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Abstract: The relationship between emotional intelligence (EI) and academic achievement has
received a lot of attention in the school environment. The objective of this study is to identify which
EI components are more related to linguistic competences in primary education. One hundred eighty
students between 8 and 11 years of age participated in the study. We administered the BarOn EI
Inventory, the intellectual skills test (EFAI) to determine the intellectual abilities, and a test of basic
linguistic competences. The results showed that the EI factors of adaptability and interpersonal had
the strongest impact on linguistic competences. Specifically, adaptability was the EI component more
related to reading comprehension, explaining 13.2% of the reading score’s variance, while adaptability
and stress management were the best predictors of writing skills, accounting for 15.4% of the variance
of the writing score. These results point to the need to consider emotional competences to help
students reach academic success and personal well-being.

Keywords: emotional intelligence; primary education; academic achievement; reading comprehension;
writing

1. Introduction

In the last decades, the study of emotional intelligence (EI) has expanded exponentially and has
received much attention, especially in the educational field. Since the early 2000s there has been a
general acceptance of the existence of two distinct constructs of EI [1,2]: a practitioner (e.g., Bar-On [3])
and a scientific (e.g., Mayer and Salovey [4]) EI. This conceptualization is consistent with the suggestion
that EI can be divided into trait and ability EI [5]. The practitioner and trait conceptualizations of EI
rely on self-report measurements of perceived EI whereas the scientific and ability conceptualizations
use performance-based measurements. Notwithstanding, a consensus has begun to emerge over
the last few years that the two EI constructs are not antagonistic but complementary to one another,
each reflecting a unique aspect of the individual’s emotional functioning [6,7].

The present study puts the focus on children’s trait EI. Trait emotional intelligence (Trait EI) theory
was introduced by Petrides in 2001 and “describes our perceptions of our emotional world: what our
emotional dispositions are and how good we believe we are in terms of perceiving, understanding,
managing, and utilizing our own and other people’s emotions” [8] (p. 50). Trait EI is conceived as a
personality trait and might be interpreted as the non-cognitive or automatic component of emotional
competence [9]. It is also the construct that empirical and meta-analytical evidence has consistently
demonstrated to have greater criterion validity [10], and there is a consensus in considering it the most
reliable indicator of human beings’ emotional competences [11].

A recent published special issue about the foundations and assessment of Trait EI [12] shows the
great interest of the scientific community about this specific construct and its influence to moderate
different psychosocial aspects in children, from adaptation levels to life satisfaction or academic
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achievement. For example, Dave et al. [13] found that high levels of Trait EI are associated with a
greater likelihood of pursuit of post-secondary education, or Piqueras et al. [14] tested the validity of
Trait EI in the prediction of child psychosocial adjustment, finding a positive association between Trait
EI and well-being.

Thus, possessing good emotional competences is related to a good psychological adjustment
and personal well-being, satisfactory personal relationships, and good academic achievement [15].
Students who do not have an adequate control of their emotional competences are more susceptible to
experience developmental delays, disruptive behavior, or social functioning problems [16,17]. A recent
study with Spanish students aged 8–18 showed that EI predicts subjective well-being [18]. In the
same line, Cejudo et al. [19] supported the existence of a negative association between EI and stress,
and between EI and social anxiety. Henceforth, research shows that emotional intelligence abilities
imply a skill that allows students to guide their thoughts and ponder over their emotions, helping them
to improve their well-being levels.

1.1. Emotional Intelligence and Language

An important factor in learning a language is the ability of being emotionally intelligent, that is,
having the ability to recognize, use, comprehend, and manage emotions. However, most of the
studies that have explored the relationship between EI and linguistic performance have focused on the
acquisition of a second language [20].

In the developmental field, it is clear that there is a bidirectional relationship between language
and emotion. Lindquist [21] assured that the implications of this relationship are much deeper than
they initially seem. Broadly speaking, there are three main views to explain the close relationship
between these two components. The first one claims that language promotes emotional competence by
the process of lexico-semantic conceptualization [22–24]; the second one argues that the emotional and
linguistic competences are based on a joint mechanism of conceptualization [25]; and finally, the last one
holds that emotions have an impact on language, in the sense that the first language learnings are the
result of the children’s intentions for sharing their feelings and thoughts [26]. Likewise, Tomasello [27]
assured that, to acquire the language, children do not need linguistic inputs, but flexible and strong
sociocognitive abilities that enable them to understand the communicative intentions of others in a
wide variety of interactive situations.

At the same time, language has a strong impact on emotions. Nelson [28] found that verbal
interaction between babies and their caregivers contributes to the emotional development, as the
child learns about feelings, intentions, and desires from the linguistic representations that others
make. In this way, the progressive learning of the language promotes emotional abilities. For example,
the acquisition of mental verbs increases the comprehension of the mind from others [29] and learning
new emotion-related words has been linked to a better recognition of facial emotions [30]. Children more
advanced in language skills are not only more capable of predicting and explaining emotions [31,32] but
also more competent in other aspects of emotional comprehension, such as understanding that emotions
can be regulated or that people can remember past situations to relive past emotions (see Serrat and
Sidera [33]). In this sense, language is considered a crucial aspect for emotional development, as it helps
to acquire and use the conceptual knowledge to give meaning to experiences and perceptions [34].

So much so that it has been found that language explains the variance in emotional comprehension
better than age or family environment [25]. In particular, Ruffman et al. [35] demonstrated that
performance in syntax correlates positively with facial emotion recognition; and Sidera et al. [36] found
that facial emotion recognition correlated with receptive vocabulary and linguistic and communicative
abilities. On the other side, Pons et al. [31] found a high correlation between grammar abilities and
emotion comprehension in children aged from 4 to 11 years, and Vilches [37] identified a positive
influence between reading competence and EI, arguing that through reading students have access
to roles played by different characters in various scenarios that enable them to respond emotionally
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to their own thoughts and feelings. Hence, there is evidence that a good emotional intelligence
development is related to better linguistic abilities [25,38].

1.2. Emotional Intelligence and Academic Achievement

It is obvious that emotional abilities are crucial for academic achievement, as suggested by studies
that have found directly proportional relationships between scores of EI and academic achievement [39,40].
In one study, EI was found to be not only a key element for a good school development but the main
predictor for academic achievement, even more than cognitive intelligence [41].

According to Petrides et al. [42] EI can directly influence academic achievement in different ways.
The first one is by offering a stabilizing role in assessment situations, helping to control aspects that
influence negatively in school performance, such as anxiety and stress [43]. The second comes from the
idea that EI is involved differently in the performance of the different school subjects, offering a higher
advantage in affect-related subjects, such as literature, arts or design. In this line, Petrides et al. [42]
observed, in their research with adolescents, that EI had a stronger influence in the subject of English
than in maths or science.

Furthermore, EI can also affect academic achievement in a more indirect way through, for example,
family support, study habits, and levels of motivation or engagement [20]. From this perspective,
it is understood that pupils with higher EI levels have certain characteristics, such as optimism,
positivism, self-control, and self-motivation, that enable them to regulate their effort, persist against
difficulties, and focus their attention toward achieving academic goals [44,45].

Focusing more concretely on the EI–linguistic relationship performance, Pulido-Acosta and
Herrera-Clavero [40] found that EI was the strongest variable when predicting linguistic performance,
even more than age or social skills. In the same line, Izard et al. [46] suggested that emotional knowledge
acts as a mediator of the effects of verbal ability in academic competence, and Del Pilar-Jiménez et al. [47]
showed a positive relationship between EI and reading competence. Finally, Brouzos et al. [48],
investigating the relationship between EI and academic results with primary education students,
found that the EI score predicted children’s grades in maths and language in a group of students aged
from 11 to 13 years.

The primary education stage is characterized by an accentuation in the children’s developmental
pace. It is a period of big changes, both academically and personally. For example, in the affective
field, children experience significant changes in their emotional vocabulary [49], there is an increase
in the ability to recognize facial emotions [50], and their conceptual comprehension of contradictory
emotions is totally developed [51]. Moreover, their increasing capacity to comprehend themselves
and others and the importance of peer relations facilitates a better control of the social situations of
everyday life, developing in them emotional adaptability and flexibility [52].

In the same way, several aspects of linguistic competence broaden during the primary education
stage, such as the lexical–semantic abilities, which increase in both quantity and depth [53], or the
pragmatic abilities [25]. Specifically, it is not until this developmental stage when children can produce
sophisticated stories with a complete narrative structure [54]. At the grammar level, the conversations
are longer and more complex, including subordinations, relative clauses, and passives [55].

All these changes in the development of the linguistic and emotional competences suggest that
it is worth considering the primary education stage in developmental studies that link emotion
and language.

1.3. The Present Study

To date, the connection between EI and linguistic performance has not been examined deeply
enough and, less still, the specific relationship between specific emotional and linguistic components.
This can be explained by the fact that both constructs are complex and multifaceted, with a great
number of components [56]. Moreover, most of the studies have been carried out with preschool
children and adolescents. Very little is known about the relationship between linguistic competence
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and EI in other stages, such as in the middle childhood. Results of recent studies confirmed a strong
relationship between the different emotional and linguistic abilities in the primary school period.
For example, Beck et al. [25] found that receptive vocabulary and narrative abilities are closely related
to emotion knowledge and the comprehension of contradictory emotions. Moreover, they found a
common general factor for the linguistic and emotional competences. Besides, Pulido-Acosta and
Herrera-Clavero [40] suggested that children with higher levels of EI were academically better in all
the curriculum subjects, compared to their peers with lower levels of EI.

The main objective of the present study is to examine in depth the IE–language connection and to
identify the specific EI components that are more related to and predict the different components of the
linguistic competence.

2. Materials and Methods

2.1. Participants

One hundred eighty primary education students aged between 8 and 11 years participated in the
study (M = 9.67). There was a balance of boys and girls. The sample was recruited from two schools in
the province of Girona, in Catalonia, Spain. Schools had similar characteristics in terms of students and
both had two groups per grade. The sociocultural environment was also very similar, as they belong to
the same neighborhood. Table 1 shows the main characteristics of the sample.

Table 1. Main descriptive data of the participants.

Sample Characteristics N = 180

Age, M, years 9.67
Gender, female, % 47.2
Grade, %
3rd 48.1
5th 51.9
General Intelligence, M (DT) 18.5 (6.4)
Non-verbal Intelligence, M (DT) 9.6 (3.4)

In order to ensure that our sample size was sufficient to detect an adequate effect, we computed
post hoc power analyses using G*Power 3.1 Software [57]. Results revealed that our total sample size
of 180 participants was sufficient to detect with a 0.99 power a medium effect size (f2 = 0.15).

2.2. Procedure

The data collection was carried out during the first semester of 2019 (from January to June).
Schools were informed about the objectives and procedures of the study, and families were asked to
sign an informed consent.

The tasks were administered in three sessions, all of them during the school timetable and
in the usual classroom. The first session, in which we explained the objectives to the students
and administered the EI questionnaire (EQi:Yv), lasted 45 min. The second one, which took place
a week later, was dedicated to administering the intellectual skills test (EFAI) and lasted 90 min.
Finally, the third session was devoted to the assessment of the basic competences in language and
lasted about an hour.

2.3. Instruments

2.3.1. BarOn Emotional Intelligence Inventory–EQi:YV (Bar-On and Parker, 2000)

The Spanish version of the EQi:YV [58] was used to study the emotional competence of the
students. This is a self-report instrument that measures the level of emotional intelligence in children
and adolescents. It consists of 60 items divided into four sub-scales: interpersonal, intrapersonal,
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stress management, and adaptability. It includes questions such as: It is easy for me to say how I feel
(intrapersonal), I am good in understanding how people feel (interpersonal), I can be calmed when I am angry
(stress management), I can understand difficult questions (adaptability). Students have to score each item
using a scale ranging from 1 (never true for me) to 4 (very often true for me). High scores in each
dimension indicate an elevated EI.

2.3.2. Factorial Evaluation of the Intellectual Aptitudes–EFAI

The EFAI [59] is a test battery assessing the ability to solve efficiently different types of problems,
maintain an adequate intellectual flexibility, and carry out logical processes of deduction and induction.
It offers scores of general intelligence, non-verbal intelligence, and verbal intelligence, as well as
scores of the different intellectual abilities (spatial, numeric, verbal, and abstract reasoning). In this
study we used only the general direct scores (general intelligence, non-verbal intelligence, and verbal
intelligence) as control variables.

2.3.3. Diagnostic Test of Linguistic Competence

Diagnostic tests in primary education are tests designed by the Education Department of the
Catalan government that are administered to all enrolled students in Catalonia during the primary
education stage. These tests serve as a guideline for the schools to determine if they are succeeding
with the curricular contents and academic competences of each academic stage.

In the Catalan Department of Education there is an evaluation board that is responsible for
elaborating these tests and defining the application and correction criteria to ensure that it is an
objective and homogeneous assessment instrument. The tests used in this study were the version of the
2016–2017 academic year for 3th grade and the version of 2011–2012 for 5th grade. These versions were
selected together with the teachers of the participants to ensure that the test had not been administered
before to the students.

The 3th grade test consisted of a narrative text with eight reading comprehension questions.
From those, five were multiple-choice questions with four possible answer options, and three were
open questions, in which they needed to write down a short answer (between one and three words).
The 5th grade test consisted of a text with 12 questions (11 multiple-choice and one open question) and
a writing exercise in which students had to write a short text (about 50 words).

Students had an hour to do the test, and it was scored from 0 to 10 to obtain a global score of
the linguistic competence. In the case of the 5th grade, the score was broken down into two scores:
one of reading comprehension and one of writing, which were also marked from 0 to 10, and the
average score was calculated. To ensure the maximum objectivity in the qualification of the writing
exercise, the first author and another researcher not involved in the study evaluated this exercise,
and the inter-rater agreement was calculated with the Cohen’s kappa statistic. The obtained value was
κ = 0.64, showing a considerable accordance level [60].

2.4. Data Analysis

Different analyses were conducted with the IBM SPSS Statistics 25 program. First, we calculated
descriptive and correlational analysis with the EI scores and the scores of linguistic competence
(from now on, LC). Then, to analyze the predictive capacity of EI for the LC, multiple linear
regression analyses were performed. The score of the linguistic test was introduced as the dependent
variable, and the different subscales of the BarOn (intrapersonal, interpersonal, adaptability, and stress
management) as independent variables. In the case of the 5th grade, we performed two additional
regressions, with the reading comprehension and the writing scores as dependent variables, to determine
which emotional factors were better predictors for each one of these linguistic abilities.
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3. Results

The mean and standard deviations of the EI and LC scores are summarized in Table 2.

Table 2. Emotional intelligence and linguistic competence: Means and standard deviations.

Measure Boys Girls

M SD M SD

Emotional Intelligence Total 102.19 12.82 102.02 15.13
1. Intrapersonal 102.65 14.53 102.17 14.20
2. Interpersonal 102.55 13.93 102.91 14.08
3. Adaptability 102.40 13.86 99.84 16.36

4. Stress Management 98.73 13.62 100.53 15.15
Non-Verbal Intelligence 10.15 3.59 9.07 3.03
Linguistic Competence 7.34 2.61 7.58 2.23

1. Reading Comprehension 7.33 2.78 7.36 2.27
2. Writing 6.92 3.26 7.25 2.52

To analyze possible differences between boys and girls, a one-factor ANOVA was performed.
No gender differences existed in the scores of EI, non-verbal intelligence, and LC (p > 0.05 in all cases).

Bivariate correlations between all the variables are presented in Table 3. The analysis revealed a
statistically significant correlation between EI and the LC. Specifically, there was a close relationship
between the interpersonal and adaptability subscales of EI and the final score of the LC (r = 0.22 and
r = 0.23, respectively).

Table 3. Correlations between scores of emotional and linguistic competence.

Measures Linguistic Competence Reading Comprehension Writing Skills

Emotional Intelligence Total 0.198 * 0.207 0.349 **
E. Intrapersonal 0.000 −0.021 0.105
E. Interpersonal 0.223 ** 0.256 * 0.224 *
E. Adaptability 0.231 ** 0.378 ** 0.329 **

E. Stress Management 0.122 0.010 0.307 **
Non-Verbal Intelligence 0.300 ** 0.189 0.175

* p < 0.05; ** p < 0.01.

Examining the relationship between the different EI and linguistic components, we observed that
the interpersonal and adaptability factors were the only EI factors significantly related to both reading
comprehension (r = 0.26 and r = 0.38, respectively) and writing (r = 0.22 and r = 0.33, respectively).
Likewise, all the EI factors, except for the intrapersonal one, significantly correlated with the writing
score, especially the adaptability (r = 0.33) and the stress management (r = 0.31) scores.

To evaluate more deeply the relationship between EI and LC, stepwise regressions were performed
with the different EI components as the independent variables and the total score of the linguistic
competence as the dependent variable. Table 4 shows the results of these regression analyses. As can be
seen, adaptability was the component more related to the LC, with a correlation coefficient of 0.231 and
adjusted R2 of 0.48.

Table 4. Linear regression analysis between EI components and linguistic competence.

Variables in the Model β Std. Error Beta t Sig F Adjusted R2

Constant 3.852 1.218 3.163 0.002 9.281 0.048
Adaptability 0.036 0.012 0.231 3.047 0.003

Also, regressions with the different EI factors as independent variables and the two components
of LC (reading comprehension and writing) as dependent variables were carried out to determine
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which emotional factors had a stronger impact on each of these linguistic abilities. Table 5 shows that
adaptability was, again, the component most related to reading comprehension, with a correlation
coefficient of 0.378 and an adjusted R2 of 0.132. This can be interpreted as 13.2% of the score of reading
comprehension being explained by the adaptability factor of EI.

Table 5. Linear regression analysis between EI components and reading comprehension.

Variables in the Model β Std. Error Beta t Sig F Adjusted R2

Constant 0.969 1.733 0.559 0.578 13.978 0.132
Adaptability 0.063 0.017 0.378 3.739 0.000

Finally, focusing on writing, the best model to explain the scores of this ability includes adaptability
and stress management as the main predictors (see Table 6). The model had a correlation coefficient of
0.545 and an R adjusted squared of 0.154, indicating that 15.4% of the writing score can be explained by
the EI factors of adaptability and stress management.

Table 6. Linear regression analysis between EI components and writing.

Variables in the Model β Std. Error Beta t Sig F Adjusted R2

Model 1
Constant 0.625 2.050 0.305 0.761 10.169 0.097

Adaptability 0.063 0.020 0.329 3.189 0.002

Model 2
Constant −3.646 2.592 0.286 2.822 0.006 8.709 0.154

Adaptability 0.055 0.019 0.286 2.822 0.006
Stress Management 0.051 0.020 0.259 2.564 0.012

4. Discussion

Our results showed that about 5% of the score obtained in language can be explained by emotional
competences. The EI factors of adaptability and the interpersonal component were shown to have
the strongest impact on linguistic competences. Specifically, adaptability was the EI component more
related to reading comprehension, while adaptability and stress management were the best predictors
of writing skills.

These findings give evidence that EI is related to the LC, an idea that is in line with previous
research, not only in the school setting [61,62], but also in the workplace [9]. They also mirror the
findings from the domain of linguistic proficiency, where it has been shown that there is a strong
relationship between linguistic proficiency and Trait EI [63].

The fact that adaptability and the interpersonal factor were the EI components more related to the
linguistic competence in general should not surprise us. The interpersonal component is related to social
awareness and, therefore, students that have higher scores in it are children who are good at listening
and are able to understand and appreciate others’ feelings [64]. On the other hand, the component
of adaptability is defined by the ability to manage change. Thus, it can also be hypothesized that
students with a high adaptability score are good at finding solutions for the problems they face.
Contextualizing this with the present investigation, it is likely that, if they do not know the answer to
one of the questions, these students try to find another nuance or point of view, or try to address it in a
different way to avoid leaving the question unanswered.

In our sample the two EI factors that were more correlated with the language score were
adaptability and the interpersonal component; however, in previous studies with older children and
adolescents only the adaptability stood out as a predictor [65,66]. In consequence, we can hypothesize
that the interpersonal processes related to EI and academic achievement are more prominent in the
first stages of schooling, when teachers use more collaborative methodologies, whereas in later stages
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(when the educational context is more individual and autonomous), other EI factors such as stress
management become more important.

In the following we will go deeper and discuss which emotional components were more related
to the different linguistic abilities, specifically with reading comprehension and writing skills.

Regarding reading comprehension, adaptability stood out as the emotional component more
related to its execution. In practical terms, in the Bar-On and Parker model [64], adaptability is
conceptualized as reality testing (objectively validating one’s feelings and thinking in new situations),
flexibility (adapting and adjusting one’s feelings and thinking in relation to new situations),
and problem-solving. Therefore, it makes sense that, during the reading exercise, students used mainly
this component to follow successfully the passages of the story, using strategies to validate regularly
if they understand or not what was happening in the story, and thus continue reading or go back to
reread any of the paragraphs. Moreover, this component of adaptability and its associated flexibility
might enable students to put themselves in the shoes of each character and empathize with them,
thus being able to answer correctly questions about feelings and/or emotions (What was the intention?
Did Mr. Hopper feel satisfied?) as well as more implicit questions, whose answers were not directly
found in the text.

Regarding writing, apart from adaptability, stress management was the other emotional component
more related to its score. According to Bar-On [67], stress management is the ability of handling stress,
controlling emotional impulses, and using effective coping strategies. In this sense, having to start a
text from scratch can lead to the well-known “blank page syndrome” characterized by anxiety and
a sense of being blocked in front of the task that has to be done. Therefore, being able to manage
and control stress can allow the student to calm down and use effective strategies to do the activity
correctly: stop and read the question, organize the ideas, structure the text, make sure that the answer
covers all aspects of the questions, etc. Conversely, a low stress management ability in this situation
can lead to a greater blockage or to starting writing without organization or structure, or to doing it
without checking if the questions are being properly answered.

In relation to the stress management ability, and taking into account the context of our study,
we need to remind the reader that the diagnostic tests we used were external evaluation tests,
different from the exams and assessment methodologies that students are used to in their everyday life.
In this situation, the ability to regulate their own emotions and, specifically, nerves, could be especially
helpful, and so it has been shown in our investigation.

Our results regarding the abilities of adaptability and stress management are consistent with the
ones from Parker et al. [65], as they also made evident that students with better academic grades have
significantly higher scores in adaptability and stress management compared to their peers who were
not so brilliant academically. At the same time, our results are consistent with the data obtained by
Hogan et al. [68], who found that the intrapersonal and interpersonal factors of EI were less stable
predictors of the grade point average than adaptability and stress management. Finally, our results are
also partially consistent with the ones of Brouzos et al. [48], who found that in children 8–10 years
old adaptability was the only emotional factor that correlated positively with the language score,
whereas in the group of older children (11–13 years old) stress management was also included.

On the other side, the results obtained can also be explained by an indirect effect of EI. In this sense,
it can be hypothesized that what allows children to obtain better results in reading comprehension and
writing are not only the abilities of adaptability and stress management during the execution of specific
exercises, but also using these components of EI in their daily lives (using better study techniques,
having stronger family support, displaying more commitment and effort toward the tasks, or feeling
more ease to ask for help).

In any case, there are some methodological limitations that should be taken into account when
interpreting our results. First, the emotional intelligence of the subjects was evaluated through
self-report instruments. Some authors have made arguments against the use of self-report methods
with children because they allow them to show themselves in a more socially desirable way [69].
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Although, during the administration of the questionnaires we emphasized that the answers were
anonymous and no one external to the investigation would have access to them, future research should
evaluate EI using measures that are not affected by a social desirability bias. The best thing, in this case,
would be to replicate the results using a multiple informant evaluation that brings together the opinion
of the student and that of parents or teachers. Another study limitation is the use of the BarOn–EQi:YV
to assess EI. The youth version of the BarOn questionnaire has demonstrated itself to be a robust and
valid instrument to evaluate Trait EI, and it has been broadly used in children and adolescents to assess
their EI levels. However, it is not an instrument based on the principles of developmental psychology,
as it is an adaptation of the adult sample domain [14]. Despite this, we decided to use it because of the
time-limited setting (our participants took other tests, and the BarOn questionnaire only takes around
15 minutes to complete) and the age of the participants (it has fewer items with fewer possible answers
than other instruments). In future investigations it would be interesting to use an instrument more
suitable for capturing the development characteristics of children, such as the child form of the Trait
Emotional Intelligence Questionnaire (TEIQue-CF) [70].

Future research can also examine the stability of the emotional competence when predicting
academic achievement at a longitudinal level, for example, throughout all compulsory schooling. At the
same time, it would be interesting to observe how the relationship between EI and academic achievement
changes, depending on the different subjects, and to investigate whether EI helps to improve the
different competences each subject involves through different processes. Finally, when analyzing the
EI–academic performance relationship, it would be also interesting to include other indicators such as
the number of expulsions, absences, recognitions and awards, or grade repetitions in order to have a
more global view of its influence in the school context.

Ultimately, this investigation contributes to the extent literature about EI in the school context
in different ways. First, it is the first research that, to our knowledge, not only focuses its attention
on the possible influence of EI on the performance of a subject, but also determines how each of the
EI components is related to the different contents of a subject (reading comprehension and writing).
Thus we found that, in tasks of reading comprehension, adaptability is the emotional factor more
important, whereas in writing tasks, apart from adaptability, stress management is also crucial. In the
second place, we observed that almost all the specific components of EI, to a greater or lesser extent,
are related to language achievement, highlighting the importance of the emotional competence in the
school context. Finally, our study has been one of the very few ones to test the relationship between EI
and LC in primary education students, as most of the research is carried out with adolescents, and only
the general grades are considered. Therefore, our results extend the relations found in most of the
previous research between EI and linguistic performance to earlier years [62,66].

Some practical implications are suggested by the study contributions. First, schools represent
an excellent setting to implement EI programs. Through adequate learning experiences, children can
progressively acquire emotional competences that will enable them control their stress levels, feelings of
frustration, and maladjustments. Research has shown that EI can increase and improve with deliberate
practice and training [71], so this opens up a wide range of opportunities to work using the multiple
interactions that take place in schools. In fact, implementation of programs that target emotional
intelligence, and especially the adaptability and interpersonal factors of it, should become a priority
in schools to improve not only the learning processes of their students, but also their present
and future well-being. Many studies have shown the effectiveness of EI school interventions in
improving a student’s EI, either when learning a second language [72] or in the regular school
setting [73]. These interventions boost more positive classroom emotions and alleviate negative ones,
facilitating the learning process of the students. From this point of view, teachers and future educators
have an important role in transmitting these skills; so improving emotional intelligence among
teachers should also be a fundamental element. Therefore, teacher programs in higher education
institutions should start instilling elements of emotional intelligence in their curricula as well as
providing activities and continuous training to actual teachers to help them develop these competences.
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Finally, school principals should encourage the whole community to participate in this type of program.
There is evidence that emotional learning programs work best when parents and teachers work
together [74]. That means schools need to offer information about emotional intelligence and training
also to families. In conclusion, the data presented suggest that because we are confronted with a new
vision of education by which to promote school success, it is important to consider not only academic
competences but also emotional ones.
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