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Abstract
The study examined the interactive links among parenting practices, trait emotional intelligence and academic achievement, as
well as the moderating role of overall and dimensional (i.e., well-being, self-control, emotionality, sociability) trait emotional
intelligence in this association among 250 Greek adolescents via self-report. The role of gender has been also examined. Female
students perceived more parental behavioral control and scored higher in language achievement than males who scored higher in
trait emotional intelligence and in science achievement. Behavioral control was positively correlated with overall and language
achievement, whereas psychological control was negatively correlated with overall, language and science achievement.
Moderation analyses showed that overall trait emotional intelligence, well-being and self-control increased the effect of parenting
practices on academic achievement in language (for males) and science (for females). These results have implications for
understanding the potentially beneficial role of adolescents’ trait emotional intelligence in the parenting - academic achievement
association.
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Successful adolescent development is an intergenerational
process, where teens are responsible for being open to and
taking advantage of new experiences, and adults for providing
them with nourishing, mature-enhancing opportunities
(Roeser et al. 2000). Parenting practices (i.e., specific strate-
gies for achieving children’s adaptation, maintaining control
and fulfilling nurture’s expectations; Frick et al. 2010) appear
to be powerful predictors of adolescents’ emotional, behavior-
al and academic development. Darling and Steinberg (1993)
argued that parenting is a blend of parental practices, parental

goals and parental style (i.e., the psychological climate in
which parents manifest their behaviors). According to family
systems theory, family is a system of relationships that change
in response to changing needs and concerns of family
members.

Adolescence is thought to bring new capacities for emotion
knowledge and management skills (Larson and Brown 2007).
Although the amount of time spent with family declines as
children grow older, the quality of parent- child relationship
plays a vital role in emotional development. It has been sug-
gested that specific parenting practices, such as support (i.e.,
warmth, acceptance, involvement) and control (behavioral
and psychological) bear an important influence on adoles-
cents’ psychological and behavioral adjustment, including ac-
ademic achievement (Russell et al. 2010).

In an effort to better understand the relationship between
parenting practices, adolescents’ emotional development and
academic outcomes, the present study was set out to explore
the association between these variables. Additionally, to shed
more light in these relationships, the moderating role of trait
EI in the association between parenting practices and academ-
ic achievement was also investigated, since no study to date
has explored these links.
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Parenting and Academic Achievement

Baumrind’s (1967) parenting typology has provided solid ev-
idence that authoritative parenting is linked to positive out-
comes, whereas authoritarian parenting is more likely to result
in a variety of psychological and behavioral problems
(Steinberg 2001). Gray and Steinberg (1999) introduced three
separate components of authoritative parenting: acceptance
(i.e., warmth), behavioral and psychological control, which
appear to have differential effects on adolescents’ behavior
and academic achievement. Studies on Canadian and
American students including all ethnic groups (European,
Latino-Americans, African-Americans, Asian-Americans
Filipinos and Native-Americans) suggest that authoritative
parenting is positively related to academic performance
(Areepattamannil 2010; Rosenzweig 2001), especially to
higher scores in reading and math, compared to authoritarian
and permissive parenting style (Masud et al. 2015). According
to the Parental Acceptance- Rejection Theory, warmth is re-
lated to the quality of the affectional bond between parents and
their children (Rohner et al. 2012), and to better school per-
formance (Hill and Wang 2015; Rosenzweig 2001). Thus,
adolescents who perceive warmth, love and care by their par-
ents tend to have higher GPA (Gisladóttir 2013; Kristjansson
and Sigfúsdóttir 2009). However, parenting practices are dif-
ferentially associated with different ethnic group and have
varied impact on students’ school performance, as it has been
found that authoritative parenting combined with other posi-
tive practices (i.e., engagement, parent participation in school,
grade expectations) is of particular importance to Asian-
Americans and Latino-Americans in comparison to
European-American and African-American students.
Conversely, emotional support was not as influential for
Asian-American and Latino-American as for European-
American students (Rosenzweig 2001). On the other hand,
Bean et al.’s (2003) study with a European American sample,
showed that parental support/acceptance did not predict ado-
lescents’ academic achievement. Although parental support
was significantly associated to academic achievement, when
parental support, behavioral and psychological control were
simultaneously examined as predictors, behavioral and psy-
chological control had the stronger predictive value. This is in
accordance with evidence suggesting that white students ex-
perience the greatest detrimental effects of parental control
(Rosenzweig 2001). It is therefore possible that the association
between authoritative style and academic achievement maybe
not consistent across cultures, ethnicity and socioeconomic
status (e.g., Masud et al. 2015).

In terms of behavioral control, research findings seem rath-
er controversial probably due to the term’s conceptual overlap
with monitoring. Hence, some researchers claim that parental
monitoring of adolescents’ everyday life contributes to better
academic performance (Hill and Wang 2015; Rosenzweig

2001). Indeed, Kristjansson and Sigfúsdóttir (2009) have
found that reasonable monitoring is conducive to better aca-
demic achievement. Furthermore, parental monitoring had the
strongest positive association with mathematics grades
(Gisladóttir 2013). However, others have found contradicting
evidence, in that parental monitoring was negatively associat-
ed with academic achievement (Areepattamannil 2010;
Boonk et al. 2018), and that parental behavioral control was
related to lower academic achievement, especially when the
father’s involvement is higher (Kramer 2012).

Psychological control, in contrast, refers to manipulative par-
enting behaviors, such as guilt-induction, shaming, and creating
an environment in which acceptance is contingent on the off-
spring’s behavior, that interfere in children’s thoughts and feel-
ings (Barber 1996). This type of control has been found to bear a
negative association with adolescents’ academic performance
(Pinquart 2016; Rosenzweig 2001; Xiang et al. 2017).
Psychological control is positively related to mastery avoidance
and performance avoidance goals, which are associated with
school adjustment variables, such as academic achievement, in
a maladaptive manner (Xiang et al. 2017).

Emotional Intelligence

There are three popular models describing EI. According to
Mayer, Salovey and Caruso’s model (1999), EI is perceived as
an ability that encompasses four different abilities or skills
(i.e., identifying, using, understanding, and managing emo-
tions). Goleman’s mixed model (1995) considers EI as a set
of personal and social abilities that determine how a person
manages him/herself and his/her interpersonal relationships
(Mayer et al. 2000). Finally, Petrides and Furnham (2000a,
2000b, 2001) propose the distinction of EI as a trait and as
an ability. Trait EI (or emotional self-efficacy) refers to a con-
stellation of behavioral dispositions and self-perceptions,
measured via self-report, concerning one’s ability to recog-
nize, process and utilized emotion-laden information. It in-
cludes various dispositions from the personality domain (em-
pathy, impulsivity, and assertiveness), element of social
(Thorndike, 1920) and personal intelligence (Gardner,
1983). On the other hand, ability EI refers to the individual’s
actual ability to recognize, process and use emotional data,
measured via performance-based tests (Aslanidou et al.
2018; Petrides et al. 2004; Petrides et al. 2007).

This study is grounded on trait EI theory, because it has
several advantages compared to other models. Firstly, it ac-
knowledges the inherent subjectivity on emotional experi-
ence; it is not associated with specific proprietary tests but
rather it is general and gives a platform for interpretation of
data from any questionnaire of EI or related constructs and
finally, trait EI theory is readily extendable into cognate areas,
such as social intelligence, and is not restricted to a single
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idiosyncratic model (Petrides 2010). Petrides et al. (2007)
sought to determine the location of trait EI in Eysenckian
and Big Five factor space and they showed that trait EI is a
distinct, compound construct that encompasses the emotional
related personality’s facets and lies at the lower levels of per-
sonality hierarchies. Thus, the trait EI framework provides an
operationalization of emotional-related perceptions that can be
integrated into the mainstream personality’s taxonomies.
Global trait EI consists of four factors: self-control, well-be-
ing, emotionality, sociability. Self-control refers to emotion
control, stress management and impulse control. Well-being
refers to self-esteem, trait happiness and trait optimism.
Emotionality has to do with emotion perception (self and
others), emotion expression, relationships and trait empathy.
Finally, sociability refers to social awareness, emotion man-
agement, assertiveness, adaptability and self-motivation
(Petrides et al. 2016).

In this study the trait EI questionnaire – Adolescent Short
Form was used, because it measures global trait EI as well as
four trait EI factors. In addition, the questionnaire has three
significant advantages: 1) provides a direct route to the theory
of trait EI, 2) offers comprehensive coverage of the trait EI
sampling domain, and 3) it has better predictive validity
(Petrides and Mavroveli 2018).

Trait EI and Academic Achievement

Research over the past few years has integrated EI among the
determinants of academic performance. Emotional intelli-
gence is presumed to contribute to the advancement of think-
ing and to the ability to manage emotions in anxious situa-
tions, such as taking part in standardized tests (Brackett et al.
2011). Regarding the trait EI, results from Greek and interna-
tional studies are not consistent, as they do not reach a com-
mon conclusion. However, trait EI theory suggests that the
construct should not show direct and strong relationship with
cognitive ability or its close proxies, like academic achieve-
ment (Petrides and Mavroveli 2018). Thus, although Parker
et al. (2004) found global trait EI to be a significant predictor
of academic achievement, a study by Platsidou (2005) with a
Greek sample reported low but significant correlations be-
tween academic achievement and trait EI. In the same line, a
meta-analysis by Perera and DiGiacomo (2013) indicated that
high trait EI may confer a modest yet important advantage in
academic evaluation settings, while a study by Stamatopoulou
et al. (2015) found that global trait EI did not have a strong
correlation with academic achievement. Petrides et al. (2004)
have also reported no significant correlation between trait EI
and academic achievement except of a moderating effect ac-
cording to which trait EI was positively linked to academic
achievement in low IQ students. These findings are in line
with Rodeiro et al.’s (2009) study claiming that trait EI may

offer an advantage for lower ability students and for certain
subjects.

In addition, studies have demonstrated that trait EI dimen-
sions are positively associated with academic achievement.
Stamatopoulou et al. (2015) advocated the significant associ-
ation between sociability and school achievement. Parker
et al. (2004) examining the transition from high school to
university found that adaptability, stress management and in-
trapersonal abilities (recognizing and understanding one’s
feelings) were significant predictors of academic performance.
Other studies demonstrated that well-being and emotionality
were positively related to academic achievement (Gräbel
2017; Gumora and Arsenio 2002).

Trait EI has been also found to be differentially associated
with performance in various school subjects. Mancini et al.
(2017) and Petrides et al. (2004) demonstrated that global trait
EI did not have a significant impact on mathematics as op-
posed to language and GPA. Trait EI’s factor, self- control,
emerged as an important predictor for math and language
grades, while sociability predicted only language achievement
(Mancini et al. 2017). Rodeiro et al. (2009) suggested that the
self-control factor of trait EI was associated with better
achievement in math, while most of the trait EI factors, except
for the sociability factor and the global trait EI score, had a
positive effect on science achievement, especially for students
with lower ability. They also found that all trait EI factors, as
well as the global trait EI score had a positive effect on
language achievement. Similarly, Downey et al. (2008) found
that emotion management and control may have an impact on
math and science achievement.

Parenting and Trait EI

The proponents of the EI argue that authoritative parenting,
including warmth and involvement, is positively related to
trait EI, both global and dimensional (Argyriou et al. 2016).
Alegre (2011) reported that parental warmth was positively
linked to children’s emotion knowledge, understanding and
regulation. It has further been found that parental involvement
was related to adolescents’ psychological well-being and self-
esteem (Flouri and Buchanan 2003). Authoritative parenting
also bears a positive association with the level of children’s
and adolescents’ happiness (Argyriou et al. 2016).

Moreover, parental monitoring has been found to be posi-
tively associated to trait EI, while punitive discipline was cor-
related to lower levels of emotion understanding and regula-
tion (Alegre 2011). Also, moderate behavioral control may be
beneficial for adolescents’ emotional well-being (Russell et al.
2010). On the other hand, parents who provide high control
and low care affect negatively adolescents’ trait EI. Thus,
psychological control was found to negatively predict trait
EI (Gugliandolo et al. 2015a, 2015b).
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Overall, despite the extensive research on parenting style,
studies on the relationship between specific parenting prac-
tices and overall and dimensional trait EI are scarce.

The Role of Gender

Gender seems to differentiate parenting practices, trait EI and
academic achievement. Thus, it has been shown to affect pa-
rental control and parenting style, while it seemed to not dif-
ferentiate the level of warmth that teens received from parents.
At the same time, it has been suggested that girls are moni-
tored more than boys (Kristjansson and Sigfúsdóttir 2009).
Varner and Mandara (2014), and Smetana and Daddis
(2002) have also found that girls were more supervised and
less autonomous in decision-making than boys, while
Duchesne and Ratelle (2010) claim the opposite. In terms of
parental style, a study byMathibe (2015) found gender differ-
ences in favor of boys for the permissive and authoritative
styles, while Olivari et al.’s (2015) study demonstrated that
boys perceive their parents as being more authoritarian and
permissive than girls. Regarding trait EI, the findings of em-
pirical research are rather contradictory. Some researchers
suggest that boys are superior in global trait EI (Argyriou
et al. 2016; Stamatopoulou et al. 2015), while others claim
the opposite (Ciarrochi et al. 2001). At the same time, each
gender’s superiority depends on the trait EI dimensions, as
females are superior in some trait EI dimensions, while males
are superior in others (Gugliandolo et al. 2015a, 2015b;
Stamatopoulou et al. 2015). Stamatopoulou et al. (2015) have
found that males scored higher on well-being and self-control,
while Gugliandolo et al. (2015a, 2015b) study has found that
males scored higher on self-control, sociability and well-being
except emotionality. Other studies have demonstrated males’
superiority in sociability and self-control and females’ superi-
ority in emotionality (i.e., Mikolajczak et al. 2007). However,
Poulou’s (2010) study found no gender differences in trait EI
among Greek adolescents.

Gender has also been found to differentiate academic
achievement. Voyer and Voyer (2014) found that girls had
better academic achievement than boys, while Downey and
Vogt Yuan (2005) suggested that gender differences in perfor-
mance depend on the school subject, as they were evident for
girls in language and for boys in mathematics.

Trait EI Moderates the Association
between Parenting and Academic
Achievement

Trait EI theory suggests that trait EI should not have direct and
strong associations with cognitive ability and its proxies, like
academic performance (Petrides and Mavroveli 2018).

However, trait EI has been found as a moderator in several
relationships. Petrides et al. (2004) suggest that trait EI mod-
erates the relationship between cognitive ability and academic
achievement. For students with low cognitive ability, high trait
EI may improve their performance, since it enables them to
handle more effectively emotional stress and anxiety.

Although, the association between trait EI and academic
achievement has been well documented (Downey et al.
2008; Parker et al. 2004; Platsidou, 2005), as well as between
trait EI and parenting (Alegre 2011; Argyriou et al. 2016), no
study to date has explored the moderating role of trait EI in the
association between parenting dimensions and academic
achievement. It is therefore likely that high trait EI adolescents
who perceive their parents as less behaviorally and psycho-
logically controlling, and at the same time warmer and more
involved are more likely to be high achievers. On the contrary,
low in trait EI adolescents who perceive their parents as con-
trolling, both behaviorally and psychologically, and less warm
and involved, may be low achievers. Along the same line,
high trait EI adolescents who perceive their parents as less
authoritative may show high achievement suggesting that
high trait EI may buffer the adverse effects of bad parenting
on academic achievement.

Therefore, to clarify the association between dimensions of
parenting and academic achievement a moderation model was
tested to explicate the interplay between parenting and trait EI
in the prediction of academic achievement. Another important
aspect of this study is that it will examine the moderating role
of each of the four dimensions of trait EI, as defined by
Petrides et al. (2016), along with its total score. It is expected
that a better picture will emerge regarding the role each one of
the dimensions play in the association between parenting and
academic achievement, and therefore the results will better
inform prevention and intervention practices.

The Cultural Context of the Study, SES
and Ethnicity

Parent-child interaction cannot be viewed independent of the
cultural context, as this framework defines parents’ values,
beliefs and goals of socializing for their children. An impor-
tant dimension of cultural differences is the individualism-
collectivism distinction which affects parental behavior
(Triandis 2001) and refers to the way individuals perceive
themselves in relation to other members of the society. The
individualism-collectivism as well as other dimensions of cul-
ture, such as avoidance of certainty, and long-term orientation
affect the expression of emotions (Bhullar et al. 2012). At the
same time, the dimensions of the power distance and the bi-
polar femininity / masculinity affect the regulation of emo-
tions (Gunkel et al. 2014).
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Greece is in a transition from collectivism to individualism
(Georgas 1989). Family loyalty, adherence to group norm, and
maintenance of harmony in relationships with group mem-
bers, all these behaviors are promoted by Greek culture. This
type of value system is related to severe and controlling par-
enting practices. Thus, the significance of conformity and
obedience to parents’ rules are underlined (Zervides and
Knowles 2007). Greek parents are protective and highly in-
volved in child-rearing. Filus et al. (2019) study conducted in
four European countries (Greece, Norway, Poland,
Switzerland), which differ in patterns of values and living
conditions, revealed a differential role of Greek fathers’ re-
sponsiveness and autonomy granting as opposed to fathers
from the other countries. They found that in Norway, Poland
and Switzerland paternal responsiveness was significantly as-
sociated with late adolescents’ functional and psychological
connectedness, whereas in Greece it was paternal autonomy
granting, which had significant and negative association with
psychological and functional connectedness. Greece repre-
sents the Mediterranean family model, where the strictly hier-
archical family roles provide economic power to the father
who controls the other family members in an authoritarian
manner (Georgas 1991). Further, a recent study shows that
despite the fact that Greek fathers are perceived by their off-
springs as predominantly authoritative, they also score high on
parental strictness (Antonopoulou et al. 2012). Thus, autono-
my granting may play more crucial role rather than respon-
siveness in Greek late adolescents’ individuation, which is
considered as the central adolescence’ s task that has signifi-
cant effect on life outcomes, such as academic achievement
and emotional adjustment (Filus et al., 2019).

Research has suggested that family socioeconomic status
(SES) might also play a role in the relationship between par-
enting practices and adolescent’s developmental outcomes.
For example, it has been found that parental education and
number of parents in the home were related to parental disci-
plinary practices (Spera 2005). A study by Shumow et al.
(1998) claims that lower family income, less parental educa-
tion, single parent households and maternal unemployment
were associated with greater parental harshness, which in turn
was related to children’s poorer academic achievement.
Emotional distress of caregivers caused by economic pressure
is linked to disrupted parenting practices and lower positive
child adjustment (Conger et al. 2002). However, low SES
does not guarantee authoritarian parenting. Grimm-Thomas
and Perry-Jenkins (1994) suggest that low SES, working-
class fathers used more positive and supportive parenting
practices when they had positive work experiences.

Furthermore, ethnicity has been found to affect parenting
practices. African-American parents reported being harsher
and less permissive than white parents (Shumow et al.
1998), while parents of Chinese-American adolescents were
stricter than European-American parents (Lin and Fu 1990).

Ethnicity has also been found to moderate the association
between student’ s achievement and parenting practices
(Masud et al. 2015; Rosenzweig 2001).

The Present Study

The present study was set out to explore the relationship
between parenting practices, trait emotional intelligence,
and academic performance in a sample of Greek adoles-
cents. Moreover, it has been suggested that parenting
practices, trait EI and academic achievement depend on
adolescents’ gender (i.e., Argyriou et al. 2016; Varner
and Mandara 2014; Voyer and Voyer 2014). Therefore,
the way adolescents’ gender differentiates these variables
will be also examined.

In addition, the present study will provide evidence for the
Greek cultural context which is in a transition from collectiv-
ism to individualism. Thus, the purpose of the study is to
investigate the moderating role of trait EI (overall and its di-
mensions) in the association between parenting practices
(warmth/ involvement, behavioral and psychological control)
and academic achievement (total and per school subject). The
research also aimed to examine the gender differences in par-
enting practices, trait EI (overall and its dimensions) and aca-
demic achievement (total and per school subject).

This study will therefore address the following research
questions: (1) Is there an association between parenting prac-
tices and academic achievement (total and per school sub-
ject)? (2) Is there a correlation between parenting practices
and trait EI (overall and its dimensions)? (3) Is trait EI (overall
and its dimensions) linked to academic achievement (total and
per school subject)? (4) Does adolescents’ gender differentiate
participants’ responses? (5) Does trait EI (overall and its di-
mensions) moderate the association between parenting prac-
tices and academic achievement (total and per school
subject)?

Method

Participants

The sample consisted of 250 Greek Senior High School
graders attending two public schools in the region of Attica,
Greece.108 were boys (43,2%) and 142 were girls (56,8%),
aged between 15 to 18 years (Mean age = 16 yrs., SD = .74).
The sample was convenient and was selected on the basis of
the second author’s accessibility to the schools. All participat-
ing students were of Greek origin, while most of them were
from middle SES families.
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Measuring Instruments

Parenting Parenting was measured with a shorter version of the
Greek translation of the Parenting Styles Questionnaire (PSQ)
(Kokkinos and Voulgaridou 2017). The 23-item questionnaire
contained two subscales from the PSQ developed by Lamborn
et al. (1991), namely Warmth/Involvement (9 items; e.g., “I can
count onmy parents to help me if I have some kind of problem”)
and Behavioral Control (8 items), and one subscale from Silk
et al. (2003), namely, Psychological Control (8 items; e.g., “My
parents keep pushing me to think independently”). High scores
on the first subscale indicate that participants perceive their
parent/s as loving, responsive and involved. Similarly, high
scores on the second subscale are indicative of parents perceived
as intrusive, manipulative and interfering with the adolescent’s
psychological and emotional development.

The first 17 items measuring Warmth/Involvement and
Psychological Control were scored on a 4-point scale (1 =
strongly disagree, to 4 = strongly agree). Negatively wording
items (8) in both subscales (e.g., “My parents tell me that their
ideas are correct and that I should not question them”) were
reverse scored. Τhe remaining six items constitute the
Behavioural Control scale, which assesses the amount of pa-
rental monitoring and supervision. All 6 items relate to partic-
ipants’ perception of howmuch (rated on a 3-point scale) their
parents try to (1 = “Don’t try”, 2=“Try a little”, and 3=“Try a
lot”) and do know (1 = “Don’t know”, 2=“Know a little”, and
3=“Know a lot”) where they go and what they do.

Kokkinos and Voulgaridou (2017) found alpha coefficients
above .70 for all three subscales. In the present study, except
from theWarmth/Involvement subscale which had an alpha of
.64, the Psychological and Behavioural Control subscales had
alphas of .71 and .75 respectively.

Academic Achievement Participants were asked to provide
their achievement scores in four school subjects, namely,
Ancient and Modern Greek Languages, Mathematics and
Science. The secondary school grading system in Greece
ranges between 1 and 20 (Pass: 10). In addition, based on
the 1st article of the Presidential Decree No 465 of
May 1981, published in the official Government Gazette
Issue 129, vol. A, five levels of grading are possible. Thus,
rated on a 5-point scale, students reported if their subject
scores were 1 = below 10, 2 = between 10 and 12.5, 3 = be-
tween 12.6 and 15.4, 4 = between 15.5 and 18.4, and 5 = be-
tween 18.5 and 20. A total and two sub-scores (Languages and
Sciences) were computed by averaging students’ ratings. Total
academic achievement was determined by students’ grades in
Ancient and Modern Greek Languages, Mathematics and
Science. Although outcomes, such as grades, rely on students’
self-reports, there is evidence that correlations between self-
reported grades and actual grades are high (i.e., Gisladóttir
2013, r = .77, Shaw and Mattern 2009, r = .74).

Emotional Intelligence The Greek translation of the Trait
Emotional Intelligence Questionnaire - Adolescent Short
Form (TEIQue-ASF; Petrides et al. 2006; Kokkinos and
Kipritsi 2012) was used to measure trait EI. The scale contains
30 short statements answered on a 7-point Likert scale (e.g., “I
canmake other people feel better when I want to” and “I find it
hard to control my feelings”). Τhe TEIQue – ASF provides
scores on four trait EI factors: Well-being (i.e., optimism, self-
esteem, and happiness), Self-control (i.e., impulsiveness,
emotion control, and stress management), Emotionality (i.e.,
empathy, emotional perception, emotional expression, and re-
lationships) and Sociability (i.e., assertiveness, emotional
management, and social awareness). Global trait EI is derived
by averaging all 30 items, whereas the four subscale scores
can be derived from 26 of these items: Well-Being (6 items),
Self-Control (6 items), Emotionality (8 items), and Sociability
(6 items). The remaining 4 items measure two “stand-alone”
facets (adaptability and self-motivation), which contribute di-
rectly to the total score and not to any of the factors.
Cronbach’s alpha reliability coefficient for the total scale
was .79, whereas for the four factors were .81, .51, .51 and
.52 for well-being, self-control, emotionality and sociability
respectively. The TEIQue–SF has been frequently used in
research (e.g., Arora et al. 2011; Siegling et al. 2012), but there
are few cases where subscales scores were used along with the
total composite, due to the low but accepted internal reliability
coefficients, which was also the case for the three out of the
four subscales in the present study.

Procedure

Students were recruited via oral communication with the
school principals, who were presented with the purpose of
the study, while written informed consent was sent to parents
and/or guardians. In addition, students were also informed
about the purpose of the study and about the voluntary basis
of participation. Thus, a combination of active assent by the
students and passive consent by their parents and/or guardians
was applied. Passive consent from the participants’ parents
and/or guardians was deemed enough because no sensitive
personally identifying data was collected. Thirteen parents of
a total of 265 contacted denied participation. In addition, two
students chose not to participate. The self-report question-
naires were administered in classes by the second author in
the presence of a class teacher. Questionnaire completion time
was approximately 15 min. Verbal and written instructions
describing the procedure were given to the participants who
were also assured about confidentiality.

Analysis Plan

Descriptive statistics were calculated for all measures. A series
of independent t-tests explored possible gender differences in
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parenting practices, trait emotional intelligence and academic
achievement. Pearson correlation coefficients estimated the
associations among the variables.

Moderation analyses examined the moderating role of trait
emotional intelligence (total composite, and subscale scores)
in the associations between parenting practices and academic
achievement. All analyses were conducted using the statistical
package IBM Statistics SPSS 21.

Results

Preliminary Analyses

Table 1 reports the means, standard deviations and correla-
tions among the study’s variables.

Preliminary analyses showed that females perceived more
behavioral control by their parents, t (214.48) = 2.20, p < .05,
(Mfemales = 2.69 SD = .34, Mmales = 2.59 SD = .39; Cohen’s
d = .27). No gender differences were found for warmth/
involvement and psychological control.

In terms of trait EI and its dimensions t-tests indicated that
males scored higher than females in global trait EI, t (247.08) =
3.44, p < .001, (Mmales = 4.85, SD = .58, Mfemales = 4.57,
SD = .72; Cohen’s d = .43), as well as in well-being t
(247.12) = 2.94, p = .01, (Mmales = 5.30, SD = 1.16, Mfemales =
4.82, SD = 1.45; Cohen’s d = .37), and self-control t (245.8) =
3.66, p < .001, (Mmales = 4.49, SD = .92, Mfemales = 4.02, SD=
1.10; Cohen’s d = .46). However, no other gender differences
were found in the rest trait EI dimensions.

In terms of achievement, while there was no statistically
significant difference in the overall achievement score, there
were differences in favour of female students in language, t
(248) = 2.72, p = .01, (Mfemales = 3.82, SD = .91,Mmales = 3.49
SD = 1.00; Cohen’s d = .35) and of boys in science

achievement t (217.62) = 2.53, p = .01, (Mfemales = 3.33
SD = 1.03, Mmales = 3.68, SD = 1.14; Cohen’s d = .32).

Trait EI was significantly positively correlated with all its
dimensions (correlations ranged between .79 and .48).
Positive correlations were also emerged between trait EI, its
dimensions and two parenting practices, namely Warmth/
Involvement and Behavioral Control (.43 and .31 respectively
for EI). Negative, but statistically significant correlations were
observed between trait EI, Well-being, Emotionality, and
Psychological Control (−.28, −.25, −.23 respectively). Trait
EI and the same two dimensions were also positively correlat-
ed with overall achievement (.24, .13, .14) and Science
Achievement (.24, .17, .14). In the case of Language
Achievement, the only significant positive correlation
emerged only with overall trait EI.

Behavioral control was positively correlated with overall
and Language Achievement (.16 and .19), whereas
Psychological Control was negatively correlated with overall
and Language and Science Achievement (−.23, −.22, −.17).
No significant correlations emerged between Warmth/
Involvement and Achievement.

Moderation

Moderation analyses were run for the total sample, and for
males and females separately. Results (model 1 of the
PROCESS macro v.3; Hayes, 2018) showed that high overall
trait EI moderated the association between warmth/
involvement and language achievement for the whole sample,
(b = .39, SE = 0.19 95% CI [.02, .76], t = 2.06, p < .05).
Simple slope analysis for trait EI showed that at one standard
deviation (SD) above the mean of trait EI, increased language
achievement was significantly positively associated with per-
ceived warmth/involvement.

Table 1 Descriptive statistics, and correlations among trait emotional intelligence, parenting, and achievement

Mean SD EI WB SC E S W/I PC BC Ach (total) Lang

Trait Emotional Intelligence 4.69 .68

Well-being 5.03 1.35 .70**

Self-control 4.22 1.05 .67** .38**

Emotionality 4.67 .88 .79** .50** .38**

Sociability 4.61 .66 .48** .16* .03 .29**

Warmth/Involvement 3.33 .41 .43** .50** .23** .36** .09

Psychological Cntrl 2.29 .50 −.28** −.25** −.12 −.23** −.08 −.28**

Behavioural Cntrl 2.65 .73 .31** .33** .10 .28** .16* .42** −.20**

Achievement (total) 3.58 .89 .24** .13* .07 .14* .21** .11 −.23** .16*

Language 3.68 .96 .18** .05 .04 .10 .18** .12 −.22** .19** .85**

Science 3.48 1.09 .24** .17** .08 .14* .19** .07 −.17** .09 .89** .51**

EI Emotional Intelligence, WB Well-being, SC Self-control, E Emotionality, S Socialility, W/I Warmth/Involvement, PC Psychological Control, BC
Behavioral Control, Ach Achievement, Lang Language
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In the case of males, the association between psychological
control and language achievement was moderated by well-
being (b = −.28, SE = .14 95% CI [−.55, −.01], t = −2.06, p
< .05) and self-control (b = −.53, SE = .21 95% CI [−.95,
−.12], t = −2.55, p < .05). Specifically, low perceived psycho-
logical control increases language achievement for those male
adolescents high in well-being (i.e., optimists, happy and high
in self-esteem), and high in self-control (less impulsiveness,
emotion control, and stress management). Simple slope anal-
ysis for trait EI dimensions showed that at one standard devi-
ation (SD) above the mean of both well-being and self-con-
trol, increased language achievement was significantly nega-
tively associated with psychological control. On the contrary,
at one SD below the mean of well-being and self-control, the
negative effects of psychological control on language achieve-
ment were smaller and insignificant.

In the case of female adolescents, the association between
behavioral control and achievement in science was moderated
by well-being (b = −.53, SE = .18 95% CI [−.89, −.16], t =
−2.88, p < .001). Specifically, low perceived behavioral con-
trol increases science achievement for those female adoles-
cents high in well-being (i.e., optimists, happy and high in
self-esteem). Again, simple slope analysis for well-being
showed that at one standard deviation (SD) above the mean
of well-being, increased science achievement was significant-
ly negatively associated with behavioral control.

No other significant moderation effects of trait EI dimen-
sions were found on the associations between the rest of the
parenting practices and academic achievement (Table 2).

Discussion

The purpose of the present study was to examine the relationship
among parenting practices, trait EI and academic achievement in
a sample of Greek adolescents. This study also examined gender
effects, as well as the moderating role of both global and dimen-
sional trait EI between parenting practices and academic achieve-
ment. Overall, the results showed that both global trait EI and
two of its dimensions (i.e., well-being and self-control) increased
the effect of parenting practices (warmth, psychological and be-
havioral control) on academic achievement in language (for
males) and science (for females).

Parenting Style and Academic Achievement

Two out of the three parenting practices were correlated with
academic achievement. Thus, behavioral control was positively
correlated with overall and Language Achievement, whereas
psychological control was negatively correlated with overall
and Language and Science Achievement. These findings are
consistent with those claiming that behavioral control is condu-
cive to better academic achievement (Hill and Wang 2015;

Kristjansson and Sigfusdóttir 2009; Rosenzweig 2001), though
inconsistent with evidence suggesting that behavioral control is
positively linked to mathematics achievement (i.e., Gisladóttir
2013; Shute et al. 2011). Furthermore, the present findings are
in line with studies claiming that psychological control is related
to poor academic achievement (Pinquart 2016; Rosenzweig
2001; Xiang et al. 2017). When parents punish their offspring
and get angry with them for unsatisfactory grades, they exercise
negative control instead of encouraging them. At the same time,
when parents are over-controlling of their off-spring’s thinking
and behavior, then they show extrinsic motivation and lower
academic achievement (Rosenzweig 2001; Boonk et al. 2018).
Since psychological control increases an adolescents’ focus on
internal distress and adult approval rather than learning process, it
is possible to undermine learning and academic performance
(Pinquart 2016).

Trait Emotional Intelligence and Academic
Achievement

Global trait EI and two of its dimensions (i.e., well-being and
emotionality) were positively correlated with overall and Science
Achievement. In the case of Language Achievement, the only
significant positive correlation emerged with global trait EI.
These results are different from those claiming that trait EI did
not have significant effect on mathematics (i.e., Mancini et al.
2017; Petrides et al. 2004). It is possible that EI as a trait may
vary across subject (Petrides and Mavroveli 2018). At dimen-
sional level other studies have advocated that self-control is sig-
nificant predictor for both math and language achievement and
sociability only for the latter (i.e., Mancini et al. 2017). Trait EI
promotes thinking, makes students able to manage their feelings
in stressful situations (Brackett et al. 2011), and can compensate
for cognitive intelligence (Petrides et al. 2004).

Moreover, these findings are in accordance with studies
claiming that well-being and emotionality are positively associ-
ated with academic success (i.e., Gräbel 2017; Gumora and
Arsenio 2002). The positive association between emotional and
psychological well-being and academic achievement could be
explained on the basis of Fredrickson's (2004) broaden and built
theory. The experience of positive emotions motivates creative
thinking and contributes to a spread of attention and the broad-
ening of behavioral resources. Emotional well-being is related to
positive emotions. The broadening of behavioral and cognitive
repertoire results in the development of long-lasting, effective
strategies, which contribute to the resilience against stress.
Positive emotions may have positive influence on students’
learning behavior too, as they are conducive to cognitive flexi-
bility, which in turn facilitates new knowledge acquisition
(Gräbel 2017). On the other hand, high psychological well-
being indicates the fulfillment of basic needs (i.e., competence,
relatedness, autonomy) which promotes intrinsic motivation and
therefore better academic achievement (Gräbel 2017).
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In terms of emotionality, previous evidence suggests
that adolescents’ emotional dispositions and their aca-
demically related affect are linked to school performance
(Gumora and Arsenio 2002). It has been argued that
emotionality may have an indirect effect on achievement,
via cognitive processes (i.e., problem solving, memory,
strategic thinking), motivational mechanisms (i.e., en-
gagement, school linking, staying on task) and

interpersonal resources (i.e., relationships with teachers
and classmates) (Valiente et al. 2012).

Parenting Practices and Trait EI

Regarding the association between parenting and trait EI, paren-
tal warmth and behavioral control were positively correlatedwith
global trait EI (Alegre 2011; Argyriou et al. 2016), suggesting

Table 2 Model summary of the moderating effect of ΕΙ, well-being, and self-control in the relationship between parenting and LA, SA

Variable n R2 ΔR2 B SE t p

Trait EI as Moderator, LA as Outcome 250 .05**

Constant 3.63 .06 57.02 .00

Trait EI .26 .10 2.64 .01

W/I .18 .16 1.12 .26

W/I x Trait EI .02* .39 .19 2.06 .04

Well-being as Moderator, LA as Outcome 105 (M) .07*

Constant 3.47 .09 36.63 .00

Well-being −.02 .08 −.26 .80

PC −.49 .21 −2.38 .02

PC x Well-being .04* −.28 .14 −2.06 .04

Well-being as Moderator, SA as Outcome 142 (F) .06*

Constant 3.42 .09 37.85 .00

Well-Being .04 .06 .68 .50

ΒC −.30 .27 −1.10 .27

ΒC x Well-being .06** −.53 .18 −2.88 .00

Self-control as Moderator, LA as Outcome 105 (M) .09*

Constant 3.49 .09 37.50 .00

Self-control .05 .10 .46 .65

PC −.40 .19 −2.05 .04

Self-control x PC .06** −.53 .21 −2.55 .01

Conditional effect of W/I on LA at values of trait EI Effect Boot SE Boot LLCI Boot ULCI

-1SD −.08 .19 −.46 .29

Mean .18 .16 −.14 .50

+1SD .45 .22 .01 .88

Conditional effect of PC on LA at values of Well-being

-1SD −.17 .22 −.61 .28

Mean −.49 .21 −.90 −.08
+1SD −.82 .29 −1.40 −.24
Conditional effect of BC on SA at values of Well-being

-1SD .46 .33 −.19 1.11

Mean −.30 .27 −.84 .24

+1SD −1.06 .43 −1.91 −.22
Conditional effect of PC on LA at values of Self-control

-1SD .09 .27 −.44 .62

Mean −.40 .19 −.78 −.01
+1SD −.89 .28 −1.45 −.33

Note 1. EI, Emotional Intelligence,W/IWarmth/Involvement, PC Psychological control, LA Language achievement, BC Behavioral control, SA Science
achievement, M Males, F Females; Bootstrapped estimates are based on 5000 samples. LLCI lower limit of confidence interval, ULCI upper limit of
confidence interval. B unstandardized regression coefficient, SE = standard error

Note 2. Significant interaction effects in bold (**p < .01, *p < .05)

4341Curr Psychol (2021) 40:4333–4347



that teenagers who perceive their parents as supportive, available
to satisfy their needs, and also monitor their everyday life, and
have knowledge of their whereabouts, activities and social con-
tacts, tend to report higher trait EI. Moreover, evidence suggests
that behavioral control may also be beneficial for adolescents’
well-being (Russell et al. 2010). On the other hand, negative
associations were found between psychological control and total
trait EI, well-being, and emotionality, suggesting that teenagers,
whose thoughts and emotions are controlled by their parents,
tend to report lower trait EI, emotional expression and percep-
tion, empathy, optimism, self-esteem and happiness. This finding
is in line with studies which found a negative association be-
tween authoritarian parental style and trait EI (Alegre 2011;
Argyriou et al. 2016). As it has been proposed, when children
perceive harsh discipline and constant criticismof their emotional
expression, they are likely to constantly attempt to gain approval
from or to avoid the disapproval of their parents, rather than to
understand their own internal states and regulate them appropri-
ately (Argyriou et al. 2016).

The Role of Gender

The role of gender was also explored in the present study. Thus,
female students reported receiving more behavioral control than
their male counterparts, a finding which is in accordance with
evidence claiming that adolescent females receive more monitor-
ing and have to follow the parental rules more than males
(Kristjansson and Sigfúsdóttir 2009; Smetana and Daddis
2002; Varner and Mandara 2013), while other studies claim the
opposite (e.g., Duchesne and Ratelle 2010). The differences in
monitoring and rule enforcement may be due to greater concerns
about females’ personal safety, as well as concerns about girls
becoming sexually active (Varner and Mandara 2013).
Additionally, parents’ gender-role stereotypes is likely to influ-
ence parents’ gender-differentiated use of controlling. According
to the biosocial theory, cultural beliefs about gender affect the
socialization received by boys and girls (Wood and Eagly 2012).
Therefore, parents may use different control strategies with boys
thanwith girls in accordance with the gender roles defined by the
society.

Male adolescents reported higher global trait EI than fe-
males, a finding similar to that conveyed by Argyriou et al.
(2016) and Stamatopoulou et al. (2015). Boys also reported
higher sense of well-being and self-control than girls, as was
the case with the studies by Gugliandolo et al. (2015a, 2015b),
Mikolajczak et al. (2007) and Stamatopoulou et al. (2015),
suggesting that boys are likely to be more successful, self-
confident, cheerful, satisfied with their lives andmore optimist
than girls. At the same time, males are more capable of con-
trolling their emotions, regulating stress and are less likely to
give into their urges. On the other hand, other studies found
girls to report higher global EI (i.e., Ciarrochi et al. 2001;
Zeidner et al. 2005) and emotionality (i.e., Mikolajczak et al.

2007) than boys, while Poulou (2010) has found no gender
differences in self-reported EI among Greek students.

Several plausible explanations could justify this inconsis-
tency in findings. Firstly, they may be due to cultural differ-
ences. In male-dominated societies men tend to manifest their
feelings as opposed to societies that are distinguished by a
“feminine” approach (Gunkel et al. 2014). In addition, this
discrepancy could be attributed to the different parenting prac-
tices, to the relationships between family members, as well as
to the parents’ EI level, since parenting practices influence the
level of adolescents’ EI development and the way adolescents
behave in their interpersonal relationships (Alegre 2011;
Argyriou et al. 2016). When high EI parents tend to use emo-
tion related rearing practices, they are more likely to promote
their offspring’s emotional development.

Furthermore, the results confirm the prevailing view that
females score higher in language, while males in science, as a
statistically significant difference has emerged, similar to sev-
eral studies (e.g., Downey and Vogt Yuan 2005). The
expectation-value model (Eccles et al., 1983) suggesting that
the expectancy for future success and value given to a task can
predict achievement behavior could explain the findings. It is
therefore possible that females do poorly than males in math
or science because these tasks have low expectancy and value
for them, while this would be reversed for language courses.
Another social factor is the stereotypical threat which occurs
when the performance of a group is influenced by the knowl-
edge that its members belong to a social group that is not
expected to succeed in a domain (Voyer and Voyer 2014).
Therefore, it is believed that girls are expected to succeed in
language courses and boys in science. Thus, the stereotypical
threat potentially affects the expectation of success, which
in turn affects the effort and persistence against specific
courses.

Trait EI Moderates the Association between Parenting
and Academic Achievement

Moderation analysis demonstrated that global trait EI moder-
ates the association between warmth and academic achieve-
ment in language for the whole sample. This finding suggests
that trait EI increases the effect of warmth dimension on lan-
guage achievement indicating that adolescents who perceive
their parents as loving, supportive and involved tend to report
better language achievement scores if they have higher trait
EI, suggesting that high trait EI adolescents are capable to
identify accurately their parents’ positive emotions about
them. Males who perceive low parental psychological control
and have a high sense of well-being and self-control report
better language achievement, suggesting that these trait EI
dimensions reduce the debilitating effects of parental psycho-
logical control on language achievement. Indeed, adolescents
who are able to manage their emotions in stressful situations
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(i.e., better self-control) appear to have better academic per-
formance (Brackett et al. 2011). Additionally, well-being is
positively related to resilience against stress, to cognitive flex-
ibility and to intrinsic motivation, which promote academic
achievement (Gräbel 2017). Trait EI includes dispositional
tendencies to experience positive emotions in general
(Petrides 2011), and those high in trait EI tend to experience
positive emotions across diverse life situations or challenges
(Perera 2016). Students with a high sense of well-being trend
to have high self-esteem, be happy and optimists, which in
turn may decrease sadness and encourage academic achieve-
ment (Perera 2016).

Regarding self-control, a study by Bertrams and
Dickhäuser (2009) demonstrated that students with higher
sense of self-control tend to have better grades, as self-
control is crucial for attention regulation and persistence.
When a student experiences negative emotions tends to focus
on the object of emotion and cognitive recourses are diverted
away from educational materials to events or circumstances
that distract from learning (Valiente et al. 2012). Thus, for high
trait EI students’ tendencies towards the regulation of emo-
tions may decrease susceptibility to the deleterious effects of
negative emotions on cognitive function in learning (Perera
and DiGiacomo 2013). Moreover, students high on trait EI
who possess strong self-control dispositions is possible to pre-
serve proximity to goal related stimuli and maintain distance
from negative stimuli, such as over-controlling parenting.
Self-control has been also found to be associated with positive
psychological adjustment (Tangney et al. 2004). This means
that it is a protective factor against depression or anxiety,
which is detrimental to the academic achievement. As with
the case of well-being, people with high self-control tend to
have higher self-acceptance or self-esteem, which is often
regarded as vital aspect of mental health and adjustment
(Tangney et al. 2004).

In the case of females, only the trait EI dimension of well-
being reduces the effect of behavioral control on achievement
suggesting that low perceived behavioral control increases
science achievement for those high in well-being. It has been
found that parental monitoring in the form of parental pressure
and control has a negative effect on children’ s intrinsic moti-
vation and on their sense of personal value and responsibility
(Areepattamannil 2010). Female students with a high sense of
well-being are more likely to believe that they are competent
and they can effectively accomplish activities that they are
involved in. Children’s and adults’ beliefs relate to their
achievement performance (Wigfield and Eccles 1994).
Further, they have favorable future aspirations and if they
have a high sense of well-being their efforts in order to obtain
academic goals may increase. Therefore, well-being seems to
be a protective factor against the negative effect that parental
excessive control and pressure have on girls’ achievement in
science.

In all it appears that students who are skillful in at regulat-
ing their own or others’ emotions would be able to protect
themselves from the adverse effects of less effective parenting
reporting higher academic achievement. Thus, some dimen-
sions of trait EI may protect students from the negative effects
of adverse parenting and enhance academic achievement.

Implications

This research has several theoretical and practical implica-
tions. Theoretically speaking, the findings extend knowledge
in the relationship among parenting practices, academic
achievement and trait EI in adolescents, as they sed more light
to the pivotal role parents play in adolescents’ cognitive and
emotional development and provide additional support to
claims of some researches (Petrides et al. 2004) that, in addi-
tion to cognitive intelligence, trait emotional intelligence plays
important role in academic achievement. Further, the empiri-
cal evidence for the associations between parenting and trait
EI provides support for parental intervention concentrating on
the promotion of socio-emotional abilities, which are benefi-
cial for teens’ social and emotional skills (Alegre 2011).
Findings also provide support for student social and emotional
skills intervention which can lead to better academic achieve-
ment (Babalis et al. 2013). At the same time, the present find-
ings have uncovered the potential moderating role of trait EI
(global and its dimensions) between parenting practices and
academic achievement that may explain how trait EI affects
parenting practices’ effect on achievement.

Based on the correlations between parenting practices, aca-
demic achievement and trait EI, the findings provide the oppor-
tunity of drawing conclusions for optimizing educational pro-
grams. Specifically, educational programs should focus on social
and emotional skills learning, such as recognizing, understanding
and managing of emotions or empathy. In addition, it would be
advisable for schools to provide training programs for parents
concentrating on the ways in which they will adopt positive
practices that promote adolescents’ academic achievement and
trait EI. Finally, teachers and parents should be in close collabo-
ration in order to suggest ways that can create a home atmosphere
that promotes trait EI. To this end their continuous training in
issues of adolescent psychology would help. Moreover, it would
be beneficial teachers to choose methods that combine cognitive
and emotional intelligence, which will facilitate the development
of adolescent’s emotional skills.

Limitations & Strengths

The study bears some limitations that require further attention.
First, it is a cross-sectional study and therefore precludes causal
relationships. Thus, the present findings should be confirmed
using longitudinal research designs. Secondly, shared method
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variance may have increased confounds and demands of self-
presentation due the unique dependence on self-report measures.
Further, the multivariate statistical analysis included variables of
lower than desired internal consistencies, which may threaten the
study’s replicability. Finally, although the results extend previous
research to a relatively largeGreek adolescents’ sample, addition-
al international research is necessary for the generalization of the
findings across various sociocultural contexts.

Despite the above limitations, there are some noteworthy
strengths in the present study: a) this is the first time that trait
EI dimensions along its total score are used as moderators, b)
to the extent of our knowledge, there has not been any re-
search that examines at the same time the relationship between
parenting practices, academic achievement and trait EI, espe-
cially in a Greek sample, c) this relationship is examined in a
developmental period during which teenagers attempt to be-
come autonomous, d) this study is interesting from a cultural
point of view because examines this relationship in a country
like Greece, which is in a transition from collectivism to indi-
vidualism and finally, e) focuses on parenting practices, which
have a direct impact on the developmental outcomes of chil-
dren and adolescents, rather than parenting style, as do most
studies, which has an indirect effect. Thus, the results have
added to the scarce evidence on the interaction between emo-
tional traits and parenting in explaining achievement out-
comes and have set the basis for future research to explore
more complicated links across development.

Compliance with Ethical Standards

Conflict of Interest On behalf of all authors, the corresponding author
states that there is no conflict of interest.

References

Alegre, A. (2011). Parenting styles and children’s emotional intelligence:
What do we know? The Family Journal, 19(1), 56–62. https://doi.
org/10.1177/1066480710387486.

Antonopoulou, K., Alexopoulos, D. A., & Maridaki-Kassotaki, K.
(2012). Perceptions of father parenting style, empathy, and self-
esteem among Greek preadolescents. Marriage & Family Review,
48(3), 293–309. https://doi.org/10.1080/01494929.2012.665016.

Areepattamannil, S. (2010). Parenting practices, parenting style, and chil-
dren’s school achievement. Psychological Studies, 55(4), 283–289.
https://doi.org/10.1007/s12646-010-0043-0.

Argyriou, E., Bakoyannis, G., & Tantaros, S. (2016). Parenting styles and
trait emotional intelligence in adolescence. Scandinavian Journal of
Psychology, 57(1), 42–49. https://doi.org/10.1111/sjop.12266.

Arora, S., Russ, S., Petrides, K. V., Sirimanna, P., Aggarwal, R., Darzi, A.,
& Sevdalis, N. (2011). Emotional intelligence and stress in medical
students performing surgical tasks. Academic Medicine, 86(10),
1311–1317. https://doi.org/10.1097/ACM.0b013e31822bd7aa.

Aslanidou, G. S., Petrides, K. V., & Stogiannidou, A. (2018). Trait emo-
tional intelligence profiles of parents with drug addiction and of their
offspring. Frontiers in Psychology, 9. https://doi.org/10.3389/
2Ffpsyg.2018.01633.

Babalis, T., Tsoli, K., Artikis, C. T., Mylonakou-Keke, I., & Xanthakou,
Y. (2013). The impact of social and emotional learning programs on
the emotional competence and academic achievement of children in
Greek primary school.World Journal of Education, 3(6), 54. https://
doi.org/10.5430/wje.v3n6p54.

Barber, B. K. (1996). Parental psychological control: Revisiting a
neglected construct. Society for Research in Child Development,
67(6), 3296–3319. https://doi.org/10.2307/1131780.

Baumrind, D. (1967). Child care practices anteceding three patterns of
preschool behavior. Genetic Psychology Monographs, 75, 43–88.

Bean, R. A., Bush, K. R., McKenry, P. C., & Wilson, S. M. (2003). The
impact of parental support, behavioral control, and psychological
control on the academic achievement and self-esteem of African
American and European American adolescents. Journal of
Adolescent Research, 18(5), 523–541. https://doi.org/10.1177/
0743558403255070.

Bertrams, A., & Dickhäuser, O. (2009). High-school students' need for
cognition, self-control capacity, and school achievement: Testing a
mediation hypothesis. Learning and Individual Differences, 19(1),
135–138. https://doi.org/10.1016/j.lindif.2008.06.005.

Bhullar, N., Schutte, N. S., & Malouff, J. M. (2012). Associations of
individualistic-collectivistic orientations with emotional intelli-
gence, mental health, and satisfaction with life: A tale of two coun-
tries. Individual Differences Research, 10(3), 165–175 Retrieved
from https://www.researchgate.net. Accessed 10 Mar 2018.

Boonk, L., Gijselaers, H. J., Ritzen, H., & Brand-Gruwel, S. (2018). A
review of the relationship between parental involvement indicators
and academic achievement. Educational Research Review, 24, 10–
30. https://doi.org/10.1016/j.edurev.2018.02.001.

Brackett, M. A., Rivers, S. E., & Salovey, P. (2011). Emotional intelli-
gence: Implications for personal, social, academic, and workplace
success. Social and Personality Psychology Compass, 5(1), 88–103.
https://doi.org/10.1111/j.1751-9004.2010.00334.x.

Ciarrochi, J., Chan, A. Y., & Bajgar, J. (2001). Measuring emotional intelli-
gence in adolescents. Personality and Individual Differences, 31(7),
1105–1119. https://doi.org/10.1016/S0191-8869(00)00207-5.

Conger, R. D., Wallace, L. E., Sun, Y., Simons, R. L., McLoyd, V. C., &
Brody, G. H. (2002). Economic pressure in African American fam-
ilies: A replication and extension of the family stress model.
Developmental Psychology, 38(2), 179–193. https://doi.org/10.
1037/0012-1649.38.2.179.

Darling, N., & Steinberg, L. (1993). Parenting style as context: An inte-
grative model. Psychological Bulletin, 113(3), 487–496. https://doi.
org/10.1037/0033-2909.113.3.487.

Downey, D. B., & Vogt Yuan, A. S. (2005). Sex differences in school
performance during high school: Puzzling patterns and possible ex-
planations. The Sociological Quarterly, 46(2), 299–321. https://doi.
org/10.1111/j.1533-8525.2005.00014.x.

Downey, L. A., Mountstephen, J., Lloyd, J., Hansen, K., & Stough, C.
(2008). Emotional intelligence and scholastic achievement in
Australian adolescents. Australian Journal of Psychology, 60(1),
10–17. https://doi.org/10.1080/00049530701449505.

Duchesne, S., & Ratelle, C. (2010). Parental behaviors and adolescents'
achievement goals at the beginning of middle school: Emotional
problems as potential mediators. Journal of Educational
Psychology, 102(2), 497–507. https://doi.org/10.1037/a0019320.

Eccles, J. S., Adler, T. F., Futterman, R., Goff, S. B., Kaczala, C. M.,
Meece, J. L., & Midgley, C. (1983). Expectancies, values, and aca-
demic behaviors. In J. T. Spence (Ed.), Achievement and achieve-
ment motives (pp. 75–146). San Francisco: Freeman.

Filus, A., Schwarz, B., Mylonas, K., Sam, D. L., & Boski, P. (2019).
Parenting and late adolescents’ well-being in Greece, Norway,
Poland and Switzerland: Associations with individuation from par-
ents. Journal of Child and Family Studies, 28(2), 560–576. https://
doi.org/10.1007/s10826-018-1283-1.

4344 Curr Psychol (2021) 40:4333–4347

https://doi.org/10.1177/1066480710387486
https://doi.org/10.1177/1066480710387486
https://doi.org/10.1080/01494929.2012.665016
https://doi.org/10.1007/s12646-010-0043-0
https://doi.org/10.1111/sjop.12266
https://doi.org/10.1097/ACM.0b013e31822bd7aa
https://doi.org/10.3389/2Ffpsyg.2018.01633
https://doi.org/10.3389/2Ffpsyg.2018.01633
https://doi.org/10.5430/wje.v3n6p54
https://doi.org/10.5430/wje.v3n6p54
https://doi.org/10.2307/1131780
https://doi.org/10.1177/0743558403255070
https://doi.org/10.1177/0743558403255070
https://doi.org/10.1016/j.lindif.2008.06.005
https://www.researchgate.net
https://doi.org/10.1016/j.edurev.2018.02.001
https://doi.org/10.1111/j.1751-9004.2010.00334.x
https://doi.org/10.1016/S0191-8869(00)00207-5
https://doi.org/10.1037/0012-1649.38.2.179
https://doi.org/10.1037/0012-1649.38.2.179
https://doi.org/10.1111/j.1533-8525.2005.00014.x
https://doi.org/10.1111/j.1533-8525.2005.00014.x
https://doi.org/10.1080/00049530701449505
https://doi.org/10.1037/a0019320
https://doi.org/10.1007/s10826-018-1283-1
https://doi.org/10.1007/s10826-018-1283-1


Flouri, E., & Buchanan, A. (2003). The role of father involvement and
mother involvement in adolescents' psychological well-being.
British Journal of Social Work, 33(3), 399–406. https://doi.org/10.
1016/S0140-1971(02)00116-1.

Fredrickson, B. L. (2004). The broaden–and–build theory of positive
emotions. Philosophical Transactions of the Royal Society of
London. Series B: Biological Sciences, 359(1449), 1367–1377.
https://doi.org/10.1098/rstb.2004.1512.

Frick, P. J., Barry, C. T., & Kamphaus, R. W. (2010). Clinical assessment
of child and adolescent personality and behavior. New York, NY,
US: Springer Science+ Business Media.

Gardner, H. (1983). Frames of mind: The theory of multiple intelligences.
New York: Basic Books.

Georgas, J. (1989). Changing family values in Greece: From collectivist
to individualist. Journal of Cross-Cultural Psychology, 20(1), 80–
91. https://doi.org/10.1177/2F0022022189201005.

Georgas, J. (1991). Intrafamily acculturation of values in Greece. Journal
of Cross-Cultural Psychology, 22(4), 445–457. https://doi.org/10.
1177/0022022191224001.

Gisladóttir, B. (2013). Social capital and adolescents’ mathematics
achievement: A comparative analysis of eight European cities.
Columbia University, USA: Unpublished Doctoral thesis
Retrieved from https://academiccommons.columbia.edu. Accessed
15 Mar 2018.

Gräbel, B. F. (2017). The relationship between wellbeing and academic
achievement: a systematic review (Master's thesis) Twente
University. Netherlands: Retrieved from http://essay.utwente.nl.
Accessed 15 Nov 2018.

Gray, M. R., & Steinberg, L. (1999). Unpacking authoritative parenting:
Reassessing a multidimensional construct. Journal of Marriage and
the Family, 61(3), 574–587. https://doi.org/10.2307/353561.

Grimm-Thomas, K., & Perry-Jenkins, M. (1994). All in a day's work: Job
experiences, self-esteem, and fathering in working-class families.
Family Relations, 43(2), 174–181. https://doi.org/10.2307/585320.

Gugliandolo, M. C., Costa, S., Cuzzocrea, F., & Larcan, R. (2015a). Trait
emotional intelligence as mediator between psychological control
and behaviour problems. Journal of Child and Family Studies,
24(8), 2290–2300. https://doi.org/10.1007/s10826-014-0032-3.

Gugliandolo, M. C., Costa, S., Cuzzocrea, F., Larcan, R., & Petrides, K.
V. (2015b). Trait emotional intelligence and behavioral problems
among adolescents: A cross-informant design. Personality and
Individual Differences, 74, 16–21. https://doi.org/10.1016/j.paid.
2014.09.032.

Gumora, G., & Arsenio, W. F. (2002). Emotionality, emotion regulation,
and school performance in middle school children. Journal of
School Psychology, 40(5), 395–413. https://doi.org/10.1016/
S0022-4405(02)00108-5.

Gunkel, M., Schlaegel, C., & Engle, R. L. (2014). Culture’s influence on
emotional intelligence: An empirical study of nine countries.
Journal of International Management, 20(2), 256–274. https://doi.
org/10.1016/j.intman.2013.10.002.

Hayes, A. F. (2018). Introduction to mediation, moderation, and condi-
tional process analysis second edition: A regression-based
approach. New York: The Guilford Press.

Hill, N. E., & Wang, M. T. (2015). From middle school to college:
Developing aspirations, promoting engagement, and indirect path-
ways from parenting to post high school enrollment.Developmental
Psychology, 51(2), 224–235. https://doi.org/10.1037/a0038367.

Kokkinos, C. M., & Kipritsi, E. (2012). The relationship between bully-
ing, victimization, trait emotional intelligence, self-efficacy and em-
pathy among preadolescents. Social Psychology of Education,
15(1), 41–58. https://doi.org/10.1007/s11218-011-9168-9.

Kokkinos, C. M., & Voulgaridou, I. (2017). Links between relational
aggression, parenting and personality among adolescents.
European Journal of Developmental Psychology, 3, 249–264.
https://doi.org/10.1080/17405629.2016.1194265.

Kramer, K. Z. (2012). Parental behavioural control and academic achieve-
ment: Striking the balance between control and involvement. Research
in Education, 88(1), 85–98. https://doi.org/10.7227/RIE8.1.8.

Kristjansson, A. L., & Sigfúsdóttir, I. D. (2009). The role of parental
support, parental monitoring, and time spent with parents in adoles-
cent academic achievement in Iceland: A structural model of gender
differences. Scandinavian Journal of Educational Research, 53(5),
481–496. https://doi.org/10.1080/00313830903180786.

Lamborn, S. D., Mounts, N. S., Steinberg, L., & Dornbusch, S. M.
(1991). Patterns of competence and adjustment among adolescents
from authoritative, authoritarian, indulgent, and neglectful families.
Child Development, 62, 1049–1065. https://doi.org/10.2307/
1131151.

Larson, R. W., & Brown, J. R. (2007). Emotional development in ado-
lescence: What can be learned from a high school theater program?
Child Development, 78(4), 1083–1099. https://doi.org/10.1111/j.
1467-8624.2007.01054.x.

Lin, C. Y. C., & Fu, V. R. (1990). A comparison of child-rearing practices
among Chinese, immigrant Chinese, and Caucasian-American par-
ents. Child Development, 61(2), 429–433. https://doi.org/10.1111/j.
1467-8624.1990.tb02789.x.

Mancini, G., Andrei, F., Mazzoni, E., Biolcati, R., Baldaro, B., &
Tombini, E. (2017). Brief report: Trait emotional intelligence, peer
nominations, and scholastic achievement in adolescence. Journal of
Adolescence, 59, 129–133. https://doi.org/10.1016/j.adolescence.
2017.05.020.

Masud, H., Thurasamy, R., & Ahmad, M. S. (2015). Parenting styles and
academic achievement of young adolescents: A systematic literature
review. Quality & Quantity, 49(6), 2411–2433. https://doi.org/10.
1007/s11135-014-0120-x.

Mathibe, G. E. (2015). The relationship between perceived parenting
styles, resilience and emotional intelligence among adolescents
(doctoral dissertation). Unpublished doctoral dissertation.
Mafikeng Campus: North-West University Retrieved from https://
pdfs.semanticscholar.org. Accessed 4 Apr 2018.

Mayer, J. D., Caruso, D. R., & Salovey, P. (1999). Emotional intelligence
meets traditional standards for an intelligence. Intelligence, 27(4),
267–298. https://doi.org/10.1016/S0160-2896(99)00016-1.

Mayer, J. D., Salovey, P., Caruso, D., & Sternberg, R. J. (2000). Models
of emotional intelligence. In R. J. Sternberg (Ed.), The handbook of
intelligence (pp. 396–420). NewYork: Cambridge University Press.

Mikolajczak,M., Luminet, O., Leroy, C., & Roy, E. (2007). Psychometric
properties of the trait emotional intelligence questionnaire: Factor
structure, reliability, construct, and incremental validity in a French-
speaking population. Journal of Personality Assessment, 88(3),
338–353. https://doi.org/10.1080/00223890701333431.

Olivari, M. G., Wahn, E. H., Maridaki-Kassotaki, K., Antonopoulou, K.,
& Confalonieri, E. (2015). Adolescent perceptions of parenting
styles in Sweden, Italy and Greece: An exploratory study. Europe's
Journal of Psychology, 11(2), 244–258. https://doi.org/10.5964/
ejop.v11i2.887.

Parker, J. D., Creque, R. E., Sr., Barnhart, D. L., Harris, J. I., Majeski, S.
A., Wood, L. M., Bond, B. J., & Hogan, M. J. (2004). Academic
achievement in high school: Does emotional intelligence matter?
Personality and Individual Differences, 37(7), 1321–1330. https://
doi.org/10.1016/j.paid.2004.01.002.

Perera, H. N. (2016). The role of trait emotional intelligence in academic
performance: Theoretical overview and empirical update. The
Journal of Psychology, 150(2), 229–251. https://doi.org/10.1080/
00223980.2015.1079161.

Perera, H. N., & DiGiacomo, M. (2013). The relationship of trait emo-
tional intelligence with academic performance: A meta-analytic re-
view. Learning and Individual Differences, 28, 20–33. https://doi.
org/10.1016/j.lindif.2013.08.002.

4345Curr Psychol (2021) 40:4333–4347

https://doi.org/10.1016/S0140-1971(02)00116-1
https://doi.org/10.1016/S0140-1971(02)00116-1
https://doi.org/10.1098/rstb.2004.1512
https://doi.org/10.1177/2F0022022189201005
https://doi.org/10.1177/0022022191224001
https://doi.org/10.1177/0022022191224001
https://academiccommons.columbia.edu
http://essay.utwente.nl
https://doi.org/10.2307/353561
https://doi.org/10.2307/585320
https://doi.org/10.1007/s10826-014-0032-3
https://doi.org/10.1016/j.paid.2014.09.032
https://doi.org/10.1016/j.paid.2014.09.032
https://doi.org/10.1016/S0022-4405(02)00108-5
https://doi.org/10.1016/S0022-4405(02)00108-5
https://doi.org/10.1016/j.intman.2013.10.002
https://doi.org/10.1016/j.intman.2013.10.002
https://doi.org/10.1037/a0038367
https://doi.org/10.1007/s11218-011-9168-9
https://doi.org/10.1080/17405629.2016.1194265
https://doi.org/10.7227/RIE8.1.8
https://doi.org/10.1080/00313830903180786
https://doi.org/10.2307/1131151
https://doi.org/10.2307/1131151
https://doi.org/10.1111/j.1467-8624.2007.01054.x
https://doi.org/10.1111/j.1467-8624.2007.01054.x
https://doi.org/10.1111/j.1467-8624.1990.tb02789.x
https://doi.org/10.1111/j.1467-8624.1990.tb02789.x
https://doi.org/10.1016/j.adolescence.2017.05.020
https://doi.org/10.1016/j.adolescence.2017.05.020
https://doi.org/10.1007/s11135-014-0120-x
https://doi.org/10.1007/s11135-014-0120-x
https://pdfs.semanticscholar.org
https://pdfs.semanticscholar.org
https://doi.org/10.1080/00223890701333431
https://doi.org/10.5964/ejop.v11i2.887
https://doi.org/10.5964/ejop.v11i2.887
https://doi.org/10.1016/j.paid.2004.01.002
https://doi.org/10.1016/j.paid.2004.01.002
https://doi.org/10.1080/00223980.2015.1079161
https://doi.org/10.1080/00223980.2015.1079161
https://doi.org/10.1016/j.lindif.2013.08.002
https://doi.org/10.1016/j.lindif.2013.08.002


Petrides, K. V., & Furnham, A. (2000a). Gender differences in measured
and self-estimated trait emotional intelligence. Sex Roles, 42(5–6),
449–461. https://doi.org/10.1023/A:1007006523133.

Petrides, K. V., & Furnham, A. (2000b). On the dimensional structure of
emotional intelligence. Personality and Individual Differences,
29(2), 313–320. https://doi.org/10.1016/S0191-8869(99)00195-6.

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

Petrides, K. V., Sangareau, Y., Furnham, A., & Frederickson, N. (2006).
Trait emotional intelligence and children's peer relations at school.
Social Development, 15(3), 537–547. https://doi.org/10.1111/j.
1467-9507.2006.00355.x.

Petrides, K. V. (2010). Trait emotional intelligence theory. Industrial and
Organizational Psychology, 3(2), 136–139. https://doi.org/10.1111/
j.1754-9434.2010.01213.x.

Petrides, K. V. (2011). Ability and trait emotional intelligence. In T.
Chamorro-Premuzic, A. Furnham, & S. von Strumm (Eds.), The
Blackwell-Wiley handbook of individual differences (pp. 656–678).
New York, NY: Wiley.

Petrides, K. V., & Mavroveli, S. (2018). Theory and applications of trait
emotional intelligence. PSYCHOLOGY, 23(1), 24–36 Retrieved
from http://www.psychometriclab.com/adminsdata/files/
Psychology%20-%20trait%20EI%20(2018).pdf. Accessed 10
May 2018.

Petrides, K. V., Frederickson, N., & Furnham, A. (2004). The role of trait
emotional intelligence in academic performance and deviant behav-
ior at school. Personality and Individual Differences, 36(2), 277–
293. https://doi.org/10.1016/S0191-8869(03)00084-9.

Petrides, K. V., Pita, R., & Kokkinaki, F. (2007). The location of trait
emotional intelligence in personality factor space. British Journal of
Psychology, 98(2), 273–289. https: / /doi .org/10.1348/
000712606X120618.

Petrides, K. V., Mikolajczak, M., Mavroveli, S., Sanchez-Ruiz, M. J.,
Furnham, A., & Pérez-González, J. C. (2016). Developments in trait
emotional intelligence research. Emotion Review, 8(4), 335–341.
https://doi.org/10.1177/1754073916650493.

Pinquart, M. (2016). Associations of parenting styles and dimensions
with academic achievement in children and adolescents: A meta-
analysis. Educational Psychology Review, 28(3), 475–493. https://
doi.org/10.1007/s10648-015-9338-y.

Platsidou, M. (2005). On the quest of adolescents’ emotional intelligence
with the self report and the performance measures. Pedagogical
Review, 40, 166–181 [In Greek]. Retrieved December 10, 2018 from
https://www.researchgate.net.

Poulou, M. S. (2010). The role of trait emotional intelligence and social
and emotional skills in students’ emotional and behavioural
strengths and difficulties: A study of Greek adolescents’ percep-
tions. The International Journal of Emotional Education, 2(2),
30–47 Retrieved from https://www.um.edu.mt/__data/assets/pdf_
file/0003/183333/ENSECV2I2P3.pdf. Accessed 5 May 2018.

Rodeiro, C. L. V., Bell, J. F., & Emery, J. L. (2009). Can emotional and
social abilities predict differences in attainment at secondary school?
Research Matters, 7, 17–22. https://doi.org/10.1080/03055698.
2011.643115.

Roeser, R.W., Eccles, J. S., & Sameroff, A. J. (2000). School as a context
of early adolescents' academic and social-emotional development: A
summary of research findings. The Elementary School Journal,
100(5), 443–471. https://doi.org/10.1086/499650.

Rohner, R. P., Khaleque, A., & Cournoyer, D. E. (2012). Introduction to
parental acceptance-rejection theory, methods, evidence, and impli-
cations. Journal of Family Theory & Review, 2(1), 73–87 Retrieved
f r o m h t t p s : / / p d f s . s e m a n t i c s c h o l a r . o r g / 0 0 f b /
d72e8fbeebfdfa4e0dff572ec85c4c37a28b.pdf. Accessed 1
June 2018.

Rosenzweig, C. (2001, April). A meta-analysis of parenting and school
success: The role of parents in promoting students' academic per-
formance. Paper presented at the annual meeting of the American
Educational Research Association. WA: Seattle.

Russell, S. T., Crockett, L. J., & Chao, R. K. (2010). Asian American
parenting and parent-adolescent relationships. New York, NY:
Springer.

Shaw, E. J., & Mattern, K. D. (2009). Examining the accuracy of self-
reported high school grade point average. Research report no.
2009- 5. College Board, 1-18. https://eric.ed.gov/?id=ED562616.
Accessed 5 June 2018.

Shumow, L., Vandell, D. L., & Posner, J. K. (1998). Harsh, firm, and
permissive parenting in low-income families: Relations to children's
academic achievement and behavioral adjustment. Journal of
Family Issues, 19(5), 483–507. https://doi.org/10.1177/
019251398019005001.

Shute, V. J., Hansen, E. G., Underwood, J. S., & Razzouk, R. (2011). A
review of the relationship between parental involvement and sec-
ondary school students' academic achievement. Education Research
International, 2011, 1–10. https://doi.org/10.1155/2011/915326.

Siegling, A. B., Saklofske, D. H., Vesely, A. K., & Nordstokke, D. W.
(2012). Relations of emotional intelligence with gender-linked per-
sonality: Implications for a refinement of EI constructs. Personality
and Individual Differences, 52(7), 776–781. https://doi.org/10.1016/
j.paid.2012.01.003.

Silk, J. S., Morris, A. S., Kanaya, T., & Steinberg, L. (2003).
Psychological control and autonomy granting: Opposite ends of a
continuum or distinct constructs? Journal of Research on
Adolescence, 13(1), 113–128. https://doi.org/10.1111/1532-7795.
1301004.

Smetana, J. G., & Daddis, C. (2002). Domain-specific antecedents of
parental psychological control and monitoring: The role of parenting
beliefs and practices. Child Development, 73(2), 563–580. https://
doi.org/10.1111/1467-8624.0042.

Spera, C. (2005). A review of the relationship among parenting practices,
parenting styles, and adolescent school achievement. Educational
Psychology Review, 17(2), 125–146. https://doi.org/10.1007/
s10648-005-3950-1.

Thorndike, E. L. (1920). Intelligence and its uses. Harper’s Magazine,
140, 227–235.

Stamatopoulou, M., Kargakou, E., Konstantarogianni, E., & Prezerakos,
P. (2015). Research on the association between emotional intelli-
gence and educational achievement: A case study of the pupils in
the senior high schools of Sparta. International Journal of Caring
Sciences, 8(1), 9–18 Retrieved from https://search.proquest.com.
Accessed 7 July 2018.

Steinberg, L. (2001). We know some things: Parent–adolescent relation-
ships in retrospect and prospect. Journal of Research on
Adolescence, 11(1), 1–19. https://doi.org/10.1111/1532-7795.
00001.

Tangney, J. P., Baumeister, R. F., & Boone, A. L. (2004). High self-
control predicts good adjustment, less pathology, better grades,
and interpersonal success. Journal of Personality, 72(2), 271–324.
https://doi.org/10.1111/j.0022-3506.2004.00263.x.

Triandis, H. C. (2001). Individualism-collectivism and personality.
Journal of Personality, 69(6), 907–924. https://doi.org/10.1111/
1467-6494.696169.

Valiente, C., Swanson, J., & Eisenberg, N. (2012). Linking students’
emotions and academic achievement: When and why emotions mat-
ter. Child Development Perspectives, 6(2), 129–135. https://doi.org/
10.1111/j.1750-8606.2011.00192.x.

Varner, F., & Mandara, J. (2013). Differential parenting of African
American adolescents as an explanation for gender disparities in
achievement. Journal of Research on Adolescence, 24(4), 667–
680. https://doi.org/10.1111/jora.12063.

4346 Curr Psychol (2021) 40:4333–4347

https://doi.org/10.1111/j.1754-9434.2010.01213.x
https://doi.org/10.1111/j.1754-9434.2010.01213.x
http://www.psychometriclab.com/adminsdata/files/Psychology%20-%20trait%20EI%20(2018).pdf
http://www.psychometriclab.com/adminsdata/files/Psychology%20-%20trait%20EI%20(2018).pdf
https://doi.org/10.1016/S0191-8869(03)00084-9
https://doi.org/10.1348/000712606X120618
https://doi.org/10.1348/000712606X120618
https://doi.org/10.1177/1754073916650493
https://doi.org/10.1007/s10648-015-9338-y
https://doi.org/10.1007/s10648-015-9338-y
https://www.um.edu.mt/__data/assets/pdf_file/0003/183333/ENSECV2I2P3.pdf
https://www.um.edu.mt/__data/assets/pdf_file/0003/183333/ENSECV2I2P3.pdf
https://doi.org/10.1080/03055698.2011.643115
https://doi.org/10.1080/03055698.2011.643115
https://doi.org/10.1086/499650
https://pdfs.semanticscholar.org/00fb/d72e8fbeebfdfa4e0dff572ec85c4c37a28b.pdf
https://pdfs.semanticscholar.org/00fb/d72e8fbeebfdfa4e0dff572ec85c4c37a28b.pdf
https://eric.ed.gov/?id=ED562616
https://doi.org/10.1177/019251398019005001
https://doi.org/10.1177/019251398019005001
https://doi.org/10.1155/2011/915326
https://doi.org/10.1016/j.paid.2012.01.003
https://doi.org/10.1016/j.paid.2012.01.003
https://doi.org/10.1111/1532-7795.1301004
https://doi.org/10.1111/1532-7795.1301004
https://doi.org/10.1111/1467-8624.0042
https://doi.org/10.1111/1467-8624.0042
https://doi.org/10.1007/s10648-005-3950-1
https://doi.org/10.1007/s10648-005-3950-1
https://search.proquest.com
https://doi.org/10.1111/1532-7795.00001
https://doi.org/10.1111/1532-7795.00001
https://doi.org/10.1111/j.0022-3506.2004.00263.x
https://doi.org/10.1111/1467-6494.696169
https://doi.org/10.1111/1467-6494.696169
https://doi.org/10.1111/j.1750-8606.2011.00192.x
https://doi.org/10.1111/j.1750-8606.2011.00192.x
https://doi.org/10.1111/jora.12063


Voyer, D., & Voyer, S. D. (2014). Gender differences in scholastic
achievement: A meta-analysis. Psychological Bulletin, 140(4), 1–
31. https://doi.org/10.1037/a0036620.

Wigfield, A., & Eccles, J. S. (1994). Children's competence beliefs,
achievement values, and general self-esteem: Change across ele-
mentary and middle school. The Journal of Early Adolescence,
14(2), 107–138. https://doi.org/10.1177/027243169401400203.

Wood, W., & Eagly, A. H. (2012). Biosocial construction of sex differ-
ences and similarities in behavior. In J. M. Olson & M. P. Zanna
(Eds.),Advances in experimental social psychology (Vol. 46, pp. 55–
123). Academic Press.

Xiang, S., Liu, Y., & Bai, L. (2017). Parenting styles and adolescents’
school adjustment: Investigating the mediating role of achievement
goals within the 2× 2 framework. Frontiers in Psychology, 8, 1809.
https://doi.org/10.3389/fpsyg.2017.01809.

Zeidner, M., Shani-Zinovich, I., Matthews, G., & Roberts, R. D. (2005).
Assessing emotional intelligence in gifted and non-gifted high
school students: Outcomes depend on the measure. Intelligence,
33(4), 369–391. https://doi.org/10.1016/j.intell.2005.03.001.

Zervides, S., & Knowles, A. (2007). Generational changes in parenting
styles and the effect of culture. E-journal of Applied Psychology,
3(1), 65–75 Retrieved from https://pdfs.semanticscholar.org.
Accessed 1 July 2018.

Publisher’s note Springer Nature remains neutral with regard to
jurisdictional claims in published maps and institutional affiliations.

4347Curr Psychol (2021) 40:4333–4347

https://doi.org/10.1037/a0036620
https://doi.org/10.1177/027243169401400203
https://doi.org/10.3389/fpsyg.2017.01809
https://doi.org/10.1016/j.intell.2005.03.001
https://pdfs.semanticscholar.org

	The...
	Abstract
	Parenting and Academic Achievement
	Emotional Intelligence
	Trait EI and Academic Achievement
	Parenting and Trait EI
	The Role of Gender
	Trait EI Moderates the Association between Parenting and Academic Achievement
	The Cultural Context of the Study, SES and Ethnicity
	The Present Study
	Method
	Participants
	Measuring Instruments
	Procedure
	Analysis Plan

	Results
	Preliminary Analyses
	Moderation

	Discussion
	Parenting Style and Academic Achievement
	Trait Emotional Intelligence and Academic Achievement
	Parenting Practices and Trait EI
	The Role of Gender
	Trait EI Moderates the Association between Parenting and Academic Achievement

	Implications
	Limitations & Strengths

	References


