetsios and Zampetakis, 2007).

Conclusions

The present findings suggest that trait EI of Greek special education
teachers is invariable across age or teaching experience; also, they
imply that teachers’ burnout and low job satisfaction that may emerge
at some time in their career is likely to be preventable, if they are helped
to enhance their EI. This endeavour must take the form of a focused
intervention to develop specific dimensions of EI that are connected to
burnout and improve their job-related subjective well-being. Interven-
tion programs should be available in both in-service and pre-service
teacher education. In Greece, short-term programs on EI development
are more likely to be offered for in-service teachers, either freely or at
their own expense. In pre-service teacher education, however, there is
hardly any place for training programs to address specific EI-related
abilities and skills. Findings from this and other studies suggest it is
time to begin the design and implementation of such interventions
early in prospective teacher education.

This study has several limitations (e.g. small sample size), but the
major one is the use of only self-report data to assess trait EI, burnout
and job-satisfaction, which makes the findings questionable. Although
a very widely used method, self-reports could be susceptible to self-
presentation biases and faking, or might inflate the strength of the
relationships among measures due to common method variance (Chan,
2004). On the other hand, it is argued that the assessment of the above
constructs by self-reports should be appropriate, as only the individual
himself or herself can provide an accurate knowledge and perception of
him or herself (Ciarrochi et al., 2000; Petrides et al., 2007).
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