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Abstract:

Scope and Method of Study: The goal of this studg @ examine the associations
among parents’ emotion regulation, parental saa#bn of emotions and child’s
temperament with children’s emotion regulationtstyées. A secondary goal was to
identify the relative and combined contributiondlu#se factors to the development of
emotion regulation in a sample of children betwgenages of 6-8. Parent-child dyads
completed a demographic questionnaire, the Em&Egulation Questionnaire (ERQ),
the Emotion Regulation Checklist (ERC), the Dimensiof Temperament Survey-
Revised (DOTS-R), and the Coping with Children’gyhlieve Emotions Scale (CCNES).
The children completed a self-report measure oftemaeegulation, the Emotion
Regulation Questionnaire-Child and Adolescent (EB&)- Pearson product-moment
correlations and hierarchical regressions were teséekt the hypotheses.

Findings and Conclusions: The results showed aocag®oon between parents’ use of
reappraisal and children’s adaptive emotion reguiat = .27). No associations were
found between parents’ use of suppression andrehikklemotion regulation.
Temperament traits of approach/withdrawak (37), flexibility-rigidity (r = .53), and
mood quality ( = .42) were associated with adaptive emotion @gn. Similarly,
temperament traits of mood quality= -.35), and persistence% -.24) were associated
with lability/negativity. Parents’ use of nonsupfiee responses was also linked with
children’s adaptive emotion regulatian< .50) and lability/negativityr(= .50).
Regression analyses showed children’s temperamaetst of flexibility-rigidity,
persistence, and parents’ nonsupportive respomsdgted children’s use of adaptive
emotion regulation. Whereas, children’s temperanraittof mood quality and parents’
nonsupportive responses predicted lability/negati@ur results emphasize the overall
complexity of emotion regulation development pauttcly at an age when children are
expected to have developed these skills. Futuearel should examine factors such as
verbal reasoning and comprehension, as well ageutillongitudinal design to identify
the age at which children develop these strategies.



TABLE OF CONTENTS

Chapter Page
I INTRODUGCTION ...ttt et e e e e e e e e s s s s s eeeeaeaaaaeaeeeesesensssseeeeees 9
Il. BRIEF REVIEW OF LITERATURE ......otttiiiiiiimm e 12
Defining emotion regulation ............oovvieeeeer e 12
Developing emotion regulation strategies ....cccccooovveieeiiiiiiiiiiiiiiieei e 13
Children’s education of emotion regulation ..............cccceeeeevvvvvveviiiiiiceneenn. 13.
Socialization of emotion regulation StrategieS...........uvvvvveriiiiiniiieeeeeeeeee. 15
=T 00 01T = U 1= o | PSPPSR 15
MethodologiCal CONCEINS .........coiiiiieee e ee e e e 16
CUITENT STUAY ... mmmmmm e e e e e e e e e e e e e e e e e e eneaaaaaaaaaaeeaeees 17
. METHODOLOGY ..ooiiiiiiiiiiiieee ettt e e e e e e e s e nennnnes 18
(o (o o = g 18
PIOCEUUIES ...ttt ettt s e e e e e e e e e e e e e e e e e e eaaaeeeees 18
Parent MEASUIES ..........cooeimiiiie e e e e e e e e e e e e nen e e e e e e eennnnns 19
CRild MEASUINES ...ttt e e e e e e e e e e e e e e e e eeeeeeeneeeeseeennes 22



Chapter Page

V. FINDINGS ... e e e e e e e e e e e e aaaeeessnsneeneneees 24
Parents’ Emotion Regulation ..............ooceeeeeiiiii 24
SOCIANZATION ...ttt 25
TEMPEIAMENT ... et e e e e e e e e e e e na e e eraa s 26
ReEgression ANAIYSES ......cccoiiiiiiiieiicceeee et e e e e e e aaaaaaaaa e 27

V. CONCLUSION ...ttt ettt e e e e e e e e e e e s e s bbb e s e e eeee s e e e 30

REFERENCES ..ottt e e e e 47

APPENDICES ... .ottt sttt e e e e e e e e e e e e e e s s s bbbt beeeeee e e e e e e e aans 55



LIST OF TABLES

Table Page
P URR P POPPPRRT 40
RPN 41
P ERRRSPR 42
PPN 43
TR 44
G PN 45
ettt e e e —————————eee e e e E——teeee e e e R bt e teeeeeea s e e eeaannrreeeaeeeannnraaeeaens 46

Vi



CHAPTER |

THE DEVELOPMENT OF EMOTION REGULATION: THE ROLE OFEMPERAMENT

AND PARENT SOCIALIZATION

Regulating our emotions involves necessary and itapbskills that all of us
must master to some degree in order to negotiatdauto-day lives. Our emotions
serve important functions, including preparing aiséction, helping drive decision-
making, helping us make judgments about our enwient, and giving us cues about
others’ intentions (Gross, 1998). Poor regulabbemotions is implicated in more than
half of the Axis | disorders included in the Diagtio and Statistical Manual of Mental
Disorders and in all of the Axis Il disorders (G3@& Levenson, 1997). This illustrates
the importance of effective emotion regulationtstgées and the need to identify the
causes of maladaptive strategies.

A wealth of research has supported the negatieetsfof poor emotion regulation
strategies, such as anxiety and depression (Eaitkne, & Allen, 2009), internalizing
and externalizing behaviors (Eisenberg, Fabes, i@ & Reiser, 2002), and poor social
competence (Hughes, Gullone, Dudley, & Tonge, 20%0%ial learning theory
developed by Bandura (1969) posits that childrenalsservation learning to develop
strategies to maneuver life, including modelingepds’ expressive behavior, verbal

instruction by an authority figure, and symboliareing. The family is the primary
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context in which children first learn how emoticare expressed, how to interpret those
emotions, and ways to manage emotions (Denham,)180&ddition, the quality of the
emotional climate in the home is due in part teepgs’ expression of emotion
(Halberstadt, Crisp, & Eaton, 1999). Therefore|dren are likely to model the emotion
regulation strategies of their parents, as wetlexss/e clues to emotion regulation based
on parents’ reactions to their child’s negative gons.

Another method by which children learn to regulateotions is through
socialization, or direct teaching, by their pareiiise socialization of emotions may
operate via modeling, contingency, and coachinghaesms. In rewarding socialization
of emotion, the child is taught to both tolerate aontrol emotions, while expressing
them and coping with their sources. Previous reselaas linked family expressiveness
to an individual’s emotionality, understanding ofi@ion, social competence, intra-
familial relationships, self-esteem and persongisithent, and academic achievement
(Halberstadt & Eaton, 2003).

Similarly, the temperament of children also conités to a child’s emotional
reaction to situations as well as his/her use adteim regulation strategies. The model
by Thomas and Chess (1977) includes nine bipolapéeament dimensions believed to
be stable across development (e.qg., activity, adhéft, mood). Research suggests that
difficult temperament factors (i.e., arrhythmicitgflexibility, high distractibility) are
associated with more childhood behavior problenes, (nyperactivity, conduct disorders

symptoms; Windle, 1991). Similarly, lower scorestemperament dimensions of



approach-withdrawal and adaptability are associaiddanxiety and depression in
children and adults, whereas high activity leved &ow attention are associated with
externalizing problems. Early temperament charesties that differentiate children have
been found to influence the kinds of emotion regoiaskills and strategies children
develop (Calkins, 2004). Eisenberg, et al., (2G6@hd that inhibitory dimensions of
negative emotionality predict socially withdrawrhlagior, and overt dimensions of
negative emotionality predict either externalizprgblems or a combination of
internalizing and externalizing problems.

Each of these modalities (i.e., expression, teagtand temperament) has been
studied in the context of emotion regulation. Nadgtto our knowledge has examined
these associations together to identify the coutidin each has on the emotion regulation
strategies used by children. The current studyprdiide a review of the literature
regarding the development of emotion regulatioa,itiluence of the child’s
temperament on emotion regulation, and the soei#z of emotions in the family
context. In addition, the current study will utéia parent-report of child’s emotion
regulation to compare the link between parent-riegiod child-report. This addition to
the research literature allows for comparison ofggerament, parents’ emotion regulation
and parents’ reactions to emotions, using bothmaeport and child-report of emotion
regulation strategies. This project aims to fi#t tjap in the literature by assessing these
factors in an age range (6-8 years) that has begerstudied, as well as assessing

emotion regulation with the use of a child-repogasure. The project sought to identify



the variance accounted for by socialization prasticf parents and temperament traits in

terms of developing emotion regulation strategies.



CHAPTER Il

BRIEF REVIEW OF THE LITERATURE

Regulating our emotions involves necessary and itapbskills that all of us
must master to some degree in order to negotiatdauto-day lives. Our emotions
serve important functions, including preparing aiséction, helping drive decision-
making, helping us make judgments about our enwient, and giving us cues about
others’ intentions (Gross, 1998). The recent ineeez research on emotion regulation
highlights the diversity and lack of uniformity the definition of emotion regulation.
Given the variability in the definition, emotiong@ation will be broadly defined based
on the theories of Thompson (1994) and Gross (1988¢ording to Thompson (1994),
the term emotion regulation (ER) refers to the psses, both extrinsic and intrinsic, that
are responsible for recognizing, monitoring, evahga and modifying emotional
reactions, to accomplish one’s goals. Emotion r&gn refers to the processes by which
individuals influence which emotions they have, wilgey have them, and how they
experience and express these emotions (Gross,.1998)

The development of emotion regulation strategiggrsein the third year of life
and continues throughout the preschool period. Odgitexperience and direct teaching,
children are able to model their parent’s emotiahsplays to align with the provisions
of expected societal behavior. One may argue thiltren as young as preschool age are

unable to utilize such cognitively demanding syae such as cognitive reappraisal.



Kochanska, Murray, and Coy (1997) suggested thatramks in other domains of
development during this period create a readim@sgréschoolers to internalize and
perform complex self-regulation strategies, suchaggitive reappraisals. As children
continue to develop, these strategies become natiemsand are continually improved
through practice and the socialization of emotegutation by parents. The extant
literature, however, does not identify the age laictv children develop these cognitively
demanding strategies. Longitudinal research isamed to identify the age at which
children utilize cognitive strategies such as reajgal to modulate their emotions.

A wealth of research has supported the negatieetsfiof poor emotion
regulation strategies, such as anxiety and demre¢Betts, Gullone, & Allen, 2009),
internalizing and externalizing behaviors (Eisegh€&umberland, et al., 2001), and poor
social competence (Hughes, Gullone, Dudley, & To2§40). Bandura’s (1969) social
learning theory posits that children use obserndgarning to develop strategies to
maneuver life, including modeling parents’ expresdiehavior, verbal instruction by an
authority figure, and symbolic learning. The famgythe primary context in which
children first learn how emotions are expressed; twinterpret those emotions, and
ways to manage emotions (Denham, 1998). In additienquality of the emotional
climate in the home is due in part to parents’ egpion of emotion (Halberstadt, Crisp,
& Eaton, 1999). One way children learn about tkenotions and the emotions of others
is through observing and modeling the emotionalesgiveness of their parents
(Eisenberg, Cumberland, & Spinrad, 1998). Resesuigigests that parental negative
expressivity is related to low emotion regulatiarchildren, which in turn is related to

externalizing problems and low social competengsefiberg, Gershoff, et al. (2001).



Poor regulation of emotions is implicated in mdrart half of the Axis | disorders
included in the Diagnostic and Statistical Manudl/ental Disorders and in all of the
Axis Il disorders (Gross & Levenson, 1997). Thigstrates the importance of effective
emotion regulation strategies and the need to iigethe causes of maladaptive
strategies.

There is also evidence that parents’ expressi@mition is related to their
children’s emotional competence in social situaidharents who are high in warmth and
positive emotion, and low in expression of disapptphostility, and other negative
emotions directed toward their children, tend teehsocially competent, well-adjusted
children who are also skilled in social understagdLindahl, 1998; Scaramella, Conger,
& Simons, 1999). A review by Halberstadt, et aB4?) suggests that children in
expressive families are themselves emotionallyesgive. Family expressiveness was
also related to individuals’ emotionality, understang of emotion, social competence,
intra-familial relationships and adult interpersbredationships, self-esteem and personal
adjustment, and academic achievement. Therefbildyen are likely to model the
emotion regulation strategies of their parentsyel as derive clues to emotion
regulation based on parents’ reactions to theld@negative emotions.

Children also learn to regulate emotions throughatization, or direct teaching
by their parents. The socialization of emotions rmpgrate via modeling, contingency,
and coaching mechanisms. In positive socializatioemotion, the child is taught to both
tolerate and control emotions, while expressingntlaed coping with the child’s
emotions. Conversely, punitive socialization ofosion focuses on minimizing child

emotion whether by counterproductive parental eonali response or other expressions



of disapproval (Denham & Grout, 1993). Previougagsh has linked family
expressiveness to an individual's emotionality,enstanding of emotion, social
competence, intra-familial relationships, self-esteand personal adjustment, and
academic achievement (Halberstadt & Eaton, 20083eRt research suggests that
parents who respond by addressing the cause ofcthitd’s distress, by helping their
child cope with the emotion, or by encouraging eor@l expression, have children with
positive emotional outcomes (Fabes, Leonard, Kufpaaod Martin, 2001). In contrast,
parents who respond by minimizing the child’'s eigrere, by punishing emotional
expression or by becoming distressed themselves, dtaldren with poorer functioning.
Similarly, children’s temperament also contributes child’s emotional reaction
to situations as well as his/her use of emotionledgn strategies. The model by
Thomas and Chess (1977) includes nine bipolar teanpent dimensions believed to be
stable across development (e.g., activity, adalitgbnood). Research suggests that
difficult temperament factors (i.e., arrhythmicitgflexibility, high distractibility) are
associated with more childhood behavior problenes, (hyperactivity, conduct disorder
symptoms (Windle, 1991)). Similarly, lower scorestemperament dimensions of
approach-withdrawal and adaptability are associaiddanxiety and depression in
children and adults, whereas high activity level &w attention are associated with
externalizing problems. Early temperament charesties that differentiate children have
been found to influence the kinds of emotion regoiaskills and strategies children
develop (Calkins, 2004). Eisenberg, Fabes, Guthnd,Reiser (2002) found that

inhibitory dimensions of negative emotionality pitdocially withdrawn behavior, and



overt dimensions of negative emotionality predithier externalizing problems, or a
combination of internalizing and externalizing plerbs.

The current review highlights the temporal factiwet are considered important
components of emotion regulation. Given the valitgtin the definition of emotion
regulation, the methods by which emotion regulatias been assessed have also varied,
based on general understanding of emotion regulatil the developmental level of the
individual being assessed. The focus of the cuperject was to assess the emotion
regulation strategies employed by children, spedlify the strategies of cognitive
reappraisal and suppression. A review by Adriaal.€2011), indicated that 32% of the
research on emotion regulation used a middle chddisample, but none of the studies
utilized a self-report measure to assess emotigulagon in this age group. Most of the
methodologies employed the use of vignettes and-seuctured interviews to assess the
self-reported use of emotion regulation strategidsle other studies utilized parent-
report. Few, if any, sought to examine the useoghdive reappraisal and suppression
via self-report in a sample of young children.

Each of these modalities (i.e., expression, teagtand temperament) has been
studied in the context of emotion regulation. TR&aet literature has focused on these
factors individually yet no studies have lookedhetse factors together to examine the
contribution each has on the emotion regulaticatatjies used by children. In addition,
the current study will utilize a parent-report dild’s emotion regulation to compare the
link between parent-report and child-report. Thdditon to the research literature allows
for comparison of temperament, parent’'s emotiomleggpn and parent’s reactions to

emotions, using both parent-report and child-repbemotion regulation strategies. This



project aimed to identify the variance accountedofpsocialization practices of parents

and temperament traits in terms of developing esnategulation strategies.

10



CHAPTER IlI

METHODOLOGY

Participants

Participants in this study were 57 parent-childd$yéchildM age = 7.21
(SD=.85), parenM age = 36.8%D=6.03)).The majority of parents were biological
parents (90%), and were married (77%). There wgmod distribution in sex as 53% of
the children in the sample were female. A majdi&§%) of parents self-identified as
Caucasian and 77% of children were reported asdSarcand 14% as biracial by the
reporting parent. The majority of the sample regin income over $3000 per month
(71%) and our sample was highly educated with annoéd 6 years of education, with
11% receiving master’s and 23% receiving doctodatgees. Six of the 57 children were
diagnosed with ADHD as reported by the parent.
Procedures

Parent-child dyads were recruited through flyereeal elementary schools and
other local businesses (i.e., YMCA, pediatricianfces), and a campus-wide email to
graduate students, faculty and staff of Oklahona@eStniversity (OSU). Parents
completed informed consent, and four measures sisgesmotion regulation strategies,

child temperament, and general child behaviors.|&\the parent completed the
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guestionnaires, the research assistant guidedtliktibrough three questionnaires. Once
the child completed the questionnaires, the chaldigpated in a lab task for a larger
project. Parents received compensation of $10ddigipation, and the child was given a
small toy for participating in the study. Familisre also entered into one of two
drawings for $100 each.
Parent Measures

Emotion Regulation Questionnaire (ERQ; Gross & John, 2003). The ERQ is a
10-item self-report scale for adults measuring tigdinct emotion regulation strategies:
reappraisal and suppression. Respondents rateceeaation regulation strategy on a
likert-type scale ranging from one (strongly dissrto seven (strongly agree), with
higher scores indicating greater use of the emaggnlation strategy. The measure
yields two scores (suppression and reappraisah) sgiores ranging from 4-42. Each
subset of scales contained one item about comiggtiositive emotion and one item
about controlling negative emotion. Sample itemgtie subscales include “I control my
emotions by not expressing them” (suppression)‘aodntrol my emotions by changing
the way | think about the situation I'm in” (reapgsal). The ERQ has been shown to be
appropriate for use in clinical and non-clinicappéations and has been translated into
multiple languages. The scale shows sound psychimnpedperties and is consistent
across minority populations (Melka, Lancaster, Bty& Rodriguez, 2011). The
measure shows a stable factor structure. Inteoraistency in four samples for the ERQ
in adults for suppression ranged from .68 to . Zbfanreappraisal ranged from .75 to .82
(Gross & John, 2003). Internal consistency fordheent sample was adequate for both

the suppression subscate<.78) and the reappraisal subscale (80).
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Emotion Regulation Checklist (ERC; Shields & Cicchetti, 1997). The ERC is a
parent-report of child emotion regulation and wasdito compare and facilitate
interpretation of results with the child’s self-cepmeasure of emotion regulation. The
ERC assessed children’s ability to manage emotiexg@ériences using a 24-item, four-
point Likert scale (1 = Never, 4 = Always). The gtiennaire yielded two scales: 1)
adaptive emotion regulation (e.g. “Can modulatatereent in emotionally arousing
situations”, range 10-40), which assessed situakiappropriateness of affective
displays, empathy and emotional self-awareness2afability/negativity (e.g. “Exhibits
wide mood swings”, range 14-56), which assessedintadulity, lack of flexibility,
dysregulated negative affect and inappropriatecaiffe displays. Samples items for the
guestionnaire include “. Higher scores on the Brstle indicated more adaptive
regulatory processes whereas higher scores oretioad scale indicated greater emotion
dysregulation. Internal consistency for these scaldigh for both the adaptive emotion
regulation (coefficient alpha = .79) and the laklhegativity (coefficient alpha = 90)
(Shipman et al., 2007). Internal consistency fs fample was adequate.69) for
adaptive emotion regulation and high=.84) for lability/negativity.

Dimensions of Temperament Scale- Revise(DOTS-R; Windle & Lerner,
1986). The Dimensions of Temperament Scale-Revssednsidered a valid measure of
temperament due to its basis on temperament dimensutlined by Thomas and
colleagues (1968) and its correlation with otheasuees of temperament (Windle,
1989). The questionnaire is a 54-item rating scaleghich parents indicated on a 4-point
likert-type scale (usually false to usually trudjigh behaviors are like and unlike their

children. The questionnaire yielded ten dimensmres of approach/withdrawal (e.g. “It
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takes my child no time at all to get used to neapbe’), activity level-sleep (e.g. “My
child doesn’t move around much at all in his/heepl’), activity level-general (e.g. “My
child often stays still for long periods of timefdexibility-rigidity (e.g. “Changes in
plans make my child restless”), mood quality (&My child smiles often”), rhythmicity-
sleep (e.g. “My child ususally gets the same amofisteep each night”), rhythmicity-
eating (e.g. “My child gets hungry about the saimeteach day”), rhythmicity- daily
habits (e.g. “My child has bowel movements at althetsame time each day”),
nondistractibility (e.g. “My child is hard to disttt”), and persistence (e.g. “My child
stays with an activity for a long time”). Fifteeieins were reversed in terms of
directionality of scoring. With the exception ofntbstractibility, in which case higher
scores are indicative of lower levels of distratityy higher scores on each of the
dimensions are indicative of higher levels of tttalaute. The range of scores for each
dimension are 7-28 for approach-withdrawal, 7-28afdtivity level-general, 5-20 for
flexibility-rigidity, 7-28 for mood quality, 5-20dr rhythmicity-daily habits, 5-20 for low
distractibility, and 3-12 for persistence. Intdroansistency of the DOTS-R has been
demonstrated, with Cronbach’s coefficients alpmaymag from .53 to .91 across the
subscales (Windle & Lerner, 1986). Test-retestiktabas been demonstrated over a
six-week interval (.59 to .75), and over a six-nioimterval (.52 to .64). The subscales of
approach/withdrawal, mood quality, flexibility-rgjty, nondistractibility, and persistence
were used for the current analyses. Internal ctersiy indices for the following
temperament traits demonstrated strong reliabgipproach/withdrawalb(= .74),
activity level-generald = .89), activity level-sleep(= .86), flexibility/rigidity (o = .78),

mood quality ¢ = .84), rhythmicity-eatingo( = .83), task orientatioru(= .86),
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nondistractibility ¢ = .79). The internal consistency indices were adegfor the
rhythmicity-sleep ¢ = .65), rhythmicity- daily habitsu(= .65), and persistence € .71)
subscales.

Coping with Children’s Negative Emotions Scald CCNES; Fabes, Eisenberg,
& Bernzweig, 1990). In order to assess parentabination of emotions, parents
completed the CCNES. The CCNES is a self-repottungent consisting of six
subscales that reflect different ways parents megpo their young children’s negative
emotions. Parents were presented with 12 typitahsons in which children are
described as experiencing distress and negatieetdffe., being scared of injections,
being nervous about possibly embarrassing him/Hensgublic) for a total of 72
guestions. For each situation, parents were askedlicate how likely, on a seven-point
scale from very unlikely to very likely, they woute to react in each of six different
ways. This measure yielded 6 subscales: distrassioas, punitive responses,
minimization reactions, expressive encouragemenotien-focused reactions, and
problem-focused reactions. Higher scores in eabbcale indicate more frequent use of
that particular response. The scores on each debseame from 12-72. Two aggregates,
supportive and non-supportive were calculated. Bigmportive reactions include the
distress reactions, punitive response, and minimizaeactions, while supportive
reactions include the expressive encouragementi@mimcused reactions, and
problem-focused reaction scales. Alpha coefficiémtsupportive and non-supportive
aggregates are reported at .80 and .64 respectiMedyCCNES has demonstrated
adequate test-retest reliability and construct@edictive validity (Fabes, Poulin,

Eisenberg, & Madden-Derdich, 2002). The internaisistency indices for the current
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sample of subscales showed adequate to strongiliéks: distress reactions £ .63),
punitive responses: (= .74), minimization reactions. & .81), expressive encouragement
(o =.91), emotion-focused reactions< .80) and problem-focused reactions=(.79).

The two aggregate scores of supportive respoise®8) and nonsupportive responses
(o0 = .87) also showed strong reliability.

Child Measures

Emotion Regulation Questionnaire for Children and AdolescentdERQ-CA,;
MacDermott, Gullone, Allen, King, & Tonge, 2010hd ERQ-CA is a self-report
guestionnaire containing 10 items assessing thdéi@m@gulation strategies of
reappraisal and suppression. Higher scores indiggatder use of the emotion regulation
strategy. Revisions from the ERQ included simpdificn of the item wording and
reduction of the response scale length to five tgdib = strongly disagree, 2 = disagree,
3 = half and half, 4 = agree, 5 = strongly agrée)increase the downward extension, the
current study reduced the response scale lengtitge points (1 = Not at all true for me,
2 = Sort of true for me, 3 = Really true for mehelrange of scores for each scale is 6 to
30 for the reappraisal scale and 4 to 20 for tippeession scale. Sample items include
“When | want to feel happier about something, Irdf@the way I'm thinking about it”
(reappraisal) and “I control my feelings by not wihy them” (suppression). Gullone and
Taffe (2011) demonstrated that the ERQ-CA has gtpmychometric properties
including good internal consistency, and sound tansand convergent validity. For the
4-item Emotion Suppression scale, the alpha coeffiavas .75 for total sample and for
the 6-item Cognitive Reappraisal scale, the algsficient was .83. The scale has been

shown to be appropriate for use in non-clinicalydapons. The measure also

16



demonstrated adequate four-week test-retest rityafyi = .54 reappraisal, .59
suppression) (MacDermott et al., 2010). The intecnasistency indices for the current
sample for the reappraisal scale<(.73) and suppression scake<,58) demonstrated

adequate reliability.
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CHAPTER IV

FINDINGS

Descriptive data for the variables of interest ({mean, standard deviation) are
presented in Table 1. These data were also anafgzedtliers and appropriate skew and
kurtosis, and there was good variability in theresoAlthough there was little missing
data, imputation methods for missing data incluitkedrting the mean of the item across
the entire sample. All consented participants deted the protocol in its entirety. The
proposed analyses included administering the ERQ&C3klIf-report measure, to the
children in the current study. The 6-year-olds wasegiven the self-report measure due
to their difficulty in comprehension. Additionalgome 7 and 8-year-olds were also
unable to provide valid responses to the questiomngherefore, the child self-report

measure was not used in the current analyses.

To test the hypothesis that parents’ own emotigualegion strategies would be
significantly associated with their children’s emootregulation strategies, Pearson
product-moment correlations were calculated. Hratents’ suppression scores on the
ERQ were correlated with children’s lability/negatly scores on the ERC. The results
showed no significant association between parerses’of suppression and parents’ report
of their children’s lability/negativity; (56) = .10, n.s. We also examined whether
parents’ suppression scores on the ERQ would batinety correlated with children’s
adaptive emotion regulation score on the ERC. €kalts showed no significant

18



association between parents’ use of suppressiopanetts’ report of children’s adaptive
emotion regulation strategies(56) = .19, n.s. Next, a Pearson product-moment
correlation was calculated to examine the link leetwvparents’ reappraisal scores on the
ERQ and their children’s adaptive emotion regulasoores on the ERC. This hypothesis

was supported as parents’ reports of reappraisa significantly
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positively associated with ratings of their chilaieadaptive emotion regulation
strategiest (56) = .27 p= .04. A Pearson product-moment correlation wasutaled to
examine the link between parents’ reappraisal scomehe ERQ and their children’s
lability/negativity score on the ERC. It was hypetized that parents’ report of
reappraisal would be negatively correlated withrtbleildren’s lability/negativity. This
hypothesis was not supported as parents’ reporesapipraisal were not associated with
ratings of their children’s lability/negativity(56) = -.12,n.s. Overall, the hypothesis that
parents’ own emotion regulation strategies wouléssociated with those used by their
children was partially supported. Results are showTlable 2.

To test the hypothesis that parents’ reactionkeo thildren’s expression of
emotion would be related to children’s emotion tagan strategies, Pearson product-
moment correlations were calculated. First, parenfgportive responses on the CCNES
were correlated with children’s adaptive emotiogulation scores on the ERC; this was
not significanty (56) = .14, n.s. A Pearson product-moment cor@atias calculated to
examine whether parents’ use of supportive respoaseneasured by the CCNES was
negatively correlated with children’s lability/ndgaty score on the ERC. The results
showed no significant association between parsoggportive responses and children’s
lability/negativity scorer (56) = -.13, n.s. Next, parents’ nonsupportive oases on the
CCNES and children’s lability/negativity scorestbe ERC were examined. The results
suggest that parents’ use of nonsupportive resgomas significantly related to their
children’s lability/negativityy (56) = .50,0=.001. A Pearson product-moment
correlation was calculated to examine whether garaoensupportive responses on the

CCNES would be inversely correlated with childreadaptive emotion regulation score.
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The results suggest that parents’ use of nonsuppadasponses was significantly
negatively associated with children’s use of adagpéimotion regulation strategieq56)
=-.31,p =.02. Overall, our hypothesis that parents’ neactto their children’s
expression of emotion were related to children’®&om regulation strategies was
partially supported.

Next, temperament characteristics were examinage tD the high
intercorrelations between temperament traits, aifieddBonferroni correction was used
to control for Type 1 error(= .008). To test the hypothesis that children's ofs
adaptive emotion regulation strategies would be@ated with temperament traits, five
Pearson product-moment correlations were calculatedas predicted that each DOTS-
R subscale score (i.e. approach/withdrawal, moaditguflexibility-rigidity,
nondistractibility, and persistence) would be digantly positively correlated with the
adaptive emotion regulation score on the ERC. Asvshin Table 3, the children’s
adaptive emotion regulation scores were signifigaagsociated with the temperament
traits of approach/withdrawat (55) = .37 p=.005), mood qualityr((65) = .42p=.001),
and flexibility-rigidity (r (56) = .53p=.001). Contrary to our hypothesis children’s
adaptive emotion regulation strategies were natifsogintly associated with the
temperament traits of nondistractibility(66) = .20, n.s.) and persistencg€56) = .25,
n.s.). Overall, our hypothesis that temperameitstreould be significantly positively
correlated with adaptive emotion regulation streegvas partially supported.

To test the hypothesis that children’s use of igldilegativity would be
associated with temperament traits, five Pearsodymt-moment correlations were

calculated. It was predicted that DOTS-R subssetees (i.e. approach/withdrawal,
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mood quality, flexibility-rigidity, nondistractibity, and persistence) would be
significantly negatively correlated with the labiinegativity score on the ERC.
Children’s lability/negativity scores were signdiatly negatively correlated with mood
quality ( (56) = -.35,p=.008) and persistence (66) = -.24 p<.008). Children’s
lability/negativity scores were not significantlgreelated with approach/withdrawail (
(55) = .01, n.s.), flexibility-rigidity i (56) = -.21, n.s.), and nondistractibility(66) = -
11, n.s.). Overall, our hypothesis that temperdrtraits would be significantly
negatively associated with children’s lability/n&ggy was partially supported.

A stepwise regression was calculated to examineetaive and combined
contributions of parental responses to childrem®#on expression and children’s
temperament on the children’s emotion regulatioatsgy. All predictor variables were
entered into the model together and the softwackggge pulled out those that accounted
for variance in the overall model. Because no mnevistudy has examined these
variables together, these analyses were exploratowyas hypothesized for the
following analyses that parents’ responses to onild negative emotions would account
for the majority of variance in the model, above &eyond the five temperament traits.
Children’s lability/negativity scores were entegithe predicted variable, and parents’
CCNES nonsupportive responses and the five temertaimaits of
approach/withdrawal, mood quality, flexibility-rijty, nondistractibility, and persistence
were entered as the predictor variables. In Stgarknts’ use of nonsupportive
responses contributed 25% of the variafe<(.254) and was significant pt= .001. In
step 2, mood quality added 7.5% A = .075) unique variance to the model and was

significant atp = .02. The combined variance accounted for was @%otal = .303).
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Overall, the model was significarf (2, 55)-12.96,p = .001). The temperament traits of
approach/withdrawal, flexibility-rigidity, nondisctibility, and persistence did not
contribute additional unique variance to the model.

We also examined the relative and combined corttabs of parents’ supportive
responses and children’s temperament on the chiklegnotion regulation strategies.
Children’s lability/negativity was entered as thegicted variable, and parents’ CCNES
supportive responses and the five temperamens whapproach/withdrawal, mood
quality, flexibility-rigidity, nondistractibility,and persistence were entered as the
predictor variables. In Step 1, mood quality prestic12.5% of the varianc&{= .125)
and was significant a¢ = .008. Parents’ use of supportive responsestantetnperament
traits of approach/withdrawal, flexibility-rigiditynondistractibility, and persistence did
not contribute additional unique variance to thelgloThe overall model was significant
(F 1,55 =7.70,p=.008).

A stepwise regression was calculated to examineetaive and combined
contribution of parents’ responses to children’sogéam and temperament traits on
children’s emotion regulation strategies. Childeeadaptive emotion regulation score
was the predicted variable and parents’ supporégponse and the five temperament
traits of approach/withdrawal, mood quality, flektly-rigidity, nondistractibility, and
variance R = .277) and was significant pt= .001. In Step 2, persistence accounted for
5% of the varianceRPA = .052) and was significant pt= .048. Overall the combined
contribution of flexibility-rigidity and persisteeowas 30%FR Total = .329). The model

was significantf 2 s5-13.01,p = .001).
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Lastly, a stepwise regression was calculated tmeeathe relative and combined
contributions of parents’ nonsupportive responseschildren’s temperament on
children’s emotion regulation strategies. Childeeadaptive emotion regulation score
was the predicted variable and parents’ nonsupj@résponse and the five temperament
traits of approach/withdrawal, mood quality, fleitly-rigidity, nondistractibility, and
variance R = .277) and was significant pt= .001. In Step 2, parents’ nonsupportive
responses accounted for 10% of the variaRéa€ .102) and was significant pt= .005.
Overall, the combined variance accounted for byilbiéty-rigidity and nonsupportive
responses was 38%Total = .380). The overall model was significaft s5-16.21,

p=.001).
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CHAPTER V

CONCLUSIONS

The current project examined emotion regulatioatsgies at a time when
children are learning to develop and perfect tlstisgegies, specifically between the ages
of 6-8 years old. Previous research has linkediptelfactors to emotion regulation
strategies, namely temperament traits, parentaksgjvity, and parental socialization of
emotions. Therefore, we examined multiple factbeg have been implicated in the
research as influencing emotion regulation strategnd sought to identify whether
these factors are also related to emotion regulatiategies at an age when these
strategies are still developing. The project sougladdress the gap in the literature by
examining these associations in children betwe8ryéars old, and utilizing both a
parent-report of children’s emotion regulation anchild self-report measure to examine
the use of two emotion regulation strategies, ngroegnitive reappraisal and emotion
suppression. Additionally, this is one of the feiidies to our knowledge to examine
these factors simultaneously, addressing a sigmifigap in the literature.

It was hypothesized that parents’ own emotion ratih strategies would be
significantly associated with their children’s emsotregulation strategies. The

hypothesis was partially supported with a signifiidénk between parents’ use of
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reappraisal and children’s use of adaptive emotgulation strategies. There was no
association between parents’ use of suppressiogtalttten’s lability/negativity. There
is considerable debate in the literature whethgnitive reappraisal is a more adaptive
method for managing emotions compared to emotippr&ssion. Emotion suppression
is typically associated with negative approachesmotion regulation. Yet, it stands to
reason that emotion suppression in certain sitaatoould also be an adaptive method for
regulating emotions. It may also be that the familn our study had less difficulty in
their management of emotions and did not reportjla level of emotion suppression.
Specifically, descriptive statistics indicate tbat parents were less likely to report the
use of emotion suppression as a strategy to regtiatr emotions. Additionally, this
same trend was identified in parents’ report ofrtbeildren’s use of lability/negativity
when handling emotion-eliciting situations. We spate that the use of either emotion
suppression or cognitive reappraisal can be seadastive methods for regulating
emotions. The results indicate no significant logtween emotion suppression or
cognitive reappraisal and children’s use of layfliegativity. One possible explanation is
that children who utilize these strategies (i.eotam suppression, cognitive reappraisal)
do not approach emotion situations with labilityagvity because they have effective
means of handling emotional situations. Futureaesh would benefit from examining
less adaptive methods of emotion regulations ae link to lability/negativity.

We did not find a consistent link between parenggative expressivity and child
emotion regulation strategies, which adds to tleensistency in the literature. A recent
meta-analysis highlighted some inconsistenciekerliterature between parental

negative expressivity and child emotion regulaBeross a number of studies. Some
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studies have found support for the link betweempial expressivity and emotion
regulation (Halberstadt, 1999), whereas more re@saarch did not find a link
(Valiente, 2004). The findings of the meta-analygsiggest that variations in the level of
negative expressivity may impact the associatiah emotion regulation. Specifically,
parents who show no negative expressivity or tochrmegative expressivity may have
children who use a more labile and negative appro@emotion regulation. Whereas,
parents who show a moderate level of negative sspi¢y may have children who
demonstrate more adaptive emotion regulation sfiede This demonstrates support that
some expression of negative emotion can be adagsivempared to suppression of all
emotions. Additionally, without negative expressivn the home, children are unable to
observe effective strategies and therefore leaategfies to overcome those emaotions.
Next, we examined the impact of parents’ reactiortbeir children’s expression
of negative emotion and children’s emotion regolastrategies. The results indicate that
parents’ use of supportive responses to their i@nld negative emotions was not
associated with children’s use of adaptive emategulation strategies. One explanation
for this result may be that parents are less likelytilize supportive responses when
their children have negative emotions; therefonppsrtive responses are not associated
with either adaptive emotion regulation or labilitggativity. Parents’ report of
supportive responses was also not associated ilthren’s lability/negativity, which
further supports the idea that supportive respoasetess likely to be utilized when the
child is exhibiting negative emotions. In geneparents who use supportive reactions to
negative emotions may have children who are l&s$ylito express these negative

emotions, suggesting that children have not hadhlace to develop these skills.
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However, parents’ use of nonsupportive responsesassociated with children’s use of
lability/negativity. Additionally, the use of nongportive responses was negatively
associated with children’s use of adaptive emategulation strategies. The findings
from the current study suggest that parents whaorare likely to use nonsupportive
responses to their children’s negative emotions haase children who utilize the same
minimizing and punitive strategies to regulate itlos¥yn emotions. Additionally, parents’
who are more likely to use nonsupportive respons®g have children who are less
likely to develop emotional awareness as identifigdhe adaptive emotion regulation
scale. Our findings, which are similar to previoesearch (Shaffer, 2012), suggest that
supportive parenting alone is not sufficient torpate children’s emotion regulation
strategies, but that an absence of unsupportivenpag is as, or more important to
adaptive emotional development.

Notably, we focused on maternal responses toremildg negative emotions; the
field would benefit from examining the role of pata responses to children’s displays
of positive emotion. The field would also benefdrh an examination of particular
emotions such as anger or sadness. Althoughntpsitant to understand overall
emotion regulation, understanding the complexiiesach emotion is also vital. It may
be that children are better able to regulate mositipe emotions, whereas they have
more difficulty with negative emotions. The exantioa of specific emotions may
highlight particular strategies that may be helpfutocializing emotion regulation.

Previous research by Santucci (2008) has linkedthegaffectivity with
maladaptive emotional responses to frustration;dvan the study did not find an

association with adaptive emotion regulation respsrand general temperament traits in
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children. It may be difficult to detect the useanfaptive emotion regulation in children
who do not exhibit a negative or difficult temperarstyle. It could be argued that
children without a difficult temperament are notaasitely aware of their emotion
regulation strategies because they are able tthese strategies with ease. Contrary to
previous research, the current study demonstrasgghdicant link between adaptive
emotion regulation and approach/withdrawal, mooaligy and flexibility-rigidity.
Additionally, we also found a significant link beten lability/negativity and the
temperament traits of mood quality and persistenbes link was also negatively
correlated, indicating that children who have mpositive mood quality or are persistent
are less likely to use lability/negativity when apgching emotion-eliciting situations.
Our findings are consistent with the results ofeJat al (2010) demonstrating a link
between temperament traits and emotion regulatiddditionally, Belsky, Bakermans-
Kraneburg, and van Lizendoorn’s (2007) ‘differehsiasceptibility’ hypothesis asserts
that children with extreme temperaments are moes op socialization influences for
better or worse. Our sample included 9 childremwitdifficult temperament which may
limit our ability to see these effects.

Previous research has examined both parental gatiah and temperament
traits and the link to emotion regulation stratsegraividually, yet no study to our
knowledge has examined these factors togetherdBaseur ability to show significant
links between these factors and emotion regulaitategies, we wanted to further
examine how these factors, taken together, conéibto the use of emotion suppression
and cognitive reappraisal. The regression analfsew that both parental socialization

and temperament traits predict children’s use lofitg/negativity. These results indicate
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that children who have a negative affect or de@@&sood quality in combination with a
nonsupportive style of parental socialization amrerlikely to utilize a labile and
negative approach to emotion regulation. On théraoy parents’ use of nonsupportive
responses and the ability to be flexible in emogbaiting situations may result in more
adaptive emotion regulation. Nonsupportive respsiaseounted for 10% of the variance
in lability/negativity. This suggests that parenmtsactions to children’s negative emotions
may have a significant impact on the way they dgvéypes of emotion regulation
strategies. While this is true, temperament ti@gs play a major role in the strategies
that children use; indicating that this interplayan important avenue for future research.
Research directly assessing temperament traitthandpact on emotion regulation
strategies is limited. The findings indicate thatrenresearch on this key factor is
warranted.

Based on the previous findings in the literatungas expected we would see
significant links between the variables of pareptabtion regulation, parental
socialization, and children’s temperament traitseré are a number of possibilities why
our results differ from previous studies. The roethised to obtain report of children’s
emotion regulation was through a parent- reportsmema As has been demonstrated in
the literature, externalizing behaviors are mudiezdor parents to report because they
can easily be seen (Boyle et al, 1997; Yeh and ¥yY/2301). A parent could outwardly
observe suppression (i.e. sigh, storming off, bitlown), but may not have the same
behavioral cues for cognitive reappraisal. Thei@ifty in identifying the use of this
strategy makes it difficult for parents to repantiaternalizing behaviors. This is

consistent with research suggesting parents anerpporters of their children’s
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internalizing feelings, particularly when assesgisgchopathology such as depression
(Klein et al, 2005). Additionally the current studgught to examine whether the use of
emotion regulation strategies could be assesseal se#f-report measure (ERQ-CA) in
children between the ages of 6-8. Unfortunatelycti&lren in the sample had difficulty
with the self-report measure. This may be dudftecdlties with some words on the
measure, despite our efforts to simplify the wadd provide explanation. However, the
main difficulty appeared to be that children wenable to understand the abstract
concept of cognitive reappraisal. Overall, chifdtlis age are unlikely to possess the
ability to provide self-reports of these aspectsergfore, future research should examine
the extent to which cognitive reappraisal and eamosiuppression can be examined
during this developmental period through some meésslf-report. Consistent with the
research that has been conducted in preschootehjltuture research should use an
observational assessment of emotion regulatiohildren at this developmental age.
The results of the current study also highlightebenplexity in the development
of emotion regulation strategies, particularlyhrstyoung age when the development of
these strategies are based less on modeling arelona@pecific traits like temperament.
The inconsistency in previous research and thdtsesiithe current study, suggest that
there are both individual temperament charactessts well as a learning component in
the development of emotion regulation strategidhoigh we were able to account for a
combined variance of 30%, this suggests there atarder of factors that have yet to be
considered in the development of these key stredefiuture research should examine
the use of other factors such as the influencealexdmprehension and verbal reasoning

have on emotion regulation strategies. Specificalhe could argue that children are
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unable to use cognitive reappraisal if they dohaste the verbal capabilities to think
differently about the emotional response. Additibnahe use of verbal expression is
particularly important for emotion regulation.

Although the conceptual variable of emotion regalatind specific emotion
regulation strategies has been examined in thatitee across multiple developmental
stages, there is still work to be done. Therepauxity of research to demonstrate at what
particular age children are able to develop adeiwnotion regulation strategies.
Literature has suggested that adolescents ardabbe cognitive reappraisal and
emotion suppression, and developmental psycholtwstize that it is during the ages
of 6-8 that children have the cognitive capacitatguire the skills of cognitive
reappraisal and emotion suppression (Kochansk&,)1@&ir results highlight that while
children are using some form of emotion regulastrategies, the development of these
strategies may not be occurring simultaneouslyaasbleen previously theorized. It may
be that children find it easier to develop thetsgg of emotion suppression earlier as
opposed to cognitive reappraisal. Perhaps the sistamcies in findings throughout the
literature demonstrate that these strategies asdileely to develop simultaneously but
rather, there is a natural progression of emotgulation development. Research has
demonstrated that children are typically variablewfirst learning a new skill and have
difficulties in effectively utilizing said skill. ie lack of findings in the current study
could be attributed to the fact that these childrencurrently developing these strategies
and as a result have difficultly implementing thand even more difficulty in accurately

reporting the use of these strategies.
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There are a number of limitations of the currentigtincluding the modest,
primarily Caucasian, and highly-educated samplerdiore the results of the study
should be interpreted with caution, as these resuitty not generalize to all children at
this age, and with less educated and minority sasagldditionally, the aim of the
current study was to utilize a child self-reporet@amine whether children between the
ages of 6-8-years old are able to report on ematippression and cognitive reappraisal.
Unfortunately due to limited understanding by thédren, the child self-report measure
was dropped from the analyses. Lastly, the custmy utilized a cross-sectional design.
Future research should utilize a longitudinal des@identify the age at which children
utilize these strategies to emotion regulation twedage when children can reliably
report on these strategies.

Our results highlight a number of avenues of redetrat should be examined in
future studies. Specifically, additional researcbwdd focus not only on the age at which
children develop the strategies of emotion suppyasand cognitive reappraisal, but also
additional factors that may relate to emotion ragah. A qualitative understanding of
how children “work through” emotional situations yrehed light on the types of
strategies children use to regulate their emotiBogure research should utilize a
longitudinal design to assess for the age at wticllren develop these strategies.
Additionally, it would be important to examine tteanporal predictors of emotion
regulation strategies and when children are ab$elfereport on these strategies.
Specifically, the field recently started to examihe impact verbal comprehension and
reasoning has on children’s abilities to regulatgrtemotions. Additional factors that

may be important to assess are how the parentgeahing” their children to regulate
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their emotions. Particularly if parents’ are praagl explicit instructions or if the
majority of children’s learning is through obseieaal modeling.

There are a number of notable strengths of theentuistudy including the age of
the sample, and the factors assessed. This isfdhe first studies to examine the factors
related to emotion regulation at an age when threldpment of these strategies is likely
still occurring. Additionally, this is one of thedt studies, to our knowledge, to examine
both parent socialization, parental emotion reguteand child temperament together, to
understand the interplay of these key factors.|{ aitis study sought to examine the
validity of a child self-report measure in examgpemotion regulation. Although the
measure was dropped from analyses, it provideduatée information on the age at
which children are able to use self-report measures

In conclusion, our findings emphasize the overathplexity of emotion
regulation development particularly at an age wttgldren are expected to have
developed these skills to regulate their emoti@nsg. results suggest that parents’
reactions to their children’s negative emotionsehasignificant impact on the type of
strategies that children develop, particularlyamtis of lability/negativity. Additionally,
both the child’s temperament traits and parenteibsi@aation contribute to the
development of emotion regulation strategies. Thdysalso has important clinical
implications. It may be extremely important fomgtians to assess parents’ emotion
regulation strategies given the link between th#ategies and the strategies of their
children. Also of note, is the types of instructidmldren are receiving from their
parents’ in terms of how to manage their emotidinshildren’s learning of emotion

regulation is limited to modeling parents’ stragsgor parents’ reactions to their
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children’s emotion, it could have detrimental effeon the children’s regulation, and

even long-term consequences contributing to psyathoiogy.
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Table 1

Means and Standard Deviations for Study Variables

Mean Standard Deviation Range

ERQ

Suppression 12.54 4.66 4-23

Reappraisal 31.14 6.12 12-42
ERC

Adaptive Emotion 31.58 3.90 20-38

Regulation

Lability/Negativity 22.39 5.59 15-41
CCNES

Supportive responses 16.96 2.12 12-20

Nonsupportive responses 7.50 1.78 5-13
DOTS-R

Approach/Withdrawal 20.54 3.62 12-28

Mood Quality 26.27 2.86 16-28

Flexibility/Rigidity 15.64 3.01 9-20

Nondistractibility 12.13 3.03 6-18

Persistence 8.55 1.97 4-12

Note: ERQ = Emotion Regulation Questionnaire; EREmotion Regulation Checklist; CCNES = Coping with

Children’s Negative Emotions Scale; DOTS-R = Diniens of Temperament Scale- Revised
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Table 2

Correlation Coefficients of Emotion Regulation $gies and Socialization

ERC
Adaptive Emotion Lability/Negativity
Regulation

ERQ

Suppression -.19 10

Reappraisal 27 -12
CCNES

Supportive 14 -.13

Nonsupportive -.31* 50**

Note: *p < .05, **p <.01; ERC = Emotion Regulation Checklist; ERQ =dfion Regulation
Questionnaire; CCNES = Coping with Children’s NégaEmotions Scale
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Table 3

Correlation Coefficients of Emotion Regulation $ges and Temperament Traits

ERC
Adaptive Emotion Lability/Negativity
Regulation
DOTS-R

Approach/Withdrawal 37* .01

Mood Quality A42* -.35*
Flexibility-Rigidity -.53* -.21
Nondistractibility -.20 -11
Persistence -.25 -.24

Note: *p < .008; ERC = Emotion Regulation Checklist; DOTSRimensions of Temperament
Scale- Revised
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Table 4

Stepwise Regression Analysis of Nonsupportive Resp@nd Temperament Traits as
Predictors of Lability/Negativity

AR F B P

Step 1

Nonsupportive .254 18.35 504 .001
Step 2

Mood Quality .075 18.35 =277 .019
Nonsignificant variables:

Nondistractibility -.041 .728
Flexibility-rigidity -.125 316
Approach/Withdrawal .074 522
Persistence -.133 .254
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Table 5

Stepwise Regression Analysis of Supportive Respanselemperament Traits as
Predictors of Lability/Negativity

AR F B p

Step 1

-.353
Mood Quality 125 7.70 .008
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Nonsignificant variables

Nondistractibility -.129 316
Flexibility-rigidity -0.78 577
Approach/Withdrawal .075 567
Persistence -.227 074
Supportive Responses -0.63 .635
Table 6

Stepwise Regression Analysis of Supportive Respanselemperament Traits as
Predictors of Adaptive Emotion Regulation
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AR F B p

Step 1

Flexibility-Rigidity 277 20.73 527 .001
Step 2

Persistence .052 13.01 228 .048
Nonsignificant Variables

Mood quality .238 .052
Nondistractibility 110 .670
Approach/Withdrawal 071 .610
Supportive Responses .038 .746
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Table 7
Stepwise Regression Analysis of Nonsupportive Resp@nd Temperament Traits as
Predictors of Adaptive Emotion Regulation

AR F B p

Step 1

Flexibility-Rigidity 277 20.73 527 .001
Step 2

Nonsupportive 102 16.21 -3.20 .005
Nonsignificant varialbes:

Mood Quality .185 126
Nondistractibility 163 142
Aproach/Withdrawal .099 451
Persistence .164 143
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APPENDIX A

STUDY MEASURES

Emotion Regulation Questionnaire (ERQ)

Gross & John
9/03

Instructions and Items

We would like to ask you some questions about yoowtional life, in particular, how you control (ths,
regulate and manage) your emotions. The questigiosviinvolve two distinct aspects of your emotiolifa!.
One is your emotional experiena® what you feel like inside. The other is yoorational expressigror how
you show your emotions in the way you talk, gestardoehave. Although some of the following quastio
may seem similar to one another, they differ inom@nt ways. For each item, please answer using the
following scale:

[ y SER— S / — S  — 7
strongly neutral strongly
disagree agree

1. When | want to feel mopesitiveemotion (such as joy or amusemenghéange what I'm

thinking about

2. | keep my emotions to myself.

3. When | want to feel lesegativeemotion (such as sadness or angasihange what I'm thinking
about

4. When | am feelingpsitiveemotions, | am careful not to express them.
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5. When I'm faced with a stressful situatiomake myselthink about itin a way that helps me

stay calm.
6. | control my emotions lmpt expressing them
7. When | want to feel mopesitiveemotion, Ichange the way I'm thinkingbout the situation.
8. I control my emotions lopranging the way | thinkbout the situation I'm in.
9. When | am feelingegativeemotions, | make sure not to express them.
10. _ When | want to feel lessgativeemotion, Ichange the way I’'m thinkingpbout the situation.
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Emotion Regulation Checklist
Anne Shields & Dante Cicchetti, 1995

Rarely/  Sometimes Often
Never

1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3

Almost
Always
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1. Is a cheerful child.

2. Exhibits wide mood swings (child’s emotional
state difficult to anticipate because he/she moves
quickly from a positive to a negative mood).

3. Responds positively to neutral or friendly
overtures by adultsr¢sponds positively to polite or
friendly adult$

4. Transitions well from one activity to another;
doesn’'t become angry, anxious, distressed, or
overly excited when moving from one activity to
another.

5. Can recover quickly from upset or distress (for
example, doesn’t pout or remain sullen, anxious, o
sad after emotionally distressing events).

6. Is easily frustrated.

7. Responds positively neutral or friendly
overtures by peerskResponds positively to polite or
friendly peers.]

8. Is prone to angry outbursts/ tantrums easily.

9. Is able to delay gratification.

10. Takes pleasure in the distress of other (for
example, laughs when another person gets hurt or
punished; seems to enjoy teasing others).

11. Can modulate excitemen€n control his/her
excitemert(for example, doesn’t get “carried
away” in high-energy play situations or overly
excited in inappropriate contexts).

12.Is whiny or clingy with adults.

13.Is prone to have disruptive outbursts of energy
and exuberancekcitemerit
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14. Responds angrily to limit-setting by adults.

15. Can say when s/he is feeling sad, angry, or ma
fearful or afraid.

16. Seems sad or listless.

17.1s overly exuberantgxcited and energelic
when attempting to engage other in play.

18. Displays flat affectdoesn’t show much emotion
when you would expect (expression is vacant or
inexpressive; child seems emotionally absent).

19. Responds negatively to neutral or friendly
overtures by peer&kesponds negatively to polite or
friendly peer§ (for example, may speak in an angry
tone of voice or respond fearfully).

20. Is impulsive Can’t control him/herself

21.1s empathic $ympathetictowards others; show
concern when others are upset or distressed.

22. Displays exuberancefergy and excitemgnt
that others find intrusive or disruptive.

23. Displays appropriate negative emotions (anger
fear, frustration, distress) in response to hgstile
aggressive, or intrusive acts by others.

24. Display negative emotions when attempting to
engage others in play.



Parent Attitude/Behavior Questionnaire

Instructions: In the following items, please indecan a scale from 1 (very unlikely) to 7 (very
likely) the likelihood that you would respond in ygalisted for each item. Please read item
carefully and respond as honestly and sincereyypasan. For each response, please circle a
number from 1-7.

Response Scale: 1 2 34 6 7
Very Unlikely Medium  Very Likely

1. If my child becomes angry because he/she issitkirt and can't go to his/her friend's
birthday party, | would:

a. send my child to his/her room to cool off

1234
567
b. get angry at my child 1234567
c. help my child think about ways that he/she ¢#dinbg with
friends (e.g., invite some friends over after thety) 1234567
d. tell my child not to make a big deal out of mgsthe party 1234567
e. encourage my child to express his/her feelifigs o
anger and frustration 1234567
f. soothe my child and do something fun with hinnAzemake
him/her feel better about missing the party AL567

2. If my child falls off his/her bike and breaksand then gets upset and cries, | would:

a. remain calm and not let myself get anxious

1234
567
b. comfort my child and try to get him/her to forge
about the accident 1234567
c. tell my child that he/she is over-reacting 1234567
d. help my child figure out how to get the bikesiik 1234567
e. tell my child it's OK to cry 123456
f. tell my child to stop crying or he/she won't be
allowed to ride his/her bike anytime soon 12367
3. If my child loses some prized possession anctsesith tears, | would:
a. get upset with him/her for being so careless and
then crying about it 1234567
b. tell my child that he/she is over-reacting 234567
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c. help my child think of places he/she hasn't &mbitet 1234567

d. distract my child by talking about happy things 1234567
e. tell him/her it's OK to cry when you feel unhgpp 1234567
f. tell him/her that's what happens when you'recaoéeful 1234567

4. If my child is afraid of injections and beconmgste shaky and teary while waiting for his/her
turn to get a shot, | would:

a. tell him/her to shape up or he/she won't benadtb

to do something he/she likes to do (e.g., watch TV) 1234567
b. encourage my child to talk about his/her fears 1234567
c. tell my child not to make big deal of the shot 1234567
d. tell him/her not to embarrass us by crying 1234567
e. comfort him/her before and after the shot 234567
f. talk to my child about ways to make it hurt less

(such as relaxing so it won't hurt or taking desgaths). 1234567

Response Scale:1 2 3 4 b6 7
Very Unlikely Medium Very Likely

5. If my child is going over to spend the aftern@brm friend's house and becomes nervous and
upset because | can't stay
there with him/her, | would:

a. distract my child by talking about all the fug/$he will

have with his/her friend 1234567
b. help my child think of things that he/she codédso that

being at the friend's house without me wasn't scary

(e.g., take a favorite book or toy with him/her) 1234567
c. tell my child to quit over-reacting and beingaby 1234567
d. tell the child that if he/she doesn't stop thelshe

won't be allowed to go out anymore 123645
e. feel upset and uncomfortable because of my'shitdictions 1234567
f. encourage my child to talk about his/her nervimetings 1234567

6. If my child is participating in some group adtwvith his/her friends and proceeds to make a
mistake and then
looks embarrassed and on the verge of tears, Idvoul

a. comfort my child and try to make him/her feettée 1234567

b. tell my child that he/she is over-reacting 1234567

c. feel uncomfortable and embarrassed myself 234567

d. tell my child to straighten up or we'll go honght away 1234567

e. encourage my child to talk about his/her fealing

of embarrassment 1234567
f. tell my child that I'll help him/her practice sloat

he/she can do better next time 1234567

7. If my child is about to appear in a recital pogs activity and becomes visibly nervous about
people watching
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him/her, | would:

a. help my child think of things that he/she codiddto
get ready for his/her turn (e.g., to do some waps-and

not to look at the audience) 1234567
b. suggest that my child think about somethingxiata

so that his/her nervousness will go away 34567

c. remain calm and not get nervous myself 34567

d. tell my child that he/she is being a baby alout 1234567

e. tell my child that if he/she doesn't calm dowa;ll

have to leave and go home right away 1534

f. encourage my child to talk about his/her nervimetings 1234567

8. If my child receives an undesirable birthday fjifm a friend and looks obviously
disappointed, even annoyed, after
opening it in the presence of the friend, | would:

a. encourage my child to express his/her disappaifetelings 1234567
b. tell my child that the present can be exchanged

for something the child wants 1234567
c. NOT be annoyed with my child for being rude 1234567

d. tell my child that he/she is over-reacting 1234567

e. scold my child for being insensitive to the

friend's feelings 1234567
f. try to get my child to feel better by doing sdhiag fun 1234567

Response Scale: 1 2 3 4 B 7
Very likely Medium Very Likely

9. If my child is panicky and can't go to sleegeaftiatching a scary TV show, | would:

a. encourage my child to talk about what scaredhem 1234567

b. get upset with him/her for being silly B2567

c. tell my child that he/she is over-reacting 1234567

d. help my child think of something to do so thatdie can get

to sleep (e.g., take a toy to bed, leave the lighjs 1234567

e. tell him/her to go to bed or he/she won't bevedid to

watch any more TV 1234567
f. do something fun with my child to help him/herdet

about what scared him/her 1234567

10. If my child is at a park and appears on thgeaf tears because the other children are mean
to him/her and won't let
him/her play with them, | would:

a. NOT get upset myself 1234567
b. tell my child that if he/she starts crying

then we'll have to go home right away 123617

c. tell my child it's OK to cry when he/she feetglb 1234567
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d. comfort my child and try to get him/her to thiakout

something happy 1234567
e. help my child think of something else to do 1234567
f. tell my child that he/she will feel better soon 1234567

11. If my child is playing with other children ande of them calls him/her names, and my child
then begins to tremble and
become tearful, | would:

a. tell my child not to make a big deal out of it 1234567
b. feel upset myself 1234567
c. tell my child to behave or we'll have to go homght away 1234567
d. help my child think of constructive things towben

other children tease him/her (e.g., find otherghito do) 1234567
e. comfort him/her and play a game to take higfiied off

the upsetting event 1234567
f. encourage him/her to talk about how it hurtbeéaeased 1234567

12. If my child is shy and scared around strangatsconsistently becomes teary and wants to
stay in his/her bedroom whenever family friends edmvisit | would:

a. help my child think of things to do that wouldke meeting
my friends less scary (e.g., to take a favoritevidi

him/her when meeting my friends) 123456
b. tell my child that it is OK to feel nervous 1234567
c. try to make my child happy by talking about the

things we can do with our friends 1234566
d. feel upset and uncomfortable because of my 'shiddctions 1234567
e. tell my child that he/she must stay in the livioom

and visit with our friends 1234567
f. tell my child that he/she is being a baby 234567
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ERQ-CA

Instructions and Items

We would like to ask you some questions about howgontrol your feelings. The
guestions below are about two areas of feelings. i®what you feel like inside. The
other is how you show your feelings in the way yali or act. Here’s an example
guestion:

e.g. “My favorite ice cream is strawberry.”

Is this question not at all true for you, sortmiet for you, or really true for you?

1 2 3
Not at all true for me Sort of true for me Reallytrue for me
1. When | want to feel happier, | think absamething different
2. | keep my feelings to myself.
3. When | want to feel less bad (e.qg., sagiyeor worried). | think about
something different.
4. When | am feeling happy, | am carefultoathow it.
5 When I'm worried about something, | makeseff think about it in a way

that helps me feel better.
6. | control my feelings by not showing them.

7. When | want to feel happier about somgthichange the way I'm
thinking about it.

8. | control my feelings about things by ajiag the way I think about them.
9. When I'm feeling bad (e.g. sad, angryyorried). I'm careful not to

show it.
10. When | want to feel less bad (e.g. sagkyaor worried) about something,

| change the way I'm thinking about it
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APPENDIX B

COMPLETE LITERATURE REVIEW

Introduction

Regulating our emotions involves necessary and itapbskills that all of us
must master to some degree in order to negotiatdauto-day lives. Our emotions
serve important functions, including preparing aiséction, helping drive decision-
making, helping us make judgments about our enwient, and giving us cues about
others’ intentions (Gross, 1998). Poor regulatibarotions is implicated in more than
half of the Axis | disorders included in the Diagtio and Statistical Manual of Mental
Disorders and in all of the Axis Il disorders (G3@& Levenson, 1997). This illustrates
the importance of effective emotion regulationtstgées and the need to identify the
causes of maladaptive strategies.

A wealth of research has supported the negatieetsfof poor emotion
regulation strategies, such as anxiety and demre¢Betts, Gullone, & Allen, 2009),
internalizing and externalizing behaviors (Eisegh&umberland, et al., 2001), and poor
social competence (Hughes, Gullone, Dudley, & To2§d40). Social learning theory
developed by Bandura (1969) posits that childrenalsservation learning to develop
strategies to maneuver life, including modelingepds’ expressive behavior, verbal
instruction by an authority figure, and symboliareing. The family is the primary
context in which children first learn how emoticare expressed, how to interpret those

emotions, and ways to manage emotions (Denham,)1®0&ddition, the quality of the
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emotional climate in the home is due in part teepgs’ expression of emotion
(Halberstadt, Crisp, & Eaton, 1999). Therefore|dren are likely to model the emotion
regulation strategies of their parents, as wetlexss/e clues to emotion regulation based
on parents’ reactions to their child’s negative gons.

Another method by which children learn to regulateotions is through
socialization, or direct teaching, by their pareiiise socialization of emotions may
operate via modeling, contingency, and coachinghaesms. In rewarding socialization
of emotion, the child is taught to both tolerate aontrol emotions, while expressing
them and coping with their sources. Previous reselaas linked family expressiveness
to an individual’s emotionality, understanding ofi@ion, social competence, intra-
familial relationships, self-esteem and persongisithent, and academic achievement
(Halberstadt & Eaton, 2003).

Similarly, the temperament of children also conités to a child’s emotional
reaction to situations as well as his/her use adteim regulation strategies. The model
by Thomas and Chess (1977) includes nine bipolapéeament dimensions believed to
be stable across development (i.e., activity, adalty, mood). Research suggests that
difficult temperament factors (i.e., arrhythmicitgflexibility, high distractibility) are
associated with more childhood behavior problenes, (nyperactivity, conduct disorders
symptoms; (Windle, 1991). Similarly, lower scorgstemperament dimensions of
approach-withdrawal and adaptability are associaiddanxiety and depression in
children and adults, whereas high activity leved &ow attention are associated with
externalizing problems. Early temperament charesties that differentiate children have

been found to influence the kinds of emotion regoibaskills and strategies children
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develop (Calkins, 2004). Eisenberg, Fabes, Guthnd,Reiser (2002) found that
inhibitory dimensions of negative emotionality pictdocially withdrawn behavior, and
overt dimensions of negative emotionality predithier externalizing problems or a
combination of internalizing and externalizing plebs.

Each of these modalities (i.e., expression, teagtand temperament) has been
studied in the context of emotion regulation. Féwany studies have examined these
associations together to identify the contribugach has on the emotion regulation
strategies used by children. The current paperpsalvide a review of the literature
regarding the development of emotion regulatioa,itifluence of the child’s
temperament on emotion regulation, and the soei#z of emotions in the family
context. In addition, the current study will utéia parent-report of child’s emotion
regulation to compare the link between parent-regiod child-report. This addition to
the research literature will allow for comparisdriie@mperament, parent’s emotion
regulation and parent’s reactions to emotions,gubth parent-report and child-report of
emotion regulation strategies. This project withap identify the variance accounted for
by socialization practices of parents and tempenannaits in terms of developing
emotion regulation strategies.

Literature Review
Emotion Regulation

Defining emotion regulation. The recent increase of research on emotion
regulation highlights the diversity and lack of fanmity in the definition of emotion
regulation. Given the variability in the definitipemotion regulation will be broadly

defined based on the theories of Thompson (199Ganss (1998). According to
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Thompson (1994) , the term emotion regulation (EER9rs to the processes, both
extrinsic and intrinsic, that are responsible &ragnizing, monitoring, evaluating, and
modifying emotional reactions, to accomplish orggals. Emotion regulation refers to
the processes by which individuals influence whaatotions they have, when they have
them, and how they experience and express theseoan(Gross, 1998). An important
component of emotion regulation involves maintagnamd enhancing emotional arousal,
as well as inhibiting or subduing it (Masters, 1p9herefore, the importance of emotion
regulation is not determined solely by the exp@ssif the emotion, but also in the way
the emotional arousal is sustained. In additiomten regulation is not merely the
acquired skills to manage emotions, but also iredutie external environment and the
interventions of others. For example, parents spegietat deal of time monitoring and
interpreting their infant’'s emotions. As the chitchtures, there are more direct
interventions, (i.e., emotion coaching) to imprieeh the child’s well-being and to align
emotional reactions to societal standards (Thomps@®d). Therefore, the child relies on
internal motives to modulate emotions as well dgimgy information from his/her
external environment. For the maintenance of emnatiarousal, it is necessary to use
the management of emotion-eliciting situationsdbi@ve a personal goal.

Central to the theory of emotion regulation is filmedamental difference between
emotion regulation and emotion self-regulation. Horoself-regulation involves a more
behavioral approach of obtaining an overall gaabrder to fully regulate emotions, the
individual would need to use his/her managemeehubtions to obtain a certain goal.

Emotion self-regulation is the process of initigtiavoiding, inhibiting, or maintaining
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the form and intensity of feelings states in oreaiccomplish social adaptation or
achieve individual goals (Eisenberg & Spinrad, 2004

Developing Emotion Regulation StrategiesT'he development of emotion
regulation strategies begins in the third yearfefdnd continues throughout the
preschool period. Children are expected to resaadior modify their emotions to obtain
a desired end. For example, if a child wants aatoyther child is playing with, he/she
can either suppress the feelings by waiting hidier, or restructure his/her wants and
play with another toy. These response options cdelatlop into positive or negative
social interactions with peers. Through experieamoe direct teaching, children are able
to model their parent’s emotional displays to akgth the provisions of expected
societal behavior. One may argue that childrenoasmg as preschoolers are unable to
utilize such cognitively demanding strategies sagltognitive reappraisal. Kochanska,
Murray, and Coy (1997) suggested that advancethigr domains of development during
this period create a readiness for preschoolargdémalize and perform complex self-
regulation strategies, such as cognitive reappgiéa children continue to develop,
these strategies become more salient and are gahlyimnmproved through practice and
the socialization of emotion regulation by parents.

According to the model proposed by Gross (1998heabeginning of the
emotion production process, an individual evaluatess from emotion-eliciting stimuli,
and these evaluations lead to response tenderfagsetavioral or physiological nature
which contribute to adaptive or maladaptive respenEmotion regulation strategies fall
within two categories: antecedent-focused strasegiel response-focused strategies.

Antecedent-focused strategies, also known as adegitiategies, change the response

64



tendency prior to the activation, thereby influergcthe entire emotional response.
Response-focused strategies, also known as maielapttegies, occur subsequent to
the emotional response, thereby limiting the effectess to change the emotional
response. Reappraisal involves redefining an emalieliciting-situation such that its
emotional impact is modified, and suppression imeslthe inhibition of emotion
expression (Gross, 1998). Evidence indicates thiatren who use suppression generally
express less positive emotion, have low self-estémmlife satisfaction and greater
depressive symptomatology than do children whoregppraisal (Gross & John, 2003).
Poor regulation of emotions is implicated in mdrart half of the Axis | disorders
included in the Diagnostic and Statistical Manudl/ental Disorders and in all of the
Axis Il disorders (Gross & Levenson, 1997). The aspoor emotion regulation
strategies could lead to psychopathology. Block Blagk (1980) examined preschool
children to assess the link between emotionalggulation strategies, and problem
behavior. High anger emotionality and low regulatad positive emotions and
exuberance predicted externalizing problem behandrprosocial behavior. Research
has shown that children with externalizing probleares undercontrolled, whereas those
with internalizing problems are overly controlledamnstrained in their behavior (Block
& Block, 1980). Similarly, high levels of negatieenotionality and low regulation are
associated with high levels of behavior problem#i@a, 1994; Eisenberg, Fabes,
Guthrie, & Reiser, 2000) whereas high fear emotignand low fear regulation
predicted internalizing problem behavior in a commtyusample of 5- and 6-year-olds
(Rydell, Berlin, & Bohlin, 2003). Correspondinglypor emotion regulation strategies

have also been implicated in depressed adolesskotsng higher levels of expressive
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suppression and lower levels of cognitive reappfaishen comparing adolescents with
high depressive symptomatology to matched con{B#sts et al., 2009). Hughes,
Gullone, Dudley, and Tonge (2010) found that cleiftddiagnosed with at least one
anxiety disorder and who engaged in school refoshvior reported more suppression
use and less reappraisal use compared to a matonetinical sample. While the
negative consequences of maladaptive emotion reguilstrategies could lead to
psychopathology, the proper use of emotion reguiiagirategies has been shown to
increase social competence and overall well-bespgcifically, low levels of negative
emotionality and high levels of regulation haverbassociated with peer popularity,
prosocial behavior, and other social skills (Eisrglet al., 2002; Eisenberg, Fabes, &
Murphy, 1996; Eisenberg, Gershoff, et al., 200e @mount of research documenting
the positive and negative long-term outcomes ofwfegbtive emotion regulation
strategies makes salient the need to identify Bifestrategies for teaching adaptive
regulation strategies. The vast majority of rede@rc emotion regulation has focused on
the development of emotion regulation strategiesduhe preschool years, when
children are under the direct instruction of thmrents. Little research has focused on
the developmental period of early childhood (6-4@gn children are expected to utilize
the strategies taught in the preschool years féztefely maneuver emotion-eliciting
situations with peers.

Children’s Education of Emotion Regulation.Children may learn how to
regulate their emotions in a variety of ways, inlohg observing other§ocial learning
theory, developed by Bandura (1969), posits thadien use observational learning to

develop strategies to maneuver life. Observati@aahing can occur in relation to three
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models: 1) a live model in which an actual persdamonstrating the desired behavior;
2) verbal instruction in which an individual de$&s the desired behavior in detail, and
instructs the participant in how to engage in takdvior; and 3) symbolic learning in
which modeling occurs by means of the media thraugkal or fictional character
demonstrating the behavior (Bandura, 1969). Thenroamponent of social learning
theory states that an individual’'s behavior boftuences and is influenced by the
environment and characteristics of the person.faimaly is the primary context in which
children first learn about how emotions are exprdshow to interpret those emotions,
and ways to manage emotions (Denham, 1998). ThHaygaBthe emotional climate in
the home is due in part to parents’ expressiomudt®n (Halberstadt et al., 1999).
Research suggests it is often necessary to exercisgree of management or control
over our emotions (Gross, 1998), as emotion managefacilitates healthy and adaptive
psychosocial and emotional functioning (Bridgesnbam, & Ganiban, 2004). Adults are
expected to have a concrete ability to control mwachage their emotions. Specifically,
adults can control their physiological arousal #ng respond appropriately to emotion-
eliciting situations.

One way children are thought to learn about th@io®ons and the emotions of
others is through observing and modeling the ematiexpressiveness of their parents
(Eisenberg, Cumberland, & Spinrad, 1998). Thereadmv studies directly examining
this in young children. Halberstadt and Nieden{B801) defines expressiveness as
nonverbal or verbal behaviors that suggest a passexperiencing one or more affective
or evaluative states; these behaviors could be jppathive and negative. In a study of

kindergarten children, mothers’ expressivenesmeasured by self-report, was
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differentially associated with their children’s jioge and negative expressiveness in a
variety of emotion-eliciting situations (Halberstadox, & Jones, 1993). Parental
positive expressivity may also contribute to chelals beliefs about how much and what
types of emotional expressions are appropriateeffiedtive in social interactions, and
such knowledge may foster both self-regulation sodal skills (Denham, Zoller, &
Couchoud, 1994; Eisenberg et al., 1998). Eisenlég&egshoff, et al. (2001) examined the
link between negative emotion and regulation iar3d 5-year-old children, in
internalizing and externalizing problem behavidiise results suggest that parental
negative expressivity is related to low emotionutagion in children, which in turn is
related to externalizing problems and low sociahpetence. There is evidence that
parents’ expression of emotion is related to tbeildren’s emotional competence in
social situations. Parents who are high in warmth @ositive emotion, and low in
expression of disapproval, hostility, and otherateg emotions directed toward their
children, tend to have socially competent, wellbatgd children who are also skilled in
social understanding (Lindahl, 1998; Scaramellaygeo, & Simons, 1999). McCoy and
Raver (2011) examined the link between caregiva-reported emotional
expressiveness, observer assessments of childnerwson regulation, and teachers’
reports of internalizing and externalizing behasior a minority sample of preschoolers.
Results indicated that high caregiver negativitg kow child emotion regulation
independently predict more internalizing behavimiybems in children. Additionally,
children’s externalizing behavior problems werearsely related to caregivers’ self-

reports of positive emotional expressiveness.
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A review by Halberstadt, et al. (1999) predicteat tthildren in expressive
families were themselves emotionally expressiveifeexpressiveness was also related
to individuals’ emotionality, understanding of emoot, social competence, intra-familial
relationships and adult interpersonal relationstspH-esteem and personal adjustment,
and academic achievement. A metanalysis by Halmirand Eaton (2003) found that
parents who expressed more positive emotion alschiegative emotion had children
with greater emotion understanding, social competeamd psychological well-being. As
indicated in the previous studies, parental exprigss correlated with a child’s
expressivity, both in terms of positive expressaod negative expression. These results
also indicate that expressivity is linked to botsitive and negative long-term outcomes.
Research to date has yet to examine the impaethgié¢rament traits on the
expressiveness of both parents and children, amth&han individual’'s temperament
will impact his/her expressivity. These studiesufeed on parents’ expression of emotion
and how that can be modeled or mirrored by theldam. While direct observation of
emotion regulation is necessary for the developrakatiaptive strategies, it is also
important to receive direct instruction on sociabcepted ways of managing behavior.

Socialization of Emotion Regulation StrategiesEisenberg et al. (1998) and
Gottman, Katz, and Hooven (1997) have proposed madevhich children’s regulatory
capacities mediate the link between parental emeatated child-rearing practices or
behaviors and children’s social behavior and adjest. The socialization of emotions
can operate via modeling, contingency, and coaameghanisms (Halberstadt, 1991).

In rewarding socialization of emotion, the childasight to both tolerate and control

emotions, while expressing them and coping withr theurces. Conversely, punitive
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socialization of emotion focuses on minimizing dreimotion whether by
counterproductive parental emotional responselmraxpressions of disapproval
(Denham & Grout, 1993). According to the coachiggdthesis by Katz and Gottman
(1995), emotion-related parental didactic practieeg., using emotion-laden
explanations in disciplinary encounters and disogstheir own and their children’s
emotions) contribute to children’s overall expressiess, patterns of specific emotion
expression, and reactions to peers’ emotions. DanBaok, and Zoller (1992) suggest
that parents may fit two types. They may be “coach&ho are aware of emotions,
particularly negative ones, talk about them infeedentiated manner, and assist their
children in experiencing and regulating them, wheoessary. In contrast, they may be
“dismissers,” who ignore or deny their childrenigerience of emotions to distract them
from emotions, which are “to be dealt with.” Onadst in particular sought to test these
models. Denham et al. (1992) had parents discubstinir preschool children
photographs of infants displaying 8 emotions. P@remo used more sophisticated
language about emotions had children who wereibale to regulate negative
emotions. While this study supports the previondifigs, more studies are needed to
determine the effectiveness of coaching principiedbe development of emotion
regulation strategies in childhood.

To illustrate the importance of socializing emosipRarke (1994) discussed three
ways in which parents and other individuals sozgaémotion for their children: 1)
indirect instruction through the course of dyaditeraction between a child and adults,
siblings, and peers; 2) direct teaching or coacbinghildren about the rules and

regulations that govern the expression of emotrahdifferences among emotions; and
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3) regulation of the provision of opportunitiedéarn about emotions, such as through
controlling exposure to various kinds and inteesitof emotions. Children are better able
to behave in a socially appropriate manner if tleayn to express their emotions. Parents
who comfort their children and discuss their nagagmotions may help children express
emotion in a socially appropriate manner and mddeheeir arousal. Thus, they should
be more able to learn expected behavior and endpg®priate behavior (Eisenberg et
al., 1996).

There is a considerable amount of research thatigigs the positive effects of
effective coaching or teaching of emotion regulati@and the link with social
competence. Emotion regulation seen as a top-dpproach suggests that poor
regulation strategies of parents will ultimatelyrhedeled by children, as well as
effective regulation strategies. Although evidedoeuments the importance of the
parent’s role in emotion regulation developmenimsgarents may utilize relatively
ineffective strategies. Using a mixed methodolofyyedf-report measures, observational
coding, and teacher reports, Roberts and Strag&7(ifound that parental problem-
solving responses when their children were upset wedated to children’s social
competence, in a community sample of 30 preschedBmcial competence is typically
measured via teacher reports of a child’s levalazially appropriate behavior and
interactions with peers. In addition, the autha@mdnstrated that parental suppression of
children’s emotion may lead to the storage of nggamotions along with other bits of
information from the situation such as the stinmulthe reaction of the parent. These
stored memories could develop into maladaptiveesjras when the child finds

him/herself in a similar situation. Similarly, Eisberg et al. (1996) examined the
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relations of mothers’ self-reported emotion-relgbeakctices to parents’ and teachers’
reports of & — through 8- grade children’s social skills, popularity, ar@ping. Results
suggest that mothers’ problem-focused reactions tieive positively associated with
children’s social functioning and coping, whereagemal minimizing reactions tend to
be linked to lower levels of social competence higth levels of avoidant coping to
manage distress (Eisenberg et al., 1996). In axhdiémotion-focused and problem-
focused maternal reactions, as well as encourageshéme expression of emotion, were
associated with boys’ comforting behavior, althoaginoderate level of maternal
encouragement of the expression of emotion wasesed with quality of girls’
comforting (Denham, Renwick-DeBardi, & Hewes, 199 the research highlighted
the associations of parental coaching and chilthboatcomes, Eisenberg and colleagues
sought to expand this research and focus spedtyficalnegative reactions. Eisenberg et
al. (1999) used a longitudinal design to examimerdtations of parental reports of
negative reactions to children’s negative emotieits children’s socially appropriate
and problem behavior, in a sample of preschootioi with elevated levels of behavior
problems. Parents and teachers provided informagigarding children’s overall
behavior and interactions with peers, at four défd times, beginning in the preschool
years and ending when the children were 10 yedrsHidenberg et al. (1999) found that
parents who punished and/or questioned their poedgcihildren’s emotional experience
had children who displayed difficulties managingitlemotion several years later.
Fabes et al. (1994) extended this research. Mothers instructed to read two
stories about children in distress to their kindetgn children. Results suggest that the

mothers’ actions appeared to be influenced by taiceptions of their children’s
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vulnerability to become dysregulated as a consempiehexposure to others’ negative
affect. In addition, Fabes, Leonard, Kupanoff, &uattin (2001) stated that mothers who
perceive their older children to be emotionallyatese may limit socialization efforts that
involve their children in a distressing experientiee results of the study suggest that
parents who responded by addressing the causeiotthld’s distress, by helping their
child cope with the emotion, or by encouraging ear@l expression, had children with
positive emotional outcomes. In contrast, parerits responded by minimizing the
child’s experience, by punishing emotional expm@ssir by becoming distressed
themselves, had children with poorer functioning.

While emotion regulation has been assessed inlprekars, including those who
have elevated levels of behavioral problems, only study has examined the use of
cognitive reappraisal and suppression in a childrsample. Gullone, Hughes, King, and
Tonge (2010) developed an emotion regulation qomeséire for children and adolescents
(ages 9-15) based on the theory of Gross (199&termine the normative use of
reappraisal and suppression in this age group.lResiggest that suppression use was
lower for older participants compared to their ygenpeers, and over time participants
reported less use of this strategy. Older partitgpalso scored lower on reappraisal, but
results suggest stability over time. Lastly, makgsorted more suppression use compared
to females. Current research has neglected tosadsesise of these strategies in an early
childhood sample, when children are no longer uddect supervision of parents, but
encounter emotion-eliciting situations on a da@gis. The use of emotion regulation
strategies in a preschool population has beendimktéh compliance in observational

studies, blurring the distinction between compleaod emotion regulation. The next
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logical step is to assess the use of emotion réguolatrategies via self-report in a
childhood sample.
Temperament

Similar to the research on the effects of negato@alization of emotions on
emotion regulation strategies, an examination wiprament traits that could foster
adaptive strategies is also warranted. Childrezgsilatory capacities include the abilities
to voluntarily focus attention, shift attention,dainhibit or initiate behavior. These
temperament-based behaviors can be used to motoldtemotional reactivity to
events as well as the behavioral response to that ¢Derryberry & Rothbart, 1997,
Eisenberg et al., 2000). Emotion regulation as\eld@mental process may be
influenced by temperament predisposition whichumm predicts a more complex form of
adjustment. Early temperament characteristicsdifi@rentiate children from one
another have been found to influence the kindsradten regulation skills and strategies
children develop (Calkins, 2004). Calkins and John@998) found that children who
experience extreme distress in response to patitypes of events may become too
disrupted to be able to generate constructive atigngl behaviors. Temperament also
exerts a strong influence on emotional developrdaring early childhood, as research
suggests learning how to manage one’s emotionspisrdlent on the child’s
temperament (National Research Council and InstiéitMedicine, 2000).

The model by Thomas and Chess (1977) includeshipmar temperament
dimensions believed to be stable across developmbatdimensions are Activity (how
active a child is), Approach/Withdrawal (respons@éw situations), Adaptability (how

child adapts to transitions and changes), Mooc:ti@ato world in a primarily positive
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or negative way), Responsiveness/Sensitivity (sgitgito physical stimuli), Intensity of
Reaction (energy level of a response-positive gatiee), Distractibility (degree of
concentration when not interested in an activighythmicity (predictability of

biological functions), and Attention Span/Task Peesnce (length of time child engages
in activities in face of obstacles). General terapgnt dimensions, such as lower
positive mood, lower adaptability, and lower gehéngthmicity, distinguished those
with and without lifetime psychiatric disorderssample of teenagers (Windle & Windle,
2006). The study results also suggest inhibitonyafisions of temperament, such as
withdrawal, behavioral inhibition, and inflexibiithave higher associations with
internalizing disorders, whereas higher activityels, impulsivity, and lower task
orientation have higher associations with extemvadj disorders. Similarly, using a
sample of adolescents, Windle (1991) found thdicdit temperament factors (i.e.,
arrhythmicity, inflexibility, high distractibility)were significantly associated with more
childhood behavior problems (i.e., hyperactivitgnduct disordered symptoms). A study
by Merikangas, Swendsen, Preisig, and Chazan (1898)ted that lower scores on
temperament dimensions of approach-withdrawal aagtability (flexibility) were
associated with anxiety and depression in chilémhadults, whereas high activity level
and low attention (task orientation) were assodiatgh externalizing problems.

John and Gross’s (2004) model describes the assocketween temperament
dispositions and emotion regulation strategiescifipally suppression and reappraisal.
Research has shown that individual differencesattarized by a tendency to respond
flexibly to environmental changes, to approacheathan withdraw from novel stimuli,

and to experience positively-valanced moods coumtgibo an individual’'s adaptability
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and psychological wellbeing (Windle, 1992). The&lbetween temperament disposition
and emotion regulation suggests an important rotbe development of emotion
regulation strategies. More research is needésktdhe specific temperament traits that
foster the development of emotion regulation stiigte Tendencies to withdraw from
novel stimuli, to be rigid in the face of environmt@ changes, and to experience
negative moods, were shown to predict depressivgpymatology in a sample of
middle adolescentdM=15years). In contrast, higher levels of approéekjbility and
positive mood quality were positively related toaseres of general self-worth and
perceived competence in children and adolescemsgA Zeman, & Veits, 2011;
Cummings, Davies, & Campbell, 2000; Durbin, 2010).

Rothbart and Ahadi (1994) found that parents’ regpof 2-year-olds’ aggression
and defiant behavior (negativity) were positivedjated to negative temperament, and
negatively related to effortful control (regulatjohikewise,Jaffe, Gullone, and Hughes
(2010) investigated the roles of temperament difipas and perceptions of parenting
behavior in the use of emotion regulation strategiea sample of 293 children ages 9-
11. Based on self-report measures of parentalasade@verprotection, Jaffe et al. (2010)
found that higher scores on temperament-based agpand perceived parental care
were associated with greater use of the emotiomaggn strategy reappraisal, whereas
lower levels of temperament-based flexibility, piv® mood quality and perceived
parental care were associated with greater udeeadrnotion regulation strategy of
suppression. Given the connection among diffemperament styles such as approach,
positive mood, and rhythmicity, Eisenberg and aaliges have labeled these traits as

positive temperament. In studies of temperamesntihool-age children, the dimension of
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negative emotionality includes irritability and étuation combined with fearfulness,
tendencies to discomfort, and sadness. In addiiegative temperament predicted
increasingly greater problem behavior as levelsetffregulation declined, in a sample of
kindergarten- to- ¥ -grade children (Eisenberg et al., 1996). Rexfltie study by
Eisenberg et al., (2002) suggest inhibitory dimensiof negative emotionality (i.e.,
emotions such as sadness and fear) predict soaidligrawn behavior. In contrast, overt
dimensions of negative emotionality (i.e., emotisash as anger, frustration) predict
either externalizing problems or a combinationméinalizing and externalizing
problems. Similarly, findings from a study by Eibeng and Zhou (2000) suggest that
dispositional emotionality and regulation interatth each other or with other factors in
the social environment in their prediction of prinl behavior and social competence. In
a longitudinal study of 7-year-olds, Eisenbergle¢2000) found that negative
emotionality moderated the link between behavigulation and socially appropriate or
prosocial behavior. For children high in negativ@oéion only, behavior regulation
predicted socially appropriate behavior at botlesnirhese findings suggest that the
interaction of temperament and regulation are betedictors of social competence and
problem behavior than direct linear effects (Eisglet al., 2002).

In a longitudinal study of preschool children, BJddenham, Kochanoff, and
Whipple (2004) investigated the contributions ahperament styles and emotion coping
strategies to the development of preschoolersasgompetence and behavior problems.
It is noteworthy that the ability to cope with enoot was found to be more important
than temperament alone in the development of pralsbehavior. Based on parent- and

teacher-report, use of passive coping strategietenated the link between temperament
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dimensions and externalizing and internalizing bedra. In addition, interactions were
found between temperament and regulation in priedictegative behaviors. Using
laboratory tasks to elicit frustration and distresa toddler sample, Calkins and Johnson
(1998) found that the tendency to be distressednegatively related to the tendency to
use more adaptive regulatory behaviors that redagative affect, such as distraction,
seeking out the mother, or constructive coping, (fegrieving toy from behind barrier).
Results also suggest that for some children, therg be a temperament influence that
affects the likelihood that they will react withutration and regulate with aggression,
rather than distraction or constructive coping.

Empirical literature supports emotion regulatioraasitical component of
emotion competence necessary for effective intenagwith others in the most stressful
situations. Research focused on different comlonatof temperament characteristics
and regulatory behaviors, and their predictionuddldy of social functioning over time,
is limited (Eisenberg et al., 2002). Given the agsmn of temperament with definitions
of emotion regulation and the strong influenceenfiperament on behavior during early
childhood, it is important to further explore hosntperament may interact with the
ability to regulate or cope with negative emotioegberiences in young children.
Previous research has examined the link betweepaement traits and emotion
regulation strategies. Specifically, the use oppraisal has been associated with
adaptability, positive mood, and approach to nduasions, whereas the use of
suppression has been linked to poor rhythmicitgjdance of new stimuli, and negative
affect. These associations have been consisterdiyieed in adolescents with increased

levels of depression and anxiety, as well as padens with elevated levels of behavior
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problems. Progress has been made in these assosjatlthough the field has yet to
examine these links in a nonclinical childhood skmp
Methodological Concerns

The current review highlights the variability iretdefinition of emotion
regulation and the biological factors that are aered important components of
emotion regulation (i.e., mood, affect). Given tagiability in the definition, the
methods by which emotion regulation has been asddss/e also varied, based on
general understanding of emotion regulation andithelopmental level of the
individual being assessed. As a result, there baea a number of studies using mixed
methodology to assess this one construct. The folctie current project is to assess the
emotion regulation strategies employed by childspecifically the strategies of
cognitive reappraisal and suppression. A revievAtsgian et al. (2011), indicated that
32% of the research on emotion regulation useddaleichildhood sample, but none of
the studies utilized a self-report measure to assemtion regulation in this age group.
Most of the methodologies employed the use of \igseand semi-structured interviews
to assess the self-reported use of emotion regulatrategies in this sample, while other
studies utilized parent-report. Few, if any, soughtxamine the use of cognitive
reappraisal and suppression via self-report imgpga of young children.

Suppression has been studied in a number of wdysth preschool and
adolescent samples. The majority of the reseamdsasg suppression has included
observational studies and parents’ self-reporheirtchild’s use of this strategy.
Observational methods are often considered todégibid standard” in developmental

research (Cummings et al., 2000). Specific prombalve been employed to study the
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use of suppression, such as delayed gratificatisk ¢r forbidden object protocols that
elicit a frustrating situation. The ability to assdhe strategy of suppression is greater
than cognitive reappraisal because suppressiobeabserved. Research has yet to
show consistency across reports of child’s useippeession and parent-report of child’s
suppression.

Cognitive reappraisal is a construct that is nibffecult to measure, as
researchers are unable to observe the use oktifisijue. The field has currently sought
to examine the use of this strategy through paresparts of their child. Developmental
research (Kochanska et al., 1997) proposes thidteh as young as 3 have the mental
capacities to use this cognitive strategy. We kgaw this strategy is more salient in
adolescent samples, and as such has been studies ropulation. To assess this
strategy, past methodologies have used self-répagsess cognitive reappraisal in
adolescents, and parents have reported on theichwelers’ use of this strategy. Given
the evidence in the research that children as yasrifyyears-old are able to use such a
cognitively demanding strategy, the use of a sgtiert measure in a childhood sample is
warranted. Research also suggests the use oepaftrmeasures in young childhood
presents of number of unique challenges as cogrstrategies are hard to assess in a
young population, yet our best measurement of tivgnieappraisal should come from
the individual being assessed. Self-report methogies provide an important assessment
of emotion regulation even when the reporter mag eung child (Durbin, 2010)).
Current Study

There are a number of methods by which childrereldg/emotion regulation

strategies, whether through modeling their parestsdtional responses, as evidenced by
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the social learning theory, or by direct instruntmf appropriate methods to modulate
emotions. Research in the field of emotion regatahighlights the link between a
parent’s positive and negative expressions of emstand their child’s use of emotion
regulation strategies. Therefore, to replicate jonev research, the current study will
examine the link between emotion regulation stiatem parents and their children’s use
of the same strategies.

Similarly, the effective socialization of emotioasbeen linked to social
competence in terms of popularity, and peer inteyas as well as psychological well-
being. Socialization can be defined in a numbevays including direct instruction of
emotions (i.e., labeling emotions) or via paren¢'actions to negative events (i.e.,
punitive responses). The current study will exanpaegent’s reactions to their child’s
negative emotions and the link to the child’s usemotion regulation strategies. It is
hypothesized that parent’s use of punitive respomngk be related to the use of
suppression in their children, whereas the parexgsession of emotions will be related
to the use of cognitive reappraisal.

Research has suggested that the use of emotiolatiegistrategies involves both
the socialization of emotion regulation as weltamperament-based traits. A number of
studies have implicated the temperament traitsateinvolved in reappraisal (i.e.,
approach and positive affect) and suppression Wighdrawal and negative affect).
Based on current research, it is hypothesizedtieathild’s use of reappraisal will be
linked to temperament traits of rhythmicity, appreapositive mood, and the child’s use
of suppression will be linked to temperament traftavithdrawal, negative mood,

rigidity, and distractibility. Therefore, the cuntestudy will examine the link between
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rhythmicity, approach, and positive mood and the afsreappraisal, as well as
withdrawal, negative mood, rigidity, and distradttip and the use of suppression.
Similarly, the current research on the socializabbemotion regulation strategies has
yet to take into account the temperament traitshdéiren, and how these traits impact
the instruction of emotions. Research suggestdlteaise of parenting strategies is
dependent on the temperaments of their childreff, (kengua, & Zalewski, 2011).

In addition, the studies with toddlers and prestischave equated emotion
regulation with compliance, thereby inferring tigating children are regulating their
emotions. The research in this field has been gimatly based, suggesting a need for a
more direct assessment of emotion regulation gfiege¢hroughout the lifespan.
However, the field has yet to establish the effegtsvhich children use these strategies
in a young childhood sample, when children areamgér under direct supervision of
parents and encounter emotion-eliciting situatioms daily basis. Specifically, the field
has yet to examine the link between parent-redarhitd’s emotion regulation and
child’s self-report of emotion regulation. To adssehis gap in the literature, the
proposed study will use a child self-report measarassess the use of cognitive
reappraisal and suppression in a young childhoogbka In addition, the current study
will utilize a parent-report of child’s emotion n@lgtion to compare the link between
parent-report and child-report. This addition te thsearch literature will allow for
comparison of temperament, parent’'s emotion reiguand parent’s reactions to
emotions to both parent-report and child-repotrabtion regulation strategies.

A large number of studies have focused more omptéschool years, at the early

development of emotion regulation strategies, dsagehe development of emotion
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regulation in adolescents; yet few studies havenaxad these relationships in a young
childhood sample when children are confronted witlizing the strategies they
observed in the family context. It is the goallué turrent study to address the gaps in
the literature, and to identify the overall conttion of parental socialization of emotions
and child temperament on emotion regulation strased his project will aim to identify
the variance accounted for by socialization prasticf parents and temperament traits in

terms of developing emotion regulation strategies.
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