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Objective: This study aimed to determine the effectiveness of an indigenous life
skills training program in improving cognitive emotion regulation strategies and
the perceived course of interpersonal relationships within the coach-athlete—
parent triad among adolescent football players.

Methods and Materials: This applied study employed a longitudinal quasi-
experimental design with repeated measurements. The statistical population
consisted of 14-year-old football players from a football academy, of whom data
from 22 participants meeting the inclusion and exclusion criteria were included
in the final analysis. The intervention comprised 12 twenty-minute life skills
training sessions developed through a participatory action research approach and
delivered immediately before technical and tactical football practices. Data were
collected at multiple measurement points using the Cognitive Emotion Regulation
Questionnaire and a questionnaire assessing positive and negative processes
within coach-athlete—parent relationships. Statistical analyses were conducted
using repeated-measures analysis of variance followed by Bonferroni-adjusted
pairwise comparisons to examine changes across the pretest, posttest, and follow-
up assessments.

Findings: Repeated-measures analysis revealed a statistically significant effect
of time on all study outcomes (p < .001). Adaptive cognitive emotion regulation
strategies increased significantly following the intervention, with an effect size of
81.8%, whereas maladaptive emotion regulation strategies decreased
significantly, with an effect size of 83.9%. Negative processes within coach—
athlete—parent relationships also showed a significant decline across measurement
occasions, accounting for 60.5% of the observed variance, and this improvement
remained stable during the follow-up period. Positive interpersonal relationship
processes increased significantly from pretest to posttest and demonstrated an
additional statistically significant improvement between the posttest and follow-
up assessments, with an effect size of 72.4%. Overall, the inferential findings
indicated both immediate and sustained intervention effects on emotional
regulation and interpersonal relationship processes.
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Conclusion: Integrating culturally adapted life skills training into routine football
practice may provide an effective and sustainable approach to strengthening
adaptive emotion regulation, reducing maladaptive cognitive responses, and
improving the quality of coach—athlete—parent relationships among adolescent
football players. The persistence and continued development of several outcomes
during follow-up further support the incorporation of such programs into youth
football development systems.

Keywords: Life Skills, Cognitive Emotion Regulation, Coach—Athlete—Parent
Relationship, Youth Football, Positive Youth Development

1. Introduction

dolescence is a developmental period characterized

by substantial biological, cognitive, emotional, and
social changes that collectively reshape the way young
people perceive themselves, regulate affect, respond to
stress, and interact with significant others. During this
period, adolescents become increasingly capable of abstract
reasoning, self-reflection, and future-oriented thinking, yet
their emotional and behavioral regulation systems are still
developing, producing a developmental context in which
intense affective experiences may coexist with incomplete

regulatory  capacities  (Steinberg, = 2005).  These
developmental characteristics make adolescence a
particularly important period for preventive and

developmental interventions designed to strengthen self-
awareness, adaptive coping, decision-making,
communication, and emotion-management capacities before
maladaptive behavioral patterns become consolidated.
Educational and psychosocial programs that target such
competencies may therefore have consequences not only for
immediate emotional adjustment but also for interpersonal
functioning, school engagement, sport participation, and
broader psychosocial development. The conceptual
foundation for such interventions is closely aligned with the
life skills framework proposed by the World Health
Organization, which emphasizes a set of psychosocial
abilities enabling individuals to deal effectively with the
demands and challenges of everyday life, including
decision-making, problem solving, creative and critical
thinking,  effective =~ communication, interpersonal
relationships, self-awareness, empathy, coping with
emotions, and coping with stress (World Health, 1994).
Within adolescence, life skills training is particularly
relevant because these competencies address developmental
tasks that are simultaneously intrapersonal and
interpersonal. Recent educational research has similarly
suggested that structured training programs can strengthen
self-efficacy, decision-making, emotion management, and
related adaptive psychological resources among adolescents

and school-age populations (Moshat Shahjouyi &
Hasanvand, 2024; Obeidavi et al., 2024; Zayed & Mohamed,
2025). Consequently, life skills education may be
understood not merely as an educational supplement, but as
a developmental intervention capable of supporting
adolescents in managing the emotional, social, and
behavioral demands associated with transition into later
adolescence and adulthood.

One of the most important psychological mechanisms
through which life skills may influence adolescent
adjustment is emotion regulation. Emotion regulation refers
broadly to the processes through which individuals monitor,
evaluate, modify, or maintain emotional experiences and
responses in accordance with situational demands and
personal goals. Cognitive emotion regulation is especially
important because it concerns the ways people cognitively
interpret and manage emotionally arousing experiences after
they occur. Garnefski et al. identified a range of cognitive
strategies used in response to negative or stressful life
events, distinguishing relatively adaptive strategies such as
acceptance, positive refocusing, refocus on planning,
positive reappraisal, and putting into perspective from more
maladaptive strategies such as self-blame, other-blame,
rumination, and catastrophizing (Garnefski et al., 2001).
This distinction is particularly relevant during adolescence,
when individuals encounter increasing academic, family,
peer, and performance-related demands but may not yet
possess fully developed regulatory repertoires. Reliance on
maladaptive cognitive strategies can intensify emotional
distress, prolong negative affect, and interfere with effective
problem solving, whereas adaptive strategies may enable
adolescents to reinterpret stressful events, maintain
perspective, identify actionable responses, and recover more
efficiently from setbacks. Life skills interventions may
influence these processes by making automatic cognitive
reactions more explicit and by teaching adolescents to
replace rigid, catastrophic, self-critical, or blame-oriented
interpretations with more flexible forms of appraisal and
planning. Recent intervention evidence has reinforced this
proposition. For example, comparison of compassion-

JAYPS

ath Poymbeghod Smio

E-ISSN: 2981-2526


https://portal.issn.org/resource/ISSN/2981-2526

J 4A \' PS Wahabiyan et al.

focused therapy and Islamic life skills training among
adolescents with internet addiction indicated that life skills-
oriented approaches can improve cognitive emotion
regulation strategies, highlighting the potential relevance of
culturally grounded programs for adolescent emotional
functioning (Alizadeh et al., 2025). Likewise, educational
programs emphasizing self-awareness and emotion
management have been associated with improvements in
children's understanding and regulation of emotional
experiences (Moshat Shahjouyi & Hasanvand, 2024). These
findings support the view that emotion regulation can be
taught and strengthened through structured developmental
experiences rather than being treated solely as an individual
trait.

The potential value of life skills training may be
especially pronounced in sport settings because sport
constitutes a naturally occurring environment in which
emotional challenges, interpersonal demands, goal pursuit,
competition, failure, cooperation, and feedback are
repeatedly experienced in real time. Youth sport exposes
participants to moments of success and disappointment,
competitive pressure, mistakes, coach evaluation, parental
expectations, peer comparison, selection decisions, and the
need to function cooperatively within a team. These
experiences can generate emotionally demanding situations,
but they also create repeated opportunities for learning
psychological and social competencies. Long before
contemporary positive youth development frameworks
became prominent, psychological skills training research
demonstrated that structured mental training could improve
athletes' psychological functioning and performance-related
responses. Daw and Burton showed that comprehensive
psychological skills training could be systematically
incorporated into collegiate sport, providing early evidence
that athletes can acquire and apply mental competencies
through planned intervention (Daw & Burton, 1994).
Similarly, Thelwell and Greenlees demonstrated that a
mental skills training package could improve psychological
and performance-related outcomes in athletic contexts,
further supporting the trainability of psychological skills
within sport participation (Thelwell & Greenlees, 2001).
These studies helped establish sport as more than a physical
activity context; it can also operate as an educational
environment in which athletes learn self-regulation, goal
setting, concentration, coping, communication, and other
competencies that extend beyond technical sport
performance.

Journal of Adolescent and Youth Psychological Studies 8:5 (2027) 1-16

This developmental potential has been elaborated within
the literature on positive youth development through sport.
Gould and Carson argued that sport can provide a powerful
context for life skills development when such skills are
deliberately taught, reinforced, and connected to experiences
beyond the sporting environment (Gould & Carson, 2008).
Importantly, sport participation alone does not guarantee
positive developmental outcomes. The quality of the sport
environment, coaching practices, interpersonal climate,
opportunities for reflection, and intentionality of life skills
teaching  determine  whether  experiences become
developmentally constructive. This distinction between
implicit exposure and explicit life skills education is central
to contemporary youth sport research. Systematic evidence
indicates that well-designed sport programs can contribute
to positive youth development, including psychosocial
competence, leadership, personal responsibility, emotional
skills, and social development, particularly when
interventions move beyond technical training and explicitly
incorporate developmental objectives (Bean et al., 2018). A
systematic review of adolescents' sport participation and
socioemotional learning similarly showed that sport has
considerable potential to support the development of
competencies such as self-awareness, relationship skills,
emotional regulation, and responsible decision-making
when supportive contextual and pedagogical conditions are
present (Jacobs et al., 2022). Thus, sport represents a
potentially effective delivery setting for life skills training
because learning can occur in close proximity to the
situations in which emotional and interpersonal skills are
actually needed.

The transfer of skills learned in sport to other areas of life
is, however, a critical consideration. A psychological skill
demonstrated on the football field cannot automatically be
assumed to generalize to home, school, friendships, or future
occupational settings. Camiré et al. conceptualized life skills
transfer as a process through which competencies learned in
sport are intentionally recognized, adapted, and applied in
nonsport contexts (Camiré et al., 2012). From this
perspective, transfer is strengthened when young athletes
understand not only how to perform a skill but also why it
matters, where else it can be used, and how its application
may differ across contexts. For example, cognitive
reframing used after a missed scoring opportunity can also
be applied following an academic failure; active listening
practiced when receiving coaching feedback can support
family communication; and conflict-resolution strategies
used with teammates may be relevant to peer and parent
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relationships. Consequently, life skills interventions
embedded in sport should include explicit mechanisms for
reflection, rehearsal, contextual adaptation, and transfer.
This is particularly important in adolescent football, where
training sessions occur repeatedly, social interactions are
intensive, and performance feedback is immediate.
Embedding brief life skills components immediately before
technical and tactical practice may therefore facilitate
experiential reinforcement by allowing athletes to apply
newly learned competencies during the same training
environment in which stress, competition, cooperation, and
feedback naturally occur.

Football also presents a distinctive interpersonal ecology
because young athletes typically develop within a relational
system involving at least three central actors: the athlete, the
coach, and the parent. The quality of interactions among
these parties can shape motivation, emotional security, sport
enjoyment, commitment, and developmental experience.
The coach may serve simultaneously as an instructor,
evaluator, authority figure, and source of emotional support,
while parents often influence participation through logistical
support, encouragement, expectations, evaluation, and
emotional reactions to performance. The athlete must
therefore navigate two influential adult relationships that
may be mutually supportive, inconsistent, or conflictual.
Lisinskiene et al. conceptualized this dynamic as the coach—
athlete—parent relationship and developed the Positive and
Negative  Processes in the Coach—Athlete—Parent
Questionnaire to quantify athletes' perceptions of supportive
and problematic interactions within this triadic system
(Lisinskiene et al., 2019). Positive processes include
dimensions such as emotional support, constructive
communication, understanding, and relational closeness,
whereas negative processes encompass conflict, pressure,
control, and tension. This framework is especially useful for
youth sport research because it shifts attention away from
isolated dyadic relationships and recognizes that adolescent
sport participation unfolds within an interconnected
relational network. Improvements in an athlete's
communication, emotional control, self-awareness, and
conflict-management skills may therefore affect not only the
athlete's internal emotional functioning but also the broader
pattern of interaction within the sport triad.

The connection between emotion regulation and
interpersonal relationships is particularly important in
competitive youth sport. An adolescent who responds to
errors with rumination, catastrophizing, or self-blame may
be more vulnerable to frustration, withdrawal, anger, or
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defensive reactions toward coaches and parents. Conversely,
an athlete who can positively reappraise a setback, refocus
on planning, communicate needs assertively, and manage
physiological and cognitive arousal may be better positioned
to receive feedback and maintain constructive relationships
during emotionally charged situations. From a broader
psychosocial perspective, emotional intelligence, empathy,
and conflict-resolution competencies are closely connected
with life satisfaction and interpersonal adaptation,
suggesting that emotional and relational skills function as
interdependent rather than isolated domains (Khan et al.,
2025). This interdependence is directly relevant to life skills
interventions. Training that improves emotion regulation
may reduce the likelihood that disappointment is expressed
through interpersonal conflict, while communication and
problem-solving training may simultaneously create a
relational context that supports more effective emotional
regulation. Similarly, educational interventions during
adolescence have emphasized the importance of
simultaneously addressing emotional, moral, and academic
development rather than conceptualizing these dimensions
as separate developmental processes (Obeidavi et al., 2024).
Within sport, an integrated life skills approach may therefore
be particularly useful because athletes are required to
regulate themselves while continuously interacting with
coaches, teammates, and parents.

The design of culturally and contextually relevant life
skills programs also warrants attention. Many established
psychological interventions are developed in settings that
differ considerably in social expectations, coaching culture,
family involvement, and communication norms from those
in which they are subsequently implemented. Although core
life skills such as emotion regulation, problem solving, and
interpersonal communication may be broadly applicable, the
situations through which they are taught, the meanings
attached to coach and parent authority, acceptable forms of
emotional expression, and common sources of sport-related
conflict may vary across cultural and institutional contexts.
A locally developed intervention can therefore improve
ecological validity by incorporating the actual experiences
and needs of participants. This principle is consistent with
the broader life skills literature, which emphasizes
purposeful design rather than assuming that generic sport
participation  automatically ~ produces  transferable
psychosocial competencies (Bean et al., 2018; Gould &
Carson, 2008). It is also compatible with contemporary
evidence supporting culturally grounded psychological and
educational interventions for adolescents, including life
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skills-based approaches targeting cognitive emaotion
regulation (Alizadeh et al., 2025). A program informed by
participatory needs assessment among athletes, coaches, and
parents may be particularly well suited to identifying the
emotionally salient experiences that occur in a specific
football environment and converting these experiences into
practical training scenarios.

Another methodological issue concerns the temporal
course of intervention effects. Much of the value of
developmental programming depends not only on whether
participants improve immediately after training but also on
whether gains are sustained after formal instruction ends.
This question is especially relevant for life skills because
their intended outcome is functional application over time
rather than short-term knowledge acquisition. Research on
psychological skills training in sport has historically
emphasized repeated practice and integration into athletic
routines, recognizing that psychological competencies
develop through rehearsal, feedback, and consolidation
rather than a single instructional exposure (Daw & Burton,
1994; Thelwell & Greenlees, 2001). Similarly, the positive
youth development literature emphasizes sustained
opportunities to practice, reflect on, and transfer skills across
environments (Camiré et al., 2012; Jacobs et al., 2022).
Repeated-measures designs with follow-up assessments can
therefore provide information that a simple pretest—posttest
comparison cannot capture. They can reveal whether
improvement is progressive during intervention exposure,
whether gains plateau after a particular stage, whether
improvements decay after training, or whether certain
interpersonal effects continue developing after the formal
program ends. For coach—athlete—parent relationships in
particular, delayed effects may be plausible because
adolescents may require time to apply communication and
conflict-management strategies repeatedly before stable
relational changes become perceptible.

Despite the theoretical compatibility among life skills
education, emotion regulation, positive youth development,
and interpersonal functioning in sport, important gaps
remain. Existing studies have demonstrated the value of life
skills and socioemotional learning in educational and sport
contexts (Bean et al., 2018; Jacobs et al., 2022; World
Health, 1994), documented the relevance of cognitive
emotion regulation in adaptation to stressful experiences
(Garnefski et al., 2001), and highlighted the coach—athlete—
parent relationship as a central element of youth sport
development (Lisinskiene et al., 2019). However, fewer
studies have simultaneously evaluated intrapersonal
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emotional regulation and relational processes within the
coach—athlete—parent triad as outcomes of the same
culturally adapted sport-based life skills intervention.
Furthermore, there remains a need for longitudinal evidence
examining how these outcomes change across multiple
measurement occasions rather than only before and
immediately after intervention. An intervention embedded
directly within routine football practice may offer a
particularly ecologically valid strategy because it allows
emotional and interpersonal competencies to be taught in
close temporal proximity to their practical application. Such
an approach also aligns with developmental models that
frame sport as a context for intentional life skills learning
and transfer rather than as a setting in which positive
development is assumed to occur automatically (Camire et
al.,, 2012; Gould & Carson, 2008). By integrating self-
awareness, adaptive cognitive regulation, reduction of
maladaptive responses, communication, conflict resolution,
goal setting, and transfer strategies, a sport-specific life skills
program may simultaneously strengthen athletes' internal
regulatory capacities and improve the interpersonal climate
surrounding their participation.

Accordingly, the present study aimed to determine the
effectiveness of an indigenous sport-based life skills training
program on adaptive and maladaptive cognitive emotion
regulation strategies and positive and negative coach—
athlete—parent relationship processes among adolescent
football players across pretest, posttest, and follow-up
assessments.

2.  Methods and Materials
2.1.  Study Design and Participants

The present study was an applied investigation employing
a longitudinal, single-group quasi-experimental design with
repeated measurements at three assessment points: pretest,
posttest, and a two-month follow-up. The study was
conducted among 14-year-old male football players enrolled
in a foothall academy. Because the intervention was
designed as a developmental and educational program and
withholding the training from eligible athletes was
considered undesirable from both practical and ethical
perspectives, the life skills training program was delivered
to all 25 players who were actively participating in the
academy at the beginning of the study. Nevertheless,
predefined inclusion and exclusion criteria were applied to
determine the participants whose data were eligible for the
final statistical analyses, thereby increasing methodological
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consistency and reducing the potential influence of
incomplete exposure to the intervention or missing
measurements. The inclusion criteria consisted of official
membership in the academy's 14-year-old age category, at
least two years of experience in structured sports
participation, and provision of written informed consent by
both the adolescent athlete and a parent or legal guardian.
Participants were excluded from the statistical analysis if
they were absent from more than two intervention sessions,
experienced a severe sports injury resulting in withdrawal
from regular training during the intervention period, or failed
to complete the study questionnaires at any of the three
assessment points. After applying these criteria, complete
data from 22 male adolescent football players were included
in the final analyses. Prior to commencement of the study,
written informed consent was obtained from the
participating athletes and their parents. Participants were
informed about the purpose and procedures of the research,
the voluntary nature of participation, and their right to
withdraw from the study at any stage without adverse
consequences. They were also assured that all collected
information would remain confidential and that
questionnaires and statistical records would be coded
without recording participants' names or other directly
identifying information. The pretest assessment was
administered before the commencement of the life skills
training program, the posttest was conducted following
completion of the 12-session intervention, and the follow-up
assessment was performed two months after the intervention
to examine the maintenance of intervention-related changes.

2.2. Measures

The Cognitive Emotion Regulation Questionnaire
(CERQ), developed by Garnefski et al. (2001), was used to
assess cognitive strategies employed by participants when
responding to stressful, threatening, or emotionally
challenging experiences. The CERQ is a 36-item self-report
instrument in which responses are rated on a five-point
Likert scale ranging from 1 (almost never) to 5 (almost
always). The questionnaire assesses nine cognitive emotion
regulation strategies that can be conceptually classified into
adaptive and maladaptive domains. Adaptive cognitive
emotion regulation strategies include acceptance, positive
refocusing, refocus on planning, positive reappraisal, and
putting into perspective, whereas maladaptive strategies
include  self-blame,  other-blame, rumination, and
catastrophizing. Higher scores on each domain indicate
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greater reliance on the corresponding category of cognitive
emotion regulation strategies. The instrument was selected
because the intervention specifically addressed cognitive
appraisal, emotional awareness, planning, rumination,
catastrophizing, and attributional responses to stressful
events occurring both during football participation and in
everyday life. The CERQ was administered at the pretest,
posttest, and two-month follow-up assessments to determine
changes in adaptive and maladaptive cognitive emotion
regulation over time. Previous research has supported the
psychometric adequacy of the questionnaire and its
translated versions for the assessment of cognitive emotion
regulation. In the present study, internal consistency was
evaluated using Cronbach's alpha. The alpha coefficient was
.84 for the total questionnaire, while coefficients of .81 and
.78 were obtained for the adaptive and maladaptive strategy
domains, respectively, indicating acceptable internal
consistency within the study sample.

The Positive and Negative Processes in Coach—Athlete—
Parent Relationships Questionnaire (PNPCAP), developed
by Lisinskiene et al. (2019), was employed to assess athletes'
perceptions of constructive and problematic interpersonal
processes within the coach—athlete—parent relational system.
The instrument was designed specifically for the youth sport
context and conceptualizes the athlete's developmental
environment as a relational triangle in which coaches,
athletes, and parents interact continuously and can either
facilitate or hinder positive sport experiences. The
questionnaire contains 24 items rated on a five-point Likert
scale and provides scores for two principal dimensions:
positive processes and negative processes. The positive
processes dimension assesses perceived emotional support,
constructive communication, interpersonal closeness,
understanding, and supportive interactions involving the
athlete, coach, and parents. The negative processes
dimension assesses experiences such as interpersonal
conflict, psychological pressure, excessive control, tension,
and other potentially dysfunctional relational patterns
perceived by the adolescent athlete. Higher positive-process
scores reflect a more supportive and constructive relational
climate, whereas higher negative-process scores indicate
greater perceived conflict, pressure, and dysfunctional
interaction within the coach—athlete—parent triad. A Persian
version of the instrument had previously undergone
psychometric evaluation and validation by Eghbali and
Badami (2021). In the present study, the questionnaire was
administered at all three measurement points to examine
both immediate and sustained changes in athletes'
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perceptions of interpersonal relationship processes.
Cronbach's alpha coefficients calculated using the current
sample were .86 for the total instrument, .83 for the positive
processes dimension, and .79 for the negative processes
dimension, demonstrating acceptable internal consistency.

2.3. Intervention

The intervention consisted of an indigenous, sport-based
life skills training program that had previously been
developed through a qualitative participatory action research
approach based on a field-based needs assessment involving
adolescent football players, coaches, and parents. The
program was therefore designed to address the psychosocial
demands encountered by young athletes within their actual
sporting and interpersonal environment rather than
presenting life skills as decontextualized classroom
concepts. The methodological and content quality of the
intervention package was evaluated using the Appraisal of
Guidelines for Research and Evaluation Il (AGREE II)
framework, with scores exceeding 75% across all six quality
domains, indicating satisfactory methodological rigor and
content appropriateness. Findings from the qualitative
development phase were organized into six interconnected
practical skill domains comprising self-awareness, adaptive
emotion regulation, management of maladaptive responses,
interpersonal communication, conflict resolution, and
transfer of learned skills to everyday situations. The
intervention was delivered in 12 sessions, each lasting
approximately 20 minutes, in the football club environment
immediately before the technical and tactical components of
routine training sessions. Sessions were conducted in a
workshop-oriented format incorporating brief instruction,
guided discussion, behavioral rehearsal, role-play, and
practical simulations related to situations commonly
experienced during training and competition. Sessions 1 and
2 focused on self-awareness and emotional recognition,
including identification of emotions such as anger, anxiety,
disappointment, and frustration, recognition of emotional
triggers during competition, and awareness of stressful
interactions involving coaches and parents. Sessions 3 and 4
addressed adaptive cognitive regulation by teaching
cognitive restructuring, positive reappraisal, and the
replacement of dysfunctional interpretations  with
constructive and plan-oriented thoughts. Sessions 5 and 6
targeted maladaptive emotion regulation strategies and
emphasized interruption of rumination following mistakes,
unfavorable referee decisions, or match losses, together with
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strategies for reducing catastrophizing, self-blame, and
blaming others. Sessions 7 and 8 concentrated on effective
interpersonal communication, including active listening to
coaching instructions, constructive reception of parental
feedback, assertive communication, appropriate expression
of needs and emotions, and the use of positive nonverbal
communication. Sessions 9 and 10 focused on conflict
management and problem solving through a structured five-
step problem-solving approach that could be applied under
competitive  pressure, alongside  anger-management
techniques and strategies for resolving interpersonal
disagreements with teammates, coaches, and parents.
Sessions 11 and 12 emphasized motivational goal setting,
development of individualized precompetition routines,
consolidation of previously learned skills, and deliberate
transfer of emotion-regulation, communication, and
problem-solving skills from the football setting to family,
school, and other everyday contexts. The integration of the
intervention immediately before regular football practice
was intended to facilitate ecological learning, provide
opportunities for immediate behavioral application, and
strengthen the transfer and maintenance of acquired skills
beyond the formal training sessions.

2.4. Data Analysis

Data analysis was performed using IBM SPSS Statistics
version 26. Descriptive statistics, including means and
standard deviations, were calculated to summarize study
variables at the pretest, posttest, and two-month follow-up
assessments. Before conducting the primary inferential
analyses, the assumptions required for parametric repeated-
measures procedures were examined. The Shapiro—Wilk test
was used to evaluate the normality of the distributions, while
relevant variance—covariance assumptions were assessed
prior to hypothesis testing. Mauchly's test of sphericity was
conducted to determine whether the sphericity assumption
was satisfied for within-subject effects across the three
measurement occasions; where violations of sphericity were
identified, an appropriate correction to the degrees of
freedom was applied. Changes in adaptive cognitive emotion
regulation, maladaptive cognitive emotion regulation,
positive coach—athlete—parent relationship processes, and
negative coach-athlete—parent relationship processes across
the pretest, posttest, and follow-up assessments were
examined using repeated-measures multivariate analysis of
variance (repeated-measures MANOVA), followed by
corresponding  within-subject analyses for individual
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dependent variables. When significant time effects were
identified, Bonferroni-adjusted pairwise comparisons were
conducted to determine which assessment occasions differed
significantly from one another while controlling for inflation
of the Type | error rate associated with multiple
comparisons. Effect sizes were calculated to estimate the
magnitude of changes attributable to time and the
intervention across the three measurement occasions. All
statistical tests were two-tailed, and the level of statistical
significance was set at p < .05.

Table 1

Journal of Adolescent and Youth Psychological Studies 8:5 (2027) 1-16

3. Findings and Results

Descriptive statistics were first examined to characterize
changes in adaptive and maladaptive cognitive emotion
regulation strategies and positive and negative coach-
athlete—parent relationship processes across the six
measurement occasions, including the pretest, three posttest
assessments, and two follow-up assessments. Table 1
presents the means, standard deviations, and Kolmogorov—
Smirnov normality test results for each study variable at each
measurement occasion.

Descriptive Statistics and Normality Test Results for the Study Variables Across Six Measurement Occasions

Variable Measurement M SD K-S Statistic p
Adaptive emotion regulation strategies Pretest 21.54 1.37 .165 131
Posttest 1 27.13 2.19 161 142
Posttest 2 30.45 2.24 171 .092
Posttest 3 32.45 2.50 .108 .200
Follow-up 1 33.10 291 167 .140
Follow-up 2 32.77 3.50 .140 .200
Maladaptive emotion regulation strategies Pretest 29.77 1.80 .169 .103
Posttest 1 23.95 1.86 .182 .056
Posttest 2 19.64 2.08 .160 147
Posttest 3 17.63 212 .159 .156
Follow-up 1 18.04 2.08 177 .072
Follow-up 2 18.18 2.03 122 .200
Positive coach—athlete—parent relationship processes Pretest 17.68 3.85 179 .064
Posttest 1 21.90 3.11 137 .200
Posttest 2 24.10 3.26 .182 .057
Posttest 3 2541 3.85 .159 157
Follow-up 1 26.04 3.86 .123 .200
Follow-up 2 26.36 4.03 .153 .200
Negative coach-athlete—parent relationship processes Pretest 13.68 2.85 131 .200
Posttest 1 10.27 2.39 112 .200
Posttest 2 7.95 231 129 .200
Posttest 3 6.64 1.70 119 .200
Follow-up 1 7.09 1.74 .158 .165
Follow-up 2 7.27 1.69 .166 .118

As shown in Table 1, adaptive emotion regulation
strategies increased progressively from the pretest (M
21.54, SD = 1.37) to the third posttest (M = 32.45, SD
2.50), after which scores remained relatively stable at the
first (M = 33.10, SD = 2.91) and second follow-up (M =
32.77, SD = 3.50). In contrast, maladaptive emotion
regulation strategies declined substantially from the pretest
(M =29.77, SD = 1.80) to the third posttest (M = 17.63, SD
= 2.12), with only minor changes during the two follow-up
assessments. A comparable pattern was observed for
interpersonal relationships. Positive coach-athlete—parent
relationship processes increased from M = 17.68 (SD = 3.85)

at pretest to M = 26.36 (SD = 4.03) at the second follow-up,
whereas negative relationship processes decreased from M
=13.68 (SD =2.85) at pretest to M = 6.64 (SD = 1.70) at the
third posttest and remained comparatively stable during
follow-up. Furthermore, all Kolmogorov—-Smirnov tests
were nonsignificant (all p > .05), supporting the assumption
of approximate normality across all variables and
measurement occasions.

Before conducting the repeated-measures analyses, the
principal assumptions of the parametric model were
examined. As indicated by the Kolmogorov—Smirnov results
presented in Table 1, none of the distributions differed
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significantly from normality. Mauchly's test, however,
indicated that the assumption of sphericity was violated for
adaptive emotion regulation strategies, W =.034, y*> = 64.31,
p < .001; maladaptive emotion regulation strategies, W =
.006, y* = 97.30, p < .001; positive coach—athlete—parent
relationship processes, W = .033, > = 65.11, p <.001; and
negative coach—athlete—parent relationship processes, W =
.008, ¥2=93.37, p <.001. Accordingly, Greenhouse—Geisser
corrections were applied when evaluating the within-subject
effects. The multivariate tests also demonstrated a
significant effect of time for all four outcomes. For adaptive

Table 2
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emotion regulation strategies, Pillai's trace was .882, F(5,
17) = 183.62, p < .001, partial n? = .882; for maladaptive
strategies, Pillai's trace was .896, F(5, 17) =261.81, p <.001,
partial n? = .896; for positive relationship processes, Pillai's
trace was .780, F(5, 17) = 162.72, p <.001, partial n2 = .780;
and for negative relationship processes, Pillai's trace was
622, F(5, 17) = 61.98, p < .001, partial n? = .622. Wilks'
lambda tests yielded the same substantive conclusions,
indicating that scores changed significantly across the six
assessment occasions for all study variables.

Repeated-Measures Analysis of Variance for Study Outcomes Across Six Measurement Occasions

Variable Correction SS df MS F p Partial p*>  Power
Adaptive emotion regulation strategies Greenhouse—Geisser  2231.697 2.15 1038.74 23593 <.001 .818 1.000
Maladaptive emotion regulation strategies Greenhouse—Geisser  2519.152 2,03  1239.90 32419 <.001 .839 1.000
Positive coach-athlete—parent relationship processes Greenhouse—-Geisser  1208.432  2.67 451.51 183.80 <.001 .724 1.000
Negative coach—athlete—parent relationship processes  Greenhouse—Geisser  806.270 2.06 391.68 109.90 <.001 .605 1.000

As presented in Table 2, the Greenhouse—Geisser-
corrected repeated-measures analyses revealed statistically
significant effects of time for all four study variables.
Adaptive  emotion  regulation  strategies  changed
significantly across measurement occasions, F = 235.93, p <
.001, partial n?> = .818, indicating that approximately 81.8%
of the within-subject variance was associated with changes
over time. Maladaptive emotion regulation strategies
likewise demonstrated a significant time effect, F = 324.19,
p < .001, partial n*> = .839, representing an effect size of

Table 3

83.9%. Significant changes were also observed for positive
coach—athlete—parent relationship processes, F = 183.80, p <
.001, partial n* = .724, and negative relationship processes,
F=109.90, p<.001, partial n> = .605. Thus, the largest time-
related effect was observed for maladaptive emotion
regulation strategies, followed by adaptive emotion
regulation strategies, positive relationship processes, and
negative relationship processes. The observed statistical
power was 1.00 for all analyses, indicating a high probability
of detecting the observed effects.

Bonferroni-Adjusted Pairwise Comparisons Across Measurement Occasions

Variable Comparison Mean Difference SE p

Adaptive emotion regulation strategies Pretest — Posttest 1 -5.59 .299 <.001
Pretest — Posttest 2 -8.90 .335 <.001
Pretest — Posttest 3 -10.90 451 <.001
Pretest — Follow-up 1 -11.45 541 <.001
Pretest — Follow-up 2 -11.22 .638 <.001
Posttest 1 — Posttest 2 -3.32 .153 <.001
Posttest 1 — Posttest 3 -5.31 .380 <.001
Posttest 1 — Follow-up 1 -5.86 448 <.001
Posttest 1 — Follow-up 2 -5.64 .553 <.001
Posttest 2 — Posttest 3 -2.00 .329 <.001
Posttest 2 — Follow-up 1 -2.54 .376 <.001
Posttest 2 — Follow-up 2 -2.31 481 <.001
Posttest 3 — Follow-up 1 -.545 .329 .833
Posttest 3 — Follow-up 2 -.318 .269 .921
Follow-up 1 — Follow-up 2 227 311 .978

Maladaptive emotion regulation strategies Pretest — Posttest 1 5.77 .534 <.001
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Pretest — Posttest 2 10.09 .546 <.001
Pretest — Posttest 3 12.09 .546 <.001
Pretest — Follow-up 1 11.68 .548 <.001
Pretest — Follow-up 2 11.54 .565 <.001
Posttest 1 — Posttest 2 4.32 .282 <.001
Posttest 1 — Posttest 3 6.31 .290 <.001
Posttest 1 — Follow-up 1 5.90 .348 <.001
Posttest 1 — Follow-up 2 5.77 .360 <.001
Posttest 2 — Posttest 3 2.10 .066 <.001
Posttest 2 — Follow-up 1 1.56 .170 <.001
Posttest 2 — Follow-up 2 1.45 .225 <.001
Posttest 3 — Follow-up 1 -.409 .182 .533
Posttest 3 — Follow-up 2 -.545 244 .543
Follow-up 1 — Follow-up 2 -.136 .165 724
Positive coach-athlete—parent relationship processes Pretest — Posttest 1 -4.22 A74 <.001
Pretest — Posttest 2 -6.32 .363 <.001
Pretest — Posttest 3 -1.72 .379 <.001
Pretest — Follow-up 1 -8.86 .345 <.001
Pretest — Follow-up 2 -8.68 374 <.001
Posttest 1 — Posttest 2 -2.09 .301 <.001
Posttest 1 — Posttest 3 -3.50 .359 <.001
Posttest 1 — Follow-up 1 -4.14 .396 <.001
Posttest 1 — Follow-up 2 -4.45 430 <.001
Posttest 2 — Posttest 3 -1.40 .340 .007
Posttest 2 — Follow-up 1 -2.04 .155 <.001
Posttest 2 — Follow-up 2 -2.36 .150 <.001
Posttest 3 — Follow-up 1 -.636 .155 <.001
Posttest 3 — Follow-up 2 -.955 .180 .008
Follow-up 1 — Follow-up 2 -.318 .102 .076
Negative coach-athlete—parent relationship processes Pretest — Posttest 1 3.40 194 <.001
Pretest — Posttest 2 5.73 417 <.001
Pretest — Posttest 3 7.04 AT7 <.001
Pretest — Follow-up 1 6.59 495 <.001
Pretest — Follow-up 2 6.41 482 <.001
Posttest 1 — Posttest 2 231 274 <.001
Posttest 1 — Posttest 3 3.64 .387 <.001
Posttest 1 — Follow-up 1 3.18 425 <.001
Posttest 1 — Follow-up 2 3.00 406 <.001
Posttest 2 — Posttest 3 1.32 297 .003
Posttest 2 — Follow-up 1 .864 .385 .539
Posttest 2 — Follow-up 2 .682 374 .823
Posttest 3 — Follow-up 1 -.455 .252 .699
Posttest 3 — Follow-up 2 -.636 .259 .345
Follow-up 1 — Follow-up 2 -.182 .084 .637

Bonferroni-adjusted pairwise comparisons presented in
Table 3 clarified the temporal pattern of these effects. For
adaptive emotion regulation strategies, the pretest score
differed significantly from all three posttests and both
follow-up assessments (all p < .001). Posttest 1 also differed
significantly from Posttests 2 and 3 and from both follow-
ups, while Posttest 2 differed significantly from Posttest 3
and both follow-up assessments (all p <.001). However, no
significant differences were observed between Posttest 3 and
either follow-up or between the two follow-up assessments
(all p > .05), indicating that the improvement in adaptive
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strategies reached a relatively stable level by the third
posttest. A similar pattern was found for maladaptive
emotion regulation strategies: scores declined significantly
from pretest through the successive posttest assessments,
and the first two posttests differed significantly from
subsequent measurements, whereas differences between
Posttest 3 and the two follow-ups and between the two
follow-ups were nonsignificant, suggesting maintenance of
the reduction achieved by the third posttest. For positive
coach—athlete—parent relationship processes, significant
increases were observed from pretest to every subsequent
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assessment and across most successive  posttest
comparisons. Importantly, scores at Posttest 3 remained
significantly lower than those at Follow-up 1 (p < .001) and
Follow-up 2 (p = .008), indicating that positive relationship
processes continued to improve after completion of the
active intervention; however, the difference between the two
follow-up assessments was not significant (p = .076),
suggesting stabilization thereafter. For negative relationship
processes, significant reductions occurred from pretest to all
subsequent assessments and from Posttest 1 to all later
measurements. Posttest 2 also differed significantly from
Posttest 3 (p = .003), but not from either follow-up, and no
significant differences were observed among Posttest 3,
Follow-up 1, and Follow-up 2. Collectively, these results
indicate that the life skills program was associated with
progressive improvement in both emotion regulation and
interpersonal relationship processes, with most changes
becoming stable by the later posttest and follow-up phases,
while positive relationship processes showed an additional
delayed improvement during follow-up.

4. Discussion

The present study examined the effectiveness of an
indigenous, sport-based life skills training program in
improving cognitive emotion regulation strategies and the
course of coach—athlete—parent relationships among
adolescent football players across six measurement
occasions. The findings showed a clear and statistically
significant pattern of change over time in all four study
outcomes. Adaptive cognitive emotion regulation strategies
increased progressively from the pretest through the posttest
phases and remained stable during follow-up, whereas
maladaptive cognitive emotion regulation strategies
declined significantly over the same period and similarly
demonstrated maintenance after the intervention. Positive
coach-athlete—parent relationship processes also improved
significantly, with an important additional finding that
positive relational processes continued to increase from the
final posttest into the follow-up period before reaching
relative stability. In contrast, negative relationship processes
decreased markedly during the intervention and remained
largely stable during follow-up. The magnitude of the
observed effects was substantial, particularly for adaptive
and maladaptive emotion regulation, followed by positive
and negative relationship processes. These results suggest
that embedding life skills training within routine football
practice can produce meaningful improvements in both
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intrapersonal emotional regulation and the interpersonal
environment surrounding adolescent athletes.

The significant increase in adaptive cognitive emotion
regulation strategies is consistent with the theoretical
proposition that life skills training can strengthen
adolescents’ capacity to interpret, manage, and respond
constructively to emotionally demanding situations.
Cognitive emotion regulation concerns the cognitive
processes individuals use after exposure to stressful or
negative experiences, including acceptance, planning,
positive refocusing, positive reappraisal, and putting events
into perspective (Garnefski et al., 2001). The intervention in
the present study directly targeted several of these processes
by teaching participants to identify emotional triggers,
reconstruct  dysfunctional interpretations, reappraise
negative situations, and shift attention from emotionally
reactive responses toward planning and problem solving.
The progressive increase in adaptive strategies across
successive posttests therefore appears theoretically coherent.
Rather than producing an abrupt, isolated change, the
intervention may have facilitated gradual acquisition and
consolidation of cognitive skills through repeated practice in
emotionally  meaningful  football  situations.  This
interpretation is compatible with the broader life skills
framework, which emphasizes the development of
psychosocial competencies such as self-awareness,
emotional coping, decision-making, and problem solving as
capacities that can be learned through structured education
and repeated application (World Health, 1994).

The observed improvement in adaptive cognitive emotion
regulation also accords with findings from recent
intervention research among adolescents. Alizadeh et al.
reported that life skills-oriented intervention could
significantly improve cognitive emotion regulation
strategies among adolescents, supporting the proposition
that cognitive responses to stressful experiences are
modifiable through structured training (Alizadeh et al.,
2025). Similarly, educational programs centered on self-
awareness and emotion management have demonstrated
positive effects on emotional competencies in younger
populations (Moshat Shahjouyi & Hasanvand, 2024). The
present findings extend these results into a sport-specific
context by showing that emotion regulation skills can be
developed within the ecological environment of football
practice. This is important because adolescent athletes
encounter frequent emotionally salient events, including
mistakes, defeat, criticism, performance pressure,
interpersonal disagreement, and parental expectations.
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Training adaptive regulation strategies immediately before
technical and tactical practice may have allowed participants
to apply new cognitive approaches in real situations soon
after instruction, thereby strengthening learning through
experience and reinforcing the functional value of the skills.

The significant reduction in maladaptive cognitive
emotion regulation strategies provides further evidence that
the intervention altered the way participants processed
stressful sport-related experiences. Maladaptive strategies
such as rumination, catastrophizing, self-blame, and blaming
others are associated with prolonged emotional distress and
ineffective coping (Garnefski et al., 2001). These patterns
may be particularly problematic in competitive youth sport
because a single mistake, unfavorable referee decision,
missed opportunity, or critical comment can trigger
repetitive negative thinking and emotional escalation.
Sessions in the present intervention explicitly addressed
these processes by teaching athletes to interrupt rumination,
challenge catastrophic interpretations, reduce excessive self-
blame, and avoid directing blame toward coaches,
teammates, or parents. The large effect observed for
maladaptive strategies suggests that these intervention
components were particularly influential. The stability of the
reduction during follow-up further indicates that participants
may have internalized alternative cognitive responses rather
than merely demonstrating short-term changes associated
with repeated assessment or immediate intervention
exposure.

This finding is also compatible with developmental
perspectives on adolescence. Emotional and cognitive
regulatory systems continue to mature during adolescence,
and young people may show heightened emotional reactivity
while executive and self-regulatory capacities are still
developing (Steinberg, 2005). Consequently, interventions
that provide explicit cognitive and behavioral strategies may
be especially useful during this developmental stage because
they supplement emerging self-regulatory capacities with
structured tools for managing emotionally intense situations.
Programs emphasizing emotional, moral, social, and
behavioral competencies have similarly been proposed as
particularly important during the critical adolescent period
(Obeidavi et al., 2024). The current results therefore support
the value of introducing structured emotion regulation
education at a developmental stage when adolescents are
increasingly exposed to complex social and performance
demands but may still benefit substantially from guided
practice in managing them.
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The findings also revealed significant improvement in
positive coach—athlete—parent relationship processes. This
result can be understood within the relational nature of youth
sport. The adolescent athlete does not participate in isolation
but functions within an interconnected network involving
coaches and parents, each of whom can influence
motivation, emotional experiences, perceived support, and
sport engagement. Lisinskiene et al. emphasized that the
coach—athlete—parent relationship should be conceptualized
as a triadic system containing both positive processes, such
as support, communication, and closeness, and negative
processes, such as pressure, control, and conflict
(Lisinskiene etal., 2019). The intervention addressed several
competencies directly relevant to this relational system,
including active listening, assertive communication,
constructive reception of feedback, positive nonverbal
communication, problem solving, anger management, and
interpersonal conflict resolution. Improvement in positive
relational processes may therefore have emerged because
athletes became better able to interpret feedback
constructively, communicate their needs, regulate negative
emotional responses during interactions, and respond to
coaches and parents in a more deliberate manner.

The continued improvement in positive relationship
processes from the final posttest into the follow-up period is
especially noteworthy. Unlike some cognitive skills, which
may change relatively quickly once an individual learns and
practices a strategy, interpersonal relationships are
reciprocal and may require repeated interactions before
meaningful change becomes consolidated. An athlete may
begin communicating more effectively during the
intervention, but coaches and parents may need time to
perceive this change, adjust their own responses, and
establish new patterns of interaction. The delayed
strengthening of positive relational processes may therefore
reflect a cumulative interpersonal effect. As athletes
repeatedly — applied communication and  conflict-
management skills, their social environment may have
responded in ways that reinforced more supportive and
constructive exchanges. This interpretation is consistent
with the broader literature on life skills transfer, which
emphasizes that skills learned in sport become
developmentally meaningful when they are intentionally
applied across contexts and reinforced through real-life
relationships (Camiré et al., 2012). It is also consistent with
positive youth development models that emphasize the role
of supportive relationships, meaningful engagement, and
opportunities for skill application in converting sport
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participation into broader developmental gains (Bean et al.,
2018).

The significant reduction in negative coach-athlete—
parent relationship processes further supports the relational
impact of the intervention. Decreases in perceived conflict,
psychological pressure, and controlling interaction may
partly reflect improvements in the athletes’ own emotional
and communicative responses. When adolescents are better
able to manage anger, reduce catastrophizing, tolerate
criticism, and engage in structured problem solving,
potentially conflictual interactions may be less likely to
escalate. The intervention also taught participants to identify
relational stressors and distinguish between emotional
reactions and constructive responses, which may have
reduced the perceived intensity of negative exchanges. From
this perspective, changes in emotion regulation and
interpersonal relationships are likely to be mutually
reinforcing. Improved regulation may reduce conflict, while
a less conflictual relational environment may in turn make it
easier for adolescents to regulate emotion effectively. This
interdependence is consistent with evidence that emotional
intelligence, empathy, and conflict-resolution skills are
closely related to interpersonal functioning and life
satisfaction (Khan et al., 2025).

The observed relationship outcomes can also be
interpreted through the positive youth development
literature. Sport is frequently described as a promising
context for psychosocial growth, but participation alone
does not automatically produce positive developmental
outcomes. Rather, developmental benefits are more likely
when programs intentionally teach life skills, provide
supportive relationships, and create opportunities for
reflection and transfer (Gould & Carson, 2008). Systematic
review evidence similarly suggests that sport-based positive
youth development programs can strengthen psychosocial
competencies when developmental objectives are explicitly
embedded in program design (Bean et al., 2018). The present
intervention followed this intentional approach. Rather than
assuming that football participation would naturally enhance
emotional and social competence, the program explicitly
addressed self-awareness, emotion regulation,
communication, problem solving, conflict management,
goal setting, and skill transfer. The significant improvements
in both cognitive and relational outcomes therefore support
the proposition that sport becomes a more effective
developmental context when psychosocial learning is
deliberately integrated into routine practice.
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The results are also consistent with the growing literature
on socioemotional learning through sport. Jacobs et al.
concluded that adolescent sport participation can support
socioemotional development, particularly when learning
opportunities involve self-awareness, emotional
competence, relationship skills, and responsible decision-
making (Jacobs et al., 2022). The present findings provide
empirical support for these mechanisms in adolescent
football. The intervention did not focus exclusively on sport
performance but used football as the context through which
adolescents practiced transferable psychological and
interpersonal competencies. This distinction is important
because the goal of life skills education is broader than
improving immediate competitive outcomes. It involves
developing competencies that can support young people in
family relationships, educational contexts, peer interactions,
and future life challenges. The inclusion of transfer-oriented
sessions in the intervention may therefore have contributed
to the maintenance of effects during follow-up by
encouraging participants to apply the acquired strategies
beyond formal training sessions.

The present findings also correspond with earlier sport
psychology research demonstrating that psychological skills
can be systematically developed through structured training.
Daw and Burton showed that comprehensive psychological
skills training could improve athletes’ psychological
functioning when mental skills were deliberately
incorporated into sport programs (Daw & Burton, 1994).
Thelwell and Greenlees likewise demonstrated beneficial
effects of a structured mental skills package in an athletic
setting (Thelwell & Greenlees, 2001). Although those
interventions differed from the current program in
population, content, and primary outcomes, they support a
common principle: psychological competencies are trainable
and may be strengthened when instruction is structured,
contextually relevant, and repeatedly practiced. The present
study extends this principle by emphasizing not only internal
mental skills but also the interpersonal processes connecting
adolescent athletes with coaches and parents.

Another explanation for the magnitude and maintenance
of the observed effects may lie in the indigenous and
participatory nature of the intervention. The program was
developed through a needs-oriented process involving the
realities of players, coaches, and parents and was delivered
within the actual sporting environment. This likely increased
contextual relevance and may have made the examples,
language, exercises, and simulated situations more
recognizable to participants. Adolescents may engage more
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readily with psychological training when the material is
directly connected to experiences they encounter during
practice, competition, and interaction with significant adults.
Such contextualization is consistent with the principle that
life skills are most effectively developed when learning is
intentional, experiential, and meaningfully connected with
participants’ lives (Camiré et al., 2012; Gould & Carson,
2008). The participatory foundation of the program may
therefore have contributed to both acceptability and
ecological validity.

The repeated-measures pattern also provides insight into
the developmental trajectory of change. Adaptive emotion
regulation increased and maladaptive emotion regulation
decreased progressively across the posttest assessments,
after which both domains stabilized during follow-up. This
pattern suggests that the effects were cumulative during the
active intervention period and then maintained after formal
training ended. Negative relationship processes followed a
broadly similar pattern, with most improvement occurring
during the intervention and later scores remaining relatively
stable. Positive relationship processes, however, continued
to improve into follow-up. These differences suggest that
cognitive regulation and negative relational processes may
respond relatively quickly to direct skill instruction, whereas
the construction of positive relational patterns may require
more extended interpersonal experience. The findings
therefore underscore the value of repeated assessments. A
single immediate posttest would have captured only part of
the intervention process and might have missed the
continued development of positive relational outcomes.

The findings also reinforce the developmental logic of
life skills education described by the World Health
Organization. Core skills such as emotional coping, self-
awareness, communication, problem solving, interpersonal
relationships, and decision-making are not independent
competencies but mutually interacting resources that help
young people respond effectively to everyday demands
(World Health, 1994). The present intervention integrated
these domains rather than treating emotion regulation or
relationships as isolated targets. This integrated design may
explain why changes were observed simultaneously in both
emotional and relational outcomes. For example, cognitive
reappraisal can support more constructive communication,
while effective communication can reduce interpersonal
stress and thereby decrease the need for maladaptive
emotion regulation. Similarly, conflict resolution can
strengthen relationships while also improving perceived
control over stressful situations. Such reciprocal
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mechanisms may have amplified the intervention effects
across domains.

The findings are additionally compatible with evidence
indicating that programs targeting wisdom, self-efficacy,
and decision-making can enhance adolescents’ capacity to
navigate difficult life circumstances (Zayed & Mohamed,
2025). Although the specific intervention focus differed,
both lines of research support the broader principle that
structured psychosocial training can strengthen adolescents’
competence in responding to complex emotional and
interpersonal demands. In the present study, this competence
was cultivated within sport, where stressors are immediate,
socially meaningful, and frequently repeated. The football
setting may therefore have functioned as a natural laboratory
for practicing adaptive responses to frustration, evaluation,
competition, cooperation, and conflict. Repeated application
of these skills under authentic conditions may have
contributed to the strong effects observed in both emotion
regulation and relationship outcomes.

5. Conclusion

Taken together, the results support the effectiveness of a
culturally adapted life skills program integrated into routine
youth football. The intervention was associated with
substantial increases in adaptive emotion regulation,
substantial reductions in maladaptive emotion regulation,
stronger positive coach—athlete—parent processes, and lower
negative relational processes, with most gains maintained
over the follow-up period. These findings are broadly
consistent with research on cognitive emotion regulation,
life skills education, positive youth development,
socioemotional learning, and psychological skills training in
sport (Bean et al., 2018; Garnefski et al., 2001; Gould &
Carson, 2008; Jacobs et al., 2022). They also suggest that the
developmental benefits of sport may be enhanced when
psychosocial competencies are intentionally taught and
explicitly connected to the interpersonal realities of youth
sport. The study therefore contributes to the emerging
understanding of football not merely as a setting for physical
and technical development but as a potentially powerful
context for structured emotional and social learning.

6. Limitations & Suggestions

Several limitations should be considered when
interpreting the findings. First, the study employed a single-
group quasi-experimental design without a control or
comparison group, which limits the extent to which observed
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changes can be attributed exclusively to the intervention
because maturation, repeated testing, ongoing football
participation, seasonal influences, or other uncontrolled
experiences may also have contributed to change. Second,
the final statistical sample consisted of only 22 male football
players of the same age from a single academy, which
restricts generalizability to female athletes, other age groups,
athletes from different competitive levels, and participants
in other sports or cultural settings. Third, the study relied
primarily on self-report questionnaires, creating the
possibility of social desirability, recall bias, or response
effects associated with participants’ awareness of the
intervention goals. Fourth, although two follow-up
assessments were included, the follow-up period remained
relatively short for determining whether the observed effects
persist over longer developmental periods. Finally, because
relational outcomes were measured from the athlete’s
perspective, the study did not directly examine whether
coaches and parents independently perceived corresponding
changes in the coach—athlete—parent relationship.

Future studies should evaluate the intervention using
randomized controlled or controlled quasi-experimental
designs with larger and more diverse samples to strengthen
causal inference and external validity. Replication should
include athletes of different ages, female football players,
athletes from multiple academies, and participants from
individual as well as team sports. Longer follow-up periods
would be valuable for determining whether emotional and
relational improvements remain stable across an entire
competitive season or beyond. Future investigations could
also incorporate multi-informant assessments completed by
athletes, coaches, and parents, as well as observational
measures of communication, conflict, emotional behavior,
and coach-parent interaction. Examining potential
mediating mechanisms would further clarify whether
improvements in cognitive emotion regulation precede and
explain changes in interpersonal relationships, or whether
enhanced relational support contributes independently to
emotional regulation. It would also be useful to compare
different delivery formats, session lengths, and intervention
intensities and to investigate whether specific components,
such as cognitive restructuring, conflict resolution, or
transfer training, account for particularly strong effects.

Youth football academies may benefit from integrating
structured life skills education into routine training rather
than treating psychological development as a separate or
optional service. Brief sessions delivered immediately
before technical and tactical practice may be particularly
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feasible because they allow coaches and athletes to connect
psychological concepts directly with situations occurring on
the field. Programs should include practical training in
emotional awareness, cognitive reappraisal, rumination
control, constructive communication, anger management,
problem solving, conflict resolution, goal setting, and
transfer of skills to family and school contexts. Coaches
should also receive guidance on how to reinforce these
competencies during ordinary training interactions, while
parents can be involved through brief educational sessions
emphasizing supportive communication, constructive
feedback, and reduced performance pressure. Embedding
these principles into academy culture may help create a more
developmentally supportive environment in which technical
football training and psychosocial development are pursued
simultaneously.
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