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Abstract
The present study examined parent-child interaatiepnchrony and parents’
socialization of emotion as predictors of younddrein’s social and emotional
functioning. Participants were 136 children aged 8 years (80 males, 56 females) and
their mothers. Mothers’ reports of their typicahctions to their children’s negative
emotional expressions and of their children’s eorotiegulation and social skills were
attained. Mother-child dyads engaged in a freg fdak and a structured teaching task
that were coded for interactional synchrony. Risswvealed that mothers’ distress
reactions to children’s negative emotions predieeubtion regulation difficulties in
children, while mothers’ minimizing reactions pretéd weaker prosocial skills (i.e.,
cooperation, assertion, responsibility, and seiftcm) in children. Mothers’ expressive
encouragement reactions predicted children’s cabjper and assertion skills. Children
with fewer emotion regulation difficulties exhibitgreater cooperation, assertion,
responsibility, and self-control skills. Childrerémotion regulation skills mediated the
link between mothers’ personal distress reactiorchildren’s negative emotions and
children’s cooperation, assertion, responsibibityd self-control skills. Higher levels of
synchrony in the mother-child interaction diregthedicted greater assertion skills in
children. Three indirect effect models clarifigakis between interactional synchrony and
child outcomes. Lower levels of interactional dyrmny during the free play task were
associated with mothers’ tendency to react to tti@ldren’s negative emotions with
personal distress, and in turn, these childrenbegbeal greater emotion regulation
difficulties. Lower levels of interactional syncmy during the free play and structured
block tasks were both associated with mothers’d¢ang to use minimizing reactions to

their children’s negative emotions, and in turresi children exhibited fewer social



skills. Moderation models examining the link beénwanaternal emotion socialization
behavior, the quality of the mother-child relatibips and children emotion regulation
and social skills were not supported. The findihgkp clarify the role of parent-child

interactions in children’s development of emotioaat social competence, providing

useful information for the development of interyentand prevention programs.
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CHAPTER |
Introduction

Study Context and Purpose

Given the chance to observe any group of childvsee,would see several children
playing happily with friends, sharing toys, readotgers’ emotions and reacting in
socially adaptive ways, and reacting to distreseffgctively problem-solving, self-
soothing, or searching for a trusted adult to hélpwever, a handful of children in the
group would be seen defying adults, using aggragsicolve peer conflicts, misreading
others’ emotions and reacting inappropriately, atting to their own distress with
intense emotional displays. The question on thedmof many parents, teachers, mental
health professionals, and researchers, is whyeketbhildren differ so dramatically?
Why do some children understand what leads toreéiffieemotions and how to reduce
emotional upset, whereas others seem unable tootdimeir emotions in adaptive ways?
Why do some children make friends easily, get aloity important adults, and know
how to keep the friends they have made, whereasotto not know how to approach
potential new friends, react poorly to adults’ dtrens, and react to conflict with
maladaptive responses and intense emotional dspl&ollectively, we want to know
how children develop emotional control and sodkdls

Differences in emotional control and social skdfspear to partially reflect
differences in longstanding intrapersonal qualjteesch as temperament (Bates & Pettit,
2007; Rothbart & Sheese, 2007), but parenting ceriatics also have emerged as
indicators of how children develop emotional andiglccompetence (e.g., Denham &
Grout, 1993; McCutcheon, 2005; McDowell, Kim, O’'N& Parke, 2002; Shields,

1996). Several theorists have highlighted the irtigm impact of emotion-related



parenting behaviours and beliefs on children’s tgpmaent of social and emotional
competence (e.g., Denham & Grout, 1993; Denham &hdooff, 2002; Eisenberg,
Cumberland, & Spinrad, 1998a). The present stugjoeed these relations, with an
emphasis on several facets of the parent-childioakship as a predictor of children’s
emotional and social competence.

Emotion socialization is the process through wlticidren develop emotion-
related beliefs, values, and expressive behavibwosigh their interactions with others
(Saarni, 1999). Several parental behaviours haee Bhown to affect children’s emotion
socialization, including the ways that parents réac¢heir children’s displays of negative
emotions (Denham & Grout, 1993). For example,drkih whose parents react to their
negative emotions (e.g., fear, anger, sadnesgmbgament) in a supportive manner
(e.g., by comforting them or helping them probleoh/s) tend to be better at coping with
negative emotions (Cole, Dennis, Smith-Simon, & €gtR009; Eisenberg, Fabes, &
Murphy, 1996), whereas children whose parents lieagh unsupportive way (e.g., by
punishing them or minimizing the trigger of theistdess) tend to have more difficulty
regulating their emotions (Lunkenheimer et al., Z0O0Research also has shown that
children who have poor emotion regulation skillsd¢o have poorer social skills
(McDowell, Kim, O’'Neil, & Parke, 2002). The predestudy extends these previous
research findings by examining the link betweenemratl reactions to children’s negative
emotions and children’s emotion regulation andaakill development, while also
examining the effect of the quality of the mothéaitd relationship on these links.

Eisenberg and colleagues (1998b) proposed a mbtia tinks between parental
emotion socialization (i.e., emotion-related parenpractices) and child outcomes. The

components of Eisenberg and colleagues’ modekiteaéxamined in this study are



presented in Figure 1. Parental reactions to hild negative emotions have been
shown to predict children’s emotion regulation Isk{Cole et al., 2009; Eisenberg et al.,
1996; Lunkenheimer et al., 2007) and children’saakills (McDowell et al., 2002).
Children’s emotion regulation skills also have bebown to mediate the relation
between parental reactions to children’s negatmet®sns and children’s social skills
(Davidov & Grusec, 2006; Eisenberg et al., 199%tt@an, Katz, & Hooven, 1996).
Parenting styles and other aspects of the parelst+etationship have been theorized to
moderate the link between parental reactions toli@n’s negative emotions and
children’s social and emotional competence (Casdii94; Thompson, 1994), but to the
author’s knowledge, research has not yet been aiatpto support this theory. The
purpose of the present study was to add to theiemsadcialization literature by
examining the role of the quality of the motherldhielationship in this model.

This study aimed to increase understanding of pi@school-aged children
develop social and emotional competence and tieeofcdhe parent-child relationship in
this process. During the preschool years chiltikam the skills that are used to help
them express, moderate, and manage their own emsaiwd that are needed to know
how to respond to situations that involve emoti(@earni, 1997). They build on their
previous knowledge about emotional expressionsn leaacknowledge that others’
emotions differ from their own, start to be ableatzurately identify causes and
consequences of emotions, begin to consider monplex aspects of emotions such as
mixed emotions and display rules for different eimad, and begin to understand emotion
regulation (Denham & Couchoud, 1990; Denham & Kodlfifa 2002). It is believed that

the preschool age period is the opportune timeaonéne how children learn about



Figure 1. Theorized Relations between Variablesiafrest

Emotion-related
Parenting Practices
(i.e., reactions to

negative emotions) |
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Moderation variable
(i.e., quality of the
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Emotional
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emotion
regulation)
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Figure 1.Prediction, mediation, and moderation models tlzeorby Eisenberg et al.

(1998b) that are examined in this study. AdaptechffThe socialization of emotion:

Reply to commentaries,” by N. Eisenberg, A. Cundosd] and T. L. Spinrad, 1998b,

Psychological Inquiry, 9. 320. Reprinted by permission of the publishexy(dr &

Francis Ltd, http://www.tandf.co.uk/journals).




emotions (Denham & Kochanoff, 2002) because thegnke their social world very
carefully in an effort to understand it (Miller & dise, 1989). In particular, it is a good
age to examine the role of mothers in the emotimiaéization process due to the high
degree of contact between children and their metaethis age. During the preschool
years children spend a large proportion of theietwith their mothers and they are in a
developmental stage that is characterized by wadg¢histening, and imitating their
mothers while they learn about the world (Denhamddhanoff, 2002). Unfortunately,
despite the appeal of studies with preschool-agédren in this area, a thorough
understanding of mothers’ roles in the emotionaagation process for preschoolers has
yet to be achieved (Denham & Kochanoff, 2002).

The literature review for this study begins bysamting definitions for social and
emotional competence. Next, the process of mdtemation socialization will be
described in detail and models of this processhalteviewed. The most commonly
theorized modes of maternal emotion socializaiioeiuding maternal expressivity,
maternal discussion of emotions, and mothers’ i@asto children’s negative emotions,
as well as the research supporting these thewvikfe reviewed. Past research and
theories regarding how mothers’ reactions to chitds negative emotions play a role in
children’s development of emotion regulation andcsfic social skills will then be
reviewed. This review will be followed by a summaif research that has examined the
link between children’s emotion regulation and abskills. Emotion regulation is then
proposed as a mediator of the link between paresdéations to children’s emotions and
children’s social skills, and relevant researcteisewed. Next, research and theories
regarding the quality of the parent-child relatioipsas a factor that affects several

aspects of the emotion-socialization process wilidviewed. A construct called



interactional synchrony will be introduced and vadl discussed as a way of measuring
the quality of the parent-child relationship. Hipathe objectives and hypotheses of the
present study will be presented.
Literature Review

Emotional and Social Competence

Emotional competence refers to the ability to Big@motions in a socially,
culturally, and situationally acceptable mannemnderstand one’s own and others’
emotions, and to inhibit the experience and exprass emotion when necessary to
achieve personal goals in a socially acceptablenerafbenham & Grout, 1993;
Eisenberg et al., 1998a). Saarni (1999) has pemptisat parental emotion socialization
affects children’s expression of emotion throughural and societal expectations and
norms; children learn guidelines and rules for wiveimere, and to which people they
should express different emotions. Beliefs abdutivemotional expressions are
socially acceptable or desirable are called displ#ss; within each culture and society
there is considerable consensus for when and hpvegsions of different emotions
should occur (Saarni, 1999). Saarni suggest<tiilairen learn these display rules
through the process of parental emotion sociabmatiUnderstanding one’s own and
others’ emotions also develops as a result of #nerjal emotion socialization process.
This process involves reflection on one’s own eoral experience as well as the ability
to infer others’ emotional states based on thewtenal expressions (Saarni, 1999). The
ability to infer others’ emotional states is a ¢aliskill that helps children effectively
initiate and maintain social relationships (Denhetral., 2003).

Emotion regulation is an important component obgamal competence.

Emotion regulation is defined as the ability to mton evaluate, and modify one’s own



emotional experience or emotional expression in@ance with the demands of the
current social environment (Thompson, 1994). Eamotegulation involves the ability to
alter the intensity, escalation (e.g., latency tme to rise), and duration of an emotional
response (Thompson, 1994). Emotion regulatiorsésiuo alter these emotional
responses in a way that fits the individual’'s gdaighe social situation they are in
(Thompson, 1990). That is, effective emotion ragah requires the ability to
understand display rules and to make decisionsdagawhen and where to express
specific emotions, as well as the ability to idBnénd effectively implement strategies
for increasing or decreasing emotional arousal (ijpson, 1994). These skills are all
required to demonstrate emotional competence,taddre all believed to be acquired
through parental emotion socialization (McDowelirK O Neil, & Parke, 2002). In
sum, emotional competence involves the understgrafisociety’s display rules, an
ability to understand one’s own and others’ emati@xperiences, and the development
of the skills that are necessary to regulate ooeis emotions. Each of these skills is
believed to play a part in the development of damanpetence.

Children who understand others’ emotions and whmoidentify their own
emotions and regulate them in a way that is sgcadteptable are more likely to be able
to engage in successful social interactions wikiest (Denham et al., 2003). Social
competence is defined as the skills that help ofrlééngage in successful social
interactions, such as social skills, prosocial behas, social play behaviour, and
socially appropriate behaviour (Trentacosta & FR®10). Four types of social skills are
believed to strongly affect children’s degree oéipacceptance, ability to form positive
relationships with teachers and other importanttadand ability to make friends:

cooperation, assertion, responsibility, and seifted (Gresham & Elliot, 1990). These



four types of social skills are also valued and c@nly rewarded in Western societies
(Gresham & Elliot, 1990). As such, they were auof the present study. Cooperation
skills include behaviours such as helping othessymying with rules and directions, and
sharing (Gresham & Elliot, 1990). Assertion skilislude initiating behaviours, such as
introducing oneself, asking others for informatiang responding to others’ actions
(Gresham & Elliot, 1990). Responsibility skillscinde behaviours that show the
children’s ability to communicate with adults artbe respect toward property, such as
asking permission before using another family merslggoperty (Gresham & Elliot,
1990). Self-control skills include behaviours thatild occur in conflict situations, such
as responding appropriately to teasing, as wedkedsviours that could occur in non-
conflict situations that require compromising aakiimg turns (Gresham & Elliot, 1990).
Maternal Emotion Socialization

Maternal emotion socialization is the processuflowhich maternal “practices
and behaviours influence a child’s learning regagdhe experience, expression, and
regulation of emotion and emotion-related behav{euwy., expressivity)” (Eisenberg et
al., 2001, p. 183). During this process, childdenelop emotion-related beliefs, values,
and skills for experiencing and regulating theirogions (Saarni, 1999). That is, emotion
socialization is one process through which children develop emotional competence.
All individuals who interact with children commuuite messages about their emotion-
related beliefs and values, and these messages 8tepocialization of children’s
emotions (Saarni, 1999). However, parents arebati to be the primary socializers of
children’s emotions (Grusec & Davidov, 2007; Thoompg:. Meyer, 2007).

Eisenberg and colleagues (1998b) developed a nob@ahotion socialization that

outlines the pathways through which parental emnagiacialization occurs, how it can



affect children’s development, and factors that afhect each pathway. Eisenberg and
colleagues (1998b) identified three emotion relgdaebnting practices through which
parental emotion socialization occurs: parents’ @onal expressiveness, parents’
discussion of emotions with their children, andgmais’ reactions to children’s negative
emotions. They postulated that these parentinctipes affect children’s development of
emotional competence. They also suggest thatrehilslemotional competence has a
bidirectional effect on children’s social competenc

In addition, Eisenberg and colleagues (1998b) eg@ number of factors that
may interact with parents’ emotion-related parempnactices to affect children’s social
and emotional competence (i.e., moderators of #tleways). These factors are parenting
style, quality of the parent-child relationshippéyand intensity of the child’s and parent’s
emotions, appropriateness of the parent’'s emotaodsbehaviours within their context,
child’s temperament and personality, child’s depetental level, child’s gender,
variability and consistency of the parent’s behawjelarity of parental communication,
the fit between the parental behaviour and thelehdevelopmental level, whether the
parental behaviour is directed at the child, anétiver the parental behaviour is proactive
or reactive. It is beyond the scope of this sticdgxamine each of these factors. The
present study examined emotion-related parentiagtiges, children’s emotional
competence, children’s social competence, anduhéty of the parent-child
relationship.
Emotion-Related Parenting Practices

Maternal expressivenessMaternal expressiveness refers to mothers’ tendsnci
to express emotions through verbal and nonverhaessions in front of their children

(Eisenberg et al., 2001). These expressions domgtoccur during interactions with the
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child; they can occur in situations in which thédls not directly involved, and they can
involve expressions that are not directed at thiel ¢Risenberg et al., 2001). Itis
believed that mothers’ expressiveness of their emotions affects children’s emotion
socialization in multiple ways. First, the way inets express their own emotions can
affect the way children express their emotionsugtodirect processes such as imitation
and contagion (Denham & Grout, 1993). Second, matexpressiveness of emotion
may be a correlate of other maternal behaviourtsatfect emotion socialization. For
example, mothers who value the expression of ema&nd to be more expressive, and it
is possible that they are reinforcing their chitdseexpressivity through their own
expressivity or through their philosophy about enmd (Eisenberg et al., 1998a).

Third, maternal expressiveness may influence hoeckvely children are able to
interpret and understand others’ emotional reast{@isenberg et al., 1998a). When
mothers express emotions they provide children imitbrmation about the emotional
significance of events, others’ reactions to emj@nd behaviours that tend to occur
during certain emotions (Eisenberg et al., 1998a)yddition, mothers’ expression of
their own emotions serves to expose children tnge of emotions. These factors are all
thought to help children learn to interpret othensiotional expressions accurately
(Eisenberg et al., 1998a).

Finally, maternal expressions of emotion may iafice children’s emotion
socialization by shaping their thoughts and fealiajout themselves, others, and the
social world (Eisenberg et al., 1998a). The wayhars deal with their own emotions
influences whether children think of emotions agdltening, something that needs to be
controlled, something that prevents or harms ratitimnking, or as something that is to

be enjoyed and that can enhance relationships (Domes& Halberstadt, 1997). That is,
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maternal emotional expressivity affects childreseselopment of schemas about
emotional expression and the experience of em@bomsmore & Halberstadt, 1997).
Research has supported these theories. In awevié7 studies examining the
degree to which families openly express emotioradbétstadt, Crisp, and Eaton (1999)
concluded that family expressiveness is linkedhitdeen’s social and emotional
development; families who expressed greater degfegssitive emotions (e.g.,
happiness, pride, excitement) tended to have @nldith better developed emotion
regulation skills. The links between the degrewlich families openly express negative
emotions (e.g., fear, anger, sadness) and chiklembtion regulation skills are less
clear. Halberstadt and colleagues’ review suggeasiat kindergarten-aged children in
families with more negative expressiveness had reveloped emotion regulation
skills, but toddlers, college students, and adaltamilies with high levels of negative
emotionality had poorer emotion regulation skilldhe link between emotion knowledge
and family expressiveness is also varied. Childveose mothers are more emotionally
expressive have a greater understanding of ematioothers, are better at labelling
emotions, have greater emotion situation knowledgd,have better perspective-taking
skills. However, studies of college students réac¢hat those who described their
mothers as being more expressive had fewer emiatiimling and perspective-taking
skills than those who described their mothers ss éxpressive. This pattern was
especially clear for maternal expressiveness categemotions. Overall, the studies
revealed that positive family expressiveness wasaated with children’s greater
understanding of emotion and that mild to modenaigative family expressiveness was

linked with children’s greater understanding of ¢imas, but that intense maternal
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displays of negative emotions were linked with lovexels of emotion knowledge in
children.

Halberstadt and colleagues’ (1999) review alsea&d links between family
expressiveness and children’s social competenbeselstudies revealed that higher
levels of positive family expressiveness are asdediwith higher levels of social
competence, including higher levels of social skiirosocial behaviours, non-
aggressiveness, non-disruptiveness, sociable mmirayiand being liked by peers. In
contrast, families with highly negative expressessnhad children with poor outcomes in
these areas of social competence. However, farjyessions of mild to moderate
negative emotions appeared to help children dev&bofally competent behaviours
through practice with their upset parents.

Maternal discussion of emotion.The way that mothers talk about emotion
within the family also affects children’s developmef social and emotional competence
(Eisenberg et al., 1998a). Mothers send theidosil messages about emotions during
everyday conversations; for example, they may esippaome emotions and avoid
talking about others, they may explain the commauses and consequences of emotions,
and they may help children understand their expeégs of emotion through discussion
(Eisenberg et al., 1998a). It is believed thaldtbh who are raised by mothers who
encourage conversations about the experience adi@mare able to communicate their
emotions better and understand others’ emotiong masily, suggesting that they are
more likely to have better developed emotional smdal competence (Eisenberg et al.,
1998a). Brown and Dunn (1996) tested these thearia longitudinal study that
followed 47 children from age 3 to 6 years. Theyrfd that children who engaged in

discussions of emotions with their parents tenddubtve a better understanding of
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emotions. Specifically, these researchers notaidcthildren whose parents engaged them
in discussions of how emotions impact people’s bieha were better able to recognize
and understand basic emotions. In contrastbiéli®ved that children of mothers who do
not openly and freely discuss emotions, especmtyative emotions, do not receive
information about emotions and the regulation ob#ams and as a result may believe
that emotions should not be expressed (Eisenbexig d998a). As a result, these
children are less likely to develop the skills resary for emotional and social
competence.

Gottman, Katz, and Hooven (1997) developed a cactstalled emotion
coaching, which not only includes the tendencyisauks emotion with children, but also
examines the quality of the communication. Gottraad colleagues conceptualize
emotion coaching as requiring parents to engageveral skills: recognizing the child’s
emotion, viewing the child’s expression of emotaman optimal time for teaching and
intimacy to occur, helping the child to verballyp& the experienced emotion,
empathizing or validating the child’s emotionskiag to the child about emotions,
teaching children socially acceptable and apprégriales for expressing emotions,
educating children about the nature of emotiond,taaching children strategies for
dealing with emotions, such as how to reduce ttensity of unpleasant emotions using
techniques like problem-solving. Research has@ugg the idea that maternal emotion
coaching enhances children’s ability to inhibit atage emotions, to self-soothe, and to
regulate their emotions (Gottman et al., 1997).

Other aspects of the conversational quality hés@ lzeen found to affect the
impact of maternal discussion of emotions on ckitds emotion socialization. Namely,

the appropriateness and quality of the communiodigtween the mother and child
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appear to influence the impact of these discussiortbe child (Eisenberg et al., 1998a).
For example, the clarity, consistency, directnass, relevance of the message, cues sent
about the importance of the message, and whetbahild’s attention is focused on the
message are all believed to impact how effectieentlaternal communication will be in
helping the child to develop emotional and soatmhpetence (Eisenberg et al., 1998a).

Mothers’ reactions to children’s negative emotions Maternal reactions to
children’s displays of negative emotions are thaughbe an excellent and clear example
of how mothers can directly socialize their childeeemotional reactions (Eisenberg et
al., 1998a). Children express positive (e.g., veggs, love, pride) and negative emotions
(e.g., anger, fear, sadness) during their inteyastwith their parents through facial
expressions, behaviours, and verbal indicatorbadtbeen theorized that the way in
which mothers react to these emotional expressam$specifically how they react to
negative emotional expressions, is one of the mainesses of emotional socialization
that occurs within the mother-child relationshipsghberg et al., 1998a; Fabes, Poulin,
Eisenberg, & Madden-Derdich, 2002). Researchetisariield have focused primarily on
maternal reactions to children’s negative emotimersause it is through the socialization
of negative emotions that children learn to cophwheir own and others’ negative
emotional states (Fabes et al., 2002).

Maternal reactions to negative emotions have btesified into two categories:
supportive and unsupportive reactions (Eisenbesad €1998a; Fabes et al., 2002).
Supportive reactions are those that are comfofonghe child, teach the child
constructive coping technigues, or encourage emaitiexpression (Eisenberg et al.,
1998a; Fabes et al., 2002). Unsupportive reactomshose that are not comforting and

may make the negative emotion even stronger, déeach the child how to cope with
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their emotions, and punish or ignore the child’soeaonal expression (Eisenberg et al.,
1998a; Fabes et al., 2002). Those that are caesideipportive have been empirically
linked to emotional and social competence, whetfease that have been classified as
unsupportive have been linked to difficulties iegh areas (Eisenberg et al., 1998a).
Negative emotions are often thought of as aversMethers may interpret
children’s expressions of negative emotions asnigcies to manipulate others, as
indicators of poor character, or as somethingighaarmful for children to experience
(Fabes et al., 2002). As a result, mothers maydtévated to react to expressions of
negative emotion using negative control strate(ftabes et al., 2002). Indeed, recent
research has discovered that parents’ emotionlsaatian behaviours, including their
reactions to children’s negative emotions, are ipted by their personal beliefs and
attitudes about negative emotions (Baker, Fen@n@rnic, 2011; Wong, McElwain, &
Halberstadt, 2009). Specifically, parents who hanoge accepting beliefs about
children’s negative emotions exhibit fewer unsupiperreactions to these emotions
(Wong et al., 2009). Gottman (1997) suggestedrtitahers who experience their
children’s negative emotions as aversive tendaotreso them by punishing the children
or by trivializing the negative emotion in an atf@no quickly end the expression of the
negative emotion. These two types of reactiongraditionally classified as
unsupportive reactions (e.g., Fabes et al., 200Rhimizing reactions are those in which
mothers discount the seriousness of children’s thagamotional reactions, devalue their
distress response, or devalue their emotion-indugroblem (Fabes et al., 2002). Thus,
minimizing reactions are a more subtle way for reathto attempt to limit or restrict
children’s negative emotional expressions (Fabes ,e2002). The more overt type of

the unsupportive reactions, called punitive reastjoepresent occasions when the mother
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uses physical or verbal punishment to controlraitlthe child’s negative emotion
expressions (Fabes et al., 2002).

A third type of unsupportive maternal reactiorchildren’s negative emotions
also has been identified. This unsupportive reaabiccurs when a mother becomes
emotionally distressed when her child expresseathegemotions (Eisenberg et al.,
1998a; Fabes et al., 2002). For example, theskerinay feel upset by, or
uncomfortable with, their children’s negative eroas and as a result they tend to focus
on their own discomfort rather than on the needse@it children (Fabes, Leonard,
Kupanoff, & Martin, 2001). As a result, these nathtry to reduce their own emotional
distress by avoiding their upset children or byhgsane of the other two unsupportive
reactions to attempt to control the children’s riegaemotion expressions (Eisenberg et
al., 1998a; Fabes et al., 2002). Buck (1984) sstggethat these mothers are rewarded
with relief from the children’s negative emotiomadpressions, but the cost of this relief is
that the children learn to suppress their negaigetions until they reach a point when
they are released in an intense and dysregulatedenaThat is, the children whose
mothers respond in this manner tend to have loagakand emotional competence as a
result (Fabes et al., 2002).

There are several theories as to how unsuppartaternal reactions affect
emotion socialization, including the developmensogial and emotional competence.
Buck (1984) theorized that children whose negativetional expressions are controlled
and limited by their mothers through these unsupgoreactions learn to hide their
negative emotions, but that while they suppress tiegative emotional expressions in
emotion-evoking contexts, they experience stropbgsiological reactivity. Buck

explained that when these children are repeategiigsed to punishing or minimizing
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reactions while they experience negative emotitires; learn to feel anxious when they
are in situations that evoke negative emotionsbeRs and Strayer (1987) theorized that
when children repeatedly experience maternal ssppme of their negative emotions,
they store the negative emotions as well as thaamagltive responses in their memory; as
a result, when they are in similar emotion-evolgitgations, the children retrieve both
the negative affective experience and the inapjatgbehavioural responses from their
memory. Eisenberg, Fabes, and Murphy (1996) thedrihat unsupportive reactions
heighten and extend the duration of children’s tiegarousal, and as a result, the
children are more likely to engage in dysreguldtedaviour. In addition, it is believed
that children who learn to view their own and ofh@egative emotions as threatening
due to unsupportive maternal reactions are likelgvoid exploring the meaning of
emotions and ways to cope with them (Eisenberg},e1208a). Each of these theories
represent pathways through which unsupportive mateeactions to children’s negative
emotions can affect children’s emotional and sommshpetence.

Research that has been done in this area hasrsegbfiiese theories; each of the
unsupportive maternal reactions discussed thusaiee been linked to negative child
outcomes. Specifically, unsupportive maternal tieas have been linked to lower levels
of emotional and social competence in childrenr éxample, Eisenberg and colleagues
(1996) investigated the impact of minimizing anahighing reactions on third and sixth
graders’ social and empathic responsiveness. agsgssed parental reactions to
children’s negative emotions using parents’ respsms the Coping with Children’s
Negative Emotions Scale (Fabes, Eisenberg, & Bezigzvt990). Children’s coping
skills were measured using the Children’s Copingt8gies Checklist (Ayers, Sandler,

West, & Roosa, 1990), which was completed by thieliedn’s mothers and teachers.
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Children’s empathic and social responsiveness wsassaed by observing their responses
to what they thought was a baby crying in an adjacgom. Using a sample of 148 boys
and girls, they found that children whose parestduminimizing and punishing
reactions had lower levels of empathic and soeisphonsiveness.

Lukenheimer, Shields, and Cortina (2007) examtheceffect of emotion-
dismissing parental reactions on a sample of 88 &1-year-old boys’ and girls’ problem
behaviours, which are indicators of poor social petence. They defined parental
emotion-dismissing as a belief that negative ematare toxic or overwhelming, a desire
to protect themselves and their children from negatmotions, and the tendency to
invalidate or criticize their children’s emotion$hese researchers measured parental
reactions during a family discussion task and gathexformation on the children’s
problem behaviours using the mother, father, aadhter reports of the Child Behaviour
Checklist (Achenbach & Rescorla, 2000, 2001). Tioeyd that children whose parents
engaged in emotion-dismissing behaviours engagetbine behavioural problems.

Denham, Mitchell-Copeland, Strandberg, Auerbaol, Blair (1997) studied
punitive reactions to children’s negative emotion60 mother, father, and preschool-
aged child triads. They examined the link betwgarents’ punitive reactions and
children’s emotion knowledge. They assessed palregdctions to negative emotions by
counting the frequency of a variety of possiblecteas during home visit parent-child
interaction tasks. They assessed the childrenatiemknowledge using a task in which
children were asked to choose the facial expreskimma faceless puppet should have
after a series of stories as well as through a mpes-ended interview using a puppet
with fixed faces. In this study, emotion knowledgeluded nonverbal recognition,

verbal labelling, identification of which emotioase appropriate for different situations,
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and inferences of emotions in equivocal situatiodenham and colleagues found that
children whose parents used punitive reactions vithey expressed negative emotions
tended to have lower levels of emotion knowledge.

Perlman, Camras, and Pelphrey (2008) also disedwefink between
unsupportive parental reactions to children’s nggamotions and children’s emotion
knowledge using a sample of 44 preschool-agedremi#-5 years) and their primary
caregivers (40 mothers, 3 fathers, 1 grandmotHeayental reactions to children’s
negative emotions were assessed using the Copthg3hildren’s Negative Emotions
Scale (Fabes et al., 1990), and they combined ndmigy personal distress, and punitive
reactions into a global unsupportive reaction \@ea Children’s emotion knowledge
was assessed by asking them to match emotional &agiressions with their
corresponding emotion word (e.g., which faces shitnappy”?). Children whose
parents used unsupportive reactions when they ss@idenegative emotions were more
likely to exhibit poor emotion knowledge.

Fabes and colleagues (2001) investigated minimiaimd punishing parental
reactions in a sample of 57 parent-child dyadse fhlale and female children ranged in
age from 40 to 77 months old. Parental reactiorchildren’s negative emotions were
assessed using the Coping with Children’s Neg&iimetions Scale (Fabes et al., 1990).
Children’s empathic and social responsiveness we&sured using a teacher-report
version of the Social Competence Scale for Childkarter, 1979) that was adapted for
use on a preschool-aged sample. The researcherd float children whose parents
engaged in minimizing and punishing reactions wihety expressed negative emotions

had lower levels of empathic and social respongsen
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Studies have also found an association betwegrostiye or constructive types
of parental reactions to children’s negative emgiand children’s emotional and social
competence. Supportive parental reactions arettias are comforting for the child,
teach the child constructive coping techniqguegrmourage emotional expression
(Eisenberg et al., 1998a; Fabes et al., 2002)bl®mfocused responses occur when
parents help their children solve the negative @netvoking problem (Fabes et al.,
2002). Emotion-focused responses occur when ttenpeesponds to negative emotions
by using strategies that will reduce the childrerégative emotions, either through
comforting or distracting them (Fabes et al., 20(2xpressive encouragement describes
reactions in which parents are fully acceptinglafdren’s negative emotional
expressions (Fabes et al., 2002).

These three types of supportive reactions aregthtaio improve children’s social
and emotional competence by enhancing their reaslittelearn about their own and
others’ thoughts, emotions, and behaviours in emngprovoking situations, and by
increasing their attempts to cope constructivelyhwheir own emotions (Eisenberg et al.,
1998a). Consequently, these children are bett@ppgd to avoid becoming overaroused
or behaviourally dysregulated when they find theiesein negative emotion-provoking
situations (Eisenberg et al., 1998a). It is be&tkthat the experience of learning to cope
with their emotions while being supported by thgarents gives these children the
confidence to cope with their negative emotionsthrer contexts without their parents’
assistance (Eisenberg et al., 1998a).

Research on child outcomes related to supporaverpal reactions to children’s
negative emotions has shown positive results, tictugreater social and emotional

competence. For example, in the same study thetescribed above, Eisenberg and
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colleagues (1996) found that children whose paremggged in emotion-focused
reactions when they displayed negative emotior@ailied higher levels of empathy and
had more positive peer relations. However, themébthat this link was strongest for the
preschool-aged children and less common for thedeged children. They also found
that children whose parents engaged in problemsituesponses to negative emotions
had better developed social skills.

Denham and Kochanoff (2002) explored the relatietween supportive parental
reactions to children’s negative emotions and ceiits emotion knowledge using a
sample of 134 preschool-aged children and theiherstand fathers. They measured
parental reactions to children’s negative emotimnbkaving the mothers and fathers
complete the Coping with Children’s Negative Emonsic&Gcale (Fabes et al., 1990) and by
observing them during an interaction task in whiuéy were asked to reminisce times
when they felt certain emotions. Children’s emotimowledge was assessed by asking
children to identify the appropriate facial expreador a puppet after a series of stories.
The puppets had removable faces and the storiseniesl the children with eight
situations where they were likely to feel the sammtion as the puppet and eight
situations where the puppet’s emotion would likeiffer from their own. In addition, the
children completed the Kindergarten AssessmentWiestd Emotions (Gordia et al.,
1989), which presents children with stories in viahacchild feels two emotions and the
participants are asked to identify both emotiohkey also completed a subset of the
Kindergarten Assessment Test-Display Rules (Grosta&is, 1988), which consists of
stories in which a child feels emotions that shdagchidden in some stories and should
be shown in other stories. The participants weked to identify how the child in the

story feels, how the child looks on his/her faced how the other person in the story
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would think the child felt. These researchers tbthat children whose parents displayed
more problem-focused, emotion-focused, and expregsicouragement reactions to their
negative emotions tended to have higher levelsraft®on knowledge.

Using a sample of 74 boys and girls between tles a4 and 5 years, Denham
(1997) examined the relation between emotion-fodyseental reactions to children’s
negative emotions and children’s peer relationseangdathy. Denham assessed parental
reactions to negative emotions using a puppetitaskich the puppet was portrayed as
experiencing several emotions and the childrentifieth how the parent in the story
would react. Peer relations and empathy were ssdds/ teachers completing the
Preschool Competence Questionnaire (Olson, 198K& found that emotion-focused
parental reactions were associated with highes @itempathy and more positive peer
relations for children.

In the same study described earlier, Eisenbeddraibes (1994) examined the
relation between mothers’ reactions to childrerégative emotions and children’s
temperament and anger behaviours using a sam@ mbthers and their 4- to 6-year-
old children. They found that children whose moshencouraged their expression of
emotion or helped them problem-solve had highezltesf attentional control. In
addition, children whose mothers reacted by enggigitomforting behaviours tended to
use more constructive verbalizations rather tharting when they were angry.

Taken together, the studies reviewed highlightintygact of parental reactions to
children’s negative emotions on the children’s aoral and social competence.
Unsupportive parental reactions, including punitivénimizing, and parental distress
reactions, have been linked to lower emotion kndgdge lower levels of empathy, and

lower social responsiveness. In contrast, supgogdarental reactions, including
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emotion-focused, problem-focused, and expressigelgagement reactions, have been
linked to higher levels of empathy and sympathytebgerspective-taking skills, the
ability to read others’ emotions, higher ratesr@rfdliness, and positive relations with
peers. Given these findings, the three types ppative reactions to children’s negative
emotions are associated with the development oélsaicd emotional competence, while
the three types of unsupportive reactions are &ssolcwith difficulties in these areas of
development.

The research reviewed above has shown that mbtkardions to children’s
negative emotions are linked to children’s develeptrof various aspects of emotional
and social competence. The present study focuszdsévely on specific components of
emotional and social competence to extend pasamesén this area. Emotion regulation
is a highly valued component of emotional competerEmotion regulation was assessed
in this study by examining children’s ability tordool their emotions rather than easily
becoming distressed and displaying emotional kgbilsocial skills were assessed by
measuring children’s observable skills in four arefisocial competence: assertion,
cooperation, responsibility, and self-control. &ash that has been done on these
specific components of emotional and social comqetevill now be reviewed.

Links Between Maternal Reactions to Children’s Negtive Emotions and Children’s
Emotion Regulation Skills

It is believed that children learn emotion regwatskills through interactions
with their caregivers and other highly significgetople in their lives (Thompson, 1994).
The supportive maternal responses to children’atimgemotions, including problem-
focused, emotion-focused, and emotional encouragerasponses, are all forms of

direct interventions that mothers can offer théitdren to help them learn to regulate
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their emotions (Thompson & Meyer, 2007). Duringlgem-focused responses, the
mother teaches the child how to respond adaptieegmotion-provoking situations (e.g.,
solving the problem that they are finding frustngtiThompson & Meyer, 2007). During
emotion-focused responses, mothers are teachiigcthielren how to directly manage
their emotions (e.g., by distracting themselvessing relaxation techniques to calm
themselves down; Thompson & Meyer, 2007). Durimgpgonal encouragement
responses, mothers facilitate children’s acquisiGbemotion regulation skills by
enabling them to express their negative emotionslso helping them to do so in a more
constructive manner (e.g., use appropriate wor@spoess your feelings to peers instead
of hitting). Parents who engage in these suppargactions help their children reduce
their negative emotional arousal, which helps ebildearn to regulate their emotional
arousal on their own by internalizing the regulatstrategies (Eisenberg et al., 1998a;
Shipman et al., 2007). These strategies inclueetitying the emotion, coping with or
tolerating the emotion, and expressing the emotianmanner that is considered socially
acceptable (Shipman et al., 2007). Consequehiget children are better equipped to
avoid becoming overaroused or behaviourally dyde¢gd when they are in negative
emotion-provoking situations (Eisenberg et al.,88)9

In contrast, mothers who react in an unsupportiaaner (i.e., punishing
reactions, minimizing reactions, or personal dggneeactions) are not teaching their
children emotion regulation skills and instead rragnsify their child’s negative
emotions and teach them dysregulated behavioursespdnses (Shipman et al., 2007).
It is believed that these unsupportive reactiortsthr resulting increase in negative
affect teach children to hide their negative emtiand view them as threatening, teach

them to mimic their mothers’ actions and eitheraggegin punishing, minimizing, or
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distress behaviours, and cause the child to expmrimcreased physiological reactions
and anxiety during future negative emotional exgreres (Buck, 1984; Eisenberg et al.,
1996; Eisenberg et al., 1998a; Roberts & Stray@s/L

Research has supported the link between materaetions to children’s negative
emotions and children’s emotion regulation skilor example, Perry, Calkins, Nelson,
Leerkes, and Markovitch (2012) found a significkmik between unsupportive maternal
reactions to children’s negative emotions and ceilts emotion regulation skills.
Maternal reactions to children’s negative emotiwese measured using the Coping with
Children’s Negative Emotions Scale (Fabes et 800). Maternal minimizing,
punishing, and personal distress reactions werduwad into one unsupportive reactions
variable. Children’s emotion regulation skills werssessed with the Emotion Regulation
Checklist (Shields & Chicchetti, 1997) and by obs®g children’s reactions to a
frustrating laboratory task. Using a sample of 49yar-olds and their mothers, they
found that maternal unsupportive reactions to ceits negative emotions predicted
children’s parent-reported emotion regulation skill

Lukenheimer and colleagues (2007) examined tlexedf emotion-dismissing
parental reactions on a sample of 87 8- to 11-p&hboys’ and girls’ emotion regulation
abilities. They defined parental emotion-dismigsas a belief that negative emotions are
toxic or overwhelming, a desire to protect themsegland their children from negative
emotions, and the tendency to invalidate or caédheir children’s emotions. These
researchers measured parental reactions duringiby fdiscussion task and gathered
information on the children’s emotion regulationllskusing the mother, father, and

teacher reports of the Emotion Regulation Check8kields & Cicchetti, 1997). They
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found that children whose parents engaged in emalismissing behaviours had poor
emotion regulation skills.

Using a sample of 43 mother-child dyads, Sprin&ter, Donelan-McCall, and
Turner (2004) used a longitudinal design to exarttiedink between mothers’ responses
to their 18 and 30 month old infants’ negative eorat and those children’s emotion
regulation skills when they were 5 years old. Mothreactions to children’s negative
emotions were measured by coding their observediosaduring frustrating and
unpleasant scenarios (e.g., a frustrating toy reinagk). Mothers’ reactions were coded
for whether they used a strategy to help the aledplilate their affect, labelled the child’s
emotion, labelled the child’'s emotion and usedatsgy to help them regulate their
affect, or did not use any regulation strategies @did not label the emotion. Children’s
emotion regulation skills were measured by exangiminldren’s ability to mask
disappointment during a disappointment task. Thesearchers found that mothers’
reactions when the children were 30 months old waleged to children’s emotion
regulation at 5 years of age. Specifically, quastig the children’s emotions when they
were infants, which is a form of minimizing reactjavas related to poor emotion
regulation skills when the children were 5 yeark ol

Eisenberg et al. (1996) investigated the impachioimizing and punishing
reactions on third and sixth graders’ coping skillhiey assessed parental reactions to
children’s negative emotions using parents’ respsns the Coping with Children’s
Negative Emotions Scale (Fabes et al., 1990). d@mls coping skills were measured
using the Children’s Coping Strategies Checklistgis, Sandler, West, & Roosa, 1990),

which was completed by the children’s mothers aadhers. Using a sample of 148
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boys and girls, they found that children whose paresed minimizing reactions engaged
in more avoidant coping techniques and fewer canstte coping techniques.

Similarly, Eisenberg and Fabes (1994) studied¢tation between mothers’
reactions to children’s negative emotions and ceiits coping skills using a sample of
79 mothers and their 4- to 6-year-old children.eyfound that children whose parents
engaged in punishing or minimizing reactions hadrponotional coping skills; these
children used fewer constructive coping technicares more avoidant coping techniques
during peer conflict situations, they did not teadrent their emotions, and they usually
tried to escape or seek revenge during anger-pmogaituations with their peers. They
also found that parental distress reactions waketl to behavioural avoidance and low
levels of venting when children felt angry.

Using a sample of 76 preschool-aged children aed thothers, Berlin and
Cassidy (2003) studied the link between mothergpsession of their children’s
emotional expression and these children’s emotgulation abilities. They measured
mothers’ suppression reactions to their childrer@gative emotional expressions by
having the mothers complete the Parent Attitude drdvChild Expressiveness Scale
(Saarni, 1985). Children’s emotion regulationliskitere assessed by coding children’s
emotion reactions to a frustrating laboratory tafkese researchers found that children
whose mothers suppressed their negative emotiapatssions were more likely to
suppress their anger and were less likely to egmadness and to share their sadness
with their mothers, thus showing poor emotion ragah skills.

Research also has shown an association betweporsiup maternal reactions to
children’s negative emotions and children’s emotiegulation skills. In the same study

that was described above, Eisenberg and colled6§) found that children whose
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parents engage in emotion-focused reactions whendisplay negative emotions use
more constructive coping techniques. They alsadahat children whose parents
engage in problem-focused responses to negativeé@mase more constructive coping
skills.

Cole, Dennis, Smith-Simon, and Cohen (2009) ingattd the link between
maternal reactions to children’s distress and oils coping skills using a sample of
116 boys and girls between the ages of 3 and & yéddrey assessed maternal reactions
by observing and rating the degree to which moteepported and structured their
child’s negative emotions during a frustrating wagk. They also assessed children’s
coping skills. Specifically, they assessed chiltkeability to generate coping strategies
using a puppet task in which they are to explaiv tite puppet can stop feeling sad or
angry. Cole and colleagues (2009) found that matesupport in response to children’s
distress was linked to better strategy generatoiedping with anger and sadness.

However, in the same longitudinal study descri@ledve, Sprinrad and colleagues
(2004) found mixed results for the long term ef$eat supportive maternal reactions to
infants’ distress and children’s later emotion flagan strategies. These researchers
found inconsistent patterns for soothing, acce@aand distraction responses to
children’s negative emotions. Mothers who sootiedr infants or who accepted their
infants’ emotional expressions (i.e., emotion-faxland emotional encouragement
responses) when their children were 15 monthsesided to have children who were
skilled at using distraction to regulate their eim$ when they were 5 years old. In
contrast, mothers’ use of these two supportivdegiras when the infants were 30 months
old was related to lower rates of emotion regutatidnen the children were 5 years old.

The researchers believed that these supportivéieaatelp teach children how to cope
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with emotion appropriately when they are youngmtdabut that by 30 months of age the
infants have developed some regulation strategidsia not need to be directly
comforted during challenging situations. Insteadse children may need more
cognitively advanced input from their mothers dgramallenging situations, such as
explaining the situation or the cause of the enmottthe child. Indeed, these researchers
found that the use of explanation responses to @#mold infants’ distress was linked
to higher levels of emotion regulation skills ireth year olds.

The studies that have been completed in this §eltar have shown that parental
reactions to children’s negative emotions are aasatwith children’s emotion
regulation skills. Specifically, minimizing, puhisig, and personal distress reactions
have been linked with poor emotion regulation skalhd poor coping skills in infants,
preschool-aged, and school-aged children (Berlida&sidy, 2003; Eisenberg et al.,
1996; Eisenberg & Fabes, 1994; Lukenheimer eR@0y7; Perry et al., 2012; Spinrad et
al., 2004). In contrast, emotion-focused and gahesupportive maternal reactions to
children’s negative emotions have been linked witire adaptive coping skills in
children (Cole et al., 2009; Eisenberg et al., 99%he present study expanded upon this
literature base by examining the links betweertygies of maternal reactions to
children’s negative emotions and children’s emotiegulation skills. Minimizing,
punishing, personal distress, emotion-focused,Ipnofocused, and expressive
encouragement responses were measured. In addeeffect of the quality of the

parent-child relationship on this link was alsoeastigated.
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Links Between Maternal Reactions to Children’s Negtive Emotions and Children’s
Social Skills.

As reviewed above, research has revealed a slirdngetween mothers’
reactions to children’s negative emotions and ceit development of social
competence. Specifically, unsupportive maternattiens were linked to more
behavioural problems and less empathic and sasabnsiveness (Fabes et al., 2001;
Eisenberg et al., 1996; Lunkenheimer et al., 20@¥le supportive maternal reactions
were linked to better perspective-taking skillghar empathy and sympathy for others,
and more positive relations with peers (Denham/188%senberg et al., 1991; Eisenberg
et al., 1996). The present study investigatedittkebetween mothers’ responses to
children’s negative emotions and one important comept of social competence, social
skills. Four types of social skills were investigh cooperation, assertion, responsibility,
and self-control.

Cooperation skills refer to behaviours such apihglothers, complying with
rules and directions, and sharing (Gresham & Elli®00). Assertion skills include
initiating behaviours, such as introducing onesadking others for information, and
responding to others’ actions (Gresham & Ellio©9@P Responsibility skills include all
behaviours that show the child’s ability to comnuate with adults and show respect
toward property or work (Gresham & Elliot, 199@®elf-control skills refer to behaviours
that could occur in conflict situations, such aspending appropriately to teasing, as well
as behaviours that could occur in non-conflictagitens that require compromising and
taking turns (Gresham & Elliot, 1990). Researcamiing the link between mothers’
reactions to children’s negative emotions and thesespecific social skills has been

limited.
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It is believed that supportive reactions to clalis negative emotions improve
children’s social skills by enhancing their readisi¢éo learn about their own and others’
thoughts, emotions, and behaviours in emotion-gkimgpsituations, and by increasing
their ability to cope with their own emotions imay that allows them to maintain
positive social interactions (Eisenberg et al.,889 These skills are believed to help
children engage in socially appropriate behavi&isdnberg et al., 1998a); children who
have a stronger ability to control their own emonti@nd who have more empathy and
understanding for others are likely to find it e®$d cooperate with others, to act
responsibly, to show self-control in social sitoas, and to respond to conflict with
assertion rather than aggression. In contrastipptstive reactions to children’s
negative emotions teach the children maladaptispamses to their own and others’
negative emotions, such as punishing, minimizimdggexzoming increasingly distressed
(Roberts & Strayer, 1987). Children who learn éhessupportive responses will likely
find it more difficult to respond to others in aoperative, responsible, assertive, and self-
controlled manner because they have not been tapghopriate emotion regulation
strategies and have a weaker understanding ofdhirand others’ thoughts, emotions,
and behaviours.

The limited research that has focused on behavimlevant to these four areas of
social skills has supported these theories. Famgie, Eisenberg and Fabes (1994)
studied the relation between mothers’ reactiorcghtliren’s negative emotions and
children’s anger reactions using a sample of 7Sherstand their 4- to 6-year-old
children. They found that children whose parentgaged in punishing or minimizing
reactions usually tried to escape or seek revengaglanger-provoking situations with

their peers. They also found that parental distreactions were linked to behavioural
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avoidance when children felt angry. Though thegbas did not measure cooperation,
assertion, responsibility, or self-control skilise escape and avoidance reactions that
they observed suggest that these children lackedgtssertion skills. In addition, the
revenge behaviours that they observed suggesthidse children lacked appropriate self-
control, cooperation, and responsibility skills tlese skills would inhibit a child’s desire
to seek revenge.

In contrast, using a sample of 74 boys and getsvben the ages of 4 and 5 years,
Denham (1997) examined the relation between emdtionsed parental reactions to
children’s negative emotions and children’s coopensbehaviours. Denham assessed
parental reactions to negative emotions using @@uask in which the puppet
experiences several emotions and the childrenifgidraw the parent in the story would
react. Cooperativeness was assessed by havirngteammplete the Preschool
Competence Questionnaire (Olson, 1984). Denhamdftiiat emotion-focused parental
reactions were associated with higher rates of e@jye behaviours in children.

Similarly, Eisenberg and colleagues (1996) fourat thildren whose parents
engaged in emotion-focused reactions when theyayisg negative emotions engaged in
more cooperative behaviours. They also founddhidren whose parents engaged in
problem-focused responses to negative emotionbétder developed social skills and
were rated as being more friendly and cooperat{Vieildren’s social skills were
measured using parent, teacher, and child resptmsesadapted version of Harter’'s
(1979) Perceived Competence Scale for Childrens 3¢ale included items that assessed
broad and general social skills, including whetherchild acts appropriately, does what

they are supposed to, or gets in arguments withrathildren. They assessed parental
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reactions to children’s negative emotions usingp&’ responses to the Coping with
Children’s Negative Emotions Scale (Fabes et 8b0).

More recently, Cunningham, Kliewer, and Garnel0@dound relations between
maternal emotion socialization and children’s sloskdls in a sample of 69 African
American youth (9 to 13 years) living in high viote areas. These researchers used a
global measure of emotion socialization that inetlichothers’ awareness of their own
and their children’s emotions, acceptance of tbein and their children’s emotions, and
their tendency to coach their children through tiggamotions (a form of supportive
reactions to children’s negative emotions). Cleifds social skills were assessed using a
composite of two scales of the Teacher-Child RaBngle (Hightower et al., 1986),
which included assertion skills and peer socighiliThese researchers found that the
maternal emotion socialization composite predictgittiren’s assertion skills and peer
sociability. Although they did not explore theaetit link between maternal supportive
reactions to children’s negative emotions and ceit assertion skills, this study
provides preliminary support for the model proposethe current study in a high risk
African American sample.

These past studies have revealed links betwegrodiye reactions to children’s
negative emotions and children’s cooperation behasgi and between unsupportive
reactions to children’s negative emotions and ceilts escape, avoidance, and revenge
behaviours. However, a more global picture ofrtHation between parental reactions to
children’s negative emotions and children’s soskdlls is lacking. The present study
attempted to fill this void in the literature byaewining relations between six parental
responses to children’s negative emotions (pungshimnimizing, personal distress,

emotion-focused, problem-focused, and expressigelgagement) and four types of
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children’s social skills (cooperation, assertia@sponsibility, and self-control skills). In
addition, the present study examined whether tladitguof the parent-child relationship
had an effect on this pathway.

Links Between Children’s Emotion Regulation and Soal Skills

Several aspects of emotional competence, inclugiingtion regulation,
recognizing and understanding others’ emotions,eandtion knowledge, are believed to
be important precursors to social competence.ekample, it is believed that the ability
to regulate one’s own emotions to match societalddrds and to respond empathically
to others’ emotions is necessary to be able togmgasuccessful social interactions
(Denham & Grout, 1993; Garner & Estep, 2001). ddion, Halberstadt, Denham, and
Dunsmore (2001) theorize that children need toldbe @ effectively receive emotional
messages from others to have what they call Affeciocial Competence. Receiving
emotional messages requires the recognition thaffaotive message was sent, as well
as the ability to understand and identify the megumif the message (Halberstadt et al.,
2001). Children who can understand emotional guéseir social environment are
thought to develop strong social skills and to feositive personal relationships
(Halberstadt et al., 2001).

In a meta-analysis of 63 published and unpublistedies that examined the link
between emotion knowledge and social competenestdcosta and Fine (2010)
revealed statistically significant mean effect sifar this link, suggesting that emotion
knowledge is a consistent predictor of multipleisboutcomes across several age
groups. The meta-analysis included studies ofaalrand community samples that
measured several components of emotion knowledge émotion recognition, emotion

labelling, affective perspective taking, emotiotribtitions, display rule knowledge) and
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social competence (e.g., reported or observeddefedocial skills, peer status, prosocial
behaviour, social play behaviour). The childrethiese studies ranged from 2 to 18
years of age. This meta-analysis did not reveglcansistent moderators for the link
between emotion knowledge and social competenggesting that emotion knowledge
is a consistent predictor of social competencertdgss of demographic variables or the
type of respondent used.

Eisenberg and colleagues (1993) examined the kikden children’s emotion
regulation skills and their degree of social acaepé. Using a sample of 91 preschool-
aged boys and girls, they found that children’ditgitio effectively regulate their
emotions predicted how well-liked they were by thpaers. Similarly, using a sample of
81 preschool-aged children, Garner and Estep (2@0ihd that children’s emotion
knowledge predicted how liked they were by theergeand the degree to which they
engaged in prosocial behaviours. In addition,didgree to which the children displayed
positive emotional expressions during peer intésastpredicted how well liked they
were by their peers.

The present study sought to extend these pretingdisgs by specifically
examining the link between children’s emotion regoin (their ability to regulate their
emotions and the degree to which they display megamotionality and emotional
lability) and specific social skills (responsibylittooperativeness, assertiveness, and self-
control). Itis believed that children who haveosty emotion regulation skills are likely
to be able to understand the causes of emotioas,tpéir behaviour effectively, engage
in actions that are suited to situations they enteniand inhibit behaviours that are not
socially appropriate in their current situationgcteaf which facilitates socially

appropriate responses and behaviours (Eisenbatg 2007). These children are able to
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regulate their behaviour in a goal-directed manwéich is essential for engaging in
socially appropriate interactions that meet thédcéin’s own goals while also satisfying
the goals of their social partners (Eisenberg.e807; Denham & Grout, 1993; Garner
& Estep, 2001). In addition, children who can reggitheir own emotions are more
likely to be able to resolve conflict, find a mullyasatisfactory play activity to engage in
with their peers, compromise during play, and eimgatwith a peer who is in distress
(Gottman, Katz, & Hooven, 1996). These skillsa@s® central aspects of social
competence and suggest appropriate social ski#ldpment (Gottman et al., 1996). In
contrast, children who have trouble regulatingrteenotions and display larger
proportions of negative affect are more likely towiewed as troublesome and difficult
by their peers and teachers (Denham et al., 1990).

Past research has supported this link. For exanmpéesample of 104 preschool
and kindergarten age children, Denham and collea(@03) found that poor emotion
regulation was associated with more oppositionabl®urs during interactions with
peers. They conceptualized poor emotion regulaimstances of emotional venting
and expressed anger, which they measured durireg\@i®ns of peer interactions.
Children’s social behaviour was assessed by teaclsémg adapted scales from The
Social Competence and Behaviour Evaluation SharnRbaFreniere & Dumas, 1996).

Relations between children’s emotion regulation smclal skills have been
discovered across age ranges. For example, usagple of 47 preschoolers and their
mothers, Denham and Grout (1993) investigateditikebletween children’s emotional
expressions and their social skills, includingridéness, cooperativeness, tractability
(e.g., nondomineering, mindful of rules), and nggi@ssiveness. Social skills were

assessed by teachers using The Baumrind PrescehalBur Q-Sort (Baumrind, 1968)
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and emotional expression was assessed by obsetiidgen in natural settings and
coding their vocal, facial, postural, or gesturalogional expressions. Children who
showed more pleasurable emotions and who showee cootrolled anger expressions
(i.e., those who exhibited signs of emotion regataskills) had greater social skills.

In a similar study, Denham and Burger (1991) ingaséd the relation between
children’s negative emotion expressiveness and sloeial skills in a sample of 54
preschoolers. Children’s social skills were assg&s/ having teachers complete the
Baumrind Preschool Behaviour Q-Sort (Baumrind, 3988hildren’s negative emotional
expressions were assessed during observations ohildren engaging in free play with
their peers. They found that children who dispthgere anger and sadness were rated
as less friendly and exhibited fewer prosocial b@has. In contrast to hypotheses, the
children’s degree of negative emotional displaysrdit significantly predict children’s
level of assertiveness.

Links between emotion regulation and social skilse also been shown in
school-age samples. For example, in a sample @& grade girls and boys,
McDowell, O’Neil, and Parke (2000) found that chhdd who showed more intense
negative emotional responses during a disappoirttask tended to receive lower social
competence ratings from their peers. In a follgwstudy, McDowell, Kim, O’Neil, and
Parke (2002) extended these findings with a sawipl®4 fourth graders. They revealed
a link between children’s emotion regulation capasiand children’s social skills,
including teacher-rated prosocial behaviours aighdiness.

Garner and Estep (2001) expanded on past reseaetaimining the link
between two aspects of emotion regulation and thoeal skills. The social skills that

were measured in this study included children’ditslio successfully initiate social
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interactions, the frequency of their prosocial betwars, and how constructively they
dealt with their own anger during peer interactio@hildren’s social skills were
measured by coding peer interactions in the presddeaiting. Children’s emotion
regulation was assessed by measuring the positi/ityeir emotional expression, which
also was coded during peer interactions in thechied setting, and by assessing their
emotional intensity using the Behavioural Style &iomnaire (McDevitt & Carey, 1978),
which was completed by the children’s mothers. sehesearchers found that children
who had more positive emotional expressions sufidgsmitiated more social
interactions, used fewer unconstructive reactionemthey became angry with their
peers, and engaged in more prosocial behavioungdrén whose emotional expressions
were less intense and dysregulated also engagedrm prosocial behaviours.

Chang, Shelleby, Cheong, and Shaw (2012) examiresg tlinks in a high risk
sample. These researchers used a longitudingrdasexamine the link between
children’s emotion regulation skills and their sd@ompetence in a sample of 310 low-
income, ethnically diverse 3- to 5-year-old boghildren’s emotion regulation was
assessed when the children were 3.5 years oldy adiustration task that required the
child to wait for a reward in an environment tretked stimulation. Children’s social
competence was assessed in the school and the t®wmo&l competence in the home
was assessed by observing a structured siblintactten task when the child was 5-
years-old. The interactions were coded for negatactivity after being provoked by
their sibling, controlling behavior (e.g., grabbitays and shouting “don’t do that!”), and
likability (how annoying or likable the target athils to others). Social competence in the
school was assessed by creating a latent variaitethree subscales of teacher-

completed Social Skills Rating Scale questionngi@gsham & Elliot, 1990):
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cooperation, assertion, and self-control. Teacbport questionnaires were completed
when the children were 6 years old. Chang anceaglies found that children’s emotion
regulation skills predicted their social competeathome and at school.

To summarize, the ability to regulate one’s owrogams to match societal
standards appears to be necessary to be abledgesitgsuccessful social interactions
(Denham & Grout, 1993; Chang et al., 2012; Garné&s€ep, 2001). Emotion regulation
has specifically been linked to children’s degrésarial acceptance (Denham et al.,
1990; Eisenberg et al., 1993), as well as theiitalo resolve conflict (Garner & Estep,
2001; Gottman et al., 1996), find a mutually satsbry play activity to engage in with
their peers, compromise during play, and empathi#tea peer who is in distress
(Gottman et al., 1996). Links also have been shibgiween children’s emotion
regulation skills and their friendliness (Baumrid®68; Denham & Burger, 1991;
McDowell et al., 2000), cooperativeness (Baumrit@58; Chang et al., 2012), non-
aggressiveness and non-oppositional behaviour (Badil968; Denham et al., 2003),
social competence (McDowell et al., 2000), proddegdhaviour (Denham & Burger,
1991; Garner & Estep, 2001; McDowell et al., 20@Bgertion (Chang et al., 2012), self-
control (Chang et al., 2012), and the tendencwitate social interactions (Garner &
Estep, 2001). The present study sought to exgeesktprevious findings by examining
the link between children’s emotion regulation Iskiind four types of social skills:
cooperation, assertion, responsibility, and seiftic.

Emotion Regulation as a Mediator of the Associatiotbetween Maternal Reactions to
Children’s Negative Emotions and Children’s SociaBkills
It is often theorized that the link between parkataotion socialization

behaviours and children’s social skills is medidigdhe children’s emotion regulation
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capacities (Eisenberg et al., 1998a; McDowell £t28l02). The extent to which children
are able to regulate their emotions affects thmsrad competence in two important ways.
First, the ability to control their emotional reiacts increases their ability to attend to the
messages their parents are sending them aboutpaigpeosocial behaviour because they
are less likely to be overaroused during episodléssoipline, which is when most of this
type of teaching occurs (Grusec & Davidov, 2003&cond, children with emotion
regulation skills can inhibit negative emotionsttbammonly fuel antisocial actions and
that challenge prosocial actions (Grusec & Davidi®7). Therefore, it appears that
emotion regulation skills may mediate the relati@tween parental emotion socialization
behaviours and children’s social competence.

Research has supported this mediational moded. ldngitudinal study that
followed 79 children from age 6 to 12 years, Eisagland colleagues (1999) found that
children of mothers who responded to their negagimetions in a punitive manner or
with personal distress displayed more disruptiviealveour with peers and adults, and this
relation was partially mediated by poor emotionutagion skills.

In a study of 56 families with 4- to 5-year-oldldnen, Gottman, Katz, and
Hooven (1996) investigated the relation betweeemal reactions to children’s negative
emotions and children’s emotion regulation andaakills with peers. They assessed
children’s emotion regulation with the Emotion Region Questionnaire (Katz &
Gottman, 1986), which was completed by mothers gneheasuring children’s vagal
tone during emotion-provoking video clips. Vagai¢ is the rate at which the vagus
nerve in the parasympathetic nervous system finesjs believed to be an adequate way
to examine the possible physiological basis ofalhiéity to regulate emotion (Gottman et

al., 1996). They assessed parental reactionsg@tine emotions through semi-structured
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interviews. Teacher-ratings of antisocial behaksomere measured with the Child
Adaptive Behaviour Inventory (Cowan & Cowan, 199They found that children whose
parents encouraged their negative emotional expeggeand helped them understand and
manage their negative emotions could regulate #maotions more effectively. In
addition, these children’s emotion regulation skillrther predicted their competent,
nonaggressive behaviours with peers, showing aatiedal effect of emotion regulation.

To summarize, these studies provide support ®btHief that children’s emotion
regulation capacities are the mechanism througlktwparental emotion socialization
behaviours affect children’s social skills. Thmaif the present study was to replicate
and extend these findings by investigating the ibdgg that the quality of the mother-
child relationship affects how or when maternal @orosocialization behaviours
influence children’s emotion regulation and soskill development.

This study expands upon prior work by using varnezhsures of maternal
reactions, children’s emotion regulation, and afeifds social skills. Six types of
maternal reactions to children’s negative emotiwase measured (i.e., punishing,
minimizing, personal distress, emotion-focusedbfam-focused, and expressive
encouragement). When measuring emotional regualatitldren’s tendencies to become
distressed and display emotional lability was coersd. Social skills were assessed by
measuring children’s observable skills in four arefsocial competence: assertion,
cooperation, responsibility, and self-control. $&enethodological changes allowed a
more detailed understanding of the links betweetemal emotion socialization and
children’s emotional and social competence. Intamq the present study examined the
effect of the quality of the mother-child relatibis on each of these links. By including

this construct, it was possible to examine howgiality of the mother-child relationship
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affected the maternal emotion socialization procddsat is, by examining the quality of
the mother-child relationship, a better understagdif the conditions under which
maternal emotion socialization practices have @agir or weaker effect on children’s
emotional and social competence could be gained.

Links between the Quality of the Parent-Child Relaionship, Maternal Emotion
Socialization, and Children’s Emotion Regulation an Social Skills

The research reviewed above suggests that emmatiated parenting practices,
such as parents’ responses to children’s negatinatiens, parental emotion
expressiveness, and parental discussion of emaiithhildren, all have a strong
impact on children’s development of emotional anda competence. However, the
impact of these parenting practices occurs withédontext of a relationship. Thus, the
result of these efforts is dependent on both tieeurs and the relationship in which
they occur (Thompson & Meyer, 2007).

Several parent-child interaction characteristimgehbeen used to examine the
quality of the parent-child relationship in pastearch, including attachment quality,
parenting behaviours (e.g., warmth, responsivemesstivity, negativity, control,
correcting), and interactional synchrony (e.g.jlAW¥ermilgli, & Roazzi, 2010; Berlin &
Cassidy, 2004; Davidov & Grusec, 2006; JacksonpBseGunn, Huang, & Glassman,
2000; McDowell, Kim, O'Neil, & Parke, 2002). Thelations between the quality of the
parent-child relationship and parental reactionshittiren’s negative emotions,
children’s emotion regulation skills, and childresocial skills will now be reviewed.

Cassidy (1994) and Thompson (1994) were amonf{jrit¢o theorize about the
link between the quality of the parent-child redaghip and the maternal emotion

socialization process. These theorists focuseattachment security as a measure of the



43

quality of the parent-child relationship. Cassahd Thompson suggested that mothers of
securely attached children are sensitive to andptt of their children’s positive and
negative emotions and openly talk to their childabout intense, confusing, or disturbing
feelings. Indeed, in a study of preschool-agettictm and their mothers, Berlin and
Cassidy (2003) found that mothers of children whd h secure attachment were less
likely to control their children’s emotional expsésns, and these children had better
developed emotion regulation skills.

In contrast, Berlin and Cassidy (2003) found thathers of children with an
insecure-avoidant attachment were more controbiirtipeir children’s emotional
expressions, and as a result these children were likely to suppress their anger and
displayed poor emotion regulation skills. Casgiti§94) suggests that children who have
developed an insecure attachment because themtpapattern of responding was
characterized by rejection (i.e., those with am@se-avoidant attachment) are believed
to be more likely to minimize their expression efative emotions during distressing
situations, which also inhibits the developmenapropriate emotion regulation skills.

Several parenting qualities, such as parentabrespeness, parental warmth, and
parental sensitivity, also have been thought ahaasures of the quality of the parent-
child relationship. Mother-child interactions ttzaie marked by maternal sensitivity,
warmth, and responsiveness have been associatedrnedter social skills and emotion
regulation skills in children. For example, Lani981) found that by 6 months of age,
distressed infants begin to calm and quiet whey tiear their mother approaching. In
contrast, infants protest loudly when their motiygproaches but does not pick them up
to soothe them (Lamb & Malkin, 1986). Lamb andeajues proposed that the infants’

learned association between their distress, th@ensitapproach, and the resulting
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soothing has an effect on their development of @natgulation skills because of the
anticipatory soothing that the infant engagesTihese findings suggest that parental
responsiveness likely influences the developmerhidren’s emotion regulation skills
at a very early age (Thompson & Meyer, 2007).

Similarly, Davidov and Grusec (2006) revealedchlt between parental
responsiveness and children’s emotion regulatiahsaxcial skills using a sample of 106
6- to 8-year-old children. Parental responsiveneshildren’s distress was assessed
using the Coping with Children’s Negative Emoti@twale (Fabes et al., 1990), the
responsiveness to distress scale of the Child Re&vactices Report of the Q-Sort
(Block, 1981), the Interpersonal Reactivity Ind®ayis, 1980), and by coding their
responses to a short video clip of a child experrendistress. Emotion regulation was
assessed using the Emotion Regulation Checklisel(&h& Cicchetti, 1997), which was
completed by mothers. Children’s prosocial behavigas assessed by examining their
reactions to others in distress using parent-reptaacher-reports, coded observations of
the children’s reactions to the researcher’s sitedlpain, and a child interview in which
the child was asked how they would react to a serig@eer distress vignettes. They
found that children’s emotion regulation skills ity mediated the link between
parental responsiveness and children’s tendenmaiti in a prosocial manner to
another’s distress.

Mother-child interactions that are marked by madésensitivity and warmth also
have been associated with greater social skillseamation regulation skills in children.
For example, using a sample of 188 3- to 6-yearwblttiren and their mothers, all of
whom were considered to be low-income familieskSan, Brooks-Gunn, Huang, and

Glassman (2000) found that mothers who showed sigportiveness and warmth
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during their interactions with their children warere likely to have children who
exhibited more social responsiveness and fewesauiél and conflictual behaviours with
their peers.

McDowell, Kim, O’'Neil, and Parke (2002) examinedasiations between
parental warmth and responsiveness during pareldtiokeractions and children’s
emotion regulation and social skills using a sangbl€03 fourth grade children and their
mothers and fathers. Parenting warmth and respemsss were assessed by coding
observations of a family discussion task. Theynfbthat children with parents who
exhibited warmth and responsiveness tended to Ietter emotion regulation skills, as
exhibited by fewer intense anger and nervous reasi@nd a greater ability to cope with
these emotions. Children whose parents were naidered to be warm and responsive
had poorer social skills, and instead these chilavere rated as more aggressive, more
socially avoidant, and less liked by their peers.

In a recent study, White and Renk (2012) examihedink between parental
warmth and emotional availability and youths’ ertdizing behaviours using a sample of
208 10- to 15-year-old boys and girls. These mebeas found that youths who had more
positive perceptions of their mothers and fatherararm and emotionally available
tended to exhibit fewer externalizing behaviourippems. In addition, the youths who
perceived higher levels of overall collective eranél support from their parents tended
to exhibit fewer externalizing behaviour problems.

In a recent study, Brophy-Herb and colleagues @2@dsted whether maternal
responsiveness mediated the relation between nahmotion socialization practices
and children’s social and emotional competenceguaisample of 119 toddlers and their

mothers from low-income families. Maternal emotibexpressiveness and maternal
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emotion-coaching beliefs were used to assess nahtmotion socialization. Children’s
skills in four areas were used to measure theiakaod emotional competence,
including compliance, age-appropriate play, drivenaster new skills, and empathy.
These researchers found that the link between nmaltemotion socialization and
children’s emotional and social competence wasglgrimediated by mothers’
responsiveness. This means that maternal emaimalization directly impacts
children’s emotional and social competence, but fats effect also occurs through the
effect of maternal responsiveness.

The research reviewed thus far shows a cleatblatween maternal
supportiveness, warmth, and responsiveness aratefs social and emotional
functioning. However, these studies all focusednaternal behaviours as an indicator of
the quality of the parent-child relationship and dot assess the child’s role in the
relationship. Another way to assess the qualithefparent-child relationship is to
consider the level of interactional synchrony ia telationship.

Interactional Synchrony

The present study examined the quality of the nrethéd interaction using a
measure called interactional synchrony. Interactidynchrony has been defined as the
degree of responsiveness, reciprocity, intercomupess, engagement, shared affect, and
mutual focus in an interaction between two indiaduMize & Pettit, 1997).

As reviewed above, a number of parent-child intesaacharacteristics have been
examined in order to better understand childhoodtem and social skill development
(e.q., parental rigidity, parental warmth, paremésponsiveness, parenting style).
Interactional synchrony was chosen to assess thé@ygaf the parent-child relationship

in the present study for several reasons. Firractional synchrony is thought to be a
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good measure of the interactional style of a dyaxhhbse of its focus on how the
interaction is occurring (e.g., synchronous oradiggd) rather than simply on what is
occurring (e.g., play or teaching; Harrist & Waughp2). Second, interactional
synchrony is measured on a continuum. By ratiegrteractions on a continuum, rather
than categorizing them, a more complete and detgilgure of the way in which the
dyads interact can be captured.

Third, interactional synchrony is dyadic in natufihis observable characteristic
considers each individual’s interaction style wihaiings are made and assesses the
match between the members of the dyad (Harrist &§Ka2002). The dyadic nature of
interactional synchrony is inherent in its defioiitiand in the qualities that are rated when
it is examined (i.e., mutual regulation, reciprgcdand harmony during interactions).
These states cannot be achieved alone; they raguigal negotiation and turn-taking
that can only be achieved in a dyadic interactldarfist & Waugh, 2002). Thus,
synchrony represents a continuous social coordinatther than discrete states of
communication (Fogel, 1993). High levels of intdi@nal synchrony require that both
members of the dyad adapt to each other and fitble@aviours to their partner’s so that
their actions are partly their own and partly appiate reactions to their partner’s action
(Fogel, 1993; Vizziello, Ferrero, & Musicco, 200®. highly synchronous interaction is
co-constructed by both members of the dyad. Taliegctions and reactions of both
partners in a dyad into account is rare within otheasures of parent-child interactions
(e.g., parental warmth). Thus, the dyadic nattiiateractional synchrony is what makes
it uniqgue among the other measures of parent-celi&dionships, and using this construct

is an added strength of the present study.
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The link between interactional synchrony and akeitds social skills has been
strongly supported by preliminary research in thisa. The work that has been done so
far has shown a promising association between highiels of parent-child synchrony
and better social skill development in childrerar Example, Lindsey, Mize, and Pettit
(1997) investigated the link between preschool-adeldren’s social competence and
interactional synchrony in parent-child relatioqshduring a free play task with 35
parent-child dyads. Interactional synchrony wasdan a five-point scale where high
scores represented dyads who were mutually focasetlially responsive, shared similar
affect, and engaged in the task equally. Theyddhat children in father-child dyads
with higher interactional synchrony ratings weredsas being more socially competent
by their teachers, and children in mother-childdbyaith higher synchrony ratings were
rated as better liked by their peers than childndess synchronous dyads.

Mize and Pettit (1997) conducted another studi W& mother-child dyads using
the same measure of interactional synchrony. Usbegpmetric peer assessments and
teacher reports, they found that preschool agddreli in mother-child dyads with
higher levels of interactional synchrony duringeefplay task were better liked by their
peers and were rated as more socially skilled by teachers. In addition, Criss, Shaw,
and Ingoldsby (2003) investigated interactionalckyony in mother-child interactions
with 10-year-old boys during a parent-child discosf family conflicts task with 122
families. These researchers found that childrea ladd higher levels of interactional
synchrony during the mother-child interaction haghkr parent-reported social skills
than children who had less synchronous interactigtistheir mothers.

Harrist, Pettit, Dodge, and Bates (1994) studie@#&i@dergarten-aged children and

their mothers to determine if interactional synetyduring a two hour home observation
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period would be predictive of teacher reportedaamdmpetence. They assessed
interactional synchrony on a five-point scale whagh scores represented dyads who
shared mutual affect, attention, turn-taking, antlvement, and were characterized by
reciprocity and a sense of connectedness. Thendfthat children from dyads who
engaged in positive and highly synchronous intéwastwith their mothers were viewed
as more socially competent by their teachers.

Research has also shown a link between poor attenal synchrony and
children’s antisocial behaviour levels. Criss antleagues (2003) investigated the
relation between antisocial behaviour and inteoaeti synchrony levels in interactions
between parents and their 10-year-old sons usioggitudinal design. Interactional
synchrony levels were rated using the same metbqueviously described during an
interaction in which the parent and child discussexdily conflicts. The results of this
study showed that children who had higher levelstgfractional synchrony during the
parent-child interaction had lower levels of s@ported antisocial behaviour and had
friends who engaged in lower levels of antisocedviour. Interestingly, interactional
synchrony levels continued to significantly predihtld antisocial behaviour levels even
after controlling for the child’s antisocial behawur level measured two years prior. In
addition, interactional synchrony levels continteaignificantly predict the level of
antisocial behaviour in the child’s friend groupea\after controlling for the level of
antisocial behaviour in the child’s friend groupotyears prior.

Although the association between interactionathyony in parent-child
relationships and children’s social skills has bgleown in each of the initial studies on
this topic, the association between synchrony &ldren’s emotion regulation skills has

not yet been empirically tested. However, studiesteractional synchrony during
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parent-child interactions have shown that loweelswf interactional synchrony are
related with higher levels of behaviours that gpedally believed to be indicative of
emotion regulation deficits, including externaliginehaviour (Deater-Deckard, Atzaba-
Poria, & Pike, 2004) and aggression (Ambrose & Merd®13; Harrist et al., 1994; Mize
& Pettit, 1997; Pasiak, Norman, & Menna, 2011).

Research on emotion regulation also has foundsipetific aspects of
interactional synchrony are associated with theeligament of this important skill. For
example, research has found that balance in leadiddollowing during parent-child
interactions, a quality that is emphasized in exd@onal synchrony coding, may play a
role in infants’ development of early emotion regjidn skills. Calkins and Johnson
(1998) studied the link between how interfering ness were during interaction tasks and
the intensity of 18-month-old infants’ emotionaactions during a frustration task. They
found that the infants who became more distresadditothers who tended to be more
interfering during their interactions together. cmtrast, the infants whose mothers
offered support, suggestions, and encouragemeimgdileir interactions throughout the
frustration task tended to be able to use problelvirgy and distraction to self-soothe.
Parent-child dyads who achieve a high level ofraxtdonal synchrony have a sense of
balance in that each individual leads and folloeysadly; in contrast, when one member
of the dyad is pushy or intrusive, their level mteiractional synchrony is considered to be
lower (Mize & Pettit, 1997). Thus, the resultsCGdlkins and Johnson’s study suggest
that balance between leading and following duriagept-child interactions may
influence the development of early emotion regalaskills.

Similarly, research on the association betweesraational synchrony and

maternal emotion socialization is also lacking.e Tesults of a study completed by
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Sprinrad and colleagues (2004) suggested thatsatiason may exist between
minimizing maternal reactions to children’s negatemotions and interactional
synchrony. Using a sample of 43 mother-child dy&gsinrad and colleagues used a
longitudinal design to examine the relations betwe®thers’ responses to their 18- and
30-month-old infants’ negative emotions and thds&leen’s emotion regulation skills
when they were 5 years old. They found that irfavtitose mothers who engaged in
minimizing reactions by questioning their emotidegy., “why are you crying?”)
displayed poor emotion regulation skills when thare 5 years old. One component of
interactional synchrony is how in tune the mothaat ahild are with each other. It seems
reasonable to believe that mothers who are inwitietheir children’s emotions and
needs would not have to question their childremeons in this way, suggesting that
this type of minimizing reaction may be associatgtth lower levels of interactional
synchrony in the parent-child relationship.

Theorists (e.g., Thompson & Meyer, 2007) haveestéthat there is a need for
research that directly examines whether the infteest parental emotion socialization
behaviours is affected by the quality of the paxdmlkd relationship. The research that
has been completed thus far suggests that measfutesquality of the mother-child
relationship, including maternal warmth, suppontiess, and responsiveness, are
associated with children’s development of emotegufation and social skills. However,
these studies have assessed the quality of theemcitiid relationship in a way that only
accounts for the behaviours of one member of théhenechild dyad. Studies that
measure the quality of the mother-child relatiopdty assessing interactional synchrony
during mother-child interactions address this comt@®cause these ratings take both the

mother and child’s actions into consideration. tPesearch has shown a strong
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association between interactional synchrony inpdrent-child relationship and
children’s social skills. However, more reseacheéeded to test the direct association
between parent-child interactional synchrony antticdm’s emotion regulation skills. In
addition, to the author’s knowledge, the relati@tween interactional synchrony and
parents’ reactions to children’s negative emotioas not yet been tested. The present
study fills these gaps in the literature by invgating possible links between mothers’
reactions to children’s negative emotions, mothelddnteractional synchrony levels,
and children’s emotion regulation and social skills

The present study tested two models that have jpegosed to explain how
maternal reactions to children’s negative emotems mother-child interactional
synchrony levels interact to affect children’s eimo&l and social functioning. Theorists
and researchers in the field have suggested badiatren and moderation models to
explain these complex links. For example, Eiseglagid colleagues (1998b) suggest that
the effectiveness of parental emotion socializatiehaviours on children’s development
of emotional and social competence is moderatesklgral parenting dimensions,
including the quality of the parent-child relatibigs That is, the quality of children’s
relationships with their parents may influence hbese children respond to parents’
emotion-related parenting practices, including per'ereactions to children’s negative
emotions (Eisenberg et al., 1998a). In contrabgrs have suggested that the link
between these constructs is better explained bgdiation model; the quality of the
mother-child relationship influences the typesesations mothers have to their
children’s negative emotions, which in turn affettts children’s development of social
and emotional competence (e.g., Cassidy, 1994; peom 1994). As reviewed above,

research conducted by Berlin and Cassidy (2003 Baodhy-Herb and colleagues (2010)



53

has shown preliminary support for this mediatiordelo The present study sought to
examine both of these proposed models to clargyctimplex relation between maternal
emotion socialization, the quality of the motheilaihelationship, and children’s emotion
regulation and social skill development.

Study Purpose and Objectives

The overall purpose of the present study was teroene whether maternal
reactions to children’s negative emotions wouldmtechildren’s emotional and social
competence, and whether the quality of the mothéd-celationship would affect this
pathway. Based on the previous research and #sadhie following four objectives
guided this study.

The first objective was to determine whether makreactions to children’s
negative emotions would be predictive of childresidlity to regulate their own
emotions. The present study sought to corrobgqaseresearch that has found this
association by examining six supportive and unsttporeactions to children’s negative
emotions, including punishing, minimizing, persoduitress, emotion-focused, problem-
focused, and expressive encouragement.

The second objective was to determine whethermmateeactions to children’s
negative emotions would be predictive of childrestsial skills. The present study
sought to extend past research that has foun@skisciation by examining four primary
types of social skills: assertion, responsibildgpperation, and self-control during
interactions with peers and adults.

The third objective was to determine whether tsaiation between maternal
reactions to children’s negative emotions and céiit social skills would be mediated

by children’s emotion regulation skills. Thattise mechanism through which maternal
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reactions affect children’s social skills was expddo be the children’s ability to

regulate their emotions. Past research has sgaptiris mediational model (e.g.,
Davidov & Grusec, 2006; Eisenberg et al., 1999;t@ah et al., 1996). The present
study aimed to replicate past research in this aneao extend it by examining a number
of maternal reactions to children’s negative emwi@.e., three supportive reaction types
and three unsupportive reactions types).

The fourth objective of this study was to exantime links between interactional
synchrony, mothers’ reactions to children’s negagwmotions, and both child outcome
variables. Two models were explored: a mediatiaaleh (see Figure 2a) and a
moderation model (see Figure 2b). The mediatiodehpredicted that mothers’
reactions to children’s negative emotions would ia@iedthe link between interactional
synchrony in the mother-child relationship and d@tgh’s development of emotion
regulation and social skills. The moderation mgaedicted that the interaction between
maternal reactions to children’s negative emotemd the quality of the mother-child
relationship would predict children’s emotion regjfidn and social skills better than
either predictor did alone. The quality of thegyarchild relationship was assessed by
measuring the level of interactional synchrony taturred during interactions between
mothers and children during two interaction tasks.

The present study extends previous findings i fikid by using more diverse
methodology. Six possible maternal reactions tlwidn’s negative emotions were
assessed and included in the analyses ratherahbasifg on only supportive or
unsupportive reactions. Emotion regulation wassssd using a questionnaire that
measured children’s ability to control their emafbreactions by examining their

emotional negativity and lability. The social &kithat were tested were four specific
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Figure 2 Proposed Relations between Maternal Reactio@hiidren’s Negative
Emotions, Children’s Emotion Regulation Skills, @nen’s Social Skills, and the Quality
of the Mother-Child Relationship. Panel (a) reprgs mother-child relationship quality

as a mediator, and panel (b) represents this ‘argsba moderator.
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subsets of behaviours that are highly valued byt@vesociety (assertion, cooperation,
responsibility, and self-control), and they asseédke children’s social skills during
interactions with known adults, known peers, amdrgfers. The quality of the mother-
child relationship was assessed by coding videdtageractions for the level of
interactional synchrony exhibited by each motheldatiyad. Synchrony was assessed
during two mother-child interaction tasks in ortieigain a more complete measure of
each dyad’s level of interactional synchrony. @efiplay and a structured goal-oriented
task were used, both of which have been recommesmigdupported in past research on
this topic (Davenport, Hegland, & Melby, 2007; Mi&ePettit, 2007; Russell, Pettit, &
Mize, 1998). The synchrony scores derived fronseéhtevo tasks were not combined to
elicit a total synchrony score, but rather wereduseparately in analyses so that
differences in the tasks’ predictive abilities abble examined. Using both tasks allowed
for a total of twenty minutes of observed interactiime.

Free play between a mother and child is a highlyrmative task for research on
the quality of relationships (Davenport et al., 2Dand has been used in many studies
examining interactional synchrony (e.g., Lindseyz®] & Pettit, 1997; Mize & Pettit,
1997). This task is widely used because it allaw®bservation of an unstructured
spontaneous interaction that is relatively natatalibut that maintains an adequate
degree of experimenter control and standardizgdtine & Pettit, 1997). The way that a
mother and child interact during free play is intpat because it is believed that the
learning of affect regulation, the practicing ofllslk and the acquiring of attitudes that
transfer to peer groups can all be completed irctimext of free play interactions (Parke,

Cassidy, Burks, Carson, & Boyum, 1992).
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It is believed that dyads’ interactional synchréenels differ between free play
tasks and more structured and goal-oriented tasésuse, given that past research has
found differences in other parenting behavioursveen play tasks and structured tasks
(Davenport et al., 2007). In a past study exangimeractional synchrony in mother-
child dyads with preschool-aged children, Ambrose lenna (2013) found that
interactional synchrony was significantly lowertlve structured teaching task than it was
in the unstructured free play task. It is possibbg structured tasks are more likely to
elicit guiding and structuring behaviours from thether, and are more likely to elicit
frustration from the children due to the structaféhe task, to which the mother then has
to react (Davenport et al., 2007). Thus, the stinec task was used in the present study
to obtain another view of the interactional styléhe dyad.

Study Hypotheses

The first hypothesis was that higher levels ofupmortive maternal reactions (i.e.,
punishing, minimizing, or personal distress reawjavould predict lower levels of
emotion regulation. Children whose parents engagfeese types of reactions would not
be as skilled at controlling their own emotions webexpress more negative emotions,
and would shift from one emotional state to anottezy quickly. In contrast, it was
hypothesized that higher levels of supportive nmatiereactions (i.e., emotion-focused,
problem-focused, or expressive encouragement) wareldict higher levels of emotion
regulation. Children whose mothers engage in thesetions were expected to be more
skilled at controlling their emotions, experien@gative emotions less, and not
experience as much emotional lability.

The second hypothesis was that higher levels sdijportive maternal reactions

to children’s negative emotions would predict lowearels of social skills in the children.
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That is, children whose mothers engage in moreghimg, minimizing, or personal
distress reactions were expected to display fessgréive, self-control, responsibility,
and cooperation behaviours. In contrast, it wgmlthesized that higher levels of
supportive maternal reactions to children’s negaéimnotions would predict higher levels
of these social skills. That is, children whoselmeos engage in more emotion-focused,
problem-focused, or expressive encouragement ogactvere expected to display more
assertion, self-control, responsibility, and coapien behaviours.

The third hypothesis was that children’s emotiegulation skills would predict
their social skill levels. That is, children whachemotion regulation difficulties were
expected to exhibit fewer cooperation, assertiesponsibility, and self-control skills,
and those with more developed emotion regulatiolitiab were expected to exhibit more
of these social skills.

The fourth hypothesis was that the link betweearmial reactions to children’s
negative emotions and children’s social skills vadoloé mediated by the children’s
emotion regulation skills. That is, it was expécdtieat the mechanism through which
parental reactions affect children’s social skilsuld be the children’s ability to regulate
their emotions.

The final hypotheses explored the links betweggractional synchrony, maternal
reactions to children’s negative emotions, and Isbild outcome variables. Two models
were tested to explain the relationship betweesdhariables. The first model, which
was a mediation model, predicted that maternali@acto children’s negative emotions
would mediate the link between the quality of thetimer-child relationship (i.e.,
interactional synchrony) and children’s emotionulagon and social skills. That is,

higher levels of interactional synchrony were bedekto influence mothers’ tendency to
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use more supportive reactions to children’s negatimotions, which in turn would affect
children’s development of greater emotion regufaiad social skills. Lower levels of
interactional synchrony were believed to influeno&hers’ tendency to use more
unsupportive reactions to children’s negative earsj which in turn would predict
poorer emotion regulation and social skills in dreh.

In contrast, the second model was a moderatiorehtbdt predicted the quality of
the mother-child relationship would moderate tikk between maternal reactions to
children’s negative emotions and children’s emotiegulation and social skills. A
moderator is a variable that affects the directiostrength of a link between the
independent and dependent variables (Baron & Kel®86). Therefore, the
hypothesized moderation model suggests that tleetedf mothers’ reactions to
children’s negative emotions on children’s emotiegulation and social skills varies
depending on the quality of the mother-child relaship (i.e., interactional synchrony).
Specifically, it was expected that unsupportiveenadl reactions to negative emotions
would be more harmful for children’s developmengaofotion regulation and social skills
if the quality of the relationship is also pooe(j.lower interactional synchrony levels),
and that unsupportive maternal reactions would hessof a negative effect on child
outcomes if the quality of the relationship is pesi (i.e., higher interactional synchrony
levels). In contrast, it was expected that supp®rnaternal reactions to children’s
negative emotions would have a stronger positifecebn children’s development of
emotion regulation and social skills if the qualifythe mother-child relationship was
also positive, and that their positive effect wob&weakened if the quality of the

mother-child relationship was more negative.
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CHAPTER Il
Method

Participants

Participants were recruited to take part in a lasgiedy investigating the psycho-
social correlates of young children’s social skifsincipal Investigator: Dr. Rosanne
Menna; Grant # 807374, University of Windsor So8alences and Humanities Grant).
The sample was recruited from the Windsor commuursigig multiple methods,
including the use of community agencies, the PspgyoDepartment Participant Pool,
word of mouth, and advertisements in a local pangrwebsite, in a parenting magazine,
and in local newspapers/newsletters. Children were eligible to participate were
between 3 and 6 years old, could speak Englishnbatdeen diagnosed with a pervasive
developmental disorder or a developmental delay,diah not exhibit cognitive deficits
during the testing done in this study (standardescbelow 80 on the measure of
cognitive functioning). Participants were 154 ptresol-aged children (3-6 years) and
their mothers. After data was removed for partiois who did not meet study eligibility
criteria (see Results: Data Screening and Preparaéction for details), the final sample
consisted of 136 mother-child pairs. Based on pricai power analysis using G*Power
3.1.3 (Faul, Erdfelder, Buchner, & Lang, 2009)sthiovided a sample large enough to
detect a medium effect siz€ ¢ .15; Cohen, 1992), with a desired statisticalg@olevel
of .8 with up to five independent variables in tegression equations.

Children ranged in age from 3 to 6 yedvs< 58.54 monthsSD= 10.69). Of the
136 participants, 80 were male and 56 were fenhddde and female children did not
significantly differ in aget(134) = -.21p = .83. Most of the children attended school or

day care (92%). The children were predominantynftwo parent homes (91.9%).
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Those from single parent homes all lived primawniyh their mothers at the time of
participation.

Mothers in the sample ranged in age from 24 tod#tyM = 35.52 yearsSD =
5.19). Most of the mothers were married or had comhaw status, while 10 reported
being divorced or separated. The majority of matlvegre Caucasian (78.7%). Most of
the mothers had graduated from college or uniwe(git.3%), and only 1 mother had not
graduated from high school. Household income wamalby distributed within the
sample, with 62.3% reporting a family income ofeatst $61,000. Demographic
information for the children and mothers who paptted in the current study is
summarized in Table 1.
Measures

Cognitive ability. The Kaufman Brief Intelligence Test- Second Editj&BIT-
2; Kaufman & Kaufman, 1997) was used to assesd ghifticipants’ cognitive abilities.
The KBIT-2 is a brief individually administered nsegie of intelligence for individuals
age 4 through 90 years. It consists of three sttend provides a measure of verbal,
nonverbal, and overall IQ scores. Two subtestspos® the verbal IQ score: Verbal
Knowledge and Riddles. On the Verbal Knowledgdestichildren are shown an array
of pictures and are asked to point to the pictiad mmatches the word given by the
examiner. This subtest serves as a measure obwiacg and range of general
information. The Riddles subtest requires thedchih to solve riddles by pointing to a
picture within an array of pictures that showsdbeect answer or by saying a single
word that answers the riddle. The Riddles subtestsures verbal comprehension,
vocabulary knowledge, and reasoning. The Matiscdsgest requires children to choose a

picture that matches with the stimulus picturetfat item the best (e.g., a pillow goes
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N %

Child Genderll = 136)

Male 80 58.8

Female 56 41.2
Child Age (N = 136)

3 years 17 12.5

4 years 59 43.4

5 years 39 28.7

6 years 21 154
Child’s Grade N = 135)

Preschool or Daycare 29 21.3

Junior Kindergarten 46 33.8

Senior Kindergarten 39 28.7

Grade 1 11 8.1

Not in School 10 7.3

Missing Data 1 0.7
Marital Statusl = 135)

Married 117 86.0

Common-Law Status 8 5.9

Divorced or Separated 10 7.4

Missing Data 1 0.7
Family Structure| = 133)

Single Parent Home 15 11.0

Two Parent Home 118 86.8

Missing Data 3 2.2
Mother’s Ethnicity N = 136)

Caucasian 107 78.7

South Asian 6 4.4

East Asian 4 2.9

African Canadian 1 0.7

Hispanic 1 0.7

Native Canadian 5 3.7

Biracial 3 2.2

Arabic 1 0.7

Other 8 5.9
Mother’'s EducationN = 136)

Some High School 1 0.7

Graduated High School 6 4.4

Some College or University 24 17.6

Graduated College or University 78 57.4

Completed Graduate or Professional School 27 19.9
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N %
Household IncomeN = 131)

Below $30,000 17 12.5
$30,000 to $60,000 29 21.3
$61,000 to $100,000 38 27.9
$101,000 to $150,000 33 24.3
$151,000 to $250,000 13 9.6
Above $250,000 1 0.7
Missing Data 5 3.7




64

with a bed). The Matrices subtest measures thHd'slability to understand relationships
among the stimuli and it is used to compute th&hnonverbal I1Q score. Children’s
raw scores on these three subtests are compaaesktof age- and gender-based norms
to compute standard scores. Both the standardseacethe 1Q composites have a mean
of 100 and a standard deviation of 15.

The KBIT-2 has been shown to have adequatahiéty and validity. Internal-
consistency coefficients for the IQ scores are highging from .86 to .96 for the Verbal
score and from .78 to .93 for the Nonverbal scafman & Kaufman, 1997). Test-
retest reliabilities are high for the Verbal 1Q szaanging from .88 to .93, and are good
for the Nonverbal 1Q score, ranging from .76 to (R&ufman & Kaufman, 1997). The
validity of the KBIT-2 as a measure of crystalliz&erbal score) and fluid/visual
(Nonverbal score) abilities and of general intetige (IQ composite score) has been
supported through multiple sources of testing (IKaari & Kaufman, 1997).

The three-year-old participants, who were too yotngomplete the K-BIT,
completed two subtests of the Wechsler PreschabPaimary Scale of Intelligence-
Third Edition (WPPSI-1I; Wechsler, 2002). The WERII is an individually
administered clinical instrument used to assesdliggence of children as young as three
years old. The two subtests were Information abpt@ Assembly. The Information
subtest contains 34 items in which the child isedslo answer questions that draw on
their broad range of general knowledge. This sibsedesigned to measure the child’'s
ability to acquire, retain, and retrieve generatdal information. The Object Assembly
subtest contains 14 items in which the child isedslo arrange puzzle pieces to form a
meaningful whole within 90 seconds. This subtestasigned to assess visual-perceptual

organization and nonverbal reasoning. These tWtests were chosen because they are
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believed to be highly predictive of children’s gidlyerbal and nonverbal skills
(Weschler, 2002).

The WPPSI-1Il has been shown to have adequatebikty and validity. Internal
consistency reliability coefficients of .91 for thdormation subtest and .87 for the
Object Assembly subtest have been found (Wesck€2). In addition, test-retest
stability coefficients of .89 for Information and?.for Object Assembly also have been
recorded (Weschler, 2002). The WPPSI-III alsodteeng content validity, internal
structure, convergent validity, and discriminantidity (Weschler, 2002).

Background information. Mothers filled out a demographic questionnaii th
included the following information: age, maritahtts, family structure, household
income, ethnicity, education, and their child’s agender, education, and psychological
and medical history. The demographic questionnaicentained in Appendix A.

Maternal emotion socialization.Mothers completed the Coping with Children’s
Negative Emotions Scale (CCNES; Fabes et al., 1@083sess their typical reactions to
their children’s expression of negative emotiomgvelve scenarios in which the child
displays a negative emotion (anger, fear, nervasrsadness, embarrassment,
annoyance, disappointment, and anxiety) are predeand for each scenario the mother
rates how likely she is to respond in six differemtys. The response scale for each item
is a 7-point scale ranging from \tefy unlikely to 7 (very likely) showing how likely the
mother is to react in the way that each item dbssri For each scenario, the mother is
presented with reactions that fit into six categeif parental responding that are
typically found in the emotion socialization litéuee: distress reactions (e.g., get angry at
my child), punitive reactions (e.g., send my chddis/her room to cool off), expressive

encouragement (e.g., encourage my child to exmisaser feelings of anger and
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frustration), emotion-focused reactions (e.g., aminy child and try to get him/her to
forget about the accident), problem-focused reast{e.g., help my child figure out how
to get the bike fixed), and minimizing reactiongy(etell my child that he/she is
overreacting).

Research has shown the CCNES to have adequateaintensistency (ranged
from o = .69 for the punitive reactions subscale to .85 for the expressive
encouragement subscale) and test-retest reliafiéinged front = .56 for the expressive
encouragement subscalerte .83 for the punitive reactions subscale, vaith .01 for all
subscales; Fabes et al., 2002). Data from theeptasudy also support the internal
consistency of the CCNES scales (Distress Reaatrorb9, Punitive Reactions= .70,
Expressive Encouragement Reaction .88, Emotion-Focused Reactians 79,
Problem-Focused Reactions .62, Minimizing Reactions = .84). Research also has
supported the concurrent validity of the CCNEShvaill three supportive subscales being
significantly positively related to each other, alidthree unsupportive reactions being
significantly positively related to each other (Eatet al., 2002). Fabes and colleagues
(2002) supported the construct validity of the CEN&y showing correlations between
its outcomes and several other parenting indexestiie measure similar constructs,
including the Interpersonal Reactivity Index (Davi983), Parental Attitude Toward
Children’s Expressiveness Scale (Saarni, 1985)Pamdntal Control Scale (Greenberger,
1988).

Children’s emotion regulation. The Emotional Control subscale of the
Behaviour Rating Inventory of Executive Function(BRIEF; Gioia, Espy, & Isquith,
2003; Gioia, Isquith, Guy, & Kenworthy, 2000) wased to assess children’s ability to

modulate emotional responses. This subscale mesashildren’s ability to control their
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emotions. Children who score poorly on this sulestend to be emotionally explosive or
to have emotional lability. That is, they tenchve very strong emotional reactions to
seemingly minor events. Two versions of the BRVigfe used.

The BRIEF-Preschool Version (BRIEF-P) was compldtgdnothers of children
between the ages of three and five. The BRIEF&simndardized measure of executive
functioning for children between the ages of 2 geard 5 years 11 months. It contains
62 items. Each item is in the form of a statentleat describes children’s behaviours,
and mothers are asked to respond on a 3-point islsalafying how often each problem
has been a problem for their child within the mastmonths lever, sometimes, or ofjen
Mothers of the six-year-old children completed BRIEF. The BRIEF is a standardized
measure of executive functioning for individualévioeen the ages of 5 and 18 years. The
BRIEF contains 86 items. The BRIEF also contaifistaf statements that describes
behaviours, and mothers are asked to respond eppoaBscale identifying how often
their child has had problems with the behaviouas #ne described within the past six
months (ever, sometimes, or ofjen

Both versions of the BRIEF have demonstrated adeqe&ability and validity.
The emotional control scale has been found to lgawe internal consistency & .86 for
the BRIEF-Pgo = .89 for the BRIEF) and test-retest reliabilityeo an average interval of
4.5 weeks (r = .87 for the BRIEF-P, r = .79 for BRIEF). Convergent validity of the
BRIEF-P subscales was established through significarrelations with the behaviour
scales of the ADHD Rating Scale-IV, Preschool agADHD-IV-P; McGoey et al.,
2000) and the Behaviour Assessment System for @ml(BASC; Reynolds &

Kamphaus, 1992). Convergent validity of the BRIEBscales was established through
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significant correlations with the ADHD-IV-P, the B, and the Conners’ Rating Scale
(CRS; Conners, 1989).

For the present study, raw score composites wdcalated using common items
between the two versions of the BRIEF. That is,ittms included in the Emotional
Control subscale for the BRIEF were compared tatdras included in the Emotional
Control subscale for the BRIEF-Preschool. Onlyitéms that occurred in both versions
were used to calculate an Emotional Control rawescd his was done to ensure that the
Emotional Control scores for the 6-year-olds irs tstiudy were based on the same items
as the 3- to 5-year-olds. Eight items were idahtietween the BRIEF and the BRIEF-
Preschool; Appendix B contains a list of the cqoesling emotional control items
between the BRIEF and the BRIEF-Preschool. Irptiesent study, Cronbach’s alpha for
the Emotional Control subscale was .90.

Children’s social skills. The Social Skills Rating System (SSRS; Gresham &
Elliot, 1990) is a standardized measure that assedsldren’s social skills. Two
versions of the SSRS were used; the SSRS ParantF@school Level was completed
by mothers of the three- and four-year-old childred the SSRS Parent Form
Elementary Level was completed by mothers of the-fand six-year-old children. Both
versions of the SSRS contain statements aboutrehiklbehaviours and ask the mothers
to rate how often their child engages in each biel@wn a 3-point scaleéver,
sometimesyr very oftef. Responses are used to calculate scores fal sbdi
subscales, including cooperation, assertion, respibity, and self-control, as well as a
total social skills score, each of which are coredan a normalized sample so that
standard scores can be computed. Each socia skifiscale contains 10 items. The

cooperation subscale measures behaviours suctpaisghethers, complying with rules
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and directions, and sharing. The assertion subsadludes initiating behaviours, such as
introducing oneself, asking others for informatiangd responding to others’ actions. The
responsibility subscale includes behaviours thatsthe child’s ability to communicate
with adults and show respect toward property otkwdrhe self-control subscale includes
behaviours that could occur in conflict situatiossch as responding appropriately to
teasing, as well as behaviours that could occapomconflict situations that require
compromising and taking turns. The standardizedesof the Total Social Skills scale
also was used in select analyses of the presaiy.sithis composite was calculated by
adding the raw scores for each of the four subsctien comparing this raw composite
score to a normative sample to create a standard@®aposite score.

Based on ratings of children made by a sample 0ff20dents, the SSRS
Preschool form has been shown to have adequateahtsnsistency (cooperation=
.81, assertion = .76, responsibility. = .75, self-controf = .83, total social skills =
.90; Gresham & Elliott, 1990). Based on ratingslufdren made by 1027 parents, the
SSRS Elementary form has also been shown to haguate internal consistency
(cooperatioru = .77, assertion = .74, responsibility. = .65, self-controb = .80, total
social skillsa = .87; Gresham & Elliott, 1990). Research on3I%RS Elementary form
has also shown it to have adequate test-reteabiidly after a time delay of four weeks
(cooperationr = .91, assertion= .77, responsibility = .84, self-controt = .77, total
social skillsr = .87). The criterion-related validity of the SSElementary form was
supported by comparisons between the SSRS scalexcales of the Child Behaviour
Checklist (Achenbach & Rescorla, 2000; 2001), e#Halhich followed theoretically-
based expectations. Specifically, the four SSRScales and the total social skills score

were negatively correlated with the CBCL Externalizand Internalizing problems
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scales (Gresham & Elliot, 1990). The internal ¢stesicy of the SSRS Preschool form
was supported with data from the present studygedione. = .71, assertion = .69,
responsibilitya = .68, self-controb. = .77, total social skille = .84), as was the internal
consistency of the SSRS Elementary form (cooperatie .75, assertion = .85,
responsibilitya = .60, self-controb. = .85, total social skille = .89).

Mother-child interactional synchrony. Videotapes of mother-child interactions
were coded to assess the interactional synchrotheiparent-child relationship. Mothers
and their children participated in a 10-minute fpéeey task and a 10-minute structured
teaching task. During the free play task the mo#imel child were given a bin full of
standard age-appropriate toys and were instruotpthy until the researcher returned.
During the structured teaching task the motherdmild were asked to construct several
block designs. They were given a box of colouredhs and were asked to complete a
series of block designs that were likely to beddbcult for the children to complete on
their own.

The researcher and three trained research assistaaed videotaped mother-
child interactions using an interactional synchrongling system designed by Mize and
Pettit (1997) and adapted by Keown and Woodwar8Zp0The free play and structured
teaching tasks described above were coded ford@fehteractional synchrony for a total
of 20 minutes of coded interaction time. The twraction tasks were coded
individually. Each interaction task was dividetbir30 second segments that were then
individually rated for the level of interactionairechrony that was exhibited on a 6-point
scale ranging from zero to five. After each 30osetsegment was coded over the course
of the 10 minute interaction task, the ratingsdach segment were averaged to create a

total interactive synchrony rating for each intéi@c task.
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Each segment was rated on a scale from zero to Baeh scale point is
associated with specific anchors and explicit edampf behaviours that reflect
gradations of interactional synchrony. A ratingzefo was given when both the mother
and child were in the room but they were engagatifiarent or parallel activities and
there was no interaction occurring. A rating oéavas given when the dyad interacted
but they did not seem to be on the same wave-leargdithey did not have a shared
focus. This interaction was considered to be awymmous and disjointed. A rating of
two was given when most of the interaction durimg 30 second segment of time looked
fairly synchronous, but there were one or more @wimiscues, such as one partner
leading the interaction while the other follow (j.briefly unbalanced). A two was also
given when the mother and child were playing with $ame toys, but their focus of
attention was mainly on the toys rather than o edlser’s affect and actions. A rating
of three was given to dyads who were engaged isdh®e activity and had a joint focus,
who were responsive to one another, and who hae §afance in leading and following
each other, but the balance was not perfect. iAgaif four was given when the mother
and child were engaged in the same activity ancethvas a considerable amount of
balance and mutuality in following, leading, andpensiveness, as well as some eye
contact and shared affect. A rating of five wasegito partners who were engaged in the
same activity, were mutually balanced in followend leading, were mutually
responsive to one another, had equal responsifplityhaintaining the play and
interaction, and had shared affect and/or madeeytact and/or shared physical
closeness for a fair amount of time. Thus, higmgs of interactional synchrony were
given when the mother and child shared the samesfotattention, maintained the same

topic, mirrored each other’s affect, and were respe to each other’s cues. Low ratings
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of interactional synchrony were given when the reoind child usually did not share a
common focus, frequently changed topics abruptiyyleen one or both partners ignored
or were unresponsive or non-contingently respon&ivenany interaction sequences.

All coding was completed by the researcher ancethesearch assistants who
were blind to information about the participantsos# interactions they coded. One
research assistant was a Master’s student in Chiical Psychology, and two raters
were fourth year Psychology Honours undergraduatiests. Training occurred in
several stages. First, the research assistanespravided background information on
interactional synchrony and were asked to revienctiding manual. Detailed coding
forms were provided to each coder, along with thdireg manual. These forms
contained clear and concise descriptions of theiip@nchors and behaviours that
reflect each of the six scale points. Secondyfathe coders met in a group to discuss and
further clarify the concept of interactional synmhy and to provide the research
assistants an opportunity to ask any questionshdmhiabout the coding system manual.
During this discussion, three video tapes were oaryg selected from the sample and
were viewed in segments to further orient the neteassistants to the nature of the
interactions and to allow all of the coders to ficgcapplying the interactional synchrony
coding scheme together while discussing any diser@ps in their ratings. Following
this, the coders coded one videotape separataedyth@m gathered to discuss their ratings
until they came to an agreement on any discrepsmtitheir ratings. Initially, interrater
agreement on the total synchrony score, definedtakscores that were within 0.5 of
each other, was 50%. With discussion, interrageeement between all coders reached
100%. All coders then coded two videotapes seplgrand then gathered to discuss

their ratings until they came to an agreement gndiscrepancies in their ratings. This
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occurred four times, for a total of eight codedead. Initially, interrater agreement on
the total synchrony scores ranged from 75% to 88¢ih discussion, interrater
agreement between all coders reached 100% foighll eideos. Once initial interrater
agreement consistently exceeded 80% and discuskamuing discrepancies no longer
revealed new concerns, questions, or disagreenteitsng was considered complete.
In total, nine video interactions were used fomirey.

Previous studies have shown support for the valalid reliability of this coding
scheme (e.g., Keown & Woodward, 2002; Mize & Pelt#97). The coding scheme has
exhibited substantial levels of interrater relidapiln past research, ranging from .66
(Keown & Woodward, 2002) to .75 (Mize & Pettit, I99 Intraclass reliability
correlations above .55 are believed to be adedaathese types of data (Mitchell,
1979). In the present study, interrater reliapildr the interactional synchrony coding
manual was calculated on the basis of 20% of tdeadonother-child interactions. These
interactions were randomly selected. However ai$ wnsured that an equal number of
comparisons was made between each of the four gaaledl an equal number of
structured block tasks and free play tasks wered®c in the interrater reliability
sample. An interrater agreement of 69% was acHiéwmethe total interactional
synchrony score. To control for chance agreenieinclass correlations were computed
between each of the four coders. The coding scledmibited strong interrater
reliability, ranging from .79 to .92 between eadhh® four coders in this study.

A summary of parent and child measures, along thighspecific scales of these
measures that were used in analyses and theiratgesbeariables for the present study

are presented in Table 2.
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Table 2.

Summary of Study Variables and Measures

Variables Measures

Maternal Emotion Socialization CCNES
Minimizing responses
Punishing responses
Personal distress responses
Problem-focused responses
Emotion-focused responses

Expressive encouragement

Children’s Emotion Regulation BRIEF
Children’s Social Skills SSRS
Assertion

Cooperation
Responsibility
Self-Control
Quality of Parent-Child Relationship IS in a frdayptask

IS in a structured task
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Procedure

This project was approved by the Research Ethiesdat the University of
Windsor. Interested participants were contactedhmne or e-mail, at which time they
were provided with information about the study arete scheduled for two
appointments. Children and their mothers visitéabaat the University of Windsor,
Department of Psychology, on two occasions for exprately one and one half hours
each time. Most participants completed both sassigthin a two week period. The
order of the tasks that the children and paremspteted was randomized across and
within each visit, with the exception that the cemisforms and videotaped interactions
always occurred in the first visit. Parents cortgdleconsent forms and assent was
obtained from each child. Half-way through eacksgm, the children were given a
break and were provided with a small snack andca joox.

During the first visit, the mother-child dyads eged in videotaped interaction
tasks. Three interaction tasks were completeiyeaniinute warm-up task, a 10 minute
free play task, and a 10 minute structured blosk.tal'he order of the tasks was
randomly assigned and counterbalanced, with thepian that that the warm-up task
always occurred first. During each of the intei@acttasks, the mother and child sat kitty-
corner to each other at a table. One video camasgpwsitioned in the corner of the room
on a tripod facing the mother and child. A reskaravas in a separate room watching
through a one-way mirror to ensure that there werproblems.

The warm-up task served as time for the motherctirld to become comfortable
with the video camera, the setting, and the sibmatrhile they played with a small
selection of toys. The structured block task regpithe mother and child to construct

several block designs. The mother and child warenga box full of 1 inch by 1 inch
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coloured blocks and four cards with pictures otkldesigns that were likely to be too
difficult for the children to complete on their owiThe researcher asked the mother to,
“Please first build a tower of nine blocks, thelrage with three blocks, then have
(child’s name) make a design with the blocks thataines the design on the cards.”

The free play task required the mother and chilplay together with a selection
of common toys. The dyad was given a bin fulltahslard age-appropriate toys (e.qg.,
cars, building blocks, a castle, Play-doh, Mr. Rotéead, dinosaurs, ponies, a pop-up
book, fire truck, etc.) that were placed on theiflbetween the mother and the child. The
researcher told the mother, “This is a free pleetwith your child. You or (child’s
name) can choose the toys you would like to plai vagether.”

Following the three interaction tasks, children pbeted a series of activities with
the researcher (e.g., the cognitive battery) wihigemother of each child was given
guestionnaires to fill out in a separate waitinggar The order of the questionnaires was
randomly assigned. Each mother was given tenrdati@sh to cover transportation costs
(e.g., parking) and a five dollar gift certificdtea popular coffee chain. Participants who
enrolled in the study through the University of \Wsor Participant Pool (17% of the total
sample) also were given bonus credit points towlaed courses. Children were given a
snack during a break in testing and a small pezg. (stickers, colouring books, toy) at

the end of each visit.
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CHAPTER I
Results

Planned Analyses

All statistical analyses, including data screenutaa preparation, correlations,
and regressions analyses, were completed usingcivedAnalytics SoftWare Statistics,
Version 20 (PASW 20). Bivariate correlations wased to assess relations between all
independent, dependent, and potential covariaiabtas. Hierarchical regression
analyses were used to assess the relation betwatenna reactions to children’s
negative emotions and children’s emotion regulatind social skills, and between
children’s emotion regulation skills and socialllski

Procedures designed by Preacher and Hayes (eegcher & Hayes, 2004;
Hayes, 2009) and Process Macro provided by Hay@2javere used to examine the
hypothesized mediation models. Hayes’ bootstrappiacro uses bootstrapping to
simultaneously complete each step of Baron and Ker{th986) suggested steps of
mediation analyses. Bootstrapping constructs nousere-samples of the data (specified
at 5000 for the present study) using random samytbsreplacement (Hayes, 2009). As
a result, this method reduces error associatedtesting mediation models in small
samples or samples in which the normality assumpsioiolated. For example, Hayes’
bootstrapping macro does not assume normalityepiritiirect effect (path a * path b),
which is commonly violated in smaller samples. Tediation models tested whether
children’s emotion regulation skills mediated timk Ilbetween maternal reactions to
children’s negative emotions and children’s soskalls, and whether maternal reactions
to children’s negative emotions mediated the liekaeen interactional synchrony during

mother-child interactions and children’s emotioguiation and social skills.
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Baron and Kenny’s (1986) procedure for testing emation models using a series
of multiple regressions with interaction terms udgd as a predictor variable was also
used. The moderation models tested whether interettsynchrony moderated the link
between maternal reactions to children’s negatmet®sns and children’s emotion
regulation and social skills. The criterion forrgficance was set at an alpha level of .05
for all analyses.

Data Screening and Preparation

Prior to conducting the primary analyses, all derapQgic, independent, and
dependent variables were examined for data entoysemmissing data, and violation of
the study inclusion criteria. Participants wereleded from primary analyses if they did
not speak English, had been diagnosed with a HeevBgvelopmental Disorder or a
Developmental Delay, or had cognitive deficits. eQuarticipant was removed from
analyses due to lack of English proficiency thavented him from being able to
complete the test battery. Four participants weneaved from analyses due to diagnosed
Pervasive Developmental Disorders or serious cognitelays (i.e., diagnosed Fetal
Alcohol Syndrome). After all participants who didtrmeet eligibility criteria were
removed, the dataset was reduced from 154 to P&@ticipants who completed 50% or
less of the test battery were removed from the a3 a result, 13 cases were deleted,
which reduced the sample from 149 to 136.

The measures that were used to compute an indemendéependent variable
were examined for missing item responses. Litt&GAR chi-square statistic was found
to be non-significant for all measures, includihng CCNESX? (497) = 452.87p = .92,
Interactional Synchrony? (2) = 4.80p = .09, the SSRS? (1205) = 995.87p = .99,

and the BRIEFX? (1171) = 867.86p = .99, which suggests that data were missing in a
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random manner. When subscales were missing indiVitem responses for a
participant, case mean substitution was used. i$hatissing values for items that
comprised a subscale were replaced with the metreandividual participant’s
responses to the other items that comprised thscale. El-Masri and Fox-Wasylyshyn
(2005) suggest that case mean substitution is fdeatissing data in psychometric
measures because these measures are construttet esach item within a subscale is
highly correlated with the remaining items in teabscale. The primary advantage of
this method is that is uses data provided by tb&idual to estimate missing data for that
individual, rather than using data provided byakiger participants (EI-Masri & Fox-
Wasylyshyn, 2005). Further, Downey and King (19@8)aled that case mean
substitution is a robust imputation technique feyghometric data in which less than
30% of the data is missing; therefore, this techaigyas used for participants who were
missing less than 30% of their data on a targescalb of the BRIEF, SSRS, or CCNES.
Participants missing more than 30% of their data snbscale (e.g., those who did not
complete one of the questionnaires) were not iredud analyses examining that
variable. The BRIEF was missing data for 9 per¢Nntl3) of participants, the SSRS
was missing data for 4 percent (N = 5) of partinoigathe CCNES was missing data for
11 percent (N =15) of participants, and 2 percBint8) of the participant dyads did not
have interactional synchrony data.

The assumptions of multivariate normality, absesfosutliers, linearity, and
homoscedasticity were examined. Outliers on thexeéent or independent variables can
cause the regression model to be biased becauysefthet the regression coefficients
(Field, 2005). The predictor variables were exadifor outliers by inspecting Hat's

Element (Leverage Values) using the formula reconded by Field (2005) for
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determining the appropriate cut-off for each praatiwariable within each regression
equation that was used in the primary analysesettimes the value ok€{1)/n. One
outlier (from different participants) was found each of the following variables: CCNES
Distress Reactions, CCNES Expressive EncourageReattions, BRIEF Emotional
Control, Interactional Synchrony in the Free Pkgkt and Interactional Synchrony in the
Structured Block task. Two outliers were foundtibe CCNES Minimization Reactions
variable and three outliers were found on the CCIREBitive Reactions variable. To
reduce the risk associated with outliers on théipter variables, the independent
variables were Winsorized, meaning that any datatpthat were too extreme to have
likely come from the target population (i.e., oenti) were re-coded to fit just within the
acceptable data range limits. This method alldwesoutlier data point to remain in the
data set and they retain their placement in thetdgttom portion of the distribution,

but they are adjusted so that they fit within tlemmal distribution to remove their status
as an outlier.

Outliers on the dependent variables were soughbyahecking the standardized
residuals for each variable using the recommendedft of 2.5. One outlier was found
on each of the SSRS Assertion and SSRS Coopestiades. To eliminate risks of
analyses performed on variables with outliers,dldeta points were Winsorized. Next,
the data set was examined for influential obseowati which are defined as individual
cases that have an undue influence over the pagasradtthe regression model (Field,
2005). The data set was examined for influenaaks using Cook’s Distance with the
commonly suggested cut-off of 1. The data sendidnclude any influential cases.

The assumption of multicollinearity was checkedelggmining a correlation

matrix of the predictor variables and by examinliderance (cutoff = 0.1), VIF (cutoff =
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10), and Conditioning Index values (cutoff = 0.8)o issues were found with any of
these methods; thus the assumption of multicoltineawvas met. The assumptions of
linearity and homoscedasticity were checked by exeng scatterplots of the predicted
outcome values and standardized residual valube.spread of the data within the
scatterplots did not form a curved shape, suggg#tiat the assumption of linearity was
met. None of the scatterplots showed a pattewhich the spread of the data points was
wider on one end than the other, meaning thatseeraption of homoscedasticity was
met. The independence of errors assumption wakedeausing the Durbin-Watson
statistic. All of the Durbin-Watson values weresg to two (i.e., none fell outside of the
one to three range), suggesting that this assumpias met.

The assumption of normally distributed errors wlascked by creating histograms
of the standardized residuals (i.e., errors) ao#lifg for a normal distribution. The
distributions of the errors were approximately narifor all variables. Finally, the
assumption of normally distributed dependent védemlwvas tested by examining
histograms and skewness and kurtosis statistitise KL998) suggested that skewness
statistics larger than positive or negative 3 repne “extremely skewed distributions”
and that kurtosis values over 10 should be avoidext.the current data, skewness values
larger than 2 were considered non-normal becawgselitmination of any non-normal
distributions was desired, rather than only thenglation of extremely skewed
distributions. No issues related to the normalritistion of the dependent variables were

found.
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Preliminary Analyses

Means, standard deviations, and ranges for eadly striable are shown in Table
3. Bivariate correlations anetests were conducted to evaluate the relation dwtw
demographic variables and the independent, depgratehmediator variables to clarify
the characteristics of the sample and to identifysible covariates for the primary
analyses. A summary of these correlations camied in Table 4. Child age was
significantly negatively correlated with maternalntive reactions to children’s negative
emotions. However, a follow-up ANOVA did not reveanificant differences in the
frequency with which punitive reactions were usadd, 4, 5, and 6 year olds(3, 117)
=2.57,p = .06.

Child age was also significantly negatively cortethwith interactional
synchrony in the free play task and was positivelyelated with interactional synchrony
in the structured block task. That is, older claldexhibited greater synchrony in their
interactions with their mothers during the struetiiteaching task compared to younger
children, but older children’s synchrony duringlarstructured free play task was worse
than younger children’s. Child age was also sigaiftly negatively correlated with
children’s cooperation skills, self-control skilEnd overall social skills, revealing that
older children in this sample exhibited fewer afgh social skills than younger children
in this sample.

Child gender was significantly negatively corretht@th maternal expressive
encouragement reactions to children’s negative imm&tand was significantly positively

correlated with maternal punishing and minimiziegationsT-tests were used to explore
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Table 3
Mean, Standard Deviation, and Range of VariablesHe Total Sample
Measure N M SD Max.
CCNES
Punitive 121 2.09 0.53 1.08 3.33
Minimizing 121 2.27 0.83 1.00 4.50
Personal Distress 121 2.57 0.63 1.17  4.00
Expressive Encouragement 121 531 0.98 2.92 7.00
Problem-Focused 121 5.90 0.54 4.08 7.00
Emotion-Focused 121 5.80 0.76 2.67 7.00
BRIEF Emotional Control 123 13.96 3.98 8.00 24.00
SSRS
Cooperation 131 12.81 3.27 5.00 19.00
Assertion 131 14.76 2.99 7.00 21.00
Responsibility 131 11.75 3.23 3.00 18.00
Self-Control 131 12.62 3.52 4.00 20.00
Total Social Skills 131 100.94 15.57 67.00 130.00
Interactional Synchrony
Free Play Task 133 2.45 0.50 1.10 3.60
133 2.30 0.39 1.25 3.05

Structured Block Task
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Table 4

Correlations Among Study Variables and Demograg@tiaracteristics

Child Child Maternal Family  Family

Age Gender Education Income Structure
CCNES
Punitive -.22%* 21 -.39%** -12 -.21*
Minimizing .08 .16* -.20* =227 - 30
Personal Distress -.07 .04 -.20* -.10 -.15
Expressive Encouragement .01 -.23%* .05 -.07 A1
Problem-Focused A1 -.01 30%** -.07 .03
Emotion-Focused .08 -11 A2 -.03 .00
BRIEF Emotional Control .08 -11 -.20* -.08 -.23*
SSRS
Cooperation -.18* .06 .02 -.08 24**
Assertion .10 .02 .08 18* A1
Responsibility 13 12 -.14 -.01 .05
Self-Control -17* .20* .08 14 23**
Total Social Skills -.16* -.05 .07 14 23**
Interactional Synchrony
Free Play Task -.16* .07 .05 21%* .18*
Structured Block Task 16* -.04 .02 .16* -.05

Note N ranged from 117 to 133.
*p<.05**p<.01** p<.001.
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these relations. It was found that male childidr=(5.50,SD= 0.92) were encouraged
to express their emotions more than female chilver 5.05,SD= 1.02),t(119) = 2.53,
p =.01. In addition, mothers reacted to girld € 2.23,SD= 0.51) negative emotions in
a punitive manner more than they did to boy'< 2.00,SD= 0.53) negative emotions,
t(119) = -2.31p = .02. At-test revealed that there was not a significariedéhce
between how likely mothers were to use minimiziegations in response to their female
(M =2.42,SD=0.81) and maleM = 2.15,SD= 0.84) children’s negative emotions,
t(119) = -1.75p = .08. Child gender was also significantly pasity correlated with
children’s self-control skills. A-test revealed that female childrevi € 13.44,SD=

2.89) exhibited more self-control skills than melhéldren M = 12.03,SD= 3.82),
t(128.74) = -2.41p = .02.

Mothers’ level of education was negatively correthivith punitive, personal
distress, and minimizing reactions to children’gateze emotions. That is, mothers with
lower levels of education tended to react to thkildren’s negative emotions with more
punitive reactions, minimizing reactions, and pegdalistress. In addition, mothers’
level of education was significantly positively oelated with problem-focused reactions,
revealing that mothers with more years of educagmaled to react to children’s negative
emotions with more problem-focused reactions. Mrghlevel of education also was
significantly negatively correlated with childrerésotion regulation difficulties,
revealing that mothers with higher levels of ediscatended to have children who
exhibited fewer emotion regulation difficulties.

Family income was significantly negatively correldtwith minimizing reactions
to children’s negative emotions. That is, mottHeym families with higher annual

incomes used fewer minimizing reactions to chiltseregative emotions. Family
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income also was significantly positively correlateith interactional synchrony in the
free play task and the structured block task, rawg#hat mothers and children from
families with higher annual incomes had higher lea interactional synchrony during
unstructured and structured tasks. Family incols@\&as significantly positively
correlated with children’s assertion skills. Chédd from families with higher annual
incomes exhibited greater assertion skills.

Family structure was significantly correlated wittothers’ minimizing and
punitive reactions to children’s negative emotiomih interactional synchrony in the
free play task, and with children’s cooperatiorlskself-control skills, total social skills,
and emotion regulation skillsT-tests were used to further explore these assocgati
Analyses revealed that mothers who were singlenpsuf@! = 3.00,SD= 0.95) used
significantly more minimizing reactions when thelildren expressed negative emotions
than mothers from two parent homét£ 2.18,SD=0.77),t(117) = 3.44p = .001.
However, da-test revealed that mothers’ tendency to use pingsieactions did not
significantly differ between mothers who were senghrentsNl = 2.42,SD= 0.70) and
mothers from two parent homed € 2.05,SD= 0.49),t(12.25) = 1.76p = .10.
Interactional synchrony during the free play taglswhown to be higher between
mothers and children in two parent homigls<2.48,SD= 0.48) than between mothers
and children from single parent homét£ 2.21,SD= 0.60),t(129) = -2.01p = .05.
Children from two parent homebi(= 13.07,SD = 3.20) were shown to exhibit more
cooperation skills than those from single paremhés M = 10.42,SD= 3.29),t(126) =
-2.73,p = .01. Children from two parents hom&s£ 12.84,SD= 3.34) also exhibited
more self-control skills than children from singlarent homed\ = 10.08,SD= 3.80),

t(126) = - 2.68p = .01, and children from two parent homks< 102.16,SD= 15.10)
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showed a higher degree of general social skills thase from single parent homas £
89.40,SD=15.08),t(119) = -2.56p = .01. However, analyses revealed that there was
not a significant difference in children’s emoti@gulation skills between those from
single parentNl = 16.58,SD=5.42) and two parent homed € 13.63,SD= 3.69),
t(12.14) = 1.84p = .09.

Significant relations between demographic variables the independent,
dependent, and mediator variables were used ttifigeossible covariates for the
primary analyses. Possible confounding demogradriables were controlled for in all
hypothesis tests.

Main Analyses: Examination of Direct Effect Models

Bivariate correlations were performed to examinatiens between all study
variables. These correlations are presented ileTabThe table contains comparisons
between the two measures of interactional synchrmgractional synchrony levels in
the two tasks (free play task and structured btask) were strongly correlated.
Associations to outcome and predictor variablegedaslightly between the free play task
and the structured goal-oriented task. Interaatisgnchrony levels in both tasks were
negatively associated with maternal minimizing tieas to children’s negative emotions
and were positively associated with children’s egs® skills. However, synchrony in
the free play task was negatively associated waltemal distress reactions to children’s
negative emotions and maternal punitive reactiorchildren’s negative emotions, but
synchrony in the structured block task was notifigantly associated with these
variables. Conversely, synchrony in the structiredk task was negatively associated

with maternal problem-focused reactions to chiltheegative emotions, but synchrony
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Table 5

Inter-Correlations between Independent and Dependariables (n=136)

Variable 2 3 4 5 6 7 8 9 10 11 12 13 14

1. CCNES Distress Reaction 34*%  34** -15 .03 4.1 29%* -20%* -14 -.12 -.12 -.15 -.08 -.10

2. CCNES Minimizing Reaction 58** -31* 08 -05 .12 -27%  -24%  -36* -30% -32% -17* -19*

3. CCNES Punitive Reaction -17  -13 -28** .19*-.19* -14 -20*  -17*  -17* -14 -.09

4. CCNES Expressive Encouragement A3 .34 -05.11 -.06 28*  24% 27 12 .06

5. CCNES Emotion-Focused Reaction 45 03 7-.0 -.13 .03 -.04 .02 .10 .01
6. CCNES Problem-Focused Reaction -.05 -.02 18*-. .09 .03 .08 A3 A7
7. BRIEF Emotional Control .00 .00 -A47F 3% -31%* -21*  -52*%*

8. IS Free Play Task 24* 09 -.01 200 1.1 .14

9. IS Structured Block Task A1 .09 .21**13 .02

10. SSRS Total Social Skills J70** 5%+ .62*r 71
11. SSRS Cooperation 31 28*%*  44%
12. SSRS Assertion AS¥r 34%*
13. SSRS Responsibility .28**

14. SSRS Self-Control

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



in the free play task was not significantly asstedawith this variable. The relations
between synchrony and the other study variablefuatteer examined in hypothesis five.

Hypothesis #1: Associations between maternal reaghs to children’s
negative emotions and children’s emotion regulatioskills. It was hypothesized that
higher levels of supportive maternal reactions,(eeotion-focused, problem-focused, or
expressive encouragement reactions) would predlicti levels of emotion regulation
difficulties. As depicted in Table 5, emotion-fead, problem-focused, and expressive
encouragement reactions were not related to chilslemotion regulation difficulties
(i.e., BRIEF Emotional Control scale); therefonarther analyses were not performed.

It was also hypothesized that higher levels ouippsrtive maternal reactions
(i.e., punishing, minimizing, or personal distresactions) would predict greater emotion
regulation difficulties. Consistent with this hypesis, maternal personal distress
reactions and punitive reactions were positiveBoamted with children’s emotion
regulation difficulties, revealing that mothers wérmdorse more personal distress and
punitive reactions have children who are not akkeskat controlling their emotions,
express more negative emotions, and shift fromeonetional state to another very
quickly. Children’s emotion regulation scores walso significantly correlated with
family structure and mothers’ education (see Tdblsuggesting that these demographic
variables are potential confounds when predictimigioen’s emotion regulation skills. A
hierarchical regression analysis was completectterchine whether maternal personal
distress reactions could significantly predict dreih’s emotion regulation skills after

controlling for family structure and mothers’ edtioa. As Table 6 shows, maternal
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Table 6
Summary of the Hierarchical Regression Analysidi@dicting BRIEF Emotional

Control with CCNES Personal Distress Reactions

B SEB B
Step 1
Family Structure -2.10 1.25 -0.16
Mothers’ Education -0.71 0.52 -0.13
Step 2
Family Structure -1.84 1.22 -0.14
Mothers’ Education -0.39 0.52 -0.07
CCNES personal distress reaction 1.58 0.57 0.26*

Note. R*=.05, adjusted®’ = .03 for step 1f(= .06);A R? = .06, adjusted® =.09 for step
2 (p=.01). Higher scores on the BRIEF Emotional Cdrdoale reflect greater emotion
regulation difficulties.

*p=.01.
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personal distress reactions to children’s negametions accounted for a significant
amount of variability in children’s emotion regutat skills, over and above the
variability accounted for by the family structunedamothers’ education, showing that
mothers who react to their children’s negative eamst with personal distress tended to
have children who exhibited more emotion regulatidhculties. The standardized beta
weights show that as maternal personal distressioea increased by one standard
deviation, the children’s emotion regulation defigncreased by 0.26 standard
deviations.

A hierarchical regression analysis was completatktermine whether maternal
punitive reactions could significantly predict arén’s emotion regulation skills after
controlling for family structure and mothers’ edtioa. As Table 7 shows, maternal
punishing reactions to children’s negative emotidialsnot account for a significant
amount of variability in children’s emotion regutat deficits after family structure and
mothers’ education were included in the equation.

Mothers’ minimizing reactions were not significgntiorrelated with children’s
emotion regulation skills, suggesting further asal/were not warranted.

Hypothesis #2: Associations between maternal reaghs to children’s
negative emotions and children’s social skillslt was hypothesized that unsupportive
maternal reactions would predict lower levels afdrlen’s social skills. That is, children
whose mothers engaged in more punishing, minimjang personal distress reactions
were expected to display fewer cooperation, assersielf-control, and responsibility
behaviours. Consistent with this hypothesis, nmatleminimizing reactions were

negatively associated with children’s cooperatikitiss assertion skills, responsibility
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Table 7
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Summary of the Hierarchical Regression Analysidi@dicting BRIEF Emotional

Control with CCNES Punitive Reactions

B SEB B
Step 1

Family Structure -2.10 1.25 -0.16

Mothers’ Education -0.71 0.52 -0.13
Step 2

Family Structure -1.97 1.26 -0.15

Mothers’ Education -0.50 0.56 -0.09

CCNES punitive reaction 0.83 0.75 0.11

Note. R>=.05, adjusted®’ = .03 for step 1f(= .06);A R? = .01, adjusted® =.03 for

step 2 p = .08). Higher scores on the BRIEF Emotional Cdraoale reflect greater

emotion regulation difficulties.



skills, self-control skills, and with the Total SalcSkills scale. Mothers who endorsed
more minimizing reactions had children who dispthf@wer of all four types of social
skills. In addition, maternal punitive reactionsre/@egatively correlated with children’s
assertion skills and cooperation skills. In teohselations with possible confounding
factors, children’s Total Social Skills compositepperation skills, and self-control skills
were significantly correlated with family structuchildren’s assertion skills were
significantly correlated with family income, chikelr’'s self-control skills were
significantly correlated with child’s gender, arilldren’s Total Social Skills composite,
cooperation skills, and self-control skills wergrsficantly correlated with child’s age
(see Table 4). These demographic variables wariatled for in the following
hypothesis tests. Hierarchical regression analyses used to further explore the
relations between these variables.

A hierarchical regression analysis was completatktermine whether maternal
minimizing reactions could significantly predictilclien’s social skills after controlling
for family structure and the child’s age. Becaosgernal minimizing reactions
correlated with all four social skills subscalesl anth the Total Social Skills composite
scale, and because all five measures of childssycgl skills correlated highly with each
other (see Table 5), one regression analysis wapleted using the Total Social Skills
composite scale as the outcome variable to redwecagk of Type | error that would
occur if all social skills subscales were testquhsately. As Table 8 shows, maternal
minimizing reactions to children’s negative emosi@ccounted for a significant amount
of variability in children’s social skills, over drabove the variability accounted for by

the family structure, showing that mothers who téac¢heir children’s negative
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Table 8
Summary of the Hierarchical Regression Analysidfi@dicting SSRS Total Social Skills

Composite with CCNES Minimizing Reactions

B SEB B
Step 1
Family Structure 11.84 5.15 0.22*
Child Age -0.18 0.14 -0.12
Step 2
Family Structure 7.60 5.12 0.14
Child Age -0.15 0.13 -0.10
CCNES Minimizing Reactions -5.72 1.80 -0.29**

Note R’=.07, adjusted®’= .05 for step 1f(= .02);A R? = .08, adjusted®’ =.13 for step
2 (p=.001).

*p =.02. *p =.002.
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emotions by minimizing the child’s emotional exgece tended to have children who
exhibited fewer social skills. The standardizethlveeights show that as maternal
minimizing reactions increased by one standardadiew, the children’s social skills
decreased by 0.29 standard deviations.

A hierarchical regression analysis was completatktermine whether maternal
punishing reactions could significantly predictldhren’s cooperation skills after
controlling for family structure and the child’seagAs Table 9 shows, maternal
punishing reactions to children’s negative emotidiasnot account for a significant
amount of variability in children’s cooperation kkiafter accounting for the family
structure and child’s age.

Another hierarchical regression analysis was cotegleo determine whether
maternal punishing reactions could significantlggct children’s assertion skills after
controlling for family income. As Table 10 showsatarnal punishing reactions to
children’s negative emotions did not account fergmificant amount of variability in
children’s assertion skills after accounting famfly income.

Mothers’ personal distress reactions were not 8agmtly correlated with
children’s social skills. As such, further analysgamining the link between maternal
reactions to children’s negative emotions and ceilts social skills were not warranted.
It was also hypothesized that supportive mateedtrons to children’s negative
emotions would predict higher levels of childrestial skills. That is, children whose
mothers engaged in more emotion-focused, problemsked, and expressive
encouragement reactions were expected to displag comperation, assertion, self-

control, and responsibility behaviours. Consisteith this hypothesis, maternal
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Table 9
Summary of the Hierarchical Regression Analysiia@dicting SSRS Cooperation

Skills with CCNES Punitive Reactions

B SEB B
Step 1
Family Structure 2.61 1.00 0.22%**
Child Age -0.05 0.03 -0.16
Step 2
Family Structure 2.14 1.04 0.19*
Child Age -0.06 0.03 -0.20**
CCNES Punitive Reactions -0.96 0.58 -0.16

Note R’=.09, adjusted®’= .08 for step 1f(= .004):A R = .02, adjusted®® =.09 for
step 2 p=.003).

*p=.04. *p =03, **p =01,
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Table 10
Summary of the Hierarchical Regression Analysidfi@dicting SSRS Assertion Skills

with CCNES Punitive Reactions

B SEB B
Step 1
Family Income 0.51 0.23 0.20**
Step 2
Family Income 0.46 0.23 0.18*
CCNES Punitive Reactions -0.93 0.53 -0.16

Note R’=.04, adjusted®’= .03 for step 1f(= .03);A R? = .03, adjusted®’ =.05 for
step 2 p=.02).

*p=.05. *p=.03
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expressive encouragement reactions were positogghglated with children’s
cooperation and assertion skills, and maternallproifocused reactions were positively
correlated with children’s self-control skills. Mers who endorsed more expressive
encouragement reactions had children who display@@ cooperation and assertion
behaviours, and mothers who endorsed more probdenséd reactions had children
who displayed more self-control skills. Hieraralicegression analyses were used to
further examine the relations between these vasabl

A hierarchical regression analysis was complatedetermine whether maternal
expressive encouragement reactions could signtficaredict children’s cooperation
skills after controlling for family structure, ctigender, and child age. As Table 11
shows, maternal expressive encouragement reat¢tiarisldren’s negative emotions
accounted for a significant amount of variabiliyahildren’s cooperation skills, over and
above the variability accounted for by the famiigusture and the child’s age and gender,
showing that mothers who react to their childrerégative emotions by encouraging
them to express their emotions in a healthy waglid¢drio have children who exhibited
more cooperation behaviours. The standardizedvibeights show that as maternal
expressive encouragement reactions increased bstangard deviation, the children’s
cooperation skills increased by 0.22 standard devis.

Another hierarchical regression analysis was cetaglto determine whether
maternal expressive encouragement reactions waoeattigh children’s assertion skills
after controlling for family income. As Table 1Baws, maternal expressive
encouragement reactions to children’s negative mmeticcounted for a significant

amount of variability in children’s assertion skjlbver and above the variability



Table 11
Summary of the Hierarchical Regression Analysiia@dicting SSRS Cooperation

with CCNES Expressive Encouragement Reactions

B SEB B
Step 1
Family Structure 2.61 1.01 0.23***
Child Age -0.05 0.03 -0.16
Child Gender 0.02 0.59 0.00
Step 2
Family Structure 2.22 1.00 0.20*
Child Age -0.05 0.03 -0.16
Child Gender 0.35 0.59 0.05
CCNES Expressive Encouragement  0.75 0.31 0.22**

Note R’=.07, adjusted®’= .06 for step 1f(= .005):A R = .04, adjustet®® =.09 for
step 2 p=.001).

*p=.03. **p=.02. **p=.01.
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Table 12
Summary of the Hierarchical Regression Analysidfi@dicting SSRS Assertion with

CCNES Expressive Encouragement Reactions

B SEB B
Step 1
Family Income 0.51 0.23 0.20*
Step 2
Family Income 0.56 0.22 0.22**
CCNES Expressive Encouragement 0.94 0.28 0.30***

Note R’=.04, adjusted®’= .03 for step 1f(= .03);A R? = .09, adjusted® =.11 for
step 2 p < .00).

*p=.03. *p=.01. **p=001.
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accounted for by family income, showing that mashgho react to their children’s
negative emotions by encouraging them to expressemotions in a healthy way
tended to have children who exhibited more asseli&haviours. The standardized beta
weights show that as maternal expressive encoumgamactions increased by one
standard deviation, the children’s assertion skiltseased by 0.30 standard deviations.

A hierarchical regression analysis was complatedetermine whether maternal
problem-focused reactions would predict childresgd-control skills after controlling
for family structure and child’s age and gendes Table 13 shows, maternal problem-
focused reactions to children’s negative emotiadsdt account for a significant
amount of variability in children’s self-control ik after accounting for family structure
and child’s age and gender.

Mothers’ emotion-focused reactions were not sigaiftly correlated with
children’s social skills; therefore, further anagsvere not conducted.

Hypothesis #3: Associations between children’s ertion regulation and social
skills. It was hypothesized that children’s emotion regafaskills would predict their
social skill levels. That is, children who had eioo regulation difficulties would
exhibit fewer cooperation, assertion, responsihibind self-control skills, and those with
more developed emotion regulation abilities wowHikit more of these social skills.
Consistent with this hypothesis, children’s emotiegulation deficits were negatively
associated with children’s cooperation skills, asse skills, responsibility skills, self-
control skills, and with the Total Social Skillsase. Children who displayed more
emotion regulation difficulties displayed feweradf four types of social skills.

Children’s Total Social Skills composite, coopeavatskills, and self-control skills also



102

Table 13
Summary of the Hierarchical Regression Analysidfi@dicting SSRS Self-Control

with CCNES Problem-Focused Reactions

B SEB B

Step 1

Family Structure 2.38 1.07 0.20*

Child Age -0.05 0.03 -0.16

Child Gender 0.88 0.63 0.13
Step 2

Family Structure 2.29 1.06 0.19*

Child Age -0.06 0.03 -0.18

Child Gender 0.92 0.62 0.13

CCNES Problem-Focused 1.02 0.58 0.16

Note R’=.09, adjusted®’= .07 for step 1= .01);A R? = .02, adjusted® =.09 for
step 2 p=.007).

*p=.03.
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were significantly correlated with family structumad mothers’ education level (see
Table 4), suggesting that these demographic vasadnie potential confounds when
predicting social skills.

A hierarchical regression analysis was completedktermine whether children’s
emotion regulation skills could significantly pretichildren’s social skills after
controlling for family structure. Emotion regulaii skills correlated with all four social
skills subscales and with the Total Social Skibeposite scale, and all five measures of
children’s social skills correlated highly with éaother (see Table 5). Therefore, one
regression analysis was completed using the TatabESkills composite scale as the
outcome variable to reduce the risk of Type | ethat would occur if all social skills
subscales were tested separately. As Table 14sslobvidren’s emotion regulation skills
accounted for a significant amount of variabiliyahildren’s social skills, over and
above the variability accounted for by the famiigusture and mothers’ education level,
showing that children who displayed emotion redgatatifficulties were more likely to
exhibit poor social skills. The standardized he&ghts show that as children’s emotion
regulation difficulties increased by one standazdiaktion, their social skills decreased by
0.45 standard deviations.

Main Analyses: Examination of Mediation and Moderaton Models

Hypothesis #4: Investigating the mediating effeatf emotion regulation on
the relation between maternal reactions to childrets negative emotions and
children’s social skills. It was hypothesized that the link between matemttions to
children’s negative emotions and children’s soskalls would be mediated by the

children’s emaotion regulation skills. Figure 3 slsothe structure of mediation models



Table 14

Summary of the Hierarchical Regression Analysidfi@dicting SSRS Total Social

Skills Composite with BRIEF Emotional Control

B SEB B
Step 1
Family Structure 13.18 5.16 0.24**
Mother Education -1.27 2.09 -0.06
Step 2
Family Structure 10.00 4.66 0.18*
Mother Education -2.86 1.90 -0.13
BRIEF Emotional Control -1.81 0.34 -0.45%**

Note R’=.06, adjusted®’= .04 for step 1f(= .04);A R = .19, adjusted®’ =.23 for

step 2 p < .00). Higher scores on the BRIEF Emotional Cdrdgoale reflect greater

emotion regulation difficulties.

*p=.03. **p=.01. **p<.00.
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Figure 3.Mediation model depicting relations between vaeabl
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and Figure 4 shows the mediation model hypothesizéus study. As Figure 3 shows,
mediation models test the significance of the ictieffect of the independent variable
(IV) on the dependent variable (DV) through the ragd variable (M). That is, path ¢’
represents the pure and direct effect of the IthenDV, which is calculated as the
difference between the total effect of the IV oa BV when M is not included in the
analysis €) and the indirect effect of the IV on the DV thgbuM. In this study, a model
is proposed in which the relation between matemettions to children’s negative
emotions and children’s social skills is mediatgcthildren’s emotion regulation skills.
This hypothesized mediation model is shown in Feglur

Possible mediation models were identified by exang the correlation matrix in
Table 5 to examine relations between variablestefest. According to Preacher and
Hayes (e.g., Hayes, 2009; Preacher & Hayes, 2004 criteria must be met to support
a mediation model. First, a significant relationghbe shown between maternal
reactions to children’s negative emotions and caiits emotion regulation skills (path
a). The correlation matrix revealed significankB between maternal personal distress
reactions and children’s emotion regulation skilBecond, a significant relation must be
shown between children’s emotion regulation skaltsl children’s social skills (path b).
The correlation matrix revealed significant linkestween children’s emotion regulation
skills and their cooperation, assertion, respohipsgelf-control, and total social skills.
At this stage, a possible mediation model to tastlbeen identified: children’s emotion
regulation skills are hypothesized to mediate ithie hetween maternal personal distress
reactions to children’s negative emotions and céiit total social skills. Bootstrapping

macros are used to test each direct and indirésttdpath a, path b, path c, path c’), and
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to test the significance of the indirect effecttfpa * path b). Results revealed that
maternal personal distress reactions significgmtiglicted children’s emotion regulation
skills (B =1.74, SE = 0.5%,= 3.07,p < .00), children’s emotion regulation skills
significantly predicted children’s social skilB € -1.89, SE = 0.36,= -5.22,p < .00),
and the link between maternal personal distresgiozes and children’s social skills was
non-significant when children’s emotion regulatgkills were controlled forg = 0.24,
SE =2.221=0.11,p = .91). However, the link between maternal peasdrstress
reactions and children’s social skills also wassighificant 8 = -3.05, SE = 2.38,= -
1.28,p = .21). This finding suggests that a mediationadel is not supported, as there
is no direct effect to be mediated; however, ifitidirect effect (i.e., path a * path b) is
significant, an indirect causation model would bported in which maternal personal
distress reactions affect children’s emotion regoitaskills, and in turn children’s
emotion regulation skills affect their social skillTests of the strength of the indirect
effect revealed that the effect was significantwieo 95% CI = -6.54, Upper 95% CI = -
0.81), thus supporting the proposed indirect effiectiel.

Hypothesis #5: Investigating the relations betweeimteractional synchrony,
maternal reactions to children’s negative emotionsand children’s emotion
regulation and social skills. The final hypotheses examined the links between
interactional synchrony, maternal reactions todrbih’s negative emotions, and both
child outcome variables.

Hypothesis 5a: Investigating the mediating effedtroaternal reactions to
children’s negative emotions on the link betweenaractional synchrony and

children’s emotion regulation and social skillsTo further clarify the link between
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interactional synchrony and child outcomes (i.emnp8on regulation and social skills), a
mediation model was tested. It was hypothesizatirttaternal reactions to children’s
negative emotions would mediate the link betweeeractional synchrony in the mother-
child relationship and children’s emotion regulatend social skills. That is, the quality
of the mother-child relationship (i.e., interacbsynchrony) was believed to influence
mothers’ reactions to their children’s negative &ors, which in turn would affect
children’s emotion regulation and social skillsg$ggure 5).

Preacher and Hayes’ procedure, as described intHgpis 4 analyses, was used
to identify and test possible mediation modelssdide mediation models were
identified by examining the correlation matrix iallle 5 to examine relations between
variables of interest. First, relations betwedsractional synchrony and maternal
reactions to children’s negative emotions were erath(path a). The correlation matrix
revealed significant links between interactional@dyony in the free play task and
mothers’ personal distress, punitive, and miningzieactions. Significant links were
also revealed between interactional synchronyersthuctured block task and mothers’
problem-focused and minimizing reactions. Secaighificant relations between these
same maternal reactions to children’s negative mm®&nd children’s emotion
regulation and social skills were examined (path)e correlation matrix revealed
significant links between maternal distress reastiand children’s emotion regulation
skills, between maternal punishing reactions anldi@n’s emotion regulation skills,
cooperation skills, and assertion skills, betweatemmal minimizing reactions and
children’s cooperation, assertion, self-contrasp@nsibility, and total social skills,

between maternal problem-focused reactions andreils self-control skills, and
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between maternal minimizing reactions and childs@@operation, assertion, self-
control, responsibility, and total social skillat this stage, seven possible mediation
models have been identified (see Figures 6a andfadr) each of these seven models,
bootstrapping macros were used to test each direttndirect effect (path a, path b, path
¢, path c’), and to test the significance of thainect effect (path a * path b) that was
hypothesized.

The first model predicted that maternal persorstess reactions would mediate
the link between interactional synchrony in theefpday task and children’s emotion
regulation skills. Results revealed that intex@@ synchrony in the free play task
significantly predicted maternal personal distmesgponses to children’s negative
emotions B =-0.37, SE = 0.12,= -3.14,p < .00), maternal personal distress
reactions significantly predicted children’s emati@gulation skills = 1.88, SE =
0.58,t = 3.21,p < .00), and the link between interactional synolgrm the free play task
and children’s emotion regulation skills was nogr#icant when maternal personal
distress reactions were controlled B 0.43, SE = 0.76,= 0.56,p = .57). However,
the link between maternal personal distress reagmd children’s emotion regulation
also was not significanB(= -0.26, SE = 0.78,= -0.35,p = .73). This finding suggests
that a mediational model is not supported, as tiseme direct effect to be mediated,;
however, if the indirect effect (i.e., path a *Ip&) is significant, an indirect causation
model is supported in which interactional synchronthe free play task affects mothers’
tendency to react to children’s negative emotioitk personal distress, which in turn

affects children’s emotion regulation skills. Tesef the strength of the indirect effect
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revealed that the effect was significant (Lower 96%6 -1.48, Upper 95% CI = -0.13),
thus supporting the proposed indirect effect model.

The second model predicted that maternal punigaetions would mediate the
link between interactional synchrony in the freayplask and children’s emotion
regulation skills. This model was not support&esults revealed that interactional
synchrony in the free play task did not signifi¢amredict maternal punitive responses
to children’s negative emotionB € -0.17, SE = 0.1Q,= -1.67,p = .09), maternal
punitive reactions did not significantly predictildnen’s emotion regulation skill8(=
1.21, SE = 0.72,= 1.68,p = .10), and the indirect effect was not significlrower 95%
Cl =-0.65, Upper 95% CI = 0.08).

The third model predicted that maternal puniteaations would mediate the link
between interactional synchrony in the free plaki@nd children’s cooperation skills.
This model was not supported. Results revealddritexactional synchrony in the free
play task significantly predicted maternal punitresponses to children’s negative
emotions B = -0.20, SE = 0.1Q,= -2.06,p = .04), but maternal punitive reactions did
not significantly predict children’s cooperationlsk(B = 0.95, SE = 0.59,=-1.63,p =
.11) and the indirect effect was not significanb\iter 95% CI = -0.07, Upper 95% CI =
0.60).

The fourth model predicted that maternal punite@ctions would mediate the
link between interactional synchrony in the freayplask and children’s assertion skills.
This model was not supported. Results revealddritexactional synchrony in the free
play task significantly predicted maternal punitresponses to children’s negative

emotions B = -0.20, SE = 0.1Q,= -2.06,p = .04), but maternal punitive reactions did
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not significantly predict children’s assertion kB = 0.49, SE = 0.52,=-0.95,p=
.34) and the indirect effect was not significanb\iter 95% CI = -0.14, Upper 95% CI =
0.42).

The fifth model predicted that maternal minimgireactions would mediate the
link between interactional synchrony in the freayplask and children’s social skills.
Given that maternal minimizing reactions were asded with all four types of social
skills as well as the total social skills scaled #mese five measures of social skills were
found to be highly correlated (see Table 5), thixlet was tested using the total social
skills scale to avoid heightened Type | error rigtesults revealed that interactional
synchrony in the free play task significantly ptdd maternal minimizing responses to
children’s negative emotion8 & -0.40, SE = 0.18,=-2.73,p = .01), maternal
minimizing reactions significantly predicted chigar's total social skills§ = -6.73, SE =
1.85,t =-3.63,p < .00), and the link between interactional synogrm the free play task
and children’s total social skills was non-sigraiit when maternal minimizing reactions
were controlled for® = 0.84, SE = 2.96,= 0.28,p =.78). However, the link between
interactional synchrony in the free play task ahideen’s total social skills also was not
significant 8 = 3.56, SE = 3.032,= 1.18,p = .24). This finding suggests that a
mediational model is not supported, as there idirect effect to be mediated; however,
an indirect effect model in which interactional slgrony in the free play task affects
mothers’ tendency to use minimizing reactions tiddebn’s negative emotions, which in
turn affects children’s social skills can be test@@sts of the strength of the indirect
effect revealed that the effect was significantweo 95% CI = 0.59, Upper 95% CI =

5.36), thus supporting the proposed indirect effiectiel.
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The sixth model predicted that maternal problecu§ed reactions would
mediate the link between interactional synchronghastructured block task and
children’s self-control skills. This model was sofpported. Results revealed that
interactional synchrony in the structured blocktsignificantly predicted maternal
problem-focused responses to children’s negativetiems 8 = -0.26, SE = 0.13,= -
1.98,p = .05), but maternal problem-focused reactionsndidsignificantly predict
children’s self-control skillsg = 1.11, SE = 0.6Q,= 1.84,p = .07) and the indirect effect
was not significant (Lower 95% CI = -0.81, Uppef®&I| = 0.07).

The final model predicted that maternal minimiznegctions would mediate the
link between interactional synchrony in the struetublock task and children’s social
skills. Similar to the fifth model, the total satskills scale was used instead of
examining each social skills subtype separatehgdoice the potential of Type | error.
Results revealed that interactional synchrony endfnuctured block task significantly
predicted maternal minimizing responses to childreegative emotiond(= -0.52, SE
=0.20,t =-2.57,p = .01), maternal minimizing reactions significgrpredicted
children’s total social skillsg = -7.31, SE = 1.8Q,= -4.05,p < .00), and the link
between interactional synchrony in the structuredibtask and children’s total social
skills was non-significant when maternal minimiziggctions were controlled foB &
2.10, SE = 3.88,= 0.54,p = .59). However, the link between interactional&rony in
the structured block task and children’s total abskills also was not significanB &
5.87, SE =4.03,= 1.46,p = .15). This suggests that a mediational modebts
supported, as there is no direct effect to be nedjdowever, an indirect effect model in

which interactional synchrony in the structuredclltask affects mothers’ tendency to



use minimizing reactions to children’s negative @ors, which in turn affects children’s
social skills can be tested. Tests of the strenfjthe indirect effect revealed that the
effect was significant (Lower 95% CI = 0.80, Uppégebs CI = 7.69), thus supporting the
proposed indirect effect model.

Hypothesis 5b: Investigating the moderating effeftinteractional synchrony
on the link between maternal reactions to childremegative emotions and children’s
emotions regulation and social skillsTo further clarify the link between maternal
reactions to children’s negative emotions and abilttomes (i.e., emotion regulation
and social skills), a moderation model was testedias hypothesized that the quality of
the mother-child relationship, as measured by autissnal synchrony, would moderate
the link between maternal reactions to childrer@gative emotions and children’s
emotion regulation and social skills. A moderasoa variable that affects the direction
or strength of a link between the independent apeddent variables (Baron & Kenny,
1986). Therefore, the current hypothesis sugdbkatshe effect that mothers’ reactions
to children’s negative emotions has on childrem®gon regulation and social skills
varies depending on the quality of the mother-cheldtionship (i.e., interactional
synchrony). Specifically, it was expected thatupportive maternal reactions to
negative emotions would be more harmful for chitdsedevelopment of emotion
regulation and social skills if the quality of thedationship was also poor (i.e., lower
interactional synchrony levels), and that they widve less of a negative effect on
child outcomes if the quality of the relationshipspositive (i.e., higher interactional
synchrony levels). Conversely, it was expectetlshpportive maternal reactions to

children’s negative emotions would have a stromgeitive effect on children’s

117



118

development of emotion regulation and social skiltee quality of the mother-child
relationship was also positive, and that their fpesieffect would be weakened if the
quality of the mother-child relationship was moegative.

To test moderation models, statistical analysesised to measure the differential
effect of the predictor variable on the outcomealae as a function of the moderator
variable (Baron & Kenny, 1986). In hypotheses d anthe links between maternal
reactions to children’s negative emotions and ceits emotion regulation and social
skills were tested. It was found that motherstréiss reactions significantly predicted
children’s emotion regulation skills, mother’s egpsive encouragement reactions
significantly predicted children’s assertion andgeration skills, and mothers’
minimization reactions significantly predicted chmgn’s total social skills composite.
Therefore, these links were re-examined to detegrtha effect of interactional
synchrony as a moderating variable. Figure 7 sheopistorial representation of the
moderation models that were tested. Each modsépted in Figure 7 was tested twice,
once with interactional synchrony in the free piask as the moderator and once with
interactional synchrony in the structured teachask as the moderator.

The first model examined the link between matemiaimizing reactions and
children’s total social skills (composite includingoperation, assertion, responsibility,
and self-control). Hierarchical regression anadysere used to examine the predictive
power of the maternal minimizing reactions, intéi@wal synchrony, and the interaction
between minimizing reactions and interactional $yany. Results revealed that the
interaction term did not significantly predict akién’s social skills for either of the two

synchrony tasks (see Table 15), which means thaxtaictional synchrony in neither the
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Summary of the Hierarchical Regression AnalysisTesting Interactional Synchrony

as a Moderator of the Link Between Minimizing Reast and SSRS Total Social Skills

Composite
B SEB B
IS in the Free Play Task Model
Minimizing Reactions -6.73 1.86 -0.34 .000
IS Free Play Task 0.82 2.98 0.03 .783
Interaction Term 0.18 3.30 0.01 .956
IS in the Structured Task Model
Minimizing Reactions -7.51 1.82 -0.38 .000
IS Structured Task 2.42 3.90 0.06 537
Interaction Term -4.11 4.75 -0.08 .389

Note All variables are centered for moderation testigsesR?=.12, adjusted® = .10

for the IS Free Play modd®=.16, adjusted®’ = .13 for the IS Structured Task model.
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free play task nor the structured teaching taskereidd the relation between maternal
minimizing reactions and children’s social skills.

The second model examined the link between mateerabnal distress reactions
and children’s emotion regulation skills. Hieraozh regression analyses were used to
examine the predictive power of the maternal peakdistress reactions, interactional
synchrony, and the interaction between persontiedis reactions and interactional
synchrony. Results revealed that the interacgom tdid not significantly predict
children’s emotion regulation skills for eithertbe two synchrony tasks (see Table 16),
which means that interactional synchrony in neitherfree play task nor the structured
teaching task moderated the relation between nmaltparsonal distress reactions and
children’s emotion regulation skills.

The third model examined the link between mateemaressive encouragement
reactions and children’s assertion skills. Hierazghregression analyses were used to
examine the predictive power of the maternal e>xqivesencouragement reactions,
interactional synchrony, and the interaction betwexpressive encouragement reactions
and interactional synchrony. Results revealedtti@tnteraction term did not
significantly predict children’s assertion skiltsr feither of the two synchrony tasks (see
Table 17), which means that interactional synchiameither the free play task nor the
structured teaching task moderated the relatiowdsst maternal expressive
encouragement reactions and children’s assertidia.sk

Finally, the fourth model examined the link betwaeaternal expressive
encouragement reactions and children’s cooperatiis. Hierarchical regression

analyses were used to examine the predictive pofwie maternal expressive
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Table 16
Summary of the Hierarchical Regression AnalysisTiesting Interactional Synchrony as

a Moderator of the Link Between Personal Distresad®ons and Children’s Emotion

Regulation
B SEB B p
IS in the Free Play Task Model
Personal Distress Reactions 2.03 0.59 0.33 .001
IS Free Play Task 0.77 0.79 0.10 332
Interaction Term -1.70 1.07 -0.15 116
IS in the Structured Task Model
Personal Distress Reactions 1.82 0.57 0.29 .002
IS Structured Task 0.41 0.97 0.04 671
Interaction Term 0.70 1.58 0.04 .657

Note All variables are centered for moderation testigsesR?=.11, adjusted® = .08

for the IS Free Play modd®=.09, adjusted®’ = .06 for the IS Structured Task model.
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Table 17
Summary of the Hierarchical Regression AnalysisTiesting Interactional Synchrony as
a Moderator of the Link Between Mothers’ Expres&meouragement Reactions and

Children’s Assertion Skills

B SEB B p

IS in the Free Play Task Model
Expressive Encouragement 0.72 0.28 0.24 011
IS Free Play Task 1.15 0.57 0.20 .045
Interaction Term 0.43 0.78 0.05 .584

IS in the Structured Task Model
Expressive Encouragement 0.86 0.28 0.28 .002
IS Structured Task 1.84 0.71 0.23 .011
Interaction Term -0.07 1.16 -0.01 .954

Note All variables are centered for moderation testigsesR?=.09, adjusted® = .07

for the IS Free Play modd®’=.12, adjusted®’ = .10 for the IS Structured Task model.
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encouragement reactions, interactional synchramy tlae interaction between expressive
encouragement reactions and interactional synchr&®gults revealed that the
interaction term did not significantly predict akién’s cooperation skills for either of the
two synchrony tasks (see Table 18), which meartsritexactional synchrony in neither
the free play task nor the structured teaching masterated the relation between
maternal expressive encouragement reactions alttais cooperation skills.
Therefore, Hypothesis 5b was not supported. Tiemgth of the effect that mothers’
reactions to children’s negative emotions has dldiEn’s emotion regulation and social
skills did not vary depending on the quality of thether-child relationship (i.e.,
interactional synchrony).
Summary of Results

Results of the present study supported sevetaledfiypotheses that were made.
The first hypothesis was that mothers’ reactionshitdren’s negative emotions would
predict children’s emotion regulation skills. Reasukvealed that mothers who endorsed
more personal distress in reaction to their chiith@egative emotions tended to have
children who had more emotion regulation diffice#ti The second hypothesis was that
mothers’ reactions to children’s negative emotimosild predict children’s social skills.
The results revealed that mothers who engaged re mimizing reactions had
children who exhibited fewer social skills overalhd mothers who engaged in more
expressive encouragement reactions had childrenewhibited more cooperation and
assertion skills. The third hypothesis was th@tlodn’s emotion regulation skills would
predict children’s social skills. Results supportieid hypothesis. The fourth hypothesis

was that the link between maternal reactions tlwm’s negative emotions and
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Table 18
Summary of the Hierarchical Regression AnalysisTiesting Interactional Synchrony as
a Moderator of the Link Between Mothers’ Expres&meouragement Reactions and

Children’s Cooperation Skills

B SEB B p

IS in the Free Play Task Model
Expressive Encouragement 0.71 0.32 0.21 .028
IS Free Play Task -0.12 0.65 -0.02 .860
Interaction Term -0.74 0.89 -0.08 408

IS in the Structured Task Model
Expressive Encouragement 0.87 0.31 0.25 .006
IS Structured Task 1.20 0.80 0.14 138
Interaction Term 0.48 1.32 0.03 719

Note All variables are centered for moderation testigsesR?=.06, adjusted® = .03

for the IS Free Play modd®’=.08, adjusted®’ = .05 for the IS Structured Task model.
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children’s social skills is mediated by childreeimotion regulation skills. Results
supported an indirect causation model in which rathvho responded to their
children’s negative emotions with personal distre@ese more likely to have children
who had greater emotion regulation difficultiesg am turn these children exhibited
fewer social skills. Hypothesis 5a suggestedttiatinks between mother-child
interactional synchrony and children’s emotion tagan and social skills are mediated
by maternal reactions to children’s negative enmstioResults revealed three indirect
causation models. Lower levels of interactionackyony during the free play task were
associated with mothers’ tendency to react to tti@ldren’s negative emotions with
personal distress, and in turn, these childrenbebeal greater emotion regulation
difficulties. In addition, lower levels of interth@nal synchrony during the free play and
structured block tasks were both associated witthers’ tendency to use minimizing
reactions to their children’s negative emotiong emturn, these children exhibited fewer
social skills. Hypothesis 5b proposed that thkdibhetween maternal reactions to
children’s negative emotions and children’s emotiegulation and social skills would be
moderated by mother-child interactional synchrdruvever, results did not support this

hypothesis.
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CHAPTER IV
Discussion

Emotion socialization is the process through wiulsiidren develop emotion-
related beliefs, values, and expressive behavibuwesigh their interactions with others
(Saarni, 1999). Several parental behaviours haea Bhown to affect children’s
emotion socialization, including the ways that pégaeact to their children’s displays of
negative emotions (Denham & Grout, 1993). Pareetadtions to children’s negative
emotions have been shown to predict children’s ematgulation skills (Cole et al.,
2009; Eisenberg et al., 1996; Lunkenheimer eR8D,7) and children’s social skills
(McDowell et al., 2002). Children’s emotion reguda skills also have been shown to
mediate the relation between parental reactiohitdren’s negative emotions and
children’s social skills (Davidov & Grusec, 2006sénberg et al., 1999; Gottman et al.,
1996). It has been suggested that other aspetie plarent-child relationship (e.qg.,
guality of the parent-child relationship) also sliblobe examined to further clarify the
relations between maternal emotion socializatidrel®urs and children emotion
regulation and social skills (Cassidy, 1994; Thoompd994). The present study adds to
the emotion socialization literature by examininigether maternal reactions to children’s
negative emotions predict children’s emotional aadial competence, and whether the
quality of the mother-child relationship affectsstpathway.
Maternal Reactions to Children’s Negative Emotionand Children’s Emotion
Regulation Skills

The first objective of this study was to determivigether mothers’ reactions to

children’s negative emotions would be predictivelofdren’s ability to regulate their
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own emotions, which is an important part of emagiaccompetence. It was hypothesized
that the three unsupportive maternal reactions puenishing, minimizing, and personal
distress), would predict lower levels of emotiogukation. The present study found that
mothers’ reports of personal distress reactiongwassociated with mothers’ reports of
children’s emotion regulation skills, such that hress who endorse more personal
distress reactions have children who are not digglat controlling their emotions,
express more negative emotions, and shift fromeonetional state to another very
quickly. This finding is consistent with past raseh.

Eisenberg and Fabes (1994) found that maternaédssreactions were related to
poor coping skills in children, including behavialiavoidance and low levels of venting
when angry, in a sample of 79 mothers and thetio £-year old children. Although
these researchers did not directly assess chiklembtion regulation skills, coping skills
are believed to be one of the primary componenssiofessful emotion regulation
(Shipman et al., 2007). Perry and colleagues (Rftlhd that mothers’ unsupportive
reactions to children’s negative emotions predicteittiren’s emotion regulation skills.
However, Perry and colleagues did not study egod ¢f unsupportive reaction
separately; they combined minimizing, punishing] parsonal distress reactions into one
composite variableTaken together, findings from the present studyg, fabm Eisenberg
and Fabes’ (1994) and Perry and colleagues’ (26fL@ljes suggest that when mothers
respond to their children’s displays of negativeogons with their own overwhelming
personal distress, their children tend to have tdeleloped emotion regulation skills.

The present study did not find significant assteres between children’s emotion

regulation skills and mothers’ reports of minimgior punishing reactions. This stands
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in contrast to past research. For instance, Spiana colleagues (2004) found that
mothers who questioned their children’s emotionsmtiney were infants, which is a
form of minimizing reaction, tended to have childrgho had poor emotion regulation
skills when they were five years old. Similarlysé&berg et al. (1996) found that third
and sixth grade children whose parents used mimizactions to children’s negative
emotions engaged in more avoidant coping technignddewer constructive coping
techniques, which the authors suggested as indictiat these children had poor
emotion regulation skills. Eisenberg and Fabe94)also found that 4- to 6-year-old
children whose parents engaged in punishing orrmamng reactions had poor emotional
coping skills; these children used fewer constugctioping and more avoidant coping
during peer conflict situations, did not tend tov#heir emotions, and usually tried to
escape or seek revenge during anger-provokingtisingawith their peers. Berlin and
Cassidy (2003) also reported that mothers who sgsed their preschool-aged
children’s negative emotions were more likely tednahildren who suppressed their
anger and were less likely to express sadnesshamd their sadness with their mothers.
The discrepancies between these past studiesrahlgs from this study may be
due to differences in the constructs assessedhantéthodological procedures used.
Eisenberg et al. (1996) and Eisenberg and Fab&gl)EXxamined the relations between
parental reactions to children’s negative emotemd children’s coping skills. Although
coping skills are believed to be one of the primasgnponents of successful emotion
regulation (Shipman et al., 2007), they may ndyfoépture the construct of emotion
regulation that the present study sought to examiin¢he present study, children’s

emotion regulation skills were examined by meagucinildren’s ability to control their
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emotional reactions, including measures of theiotemnal negativity and their emotional
lability. Whereas Eisenberg and colleagues’ weskealed that children whose parents
react to their negative emotions with punishing andimizing behaviours may use more
avoidant coping techniques, use fewer construcigng techniques, not vent their
emotions as much, and tend to try to seek revengeglanger-provoking situations with
peers (Eisenberg and Fabes, 1994; Eisenberg &046), the present results suggest that
these children do not exhibit greater emotionaktiggy or emotional lability.

Methodological differences may also explain incetesicies between the present
study findings and Spinrad and colleagues’ (2004)) Berlin and Cassidy’s (2003) work.
Spinrad and colleagues used an observational méthagsess mothers’ reactions to
children’s negative emotions and they only examimethers’ tendency to question their
children’s emotions. The present study used paepurt measures of mothers’
reactions to children’s negative emotions and adeo construct of minimizing reactions
was assessed. In addition, Sprinrad and collesagiueé Berlin and Cassidy measured
children’s emotion regulation skills by examinirggtchildren’s ability to mask
disappointment during a disappointment task. Tlesgmt study used a broader measure
of emotion regulation skills in that parent-repdata were used to examine children’s
emotional negativity and emotional lability acr@ssange of situations.

The discrepancy between the present results ainda8@and colleagues’ results
may also provide evidence that a specific aspegtinimizing reactions has a unique
negative effect on children’s emotion regulationeglepment, namely the direct
guestioning of children’s emotions. The presemtigtassessed minimizing behaviors

that were characterized by maternal responsesethé#te child they are over-reacting
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(e.g., telling them not to make a big deal outarhisthing, telling them they are
overreacting, tell them to stop being a baby); ¢éhsshaviors were not significantly
related to children’s emotion regulation skillsowkver, mothers’ direct questioning of
children’s emotions was related to children’s pewrotion regulation skills (Spinrad et
al., 2004).

Overall, it appears that a wide range of methogielohave been used to explore
the relation between unsupportive maternal reastiorchildren’s negative emotions and
children’s emaotion regulation skills. Given thexexl findings in the field, it seems
appropriate for future research in this area tdinoe to explore this relation using
measures that separately identify each type ofpputive reaction rather than
combining the reactions into an unsupportive conteog-or example, Perry and
colleagues (2012) combined minimizing, punishing] personal distress reactions into
one composite, and found that this composite predichildren’s emotion regulation
skills. However, the present study results sugtpedtmaternal distress reactions predict
children’s emotion regulation skills, but matermahimizing and punishing reactions do
not.

It was also was hypothesized that the three stippanaternal reactions would
predict higher levels of children’s emotion regigdatskills. This hypothesis was
unsupported. Significant relations were not fobetiveen mothers’ reports of
supportive reactions to children’s negative emdtire., emotion-focused, problem-
focused, and expressive encouragement reactiod)halidren’s emotion regulation
skills. These results stand in contrast to woported by Eisenberg and colleagues

(1996) and Cole and colleagues (2009). Eisenbmigalleagues (1996) found that
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children whose parents engage in emotion-focusactioms when they display negative
emotions use more constructive coping techniqié®y also found that children whose
parents engage in problem-focused responses toiveeganotions use more constructive
coping skills. Cole and colleagues (2009) fourat thothers’ supportive reactions in
response to 3- and 4-year-old children’s distregs melated to better strategy generation
for coping with anger and sadness in these childdthough emotional coping skills
are believed to be one of the primary componensaiotessful emotion regulation
(Shipman et al., 2007), they do not fully capture tonstruct of emotion regulation. The
present study differs from Eisenberg and colleagli@36) work and Cole and
colleagues’ (2009) work in that it examined childseemotion regulation skills more
broadly, measuring children’s ability to controethemotional reactions by examining
their emotional negativity and their emotional lapi

Past research that has directly examined the ias®ms between children’s
emotion regulation skills and parental reactionshitdren’s negative emotions has
produced mixed results. Spinrad and colleagued4(2@und mixed results for the long
term effects of supportive maternal reactions fants’ distress and children’s later
emotion regulation strategies. They found incdesitspatterns for soothing, acceptance,
and distraction responses to children’s negativetiems. Mothers who soothed their
infants or who accepted their infants’ emotiongdressions (i.e., emotion-focused and
emotional encouragement responses) when theirrehildere 15 months old tended to
have children who were skilled at using distractomegulate their emotions when they
were 5 years old. In contrast, mothers’ use aelte/o supportive strategies when the

infants were 30 months old was related to lowezgatf emotion regulation when the
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children were 5 years old. The researchers sugjggisthese supportive reactions help
teach children how to cope with emotion approplyatéhen they are young infants, but
that by 30 months of age the infants have develspetk regulation strategies and do
not need to be directly comforted during challeggituations. Instead, these children
may need more cognitively advanced input from thethers during challenging
situations, such as explaining the situation orctlngse of the emotion to the child.
Indeed, these researchers found that the use EHreton responses to 30-month-old
infants’ distress was linked to higher levels ofogion regulation skills in the 5-year-
olds.

The results of the present study provide furtlwppsrt for Spinrad and
colleagues’ (2004) hypothesis that once childresspafancy, they may not need to be
directly comforted during challenging situationstie present study mothers’ tendency
to react to their preschool-aged children’s negaéimotions by encouraging them to
express their feelings was not significantly redaie children’s emotion regulation skills.
However, the current results do not provide supforrSpinrad and colleagues’ (2004)
hypothesis that children who are past infancy maetke cognitively advanced input from
their mothers to develop emotion regulation skilie present study did not find a
significant association between mothers’ emotiorued or problem-focused responses
and 3- to 6-year-olds’ emotion regulation skillehe discrepancy between the present
results and Spinrad’s findings raises questionsiath@ consistency of caregivers’
reactions to their children’s negative emotionghas children age. Spinrad and
colleagues measured maternal responses to chidnegative emotions when the

children were 30 months old, which predicted thié&dedn’s emotion regulation skills at 5
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years of age. The present study did not find simihks when both factors were
measured during the preschool years. Future @dsehould use a longitudinal design to
examine whether mothers of children with high Iewvafl emotion regulation change their
approach to children’s negative emotions as theidieen age.
Maternal Reactions to Children’s Negative Emotion@nd Children’s Social Skills

The second objective of this study was to deteemathether mothers’ reactions to
children’s negative emotions would be predictivelitdren’s social skills. It was
hypothesized that unsupportive maternal reactiomhiidren’s negative emotions would
predict lower levels of social skills in childreifhat is, children whose mothers engaged
in punishing, minimizing, or personal distress tears were expected to display fewer
assertive, self-control, responsibility, and coapien behaviours. This hypothesis was
partially supported. The present study found thathers who reacted to their children’s
negative emotions by minimizing their emotional exence tended to have children who
exhibited fewer social skills, including cooperati@ssertion, responsibility, and self-
control skills. This finding is consistent witmdexpands upon, past research.

Eisenberg and Fabes (1994) found that 4- to 6-gkelchildren whose mothers
engaged in minimizing reactions usually tried toag® or seek revenge during anger-
provoking situations with their peers. Althouglsé&nberg and Fabes did not directly
measure cooperation, assertion, responsibilitgetircontrol skills, the escape and
avoidance reactions that they observed suggesaéthigse children lacked strong
assertion skills. In addition, the revenge behanadhat they observed suggested that
these children lacked appropriate self-control pswation, and responsibility skills, as

these skills would inhibit a child’s desire to seelkenge. Therefore, the present study’s
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findings support those of Eisenberg and Fabes (1&%d expand upon them by revealing
a direct link between mothers’ minimizing reacti@ml children’s poor cooperation,
assertion, responsibility, and self-control skills.

Mothers’ punishing and personal distress reactiogr® not significantly
correlated with children’s social skills in the peat study. Although there is limited past
research on this topic, these results do standntrast to the work that has been done.
For example, Eisenberg and Fabes (1994) foundithat6-year-old children whose
parents engaged in punishing reactions usuallgt taeescape or seek revenge during
anger-provoking situations with their peers. Thtso found that parental distress
reactions were linked to behavioural avoidance wdfeldren felt angry. These
researchers focused on children’s social reactmasger-provoking situations, whereas
the present study focused on children’s globalaatiills in a variety of domains across
multiple settings and time.

It was also hypothesized that supportive matewsdtions to children’s negative
emotions would predict higher levels of sociallskilThat is, children whose mothers
engaged in emotion-focused, problem-focused, oressive encouragement reactions
were expected to display more assertion, self-ogrmsponsibility, and cooperation
behaviours. Results of the current study partisligported this hypothesis. The present
study showed that mothers who reacted to theiddmls negative emotions by
encouraging them to express their emotions in dheaay tended to have children who
exhibited more cooperation and assertion behavioliesthe author’s knowledge, the
present study was the first to directly exploredlsociation between maternal expressive

encouragement reactions and children’s socialsskill
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Mothers’ emotion-focused and problem-focused reastwere not significantly
correlated with children’s social skills. In cost to the present findings, the limited
past research that has been done revealed linlke®&etmotion-focused and problem-
focused reactions and children’s social skillsr &mample, Denham (1997) found that
emotion-focused parental reactions were assocvatechigher rates of cooperative
behaviours in 4- and 5-year-old children. Eiseglserd colleagues (1996) also found
that children whose parents engaged in emotionsietueactions when they displayed
negative emotions tended to exhibit more coopegdighaviours. In addition, they
found that children whose parents engaged in pnoliteused responses to negative
emotions had better developed social skills anctweted as being more friendly and
cooperative. Several differences between thegespaties and the present study could
account for the discrepant findings.

Denham (1997) assessed parental reactions toiveegatotions using a puppet
task in which the puppet experiences several emetnd the children identify how the
parent in the story would react. Cooperativeness agssessed by teachers using the
Preschool Competence Questionnaire (Olson, 19Bd¢refore, Denham'’s results
suggest that children who perceive their pare®i@ttions to their negative emotions as
emotion-focused tend to exhibit greater cooperdistgaviours in the school setting. In
contrast, the present study assessed motherstsegfdheir typical reactions to their
children’s negative emotions and assessed chilsl@operation behaviours across a
variety of settings by using parent-report questares. The discrepancy between the

present results and Denham'’s results could sugjgaisthildren’s perception of their
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parents’ reactions to their negative emotions isenpoedictive of children’s cooperation
behaviours than parents’ perception of their reasti

Eisenberg and colleagues (1996) measured chiklsacial skills using a seven-
item scale that assessed broad and general skitis| iscluding whether the child acts
appropriately, does what they are supposed togtsrig arguments with other children.
The present study assessed children’s cooperdilis issing a more specific and
targeted measure that assessed a variety of coigpeshkills. In addition, Eisenberg and
colleagues’ study was done with elementary-ageldrem, ranging from third to sixth
grade. Itis possible that the link between supp®parental reactions to children’s
negative emotions and children’s social skill depehent gets stronger as children age.
When the findings in this study are considered ttogrewith Eisenberg and colleagues’
results, it appears that parents’ emotion-focusadtrons to children’s negative emotions
do not begin to predict children’s cooperation hetiars until children are elementary
school-aged.
Children’s Emotion Regulation and Social Skills

Consistent with the study hypotheses, the presady found that children who
had higher levels of emotion regulation difficustiexhibited fewer cooperation,
assertion, responsibility, and self-control skidad those with lower levels of emotion
regulation difficulties exhibited more of these isbskills. This finding is consistent
with findings from past studies. For example, aststudies children’s emotion
regulation skills have been shown to predict tdegree of social acceptance (Denham et
al., 1990; Eisenberg et al., 1993), their abildyeésolve conflict (Garner & Estep, 2001;

Gottman et al., 1996), and their ability to findhatually satisfactory play activity to
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engage in with their peers, to compromise duriy phnd to empathize with a peer who
is in distress (Gottman et al., 1996). Childresrisotion regulation skills have also been
shown to predict their friendliness (Baumrind, 1968nham & Burger, 1991;

McDowell et al., 2000), cooperativeness (Baumrtr258), non-aggressive and non-
oppositional behaviour (Baumrind, 1968; Denham.e@03), social competence
(McDowell et al., 2000), prosocial behaviour (Demh& Burger, 1991; Garner & Estep,
2001; McDowell et al., 2002) and their willingndsegnitiate social interactions (Garner
& Estep, 2001). These studies revealed links batvehildren’s emotion regulation and
social skills in preschool and school-aged popaitetiusing a variety of methodologies,
including teacher-report, parent-report, and oket@yaal techniques.

The results of the present study support the thi@at emotion regulation skills
are a necessary precursor to the development @ stdls (e.g., Denham & Grout,
1993; Garner & Estep, 2001). Children who havengiremotion regulation skills are
likely to be able to understand the causes of emstiplan their behaviour effectively,
engage in actions that are suited to their sitnatiand inhibit behaviours that are not
socially appropriate in their current situationgcleaf which facilitates socially
appropriate responses and behaviours (Eisenbatg 2007). In addition, children who
can regulate their own emotions are more likelge¢able to resolve conflict, find a
mutually satisfactory play activity to engage irttwiheir peers, compromise during play,

and empathize with a peer who is in distress (GarttriKatz, & Hooven, 1996).
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Emotion Regulation as a Mediator of the Associatiothetween Maternal Reactions
to Children’s Emotions and Children’s Social Skills

The fourth objective of this study was to determatesther the link between
mothers’ reactions to children’s negative emotiand children’s social skills was
mediated by the children’s emotion regulation skillhat is, it was expected that the
mechanism through which parental reactions affeidtien’s social skills would be the
children’s ability to regulate their emotions. $ypothesis was partially supported.
An indirect effect model was identified in which teanal personal distress reactions
affect children’s emotion regulation skills, andiimn children’s emotion regulation skills
affect their social skills. That is, mothers wised more personal distress reactions to
their children’s negative emotions were more likiehhave children who had poor
emotion regulation skills, and in turn these claldexhibited few cooperation, assertion,
responsibility, and self-control skills. This inelct effects model is consistent with past
research in this area. For example, using a sanfifleto 12-year-old children and a
longitudinal design, Eisenberg and colleagues (1888d that children’s emotion
regulation skills partially mediated the link bememothers’ personal distress reactions
and children’s disruptive behaviour with peers addlts. The present results expand
upon Eisenberg and colleagues’ (1999) work by stpypan indirect effect model for
children’s prosocial behaviors.

No mediation or indirect effect models for suppatmaternal responses to
children’s negative emotions were revealed in tlesent study. However, using a
sample of 4- to 5-year-old children, Gottman anileagues (1996) found that children

whose parents encouraged their negative emotiopariences and helped them



140

understand and manage their negative emotions cegldate their emotions more
effectively. In addition, these children’s emotiegulation skills further predicted their
competent, nonaggressive behaviours with peersyisg@a mediational effect of
emotion regulation. These results suggest theyrtbat supportive reactions to
children’s negative emotions improve children’siabskills by enhancing their readiness
to learn about their own and others’ thoughts, @nst and behaviours in emotion-
provoking situations, and by increasing their &ptlo cope with their own emotions in a
way that allows them to maintain positive sociaéractions (Eisenberg et al., 1998a).
However, results of the present study suggesthimmediation model may not be
generalized to explain children’s development aispcial behaviours, specifically
cooperation, responsibility, self-control, and asse. It appears that supportive
maternal reactions to children’s negative emotimay help children develop the skills
needed to refrain from aggressive behavior, butttrese maternal reactions do not
provide the necessary teaching and support thitlrehineed to practice prosocial
behavior.
Quiality of the Parent-Child Relationship, Maternal Emotion Socialization, and
Children’s Emotion Regulation and Social Skills

Interactional synchrony. Preliminary analyses revealed tivgteractional
synchrony levels in the free play and structurextibltasks were strongly correlated, and
their associations with outcome and predictor \deim were similar. The interactional
synchrony scores attained by the present sampl&rai@r to those found in other
similar studies. For example, the sample of 35hmwthild dyads (45-76 months old)

used in Lindsey and colleagues’ (1997) study h&etactional synchrony scores that



ranged from 1.40 to 4.47, with a sample mean & 2181 a standard deviation of 0.54.
Similarly, Keown and Woodward’s (2002) sample oftgdically developing 47-62
month-old boys and their mothers had a mean iniersad synchrony score of 3.44 and a
standard deviation of 0.50. Overall, the synchrstyres in the present study appear
consistent with what would be expected for the mgdicheme that was used.

Results of the present study revealed links betvigteractional synchrony and
maternal emotion socialization behaviours. Inteoaal synchrony levels in both the
free play task and the structured block task wegifecantly negatively associated with
mothers’ minimizing reactions to children’s negatemotions. That is, higher levels of
interactional synchrony in the mother-child relaghip were associated with less
frequent minimizing reactions from mothers. Highdls of interactional synchrony
occur when mother-child dyads are highly in tunthweiach other, meaning they share
similar emotions, they engage in reciprocal inteoas with sharing and turn-taking,
they make consistent eye contact, and they shapemsibility for maintaining the
interaction. Given the characteristics of thosthwigh levels of interactional synchrony,
it seems natural that these mothers would be ilesly ko minimize their children’s
emotions because they are more in tune with tingidren’s emotions and experiences.

Interactional synchrony in the free play task &B® significantly negatively
associated with mothers’ distress reactions talofil’'s negative emotions, revealing that
mothers who were more likely to react to their dleh’s negative emotions with
overwhelming personal distress were more likelgxbibit lower levels of synchrony
with their children during unstructured free playeractions. However, this was not true

for interactional synchrony in the structured bloagk. It is possible that the emotional
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and behavioural dysregulation that makes mothessestible to reacting to children’s
negative emotions with personal distress also mtdera susceptible to dysregulation
during unstructured activities. These motherstregslation may be more apparent
during unstructured tasks (i.e., the free play)tagsulting in increased difficulty
maintaining synchronous interactions with theidatan, whereas their dysregulation
may be less problematic during tasks that providereal structure and control (i.e., the
structured block task).

Direct links between interactional synchrony levahd child outcome measures
also were discovered. Specifically, interactiasyalchrony in the free play task and in
the structured block task significantly correlavath children’s assertiveness skills.
Results of the present study suggest that chiltcen mother-child dyads who exhibit
higher levels of interactional synchrony tend thiex more assertion skills. This is
consistent with past research on similar construetsst research has shown significant
links between higher levels of parent-child intéi@tal synchrony and children’s peer
acceptance (Lindsey et al., 1997; Mize & Petti9)9teacher-rated social competence
(Harrist et al., 1994; Lindsey et al., 1997; MizeP&ttit, 1997), and general social skills
(Criss et al., 2003). In addition, multiple stugllgave shown links between lower levels
of parent-child interactional synchrony and higlesels of externalizing behaviour
(Deater-Deckard, Atzaba-Poria, & Pike, 2004) angregsion (Ambrose & Menna, 2013;
Harrist et al., 1994; Mize & Pettit, 1997) in chikth. Taken together, past and present
results reveal that children who have highly synobus interactions with their parents
tend to use assertion skills to express their naadsconcerns in a socially appropriate

way rather than resorting to aggression and exienmg behaviours.

142



143

Given this pattern, it was believed that childvesuld also exhibit more emotion
regulation skills than children who have lower lievaf mother-child interactional
synchrony, because the ability to regulate nega&tmetions would seem to be needed if
a child is able to use assertion rather than aggnesnd externalizing behaviours to get
their needs met. It also was expected that intierzed synchrony levels in the free play
and structured block tasks would also predict caits cooperation, responsibility, and
self-control skills. Direct associations betweeteractional synchrony and children’s
emotion regulation, cooperation, responsibilityd @elf-control skills were not found.
However, indirect effect models were revealed inclwhnteractional synchrony levels
were associated with maternal reactions to childreegative emotions, which were in
turn associated with children’s emotion regulastiils and social skills in all four areas
tested. These models will now be discussed.

Models of interactional synchrony. The final objective of the present study was
to examine the links between interactional syncihyromothers’ reactions to children’s
negative emotions, and both child outcome variablegso models were tested to explain
the relationship between these variables: a mediatiodel and a moderation model.
The first model, which was a mediation model, presti that mothers’ reactions to
children’s negative emotions would mediate the bekween interactional synchrony in
the mother-child relationship and children’s emotregulation and social skills. That is,
the quality of the mother-child relationship (i.@teractional synchrony) was believed to
influence mothers’ reactions to their children’gatve emotions, which in turn would

affect children’s emotion regulation and sociallski
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Though the present results did not support thethgsized mediation models,
three indirect causation models were revealed. drdewels of interactional synchrony
during the free play task were associated with erstiiendency to react to their
children’s negative emotions with personal distrassl in turn, these children exhibited
greater emotion regulation difficulties. Thatnsother-child interactional synchrony
levels during free play tasks did not have a dieffeict on children’s emotion regulation
skills, but they did have an indirect effect on ¢imo regulation skills through their
association with maternal distress reactions tlwdn’s negative emotions. To the
author’s knowledge, the present study is the fogmpirically test the link between
interactional synchrony and children’s emotion tagan skills.

Indirect causal models between interactional sserghand children’s social
skills also were revealed. Lower levels of intéia@al synchrony both during the free
play and the structured block tasks were assocwitddmothers’ tendency to use
minimizing reactions to their children’s negative@ions, and in turn, these children
exhibited fewer of all four social skills. That mother-child interactional synchrony
levels did not have a direct effect on childrem@arfareas of social skills, but the present
study suggests that they did have an indirect effesocial skills through their
association with mothers’ minimizing reactions kdldren’s negative emotions.

Results of the present study revealed severa lagktween mother-child
interactional synchrony in both free play and sunued tasks and children’s emotion
regulation and social skills; however, the majoatyhese associations were indirect.
Cassidy (1994) and Thompson (1994) were amongrdtad theorize that the link

between children’s social and emotional competamckthe quality of the parent-child
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relationship was indirect. They proposed a meaiatnodel in which the quality of the
mother-child relationship influences the typesesations mothers have to their
children’s negative emotions, which in turn affettts children’s development of social
and emotional competence. The findings from thidysdo not lend direct support to a
mediation model, but they do lend support to tle@tiz that the quality of the mother-
child relationship has an indirect effect on cleldfis emotion regulation and social skills
through its association with mothers’ reactionshiddren’s negative emotions.

Two past studies also have shown support fomtigdiation model. Berlin and
Cassidy (2003) found that mothers of preschool-atdren who had a secure
attachment were less likely to control their chelals emotional expressions, and these
children had more emotion regulation skills. Imzast, they found that mothers of
children with an insecure-avoidant attachment vmeoee controlling of their children’s
emotional expressions, and as a result these ehildere more likely to suppress their
anger and displayed poor emotion regulation skillsing a sample of toddlers and their
mothers from low-income families, Brophy-Herb amdl€eagues (2010) found that the
link between maternal emotion socialization beharsde.g., maternal emotional
expressiveness and maternal emotion-coaching ¥eéafl children’s emotional and
social competence was partially mediated by mothhesponsiveness. That is, maternal
emotion socialization behaviours directly impaatéddren’s emotional and social
competence, but part of their effect also occutinedugh the impact of maternal
responsiveness. Children’s skills in four areasevussed to measure their social and
emotional competence: compliance, age-appropriate @rive to master new skills, and

empathy. Results from the present study providitiadal support for indirect effects
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models of the complex links between maternal ematimcialization behaviour, the
guality of the mother-child relationship, and chdd’'s social and emotional competence.

The second model that was tested was a moderavadel, predicting that the
quality of the mother-child relationship would meoate the link between mothers’
reactions to children’s negative emotions and cailts emotion regulation and social
skills. This hypothesis suggested that the eff€ahothers’ reactions to children’s
negative emotions on children’s emotion regulafiod social skills would vary
depending on the quality of the mother-child relaship (i.e., interactional synchrony).
Specifically, it was expected that unsupportiveanal reactions to negative emotions
would be more harmful for children’s developmeneaofotion regulation and social
skills if the quality of the relationship was algoor (i.e., lower interactional synchrony
levels), and that they would have less of a negadffect on child outcomes if the quality
of the relationship was positive (i.e., higher ratgional synchrony levels). In contrast, it
was expected that supportive maternal reactiogkitdren’s negative emotions would
have a stronger positive effect on children’s depslent of emotion regulation and
social skills if the quality of the mother-childa&onship was also positive, and that their
positive effect would be weakened if the qualitytteé mother-child relationship was
more negative. The results of the present studyadi support the hypothesized
moderation model.

Eisenberg and colleagues (1998b) have suggesieththeffectiveness of
parental emotion socialization behaviours on ckilts development of emotional and
social competence is moderated by several paredimgnsions, including the quality of

the parent-child relationship. They theorized thatquality of children’s relationships



with their parents may influence how these childespond to parents’ emotion-related
parenting practices, including parents’ reactianshildren’s negative emotions
(Eisenberg et al., 1998a). The findings from thespnt study do not support this theory,
as none of the moderation models that were teséed significant.

Demographic Factors

Child age. Mothers of younger children reported using sigaifitly more
punitive reactions to their children’s negative ¢imas than mothers of older children in
this sample. However, follow-up analyses failediid significant differences in
mothers’ punitive reactions to 3, 4, 5, and 6 yalds' negative emotions. Past research
revealed that mothers’ use of punitive reactioflefeed a variable pattern as children
aged; Eisenberg and colleagues (1999) found th#ter®used more punitive reactions
with 6- to 8-year-olds than with 4- to 6-year olt®y used less punitive reactions with
8- to 10-year-olds than they did with the 6- toéayolds, and they used more punitive
reactions with 10- to 12-year olds than 8- to 1@ryads.

Children’s age also was significantly relatedheit social skills. Specifically,
older children in this sample exhibited less coapen and self-control skills than
younger children. Given that it is unlikely th&ildren lose cooperation and self-control
skills as they age, this finding may indicate timatthers’ expectations for children’s
cooperation and self-control skills increase ata that is disproportionate to children’s
actual development of these skills. That is, matio¢ older children may have strongly
heightened expectations of their children’s coop@naand self-control skills, resulting in

lower ratings of these children’s skills.
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Child gender. Mothers reported using significantly more expressi
encouragement reactions to boys’ negative emotlmans girls’, revealing that these
mothers accepted and encouraged their sons’ expmess negative emotions more than
their daughters’. This finding could be viewedeaglence against social constructionist
views of masculinity that state that the emotiocia@ation of boys discourages and
suppresses boys’ sense of vulnerability, and theis €xpression of emotion, whereas
girls are generally encouraged to express a braagerof emotions (e.g., Froschl &
Sprung, 2005). However, the present results calgiol be interpreted as evidence for
constructionist views of masculinity; the presesguits suggest that boys were
encouraged to expressgativeemotions, which is consistent with constructionist
theories’ suggestions that boys are encouragedrimion to traditional notions of
masculinity, such as expressing anger (Feder, lte€abean, 2010). Indeed, many
gender-based emotion socialization theories sudlgastoung boys are encouraged to
express certain emotions, such as anger, to segrdagree (e.g., Feder et al., 2010)
whereas young girls are encouraged to be passd/erapathetic with others’ emotions,
rather than focusing on their own emotions (e.faflin, Cole, & Zahn-Waxler, 2005;
Conway, 2005). Future research should clarify toimplex picture by determining
whether mothers encourage a range of boys’ negathations, or whether they
primarily encourage anger, rather than fear, sajreesembarrassment. Indeed, past
research has found that parents use less expresgiearagement reactions to their
school-age sons’ sadness than they do to theihtlensy sadness (Cassano, Perry-

Parrish, & Zeman, 2007).
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The present results could also be explained hydutional effects. That is, it is
possible that mothers encouraged boys’ negativdiensomore than females’ because
they perceived boys as having a lack of emotiowk@dge or emotional expression
(Roger, Rinaldi, & Howe, 2012). For example, Roged colleagues (2012) found that
mothers and fathers talked about their own emdaiates more with sons than daughters,
and they hypothesized that the extra emotion cogdhiat sons received may have been
an attempt to help scaffold and coach in a waywlmatld increase boys’ emotion
knowledge.

Socio-economic statusMeasures of socio-economic status (i.e., maternal
education, family income, and family structure) eveglated to maternal reactions to
children’s negative emotions, mother-child intei@tal synchrony, and children’s social
skills. Mothers with higher levels of educationded to use more problem-focused
reactions to children’s negative emotions and fgwaritive and minimizing reactions. It
is believed that lower levels of maternal educatiomassociated with poorer parenting
skills (Cole et al., 2007). It is possible thatmmeducated mothers are more aware of the
benefits of problem-focused reactions to childrer@gative emotions as they notice their
children learning to use the problem-solving styete that have been taught to relieve
their negative emotion. In addition, more educatedhers may be more aware of the
negative consequences of using punitive reactimtiseir children’s negative emotions
after they see that these reactions actually iseré@e child’s negative arousal (Jones,
Eisenberg, & Fabes, 2002).

Family socioeconomic status was also found to la¢e@ to mother-child

interactional synchrony levels in the free plakta®other-child dyads from families
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with higher annual incomes displayed higher lee¢isiteractional synchrony. This is
consistent with past research; Lindsey and collea@l997) found that fathers who held
lower status jobs were more directive in play vithir children, making more
suggestions and leading the interaction. Thdaikers with lower socioeconomic status
engaged in interactions with their children thatidabe classified as having low
interactional synchrony, due to their directive datling behaviour. It is believed that
lower socioeconomic status families experience nohrenic stressors and negative life
events that can adversely affect the parent-cbiltionship and parenting (e.g., Duncan,
Brook-Gun, & Klebanov, 1994)

Finally, children from families of higher socioemmic status exhibited more
cooperation skills, more self-control skills, antigher degree of general social skills
than those in lower socioeconomic status famili&sveral factors could contribute to
this link. For example, low socioeconomic statas heen associated with poorer parent-
child relationships (Fish, 2004), likely as a résilhigher rates of chronic stressors and
negative life events (Duncan, Brook-Gun, & Klebah®®4). It is possible that these
strained parent-child relationships affect pareatslity to directly teach social skills,
parents’ ability to provide modelling of appropeagocial skills that are meaningful to
the child, and children’s ability to attend to taial skills teaching that their parents do
provide. In addition, children in families withi@r socioeconomic status likely have
less access to social environments that provider atpportunities to learn and practice
social skills, such as sports teams, after-schanlactivities, and social outings with

friends.
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Study Limitations

The limitations of the present study primarilyatel to the sample that was used.
First, interactional synchrony was only assessedather-child dyads, and only
mothers’ reactions to children’s negative emotimese examined. Although the
recruitment methods did not specifically target Ineos, it was mothers who initiated
contact and followed through with participatiortiire study. As a result, the findings of
the present study can only be generalized to mathiéd interactions. The majority of
the research that has been done on emotion satiahzhas been done with mothers
(Kennedy Root & Denham, 2010). The research thatileen done with fathers has
shown that they have a distinct role in childreseselopment of emotional competence
(e.q., Eisenberg et al., 1996), but we are onliypeginning to understand how fathers
socialize emotions and how they impact childre®gadopment of emotional and social
competence (Denham, Bassett, & Wyatt, 2010; Kenfmbt & Denham, 2010). Future
studies should assess differences between int@natsynchrony in mother-child and
father-child dyads, as well as differences in tlagsvthat mothers and fathers react to
children’s negative emotions, and how they affédidcen’s development of social and
emotional competence. Information about fatheldcéynchrony and fathers’ reactions
to children’s negative emotions could then be caegbéo information about mother-
child synchrony and mothers’ reactions to childsemegative emotions with the same
child. For example, Lindsey, Mize, and Pettit (Zp8id not find any significant
differences in synchrony levels between motherechiid father-child dyads, but did find
that the amount of balance (a main component efactional synchrony) that occurred

during father-child interactions predicted childsesocial competence and peer
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acceptance levels, but that the amount of balanaagimother-child interactions did not
predict the children’s social competence levels.

Second, the study sample contained primarily Caianadyads. It would be ideal
to have a more ethnically diverse sample so thafitidings could be generalized to
other ethnicities. To date, cultural differencesnteractional synchrony and parental
reactions to children’s negative emotions havelydreen explored. One study that did
explore differences in interactional synchrony kestw cultures compared Caucasian
English families from England and Indian familiesaypracticed the Hindu religion
(Deater-Deckard et al., 2004). These researcbarsifthat the Anglo Caucasian parent-
child dyads displayed higher interactional syncgrimvels than the Indian parent-child
dyads. In addition, Lindsey and colleagues (2068hd that European American
mother-child dyads exhibiter higher levels of symety than African American mother-
child dyads. However, in a sample of low-incommifees, Criss and colleagues (2003)
found no differences between interactional synchiewels exhibited by European
Americans and ethnic minorities (i.e., primarilyrié&n Americans and a small sample of
“other ethnic groups”). With respect to predictadglity, Lindsey and colleagues (2008)
and Criss and colleagues (2003) each noted simsil@ions between interactional
synchrony levels and their child outcome measures &dolescents’ self-esteem and
prosocial behavior, and children’s antisocial betig\across ethnic groups. Future
studies should continue to examine interactionatyony and parental reactions to
children’s negative emotions with parents and chitdrom various ethnicities to
determine how these factors differ between cultareswhether they relate to various

child outcomes more or less in each culture.
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Method variance issues were also a limitatiorhefgresent study. Mothers’
reactions to children’s negative emotions, chiltBe&motion regulation skills, and
children’s social skills were all measured usingimeo-report questionnaires. Though
attempts were made to recruit fathers to attaimefateported levels of children’s
emotion regulation and social skills, these attesmyre unsuccessful. Multiple reports
from a variety of sources and contexts (e.g., gaed teacher reports) regarding
children’s emotional and behavioural presentationl be ideal because reports may
differ across environments and with alternate daeeg. In addition, the use of one
measurement method (i.e., parent-report questiogs)dor more than one study variable
increases risk of common method variance, whichacaficially inflate correlations.
However, results of the present study were genecalhsistent with others that have used
varied methods to measure maternal emotion soatadiz and children’s emotional and
social competence (e.g., Denham & Grout, 1993;ibery & Fabes, 1994; Fabes et al.,
2001; Garner & Estep, 2001; Lukenheimer et al.,7200cDowell et al., 2002; Perlman
et al., 2008; Perry et al., 2012; Trentacosta &F2010). In addition, common method
variance issues were reduced by using videotagerhutions to assess the quality of the
parent-child interaction.

Another methodological limitation of the presenidy is that a cross-sectional
design was used. The present study assumed thatnalaemotion socialization
behaviours precede children’s emotional and salgatlopment based on past research
that examined this developmental pathway (e.g.wBr& Dunn, 1996; Eisenberg et al.,

1999; Spinrad et al., 2004). However, the presssults cannot be used to draw causal
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conclusions, and changes that occur in these dewelotal pathways as children age
cannot be identified.
Directions for Future Research

The findings and limitations of the present stuelyeal several avenues for future
research exploring the relation between parentigkiationships and children’s
emotional and social development. Although we kaew that mothers’ reactions to
children’s negative emotions and mother-child iatéional synchrony are related to
children’s social and emotional competence, it widag helpful to know at what point in
development these links become most salient setrét intervention and prevention
programs can target families at the most advanteggeme. It would also be beneficial
to determine how the relations between emotionaiaation, quality of the mother-child
relationship, and children’s social and emotiormhpetence change as children age. For
example, Spinrad and colleagues’ (2004) findinggyssted that different maternal
reactions to children’s negative emotions were igte@ of children’s emotion
regulation skills at different stages of childredss/elopment. Future research on these
relations should be conducted with a longitudiresign to better clarify these
developmental pathways. Longitudinal researchctaido inform theory on the
directional effect of some of these relations. &ample, it would be beneficial to
clarify the degree to which children’s emotionatiamcial competence impacts their
interactional synchrony levels with their parenBy definition, interactional synchrony
assesses the actions of both the parent and chwigtkhas the fit between the two,
suggesting that children’s social and emotional pet@nce would likely affect their

ability to engage in a synchronous interaction.weeer, it is unknown to what degree
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children’s social and emotional competence andnparieild interactional synchrony
levels affect each other in these bidirectionahpatys.

Some of the findings from the present study acensistent with the hypotheses
and with studies that examined similar constructhie past. It is possible that the
present null results are accurate representatoanst is also possible that the null results
are due to the sample and methods that were Udsetefore, the links between maternal
reactions to children’s negative emotions, the ipuaf the mother-child relationship,
and children’s emotion regulation and social slsh®uld be examined with diverse
methodology and samples in future research to woatio clarify this complex field.

For example, future studies should be conductdld seamples of ethnically
diverse participants from a variety of socio-ecoroaasses. The present study was
conducted with a sample of primarily middle claSaucasian, two parent, educated
families. It is possible that stronger links betwematernal emotion socialization
behaviours, the quality of the parent-child relasiip, and children’s emotional and
social competence would be discovered in high&rs@nples (e.g., single parent homes,
low socioeconomic status).

Future research in this area should also makeapdforts to include fathers in
the sample. In many studies that successfullyreet both mothers and fathers, paternal
reactions to children’s negative emotions wererpfitéked to different child outcomes
than maternal reactions to children’s negative @net(e.g., Eisenberg et al., 1996; see
Denham et al., 2010 for a review). However, Denlaaich Kochanoff (2002) found few
results when they examined paternal emotion saei@in. Their results suggested that

paternal emotion socialization had less predighewer than maternal emotion
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socialization when predicting children’s emotioroldedge. By including both mothers
and fathers in this area of research, differencgmrenting behaviours can be observed,
and differences in mothers’ and fathers’ effect€loiidren’s developmental trajectory
can be examined.

Future research in this area would also benefihfmore diverse methodology.
Currently, the most common methods in the fieldegppo be to use self-report
guestionnaires to assess parents’ responses tiveshi negative emotions and parent or
teacher-report questionnaires to assess childeention regulation and social skills. It
would be helpful to use both questionnaire and as®nal data in a study to determine
how families’ ratings differ between the two metbtmgjies and whether there are
differences in the predictive power of question@aatings and observational ratings. By
comparing self-report and observational data,tips of research may provide
information about the degree of insight parentshagarding their typical reactions to
children’s negative emotions. In addition, thecdépancy between the present results
and Denham’s (1997) results could suggest thadlichils perception of their parents’
reactions to their negative emotions is more ptagiof children’s cooperation
behaviours than parents’ perceptions of their reast Future studies may benefit from
examining both parents’ and children’s perceptioingarents’ reactions to children’s
negative emotions to determine if meaningful disarecies occur. It would be
advantageous to determine how children’s percepfiiffier from their parents’
perceptions, and if these perceptions differ, waak be done to determine how to help
parents change their behaviour so that their amighrerceive them as helpful and

effective in guiding them to calm their emotionkhis information would be helpful
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when designing intervention and prevention progrérasaim to decrease parents’ use of
unsupportive reactions and increase their usepgd@tive reactions to children’s
negative emotions.

Future research in this area should also incotpargasures of children’s
temperament to better understand the unique raleeothild in the emotion socialization
process. The present study sought to advanceeldebly measuring the quality of the
parent-child relationship by assessing the actudrike parent and the child, as well as
the fit between the members of the dyad. Howeawesst studies of parental emotion
socialization, including the present study, doasgess children’s temperament when
examining the role of parental emotion socializati@haviors in children’s development
of emotional and social competence. Although & been shown that children whose
parents engage in maladaptive emotion socializ&tghaviors tend to exhibit poor
emotional and social competence, it is also betlélaat more (Zahn-Waxler, 2010).
Therefore, longitudinal studies that assess childremperament as a unique
contributing factor to the emotion socializatiom@ess are needed to gain insight into
these complex interacting pathways.

Applied Implications

The findings from the present study suggest thathers’ personal distress and
minimizing reactions to children’s negative emosipas well as lower levels of
interactional synchrony in mother-child interacBpmay be risk factors for problems
with children’s emotional and social developmeltothers’ expressive encouragement
reactions to children’s negative emotions and hidgneels of mother-child interactional

synchrony may serve as protective factors for chnts development of social skills. In
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addition, interactional synchrony levels in motlebitd interactions were shown to
directly predict children’s assertion skills, adndirectly predict children’s emotion
regulation and total social skills. Taken togethieese results reveal the importance of
the mother-child relationship in children’s healtbgychological development. These
findings add to the emotion socialization literatbwy clarifying relations between
mothers’ reactions to children’s negative emotiand children’s emotion regulation and
social skills, and by identifying the impact of theality of the mother-child relationship
on these relations. These findings may be useddan intervention and prevention
programs for children who exhibit poor emotion ragjon or social skills, and for
mothers who exhibit unsupportive reactions to thhkildren’s negative emotions. Ways
in which the present results may be used to infarevention and treatment programs
will now be discussed.

It is known that children’s behavioural and emo#bdevelopment is heavily
influenced by their parents, and that parentingfmas can cause or exacerbate young
children’s problems (e.g., Eyeberg, 1998; Hembregrk& McNeil, 1995). Eyeberg
(1988) theorized that most of the behaviour prolsiémat young children exhibit are
established through their earliest interactionsheir parents. She and others have
claimed that even in the cases where the childiblpm behaviours seem to originate
from biological factors such as difficult temperarher neurological defects, the
majority of the problem behaviours seem to be sifead by the patterns of interaction
between the parent and the child.

Clinicians working with children who exhibit emotial or social competency

issues need to be aware of maternal emotion sza&i@n and interactional synchrony,
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and in order to best serve the children they watk they will need to familiarize
themselves with techniques aimed at improving tnity of the parent-child

relationship and helping mothers learn how to radpo their children’s negative
emotions in a supportive manner. Parents can beagedd by mental health professionals
about the importance of supportive responding tloliedn’s negative emotions (e.g.,
Gottman et al., 1996). Additionally, family theyapan be used as a means for clinicians
to help parents identify and understand their lebbout negative emotions, challenge
and adapt irrational or maladaptive beliefs, anelperent training to teach them to use
supportive responses to their children’s negatimetens (e.g., McDonough, 1995;
2004). Similarly, parents can be taught aboutrauttonal synchrony and its importance,
then parent-child work can be used to increaseslyadponsiveness, balance, goal
sharing, turn-taking, eye contact, physical closenaffect sharing, and engagement
during their interactions. However, it must beawbthat these recommendations are
based on findings from a study that used prim&#ycasian participants. Further
research is needed to determine whether thesethdra approaches would be
appropriate for individuals from cultures with difing societal values and norms.

The present study revealed links between motheagtions to children’s
negative emotions, the quality of the mother-chdidtionship, and preschool-aged
children’s emotional and social competence. Theselts highlight the importance of
early intervention. Children who had poorer qyalélationships with their mothers or
whose mothers tended to react to their negativaienmin an unsupportive manner had
already started to show weaker emotional and soorapetence than those who did not

experience these family dynamics when they wersghieol-aged; therefore, the impact
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of poor emotion socialization and poor parent-chal@dtionships can be seen as early as
three years of age.

Early interventions with these families will beucral, as it is possible that
children’s social and emotional weaknesses coutdiine more entrenched if they are
exposed to these risk factors for longer periodbeir lives. From a developmental
psychopathology perspective (e.g., Cicchetti, 1980gn children begin down a
pathway of poor emotion regulation and undevelogeual skills and do not receive
appropriate early intervention, they may run tis& of integrating these weaknesses into
their self-concept and being labelled by teachedseers, thus creating more barriers to
learning appropriate social and emotional competaidls. In contrast, those who
receive early intervention and gain emotion regoiaind social skills are likely to be
exposed to even more opportunities to grow andldpyas they would be more
accepted by their peers and important adults anddawe more likely to choose equally
skilled peers to spend time with.

Intervention during the preschool years wouldamdy potentially interrupt
maladaptive developmental pathways for children itis also believed to be the most
effective time to provide intervention (e.g., HeedKigin & McNeil, 1995; Landy &
Menna, 2006\Webster-Stratton, & Taylor, 2001). There is noeottime in childhood or
adolescence that parents are in as strong of aqo® influence their children’s
behaviour in such a dramatic and pervasive wahi@gsdre when the children are
preschool-aged (Hembree-Kigin & McNeil, 1995). grthese early years the parents
are the center of their children’s world becausy throvide sustenance, nurturance,

safety, and learning opportunities (Hembree-Kigiivi&Neil, 1995). In contrast, as the
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children age they are increasingly influenced lgjrtpeers, teachers, romantic partners,
and others (Hembree-Kigin & McNeil, 1995). Therefat is critical that intervention
and prevention efforts are targeted toward younigiren and their parents, when they
remain highly influenced by their parents and tiheinaviour patterns are malleable.

The results also revealed several demographiaeias that were risk factors for
unsupportive maternal reactions to children’s negamotions. Specifically, mothers
with lower levels of education, who were single hests, and who had lower annual
family incomes tended to endorse fewer supporgaetions to children’s negative
emotions and endorsed more unsupportive reactilonaddition, mothers used more
punitive reactions in response to younger childser@gative emotions, and male children
were encouraged to express their emotions morefémaale children. These findings
reveal the importance of targeted prevention pmogréor at risk populations.

Results of the present study also revealed that @motion regulation skills were
a risk factor for poor social skills in childrenhereas stronger emotion regulation skills
were linked to greater social skills. These rasuttderscore the importance of
intervention and prevention programs that targettemn regulation skill development in
children. For example, children who exhibit poocial skills would likely benefit from
emotion regulation coaching. In addition, prevemgprograms that emphasize emotion
regulation skills could also be effective in pretieg social skill deficits, as these skill
sets are strongly linked. Again, prevention andyaatervention programs during the
preschool years should be emphasized as they kegduzbto be most effective (e.qg.,
Goodwin, Pacey, & Grace, 2003; Hembree-Kigin & MdNE95; Landy & Menna,

2006;Webster-Stratton, & Taylor, 2001).
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Appendix A. Demographics Questionnaire
Demographics Questionnaire
The Canadian Psychological Association recommdmatsrésearchers report the major
demographic characteristics of research particgpamb assist us in collecting this
information, please complete this brief questiorméise the back if needed). All data
are confidential and will not be used in any wagttldentifies you or your child. If you
have any questions concerning any of the itemssplelo not hesitate to ask them.

Child’s Name

Today’s Date

Child’s birth date (please include day, month, gedr)

Child’s current grade

Child’s gender

Your relationship to child (e.g., mother, father)

Parents’ Marital Status

Married

Divorced

Separated

Living together

Remarried

None of the above (Please Specify: )

Ooo0ooOooo

Who does the child live with most of the time?

Mother

Father

Step-father

Step-mother

Other (Please Specify: )

OoOoOooono
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Father’s education

OO0O000000

Less than 7 years

Junior high school (Grade 9)

Some high school (Grade 10 or 11)

Graduated from high school or equivalent high stdgdoma
Some college or university (at least one year)

Graduated from college or university
Graduate/professional school (e.g., Master’s, Bh.D.
Other

Mother’s education

OO0O000000

Less than 7 years

Junior high school (Grade 9)

Some high school (Grade 10 or 11)

Graduated from high school or equivalent high stdgdoma
Some college or university (at least one year)

Graduated from college or university
Graduate/professional school (e.g., Master’s, Bh.D.
Other

Please describe stepparents’ education if appcabl

Stepmother:

OOO0000O0a0

Less than 7 years

Junior high school (Grade 9)

Some high school (Grade 10 or 11)

Graduated from high school or equivalent high stdgdoma
Some college or university (at least one year)

Graduated from college or university
Graduate/professional school (e.g., Master’s, Bh.D.
Other
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Stepfather:

Less than 7 years

Junior high school (Grade 9)

Some high school (Grade 10 or 11)

Graduated from high school or equivalent high stdgdoma
Some college or university (at least one year)

Graduated from college or university
Graduate/professional school (e.g., Master’s, Bh.D.
Other

OO0O000000

Mother’s occupation

Father’s occupation

Please describe stepparents’ occupations if ajgdica

Mother’s ethnicity: (please choose the one thatljést)

South Asian

East Asian
Caucasian
African Canadian
Caribbean
Hispanic

Native Canadian
Biracial - Please Specify
Multi-racial - Please Specify
Other — Please Specify

OO0O0O000000O0




Father’s ethnicity (please choose the one thabéts):

OO0O0O000000O0

South Asian

East Asian

Caucasian

African Canadian
Caribbean

Hispanic

Native Canadian
Biracial - Please Specify

Multi-racial - Please Specify

Other — Please Specify

If applicable: Stepfather’s ethnicity

OO0O000O0Ooo0ooagd

South Asian

East Asian

Caucasian

African Canadian
Caribbean

Hispanic

Native Canadian
Biracial - Please Specify

Multi-racial - Please Specify

Other — Please Specify

If applicable: Stepmother’s ethnicity

OO0O000O0Ooooagd

South Asian

East Asian

Caucasian

African Canadian
Caribbean

Hispanic

Native Canadian
Biracial - Please Specify

Multi-racial - Please Specify

Other — Please Specify
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Has your child been diagnosed with a disabilityaqsychological disorder?

If so, please specify

Has your child been suspected of having a leardisgyder?

If so, please specify

Do you think your child has a disorder of any kind?

185

If so, what do you think the child has?

Is your child receiving any psychological services?

If so, please describe:

Does your child have a serious illness?

If so, please specify

Is your child currently taking any medications?

If so, please specify

Approximate total annual income of parent(s) whe lvith the child

Under $30 000

$ 30 000 to $60 000

$ 61 000 to $100 000
$ 101 000 to $150 000
$ 151 000 to $250 000
Over $250 000

OO0OooOooan

Does your child have any siblings? If so, pleaskciate gender and date of birth for

each child.

How would you describe your child as an infant®.(eeasy, difficult, slow-to-warm up)




Imagine that your child came to you and told yoat #tnother child hit your child while
they were playing on the playground. What would &l your child to do?

Imagine that your child came to you and told yoat #tnother child was telling other
children not to be friends with your child. Whabwd you tell your child to do?

Please tell us anything else that you think we khkoow:

186



Appendix B. Corresponding Items between the BRIEF iad BRIEF-P

187

ltem BRIEF-P item number BRIEF item number

Overreacts to small problems

Has explosive, angry outbursts

Becomes upset too easily

Has outbursts for little reason

Mood changes frequently

Small events trigger big reactions

Angry or tearful outbursts are intense but end sutd

Reacts more strongly to situations than other obid

1 1
6 7
11 70
16 25
21 26
26 64
31 62
36 45
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