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Abstract
Interpersonal Skills (ISs) and Executive Functions (EFs) are two groups of skills which are extremely relevant for children’s cognitive, social and psychological development. As well as being interrelated, both can be modulated by other variables such as intelligence or sex. Many studies have tried to establish the relationship between them, but no definitive conclusions have been made to date. Therefore, the objective of this study is to explore the relationship between intelligence and sex in children with measures of ISs and EFs. The participants were 121 children between the ages of 7 and 13, divided into two groups: 76 children (52 boys and 24 girls) with average intelligence quotient (IQ) and 45 children (28 boys and 17 girls) with high IQ. All the participants were assessed using ISs, EFs and intelligence measures. The results showed children with high IQ were better at ISs and EFs. Regarding sex, boys of the High IQ group showed better skills than girls in working memory, inhibition and cause attribution in interpersonal conflicts. Finally, the implications for assessing and supporting the gifted population are discussed.
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Interpersonal Skills (ISs) are cognitive capacities of social competence related to the analysis, comprehension and problem solving at a personal and interpersonal level (García-Martín & Calero, 2018). One primary area of ISs is interpersonal problem-solving skills, considered a set of basic intelligence processes that collect information about other people, comprehend it, interact with it and solve problems, seeking out a valid solution for all who are involved. Skills that have been identified as determining factors in interpersonal problem solving are emotion recognition, attribution of causes, generating alternative solutions for a single problem and anticipating their consequences, assessing each alternative solution between them and determining how it will affect the rest of the people involved (Chang et al., 2009; D´Zurilla & Nezu, 2010; Leshner et al., 2013; Young & Widom, 2014).
For its part, Executive Functions (EFs), consist of neurocognitive processes that include both three core mental processes –inhibitory control (self-control and interference control), working memory and cognitive flexibility- and other higher-order processes built on the former –reasoning, problem solving, and planning- (Blijd-Hoogewys et al., 2014; Diamond, 2013). These EFs are involved in organizing action and thought, and considered necessary for coping with new and complex situations, for addressing objectives for which we have no established automated behavior and for controlling learning (Baggetta & Alexander, 2016; Blijd-Hoogewys et al., 2014; Diamond, 2013). Deficits in EFs hinder people’s adaptation, affecting their problem-solving processes, decision-making, inhibition of inappropriate behavior that may offend others, and the generalization of learning (Diamond, 2013).
ISs and EFs are found to be interrelated because (1) they are involved in a proper cognitive, social and psychological development during childhood and adolescence (Diamond, 2013; Ferreira & Adleman, 2020). (2) The three core EFs have been shown to predict positive associations with competent responses to peer conflict and adaptability (Caporaso et al., 2019; Romero-López et al., 2018). And (3) they determine the causes of a conflict, which implies that the individual has to collect information carefully and systematically in order to define and formulate the problem (Chang et al., 2009; Leshner et al., 2013), and it requires, among others, different EFs processes such as cognitive flexibility, reasoning and planning (Baggetta & Alexander, 2016; Blijd-Hoogewys et al., 2014; Diamond, 2013). 
In addition, some variables such as intelligence or sex may in turn have modulating effects on ISs and EFs development, although no definitive conclusions have been made to date. That is why the general objective of this study is to explore the relationship between intelligence and sex with measures of ISs and EFs in children.
In order to clarify the relationship between intelligence and social competence studies have focused on comparing highly intelligent (gifted) children with children of average intelligence aged between 5 and 18 years, obtaining contradictory results and leading to the question of whether intelligence is a resilience or risk variable (Perham, 2012; Wiley, 2020). Thus, there are studies which show the superiority or similarity of highly intelligent children compared to children of average intelligence in different areas such as ISs, social adjustment or adaptation (Borges del Rosal et al., 2011; Gómez-Pérez et al., 2014; Košir et al., 2016); studies which show gifted children having difficulties in social adaptation and interpersonal relationships (Eren et al., 2018; Perham, 2012); and others which find strengths in some variables, weaknesses in other variables and similarity in others (Shechtman & Silektor, 2012). Specifically in ISs, understood as basic processes of solving problems with other people –involving collect information, attributing causes and resolving conflicts- (García-Martín & Calero, 2018; Greco & Ison, 2012), studies in similar ages ranges showed a better performance those with high abilies compared by their peers with average intelligence (Abdulla et al., 2020; Al-Hamdan et al., 2017). 
For their part, EFs are generally related to the management of intellectual resources and complex cognitive functioning, so optimal expression of a high-performance potential depends both on these skills and on good EFs (Duan et al., 2010; Montoya-Arenas et al., 2018; Viana-Sáenz et al., 2020). Specifically, EFs tend to be related to fluid intelligence and attentional control over the course of our lifetime, with the interrelation between these three constructs having been established for different ages in different studies (Cochrane et al., 2019; Redick et al., 2016; Rey-Mermet et al., 2019).
 Nevertheless, despite support for the association between intelligence and EFs, previous studies show mixed results, and it is unclear whether all the processes included in the range of the EFs have the same relationship. Thus, studies such as those by Burgoyne et al. (2019), Duan et al. (2010), Redick et al. (2016) and Rey-Mermet et al. (2019) and the meta-analysis by Viana-Sáenz et al. (2020) find fairly significant associations between working memory and intelligence, this being one of the best-established associations. Whereas only the study by Duan et al. (2010) found a relationship of the intelligence with inhibitory control and cognitive flexibility. However, although this relationship is not only determined by correlation, but also by neurological evidence, which was tested through associations between regional brain activity whilst specific tasks were performed (Takeuchi, 2018), and genetic evidence, revealing that there are shared genetic influences between intelligence and executive functions in ages between 8 and 15 years (Engelhardt et al., 2016). It seems that, there is insufficient evidence to support an unequivocal intelligence-EFs relationship; given that, in addition, results have been affected by the measuring instruments used, participants’ ages or design type (Duan et al., 2010; Montoya-Arenas et al., 2018; Rey-Mermet et al., 2019; Viana-Sáenz et al., 2020).
Meanwhile, sex also seems to be a variable that is related to general intelligence and the development of ISs and EFs. In relation to intelligence, more than differences in intelligence quotient (IQ) between men and women, what seems to exist are different skill profiles according to sex (Keith et al., 2008; Li et al., 2016; Voyer et al., 2017; Wong & Yeung, 2019).
Regarding social competence in general, different studies in children aged between 5 and 18 years old show that women have better relationships with their equals, showing more prosocial skills, empathy and emotional intelligence, and less difficulties, negative social behavior, feelings of isolation and loneliness (Abdulla et al., 2020; Al-Hamdan et al., 2017; Eren et al., 2018; Perham, 2012; Wong & Yeung, 2019). However, other studies did not find any sex differences in social adjustment or empathy (Košir et al., 2016; Li & Wong, 2016). Specifically in ISs, different studies show that performance increases with age, although from childhood it seems females are better in emotion recognition (Abdulla et al., 2020; Kret & Gleder, 2012) while males are in attribution of causes (Widen & Russell, 2010). 
Due to the diversity of the results regarding the relation of sex in EFs, it is not clear whether either sex is different. There are studies such as that carried out by Wanless et al. (2013), in pre-school children aged 3 to 6 years, which show women’s superiority in inhibitory control and self-regulation. Conversely, research such as that by Voyer et al. (2017) finds no differences in visual-spatial working memory during childhood and adolescence; however, from young adulthood onward it favors males. Other studies do not show any differences between sexes in children aged 6 to 12 years, in main EFs such as cognitive flexibility, working memory, inhibitory control and self-regulation (Jacobsen et al., 2017; Yamamoto & Imai-Matsumura, 2019). In addition, in children of 5-6 years contradictions were also observed depending on whether the evaluation was carried out with direct measures (where no difference were found between sexes), or with third-party reports (where women showed better results), leading to an even greater diversity in results (Yamamoto & Imai-Matsumura, 2019). This also depends on the country, so women are better at inhibitory control and self-regulation in countries such as the USA, Taiwan or China (Wanless et al., 2013), but this superiority is not observed in other countries such as France, Germany or Portugal (Gestsdottir et al., 2014).
In conclusion, the relationships between ISs, EFs and intelligence are not clearly established, and it is possible that they differ between sexes. Relations that are great relevance for the measures and methods to be applied when designing educational and/or care programs for children with high abilities or gifted and regarding possible different requirements between men and women.
In the present study, we focus on those ISs identified as determinants in interpersonal problem solving –emotion recognition, attribution of causes and generation of alternative solutions- (García-Martín & Calero, 2018; Leshner et al, 2013; Young & Widom, 2014). And in those core and higher-order EFs –inhibitory control and self-regulation, working memory, cognitive flexibility and planning- relevant to them (Baggetta & Alexander, 2016; Blijd-Hoogewys et al., 2014; Caporaso et al., 2019; Diamond, 2013; Romero-López et al., 2018). The age range of 7 to 13 was chosen for them because pre-frontal cortex (the neural substrate of these functions) has one of its greatest developments during these ages (Andersen, 2003) and because of its importance in preventing future problems.
Thus, the general objective of this study is to explore the relationship between intelligence and sex with measures of ISs and EFs in children in order to clarify the meaning of the relationship between them. The following were therefore proposed as specific objectives and hypothesis:
· To determine whether high intelligence is related to better or worse ISs and EFs, comparing children with high and average IQ.
· As a hypothesis, we expect that children with high IQ will show better ISs and EFs.
· To establish whether there is different profiles in ISs and EFs depending on sex in high and average IQ. 
·  As a hypothesis, we expect to find different profiles in high IQ children. Specifically, we expect to find in high IQ better EFs in boys and better ISs in girls.
Method
Participants
A total of 121 Spanish children between the ages of 7 and 13 formed the two principals groups of participants in this study. One group consisted of 76 children (52 boys and 24 girls) with average intelligence quotient (IQ between 85 -115) (Average IQ group), where Mage = 9.32 (SD = 1.44) and IQ M = 99.42 (SD = 8.57). Another group consisted of 45 children (28 boys and 17 girls) with high intelligence quotient (IQ greater than 130) (High IQ group), where Mage = 9.47 (SD = 1.52) and IQ M = 142.96 (SD = 9.75). 
The general inclusion criteria were being aged between 7 and 13 years and in year 3 to 6 at primary school. For the Average IQ group, the specific inclusion criterion was an IQ between 85-115 tested by the WISC-IV; and for the High IQ group an IQ greater than 130 tested by the WISC-IV. The following were established as exclusion criteria: (1) below-average IQ (70-84), above-average IQ (116-129) or intellectual disability (lower than 70); and (2) the presence of any accompanying disorder or clinical/school problem, according to school or medical reports.
A total of 170 families were invited to participate, 166 agreed and these children were all assessed. However, 45 of the children assessed were excluded from the data analysis: 6 due to presenting an IQ below 70; 26 for presenting a below-average IQ (70-84); and 13 for presenting an above-average IQ (116-129).

Instrument

ISs measures
Social Comprehension Index–Wechsler Intelligence Scale for Children–Fourth Edition (WISC–IV; Wechsler, 2005). This was proposed by Goldstein et al. (2008). It is related to skills for interpersonal relationship and interpersonal and/or socio-emotional problem-solving. The social comprehension index is obtained from the WISC–IV complementary subtests of Picture Completion consists of a set of 38 cards, each picturing a common object with one missing part and students must name or indicate the missing part ; and Word Reasoning consists of 24 items where children have to identify the object described by clues they're given. The average reliability coefficient for Picture Completion is 0.84 and 0.85 for Word Reasoning. Analyses of content and internal structure validity have shown satisfactory results. The Cronbach index is alpha = 0.97 for the social comprehension index in the current sample of participants.

Assessment of Interpersonal Conflicto Solving [Evaluación de Solución de Conflictos Interpersonales (ESCI)] (García-Martín & Calero, 2018). The test assesses emotion recognition in other people, skill in identifying situational agreement during a conflict, and skills for generating a viable solution which will benefit everyone. The test consists of 17 sequences of sketches that represent an interpersonal conflict, shown on a computer monitor. The participant is required to give written answers to the following questions: (1) How does the main character in the drawing feel? (2) Why does he/ she feel this way? (3) What could he/she do to remedy this situation? The assessment provides a score for each construct: (1) emotion (ESCI-E), (2) situational agreement (ESCI-SA) and (3) solutions (ESCI-S). For emotions, each answer receives a score of 0 or 1 (maximum score of 17 points); for situational agreement, the range of scores is from 0 to 3 (maximum score of 51 points); and 0–1 for solutions (maximum score of 14 points; because solutions are not evaluated in 5 of the 17 sequences). The instrument has been validated in Spain (García-Martín & Calero, 2018). The Cronbach index obtained was α = 0.90 for the whole test, with indexes of α = 0.69 for emotion, α = 0.91 for situational agreement, and α = 0.81 for solutions. Analyses of content and internal structure validity have shown satisfactory results. The Cronbach index is alpha = 0.63 for the test as a whole in the current sample of participants.
EFs measures
Working Memory Index of the WISC-IV (Wechsler, 2005). Comprised of two subtests, assesses the capacity for retaining and storing information, and for mentally operating with this information, transforming it and generating new information. Digits: 16 numerical series that increase in difficulty. The subject must reproduce after listening to them one time only in direct or indirect order. Letters and Numbers: 30 alpha-numeric series that increase in difficulty, and which the subject must reproduce after listening to them one time only by repeating the numbers in chronological order, followed by the letters in alphabetical order. The average reliability coefficient for Digits and for Letters and Numbers is 0.84 and 0.89 for the working memory index. Analyses of content and internal structure validity have shown satisfactory results. The Cronbach index is alpha = 0.82 for the working memory index in the current sample of participants.
Wisconsin Card Sorting Test–64 Card Version (WCST–64; Kongs, Thompson, Iverson & Heaton, 2000). The WCST-64 uses only the first 64 cards of the WCST, and maintains the administration criteria and purpose of the standard WCST (Heaton, 1981). This test measures executive functions –such as strategic planning, cognitive flexibility, inhibitory control and perseverance, and self-regulation- category formation and environmental feedback to shift cognitive sets. It is applicable from the ages of 6 1/2 and 89 and it takes around 20-25 minutes. Participants have to sort the cards following some matching-criteria (color, shape, number), as a function of the experimenter’s feedback (that is, the participant was told whether a particular match is right or wrong). The matching-criteria changed after 10 consecutive correct matches, but without explicit instruction to the participant. As a measure, we used the number of correct answers, that is, number of right matches. Like the standard version, this test also obtains good reliability and validity data (Greve, 2001). For the current sample of participants the Cronbach index is alpha = 0.61.
Stroop: Color and Word test (Golden, 2006). This test is a measure of switching ability and involves inhibitory control, assessing, and attentional control. It is applicable in ages 7 to 80, and consists of three tasks with duration of 45 seconds each. These tasks are word reading (Stroop-Word), color naming (Stroop-Color), and color-word (Stroop-Word/Color), where he or she must name the color of the typeface, ignoring any conflict with the word meaning. An interference index is also obtained (Stroop-Interference), measuring interference in the subject and his or her attention control. Test-retest reliability is .89 for Stroop-Word, .84 for Stroop-Color, .73 for Stroop-Word/Color and .70 for Stroop-Interference (Golden, 2006). The Cronbach index is alpha = 0.78 for the test as a whole in the current sample of participants.
Intelligence measures
WISC-IV (Wechsler, 2005). The scale consists of 15 subtests which assess the intellectual capacity of children between the ages of 6 and 16. It produces four composite indexes –perceptual reasoning, verbal comprehension, working memory and processing speed and a total IQ score that reflects the child’s general cognitive capacity. Reliability data on the core indices falls between .84 and .95 with an average stability coefficient of .85. Analyses of content and internal structure validity have shown satisfactory results. For the current sample of participants the Cronbach index is alpha = 0.93.
Procedure
Firstly, permission was obtained from the Human Research Ethics Committee at the University of XXXXXXX. Subsequently, we select different public and subsidized-private schools in several cities in XXXXXXX and gifted associations (to recruitment children for High IQ group) in areas with medium socio-economic status. Voluntary participation was requested in order to select the participants. After agreeing to participate, informed consent was obtained from the children’s parents before including them in the study. Moreover, before doing tasks children gave oral consent. 
The evaluation was done over 3 weeks, with one session per week. Participants were individually assessed in two sessions of approximately forty-five minutes each. The WISC-IV, WCST-64 and Stroop were administered in these sessions. The ESCI was administered in one small group session of around forty-five minutes. Test application was counterbalanced between sessions.

Design and data analysis 
An ex post facto design was used. In order to explore the relationship between intelligence and sex and ISs measures (Social Comprehension Index and ESCI constructs) and EFs measures (Working Memory Index, WCST-Correct Answers and Stroop measures), we performed for each dependent variable an univariate analysis of variance (ANOVA) with two factors (sex and IQ) and age as covariate. In case of significant sex*IQ interaction we performed pairwise comparison with Sidak correction.
We used the SPSS statistical package version 21.0.
Results
The main aim of the study was to explore the relationship between intelligence and sex with ISs measures and EFs measures in children in order to clarify the relationship between them. 
Regarding age as a covariate, the ANOVA results presented in Table 1-Age (Covariate) column show significant influence with small effect size in ISs measures – ESCI-E (p = .745), ESCI-SA (p = .108) and ESCI-S (p = .0001)- and in EFs measures –WCST-Correct Answer (p = .0001), Color (p = .0001) and Stroop-Interference (p = .104)-.
For the first specific objective, which is focused on determining whether high intelligence means better or worse ISs and EFs, the Average IQ vs. High IQ groups were compared. The ANOVA results presented in Table 1-IQ Group column show significant differences with medium and large effect size in ISs measures –Social Comprehension Index (p = .0001), and ESCI-S (p = .0001)- but no in ESCI-E (p = .745) and ESCI-SA (p = .108) measures and in all the EFs measures –Working Memory (p = .0001), WCST-Correct Answer (p = .0001), Stroop-Word (p = .0001), Color (p = .0001) and Word/Color (p = .0001)- except Stroop-Interference (p = .104). With these results, our hypothesis was confirmed since the differences are in favor of the High IQ group.

 [Insert Table 1 about here]

For the second specific objective, which sought to establish the relationship on sex in the skills evaluated, boys and girls were compared. For the total sample, the ANOVA results presented in Table 1-Sex column show no significant differences in all IS measures and most of EFs measures except Stroop-Color (p = .017) and Word/Color (p = .007) with small effect size and higher scores for boys. With regard to sex*IQ interaction, ANOVA results (Table 1-Sex*IQ Interaction column) show significant interaction in ESCI-SA (p = .044) of ISs measures and in Working Memory (p = .028), Stroop-Word (p = .042), Color (p = .001) and Word/Color (p = .005) of EFs measures with small effect size. 
Therefore, we made pairwise comparisons using Sidak correction on these variables. Results of one-way ANOVA, shown in Table 2 for sex comparison in each IQ group, report significant differences between boys and girls in High IQ group in all measures with small effect size and higher scores for boys. However, no significant differences were found in Average IQ group (see High IQ Boys vs. High IQ Girls column). For its part, results for IQ group comparison in each sex show significant differences in all measures in both boys and girls comparisons with small, medium and large effect size and higher scores for High IQ group. With these results, our hypothesis was partially confirmed since boys of High IQ group have better scores than girls in EFs measures, but girls have no better ISs than boys.
[Insert Table 2 about here]
Discussion
Taking into account the importance of understanding the relationships between ISs, EFs, intelligence and sex in order to support individual differences and design educational programmes; the general objective of this study was to explore these relationships in children in order to try to clarify their significance. 

The first specific objective was aimed at determining whether high intelligence means better ISs and EFs. After comparing children with average and high IQ, the results showed better abilities in children with high IQ for all measures, except in the ESCI-E and ESCI-SA for ISs and Stroop-Interference for EFs which were similar. 
Therefore, the results of this study stand with studies by authors such as Borges del Rosal et al. (2011), Gómez-Pérez et al. (2014) and Košir et al. (2016), who found similar or better abilities in highly intelligent children. This superiority, alongside the fact that weaknesses were not found regarding children of average intelligence, will therefore place our study together with those which consider high intelligence or high abilities to be a protection or resilience factor rather than a risk factor (Perham, 2012; Wiley, 2020). 

Regarding measures where similar results were obtained in both groups, the obtained parity in the ESCI-E measure does not seem especially relevant to us because it is a fairly simple test which rather than showing a difficulty or lower ability in identifying emotions in children with high IQ, may be showing a good performance in children of average IQ. Conversely, the parity in ESCI-SA measure, which evaluates the degree to which the person determines the causes of the conflict, seems to agree with studies such as Eren et al. (2018) and Perham (2012) where gifted children show difficulties in social adaptation and interpersonal relationships. In the same way, the parity in the Stroop-Interference measurement, which evaluates inhibitory control, is considered of greater interest and was observed to be consistent with the meta-analysis performed by Viana-Sáenz et al. (2020) where no relationship was found between inhibitory control and intelligence, that is to say, differences in inhibition between children with high and average intellectual skills.
Meanwhile, the second specific objective of the study focused on establishing whether there were different profiles in ISs and EFs depending on sex in high and average IQ. The results showed no differences in Average IQ group and differences in High IQ boys with better scores in ESCI-SA, Working Memory, Stroop-Word, Color and Word/Color. Based on this, it can be concluded that the differences in children with high intelligence related to sex appear in the EFs processes (working memory, self-regulation, and inhibition). About ESCI-SA measure, although it is considered to be an IS measure, it is closely connected to the EFs. Because determines the causes of the conflict involves that the individual collect information carefully and systematically in order to define and formulate the problem (Chang et al., 2009; Leshner et al., 2013). This requires organizational thinking about a complex task for which there is no automatic behavior, an ability involved in different EFs processes (Baggetta & Alexander, 2016; Blijd-Hoogewys et al., 2014; Diamond, 2013). 
However, regarding ISs, our study show results close to the study by Košir et al. (2016) which did not find any differences between sexes in social adjustment and relationships with equals in gifted population, and unlike those which show better pro-social abilities in girls (Eren et al., 2018; Kret & Gleder, 2012; Perham, 2012). Thus, at least in part our results seem to support the idea that there are different intelligence profiles according to sex (Keith et al., 2008; Li et al., 2016), highlighting the superiority of boys in EFs and attribution of causes, but not girls in social competence and emotion recognition (Abdulla et al., 2020; Kret & Gleder, 2012; Voyer et al. 2017; Widen & Russell, 2010; Wong & Yeung, 2019). 
Therefore, the results show boys superiority in processes involved in problem solving. This may explain their high proportion in samples of gifted children or at least their greater interest in planning and control processes, which lead to them being successful at school tasks. However, highly intelligent girls, who seem to be superior to boys in interpersonal abilities when they are evaluated by third parties (Eren et al., 2018; Perham, 2012), do not show better performance than boys with direct performance measures. Thus, it should be considered whether this feminine superiority is due more to an observer stereotype (normally parents or teaching staff) or to girls’ ability to adapt to the context being perceived by others to mean having better social skills.
Finally, we must not forget the practical implication of the results obtained. Therefore, although high intelligence is considered within the resilience approach (Perham, 2012; Wiley, 2020) this does not mean that the needs of these students should not be met. Far from it, instead they show that educational programmes should be focused both on promoting strengths as well as strengthening areas of weakness. For example, this occurs in the case of attribution of causes or inhibitory control, which in this study shows average measures in children of high intellectual ability. Moreover, as previously discussed, the possible underestimation of women in the detection of high abilities should be considered, which would require a more thorough analysis of the differences between sexes in EFs. It is therefore likely that there is a bias in the assessment of these skills towards a type of masculine processing, or perhaps this ability is less developed in women with high abilities, or maybe it depends on the kind of tasks used in the assessment.
Lastly, this study has some limitations which mean we should understand the results obtained with some caution. Mainly we refer to the sample size which was not matched for Average and High IQ groups. In addition, sex subgroups with a smaller number of subjects were obtained, especially in the group of girls. Lastly, it is worth mentioning that a greater variety and diversity of measures for both ISs and EFs would have helped to clarify the meaning of the relationship between variables to a greater extent. Similarly, we think that the inclusion not only of direct performance measures but also measures based on third-party reporting could have provided information regarding possible evaluator bias and the discrepancy between the two types of measure. 
Conclusions
In conclusion, the set of results presented here deliver interesting assumptions about relationships between ISs, EFs, intelligence and sex. Therefore, this study:

(1) Confirms both the influence of intelligence and sex on the skills studied and the relationship between them.

(2) Regarding the risk vs. resilience debate for gifted children, it is positioned next to the resilience approach.

(3) With regard to sex, it shows that only in a highly intelligent population sex have influences. 

These conclusions must be taken into consideration in practice mainly in:

(1) High abilities detection, trying to overcome underestimation of women. Thus, during assessment it is necessary to try to minimize the possible tests effects or masculine processing bias.
(2) Educational care, namely in educational programmes to support students with high abilities. It is important taking into account both the specific requirements of this population and the specific requirements of boys and girls within the population.

Finally, as future lines of research, we consider it highly relevant to continue studying skills differences in relation to sex and upbringing context, given the importance of adapting learning to potential at all times. In addition, it is important to clarify the possible underestimation of women in the detection of high abilities.
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Table 1

Means, Standard Deviations, and Univariate Analyses of Variance with two factors –sex and IQ- and age as covariate in Interpersonal Skills (ISs) and Executive Functions (EFs).
	Variable
	Descriptive data per group
	Univariate analysis

	
	Boys

(n=80)
	Girls

(n=41)
	Average IQ

(n=76)
	High IQ

(n=45)
	IQ Group
	Sex
	Sex*IQ 

Interaction
	Age 

(Covariate)

	
	M
	SD
	M
	SD
	M
	SD
	M
	SD
	F(1,116)
	η2p
	s.p.
	F(1,116)
	η2p
	s.p.
	F(1,116)
	η2p
	s.p.
	F(1,116)
	η2p
	s.p.

	ISs measures

	SC
	23.74
	6.85
	24.26
	6.50
	19.71
	4.13
	31.03
	3.41
	208.74**
	.64
	1
	0.29
	.01
	.08
	0.82
	.15
	.01
	0.31
	.01
	.09

	ESCI-E
	13.01
	2.51
	12.49
	2.76
	12.75
	2.79
	12.99
	2.25
	0.11
	.06
	.01
	0.61
	.01
	.12
	0.07
	.01
	.05
	7.87**
	.06
	.80

	ESCI-SA
	36.85
	6.21
	35.09
	7.31
	35.23
	6.59
	37.99
	6.39
	2.62
	.02
	.36
	2.28
	.02
	.32
	4.13*
	.03
	.52
	23.74**
	.17
	.99

	ESCI-S
	9.27
	2.80
	8.81
	3.35
	8.23
	3.14
	10.61
	2.00
	21.03**
	.15
	.99
	0.38
	.01
	.09
	0.02
	.00
	.05
	29.79**
	.20
	1

	EFs measures

	WM
	105.61
	22.76
	105.78
	20.81
	91.76
	12.45
	129.16
	12.71
	215.70**
	.65
	1
	1.58
	.01
	.24
	4.98*
	.04
	.60
	1.37
	.01
	.21

	WCST-CA
	39.19
	13.14
	40.59
	12.04
	34.42
	11.02
	48.51
	10.43
	46.65**
	.29
	1
	0.53
	.01
	.11
	0.88
	.01
	.15
	5.61*
	.05
	.65

	Stroop-W
	48.51
	8.32
	48.74
	5.73
	45.60
	6.24
	53.64
	6.80
	34.86**
	.23
	1
	0.73
	.01
	.14
	4.22*
	.04
	.53
	2.08
	.02
	.30

	Stroop-C
	50.78
	10.31
	49.79
	7.18
	46.32
	5.83
	57.40
	10.07
	53.82**
	.32
	1
	5.87*
	.05
	.67
	11.40**
	.09
	.92
	14.20**
	.11
	.96

	Stroop-W/C
	50.99
	9.29
	48.74
	6.70
	46.62
	5.03
	56.31
	9.77
	41.42**
	.26
	1
	7.49**
	0.6
	.78
	8.13**
	.07
	.81
	0.01
	.00
	.05

	Stroop-I
	51.69
	7.48
	49.06
	6.08
	49.84
	6.25
	52.42
	8.22
	2.68
	.02
	.36
	3.75
	.03
	.48
	0.88
	.01
	.15
	8.46**
	.07
	.82.


Note: SC = Social Comprehension Index – WISC–IV. ESCI = Assessment of Interpersonal Conflict Solving [Evaluación de Solución de Conflictos Interpersonales]; E = Emotions; SA = Situational Agreement; S = Solutions. WM = Working Memory Index – WISC-IV. WCST_CA = Wisconsin Card Sorting Test-64 Correct Answers. Stroop Color and Word Test; W = Word; C = Color; W/C = Word/Color; I = Interference.

*p < .05. **p < .01

Table 2
Means, Standard Deviations, and Pairwise Comparisons in study variables with significant Sex*IQ Interaction
	Variable
	Descriptive data per group
	Univariate analysis

	
	Average IQ
	High IQ
	Sex comparison in IQ group
	IQ group comparison in Sex

	
	Boys

(n=52)
	Girls

(n=24)
	Boys

(n=28)
	Girls

(n=17)
	Average IQ Boys vs. Average IQ Girls
	High IQ Boys vs. High IQ Girls
	Average IQ Boys vs. High IQ Boys
	Average IQ Girls vs. High IQ Girls

	
	M
	SD
	M
	SD
	M
	SD
	M
	SD
	F(1,116)
	η2p
	s.p.
	F(1,116)
	η2p
	s.p.
	F(1,116)
	η2p
	s.p.
	F(1,116)
	η2p
	s.p.

	ISs measures

	ESCI-SA
	35.30
	6.65
	35.06
	6.60
	39.74
	3.99
	35.12
	8.43
	0.17
	.00
	.07
	5.18*
	.05
	.62
	9.46*
	.08
	.86
	0.07
	.00
	.06

	EFs measures

	WM
	91.15
	11.76
	93.08
	14.01
	132.46
	10.20
	123.71
	14.75
	0.59
	.01
	.12
	5.02*
	.04
	.60
	203.00**
	.64
	1
	60.07**
	.34
	1

	Stroop-W
	45.04
	6.86
	46.80
	4.52
	54.96
	6.88
	51.47
	6.25
	0.90
	.01
	.16
	3.48*
	.03
	.46
	44.91**
	.28
	1
	5.75*
	.05
	.66

	Stroop-C
	45.67
	6.07
	47.73
	5.12
	60.25
	9.89
	52.71
	8.71
	0.55
	.01
	.11
	13.87**
	.11
	.96
	81.344**
	.41
	1
	6.09*
	.05
	.69

	Stroop-W/C
	46.58
	5.37
	46.73
	4.29
	59.18
	9.53
	51.59
	6.70
	0.01
	.00
	.05
	12.89**
	.10
	.95
	61.14**
	.35
	1
	4.98*
	.04
	.60


Note: ESCI = Assessment of Interpersonal Conflict Solving [Evaluación de Solución de Conflictos Interpersonales]; SA = Situational Agreement. WM = Working Memory Index – WISC-IV. Stroop Color and Word Test; W = Word; C = Color; W/C = Word/Color.

*p < .05. **p < .01

