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The topic of emotion regulation and its relationship with teacher effectiveness is beginning to garner
attention by researchers. This study examined the relationship between emotion-regulation ability
(ERA), as assessed by the Mayer – Salovey – Caruso Emotional Intelligence Test (MSCEIT), and
both job satisfaction and burnout among secondary-school teachers (N = 123). It also examined the
mediating effects of affect and principal support on these outcomes. ERA was associated positively
with positive affect, principal support, job satisfaction, and one component of burnout, personal
accomplishment. Two path models demonstrated that both positive affect and principal support
mediated independently the associations between ERA and both personal accomplishment and job
C 2010 Wiley Periodicals, Inc.
satisfaction. 

Teaching is one of the most stressful occupations (Johnson et al., 2005; Kyriacou & Sutcliffe,
1977). Frequently identified sources of stress and decreased job satisfaction include the following:
inadequate salary and perceived low status of the profession (Carlson & Thompson, 1995; Kyriacou
& Sutcliffe, 1978); role conflict and ambiguity (Dunham, 1992); time pressure (Chan, 1998); student
misbehavior (Turk, Meeks, & Turk, 1982); relationships with supervisors (Litt & Turk, 1985);
and large class size (Burke & Greenglass, 1994). Teachers also experience intense, emotion-laden
interactions on a daily basis and have a great number of emotional demands compared to most other
professionals (Brotheridge & Grandey, 2002). The stress and emotional demands associated with the
teaching profession can lead to emotional and physical exhaustion, cynical attitudes about teaching,
reduced feelings of personal accomplishment, and lower job satisfaction (Guglielmi & Tatrow, 1998;
Shan, 1998; Vandenberghe & Huberman, 1999).
Abundant research has focused on these emotional demands and their impact on teachers’
well-being, mental health, stress, burnout, and job satisfaction as well as on learning outcomes for
students (Chan, 2006). Relatively little is known, however, about protective factors against teacher
stress and burnout. Which psychological attributes might predict less emotional exhaustion and more
positive emotions, increased feelings of personal accomplishment, and greater job satisfaction among
teachers? Research suggests that emotion-regulation ability (ERA) may account for meaningful
variance in the prediction of these outcomes.
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ERA is a core component of emotional intelligence and refers to the capacity to regulate
one’s own and others’ emotional states (see Mayer & Salovey, 1997, for a description of the full
theory). According to the theory of emotional intelligence, individuals with greater ERA have a
larger repertoire of strategies to maintain desirable emotions and to reduce or modify unwanted
emotions in both themselves and other people (Gross & John, 2002; Mayer & Salovey, 1997; Sutton
& Harper, 2009). When managing feelings, one must be able to monitor, discriminate among,
and label feelings accurately; select and employ strategies that will alter the feelings; and assess
the effectiveness of these chosen strategies. For example, reappraisal, acceptance, and mindfulness
practices are useful strategies for managing unwanted emotions, but suppression and rumination are
less effective (Gross, 1998). Suppression and rumination are seen as less effective because they both
require an expenditure of cognitive resources and serve to maintain negative feelings, reducing an
individual’s capacity to process incoming events.
According to emotional intelligence theory, ERA should influence how teachers express emotions, manage stress, and interact with others (Gross, 2002; Lopes, Salovey, Côté, & Beers, 2005).
Therefore, ERA has the broadest relevance to both burnout and job satisfaction among teachers.
Each component of burnout (emotional exhaustion, depersonalization, and reduced personal accomplishment) may result as a consequence of chronic work stress. Emotional exhaustion refers to
feeling emotionally drained by intense interactions; depersonalization refers to negative or uncaring
attitudes toward others; and personal accomplishment pertains to a decrease (or increase) in one’s
sense of proficiency in working with people (Maslach, 1986; Maslach & Jackson, 1986).
Because teachers are consistently required to manage their own emotional displays as well
as the emotions of their students, teachers with higher ERA may be better equipped to deal with
the myriad, intense emotion–provoking demands of their work (e.g., interruptions, rule violations,
uncertainties, failures to achieve goals) that increase stress and exhaustion and decrease feelings of
both personal accomplishment and job satisfaction.
Indeed, teachers believe that the ability to regulate emotions helps them to be more effective
in achieving academic goals, building quality social relationships, and maintaining good classroom
management and discipline practices (Sutton, 2004). Most teachers also are aware of the repercussions of poor emotion regulation. One inappropriate display of contempt for a student can destroy
forever a teacher’s relationship with that student.
A gap exists, however, between beliefs about the importance of effective emotion regulation
and actual knowledge and use of effective emotion regulation strategies (Brackett, Rivers, Shiffman,
Lerner, & Salovey, 2006). Only recently have researchers been able to measure ERA reliably with
performance tests (rather than self-report surveys) such as the Mayer –Salovey–Caruso Emotional
Intelligence Test (MSCEIT; Mayer, Salovey, & Caruso, 2002; Mayer, Salovey, Caruso, & Sitarenios,
2003). The tasks on the MSCEIT that measure ERA require respondents to react to hypothetical
scenarios and evaluate the effectiveness of various behaviors and subjective construals that can be
employed to reduce, enhance, or maintain various emotions. For example, participants may judge the
effectiveness of strategies to help a friend enhance a joyful mood or reduce feelings of sadness. ERA,
as measured by the MSCEIT, is distinct conceptually and empirically from self-reports of related
(“trait”) personality traits such as neuroticism and self-rated emotional intelligence (Brackett &
Mayer, 2003; Brackett et al., 2006; Lopes, Salovey, & Straus, 2003). Whereas self-report inventories
measure a person’s response tendency or self-efficacy about their emotional skills, the MSCEIT taps
an individual’s knowledge and capacity to reason with and about emotions (Brackett et al., 2006;
Mayer, Roberts, & Barsade, 2008).
Accumulating research shows that scores on performance assessments of ERA, but not selfreport inventories, have incremental validity (above existing measures of personality, well-being,
and general intelligence) in the prediction of outcomes of personal and social importance (Mayer
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et al., 2008). For example, individuals with higher ERA are better able to forecast their feelings
for future events (Dunn, Brackett, Ashton-James, Schneiderman, & Salovey, 2007). Thus, teachers
with higher ERA may be better at preventing negative emotion–related situations from occurring in
their classroom because they can forecast how certain situations will make them (and their students)
feel and take preventative action. Higher ERA also has been associated with both self- and peer
ratings of interpersonal sensitivity, social support, and prosocial behavior, as well as job satisfaction
among college students and business professionals (Lopes et al., 2004, 2005). Therefore, teachers
with higher ERA may be better able to create pleasant emotional environments for students to learn,
facilitating positive interactions with students, colleagues, and supervisors.
In the present study, we extended research on ERA, teacher effectiveness, burnout, and job
satisfaction in important ways. To the best of our knowledge, this is the first study to employ
performance measures of ERA to predict burnout and job satisfaction among teachers. We also seek
to understand how ERA may affect burnout and job satisfaction through two mechanisms: positive
(and negative) affect and support from the principal of their school (principal support).
Teachers who experience more positive affect while instructing students report greater job satisfaction (Weiss & Weiss, 1999) and less burnout (Rudow, 1999). Positive affect helps individuals to
combat negative emotions, increase well-being, fuel resilience, and build durable personal resources
(Fredrickson, 1998, 2001). Teachers who report greater social support, particularly from the principals with whom they work, also report greater job satisfaction (Burke, Greenglass, & Shwarzer,1996;
Schonfeld, 2001; Zellars & Perrewe, 2001) and less burnout (Leiter, 1991). Individuals who receive
social support feel cared for, esteemed, and valued, and can rely on the availability of someone with
whom to communicate during stressful times (Baruch-Feldman, Brondolo, Ben-Dayan, & Schwartz,
2002).
In light of this research, we formulated the following hypotheses to test the direct and indirect
lines between ERA and job satisfaction/burnout among teachers: (a) ERA is positively related to
job satisfaction and negatively related to burnout; (b) ERA is positively/negatively related to positive/negative affect, respectively; (c) ERA is positively related to principal support; (d) both positive
and negative affect and principal support are related to job satisfaction in expected directions; (e)
both positive and negative affect and principal support are related to burnout in expected directions;
and (f) both positive and negative affect and principal support mediate the relationship between ERA
and job satisfaction and burnout.
M ETHOD
Participants
Teachers (N = 123; 49 men, 74 women) across three secondary schools in Kent, England,
volunteered to be a part of the research. The school district is located in a large suburb of London,
England. The participants represent 93% of the teachers (across all areas of the curriculum in Grades
6–12) in the three schools. Participants were 96% White, had a mean age of 37.79 (standard deviation
[SD] = 10.99) and 10.35 (SD = 10.03) years of teaching experience.
Measures
ERA. ERA was measured with the MSCEIT (version 2.0, 2002). The MSCEIT is a performance test in that there are more and less effective answers as determined by either expert or
consensus scoring methods. The rationale for using expert and consensus criteria is described elsewhere (Legree, 1995; Mayer et al., 2003). Expert and consensus scores reflect the extent to which
a person’s responses match those of a sample of 21 experts from the International Society for Research on Emotion (ISRE) or a large sample of the general public (drawn from 5,000 individuals
Psychology in the Schools

DOI: 10.1002/pits

ERA

409

from various nations), respectively. Specifically, item scores reflect the percentage of people in the
comparison sample (experts or the general public) who provided the same response. For example, if
70% of the expert sample indicated that a particular emotion-regulation strategy was highly effective
and a person chooses that answer, his or her score is incremented by .70. Because reliability is higher
for expert than consensus ratings (Mayer et al., 2003), our analyses were based on expert scoring.
Confirmatory factor analysis of more than 2,000 adults’ responses to the MSCEIT demonstrated
that ERA is one of four emotional abilities measured by the test (Mayer et al., 2003). As reported in
the test manual, the split-half reliability of this subscale is .81 (Mayer et al., 2003); the test –retest
correlation over a 3-week period of this scale is .86 (Brackett & Mayer, 2003).
The ERA subscale of the MSCEIT assesses both intrapersonal and interpersonal ERAs through
separate tasks totaling 29 items. Respondents rate the effectiveness (1 = very ineffective, 5 =
very effective) of different strategies for regulating both one’s own feelings in specified situations
and managing emotionally challenging interpersonal situations. Standard scores were used in the
analyses. These scores are interpreted in a similar fashion to standard scores in common IQ tests,
with mean (M) = 100 and SD = 15. The test publisher does not authorize reproduction of actual test
items, but the following is an abridged example of an item from the intrapersonal task.
Maria just came back from vacation. She is feeling peaceful and content. How well would each action
preserve her mood?
(1) She started to make a list of things at home that she needed to do. (2) She began thinking about where
and when to go on her next vacation. (3) She called a friend to tell her about the vacation . . .

Principal Support. Perceived social support from the principal was assessed with a scale
developed by Baruch-Feldman and colleagues (2002). This scale has 10 items (e.g., “My immediate
supervisor backs me up if there is a problem”), which are rated on a four-point Likert Scale (1 = not
at all; 4 = very much). Higher scores indicate greater perceived support. Cronbach’s alpha of this
scale was .84.
Positive and Negative Affect. Positive and negative affect were assessed with the Positive
and Negative Affect Scale (PANAS; Watson, Clark, & Tellegen, 1988), a self-report instrument
that contains two 10-item scales related to the experience of positive and negative affect within a
specified time frame. In this study, participants rated the extent to which they experienced each
emotion (e.g., joy, jitteriness, guilt) during the last 2 weeks at school using a five-point scale (1 =
very slightly; 5 = extremely). The internal consistencies (αs for positive and negative affect were .80
and .91, respectively.
Job Satisfaction. Job satisfaction was assessed the self-report survey by Travers and Cooper
(1993). This scale contains 15 items, which are rated on a 7-point scale (1 = extremely dissatisfied;
7 = extremely satisfied). The scale taps both the intrinsic and extrinsic aspects of teachers’ work
conditions. Higher scores indicate greater job satisfaction. Cronbach’s alpha of the total score was
.89.
Burnout. Job burnout was assessed with the Maslach Burnout Inventory-Educators Survey
(MBI-ES; Maslach, Jackson, & Leiter, 1996), a 22-item scale designed to assess three aspects of
the burnout syndrome: emotional exhaustion, depersonalization, and reduced feelings of personal
accomplishment. Participants reported how frequently they experienced the different feelings and
attitudes on a seven-point scale (1 = never; 7 = every day). In this study, Cronbach’s alphas for the
three subscales were .89, .56, and .82, respectively.
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Table 1
Descriptive Statistics and Intercorrelations for All Measures
Scale Name
1. ERA
2. Principal Support
3. Positive Affect
4. Negative Affect
5. Job Satisfaction
6. Emotional Exhaustion
7. Depersonalization
8. Personal Accomplishment1
9. Social Desirability

M

SD

1

2

3

4

5

6

7

8

9

94.63
2.95
3.90
1.57
4.97
3.26
2.11
5.80
3.78

8.22
0.62
0.67
0.48
0.85
1.20
0.92
0.84
0.51

—
.21∗
.40∗
−.10
.26∗
.04
−.16
.25∗
.24∗

—
.37∗
−.25∗
.78∗
.22∗
.18∗
.44∗
.24∗

—
−.14∗
.48∗
−.36∗
−.29∗
.49∗
.33∗

—
−.28∗
.53∗
.42∗
−.27∗
−.31∗

—
−.33∗
−.23∗
.38∗
.26∗

—
.54∗
.37∗
−.39∗

—
−.31∗
−.37∗

—
.37∗

—

Notes. ∗ p < .05; 1 This scale was reverse scored (higher scores indicate greater feelings of personal accomplishment).

Social Desirability. To ensure that response biases did not influence ERA scores, a shortened
version (10-item) of the Marlowe–Crowne Social Desirability Scale was used (Strahan & Gerbasi,
1972). Participants responded to the items using a five-point scale (1 = strongly disagree; 5 =
strongly agree). The internal consistency of the scale was .67.
Procedures
Informed consent was obtained from all participants. Participants completed a battery of assessments and surveys on a secure Web site. Data were collected in small groups during the school day.
Trained research assistants greeted the participants in a designated area in the school and provided
them with a consent form and a confidential code so their names could not be identified. Participants
had up to 2 hours to complete the battery.
R ESULTS
Alpha was set at .05 for all analyses. Univariate and bivariate analyses are presented in Table 1,
which reports the M values, SD values, and intercorrelations for all measures. The M values,
SD values, and ranges of scores on all variables were similar to values reported in past research
with the exception of ERA scores, which were slightly lower (approximately 0.5 SD) than those
reported in the normative sample (Mayer et al., 2002). Except for the correlations between ERA
and negative affect, r(121) =–.10, not significant (ns), emotional exhaustion r(121) = .02, ns, and
depersonalization, r(121) = .16, ns, which were not significant, the correlations between ERA and
all other variables were statistically significant and fell into either the low or moderate range as
defined by Cohen (1988). Finally, because ERA correlated significantly with social desirability, we
calculated partial correlations to assess whether the inclusion of social desirability would diminish
the findings. In all cases, ERA remained significant. These findings are consistent with those of other
studies examining associations between ERA and different criteria controlling for social desirability
(Barchard, 2001; Lopes et al., 2004).1
Next, we tested whether the proposed mediators predicted any of the outcomes. In support
of Hypothesis 4, both positive and negative affect and principal support correlated with both job

1
Cronbach’s alpha of the shortened version of the Marlowe – Crown social desirability scale was surprisingly low
in this study (α = .67). Therefore, the correlations of this scale with other variables and its use as a covariate should
be interpreted with caution.
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satisfaction and burnout in expected directions. Finally, none of the demographic variables, including
gender, age, and years of teaching experience, were significantly related to any of the other variables.
A major aim of the study was to examine whether positive and negative affect and principal
support mediated the associations between ERA and both job satisfaction and burnout. Because
ERA was not significantly related to negative affect, emotional exhaustion, and depersonalization,
we dropped these variables from subsequent analyses. Also, due to the positive correlation between
positive affect and principal support, we conducted a series of standard multiple regression models
to examine the independent contributions of these variables to the two remaining outcomes (job
satisfaction and personal accomplishment), prior to running the mediation analyses. The coefficients for both positive affect and principal support remained statistically significant for both job
satisfaction, βs = .66 and .24, ps < .01, and personal accomplishment, βs = .38 and .29, ps <
.01, respectively. Thus, the final models we examined tested whether positive affect and principal
support (independently) mediated associations between ERA and job satisfaction and between ERA
and personal accomplishment.
According to Baron and Kenny (1986), the following procedures demonstrate mediation: first,
the antecedent (ERA) must significantly affect the mediating variables (positive affect and principal
support). Second, the antecedent should have a statistically significant effect on the dependent
variables (job satisfaction and personal accomplishment). Third, the strength of the relationship
between the antecedent and dependent variables should decrease significantly when the effect(s) of
the mediating variable(s) on the dependent variables are controlled.
Two path models were conducted to establish mediation. Model 1 (direct effects model) showed
that ERA was related to all mediating and outcome variables, thus satisfying Baron and Kenny’s
(1986) first and second criteria. Model 2 (mediated effects model) depicted direct effects from ERA
to the mediating variables, mediated effects of ERA on the dependent variables, and indirect effects of
ERA on the dependent variables through the mediating variables. Both models were analyzed using
LISREL 8.5 (Jöreskog & Sörbom, 2001). Model parameters were estimated using the maximum
likelihood method. Evaluation of model fit was based on five criteria: chi-square (χ 2 ), root mean
square error of approximation (RMSEA), comparative fit index (CFI), the standardized root mean
square residual (SRMR), and the adjusted goodness-of-fit index (AGFI).
Table 2 shows the parameter estimates for Models 1 and 2. In Model 1, ERA was associated
significantly with the mediators (positive affect, β = .40, p < .001, and principal support, β = .21,
p < .05) and the two dependent variables (job satisfaction, β = .26, p < .01, and personal accomplishment, β = .25, p < .01). According to Kline (2005), standardized path coefficients that are less
than .10 are small, approximately .30 are typical or medium, and greater than or equal to .50 are
large. Based on these criteria, the obtained path coefficients in Model 1 were small. In addition, we
estimated the correlation between the disturbance terms of the two mediators (based on conceptual
grounds) and found that they were positively and moderately correlated, r(121) = .29, p < .001.
Goodness-of-fit indices suggest poor fit with χ 2 (5) = 123.66, p < .001, RMSEA = .44, CFI = .25,
AGFI = .14, and SRMR = .27. Figure 1 depicts the direct effects of Model 1 with standardized path
coefficients.
Figure 2 illustrates changes made to the first model. In Model 2, direct effects from the mediators to the outcome variables were estimated. Obtained standardized parameters’ magnitudes ranged
from moderate to large, in contrast to those obtained in Model 1. Principal support was associated
significantly with both job satisfaction, β = .70, p < .001, and personal accomplishment, β = .30,
p < .001. Likewise, positive affect was associated with both job satisfaction, β = .21, p < .001,
and personal accomplishment, β = .36, p < .001. In addition, ERA continued to be associated
significantly with both principal support, β = .21, p < .05, and positive affect, β = .40, p < .001.
The relationships between ERA and the two dependent variables, however, were not statistically
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Table 2
Path Coefficients for Hypothesized Models
Model 1
Direct Effects
ERA → Principal Support
ERA → Positive Affect
ERA → Job Satisfaction
ERA → Personal Accomplishment
Principal Support → Job Satisfaction
Principal Support → Personal Accomplishment
Positive Affect → Job Satisfaction
Positive Affect → Personal Accomplishment
Mediated Effectsa
ERA → Job Satisfaction
ERA → Personal Accomplishment
Indirect Effects
ERA → Job Satisfaction
ERA → Personal Accomplishment

B
0.016
0.033
0.027
0.026

SE
0.007
0.007
0.009
0.009

Model 2
β
.21∗
.40∗
.26∗
.25∗

B
0.016
0.033
—
—
0.954
0.402
0.267
0.455

SE
0.007
0.007
—
—
0.079
0.110
0.078
0.108

β
.21∗
.40∗
—
—
.70∗
.30∗
.21∗
.36∗

0.003
0.004

0.006
0.008

.03
.04

0.024
0.021

0.008
0.006

.23∗
.21∗

Notes. B = unstandardized path coefficients; β = standardized path coefficients. a “Direct effects” from
ERA to the outcomes in Model 2 are considered mediated effects because of the presence of mediators
in the model. ∗ p < .05.

significant (the mediated effects), suggesting complete mediation (Baron & Kenny, 1986). Specifically, ERA was not associated with job satisfaction, β = 0.03, p > .10, or personal accomplishment,
β = .04, p > .10, after accounting for the influence of the mediators on these outcome variables. The
indirect effects from ERA to job satisfaction, β = .23, p < .01, and from ERA to personal accomplishment, β = .21, p < .001, were significant, however, suggesting that ERA indirectly impacted
teachers’ increased levels of job satisfaction and personal accomplishment through the impact of
ERA on both positive affect and principal support.

Principal
Support

Job
Satisfaction

.21*
.26*

.29*

ERA
.25*
.40*

Personal
Accomplishment
Positive
Affect

FIGURE 1. Direct effects model showing pathways from ERA to mediators and dependent variables. Values shown are
standardized parameter estimates. Disturbance terms are not shown in model. ∗ p < .05.
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.23*
Principal
Support

.70*
.30*

Job
Satisfaction

.21*
ERA

.03
.04
.40*
Personal
Accomplishment

.21*
Positive
Affect
.20*

.36*

FIGURE 2. Direct/mediated (solid lines) and indirect (dashed lines) effects model showing pathways from ERA to mediators
and dependent variables. Values shown are standardized parameter estimates. Disturbance terms and covariance between
mediators were estimated but values are not shown in model. ∗ p < .05.

Results support the mediational hypotheses: Teachers with higher ERA may be more satisfied
with their jobs and feel more personally accomplished because they experience more positive
emotions and have greater social support from their principals. Goodness-of-fit indices suggested
excellent fit, with χ 2 (1) = 0.70, p > .10, RMSEA = .00, CFI = 1.00, AGFI = .97, and SRMR =
.01. Chi-square change between the two models also was statistically significant, χ 2 (4) = 122.96,
p < .001, suggesting that Model 2 has a better fit than Model 1.
D ISCUSSION
This study marks one of the first efforts to investigate the relationship between emotion-related
abilities, namely ERA, as assessed with a performance measure, and both job satisfaction and
burnout among teachers. It also marks the first attempt to examine the mediating effects of affect
and principal support on these central, work-related outcomes.
In partial support of our first hypothesis, we found that ERA was associated positively with
job satisfaction and greater personal accomplishment, but not with depersonalization and emotional
exhaustion. There are several possible explanations for these findings. Burnout is a multidimensional
construct with components that are multiply determined (Schaufeli & Enzmann, 1998). A metaanalysis, for example, showed that personal accomplishment is decreased primarily due to a reduction
in interpersonal resources such as social support (Lee & Ashforth, 1996). The ERA subscale on
the MSCEIT taps one’s ability to regulate emotions in both personal and interpersonal situations.
Teachers with higher ERA—those who regulate their own emotions effectively and help others
regulate emotions successfully—are likely to elicit positive responses from those with whom they
interact, which in turn could lead to greater personal accomplishment. Teachers with higher ERA
also may feel greater personal accomplishment because ERA likely contributes to the establishment
of warm, caring relationships, the ability to deal effectively with student problems, and the creation
of a relaxing classroom atmosphere, to the extent that it enhances positive emotions and preempts
Psychology in the Schools
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conflict and tension. Indeed, the relationship between ERA and outcomes reflecting social adaptation
has been established (Lopes et al., 2003, 2004).
The weak association between ERA and depersonalization may be attributed to the low reliability of the scale and how the construct is measured. On the MBI-ES, depersonalization is assessed
in part by how much teachers worry about whether they are being hardened by their work. Higher
scores on such items contribute negatively to one’s total score on the depersonalization scale. Because teachers with higher ERA may be more introspective and concerned about the impact of their
feelings on students, some items on the depersonalization scale may have a different meaning for
teachers who are higher versus lower in ERA.
It is less clear why ERA was unrelated to emotional exhaustion. Emotional exhaustion is
determined primarily by job demands or characteristics outside of an individual’s control (Lee
& Ashforth, 1996). Therefore, individual differences in ERA may not have a direct impact on
emotional exhaustion. Moreover, emotional exhaustion assesses whether a person feels drained by
work demands; it does not assess how well one is coping or dealing with these demands. Finally,
the ERA subtest on the MSCEIT is not an omnibus measure of emotion regulation; the test assesses
one’s ability to regulate emotions in a limited number of emotionally provocative personal and social
situations.
In partial support of our second hypothesis, higher ERA was associated with positive, but not
negative, affect. Positive affect also mediated the relationships between ERA and both job satisfaction
and personal accomplishment, as hypothesized. It appears that teachers with higher ERA may be
more skilled at generating positive emotions using diverse strategies such as self-talk and cognitive
reappraisal to undo negative emotional experiences, manage stress, and promote job satisfaction.
Indeed, according to the broaden-and-build theory of positive emotions (Fredrickson, 1998, 2001),
positive emotions are themselves a form of emotion regulation as they enhance creative problem
solving (Isen, Daubman, & Nowicki, 1987). Positive emotions also have an adaptive function; they
act as a buffer against stress (Tugade & Fredrickson, 2004), which may help teachers to acquire the
necessary intellectual and social resources to prevent burnout and promote job satisfaction.
There are a few plausible explanations for the nonsignificant association between ERA and
negative affect. First, the variance of the negative affect scale was highly restricted. Only 8% of the
teachers in our study had mean scores greater than 2.0 on the five-point scale. It also may be that
negative affect is more complex than positive affect (Parrott, 2002). The negative affect scale on the
PANAS (Watson et al., 1988) employs a diverse set of terms, including emotions associated with
high arousal such as “distressed” and “irritable,” as well as self-conscious emotions such as “guilty”
and “ashamed.” Although teachers with higher ERA are expected to manage emotions with high
arousal such as irritability, their management of self-conscious emotions such as guilt may be quite
different from those of teachers with lower ERA. Guilt, for example, has an adaptive function. It is
accompanied by beliefs that one should have thought, felt, or acted differently (Kubany & Watson,
2003). Teachers with higher ERA may be more open to reporting feelings of guilt and better able
to regulate these feelings when they occur. Measuring negative affect with the PANAS may mask
these important differences.
In support of our third hypothesis, ERA was associated positively with principal support.
Moreover, as predicted, principal support mediated the relationships between ERA and both job
satisfaction and personal accomplishment. ERA may contribute to social support through several
mechanisms. The strategies that individuals employ to regulate emotions affect their relationships
(Gross, 2002). Specifically, ERA may color the emotional tone of social encounters—displays
of pleasant emotions elicit favorable reactions from others, whereas the expression of unpleasant
emotions often pushes people away (Argyle & Lu, 1990; Furr & Funder, 1998). Because teachers
with higher ERA may be less likely to lose control of their emotions and be more knowledgeable
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about the appropriate display of emotion, they are likely to have better relationships with principals
and colleagues. In turn, they may be more satisfied with their jobs and less prone to stress and its
consequences, such as burnout.
This study is not without limitations. First, we included only a limited set of assessment tools.
Additional indicators for all constructs in the study would expand these findings. For example, the
measure of ERA tapped our participants’ emotion knowledge, but did not address how frequently
teachers need to regulate emotions to meet job demands. With respect to positive and negative
affect, the PANAS may not capture subtle differences in the affective experiences of emotionally
skilled individuals. Moreover, positive and negative affect were assessed at only one time point. The
use of experience-sampling methods (Hektner, Schmidt, & Csikszentmihalyi, 2006) would likely
provide a more reliable and detailed picture of teachers’ daily affect over time, which could expand
our findings. Beyond self-report measures of principal support, actual reports from principals also
would corroborate the results found here. Finally, the data presented here were cross-sectional and
represent teachers from one geographic area in Kent, England; longitudinal research with a larger,
more diverse sample of teachers is necessary to test fully both the intercorrelations and causal
ordering of the constructs in this study.
C ONCLUSION
Teaching is an emotional practice, yet there is surprisingly little research on the emotional
aspects of teachers’ lives (Hargreaves, 1998; Sutton & Wheatley, 2003). The present findings expand
research on the role and importance of ERA and on important work-related outcomes such as job
satisfaction and burnout into the realm of the teaching profession. In particular, greater insight was
obtained as to the importance of ERA and possible mechanisms (principal support and positive affect)
by which ERA may contribute to greater job satisfaction and feelings of personal accomplishment.
The present findings, together with prior research on teachers’ emotion regulation (Sutton, 2004),
raise the possibility that teacher-training programs focusing on developing emotion-regulation skills
might result in a number of favorable outcomes for teachers (Brackett & Caruso, 2007), including
increases in positive affect and greater support from principals. In turn, teachers may experience less
burnout and greater job satisfaction, remain in the profession longer, and be more effective in the
classroom.
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