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Abstract

This study examined and compared the impact of implicit theories (IT) of emotional intelligence (EI) and intelligence on different
students’ emotional outcomes. Three hundred forty-three students in secondary school completed measures of IT (EI and
intelligence), trait and ability EI, and emotions towards school across a two-wave study. In the first round of data collection,
the students were between 14 and 18 years old (M,g. = 15.4; SD =.63); the majority were female (58.0%) and the largest group
had a high socioprofessional status 35.8% (32.2% middle and 31.9% low status). The results showed that incremental IT of EI on
the first year of secondary school had a positive impact on students’ self-perceptions of emotional competence, positive emotions
towards school and understanding of emotion performance in the following year. The IT of intelligence had an impact only on
students’ future emotional performance, underlining the domain-specificity of the constructs. These findings highlight the
importance of addressing students’ implicit theories in the academic context, due to their relevance in promoting students’

positive emotional experiences, which can ultimately impact their academic adaptation and success.
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Introduction

The transition to secondary school can constitute a crucial and
challenging developmental opportunity for students, while al-
so providing multiple occasions for academic progress and
personal and emotional growth (Somerville et al. 2010). The
progressive autonomy and responsibility, diversity of social
contexts, development of new roles within peers and family,
and demanding academic period (Lerner and Steinberg 2009),
all with progressive autonomy and independence from parents
and teachers (Romero et al. 2014), can pose particular chal-
lenges for students. Therefore, how students adapt, cope ef-
fectively with their new tasks and roles, and move forward
successfully throughout this period has gained increasing in-
terest from researchers (Lerner et al. 2005).

Research has drawn attention to the particular emotional,
motivational and contextual factors that are associated with or
affect students’ emotional well-being, adaptation and achieve-
ment. The literature in the field has highlighted that implicit
theories (IT) can constitute an important factor because they

P4 Ana Costa
ana.fontescosta@ gmail.com

Faculty of Psychology and Education Sciences, University of Porto,
Porto, Portugal

@ Springer

can either reinforce or compromise students’ emotional and
academic outcomes (Romero et al. 2014). In general, incre-
mental theorists’ students have improved mental health, well-
being and academic achievement (Dweck 2012). However,
research addressing the predictive and discriminant validity
of different IT in the academic context is still scarce.
Therefore, this study intends to examine and compare the
effect of two types of IT relevant to the academic context
(IT of intelligence and IT of emotional intelligence) on stu-
dents’ emotional outcomes.

Implicit theories

Implicit theories (IT) are a type of pre-existing framework that
individuals hold about diverse personal attributes, such as in-
telligence, emotion, personality, relationships and health.
Essentially, individuals hold beliefs about the extent to which
these personal attributes are fixed (entity or static beliefs) or
malleable (incremental beliefs or growth mindset; Dweck
et al. 1995a). A vast body of literature in this field indicates
that the type of IT that an individual hold maps his or her
processing, understanding, and motivational and behavioural
responses (Crum et al. 2013; Dweck et al. 1995a; Dweck et al.
1995b). “Entity theorists” believe that such attributes are
fixed, hardly changeable and predetermined, while the “incre-
mental theorists” tend to believe that those particular
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characteristics are flexible, malleable, and essentially mutable
through processes of learning and training (Dweck et al.
1995a; Dweck and Leggett 1988). The literature has contrib-
uted to highlighting that holding incremental theories
concerning domains such as relationships, leadership, and at-
tributes such as intelligence or emotions tend to be associated
and predict positive outcomes (Burnette et al. 2010; Cabello
and Fernandez-Berrocal 2015; Cobb et al. 2013; Costa and
Faria 2018; Dweck 2012; Howell 2016).

Implicit theories of intelligence have been extensively
researched. In the academic context, as a crucial domain of
cognitive development and effective learning, the comprehen-
sion of the effect of students’ types of beliefs about their in-
telligence marked the first studies of Carol Dweck, which
were the first to debut implicit theories research (Dweck
1999). Two types of beliefs shape students’ responses to tasks,
challenges, setbacks, successes, failures, and, ultimately,
learning and progress. Incremental theorists focus more on
the learning process (Dweck and Leggett 1988), exhibit more
confidence about their potential success and use mastery-
oriented strategies to attain learning goals (Henderson and
Dweck 1990; Robins and Pals 2002). Entity theorist students
frequently present helpless-oriented strategies to achieve
goals, avoid challenging tasks and are less confident in their
potential success (Nussbaum and Dweck 2008; Thompson
and Musket 2005). Moreover, the recent literature has shown
that having an incremental theory of intelligence is associated
with higher academic achievement (see reviews Burnette et al.
2013; Costa and Faria 2018; Sisk et al. 2018).

In the realm of implicit theories of emotion-related attri-
butes, the literature has found that incremental theorists tend
to report more positive emotions and social support, and to
more frequently endorse mastery-oriented strategies (De
Castella et al. 2013; Kappes and Schikowski 2013; Romero
et al. 2014; Tamir et al. 2007). In a recent piece of research on
implicit theories of emotional intelligence, Cabello and
Fernandez-Berrocal (2015) found that individuals with a dy-
namic theory of EI, meaning that they believe that this attri-
bute can be improved, were more disposed to live emotional
experiences and to learn about and use functional emotional
strategies, which resulted in better EI performance.

Although related, implicit theories of different attributes act
like distinct constructs and manifest domain specificity
(Cabello and Fernandez-Berrocal 2015; Dweck 1996, 1999;
Dweck et al. 1995a; Romero et al. 2014). In a study compar-
ing the effect of implicit theories of intelligence and emotion,
the results indicated that individuals’ academic outcomes were
predicted by their IT of intelligence, whereas the emotional
aspects (such as well-being and depressive symptoms) were
predicted by their IT of emotions (Romero et al. 2014).

The literature has also investigated whether the impact of
IT on different outcomes is affected by different moderators.
In particular, gender has evidenced inconsistent results in the

field of IT of intelligence: Recent meta-analyses have not
found any moderation effect based on gender in the relation-
ship between IT of intelligence and academic achievement
(Costa and Faria 2018) or presented inconclusive results in
the IT of intelligence’s prediction of goal achievement
(Burnette et al. 2013). However, in the literature, it is possible
to find different studies providing evidence that females are
more likely to have fixed IT of intelligence, than their male
peers are (Dweck 1999; Pepi et al. 2006). In the emotional
domain, the findings indicated that women tend to adopt more
incremental theories of emotion and emotional intelligence
(Cabello and Fernandez-Berrocal 2015) than their male
counterparts.

Moreover, the moderator effect of socioeconomic status on
IT of intelligence has also been addressed in the literature.
Research has highlighted that students from higher (and some-
times from medium) socioeconomic status evidence more dy-
namic theories of intelligence (Faria 1996). More recently, in a
cross-national study in Chile, it was found that low-income
students tended to have more entity beliefs about intelligence
(Claro et al. 2016), and similar results were found for a na-
tional sample in the US (Destin et al. 2019). Nonetheless, the
effect of socioeconomic status on IT of emotion-related attri-
butes has not been addressed in the literature.

Emotional outcomes in school

Students experience a variety of emotions in school, whether
they are in class, taking tests or on the school playground with
their peers (Goetz and Bieg 2016). Recent research has shown
that emotions can affect several cognitive processes that con-
tribute to students’ learning and development: perception, at-
tention, social judgement, cognitive problem-solving, deci-
sion-making, and memory processes (Clore and Huntsinger
2009; Loewenstein and Lerner 2003; Parrott and Spackman
2000). Moreover, emotions can influence students’ engage-
ment, which can, in turn, have an effect on learning and ac-
complishments (Linnenbrink 2007).

The studies of Pekrun and colleagues have contributed
to clarifying the path between academic emotions, e.g.,
emotions that are related to achievement and learning,
and achievement itself (Pekrun et al. 2011). In general,
positive emotions usually improve the motivation to learn
and the use of self-regulated learning, while negative emo-
tions, at least in the long run, reduce motivation to learn
and lead students to rely more on external guidance, and
have more rigid learning strategies (Frenzel and Stephens
2013).

The progressive understanding of the impact of emo-
tions in academic learning and achievement reinforces
the idea that, not only are cognitive abilities important
but also emotional, motivational and contextual factors
are of substantial relevance, in promoting students’

@ Springer



2356

Curr Psychol (2022) 41:2354-2363

adaptation and success. In this sense, the ability to control
and regulate emotions in a beneficial way to improve
learning and achievement is an increasingly important skill
in the academic context (Goetz and Bieg 2016).

Within this framework, emotional intelligence (EI), as a
multidimensional construct that is referred to when
reporting the expression, recognition, use, understanding
and management of either one’s own emotions or those of
others (Salovey and Mayer 1990), has gained prominence,
based on the evidence that it supports students’ cognitive
and emotional development (Mavroveli and Sanchez-Ruiz
2011; Mestre et al. 2006). The most common theoretical
perspectives consider EI an ability or set of skills (Mayer
and Salovey 1997), that can be accessed via performance
tests (Mayer et al. 2008), while others consider it a trait
(Petrides et al. 2011), through which individuals’ self-
perceptions can be conveyed via self-report measures
(Petrides and Furnham 2001). In the academic context,
there is extensive research evidence that being emotionally
intelligent is positively associated with students’ motiva-
tion, stress regulation, self-discipline, higher academic
goals, achievement and performance (Duckworth and
Seligman 2005; Elliot and Dweck 2005), and positive so-
cial school relations (Brackett et al. 2011).

Although literature in the educational field has ad-
dressed the importance of students’ implicit theories in
the academic context, most of the previous research fo-
cused on the effect of implicit theories of intelligence
and ability on motivational (self-regulation, achievement
goals; Burnette et al. 2013; Henderson and Dweck 1990;
Robins and Pals 2002) and achievement indicators
(academic performance; Burnette et al. 2013; Costa and
Faria 2018; Sisk et al. 2018).

Also to date limited research has analysed and com-
pared the impact of different implicit theories. In fact,
few studies have conducted comparative analysis focused
in deepening the predictive validity of IT: Spinath et al.
(2003) analysed the effect of IT of intelligence, personality
and specific abilities (sports and maths) on actual
personality and intelligence; Tamir et al. (2007) compared
the IT of emotion and intelligence on social outcomes;
Cabello and Fernandez-Berrocal (2015), more recently,
explored the effect of IT of EI and emotions on individ-
uals’ EI performance.

Furthermore, except for the studies of Tamir et al. (2007)
and Cabello and Fernandez-Berrocal (2015) on emotion reg-
ulation self-efficacy, emotional intensity and EI performance,
less is known about the influence of implicit theories on emo-
tional outcomes.

Therefore, this study intends to extend work on the field by
examining: What is the impact of Implicit theories of intelli-
gence and of emotional intelligence on students’ emotional
outcomes?

@ Springer

The current study

The present study joined together two sets of implicit theories,
relevant to the academic context, contributing to exploring
their discriminant and predictive validity on different students’
emotional outcomes. Due to implicit theories’ domain-
specificity on different outcomes, and considering that the
secondary school cycle represents an important transitional
stage for students both academically and emotionally, the
present study will explore the impact of students’ implicit
theories of intelligence (ITI) and of emotional intelligence
(ITEI), in the first year of this cycle, on their different emo-
tional outcomes, in the following year.

Bearing in mind that students’ emotional experiences are of
particular relevance in the attainment of positive academic
endeavours and developmental outcomes, in this study, differ-
ent emotional indicators, such as self-perception (trait EI and
positive and negative emotions towards school) and objective
performance (ability EI), were included based on their rele-
vance for students’ well-being, adaptation and achievement.
To attain this goal, specific objectives were outlined (cf.
Figure 1): a) to explore whether and how ITEI and ITI on
the first year of secondary school predict students’ emotional
self-perceptions (trait EI and emotions towards school) and
performance (ability EI), in the following year; b) to examine
the possible domain-specificity effect of ITEI on trait and
ability EI; c) to explore whereas students’ gender and
socioprofessional status act as moderators on the impact of
ITEI and ITI on students’ emotional outcomes in the follow-
ing year (second year).

Method
Participants

A total of 343 students from the Portuguese secondary school
cycle participated in the two phases of data collection.
Students were surveyed, across two time points, 1 year apart.
In the first round of data collection, the participants were be-
tween 14 and 18 years old (M,g. =15.4; SD=.63), and the
majority of the sample were female students (58.0%). The
students attended different academic courses (71.4% in sci-
ence and technology, 19.2% in languages and humanities
and 9.3% in other courses) and the largest group had a high
socioprofessional status' (35.8% high, 32.2% middle, and
31.9% low status).

! Students’ socioprofessional status was determined using the highest level of
their parents or legal guardians’ professional occupations, ranging from 1
(low) to 3 (high socioprofessional status).



Curr Psychol (2022) 41:2354-2363

2357

Fig. 1 The model representing
the interrelationship of the

Implicit Theories of
Emotional Intelligence

variables in the study

Trait Emotional Intelligence

Ability Emotional Intelligence

Emotions towards School

Implicit Theories of
Intelligence

Measures
Implicit theories measures

The Implicit Theories of Intelligence Scale (ITIS) was
based on an adaptation of the Personal Conceptions of
Intelligence Scale developed by Faria (2006) to the
Portuguese context; the ITIS assesses students’ implicit
theories or beliefs about the malleability of intelligence.
ITIS comprises 12 items: six incremental (e.g.,
“Whenever I learn new things my intelligence increases’)
and six entity (e.g., “Personally I don’t think I can do
much to increase my intelligence”), rated on a 6-point
Likert-type scale, from 1 (strongly agree) to 6 (strongly
disagree). Dynamic items were reverse-scored so that the
total score of the scale indicated a measure of students’
dynamic perceptions. In this study, ITIS presented very
good internal consistency (total scale, o =.88; incremental
(o =.82) and entity dimensions (« =.84)).

The Implicit Theories of Emotional Intelligence Scale
(ITEIS) assesses students’ implicit theories about the mal-
leability of emotional intelligence and was developed and
adapted to the Portuguese context by Costa and Faria
(2020), based on Dweck’s conceptualization of implicit
theories of intelligence (Dweck 1999). In the original
study, the instrument provided very good psychometric
validity, confirming a two-factor structure (Costa and
Faria 2020). The ITEIS comprises 12 items: six incremen-
tal (e.g., “Every time I learn with new experiences my
emotional intelligence increases”) and six entity (e.g.,
“My emotional intelligence is something about me that 1
personally can’t change very much”) rated on a 6-point
Likert-type scale, ranging from 1 (strongly agree) to 6
(strongly disagree). The incremental items were reverse-
scored so that the average score indicated a measure of
students’ incremental perceptions. In this study, the
ITEIS total scale (o =.89), incremental (o =.81) and en-
tity (o =.86) dimensions presented very good internal
consistency.

Emotional intelligence measures

The Emotional Skills and Competence Questionnaire (ESCQ)
is a 42-item self-report measure of El, based on Mayer and
Salovey’s (1997) framework, which has three dimensions:
Perceive and Understand Emotion (14 items— “When I see
how someone feels, I usually know what has happened to
him”), Express and Label Emotion (14 items— “/ am able to
express my emotions well”), and Manage and Regulate
Emotion (14 items— “When I am in a good mood, every prob-
lem seems soluble’). This scale was originally developed in
the Croatian setting by Taksi¢ et al. (2009), yet it has been
rapidly adapted to different cultural contexts (Faria et al. 2006;
Taksic¢ et al. 2009), providing good psychometric properties:
confirming the three-factor underlying structure, indicating
adequate reliability (from .72 to .92) and moderate correla-
tions among the subscales (from .49 and .54; Faria et al.
2006; Taksi¢ et al. 2009), and presenting good fit indices
(Stocker and Faria 2012).

The Vocabulary of Emotions Test (VET) is a 35-item per-
formance measure of EI, based on the third dimension of EI’s
ability model - Understand Emotion. The test assesses stu-
dents” emotional knowledge, through a vocabulary of emo-
tions test. Developed by Taksic et al. (2003) for the secondary
school cycle in Croatia, this test has the same format as any
other classic vocabulary test, yet the items refer to emotionally
saturated target words. The task proposed in the test requests
that the subjects choose an adjective (from six options pre-
sented; e.g., sad, lonely, angry, merry, satisfied, or nothing
listed) that has the closest meaning to the target word (emo-
tion; e.g., Happy). The test has a correct answer based on the
dictionary. The study of adaptation presented sound psycho-
metric properties: strong associations with other intelligence
tests and 44% of the specific predictive power over intelli-
gence tests (TaksSic and Mohoric 2008); strong correlations
with other EI tests (analysis of emotions test); and good reli-
ability (o =.90; Taksic and Mohoric 2008). In the study of its
adaptation to the Portuguese context, the VET provided ade-
quate psychometric properties: item difficulty (M =.55;
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SD =.22), a reliability above .71, and differential validity for
gender and the cultural context (Costa et al. 2011).

Student’s emotions towards school

Student’s Emotions towards School is a self-report measure
based on the Pekrun and colleagues’ Academic Emotions
Questionnaire (Pekrun et al. 2011). The scale assesses stu-
dents’ emotions towards school, and comprises two dimen-
sions based on the valence of the emotions: positive emotions
towards school (PE; 4 items; e.g., “I feel happy”; “I feel
proud”) and negative emotions towards school (NE; 5 items;
e.g., “I feel bored”; “I feel ashamed”), assessed by a 6-point
frequency response scale (from 1 = never to 6 = always). In
this study, the scales had a satisfactory internal consistency («
from .65(NE) to .73(PE)).

Procedure

Participants, individually, filled out the measures in rounds of
collective administration in the classrooms, in the presence of
the researcher and the class teacher. The participants were
informed about the nature of the study and that the participa-
tion was entirely voluntary and confidential. They were also
informed that the non-participation did not entail any type of
consequence. The majority of the participants were underage,
so only students with the informed consent of their parents or
legal guardians were integrated in the study. This study was
approved by the Portuguese National Data Protection
Commission, Directorate-General for Education and
Faculty’s Ethics Committee.

Data analyses

Path analysis was used to explore whether IT of intelligence
and emotional intelligence predicted students’ EI self-
perceptions of competence and performance and emotions
towards school. The path analysis model was conducted using
AMOS 25.0 software and tested using maximum likelihood
estimation, given the method’s robustness to normality devi-
ations. To assess goodness-of-fit indices, chi-square (y2) sta-
tistics, confirmatory factor index (CFI), goodness of fit (GFI),
a Tucker-Lewis Index (TLI) of .95 or more, and a root mean
square error of approximation (RMSEA; and 90% confidence
interval) of 0.08 or less were considered (Hu and Bentler
1999).

To confirm the existence of a moderator effect of students’
gender and socioprofessional status (low, medium and high)
on the variables’ interrelationship, multigroup moderation
analyses were conducted. If the chi-square differences obtain-
ed between the model comparison of free structural paths and
the model with structural paths (structural paths constrained to
be equal across groups) were significant, then the model
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differed across the evaluated groups. Subsequently, to check
for the specific differences among the parameters and reduce
the probability of error type I, critical ratios of differences
(CRD) were considered (Arbuckle 2007).

Results
Descriptive analyses

Table 1 displays the descriptive statistics (means, standard
deviations) and correlation matrix of the variables in this
study. The implicit theories (ITEI and ITI) presented pos-
itive significant correlations with trait EI but not with abil-
ity EI variable. The students’ self-perceptions were posi-
tively correlated with each other, with the exception of the
negative emotions towards school, with which the self-
perceptions displayed negative correlations. The perfor-
mance measure of EI, the VET, was not associated with
any other variable.

Path analysis

The present study hypothesized that students’ IT (of emotional
intelligence and of intelligence) have an impact on students’
emotional outcomes (EI self-perceptions and performance,
and emotions towards school). Therefore, a model in which
the ITEI and ITI predicted the ability (VET) and trait EI com-
ponents (emotional expression (EE), perceive and understand
emotion (PUE) and manage and regulate emotion (MRE)),
and the emotions towards school (positive emotions (PE)
and negative emotions (NE)) was estimated using a path anal-
ysis procedure.

The first path model, although revealing not very unsatis-
factory fit indices (X° (9, N =343)=28.349, p <.001;
CFI1=.943, NFI=.923, GFI=.980, RMSEA =.079), had
several non-significant paths. The second model excluded
the non-significant paths between the students’ ITI and trait
EI and emotions towards school. The subsequent model pro-
vided an improvement in the model fit indices (X (11, N=
343)=16.765, p =.115; CF1=.983, NFI=.954, GFI1=.988,
RMSEA =.039).

In this study, the ITEI positively predicted students’ EI
perceptions of competence (PUE, EE, MRE; cf.
Figure 2), performance (VET), and positive emotions to-
wards school (PE) and, negatively, predicted the negative
emotions (NE) students displayed towards school, in the
second phase of the study. Students’ ITI had their pre-
dictive power for students’ emotional performance
(VET), with a negative and lower magnitude (8 =—.13,
p =.02).
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Table 1 Descriptive statistics and correlation coefficients for the studied variables

Variables M(SD) 1 2 3 5 6 7 8
1. ITEI 55.34 (9.19) 1

2.1ITI 57.70 (8.60) 30 1

3. EE (trait EI) 57.68 (11.42) 20%% 5% 1

4. PUE (trait EI) 62.74 (8.58) 14 14% 23

5. MRE (trait EI) 63.84 (8.19) 21 20% A4 38 1

6. VET (ability EI) 23.14 (4.02) .08 -.10 .02 .01 .07 1

7.PE 14.69 (3.28) 14% 16%* 13% .01 29 .01 1

8. NE 17.37 (3.92) —.20%% —.14%% —.28%* .02 —36%* -.09 —. 44 1

Note. ITEI=Implicit Theories of Emotional Intelligence; ITI=Implicit Theories of Intelligence; EE = Emotional Expression; PUE = Perceive and
Understand Emotion; MRE = Manage and Regulate Emotion; VET = Vocabulary of Emotions Test; PE = Positive Emotions towards School; NE =

Negative Emotions towards School; N =343
**p <.001; *p <.05

Multigroup moderation analysis
Gender

To explore whether the previously defined model differed
across students’ gender, multigroup moderation analyses
were conducted. First, the defined model (cf. Figure 2)
was established for gender groups (CFI=.985,
NFI=.930, GFI=.981, RMSEA =.026, X° (22, N =
199)=27.098, p =.208) and achieved adequate fit indices.
Afterwards, the multigroup gender moderation analysis
suggested that the model did not differ across gender,
since the chi-square differences between the unconstrained
and the constrained model were non-significant (AX? (7,
N=199)=10.810, p =.147).

Fig. 2 Path model depicting the
prediction of the ITEI and ITI on
students’ EI (trait and ability) and

Socioprofessional status

The previously defined model of implicit theories and EI (cf.
Figure 2) estimated through the socioprofessional status groups
(low, medium and high) obtained satisfactory fit (CFI=.977,
NFI=.912, GFI=.970, RMSEA =.029, X* (33, N =106) =
42.053, p =.134). The significant chi-square differences across
the models (unconstrained vs. constrained), AX (14, N=
106)=28.473, p =.012, indicated that the model diverged
when considering students’ socioprofessional status.
Subsequently, CRD analysis was conducted, and the struc-
tural paths from the ITEI to students’ emotions towards school
were identified to be significantly different across socio-
professional status groups. Although for students with a low
socioprofessional status, their ITEI influenced their positive

PUE

emotions (positive and negative)
towards school. Note.

ITEI

EE

ITEI=Implicit Theories of

Emotional Intelligence;

ITI=Implicit Theories of

Intelligence; PUE = Perceive and 30
Understand Emotion; EE =

Emotional Expression; MRE =

Manage and Regulate Emotion;

PE =Positive Emotions towards

MRE

PE

School; NE = Negative Emotions
towards School; VET =

ITI NE

Vocabulary of Emotions Test

VET
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emotions towards school in the next year (3 =.13, p <.001),
the same path was not significant for those with a medium
socioprofessional status. Additionally, the ITEI of students
with a high socioprofessional status had a negative impact
on their future negative emotions towards school (3 =—.14,
p <.001), and again, this trajectory was not confirmed for the
students with a medium socioprofessional status.

Discussion

The goals of the present study were to address the lack of
comparative studies on the field of IT and to add evidence to
their predictive validity in the secondary school context.
Specifically, this study examined whether IT of intelligence
and IT of EI predicted students’ positive emotional outcomes.

In general, the present study found that students’ IT of
intelligence and emotional intelligence had an impact on their
future emotional experiences in the academic context, e.g.,
their emotions, perceptions of emotional competence or actual
performance. In particular, the results highlighted that IT pre-
sented a weak to moderate effect on students’ emotional out-
comes. The literature has supported the importance of IT,
since self-beliefs can both directly and indirectly affect differ-
ent outcomes (Burnette et al. 2013; Cabello and Fernandez-
Berrocal 2015; De Castella et al. 2013).

Moreover, the two types of IT independently predicted the
different outcomes explored in this study, which argues for the
discriminant validity of the constructs. Consistent with the
literature (Cabello and Fernandez-Berrocal 2015; Romero
et al. 2014), although related at a moderate level (r =.30),
the IT of intelligence and the IT of emotional intelligence
had distinct contributions to students’ emotional self-
perceptions and performance indicators.

Furthermore, the prediction results also evidenced the
domain-specificity of the IT constructs (Cabello and
Fernandez-Berrocal 2015; Dweck 1996, 1999; Dweck et al.
1995a; Romero et al. 2014). In fact, the IT of emotional intel-
ligence predicted more emotional outcomes than the IT of
intelligence, in terms of both quantity and magnitude. The
students’ self-beliefs about the possibility of developing their
emotional intelligence positively predicted their perceptions
of emotional competence in what concerns the expression,
perception, understanding and management of emotions, as
well as their positive emotions towards school in the future
and their understanding of emotions’ objective performance.

Students’ emotional expression, perception and under-
standing of emotion in themselves and others can also be
particularly affected by a more dynamic perspective of emo-
tional intelligence, perhaps due to students’ beliefs that engag-
ing in different emotional experiences supports their process
of learning in this domain. Over time, these students are likely
to adopt functional emotional strategies and evolve, even in
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demanding conditions, which will increase their sense of com-
petence or self-efficacy in emotion-related domains (Cabello
and Fernandez-Berrocal 2015).

Additionally, the IT of emotional intelligence established a
higher prediction ability for negative emotions towards school
(8=—.22). This result can underline the tendency that believ-
ing that we can learn from the emotional experiences and that
our emotional competence changes over time can minimize
the negative emotions that arise in the academic context in the
future, because those negative emotional states are perceived
as being neither definitive nor static, and as being susceptible
to being overcome through functional emotional strategies.
Additionally, this result can highlight that incremental implicit
theories of EI are perhaps more important in minimizing fu-
ture negative emotions towards school than in promoting pos-
itive emotions.

In general, the students’ IT of emotional intelligence influ-
enced their self-perceptions outcomes more than their ability
to understand emotion. It was expected that under the realm of
subjective indicators, influenced by trait features, I'T would be
more associated with and would predict, at a higher magni-
tude, other self-perceptions such as emotions or self-
perceptions of emotional competence. Although existent, the
lower magnitude of the effect of IT of emotional intelligence
on the ability measure may be related to the fact that students’
objective performance is influenced, especially during an im-
portant academic cycle, by many other motivational, emotion-
al and cognitive factors.

The students’ IT of intelligence presented a distinct effect in
the analysed emotional outcomes. In fact, the IT of intelli-
gence only predicted students’ understanding of emotion abil-
ity in the following year. On the one hand, the students’ beliefs
about the possibility of increasing their level of intelligence
did not affect their emotional self-perceptions, perhaps be-
cause students tend to interpret intelligence as a specific do-
main comprising cognitive functions, independent of their
emotional experiences. On the other hand, the fact that IT of
intelligence was revealed to have an influence on the actual EI
performance might be explained by the measure used to assess
understanding of emotion, which resembles academic tasks
and tests, whether by the type of exercise proposed or by the
vocabulary content, and which are commonly developed in
the academic context.

Another result that should be highlighted is that the IT of
intelligence negatively affected students’ emotional perfor-
mance; that is to say, having a less-dynamic perspective about
intelligence favours students’ ability to understand emotion.
In the literature, some evidence has been found that the entity
perspective of intelligence can also be positively related with
better achievement (Costa and Faria 2018). In the present
study, a similar tendency indicates that endorsing more fixed
perspectives about intelligence, valuing performance goals
and presenting strategies accordingly to achieve them can lead
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to positive outcomes. Complex and competitive contexts like
secondary school, where the demands to present objective
indicators and performance are promoted and prioritized,
could perhaps drive students’ specific self-beliefs more to-
wards entity perspectives of intelligence.

Nonetheless, the literature has evidenced that emotion and
emotional-related constructs are modulated by social and cul-
tural norms (Matsumoto 1989, 1993). In this study, it also
should be acknowledged that the effects verified on the emo-
tional outcomes are grounded in a specific cultural and aca-
demic environment, which can potentially have different im-
plications on other cultural contexts.

The possible moderator effect of students’ gender on the
impact of IT in their emotional experiences was verified and
found to be invariant. In the literature, differences in IT have
been established according to gender, though inconsistently
(Cabello and Fernandez-Berrocal 2015; Dweck 1999; Pepi
et al. 2006). In the present study with the secondary school
population, the boys’ and girls’ specific self-beliefs about in-
telligence and emotional intelligence had a similar impact on
their emotional indicators.

Nonetheless, when establishing the same model across stu-
dents’ socioprofessional status, differences were found specif-
ically for the impact of IT of emotional intelligence. In partic-
ular, it was found that IT of emotional intelligence influenced
the positive emotions that students from lower economic
backgrounds have. This result highlighted that students from
lower socioeconomic levels could benefit more than their
counterparts of the belief that emotional intelligence can be
improved, especially in terms of the way they will feel when
in school. Perhaps their peers from higher economic levels
have contextual alternative sources of support, or external
motivation, to rely less on their self-beliefs to endorse positive
emotions towards school. Additionally, for students from
higher economic backgrounds, the fact that they had incre-
mental perspectives of EI protected them from having nega-
tive emotions towards school, compared to their peers with
lower socioprofessional status.

Some limitations should be acknowledged in this study.
First, the impact of implicit theories was explored based on a
two-wave design study within a one-year period. Further re-
search should include more time points throughout the sec-
ondary academic cycle to better clarify the trajectory of these
variables. Second, this study explored only students’ emotion-
al indicators, yet the use of academic outcomes (e.g., students’
academic achievement, attendance rate, failure records, partic-
ipation in class and activities) would contribute to exploring
the domain-specificity of IT predictive validity. Additionally,
since emotion and emotion competencies and perceptions are
fairly shaped by cultural mechanisms, future cross-cultural
research should contribute to extend the knowledge
concerning possible cultural differences in the impact of stu-
dents’ implicit theories on emotional outcomes. Moreover,

further research should continue to explore the effect of im-
portant moderators (e.g., gender, socioeconomic status, age,
parents’ IT) on the impact of IT and to extend work in this
field.

Conclusions

In general, this research confirmed that incremental IT of EI
and, to a lesser extent, of intelligence, have a significant im-
pact on students’ emotional experiences. Moreover, in this
study, the IT of EI showed higher predictive validity of the
students’ emotional perceptions and performance of emotion
tasks, confirming the domain specificity of the IT.

These findings suggest important implications for educa-
tional settings. Due to their particular relevance to student
motivation in the academic context and based on the direct
and indirect impact on emotional and academic outcomes,
schools should employ all available resources to address and
promote students’ IT. The exploration of students’ self-beliefs
about different aspects of school and learning should be con-
sidered by all the educational agents and included and pro-
moted in the classroom, curricula, target interventions, and
other informal contexts. This study contributed to extending
knowledge in the field by examining and comparing the pre-
dictive validity of IT of intelligence and of EI, two sets of self-
beliefs that are relevant to the secondary academic context, for
students’ emotional outcomes, which the literature has pointed
out as being of crucial importance to students’ adaptation,
emotional well-being and academic achievement.
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