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ABSTRACT 

This thesis describes the construction of a new children's self-report scale for 8 -12 

year olds, measuring emotion regulation in middle childhood. Emotion Regulation 

represents an individual's attempts to modulate their expressive or experiential aspects 

of emotion. Psychologists identify emotion regulation as a key developmental task for 

children in middle childhood to master, as it has implications for social competence, 

attention, and even mental health. There have been few psychometrically valid 

measures available to investigate emotion regulation in children, particularly in the 8 

to12 year old age group. Fewer still are expressed in children's own vernacular. 

Therefore, construction of the Children's Emotion Regulation Scale (CERS) was based 

on Clarbour and Roger's (2004) methodology for an older adolescent sample, with 

developmentally appropriate adaptations. 

Exploratory principal axis factor analyses of the responses of 236 children to an 

initial pool of items generated from emotion vignettes, yielded three factors. These 

factors were labelled Emotional Reactivity, Active Regulation and Malevolent 

Aggression. Gender differences indicated that girls scored higher on the Emotional 

Reactivity subscale, whilst boys scored higher on Malevolent Aggression. Simple main 

effects revealed an age by gender interaction on the Active Regulation factor, with 12 

year old boys evidencing significantly lower mean scores than 8 or 9 year old boys or 

12 year old girls. Conversely, girls showed no change across ages on the Active 

Regulation factor. These gender differences are interpreted in terms of differential 

emotion socialisation practices for girls and boys. 

1 
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1. INTRODUCTION 

1.1 Overview 

In the times of Greek philosophy, emotion was conceptualised as being an 

irrational, primitive phenomenon that interfered with higher ordered processes such as 

cognition and reason (Cole, Michel, & O'Donnell Teti, 1994). This perspective may still be 

evident in much of the clinical literature, where children with psychopathology are often 

described as being "emotionally disturbed" (Casey, 1996). This insinuates that the 

difficulties the child is experiencing are fundamentally driven by emotion, which is 

impairing what would otherwise be rational, normal behaviour. However, it is important to 

keep in mind that emotions do not force an individual to behave in a certain way, rather 

they make it more likely that the individual will do so (Gross, 2002). For example, when 

someone feels angry they may raise their voice or lash out but they do not always do so. 

Affect can also be regulated so that the expressive or experiential aspects of 

emotion can be modulated to meet situational demands (e.g. Chicchetti, Ganiban & Barnett, 

1991; Gross, 1995, 1998, 1999, 2000; Salovey, Hsee & Mayer, 1993; Shields & Chicchetti, 

1997). Campos (1994), purports it is the widely held belief that emotions simply disorganise 

or cause interference in both analysis and cognitive processing that has slowed down 

research into emotion regulation. Despite emotion being regarded as the cornerstone of 

human experience, little research has considered the role of emotion in developmental 

psychopathology. More specifically, although clinical models of psychopathology and 

therapeutic change focus on the problematic aspects of affect (either implicitly or 

explicitly), few theorists have investigated the role of emotion regulation in children at risk 

for psychological disorders compared to normative development (Shields, Ryan & 

Chicchetti, 2001; Southam-Gerow, & Kendall, 2002; Sroufe & Rutter, 1984). Definitional 
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issues aside, perhaps what is preventing this research is a lack of measures available to 

capture the concept of emotion regulation in children, be they either normative or clinical 

populations (Shields & Chicchetti, 1997). Therefore, before a detailed investigation of the 

role of emotion regulation in psychopathology can be undertaken, there is a very real need 

for developmentally appropriate tools to ascertain the types of regulatory skills children use 

when they experience emotion (Clarbour & Roger, 2004; Shields & Chicchetti, 1995). Such 

measures need to be expressed in a child's vernacular so that children can understand and 

identify the types of thoughts, actions and feelings which may be employed when they 

attempt to modulate their experience and expression of emotion. 

At present there is a paucity of measures available to research emotion regulation in 

children, despite the importance of this construct. There is general agreement that emotion 

regulation is a significant developmental milestone for a child (Campos, 1994; Cole et al., 

1994; Shields & Chicchetti, 1997; Southam-Gerow, & Kendall, 2002). In the simplest form, 

it reflects an ability to modulate the expression of negative emotions whilst in its more 

complex form it is an integral part of socioemotional competence, the development of 

complex social relationships and mental health (Campos, 1994; Eisenberg et al., 1996; 

Gross & Muniz, 1995; Southam-Gerow, & Kendall, 2002). Emotion regulation can be 

viewed as an ongoing process of an individual's emotion pattern due to the ever-changing 

contextual demands of the environment (Cole et al., 1994). Therefore, an individual's 

resources for regulating emotion in changing contexts form individual patterns of emotion 

regulation. Under certain conditions, particular patterns of emotion regulation may impair 

functioning, place an individual at risk of, or become symptoms of psychopathology (Cole 

et al., 1994; Dodge, 1991; Rottenberg & Gross, 2003; Southam-Gerow, & Kendall, 2002). 



Those scales that are available, such as the Emotion Regulation Checklist or the 

Emotion Regulation Q-Sort (Shields & Chicchetti, 1997), rely on a caregiver or doctoral 

level students' perspectives as to which behaviours constitute a child's emotion 

management repertoire. There are very few measures of emotion regulation which rely on 

children's self-report and which are expressed in a child's vernacular. One of the few 

measures that does is an adolescent Emotional Behaviour Scale constructed by Clarbour 

and Roger (2004). However, the authors also included an older adolescent sample and 

analysis by age showed some differences in the responses of older and younger children 

(Clarbour & Roger, 1999; 2004). This finding highlights the need for the construction of a 

self-report scale that assesses those regulatory strategies children in middle childhood may 

use when experiencing various emotions. 

4 

Firstly, before the concept of emotion regulation is explored further or discussion on 

the construction of an emotion regulatory scale can proceed, it is necessary to clarify several 

key terms and concepts. 



1.2 Definitions of Key Concepts 

1.2.1. Emotion Defined 

5 

There are numerous definitions of what constitutes emotion, mostly due to the 

variety of theoretical paradigms that researchers embrace (Strongman, 2003). Each 

researcher's definitions are flavoured by what they see as the quintessence or core of affect 

(Dodge, 1991). Some definitions of emotion have been that it is the epiphenomena of 

cognition, physiological arousal states, action tendencies and expressive behaviours that are 

discrete in duration (Dodge & Garber, 1991; Hesse & Chicchetti, 1987; Izard, 1972; 

Plutchik, 1980). Izard (2002), defines emotion as a vital feature of human nature, 

representing not only humankind's biological and cultural inheritance, but also how an 

individual adapts to their physical and social environment (Ekman & Friesen, 1971; 

Plutchik, 1980). Emotions are seen to be omnipresent in individuals' lives. They form a 

basis for morality and conscience, through concepts such as empathy and compassion 

(Eisenberg & Fabes, 1998; Hoffman, 2000). Emotion also alerts people to possible danger, 

plays a role in evolution and progresses individuals towards important goals (Cole et al., 

1994; Damasio, 1999; Izard, 2002). 

A more concise definition is that emotion organises human functioning. Certain 

emotions serve specific purposes, coordinating the needs of an organism and the demands 

of the environment (Campos, 1994; Cole, et al., 1994). Emotions evoke a number of 

coordinated behavioural, experiential and physical responses that influence how an 

individual reacts to challenges and opportunities (Gross, 2002a). For example, sadness can 

be seen as facilitating the release of desired objects or goals so that no more effort is 

expended on them, whilst also eliciting support from others (Cole et al., 1994). Emotions 

arise when there is something in jeopardy that an individual values as important (Gross, 



2002). On occasion, emotions seem to be triggered automatically, such as when someone 

recoils in fear at the sight of a snake (LeDoux, 1995). At other times, emotion is the result 

of an in depth analysis of meaning, such as when an individual hears a comment they 

construe as demeaning which has been made about a companion (e.g. Frijda, 1986). 

1.2.2. Emotion Regulation Defined 

6 

Although recent definitions of emotion regulation have been implied rather than 

clearly demarcated, a broad definition of the term seems to be materialising (e.g. Cole et al., 

2004; Thomson, 1994; Walden & Smith, 1997). However, the broad conceptualisation of 

what constitutes emotion regulation is not without controversy. A current dialectic that is 

evolving in recent literature is whether it is possible to discriminate between the occurrence 

of an emotion and the ability to regulate it (see Langlois, 2004). Some researchers argue 

there is a definite distinction between the experience of an emotion and an attempt to 

regulate it, whilst others argue that emotion and emotion regulation are inseparable 

(Campos, Frankel & Carnras, 2004; Cole, et al., 2004; Gross, 1998; Hoeksrna, Oosterlaan & 

Schipper, 2004; Lewis & Steiben, 2004; Raver, 2004). 

At present, the pendulum seems to be swinging towards a clear differentiation of the 

two (e.g. Cole et al., 2004; Gross, 2003; Izard, 2002). Goldsmith and Davidson (2004) 

argue that the distinction between emotion and emotion regulation is a useful heuristic, and 

perhaps the differentiation lies in the realms of affective neuroscience, cognitive science 

and the interactions between individual differences and contexts. In their research, they 

argue for evidence indicating a neural substrate for emotion regulation. Other studies have 

shown that when participants reported emotional experiences there were changes in blood 

flow across a range of sites in the brain. This has involved areas from the brain stern to the 
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cortex (Damasio, Gabrowski, Bechara et al., 2000). Comparatively, it is specifically cortical 

areas of the brain in a small number of sites that show blood flow when conscious cognitive 

activity such as cognitive reappraisal occurs (Lewis & Steiben, 2004). Lewis and Steiben 

argue for this as evidence for a separation of the processes of emotion and emotion 

regulation. 

Emotion regulation concerns the ability to regulate emotional expression and 

emotional experience (Shipman, Penza & Campion. 2000). It has been defined as a 

"dialectical construct involving both emotion as a behaviour regulator and emotion as a 

regulated phenomenon" (Southam-Gerow & Kendall, 2002, p. 193). Emotion as being 

regulated refers to changes that have occurred in the emotion that has been triggered (Cole, 

et al., 2004). This can include changes in emotion intensity, whether an emotion changes in 

valence, or the duration of the experienced emotion (Thompson, 1991; 1994). Emotion as a 

regulator denotes modifications that occur as a result of the emotion that has been activated 

(Cole et al., 2004). 

Emotion regulation can be accomplished through goal orientated monitoring, 

appraising, and modifying emotional reactions through extrinsic and intrinsic processes 

(Southam-Gerow, & Kendall, 2002; Thompson, 1994). It also implies ordering and 

adjusting of emotion rather than an emotional restraint (Cole et al., 1994). It needs to be 

kept in mind that although a decrease of negative emotion is often the focus, emotion 

regulation can also entail increasing positive emotion or maintaining a current level of 

affect (Parrott, 1993). Gross (2003), refers to emotion regulation as the methods by which 

an individual seeks to influence which emotions they experience, when they experience 

them, and how they engage with and express them 
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1.2.3. Emotion Dysregulation Defined 

Definitions of emotion dysregulation tend to be very sparse in comparison with 

definitions of emotion regulation (Cole et al., 1994). Those definitions which have been 

attempted comprise a small range of eclectic ideas which are somewhat ambiguous in 

meaning (Cole et al., 1994; Keenan, 2000; Thompson & Calkins, 1996). Part of the 

difficulty in defining dysregulation lies in the conceptualisation of what actually constitutes 

emotion regulation (Cole et al., 2004; Eisenberg & Spinrad, 2004). Thompson (1994) 

believes this is because definitions of effective regulatory strategies such as success in 

social functioning, modulation of experiences and control of emotional arousal are too 

broad. In turn, he argues that many of the behaviours that are heralded as indicating a lack 

of emotion regulation, or 'dysregulation', such as elevated heart rate, crying, and fussiness 

are in fact typical behaviours. Cole and colleagues (1994) argue for the term 'dysregulation' 

over 'unregulated' as dysregulation suggests a normal, adaptive regulatory practice which is 

simply operating in a dysfunctional way. 
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When thinking about dysregulation, it is important to keep in mind that those events 

that shaped individuals' emotions in times gone by can be very different from today's 

physical and social environments (Gross, 1999). This means that emotions can sometimes 

be misleading, which in turn could lead to a vulnerability to dysregulation (Rottenberg & 

Gross, 2003). For example, fear promotes higher levels of vigilance and arousal which may 

have been adaptive in the history of humanity. Higher arousal levels promote adrenalin 

which activates the fight or flight response and sends extra blood to major muscle groups to 

enable action. Historically, this was to promote escape from life threatening dangers in the 

environment such as wild animals (Nesse, 1987). This was adaptive in that it kept 

individuals and their families from being wounded or killed whilst trying to hunt. However 

in today's more domesticated world where they may be less constant risk of attack, high 

fear levels can be misleading. Fear can cause individuals to experience elevated anxiety 

levels where there is no threat. This can have a profound effect on people's lives. Excessive 

fears can stop people from going out in public, invoke panic attacks, prevent social contact 

or generally obstruct an individual's goals and opportunities in life (Ohman, 1993). This is 

not to say that fear is always maladaptive, just that high levels of unnecessary fear can 

adversely affect individual's lives in today's social environment. 

When defining the construct of affect dysregulation in children, the caregiving 

environment also needs to be taken into account. Children will develop ways of responding 

to a negative caregiving environment which will then affect their development of emotion 

regulation (Field, 1994; Gable & Isabella, 1992; Spangler, Schieche, Ilg, Maier & 

Ackerman, 1994). Taken out of a negative home environment, these strategies may be seen 

as dysfunctional, but when they are considered in context they may be seen as highly 

adaptive (Keenan, 2000). One way of resolving this paradox is to consider whether the child 



is still able to function effectively in other areas outside of the home. For this reason, 

definitions of emotion dysregulation may need to encapsulate both contextual factors and 

levels of impairment associated with the regulatory tactics (Keenan, 2000). This is 

especially pertinent to assessment of children in this area. 

10 

Emotion dysregulation can be explained as occurring when emotions which are 

ordinarily considered representative and functional in certain circumstances are inaccessible 

to an individual. This implies that access to some adaptive, fundamental feature is 'blocked' 

in some way (c.f. Cole et al., 1994; Gross, 1999). Keenan (2000) refers to emotion 

dysregulation as having an organisational function. She defines the concept as an inability 

to respond to stimuli with well maintained control, yet this does not imply a controlled 

response as signifying a lack of change. Dysregulation does not always denote rigid, 

inflexible responses to emotion, but perhaps a lack of consistently regulated responses 

across situations (Barrett & Gross, 2001). 

1.3 A Functionalist Theory of Emotion 

The basis for constructing a measure of emotion regulation should consider a 

comprehensive theory of emotion and emotion regulation. As mentioned above, when 

discussing emotion, it is important to take into account which theoretical model the writer is 

hailing from. This will delineate specifically which aspects of emotion are discussed (Izard, 

2002). For example, a theorist coming from a neuropsychological standpoint might define 

emotion in terms of criteria such as neuromuscular, electrochemical and physiological 

responses or discussion of the limbic circuit and amygdala (Izard, 1974; Phillips, 2003). An 

author who favours a developmental theory of emotion may discuss emotion in terms of 

pathways, the acquisition of age appropriate regulatory skills and the way this maps onto 
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temperament, psychosocial and cognitive development (Chicchetti, 1993; Eisenberg, Fabes, 

Murphy, Maszk, Smith & Karban, 1995; Shields & Chicchetti, 1998). 

In discussing the need for a comprehensive theory of emotion, Lazarus, (1991; in 

Strongman, 2003) proposes twelve aspects that a definitive emotion theory should cover. 

These include definition, how to differentiate between emotion and non emotion, whether 

emotion is continuous or discrete, the role of physiology, linkages between cognitions, 

motivation and emotion, the way in which emotional functions are interdependent, 

biological and sociocultural considerations, how emotion is generated, issues of emotional 

development, how emotion affects an individual's general wellbeing, and the influence of 

therapy on emotion. There are very few emotion theories that do specifically address every 

principle that Lazarus, or in fact others such as Oatley (1992), outline. Many theorists do 

not include such a broad approach in their definitions (Strongman, 2003). One theory that 

does attempt to address many of Lazarus' (1991) criteria, and which maps onto a 

developmental perspective and process model of emotion regulation, is functionalist theory. 

From a functionalist stance, emotions are viewed as adaptive processes that serve as 

a way to organise behaviour into the social, cognitive and perceptual domains of human 

development (Barrett & Campos, 1997; Campos, Barrett, Lamb Goldsmith & Stenberg, 

1983). Emotions provide specific functions for the different types of environmental 

demands experienced by the individual. According to this viewpoint, emotions are not just 

responses that need regulation but also "regulators of environmental interactions" (Fox, 

1994, p. 4). Whilst they have the potential to interfere with an individual's functioning, they 

also guide and motivate individuals to pursue important, adaptive goals (Thompson, 1991). 

Individuals experience both positive and negative affect (Parrott, 1993). Negative emotions 
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tend to signal the need for an individual to readjust or alter their behaviour (Pratto & John, 

1991). Failing to heed these emotion cues could be dangerous as this could mean that an 

individual does not attempt to evade possible harm (Quigley, Feldman & Barrett, 1999). On 

the other hand, positive emotion seems to have the function of motivating an individual to 

increase new social and intellectual behaviours or perhaps make new acquaintances. These 

may provide resources for certain negative events that require regulatory strategies in the 

future (Gross, 2002a). 

Proponents of a functionalist/developmental theory of emotion propose that by six 

months of age, most children have expressed basic emotions such as disgust, happiness, 

fear, anger, sadness and surprise (Izard, 1994; Sroufe, 1996). Campos and colleagues (1983) 

document the presence of emotions such as guilt, shame, pride and envy in toddlers which 

goes along with their cognitive developments and socialisation. 

One of a child's major developmental tasks is to master the use of emotional display 

rules (e.g. Keenan, 2002; Eisenberg et al., 1995). These rules dictate when and where it is 

appropriate to express certain emotions, and which expressions to substitute that are 

considered socially acceptable (Saarni, Mumme & Campos, 1998). For example by age six, 

children are able to differentiate between how a character in a story may look and 

explaining how they would actually feel (Gross & Harris, 1988). 

1.4 A Process Model of Emotion Regulation 

Leading on from a functionalist account of emotion, where emotions can facilitate 

or disrupt daily functioning, is an individual's capacity to regulate their emotions (Keenan, 

2003). It is important therefore to see emotion regulation in the context of an individual's 
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goals (Fujiki, Brinton & Clarke, 2002). Gross (1998, 1999) has proposed two broad types of 

emotion regulation: antecedent1ocused emotion regulation and response1ocused emotion 

regulation. 

Antecedent-focused emotion regulation occurs before emotional response 

tendencies are produced, whilst response-focused emotion regulation occurs after emotional 

response tendencies have occurred (Gross, 1998). Antecedent-focused strategies involve 

"modifying the inputs into the emotion system" (Gross, 1999, p. 288) by attempting to 

control some aspect of the external or internal environment. Within these two broad 

categories are five more specific emotion regulatory approaches (Gross, 1998; 1999; 2002). 

The first antecedent-focused strategy is situation selection, which involves choosing which 

environment to position oneself in. Situation selection involves a consideration of the merits 

of the short term versus long term benefits of this strategy (Gross, 2002a). To illustrate 

these approaches, Gross (1998), draws the analogy of an important exam. In situation 

selection you decide to meet a friend for dinner who always makes you laugh rather than 

joining a number of nervous students for a last minute study session. The second strategy 

entails situation modification or changing a problematic situation to alter its emotional 

impact. This has also been described by other theorists as problem focussed coping 

(Lazarus & Folkman, 1984). For example, if your friend at dinner asks if you are prepared 

for the exam, you would make it clear you wanted to talk about something else (Gross, 

1999). The third strategy involves attentional deployment, which is attending to one specific 

aspect of a situation over another. An example of this may be suddenly distracting oneself 

by counting the seats at the cinema rather than paying attention to an upsetting scene in the 

movie. The fourth strategy is modifying the way emotional relevant stimuli are evaluated 

through cognitive reappraisal (Gross, 1998, 1999). This may involve choosing one of many 
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interpretations assigned to a certain situation. The personal meaning an individual assigns to 

certain circumstances is very important because it can yield a powerful influence over the 

experience of the emotion, and the behaviour and physiological changes which follow 

(Gross, 2002a). Returning to Gross' example, while at dinner discussing your upcoming 

exam, you may remind yourself your exam is 'just a test of facts' rather than a measure of 

you as a person. 

Response-focused emotion regulation comes much later in the generation of 

emotion with a strategy known as response modulation. This is where an individual 

modifies physiological, behavioural or experiential tendencies to respond a certain way 

(Gross, 1998). An example of this would be taking deep breaths or hiding your anxiety 

whilst sitting your final exam. 

The basic claim of Gross' process model of emotion regulation is that the two types 

of regulatory strategies differentially impact exactly when they affect the emotion 

generative process (Gross, 2002, 2002a). By comparing the two different strategies it can 

then be investigated whether each emotion strategy has differential consequences (Gross, 

2003). The very nature of an antecedent focused strategy is that an individual will modify 

behaviour, thoughts or possible physiological changes before response tendencies are fully 

activated (Gross, 1998). For example, down regulating emotion through reappraisal should 

theoretically divert the course of the emotional response. Therefore this should lessen the 

impact of behavioural, experiential and physiological responding (Gross, 2002a). 

Alternatively, respondent based strategies require an individual to undertake suppression or 

modification once a response tendency has been elicited (Gross, 2003). Suppression may 

decrease the expression of emotion, but not the experiential factors. It could even increase 
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physiological responding due to the effort expended in continually inhibiting expression of 

the emotion felt (Gross, 2001, 2002a). 

Studies by Gross and colleagues (1998; Gross & Munoz, 1995; Rottenburg & 

Gross, 2003) have proposed that it is useful to distinguish between these patterns of emotion 

regulation. Antecedent-focused regulation can reduce emotional responding whilst 

response-focused forms of emotion regulation may increase physiological responses. 

Suppression may also cause decreases in cognitive functioning because of the amount of 

cognitive resources expended to constantly monitor and repress expression of emotion 

(Gross, 2003a; Richard & Gross, 2000). There also may be social consequences to 

suppression. Research has indicted this type of emotion regulation can disrupt conversation 

and increase blood pressure, both in the person suppressing and the partner individuals were 

communicating with (Butler, Egloff, Wilhelm, et al., 2003). There is also evidence that 

suppression inhibits rapport building and relationship formation (Butler et al., 2003; 

Lieberman & Rosenthal, 2001; Gross, 2002a) which can have negative implications both 

for social competency and intimacy (Eisenberg, 2002; Gross, 2002). Suppression may 

inhibit the emotion cues that escalate during a conversation through behavioural mimicry 

(Neumann & Strack, 2000). This can be positive or negative depending on whether an 

individual desires to put some distance between themselves and the person they are 

interacting with. It may also serve to disrupt the escalation of negative affect such as anger, 

anxiety or sadness (Butler et al., 2003). 

It can be argued that emotion regulation is neither essentially good nor bad; for 

example, the types of strategies that allow a surgeon to focus on professional, successful 

treatment for a bums victim (e.g. Smith & Kleinman, 1989) could also prevent vicarious 
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empathic distress in a torturer (Bandura, in Gross, 2002a). However different strategies may 

have differential impacts on the emotion-generative process (Gross, 1998; 2002; 2002a). 

Gross' (1998) research indicated that individuals who engage in response-focused emotion 

regulation, such as inhibiting emotional expression may still experience feelings of disgust 

and sympathetic nervous system activation when viewing an amputation documentary. 

Conversely, individuals in the same condition instructed to use an antecedent focused 

strategy of reappraisal, reported decreased disgust and no observable physiological 

consequences (Gross, 2001). Gross and Levenson (1993, 1997) also found physiological 

increases when participants suppressed expression of amusement and sadness, yet no 

physiological activation when asked to suppress during neutral stimuli. In a recent study 

(Gross & John, 2002) individuals reported that the more they suppressed expression of 

negative emotions, the more negative emotion they felt and the less likely they were to 

experience and express positive emotion. By contrast those individuals who predominantly 

used reappraisal experienced less negative emotion and expression and more positive 

emotion and expression (Gross & John, 2002.) 

While there needs to be more investigation into other forms of emotion regulation, 

this research indicates that reappraisal may be a more favourable strategy than suppression, 

but only in some circumstances (Gross, 1999). There may be times when it is too late to use 

reappraisal or it would be inappropriate or even maladaptive to do so (Gross, 2002). For 

example, an individual who needs to give up cigarettes to reduce risk of a heart attack 

would be unwise to cognitively reappraise their own feelings of guilt whilst smoking 

against doctor's orders. In this instance, guilt may help to achieve the individual's goal to 

quit smoking. 



1.5 Children's Development of Emotion Regulation 

From a developmental perspective, changes in cognitive abilities, acquisition of 

language skills, and a developing nervous system and brain are all features that enable the 

development of emotion regulation in young children (Keenan, 2002). Goldsmith and 

colleagues (1997; 2004) indicate that emotion regulation is also a partially heritable 

condition. Identical twins were seen as more similar than fraternal twins on affect 

regulatory measures reported by their parents. 
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At an early age parents also teach young children techniques for self regulation, 

soothing and social strategies (Walden & Smith 1997). Later in development, parental 

instruction involves giving more specific directions verbally as to how to modulate emotion 

(Thompson, 1991) or discussing ways of dealing with feelings (Saarni, 1997). As infants, 

children need to learn to regulate emotion via the parasympathetic nervous system (Porges, 

1991). Around the first year of life babies learn to have some control over the way they feel 

by responding to situations by degrees instead of extremes (Thompson, 1991). From here 

emotion regulation develops with babies learning skills such as enduring greater amounts of 

stimulation without growing upset, changing the pitch of their cry, or even suppressing a 

desire to cry (Keenan, 2002). Studies involving eliciting anger from infants have also shown 

that strategies such as self soothing and orienting were more likely to transpire in periods of 

decreasing negative affect than increasing negativity (Stifter & Braungart, 1995). Infants 

were also more likely to use such strategies when they were distressed compared to periods 

of positive or neutral emotion (Calkins & Johnson, 1998; Rothbart & Bates, 1998). 

Observations of children under difficult conditions which provoke negative emotions also 

provide evidence for the construct of emotion regulation (e.g. Cole, Martin & Dennis, 2004; 

Diener, & Mangelsdorf, 1999). Toddlers separated from their mother, whose emotional 



expression was concurrently separately coded from self regulatory efforts, showed that 

there was less evidence of negative affect during the times the toddlers were engaging in 

behaviours such as self distraction (Grolnick, Bridges & Connell, 1996). 
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Bell and Wolfe (2004) propose that the best way to understand the regulatory 

aspects of emotion is to consider it based within the wider framework of the relations 

between cognition and emotion. Cognitive developments and mental representations allow 

children to remember successful strategies for regulating experiences such as separation 

anxiety (Keenan, 2002). As cognition becomes more sophisticated, the types of strategies 

children use also become more complex (Bell & Wolfe, 2004). For example, in adolescence 

an individual who is shy may realise he needs to make more of an effort to be accepted by 

his peers. He may wish to test a mental hypothesis as to whether being more active and 

involved in activities with others will help him to make new friends and feel better. He may 

try to overcome his shyness by cognitively reframing situations as less threatening, 

expressing positive affect such as smiling at friends, and running round the rugby field with 

others or listening to music to uplift his mood before going to a party. In doing this he is 

attempting to upwardly regulate feelings of happiness and enjoyment. These may be more 

sophisticated attempts at regulation than say those of a younger child who may simply turn 

their attention away from something that upsets them (Keenan, 2000). 

According to Piaget's theory of cognitive development (Piaget, in Berk 2001), 

children aged 2- 6 years are passing through the Preoperational stage. This involves the 

development of symbolic function, intuitive problem solving, egocentric thought and the 

ability to see relationships between objects. Middle childhood from the age of 6 through to 

11 or 12 years involves the Concrete Operational stage of cognitive development. These 
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children are able to take the role of others, think logically, and classify objects into 

hierarchical constructs (Berk, 2001). From the age of 11 onwards, children begin to develop 

the ability to think abstractly, seek to verify mental hypotheses and undertake complex 

reasoning and problem solving strategies (Keenan, 2002). In terms of emotion regulatory 

strategies there should then be a subtle shift from relying on caregivers to facilitate changes 

in emotion and expression, to refocussing or distracting attention, to choosing to reinterpret 

a situation to change the way one feels, (Band & Weisz, 1988) 

It is in middle childhood that most children begin to realise that their own emotional 

experiences may be different from those of other people around them (Keenan, 2002). They 

also learn which regulatory strategies may work best for them and develop a broader 

repertoire of emotional responding (Saarni, 1997; Thompson, 1994). With advances in 

cognitive development children can more accurately appraise the amount of controllability 

they have over a situation (Band & Weisz, 1998), intentionally switch their thoughts to 

something less aversive if they cannot control a situation (Saarni, 1997) and use symbolic 

representation to redefine the way they construe a situation (Eisenberg, 2001). Overall they 

are able to generate a greater number of possible responses by considering a problem or 

situation from a number of different perspectives (Eisenberg et al., 1996). Thompson (1994) 

argues that the development of emotion regulation also needs to be considered from the role 

of social relationships. This is due mostly to the implicit and explicit ways people contribute 

to moderating emotion in others. In this way the development of an individual's current 

emotion regulation strategies are also affected by the history of interpersonal interactions 

and regulatory strategies among members of an individual's significant social group 

(Walden & Smith, 1997). This means alongside cognitive development, an individual's 

emotion regulation develops within the domains of their social group as well as their family. 
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It can be posited that middle childhood is a time of emotional development where 

children expand on many of the skills they have acquired through the early years of their 

life (Chicchetti, 1993; Eisenberg, 2001). Developmentally, these children will soon need to 

contend with approaching puberty, more complex social situations and developing intimate 

relationships (Berk, 2001; Keenan, 2002). The ability to regulate emotion effectively should 

arguably help contend with these tasks (Eisenberg et al., 1995). Being able to modulate 

outward expression of anger can help to protect important relationships (Gross, 2003), 

cognitively reframing stressful situations can help prevent excessive rumination (Roger, 

1998) and summoning enthusiasm for a friend who has succeeded where you may have 

failed can be beneficial socially (e.g. Gross, 2002). 

There appears to be a wide variation in individual emotion regulatory patterns (e.g. 

Gross, 1998; Eisenberg & Spinrad, 2004) with a need for further exploration for how these 

patterns develop (Southam-Gerow & Kendall, 2002). Some areas that are being researched 

in relation to delineating specific emotion regulation strategies are temperamental 

emotionality (e.g. Chess & Thomas, 1990; Eisenberg et al., 1996), emotion understanding 

(e.g. Barrett & Gross, 2001; Mayer & Salovey, 1995) and the neural aspects of emotion 

(e.g. Aldophs, Damasio, Tranel & Damasio, 1996; Barkley, 1997). Overall though, 

evidence suggests that failing to achieve the developmental tasks of emotional development 

in childhood can lead to ongoing patterns of distress or psychopathology (Gross, 1998; 

Gross & Munoz, 1995; Thompson & Calkins, 1996). 
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1.6 Emotion Regulation and Psychopathology 

Having considered how emotion regulation develops normatively in children, it is 

then necessary to consider how certain patterns of emotion regulation or dysregulation can 

become problematic and place individuals at risk for psychopathology. Whilst it is beyond 

the scope of this current research to review every type of disorder or psychopathology, a 

brief overview in relation to emotion regulation and psychopathology will be attempted. 

Anxiety will then be discussed in some depth due to recent research which indicates that 

taking an emotion regulation focus is perhaps one of the best ways to both treat and help 

prevent residual symptoms of this prevalent and debilitating disorder (Menin, Heinberg, 

Turk & Fresco, 2002; Brown, Barlow & Liebowitz, 1994). Especially as research in the 

United States has shown that at least one out of four individuals may suffer from an anxiety 

disorder at some point in their life (Kessler et al., 1994). This makes early detection and 

intervention very important. 

One only needs to take a look at the current Diagnostic and Statistical Manual 

(DSM-IV-TR) to see that emotion dysregulation is a common feature of many of the listed 

forms of psychopathology (APA, 2000). There are also many individual manifestations of 

emotion dysregulation either at a sub clinical level or as a feature of a particular diagnosis 

(Fox, 1994 ). Some of these symptoms can include chronic worries or tension, blunting of 

emotion or lack of expression, inappropriate affect, sustained negative emotions, irritability, 

exaggerated affect or lack ofremorse (APA, 2000). Emotion dysregulation is prevalent in 

more than 50% of Axis I clinical disorders and to some extent, all of the Axis II personality 

disorders (Gross & Levenson, 1997). In fact many conceptualise Borderline Personality 
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Disorder as an inherent difficulty with adaptive emotion regulation (e.g. Linehan, Cochrane 

& Kehrer, 2001). 

Studies have shown that individuals with a major depressive disorder evidence 

muted emotional reactivity when viewing negative and positive emotion eliciting films 

(Rottenberg, Kasch, Gross & Gotlieb, 2002), whilst the results of dysregulation of 

emotions such as anger are also evident in perpetrators of child and spousal abuse (Gross, 

2002a). Clinical studies indicate the role of emotion in cases of relapse of clinical problems 

and individuals with higher levels of experienced emotional intensity than controls (Fox, 

1994; Mennin, Turk, Heimberg, & Carmin, 2002). Chicchetti, Ackerman and Izard (1995) 

propose two categories of emotion regulation difficulties; difficulties in modulation of 

experience/expression and excessive attempts to blunt or suppress affect. The first difficulty 

would mean that an individual experiences very intense emotion but does not know how to 

regulate it so it is less distressing, whilst the second may pay so much attention to one 

aspect of an experience such as the cognitive information that they prevent a relevant 

emotion from being experienced (Turk, Mennin, Fresco, & Heimberg, 2001). This can be 

seen in Generalised Anxiety Disorder (GAD) where an individual may suffer blunted affect 

due to focusing solely on cognitive control strategies such as worry (Mennin, Turk, 

Heimberg & Carmin, in Mennin et al., 2002). 



23 

1.6.1. Psychopathology and Emotion Regulation in Children 

Researchers such as Casey (1996), Keenan (2000) and Chicchetti and 

colleagues (Chicchetti et al., 1991; Shields & Chicchetti, 1997; 1998) suggest that children 

at risk of psychopathology or with certain internalising or externalising behaviours may 

have patterns of emotion regulation which differentiates them from non disordered children. 

These patterns include such aspects of emotion as emotional expression, understanding 

regulation of external emotion experience and expressive behaviour (Casey, 1996). When 

reviewing research on children with developing psychopathology it is important to keep in 

mind that what is considered as optimal emotion regulation has been based mostly on 

children developing in a normative environment (Thompson & Calkins, 1996). There may 

be a marked difference in what is considered optimal emotion regulation for children who 

come from low SES, high conflict, abusive environments, or experience caregiving styles 

associated with parents with a psychiatric disorder or substance abuse problem. There may 

also be differences in emotion for children growing up in different cultural situations as 

most studies have focused on Western children (Southam-Gerow & Kendall, 2002). 

Children from different cultural backgrounds may have different expectations as to how 

emotion is regulated and expressed (e.g. Fredrickson, 1998). lt is also necessary to consider 

regulatory strategies in the context of development. For example what is functional at one 

stage of development, such as loud persistent crying to alert caregivers that attention is 

needed may be considered dysfunctional in an adolescent. 
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Examination of children at risk for psychopathology has indicated difficulties in 

emotional expression. Expressional deficits are apparent in children whose prenatal 

environment has resulted in exposure to cocaine (Bendersky, Alessandri & Lewis, 1996). 

Those children whose mothers suffer depressive symptoms may also demonstrate more 

negative emotion and fewer instances of positive affect than children without a depressed 

caregiver (e.g. Field, 1994). It has been suggested the child of a depressed parent may 

become hypervigilant to any evidence of distress in their parent (Zahn-Waxler & 

Kochanska, 1990). This could enable the child to anticipate impending distress and allow 

them to prepare for a difficult encounter. On the other hand a child may become 

oversensitive to nuances in the environment and overreact to any conflict that does occur as 

they are so sensitised to negative affect (Thompson & Calkins, 1996). In a longitudinal 

study (Zahn-Waxler, Iannotti, Cummings & Denham, 1990) found that children with a 

depressed mother demonstrated dysregulated hostile aggression towards an adult stranger at 

2 years of age. These children also exhibited externalising behaviour problems at age 5 - 6 

years. 

Inhibited emotion expression has also been noted in maltreated children (During & 

McMahon, 1991; Shields & Chicchetti, 1998) especially compared to non maltreated peers 

during conflict situations (Camras & Rappaport, 1993). In a study comparing children with 

Oppositional Defiant Disorder (ODD), Attention Deficit Hyperactivity Disorder (ADHD) 

and Major Depressive Disorder (MDD), Casey (1996) found that children with ADHD 

demonstrated higher levels of facial expression and expressional change in interactional 

play with other children than the groups of children with ODD, MDD, or non disordered 

children. In turn, children with ODD or MDD displayed less observable affect than non 

disordered children. The three main emotional expression difficulties; inhibition of 
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expression, difficulties with control of expression and non normative emotional expression 

which may seem maladaptive in an everyday context, can be adaptive in an abusive context 

where children may be punished for openly expressing emotion (Southam-Gerow & 

Kendall, 2002). These difficulties are inherent to efforts at emotion regulation. 

Despite research outlining the need to investigate emotion regulation in 

psychopathological populations (e.g. Casey, 1996, Cole et al., 1994; Cole et al., 2004; 

Keenan, 2000) there is little research on emotion regulation in children diagnosed with 

psychological disorders (Southam-Gerow & Kendall, 2002). Southam-Gerow and Kendall 

(2000) found that children with anxiety disorders demonstrated a lesser knowledge of 

emotion regulation strategies and understanding compared to those without such a disorder. 

This finding has been replicated in other groups of children with psychological disorders, 

such as institu(ionalised children (e.g. Meerum Terwogt et al., 1990; Taylor & Harris, 

1984). Infants who had low levels of emotion regulatory strategies demonstrated more 

externalising behaviours at age 5 to 6 (Stifter et al., 1999). A further study by Eisenberg and 

colleagues (1996) found that children who scored low on emotion regulation but highly on a 

measure of temperamental emotionality evidenced more externalising behaviour. However 

higher levels of emotion regulation tended to mediate the effects of a high level of 

temperamental emotionality. The New Zealand epidemiological study also found that 

children who had been classified as exhibiting difficult or under controlled behaviour in 

infancy then displayed more aggressive, impulsive behaviours and showed higher levels of 

negative emotionality than their peers at age eighteen (Caspi & Silva, 1995). Although it is 

difficult to draw conclusions from the limited amount of research on emotion regulation and 

children in psychopathological samples, it appears that dysregulated emotion plays a part in 

many psychological disorders (Southam-Gerow & Kendall, 2002).This may appear 



unsurprising, as patterns of dysregulation such as under control and over control are 

markers for many disorders (c.f. APA, 2000). 

1.6.2. Anxiety and Emotion Regulation 
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Whilst anxiety has been adaptive in the survival of human kind in promoting danger 

perception (Cameron, 2003; Rathaus & Sanderson, 1998), dysregulated anxiety can cause 

prolonged and pervasive problems (Schniering, Hudson, & Rapee, 2000). Elevated or 

dysregulated anxiety levels can precipitate behaviours such as school refusal, fear of 

specific stimuli such as heights, animals, medical procedures, fear of crowded spaces, 

speaking in groups, panic attacks, rituals, compulsions and excessive worry (Barrios & 

Hartman, 1997; Barrios & O'Dell, 1998; Schniering et al., 2000). Such afflictions can 

greatly affect individual's feelings of self-efficacy, academic achievement and interpersonal 

relationships, not to mention the social and economic costs to both individuals and society 

in the treatment of anxiety (e.g. Schniering et al., 2000). 

The diagnostic system governing the Diagnostic and Statistical Manual of Mental 

Disorders IV (DSM-IV-TR, APA, 2000) views childhood anxiety disorders as downward 

extensions of adult anxiety disorders (Schniering et al., 2000). Therefore, early intervention 

may be beneficial in reducing the likelihood of anxiety disorders in adulthood. High anxiety 

levels in childhood could detrimentally affect key developmental tasks such as social 

competency, self regulation and academic achievement (Eisenberg, Fabes, Murphy, Maszk, 

Smith, & Karbon, 1995; Eisenberg et al., 1996). 
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The anxiety disorders are purported to be the most common form of disorder 

experienced by children and adolescents (Fergusson, Horwood, & Lynskey, 2000; Verhulst, 

van der Ende Ferdinand & Kasius, 1997). It is in middle childhood that less age appropriate 

manifestations of state anxiety, such as school refusal are often noted (Schniering, Hudson, 

& Rapee, 2000). Children aged between 6-12 years have reported between 5-10 intense 

fears (Barrios & O' Dell, 1998; Slee & Cross, 1989) which in some cases can develop into 

disorders of generalised anxiety or specific phobia (Chorpita & Barlow, 1998; Weems, 

Silverman, & La Greca, 2000). Research has indicated that integrating an emotion 

regulation perspective into understanding the development of anxiety disorders may be 

useful in instigating successful interventions (Barrios, & Hartmann, 1997; Menin et al., 

2002). Hence identification and successful treatment of anxiety at a young age becomes 

crucial for early intervention (Barrios & O'Dell, 1998). 

Bell-Dolan, Last, and Strauss (1990), interviewed youth from 5 to 18 years who had 

never been diagnosed with a psychiatric illness. They established the presence and severity 

of 90 anxiety symptoms. Seventeen of these symptoms were present in at least 10% of the 

sample and 11.3 - 35.4% of the youths judged the severity to be moderate to severe 

(Schniering et al., 2000). By delineating patterns of emotion regulation in normative, at risk 

and clinical populations it can be determined whether certain children exhibit any particular 

style of affective modulation. For example, the emotion management style of a child with 

anxiety could be compared to that of a child with externalising behaviours. Understanding 

the role of emotion regulation in normative and populations at risk for psychopathology, 

and how they may differ may be beneficial both for early intervention and child therapy. 

Current therapies may focus on adapting or changing certain behaviours or thinking habits 



but may leave the youth with a number of troubling emotions (Hayes, Wilson, Gifford, 

Follette, & Strohlsahl, 1996). However before this attempted there is a need for a reliable 

and valid measure of children's self-reported emotion regulation strategies. 

1.7 Rationale for Developing the Current Study 
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The purpose of the following research is to contribute to the few measures which do 

investigate the construct of emotion regulation in children. Following Clarbour and Roger's 

(2004) methodology, a self report scale for children in middle childhood was constructed, 

with items that capture 8-12 year olds' language and experience. 

1.7.1. Rationale for using the 8-12 Year Old Age Group 

The reason 8 - 12 year olds were selected for the current study was because 

children's social-cognitive interpretation skills and perceptions of emotions are recognized 

as becoming more sophisticated during this age bracket (Arsenio & Pleiss, 1996). This can 

be due to the development of more complex representational thought and information 

processing abilities (Saarni & Harris, 1989). School age children also become more 

competent at incorporating intricate cues in regards to other's emotions and more proficient 

at managing their own expression of affect in accordance with situational demands (Saarni, 

1989; Underwood, Coie & Herbsman, 1992). As children become more autonomous, 

effective emotion regulation can be seen as important, due to the demands of coping in 

school, home and social environments (Eisenberg, 2002). 



29 

Research also indicates that in middle childhood, some children begin to 

demonstrate more externalising and internalising behaviours compared to their age mates, 

(e.g. Keenan, 2000; Meerum Terwogt, Schene & Koops, 1990; Russo & Beidel, 1994). 

Emotion regulation can also be determined as being involved in determining social 

competency in this age group (Eisenberg & Fabes, 1992; Lewis & Haviland, 1993) and 

during these years the capacity for regulation becomes more complex (Fox, 1994; Shields & 

Chicchetti, 1997). Developing psychopathology may also become evident, as children are 

developing more complex cognitive abilities, are more independent and able to 

communicate difficulties through more comprehensive expression (Keenan, 2002). The 

resultant psychopathology tends to be noted more clearly in a school setting because of the 

effects it can have on school work, attention and peer relationships (Barrios, 1997). Eight to 

twelve year olds were also chosen as Clarbour and Roger's (2004) research indicated an age 

differential in terms of response style on emotion questions between age groups of older 

children and adolescents. Hence, more research in emotion management is needed, looking 

at children in middle childhood. 

1.7.2. Other Measures of Emotion Regulation 

As well as there being very few measures of emotion regulation in adults, there is 

also a severe lack of developmentally appropriate measures of emotion regulation in 

children. This is especially true when referring to those which consider a child's report of 

their experiences of emotion regulation (Clarbour & Roger, 2004; Southam-Gerow, 2002). 

Clarbour & Roger produced a self-report scale measuring adolescent emotion response 

using individual's own language. Although preliminary analysis included 10 to 16 year 

olds, factor analysis stratified by age indicated divergent differences in the younger children 

(Clarbour & Roger, 2004). 
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Whilst there are measures available which can assess aspects of emotion, this is 

often not their primary focus. They tend to refer to a number of more general concepts such 

as impulsiveness, aggression, depression, inhibition or anxious behaviour (c.f. CDI, Kovacs, 

1992; STAI-C, Spielberger et al., 1973; CBCL, Achenbach & Eidelbrock, 1983). The 

questions related to emotional behaviour are usually buried within a barrage of questions 

relating to internalising or externalising behaviours or symptoms of psychopathology. Some 

scales have been adapted from adult versions by using simpler language (Spielberger et al., 

1973) whilst others looking at behavioural control are designed specifically for certain 

studies (e.g. Eisenberg et al., 1996). This means they may not have been subjected to more 

rigorous psychometric techniques such as factor analysis, but collated from other measures. 

There are few measures that have children's emotional regulation as their primary 

focus other than the Emotion Regulation Checklist (ERC) and Emotion Regulation Q-Sort 

(Shields & Chicchetti, 1997, 1998). The Emotion Regulation Checklist (Shields & 

Chicchetti, 1997) is cited in a number of published studies and unpublished dissertations as 

a measure of emotion regulation in children (e.g. Broderick, 2001; Fujiki et al., 2002; 

Shields & Chicchetti, 1997; Stoker, 2002). Amongst other work, it has been used to 

investigate the interactions between positive and negative family expressiveness, parental 

coaching of emotion, child emotion regulation, and child aggression (Ramsden & Hubbard, 

2002), to look at the relationship among emotions, attention, and aggression in maltreated 

and non maltreated children (Shields & Chicchetti, 1998) and to establish whether emotion 

regulation could be a factor influencing social outcomes in children with specific language 

impairments (Fujiki et al., 2002). However the ERC does not rely on children's self-report 

but rather the perspectives of a caregiver or parent. Emotion regulation in this scale is 

defined in terms of !ability, flexibility, and responsivity to certain situations (Shields & 
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Chicchetti, 1997). Whilst the internal consistencies were high (.96 for Lability/Negativity 

and .83 for Emotion Regulation) the language can appear somewhat confusing to a parent or 

lay person. For example, it has phrases like "Displays flat affect" or "Is impulsive" whose 

meaning may not be clear to those who are not familiar with psychological terminology. It 

also assumes the respondent has a fairly intimate association with the child and has seen 

them interacting across a number of domains. 

Studies have also shown that some children with regulatory difficulties come from 

high risk, low SES families (Raver, 2004; Thompson & Calkins, 1996). Parents/caregivers 

of these children may not have the ability or the inclination to complete this scale. It could 

therefore be useful to supplement an adult's opinion of children's emotion strategies with a 

report from the child themselves. Overall, a complimentary children's emotion regulation 

selfreport scale could be a useful tool for clinicians and researchers alike (c.f. Southam

Gerow & Kendall, 2002). Keeping the language of the measure in the same semantics as 

which it was first discussed by 8 - 12 year olds should also keep it relevant to the target 

peer group. 

Many studies, although purporting to measure emotion regulation use scales that 

capture only one aspect of emotion regulation. For example the Emotion Expression Scale 

for Children measures a lack of emotion awareness and lack of motivation to express 

negative affect (Penza-Clyve & Shipman, 2003). Other measures tend to focus on the 

regulation of one emotion such as sadness (Children's Sadness Management Scale, Zeman, 

Shipman & Penza-Clyve, 2001) or concentrate more on temperamental aspects of 

emotionality (Derryberry & Rothbart, 1988). The Affect and Arousal Scale (AFARS) 

(Chorpita, Daleiden, Moffitt, Yim, & Umemoto, 2000) consists of items from validated 
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psychometrics such as the CDI and RCMAS. It is based on a tripartite model of positive 

affect, negative affect and physiological arousal and attempts to sample the affective aspects 

of anxiety and depression in children (Chorpita et al., 2000). Whilst not attempting to 

negate the importance of investigating these concepts, a broader measure of children's 

regulatory strategies may help to contribute to current knowledge on emotion regulation in 

normative, at risk and clinical populations. For these reasons, construction of a Children's 

Emotion Regulation Scale was undertaken using psychometrically valid methods, and tested 

on a sample of 236 children at primary school in New Zealand. 
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2. METHOD 

2.1 Overview 

The present study sought to address the lack of psychometrically valid self-report 

measures of emotion regulation in children. The development of the Children's Emotion 

Regulation Scale was based upon a method of psychometric construction pioneered by 

Roger and colleagues (e.g. Roger & Nesshoever, 1987; Roger, Jarvis & Narajan, 1993). 

More specifically, the present study was based upon Clarbour and Roger's (2004) 

methodology to formulate a psychometric scale for adolescents which assessed emotional 

responses. To give a brief overview of Clarbour and Roger's study, participants were given 

a set of stories or situations and asked to generate as many written responses as they could 

in relation to how they would think, feel and react to each scenario. Repetitions were 

eliminated and then a number of these responses were turned into single 'I' statements (e.g. 

I feel guilty ifl hurt other's feelings) as items on a questionnaire. These statements were 

kept in the semantic style in which they were expressed by the participants. A validation 

study was then undertaken where a new sample of participants of different age groups read 

each item and indicated whether each statement was indicative of them or not. Exploratory 

factor analysis and frequency analysis was used to analyse the results (Clarbour & Roger, 

2004). The adapted methodology for this study with age-appropriate modifications is 

discussed in more detail below. 
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Clarbour and Roger's (2004) study concentrated on children aged 11 to 16 years in 

early to mid adolescence. Therefore the aim of the present study was to investigate younger 

children by generating a measure of self-reported emotion regulation in 8 -12 year olds. 

Emotion vignettes were used for the scenario study to allow item generation which reflected 

children's language and abilities. This provides an unbiased alternative methodology to 

simply culling responses from a number of other scales examining similar constructs and 

rephrasing them. By using children's own expressions and language, the method draws on 

responses that are expressed in the vernacular and are thus meaningful to the target age 

group. The scenario study also allows children to generate as many responses as possible to 

a series of open ended questions about their thoughts, feelings and actions. In this way there 

is an assortment of answers, which with little modification can then be directly rearranged 

into items for use in a preliminary scale with a different sample of children. The scenario 

study is described first involving 30 children from primary schools in Christchurch, New 

Zealand. The procedure for constructing and testing the preliminary CERS with another 236 

primary school children from the target age group is then reported in detail. 

2.2 Scenario Study 

2.2.1. Participants 

Participants for the scenario study comprised of 30 children (mean age 9.97 years; 

range 8 to 12 years; SD 1.50) from a community sample of children aged 8 -12 years 

attending primary school in Christchurch, New Zealand. Thirty children were chosen as an 

optimal number, as research at York University has indicated that more than 30 participants 

results in redundant, duplicated responses with evidence of less representational 

idiosyncratic responses (Roger, personal communication, August 17, 2004). In the initial 
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sample there were 15 girls (mean age 9.40 years; range 8 to12 years; SD 1.24) and 15 boys 

(mean age 10.53 years; range 8 to 12 years; SD 1.55). These participants were recruited 

from posters put up around the community (see Appendix 1.4) and by approaching the 

principal of a local primary school. As the principal was in agreement, a letter requesting 

parental permission was sent home with the children (see Appendix 1.2). Fifteen permission 

slips were received, but at the time of interviewing one girl had left the primary school. 

Overall recruitment through the local primary school yielded 14 of the 30 initial 

participants. 

2.2.2. Developing the Vignettes for the Scenario Study 

Emotion is often described as having a regulatory influence on behaviour. For 

example, emotion may have a communicative function to others that assistance is needed or 

serve to suddenly focus attention on important stimuli. Conversely, emotion is also a 

regulated phenomenon as individuals modulate experience and expression of affect as 

situations demand (Southam-Gerow & Kendall, 2002; Cole, Martin et al., 2004; Cole, 

Michel et al., 1994). Accordingly, the construction of the CERS needed to be based upon 

children's responses to emotion vignettes which captured both aspects of this definition. If 

emotion regulation is seen as an attempt to modulate certain behaviours, feelings and 

expression, it was hypothesised that the actions, thoughts, and feelings generated in 

response to the emotion evoking scenarios would reflect the children's attempts at emotion 

regulation - or perhaps even emotion dysregulation. 



36 

In order for the scale to reflect children's emotion regulatory responses it was 

necessary to present emotion vignettes that would elicit at least one main emotion. The best 

way to elucidate which emotions to use was to consult both the general literature on 

emotion theory and more specifically research investigating emotion recognition in children 

in middle childhood. An emotion theorist who has contributed greatly to delineating 

specific emotions is Izard (see Strongman, 2003 for a summary). Izard's differential 

emotion theory (e.g. 1977, 1991) postulates that discrete emotions must have functions that 

are adaptive and facilitate both development and coping behaviours (Izard, 1992). The 

definitive emotions that he discusses can be grouped under the labels Anger, Fear, Disgust, 

Sadness, Happiness, Jealousy and Shame (Izard, 1991). However, for the present study 

these discrete emotions needed to be evaluated in terms of their relevance and accessibility 

for children in middle childhood. For example, it has been suggested that an understanding 

of the antecedents of the emotion 'shame' tends to develop around seven years of age 

(Harris, Olthof, Meerum Terwogt, & Hardman, 1987; Sabini et al., 2001). There are also 

other developmental factors to consider when constructing the vignettes, such as children's 

cognitive and attentional capabilities. For this reason the vignettes were designed to be both 

short and simple. 

Taking into account these developmental considerations, five oflzard's emotions 

were chosen; Sadness, Happiness, Anger, Shame and Fear. Research indicates that these 

discrete emotions are salient to children in the 8 - 12 year age brackets (Ribordy et al., 

1988; Underwood, 1997). Disgust was eliminated from Izard's list as this emotion can be 

seen as fundamentally related to expulsion of spoiled or dangerous food (Izard, 1991). 

Although it is also used in association with the idea of contempt, this response usually does 

not occur until an individual develops higher level cognitions. As the participants in this 
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study may be at a preoperational to concrete operational level of cognition (e.g. Keenan, 

2003), they may not have the ability to identify contempt or repugnance with another's 

thoughts or actions. Jealousy was also precluded from the initial scenario study. This is 

because very little developmental research has looked at children's understanding of this 

emotion (Lewis, 1993). Most research has been examined in the context of adult romantic 

relationships where there are contentious debates about the causes of jealousy, the 

distinction between jealousy and envy and in fact whether jealousy is even a discrete 

emotion in itself (see Salovey, 1991 for a review). This bought into question both the 

relevance and the validity of presenting children with a jealousy scenario and so the 

decision was made to exclude it. Another addition to the emotions specified by Izard was 

the inclusion of a disappointment vignette. This was an emotion readily experienced and 

identified by children of this age range and one whose dysregulation may be seen as 

problematic (Marya, Endriga; Jordan; & Speltz, 2003; Underwood, 1997). These emotions 

in combination may be representative of some of the emotions children are required to 

regulate for optimal social and emotional development (e.g. Cole et al., 1994; Eisenberg, 

2002). 

The scenarios used in the first part of this study were adapted from Ribordy, 

Camras, Stefani, and Spaccarelli (1988) and Underwood (1997) who looked at emotion 

recognition in children. Their emotion vignettes included the present selection of anger, 

fear, happiness, disappointment, shame and sadness. The vignettes had been tested on 

children in middle childhood (ages 8 to 12) and shown to be recognisable as discrete 

emotions (Ribordy et al., 1988; Underwood, 1997). As well as being validated through the 

two separate studies, the modified scenarios were also piloted on a sample of 25 New 

Zealand adults. These 25 individuals were asked if they would consent to reading and 
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labelling six emotion stories. After consent was obtained, the adults were contacted by an 

email which contained the six vignettes. They were then asked to label each scenario with 

the main emotion they believed was described. There was a high recognition rate (75 -

95%) for each vignette. See Appendix 1.1 for copies of these scenarios. 

As the scenarios had been developed and validated by American children, each 

vignette was then screened for any kind of language that may not be familiar to New 

Zealand school children. For instance the American term 'Mom' was changed to the New 

Zealand equivalent of 'Mum'. The happiness scenario was altered so that a surprise treat of 

chocolate and twenty dollars was added, rather than simply playing with a toy with a friend 

as it appeared in Ribordy and colleagues' study. The decision to include both sweets and a 

considerable amount of money was decided upon after asking 10 children from the 

community in the 8-12 year old age group what they considered to be a special treat. All ten 

children indicated that any amount of money was greatly appreciated, and 5 of the 8 

children also recommended sweets or chips. Each child agreed that $20 was a generous 

amount for an adult to give you for no apparent reason, especially if it was not Christmas or 

one's birthday. Therefore, according to peers, $20 was a believable amount to be given. It 

was hoped that this amendment would increase the salience of the target emotion which 

would be elicited by this scenario. 

There was also a substantial alteration of the shame vignette to ensure it captured 

the theoretical construct of shame. Underwood (1997) depicted shame as a child bending 

over to pick up a ball in front of her friends and having her underwear tear in plain view. 

According to research (e.g. Keltner & Buswell, 1996; Sabini, Garvey & Hall, 2001), shame 

can be elicited in instances such as when an individual fails to meet other's expectations, 
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when one hurt others emotionally or when feeling disappointment in oneself (Keltner & 

Buswell, 1996). Embarrassment, on the other hand appears to be more about situational 

indiscretions such as slipping over, loss of control over a bodily function, a temporary 

cognitive deficiency such as forgetting someone's name (Sabini et al., 2001) or a problem 

with one's physical appearance (Keltner & Buswell, 1996). This clear differentiation 

between embarrassment and shame indicates the scenario in Underwood's study could be 

construed as more like embarrassment, as it involves a shortcoming involving physical 

appearance. Therefore a scenario was constructed where an antagonised child whose cousin 

always teased and called them names was caught just as they pushed the instigator into a 

fishpond during a family gathering. Everyone comes rushing outside and in front of a crowd 

of people the child's mother calls the child a very bad person. This can be seen to be more 

illustrative of shame because it involves the child's mother focusing on both the child's 

inability to live up to expectations and issues with the child's character, rather than the 

actual event per se. There is also every indication that children in this situation may feel 

disappointment in themselves which could be indicative of feelings of shame. 

Finally, the set of emotion vignettes were given to two primary school teachers who 

both had experience teaching 8 to 12 year old children. They were asked to give any 

feedback on whether the language and content in the scenarios was appropriate for the age 

range being targeted. They were both in agreement that most middle school children would 

have little difficulty understanding the content of each scenario as the language was simple 

and the situations were easy to relate to. 



40 

2.2.3 Procedure 

The six emotion vignettes were printed in large sized font onto separate pieces of 

A4 size paper and each allocated a label, from Story A through to Story F. The vignettes 

could then be administered in random order to each participant whilst the researcher noted 

the letter of each scenario before transcribing the child's responses. After receiving written 

permission from a parent/caregiver, the researcher then went to the child's home or school 

to conduct the study. This was so the children would be in familiar surroundings in which to 

undergo the research. Two children also came into the psychology department at the 

University of Canterbury to undergo the interviews, as it was more convenient for their 

parents. As both children had a parent who was a student at university, this did not appear to 

be a strange or new environment and both children appeared relaxed and interested. 

Each child was given an information sheet and permission form to sign (see 

Appendix 1.3). They were then informed that the research was being undertaken to learn 

more about what people do when good or bad things happen to them. The children were 

asked to read some stories and to tell the researcher what they would think, feel or do if it 

was them in the story. Children were encouraged to generate as many answers as they could 

think of about how they would react. Confidentiality was emphasised with an explanation 

of the pooling of the items. It was explained that no one would know who had answered 

each story as the only identifiers the researcher recorded was their age and gender. The 

children were told about the importance of honest answers so that the researcher could learn 

more about how children would respond in each situation. Finally, it was explained to the 

children that they might see the researcher writing while they talked and this was so the 

researcher could remember what everyone talked about 
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After asking if there were any questions and ascertaining the child's age, each 

participant was assigned all of the six stories one by one in random order. Boys and girls 

were given the same scenarios but to try and avoid gender bias each child was asked to 

imagine that they were personally in each situation. For example, Scenario A was "You 

come home and find your little brother/sister has been in your room and taken your 

favourite toy. You have told them lots of times they can't play with it. When you try to get 

it off them you see them break your favourite toy on purpose". In turn, each child was asked 

what they would think, what they would feel and what they would do in response to each 

vignette. The presentation of each question was also asked in a random order for each story. 

In a variation on Clarbour and Roger's (2004) methodology, the children were asked to 

respond verbally to each question. For 8-12 year olds, particularly the younger members of 

this cohort, it is considered more developmentally appropriate for the children to respond in 

an oral as opposed to a written medium (e.g. Berk, 2001). This is more commensurate with 

the developmental levels of speech, which may be more advanced than the mechanical task 

of writing. This also eliminated any possible motor coordination difficulties which may 

affect the children's writing. The children were also able to respond spontaneously without 

worrying or changing their responses because they did not know how to spell a word. This 

then left each child free to consider their responses and generate as many answers as 

possible without having to focus on writing or spelling. As each child responded the 

researcher transcribed each reply verbatim. Thus the linguistic style and content of each 

participant was retained. 
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From beginning to end this interview process took around 15 -25 minutes per child. 

At the end of the interview the researcher thanked them for their participation and gave the 

child a debrief form for themselves and one to take home to their parent/caregiver. They 

were then offered their choice from a range of cartoon stickers as a token thank you for their 

participation. 

After the interviewing process, all 397 of the children's responses were recorded in 

one document under the corresponding emotion label. The items were then studied to 

enable deletion of any duplications. A duplication was defined as a response that was 

identical in content to an item recorded earlier. This process used a conservative assessment 

for the systematic culling of responses and after repeating the process five times, 78 items 

were yielded for the preliminary CERS. These responses were then turned into first person 

statements, such as 'I feel sad if someone calls me a bad person' or 'I sometimes tell lies so 

people don't know how I really feel', which retained the linguistic style and content with 

which the children had first responded. 

The final format of the preliminary CERS involved a randomised allocation of the 

78 statements with a dichotomised response of 'Like Me' 'Not Like Me' to choose from 

(see Appendix 1.7). A dichotomised response style was chosen over a more continuous 

format such as a 5 point Likert scale. The reason for this was two-fold. Firstly, there is a 

tendency for an acquiescence response rate where participants select middle categories on a 

Likert scale (Kline, 1986). Secondly, Clarbour and Roger's (2004) pilot studies indicated a 

clear preference amongst children for the dichotomised format. 
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2.3 The Preliminary CERS Validation Study 

2.3.l Participants 

The second group of participants for the analysis of the initial item pool involved a 

separate group of 242 children aged 8 - 12 years of age, who were currently enrolled in 

primary school in New Zealand. Four of these children were from Wellington in the North 

Island of New Zealand, two from Ashburton, a small town just out of Christchurch, and the 

remaining 231 children resided Ill Christchurch, New Zealand. One hundred and nineteen 

children were recruited through sending letters to parents at three local primary schools in 

Christchurch (see Appendix 2.3). The remainder of the children were recruited through 

posters around the community and an advertisement in a local Canterbury newspaper (see 

Appendix 2.2). Six questionnaires needed to be discarded as they had more than four 

incomplete responses. Those completed scales missing between one and four responses 

were randomly allocated a value of zero or one for the respective responses 'Not Like Me' 

or 'Like Me. This process yielded a total of 236 participants. These children had a mean age 

of I0.08 years (range 8 to 12 years; SD 1.38). There were 125 girls (mean age I0.06 years; 

range 8 to 12 years; SD 1.34) and 111 boys (mean age IO. IO years; range 8 to 12 years; SD 

1.43). 

2.3.2 Procedure 

After receiving written permission from both a parent/caregiver and the child 

themselves (refer to Appendix 2.3 and 2.4) the researcher went to the child's school or 

home to administer the preliminary CERS scale. At the school administrations the teachers 

remained in each class with the researcher. They were then debriefed on the necessity of the 

children filling in every question, their age and their gender. They were asked not to assist 

the children in any way other than to explain what a word meant if a child was unsure. 
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There were few questions during the administration so for the most part each teacher stayed 

at the front of the room so the children would not feel their answers were being noted or 

monitored. When the preliminary scale was administered in a home similar instructions 

were given to each parent/caregiver. 

As before, each child was informed that the research was being undertaken to learn 

more about what people do when good or bad things happen to them. Confidentiality and 

anonymity was discussed and the children were informed that it was very important to 

complete the questionnaire in silence and on their own because the researcher was 

interested in everyone's opinion. If they had any questions they were told to put their hand 

up so the researcher would know to help them out. The children were told there were no 

right or wrong answers, they were free to stop at anytime. They were asked to read through 

the instructions and then to read each statement and circle one of the two responses, 

dependent on whether they thought it was characteristic of them or not. They were also 

instructed that if they were not sure whether an item was like then or not they should 

consider whether it was representative of them most of the time, even though they may not 

always respond in that fashion. 

Each class sat at their desks spaced about 30cm apart. The researcher read the 

instructions to the children and went through a practice question which was in no way 

related to the items in the preliminary CERS. They were then directed to write their age and 

gender in the space provided but not to write their name anywhere on the scale. After this 

was completed, the researcher checked that everyone understood and had circled only one 

response on the practice question. After answering any questions, the children were then 
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within the estimated time frame of fifteen minutes. 
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Each child completed the questionnaire on their own aside from one eight year old 

boy and a nine year old girl. Their teacher indicated they had difficulties reading so the 

researcher took each child individually into a quiet room. Neither had a teacher aid and so 

the researcher slowly read through each question, asked them to circle whichever response 

they agreed with and looked away whilst they did so. Both children seemed happy to have 

assistance and answered every question. The researcher emphasised that their 

questionnaires would then be combined into a large pile so no one would have any way of 

telling which was theirs. 

Finally each questionnaire was checked for completeness and children were given a 

children's debrief sheet and a debrief sheet to take home to their parent/caregiver (refer to 

Appendix 2.5 and 2.6). As the preliminary scales were collected each child was given a 

choice of one of two cartoon stickers as a token thank you for their participation. A card and 

box of chocolates was also sent to the principal and teachers as a thank you for their time 

and effort. 
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3. RESULTS 

3.1 Overview 

Exploratory factor analysis investigates the theoretical constructs or factors that 

might be represented by a set of items (Kline, 1994). Using iterative matrix analysis, it tests 

for commonality amongst items, grouping those that exhibit 'belongingness' into factors 

and precluding redundant items. For this study, frequency analysis and subsequent 

exploratory factor analysis using the Statistical Package for the Social Sciences (SPSS) 

yielded three main factors: Emotional Reactivity, Active Regulation and Malevolent 

Aggression. The latter factor was given the same name as the corresponding factor from the 

Emotional Behaviour Scale constructed by Clarbour and Roger (2004). These authors used 

exploratory and confirmatory factor analysis to explore emotional response style in 

adolescents, and their final scale included a subscale reflecting the same pattern of 

behaviour identified here as Malevolent Aggression (see Section 3.3). Confirmatory factor 

analysis of the CERS would have required a second large sample of participants and was 

beyond the scope of this present study. Internal consistency was adequate for all three 

factors. Test-retest reliability could not be assessed because the children were only asked to 

supply their age and gender to provide anonymity. This was considered a very important 

factor in allowing the children to answer as honestly as possible, as it could help to reduce 

social desirability if they knew there was no way for their questionnaires to be identified. 

Correlation coefficient matrices were calculated for the CERS, to investigate the 

relationship between each factor. Bivariate correlations were run, firstly using the overall 

sample and then specifically by gender. The effects of age and gender for each of the factors 

were also analysed using two by five between groups ANOV As followed by simple main 



effects for decomposing interactions. The results of these analyses are discussed in more 

detail below. 

3.2 Descriptive Statistics 

In order to test for response bias amongst items, the conventional conceptual 

criterion of an 80/20 frequency split was applied (e.g. Kline, 1994). Any items which 

yielded a frequency split greater than 80/20 were deleted from the analysis. However, this 

criterion was relaxed for two items to ensure the scale sampled a wide enough range of 

behaviours to allow for socially undesirable options. These two items included the 

statements "I feel happy if I hit someone who upsets me" which had an 84/16 split and "I 

will break someone's favourite things if they make me angry" yielding an 86/14 split. 

Overall as a consequence of this frequency analysis, four items were deleted (items 3, 38, 

66, 74). This provided a data set of 236 cases with 72 items for further analysis. 

3.3 Exploratory Factor Analysis 
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Generating a scree plot for the data indicated that there was a probable three-factor 

structure for the CERS (see Appendix 2.7). Cattell's (1966) scree plot was used over 

Kaiser-Guttman's eigenvalue approach as Kaiser's criterion of including as many factors as 

there are eigenvalues over 1 tends to yield too many factors (Child, 1990). The three-factor 

structure was tested by comparison with two, four and five factor using both oblique 

(Oblimin) and orthogonal (Varimax) rotated solutions. Principal axis factoring was used in 

preference to principal component analysis (PCA) as Snook and Gorsuch (1989) argue that 

principal component analysis can give poor estimates of the population loadings in small 

samples. A minimum loading exclusion rule of 0.3 was also applied (see Kline, 1994). 
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To test for structure, the data were first run through a unifactor unrotated solution, 

which loaded less than half of the 78 statements. This indicated that the preliminary scale 

was not a unidimensional construct but had definite structure. The two-factor extraction 

conflated items from discrete factors that loaded in the three factor solution, while the final 

factor in the four-factor solution comprised only eight items, three of which double-loaded 

elsewhere. The five-factor solution failed to converge by the default iterations. These 

findings confirmed the appropriateness of the three-factor solution, both psychometrically 

and conceptually. Oblique rotation to three factors yielded a nearly identical structure, with 

a minimal increase in double-loads. 

Items 47 and 50 double-loaded at similar magnitudes across factors and they were 

deleted after the initial three-factor extraction. Item 19 "If someone calls me names I do it 

back to them" double loaded on factors two and three, but was retained on factor three 

where it loaded substantially higher (.416) than on factor two (-.314). Retaining it on factor 

three also helped to ensure that the factor represented an adequate sample of behaviour 

(Child, 1990). 

The final three-factor terminal solution comprised 43 items in total (see Appendix 

2.8). The highest loading items on factor one were 59 "I cry when I feel sad" (.55) and 73, 

"I feel pretty down when I am disappointed" (.51). Although the highest loadings were 

concerned with sadness, the fourth and sixth highest loading loadings were on items 22 "I 

feel creeped out when I am scared" and 45 "I go storming out of the room when I feel let 

down". Overall these items represented a wide range of negative emotionality including 

sadness, disappointment, rejection and anger. The label emotional reactivity (ER) was 

chosen for this factor as this captured the idea of emotional response. Emotional reactivity 
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can be experiencing, expressing and eventually recovering from (mostly negative) 

emotional states in comparison to a baseline (Suls, Green & Hillis, 1998). Someone who is 

emotionally reactive may be more likely to visibly respond to emotion eliciting stimuli, and 

be left with more residual experiences of that expressed emotion (e.g. Sloan, in press). 

Research also indicates that emotion regulation involves differing levels of emotional 

reactivity depending on how well an individual monitors and modulates these reactions (e.g. 

Eisenberg et al., 1995; Shields & Chicchetti, 1998). 

Items in factor two primarily focused on attempts to actively change the way one 

was feeling. If this is considered in league with Gross' ( e.g. 1998, 2002) work on antecedent 

and respondent focused emotion regulation, factor two items matched many of Gross' 

descriptors. Therefore the name Active Regulation (AR) was given to this factor. The 

highest loading items "I think about what to do next when I am afraid" (.52) and "I do 

breathing when I need to calm down" (.51) both suggest attempts, actively to allay feelings 

of fear or efforts to control or repress building anxiety or excitement. Other items in the 

second factor also demonstrated strategies of emotional modulation such as cognitive 

reappraisal, found in item 60 "I tell myself I am just seeing things when I get scared" (.33), 

eliciting help from adults to affect change such as item 42 "I cuddle Mum or Dad when I 

want to feel better" (.35) or distraction techniques as in item 29 "I play with my friends to 

forget I feel sad" (.38). 

Factor three demonstrated a predominance of items which mirrored Clarbour and 

Roger's (2004) construct of Malevolent Aggression (MA). These authors describe MA as a 

desire to do ill to others (Clarbour & Roger, 1999), and includes items relating to hostility, 

vengeance or calculated behaviour. The highest loading for factor three was item 40, "I feel 

happy if I hit someone who upsets me" (.59) whilst other items involved statements such as 
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item 75 "I will break someone's favourite things if they make me angry" (.55) and 64,"I 

make sure I get revenge when I feel let down" (.49). These items are largely concerned with 

revenge or retribution in a self serving or malevolent fashion. 

The three highest loading items on each factor are presented below in Table 3.1 

Table 3.1 Three-Factor Orthogonal Rotation 

Item Statement Factor Loading 

Fl F2 F3 
59. I cry when I feel sad .548 
73. I feel pretty down when I am disappointed .510 
4. I feel sad if someone calls me a bad person .514 
68. I think about what to do next when I feel afraid .524 
54. I do breathing when I need to calm down .505 
7. I talk to myself and say 'That's OK' when I 

miss out on something .496 
40. I feel happy if I hit someone who upsets me .584 
8. I wouldn't care ifl did something naughty as 

long as my parents didn't see .574 
53. I think someone deserves it when I hurt them .573 

Total number of items in each factor loading above 0.3 21 12 10 
Fl = Factor 1 (Emotional Reactivity), F2 = Factor 2 (Active Regulation), F3 = Factor 3 
(Malevolent Aggression) 

3.4 Internal Consistency 

Cronbach's alpha was used to measure internal consistency for the Children's 

Emotion Regulation Scale. The alpha for the overall 43 item scale was .79. The coefficient 

alpha for each individual factor was 0.81 for factor one (ER), 73 for factor two (AR) and 

.76 for factor three (MA). Nunally (1978) suggests that 0.6 is an acceptable correlation for 

individual investigations, and the individual factors and the overall internal consistency for 

the CERS were therefore satisfactory. Although the factors form discrete components of the 



CERS, the high overall alpha indicates that they all nonetheless fall within a broad 

conceptual framework of emotional response style. 

3.5 Correlations 
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In order to assess the relationship between each of the factors of the CERS, 

bivariate correlations were run. Table 3.2 presents the mean scores and standard deviation 

results for the 236 children, alongside the initial correlation matrix between the three 

factors. In summary, the Malevolent Aggression (MA) factor is statistically independent of 

Emotional Reactivity (ER). However, Active Regulation (AR) correlated marginally with 

Malevolent Aggression and moderately with Emotional Reactivity. 

Table 3.2 Correlation amongst Factors on the CERS (N = 236) 

Pearson's Correlation ER AR MA 

ER 1.00 .377** -.002 

AR .377** 1.00 .200** 

MA 002 .200** 1.00 

MEANS (SD) Boys 10.40 (4.51) 7.71 (3.30) 3.18 (2.54) 
Girls 13.01 (3.91) 8.29 (2.78) 2.10 (2.03) 

** Denotes significant at p <0.01 (2 tailed) 
Notes: ER= Emotional Reactivity, AR= Active Regulation, MA= Malevolent Aggression 

The nature of the CERS correlation matrix was investigated further by running 

bivariate correlations on each of the three factors using gender as a specifier. The results 

from these analyses are presented in Table 3.3 and Table 3.4. According to Table 3.3, for 

girls Active Regulation was statistically independent from both Emotional Reactivity and 



Malevolent Aggression, whilst Malevolent Aggression correlated marginally with 

Emotional Reactivity. 

Table 3.3 Correlations amongst Factors for Girls (N =125) 

Pearson's Correlation 

ER 

AR 

MA 

* Denotes significant at p <0.05 (2 tailed) 

ER 

1.00 

.172 

.228* 

AR 

.172 

1.00 

-.170 

MA 

.228* 

-.170 

1.00 

Notes: ER= Emotional Reactivity, AR= Active Regulation, MA= Malevolent Aggression 
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The correlation matrix for boys showed that Active Regulation correlated minimally 

with Malevolent Aggression and moderately with Emotional Reactivity, whilst Emotional 

Reactivity and Malevolent Aggression were statistically independent. 

Table 3.4 Correlations amongst Factors for Boys (N = 111) 

Pearson's Correlation 

ER 

AR 

MA 

ER 

1.00 

.527** 

-.050 

AR 

.527** 

1.00 

-.196* 

MA 

-.050 

-.196* 

1.00 

** Denotes significant at p <0.01 (2 tailed)* Denotes significant at p <0.05 (2 tailed) Notes: ER= 
Emotional Reactivity, AR= Active Regulation, MA= Malevolent Aggression 
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The gender differences between the correlations for ER and AR and ER and MA 

appeared to be substantial. The magnitude for the difference between each pair was 

therefore tested statistically. The difference for the Emotional Reactivity and Active 

Regulation pair was significant (z=3.22, p<.05) whilst the Emotion Reactivity and 

Malevolent Aggression pair was not significant. Emotional Reactivity was therefore 

significantly more strongly associated with Active Regulation amongst boys. 

3.6 Group Differences on the CERS 

The effects of age and gender were tested by entering the data for each of the three 

factors into separate 2 (gender) by 5 (age) between subjects analyses of variance 

(ANOVAs). The five levels of age were represented by each of the age -years 8 to 12. 

3.6.1. Factor One: Emotional Reactivity 

The mean scores for ER are shown in Table 3.5 below, broken down by age and 

gender. 

Table 3.5 Table showing Mean Scores for ER by Age and Gender 

Group Gender N Means (SD) Overall N Means (SD) 

8 Years Girls 20 14.10 (2.97) 8 Years 39 12.95 (3.99) 
8 Years Boys 19 11.74 (4.62) 
9 Years Girls 24 13.96 (4.40) 9 Years 47 12.51 (4.48) 
9 Years Boys 23 11.00 (4.12) 
10 Years Girls 32 11.63 (4.58) 10 Years 57 11.33 ( 4.55) 
10 Years Boys 25 10.96 (4.58) 
11 Years Girls 26 12.96 (3.38) 11 Years 42 11.50 (3.88) 
11 Years Boys 16 9.13 (3.52) 
12 Years Girls 23 13.04 (5.00) 12 Year 51 10.94 (4.69) 
12 Years Boys 28 9.21 (5.01) 

Girls 125 13.01 (3.91) 
Boys 111 10.40 (4.51) 
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The ANOVA yielded a highly significant main effect for gender (F (1, 226) = 24.53; 

p<.001), with girls having a higher mean than boys. Neither the main effect for age nor the 

age by gender interaction was significant. The summary table for the ANOV A is shown 

below in Table 3.6 

Table 3.6 Univariate Tests of Significance for Emotional Reactivity 

SS DF 
Age 129.09 4 
Sex 424.39 1 
Age*Sex 88.72 4 
Error 3909.28 226 

MS 
32.27 

424.39 
22.18 
17.30 

**Denotes p<0.001, ns Denotes non significant 

3.6.1 Factor Two: Active Regulation 

F 
1.866 

24.534 
1.282 

p 
0.117364ns 
0.000001 ** 
0.277786ns 

The mean scores for both boys and girls broken down by age and gender on the Active 

Regulation factor are presented in Table 3.7. 

Table 3.7 Table showing Mean Scores for AR by Age and Gender 

Group Gender N Means (SD) Overall N Means (SD) 

8 Years Girls 20 8.10 (2.97) 8 Years 39 8.31 (3.01) 
8 Years Boys 19 8.53 (3.12) 
9 Years Girls 24 8.54 (2.50) 9 Years 47 8.87 (2.96) 
9 Years Boys 23 9.22 (3.40) 
10 Years Girls 32 8.38 (3.14) 10 Years 57 8.18 (3.21) 
10 Years Boys 25 7.92 (3.35) 
11 Years Girls 26 8.38 (3.14) 11 Years 42 7.81 (2.89) 
11 Years Boys 16 7.81 (3.41) 
12 Years Girls 23 8.61 (2.74) 12 Years 51 7.00 (2.89) 
12 Year Boys 28 5.68 (2.31) 

Girls 125 8.29 (2.78) 
Boys 111 7.71 (3.30) 



Neither of the main effects for AR was significant, but there was a significant age 

by gender interaction (F (4, 226) = 2.92; p<0.05). The interaction was analysed by 

computing simple main effects. These revealed a significant effect for age for boys 
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(F (4, 226) = 4.74; p<.001) but not girls (F (4, 226) = 0.34; NS). Post hoc tests showed that 

the mean score for boys aged 12 years was significantly lower than the means for both 8 

year old (unweighted between MS9.59; df 106; p<.05) and 9 year old (unweighted between 

MS9.59; df 106; p<.01) boys, and that the mean for 12 year old girls was significantly 

higher than the mean for 12 year old boys (t=4.14; df 49; p<.001). The approximate 

probabilities for the post-hoc tests for age are shown in Appendix 3.2. The summary table 

for the ANOV A is shown below in Table 3.8, together with a graphic display of the age x 

gender interaction (see Figure 3.1). 

Table 3.8 Univariate Tests of Significance for Active Regulation 

ss DF MS F e 
Age 79.33 4 19.83 2.278 0.061813ns 
Sex 11.82 1 11.82 1.357 0.24522ns 
Age*Sex 101.63 4 25.41 2.918 0.022123* 
Error 1967.81 226 8.71 

*Denotes p<0.05, ns Denotes non significant 
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Figure 3.1 

Age and Gender on Active Regulation; LS Means 

Current effect: F(4, 226)=2.9181, p=.02212 

Vertical bars denote 0.95 confidence intervals 
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Graph Indicating the Age and Gender Effect for Active Regulation 
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3.6.3. Factor Three: Malevolent Aggression 

The mean age and gender scores for MA are summarised in Table 3.9. 

Table 3.9 Table showing Mean Scores for MA by Age and Gender 

Group Gender N Means (SD) Overall N Means (SD) 

8 Years Girls 20 2.20 (2.21) 8 Years 39 2.59 (2.41) 
8 Years Boys 19 3.00 (2.60) 
9 Years Girls 24 2.13 (2.05) 9 Years 47 2.87 (2.32) 
9 Years Boys 23 3.65 (2.37) 
10 Years Girls 32 2.44 (2.26) 10 Years 57 2.65 (2.32) 
10 Years Boys 25 2.92 (2.41) 
11 Years Girls 26 1.54 (1.56) 11 Years 42 1.81 (1.84) 
11 Years Boys 16 2.25 (2.21) 
12 Years Girls 23 2.17 (2.01) 12 Year 51 3.00 (2.61) 
12 Years Boys 28 3.68 (2.87) 

Girls 125 2.10 (2.03) 
Boys 111 3.18 (2.54) 
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The ANOVA for MA yielded a highly significant main effect for gender (F (1, 226) = 

11.04; p<.001), with boys having a higher mean than girls. Neither the main effect for age 

nor the age by gender interaction was significant. The summary table for the ANOV A is 

shown below in Table 3.10 

Table 3.10 Univariate Tests of Significance for Malevolent Aggression 

Age 
Sex 
Age*Sex 
Error 

ss 
29.190 
57.515 
11.448 

1177.630 

DF 
4 
1 
4 

226 

MS 
7.297 
57.515 
2.862 
5.211 

**Denotes p<0.001, ns Denotes non significant 

F 
1.4005 

11.0377 
0.5493 

p 
0.234688ns 
0.001041 ** 
0.699744ns 
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4. DISCUSSION 

4.1 Overview 

Current knowledge of children's use of emotion regulation is predominantly based 

upon the reports of third parties such as teachers, parents, temporary caregivers and even 

peers (e.g. Calkins & Johnson, 1998; Eisenberg et al., 1996; Shields & Chicchetti, 1997; 

1998). In order to better understand children's attempts at regulation it is imperative to 

include a child's own self-report. There have been few psychometrically valid measures 

available to investigate emotion regulation in children, particularly in the 8 to 12 year age 

cohort. The present study addressed this in part by constructing a children's self-report 

emotion regulation scale expressed in the vernacular of children at this age. The final 

version of the 43-item Children's Emotion Regulation Scale can be found in Appendix 3.1. 

The methodology of the CERS was based upon Clarbour and Roger's (2004) study 

involving older children and adolescents, with age appropriate adaptations for the 8 to 12 

year old age group. By using exploratory factor analysis a clear three-factor structure was 

extracted, with acceptable internal consistency. The three factors were labelled Emotional 

Reactivity, Active Regulation and Malevolent Aggression. Upon analysing the results of 

236 children who completed the CERS, gender differences in the Emotional Reactivity and 

Malevolent Aggression factors were found alongside an age and gender interaction on the 

Active Regulation factor. Possible reasons for these results will be discussed later. First, 

however, the constructs on which the three factors are based will be considered. 
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4.2 Factor One: Emotional Reactivity 

Emotional reactivity, whilst never clearly defined in the literature is thought to 

reflect the intensity of expressed emotion and/or the rapidity of emotional response (e.g. 

Lucas & Baird, 2004; Sloan, in press). The term emotional reactivity is also used in 

reference to residual feelings of affect after a public display of emotion (Suls et al., 1998), 

although this is more appropriately termed recovery. It can also be linked to emotion 

regulation, since differential levels of emotional reactivity are resultant from an individual's 

monitoring and regulating of their emotions within changing contexts (Cole et al., 1994; 

Eisenberg et al., 1996). 

Evidence suggests that people's levels of positive and negative emotions remain 

stable over time (Watson & Walker, 1996), which implies that patterns of emotional 

reactivity evident in childhood may remain a feature throughout an individual's life course 

(Eisenberg et al., 1996; Lucas & Baird, 2004). Twin studies report the role of internal 

processes, such as temperament or personality in emotional reactivity, as even twins 

separated at birth demonstrate similar levels of positive and negative emotions (Lykken & 

Tellegen, 1996). Some animal models, on the other hand, suggest that emotional reactivity 

may not be an hereditary trait but induced by parental socialisation, particularly by mothers 

(Calatayud, Cobard, & Belzung, 2004). For example, assays of cortisol in rhesus monkeys 

showed higher levels, in mother-reared monkeys compared with a group of peer-reared 

monkeys (Davenport, Novak, Meyer, Tiefenbacher, Higley, et al., 2003). Cortisol is a 

neurochemical indicator of emotional reactivity and the findings support a socialisation 

perspective. However, whether there are biological or environmental underpinnings or an 

interaction between them, emotional reactivity levels in childhood may help to predict later 

emotional outcomes (Eisenberg et al., 1996; Lucas & Baird, 2004). 
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The Emotional Reactivity factor of the CERS contains a number of items related to 

expression of negative emotionality. The top six loading items in the ER factor involve 

feelings of sadness (Item 59, "I cry when I feel sad", Item 4, "I feel sad if someone calls me 

a bad person"), fear, such as item 22 ("I feel creeped out when I am scared"), and 

expressions of disappointment (Item 73, "I feel pretty down when I am disappointed", Item 

51, "I sometimes cry when I feel disappointed" and Item 45, "I go storming out of the room 

when I feel let down"). Also loading on factor one was a reported experience of anger, such 

as Item 1 ("If I get teased I get really annoyed") and Item 58 ("I feel really frustrated when I 

am angry"). Finally, there were also reflections on the child's own self worth such as Item 

30 ("I want to run away when I feel bad inside") and Item 21 ("When I feel ashamed I think 

no one likes me"). 

It could be argued, theoretically, that many of the items in the first ER factor 

represent negative emotions. This because many of the items denote open emotion 

expression of negative affect such as tears, sulking, storming out of a room and wishing for 

something that will not change. In many situations these expressions of negative affect 

would be considered socially undesirable, and would consequently require modification or 

regulation. However, these items would need to be placed into specific contexts for each 

child before generalisations could be made as to whether the expression and experience is 

adaptive or not. It is important to note that many of the experiences of negative emotionality 

mentioned could become problematic if a child is slow to return affective baseline, or is left 

with residual feelings of sadness, anger or disappointment ( e.g. Southam Gerow & Kendall, 

2002). 
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4.3 Factor Two: Active Regulation 

The Active Regulation factor contains items that relate to Gross' (1998) process 

model of emotion regulation that was discussed in detail in chapter one. Briefly, Gross 

describes two types of emotion regulation; antecedent-focused emotion regulation and 

respondent-focused emotion regulation. Antecedent focused regulation involves modifying 

aspects of the internal and external environment to influence what emotions are experienced 

(Gross, 1999). In contrast response focused emotion regulation involves attempts to 

modulate emotion response tendencies once they have been evoked (Gross, 2002). These 

two different types of emotion regulation include a number of strategies. Gross describes 

these as situation selection; situation modification, attentional deployment, cognitive change 

and response modulation (Gross, 1998; 1999; 2002). 

Gross (2002a), defines emotion regulation as the process by which individuals 

influence the types of emotions they experience and when and how they attend to them. 

This concept of emotion regulation was evident in the second factor of the CERS, which 

was given the name Active Regulation. The 'active' aspect was added to differentiate it 

from unconscious physiological self-regulation that may occur without conscious direction 

(e.g. Goldsmith and Davidson, 2004). The three highest loading items on the second factor 

were Item 68 ("I think about what to do next when I feel afraid"), Item 7 ("I talk to myself 

and say 'That's OK' when I miss out on something") and Item 54 ("I do breathing when I 

need to calm down"). The first two items appear to represent attentional deployment and 

cognitive change respectively. Attentional deployment is depicted by Gross as attending to 

one specific aspect of a situation over another. In the first example, the child is choosing to 

focus on possible solutions to alleviate the experienced fear rather than focusing on the 



62 

fearful stimulus at hand. For the second item, Gross defines cognitive change as choosing a 

differential interpretation of a situation. 

However, a caveat is needed here. Gross' (1998) model is predicated on work with 

adults who have more sophisticated cognitive abilities than 8 to 12 year olds. Whilst an 

older individual may possess the cognitive resources to rationalise why it is not so bad to 

miss out on something they desired, a child may not have acquired this ability if they are 

still at Piaget's (in Berk, 2001) concrete operational stage of development. Piaget would 

argue that a child aged 8 -12 will not yet have the cognitive ability to fully assess their 

degree of control over a situation. Until this reasoning develops more comprehensively, a 

child may only use part of Gross' definition of cognitive reappraisal. In this instance they 

choose a form of internalised 'self-talk' to effect cognitive change but do not rationalise 

specifically why 'It's OK'. 

Other items in the Active Regulation factor signify situation selection. Gross (1998) 

characterises this strategy as choosing which environment to position oneself in. This can 

involve seeking out others rather than being alone, or avoiding situations one knows to elicit 

certain emotion. Those items which reflect situation selection and that loaded on factor two 

are (Item 29, "I play with my friends to forget I feel sad" and Item 42, "I cuddle Mum or 

Dad when I want to feel better"). In these items the child is removing themselves from an 

emotion eliciting situation and seeking peers or adults who represent a comforting or more 

pleasant environment. 
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What is evident in all of these particular examples generated by 8 to 12 year old 

children, is that those in middle childhood are endorsing patterns of emotion regulation 

which still involve significant others as an important source of regulation. This fits with the 

literature discussed in the first chapter (see section 1.5) noting the importance of parental 

instruction in developing effective emotion regulation strategies. It also echoes those 

researchers who advocate that the investigation of emotion regulation in children also needs 

to be considered in the context of social relationships (Thompson, 1994; Walden & Smith, 

1997). 

4.4 Factor Three: Malevolent Aggression 

The Malevolent Aggression factor was given the same name as the corresponding 

factor in Clarbour and Roger's (2004) study. Malevolence has been defined by Fowler and 

Fowler (1966) as wishing ill to others, which was present in many of the CERS items. 

There were also implied levels of aggression, with items involving happiness in hurting 

others in both a physical and emotional fashion, such as pushing peers over or breaking 

their favourite things as a punishment for making the perpetrator angry. Therefore, on a 

conceptual level, the label of MA appeared to fit well. Research by Dodge (1980) and 

Dodge and Schwartz (1997) signifies that a hostile attribution bias can be predictive of 

children with disruptive behavioural disorders. Whilst this may represent children at the 

extreme end of the spectrum, aggression is often an emotion that society expects to be 

regulated (e.g. Izard, 2002). For example, someone who has been identified as having 

problems with aggression will often be directed to an anger management programme. 
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Many items in factor three of the CERS exhibited similar ideas and intentions to 

those items in Clarbour and Roger's Emotion Behaviour Scale (EBS). For example, in 

Clarbour and Roger's (2004) scale, Item 7 states "I would slap and hit someone who upsets 

me". In the CERS, a corresponding, Item 40, reads "I feel happy if I hit someone who 

upsets me". Other items showing similar content and language are Item 64 on the CERS ("I 

make sure I get revenge when I feel let down") and Item 22 on the EBS ("I feel happy when 

I get my revenge"). Items in the MA factor on the CERS can be described as a desire to do 

ill to others (Clarbour & Roger, 1999), enjoyment at other's distress such as (Item 70, "I 

feel happy when I see someone else get into trouble") and Item 75 ("I will break someone's 

favourite things if they make me angry"), demonstrating calculated behaviour. It was 

considered important to allocate the same name for this factor in the CERS as it was in the 

EBS because both factors seemed to be tapping a very similar, if not the same construct. 

This would then enable some sense of continuity between scales measuring emotion 

regulation in children and emotional behaviour in older adolescents which could have 

implications for comparison on longitudinal studies. 

4.5 Group Differences 

4.5.1. Gender Differences 

Comparing the correlations between the three factors by gender indicated a 

significant difference between boys and girls in the correlation between ER and AR. For 

girls, emotion regulation is more independent of expressions of emotional reactivity than it 

is for boys. Whilst speculative, this could be because girls are using more emotion 

regulation strategies throughout middle childhood, which are independent from any 

expressions of emotional reactivity. Although there is no evidence for causal relationships, 

this does highlight differences between boys and girls in both their emotion perceptions and 
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behaviour. Although beyond the scope of this thesis, more research on predictive modelling 

is needed to investigate the implications of these findings. 

Overall, females scored significantly higher than boys on factor one, the measure of 

Emotional Reactivity. As mentioned above, many of the items that comprise this factor 

relate to the experience and expression of negative emotionality, such as sadness, fear, 

disappointment and feelings of low self worth. Whilst the role of biology cannot be 

discounted, the reasons for this difference could be attributed to socialisation practices. 

Research has shown significant gender differences, as fathers and mothers talk more about 

negative emotions, particularly sadness with their daughters than they do with their sons 

(Adams et al., 1995; Fivush, Brockman, Buckner & Goodman, 2000; Keubli & Fivush, 

1992). However, further research is needed to ascertain if this is because girls express more 

non verbal negative emotionality, such as sadness, than boys, or because of the emotional 

content that parents perceive to be relevant to discuss with their daughters as opposed to 

their sons (Fivush et al., 2000). Theorists have also argued that females place a greater 

value on emotional intimacy than men (Belle, 1991). This means females may be less likely 

to report more destructive emotional responses to interpersonal problems than males do 

(Birditt & Fingerman, 2003). At the same time they may experience more distress, for 

longer periods when problems arise (Antonucci, 2001) which could also tie into the 

construct of ER in factor one. 

There was also a significant gender effect for males on factor three, the Malevolent 

Aggression construct. Boys scored higher overall on this construct than did girls. This was 

comparable to Clarbour and Roger's (2004) study, with males also scoring higher on MA 

than females. It therefore appears that the construct of Malevolent Aggression is present in 
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children from a different country and a much younger cohort. The highly significant gender 

difference is in keeping with research which suggests girls are less aggressive than boys 

(Buss, 1991). This finding also corresponds with research on emotion stereotypes (Fabes & 

Martin, 1991), showing that people believe males experience and express more anger than 

females. Moreover, children are aware of these stereotypes even at age four (Karbon, Fabes, 

Carlo & Martin, 1992). It could be possible, therefore, that children are influenced by these 

pervasive stereotypes and so boys are more likely to endorse items related to Malevolent 

Aggression. Research on the correlations between social competence and emotional 

expressiveness across a range of situations indicate that high emotional intensity, especially 

involving aggression, is correlated with negative peer relations (Eisenberg, Fabes, 

Bernzweig, Karbon, Poulin, & Hanish, 1993; Miller & Olson, 2000). Subsequently, 

negative peer relations in middle childhood are considered a critical component of 

behavioural disturbances, which predicts such long term factors as substance abuse, and 

criminality (Parker & Asher, 1987). Whilst more research is needed into the role of MA in 

peer relationships, males could encounter more difficulties in interpersonal interactions if 

they continue to demonstrate less prosocial, malevolent aggression. 

In keeping with the consideration of children's experiences of emotion socialisation, 

males are more likely to be power oriented in social relationships than females, who as 

mentioned, may be more concerned with suppression of anger to avoid upsetting social 

partners (Fischer & Manstead, 2000). It should also be noted that these socialisation effects 

may begin at an early age. Adults when witnessing ambiguous behaviour in an infant whose 

sex they are unaware of are more likely to attribute the emotion to fear if they think the 

baby is female, and anger if they believe it to be a boy (Condry & Condry, 1976). 
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4.5.2. Gender and Age Interaction 

A significant interaction between age and gender emerged for the AR factor. Boys 

overall engaged in less active regulation than girls. In using simple main effects it was 

possible to see that by age 12, boys were using less active regulatory skills than those boys 

aged 8 and 9 years of age. Furthermore, 12 year old boys were also exhibiting significantly 

less active regulation than 12 year old girls. Strikingly, whilst there is a clear trend for boys 

to use less active regulation with age, there is no such age effect for girls. As boys tend to 

use less active regulation with age, in contrast girls show no significant change across age. 

Hence, boys and girls appear to use similar amounts of active regulation such as antecedent

and response focused emotion regulation at early ages. However, whilst girls evidence no 

change, boys show a steady decline. 

Possible reasons for this could be the differential emotion socialisation of boys and 

girls by their parents, as children learn much about their experience and regulation of 

emotion from their primary caregivers, through both verbal and non verbal means (Denham, 

Zoller & Couchard, 1995; Fivush & Keubli, 1997; Walden & Smith, 1997). Evidence from 

Fivush and colleagues (e.g .. Fivush et al., 2000) has shown that when discussing emotion, 

its expression, consequences and modulation, mothers are the more likely of the two parents 

to discuss indepth, the causes and consequences of emotion. There are also indications that 

mothers may socialise emotion differently with their daughters than they do with their sons 

(Dunn, Bretherton & Munn, 1987; Zahn-Waxler, Cole & Barrett, 1991). However, overall 

both mothers and fathers talked more to their daughters than their sons about their 

experiences of emotion and ways of coping (Fivush et al., 2000). 
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Although further research is needed into the differential emotion socialisation 

practices, this could be one possible reason why boys are significantly less likely to use 

active emotion regulation practices at age 12 than girls. It is interesting that there are 

significant differences between boys at age 8 and 9 compared with 12 years, which may be 

because at the younger ages the boys are likely to spend more time with adults, and parents 

may play a pivotal role at age 8 and 9, in helping their children to regulate affect. As 

children grow older, seeking independence may have less of an effect and girls may be 

socialised to talk more openly about difficulties with emotion. 

Studies also show that in general males speak less to their friends about emotion 

(Brody & Hall, 1993), and since boys engage in fewer emotion narratives, with both family 

members and peers, thus there may be an indication as to why emotion regulation could 

develop more slowly in males than it does in females. On the other hand, girls appear to be 

socialised towards talking about emotion more with friends and often focus on the 

consequences of emotional expression and control in the context of interpersonal 

relationships (Ramsden & Hubbard, 2002). It has also been found that by age 6, girls talk 

more about emotion than boys (Adams et al., 1995) indicating that this distinct gender 

difference begins at an early age, although the 8 to 11 year old boys in this study did not 

differ significantly from one another. 

The role of gender in factors two and three is an interesting finding. It appears that 

boys overall engage in more behaviours characteristic of Malevolent Aggression, and as 

they get older they also employ fewer active regulatory strategies. By the age of 12, boys 

use significantly less active regulation than girls, who in contrast to boys show no 

significant change across age. Linking these factors together in this way is speculative, but 
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when the findings are taken together they suggest a relative vulnerability to externalising 

behaviours amongst boys. This might perhaps help to explain patterns of later delinquency 

or psychopathic trends in boys. Common expressions of childhood psychopathology are 

externalising behaviours such as hostility, defiance, impulsivity, destructive behaviour and 

low tolerance to frustration (Denham, Workman, Cole, Weissbrand, Kendziora & Zahn

Waxler, 2000), which are all represented to some degree by the items in the Malevolent 

Aggression factor. 

Emotion regulatory difficulties could be a common denominator in these behaviour 

problems in children (see for example Cole et al., 1994), and since emotion regulation is an 

important factor in the maintenance or even development of interpersonal relationships 

(Eisenberg, Fabes, Karbon et al., 1996; Eisenberg, Fabes, Murphy et al., 1995; Thompson, 

1994), there are possible implications here for boys being at a higher risk of developing 

more 'antisocial' behaviour traits than their female counterparts. The findings suggest 

important avenues for future research on the roles of the CERS factors in deviant behaviour, 

which were beyond the scope of this thesis 

4.6 Limitations of the Study 

There are limitations to the present study when considering the literature on the 

development of psychometrically valid scales (e.g. Kline, 1998; 2000), in that only one 

sample of children received an initial copy of the 78 item CERS. Consequently, it was only 

possible to undertake the first stage of scale construction by conducting exploratory factor 

analysis. As will be discussed later, there is a need to administer the 43 item scale to another 

completely independent sample of children, analyse test-retest reliability and proceed with 

confirmatory factor analysis. In defence, the main aim of this study does need to be kept in 
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context when considering limitations. The overall objective of this thesis was to accomplish 

an initial construction of a children's self-reported emotion regulation scale for 8 to 12 year 

olds. This preliminary stage was completed and indicated some significant initial findings in 

terms of age and gender. 

In examining the three-factor structure, there is a possibility that factor one, 

Emotional Reactivity, may represent a more general concept than emotion regulation per se. 

However, testing for a general factor would require simultaneous administration of a range 

of other emotion scales on an independent sample of children. Whilst this was well beyond 

the scope of the current thesis, undertaking this further step would significantly enhance the 

conceptual properties of the subscales of the Children's Emotion Regulation Scale. 

When taking into account both the gender effects and the age by gender interaction, 

it is also necessary to consider the sample size of each age group. When the participants 

were split into their five respective age groups of 8 through 12 year olds, numbers in each 

group became quite small. The size of each group was then reduced further when split by 

gender. For example, there were only sixteen 11 year old boys. Using post-hoc analysis for 

unweighted means did result in highly significant effects, but replication with larger 

samples is warranted to investigate age and gender effects to provide greater statistical 

power. 
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The issue of representation also needs to be raised here. Whilst 134 children of the 

total 266 children who participated in this research were sampled from Christchurch 

primary schools, the children could not participate without a caregiver or parent's written 

permission. Those children who did not return adult permission forms were then ineligible 

to participate. There is a possibility that those who did not participate may have differed 

characteristically from those individuals who did participate. As many of the other 132 

participants were recruited by poster or newspaper advertisement, selection bias cannot be 

discounted. It was predominantly parents who made initial contact as they had seen the 

recruitment notices and offered the possibility of their child participating. 

Due to the necessary anonymity to reduce social desirability, this precluded test

retest reliability from being assessed. It is important that test-retest reliability of the CERS 

is measured in further studies. The need for anonymity also meant it was impossible to 

determine the ethnicity of the respondents to comment on the cross-cultural implications of 

the CERS. As anecdotal evidence however, the researcher noted that there did appear to be 

a wide range of children who participated in both the scenario and scale studies as the 

schools that were approached to take part had some culturally diversity in terms of their 

students. It does need to be kept in mind though that most of the respondents were from 

Christchurch, New Zealand and the surrounds which has a predominance of 

Pakeha/European residents. Therefore, many of the respondents may have been of this 

ethnicity which can limit extrapolation of findings to other ethnic communities. 
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There was a gender split of 50/50 respectively for boys and girls in the scenario 

study on which the CERS was based, which may have helped reduce gender bias. However, 

due to the sheer immensity of responses generated, there was no way of ascertaining the 

gender of the original respondent from which this came. Given the research that purports 

that girls are more comfortable, and speak for longer about emotion, there is a possibility 

that many of these factors are more representative of females. Conversely, there was a 

52/48 percent split for girls and boys from the sample of 236 children, indicating an equal 

representation of male and female respondents for the initial validation exercise. 

Another possible limitation to this study is that children may not always be aware of 

the regulatory strategies they use. This means in generating responses they may fail to 

articulate many of the fundamental emotion regulatory strategies that are used 'in vivo'. For 

example, few of the respondents in the initial scenario phase identified physiological or 

somatic responses. Research has indicated that children may deny the use of certain 

regulatory strategies, despite being observed using them or having third parties identify 

their presence (Southam Gerow & Kendall, 2002). Again though, the aim of this research 

was to sample children's self reported emotion regulation expressed in their vernacular. 

Therefore it would confound the objectives of the study to use parental reports for this 

particular scale construction. However, this does not discount the importance of a 

parent/caregiver perspective when assessing children's emotion regulation patterns. A 

parental self-report using a similar methodology adopted by Roger and colleagues ( e.g. 

Roger et al., 1993; Clarbour & Roger, 2004) of children's emotion regulation could be 

developed in conjunction with this scale as a part of future directions for this research. 
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4.7 Future Directions 

Whilst the objective of constructing an initial self-report measure of children's 

emotion regulation with both language and content generated by children has been 

achieved, there are a number of future research directions that were beyond the scope of this 

thesis. Firstly, for the Children's Emotion Regulation Scale to achieve any kind of 

predictive validity, a number of further analyses and validation studies need to be 

accomplished. This could be undertaken by administering the 43-item CERS to a large 

independent sample of children aged 8 - 12 years. A random number of these children 

would need to be identified to undertake a re-administration after a specified time frame. 

Perhaps a three month time period would be sufficient to assess test-retest reliability. 

Administration to a separate, large sample of children is also needed so that confirmatory 

factor analysis can be done to verify the three-factor structure that was evident after 

exploratory factor analysis. After these follow up analyses are done there will be a more 

rigorous indication of the reliability of the CERS. 

A number of tentative hypotheses have been broached during the discussion chapter 

which would help to assess the overall usefulness of the CERS. Most of these future 

directions involve replication with different samples and administration of alternative 

questionnaires assessing such areas as externalising behaviours or anxiety. This could 

indicate whether certain emotion regulation patterns predicted by the CERS specify 

vulnerabilities to psychopathology. There is also a need to investigate the gender effects in 

terms of MA and ER. Whilst contributing to the literature on the well established gender 

differences in emotion response and expression, this could be beneficial in exploring useful 

education programmes for children at an early age. In particular, undertaking further 

investigation of the robustness of the gender and age effect in relation to AR is important. 
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This finding may highlight whether there is less propensity for boys to identify with 

emotion regulation strategies, particularly before entering the turbulent emotionality of 

adolescence. This finding, if replicated and better understood, could have important 

implications for psychological interventions in the treatment of psychopathology involving 

difficulties with emotion regulation. 



75 

REFERENCES 

Achenbach, T., & Edelbrock, C. (1983). Manual for the Child Behavior Checklist and 
Revised Child Behavior Profile. Burlington: University of Vermont Department of 
Psychiatry. 

Adams, S., Kuebli, J., Boyle, P., & Fivush, R. (1995). Gender differences in parent-child 
conversations about past emotions: A longitudinal investigation. Sex Roles, 33, 309 
- 323. 

Adolphis, R., Damasio, H., Tranel, D., & Damasio, A. (1996). Cortical systems for the 
recognition of emotion in facial expressions. Journal of Neuroscience, 16, 7678 -
7687. 

Antonucci, T. (2001). Social Relations. In J. Birren, & K. Schaie, (Eds.), Handbook of the 
psychology of aging (pp. 53 - 77). San Diego: Academic Press. 

Arsenic, W. F., & Pleiss, K. (1996). Typical and behaviourally disruptive children's 
understanding of the emotional consequences of socio-moral events. British Journal 
of Developmental Psychology, 14, 173 - 186. 

Association, A. P. (2000). Diagnostic and Statistical Manual of Mental Disorders - Text 
Revision (4th ed.). Washington DC: Author. 

Band, E., & Weisz, J. (1988). How to feel better when it feels bad: Children's perspectives 
on coping with everyday stress. Developmental Psychology, 24, 247 - 253. 

Barkley, R. (1997). Behavioral inhibition, sustained attention, and executive functions: 
Constructing a unified theory of ADHD. Psychological Bulletin, 121, 65 - 94. 

Barrett, K., & Campos, J. (1987). Perspectives on emotional development II: A functionalist 
approach to emotions. In J. Osofsky (Ed.), Handbook of Infant Development (2nd 
ed.). New York: Routledge. 

Barrett, K., & Gross, J. (2001). Knowing what you're feeling and knowing what to do about 
it: Mapping the relation between emotion differentiation and emotion regulation. 
Cognition and Emotion, 15(6), 713 - 724. 

Barrios, B., & Hartmann, D. (1997). Fears and Anxieties. In E. Mash, & L. Terdal (Eds.), 
Assessment of Child Disorders. New York: Guilford Press. 

Barrios, B., & O'Dell, S. (Eds.). (1998). Fears and Anxieties. New York: The Guilford 
Press. 

Bell, M., & Wolfe, C. (2004). Emotion and Cognition: An intricately bound developmental 
Process. Child Development, 75(2), 366 - 370. 



76 

Bell-Dolan, D., Last, C., & Strauss, C. (1990). Symptoms of Anxiety Disorders in Normal 
Children. Journal of the American Academy of Child and Adolescent Psychiatry, 29, 
759 - 765. 

Belle, D. (1991). Gender differences in the social moderators of stress. In A. Monat, & R. 
Lazarus (Ed.), Stress and Coping: An anthology (pp. 258 - 274). New York: 
Columbia University Press. 

Berk, L. (2001). Development through the lifespan. Boston: Allyn & Bacon. 

Berti, A., Garattoni, C., & Venturini, B. (2000). The Understanding of Sadness, Guilt, and 
Shame in 5-, 7-, and 9-Year-Old Children. Genetic, Social, and General Psychology 
Monographs, 126(3), 293 - 318. 

Birditt, K., & Fingerman, K. (2003). Age and gender differences in adults' descriptions of 
emotional reactions to interpersonal problems. The Journals of Gerontology, 
58B(4), 237 - 245. 

Brenner, E., & Salovey, P. (1997). Emotion Regulation During Childhood: Developmental, 
Interpersonal and Individual Considerations. In P. Salovey, & D. Sluyter (Ed.), 
Emotional Development and Emotional Intelligence. USA: Basic Books. 

Bridges, L., Denham, S., & Ganiban, M. (2004). Definitional Issues in Emotion Regulation 
Research. Child Development, 75(2), 340 - 345. 

Broderick, N. (2001). An investigation of the relationship between private speech and 
emotion regulation in preschool-age children. Dissertation Abstracts International: 
Section B: The Sciences & Engineering, Vol 61(11-B), 6125. 

Brody, L., & Hall, J. (1993). Gender and emotion. In M. Lewis, & J. Haviland (Eds.), 
Handbook of emotions (pp. 447 - 460). New York: Guilford Press. 

Brown, T., Barlow, D., & Liebowitz, M. (1994). The empirical basis of Generalized 
Anxiety Disorder. American Journal of Psychiatry, 151, 1272 - 1280. 

Buss, A. (1991). The EAS theory of temperament. In J. Stelau, & Angleitner, A. (Eds.), 
Explorations in Temperament: International Perspectives on Theory and 
Management. London: Plenum Press. 

Butler, E., Egloff, B., Wilhelm, F., Smith, N., Erickson, E., & Gross, J. (2003). The social 
consequences of expressive suppression. Emotion. Vol 3(1 ), Mar 2003, pp. 48-67, 
3(1), 48 - 67. 



Calatayud, F., Cobard, S., & Belzung, C. (2004). Emotional reactivity in mice may not be 
inherited but influenced by parents. Physiology and Behavior, 80(4), 465 - 474. 

77 

Calkins, S. (1994). Origins and Outcomes oflndividual Differences in Emotion Regulation. 
Monographs of the Society for Research in Child Development, 59(2-3), 53 - 72. 

Calkins, S., & Johnson, M. (1998). Toddler regulation of distress to frustrating events: 
Temperamental and maternal correlates. Infant Behavior and Development, 21, 379 
- 395. 

Cameron, L. (2003). Anxiety, Cognition, and Responses to Health Threats. In L. L. 
Cameron, H. (Eds.), The self regulation of health and illness behaviour (pp. 157 -
180). London: Routledge. 

Campos, J. (1994). Definitions and Concepts of Emotion Regulation. Monographs of the 
Society for Research in Child Development, 59(2-3), 3 - 6. 

Campos, J., Barrett, K., Lamb, M., Goldsmith, H., & Stenberg, C. (1983). Socioemotional 
development. In C. Morrisson, M. Haith & J. Campos (Eds.), Handbook of child 
psychology: Infancy and developmental psychobiology (2nd ed., pp. 783 - 915). 
New York: Wiley. 

Campos, J., Frankel, C., & Camras, L. (2004). On the nature of emotion regulation. Child 
Development, 75(2), 377 - 396. 

Casey, R. (1996). Emotional competence in children with externalizing and internalizing 
disorders. In M. Lewis, & M. Wolan Sullivan (Eds.), Emotional development in 
atypical children (pp. 161 - 183). Hillsdale: Lawrence Erlbaum Associates. 

Cattell, B. (1966). The scree test for the number of factors. Multivariate Behavioural 
Research, 1, 245 - 276. 

Chess, S., & Thomas, A. (1990). Continuities and discontinuities in temperament. In L. 
Robins, & M. Rutter (Eds.), Straight and devious pathways from childhood to 
adulthood (pp. 205 - 220). Cambridge: Cambridge University Press. 

Chicchetti, D. (1993). Developmental psychopathology: Reactions, reflections, projections. 
Developmental Review, 13,471 - 502. 

Chicchetti, D., Ackerman, B., & Izard, C. (1995). Emotions and emotion regulation in 
developmental psychopathology. Development and Psychopathology, 7, 1-10. 

Chicchetti, D., Ganiban, J., & Barnett, D. (Eds.). (1991). Contributions from the study of 
high-risk populations to understanding the development of emotion regulation. New 
York: Cambridge University Press. 



78 

Child, D. (1990). The essentials of factor analysis. London: Cassell. 

Chorpita, B., & Barlow, D. (1998). The development of anxiety: The role of control in the 
early environment. Psychological Bulletin, 124(1), 3 - 21. 

Clarbour, J., & Roger, D. (1999). The assessment of adolescent social and emotional 
behaviour. Paper presented at the British Psychological Society Social Section 
Annual Conference, Lancaster University. 

Clarbour, J., & Roger, D. (1999). The role of social anxiety, malevolent aggression, and 
social self esteem in adolescent emotional behaviour. Paper presented at the British 
Psychological Society Developmental Section Annual Conference, Nottingham 
University. 

Clarbour, J., & Roger, D. (2004). The construction and validation of a new scale for 
measuring emotional response style in adolescents. Journal of Child Psychology 
and Psychiatry, 45(3), 496 - 509. 

Cole, P., Martin, S., & Dennis, T. (2004). Emotion regulation as a scientific construct: 
Methodological challenges and Directions for Child Development Research. Child 
Development, 75(2), 317 - 333. 

Cole, P., Michel, M., & O'Donnell Teti, L. (1994). The development of emotion regulation 
and dysregulation: A clinical perspective. Monographs of the Society for Research 
in Child Development, 59(2-3), 73 - 100. 

Condry, J., & Condry, F. (1976). Sex differences: A study of the eye of the beholder. Child 
Development, 47, 812 - 819. 

Damasio, A. (1999). The feeling of what happens: Body and emotion in the making of 
consciousness. New York: Harcourt Brace. 

Damasio, A., Grabowski, T., Bechara, A., Damasio, H., Ponto, L., Parvizi, J., et al. (2000). 
Subcorticol and cortical brain activity during the feeling of self-generated emotions. 
Nature Neuroscience, 3, 1049 - 1056. 

Davenport, M., Novak, M., Meyer, J.,Tiefenbacher, S., Higley, J., Lindell, S., Champoux, 
M., Shannon, C., & Suomi, S. (2003). Continuity and change in emotional reactivity 
in rhesus monkeys throughout the prepubertal period. Motivation & Emotion. 
Special Issue: Developmental aspects of emotion regulation across the lifespan: 
Integrating diverse developmental perspectives, Part I, 27(1), 57 - 76. 

Denham, S., Workman, E., Cole, P., Weissbrod, C., Kendziora, K., & Zahn-Waxler, C. 
(2000). Prediction of externalising behaviour problems form early to middle 
childhood: The role of parental socialization and emotion expression. 
Developmental Psychology, 12, 23 - 45. 



Derryberry, D., & Rothbart, M. (1988). Arousal, affect and attention as components of 
temperament. Journal of Personality and Social Psychology, 55, 958 - 966. 

79 

Diener, M., & Mangelsdorf, S. (1999). Behavioral strategies for emotion regulation in 
toddlers: Associations with maternal involvement and emotional expressions. Infant 
Behavior and Development, 22, 569 - 583. 

Dodge, K., & Garber, J. (1980). Social cognition and children's aggressive behaviour. Child 
Development, 51, 162- 170. 

Dodge, K., & Garber, J. (1991). Domains of Emotion Regulation. In J. Garber, & K. Dodge 
(Eds.), The development of Emotion Regulation and Dysregulation. New York: 
Cambridge University Press. 

Dodge, K., & Schwartz, D. (1997). Social information processing mechanisms in aggressive 
behavior. In D. Stoff, J. Breiling, & D. Maser (Eds.), Handbook of antisocial 
behavior (pp. 171 - 180). New York: Wiley. 

Donovan, C., & Spence, S. (2000). Prevention of Childhood Anxiety Disorders. Clinical 
Psychology Review, 20( 4 ), 509 - 531. 

Dunn, J., Brown, J., & Beardsall, L. (1987). Converstaions about feeling states between 
mothers and their young children. Developmental Psychology, 23, 132 - 139. 

Eisenberg, N. (2002). Emotion-related regulation and its relation to quality of social 
functioning. In W. Hartup, & R. Weinberg (Eds.), Child psychology in retrospect 
and prospect: In celebration of the 75th anniversary of the Institute of Child 
Development. The Minnesota symposia on child psychology (Vol. 32, pp. 133 -
171). Mahwah: Lawrence Erlbaum Associates. 

Eisenberg, N., & Fabes, R. (2000). Prosocial Development. In W. Damon, & N. Eisenberg 
(Eds.), Handbook of child psychology: Volume 3. Social, emotional and personality 
development (pp. 701 - 778). New York: Wiley. 

Eisenberg, N., & Spinrad, T. (2004). Emotion-Related Regulation: Sharpening the 
Definition. Child Development, 75(2), 334 - 339. 

Eisenberg, N., Fabes, R., Murphy, B., Maszk, P., Smith, M., & Karbon, M. (1995). The 
role of emotionality and regulation in children's social functioning: A longitudinal 
study. Child Development., 66(5), 1360 - 1384. 

Eisenberg, N., Fabes, R., Bernzweig, J., Karbon, M., Poulin, R., Hanish, L. (1993). The 
relations of emotionality and regulation to preschoolers' social skills and 
sociometric status. Child Development, 64, 1418 - 1438. 



Eisenberg, N., Fabes, R., Karbon, M. Murphy, B., Wosinski, M., Polazzi, L., Carlo, G., & 
Juhnke, C. (1996). The relations of children's dispositional prosocial behavior to 
emotionality, regulation, and social functioning. Child Development, 67(3), 974 -
992. 

Ekman, P. F., W. (1971). Constants across cultures in the face and emotion. Journal of 
Personality and Social Psychology, 17, 124 - 129. 

80 

Endriga, M., Jordan, J., & Speltz, M. (2003). Emotion self-regulation in preschool-aged 
children with and without orofacial clefts. Journal of Developmental & Behavioral 
Pediatrics,, 24(5), 336 - 344. 

Fabes, R., & Martin, C. (1991). Gender and age stereotypes of emotionality. Personality 
and Social Psychology Bulletin, 17, 532 - 540. 

Fergusson, D., Horwood, L., & Lynskey, M. (1993). Prevalence and comorbidity of DSM-
111-R diagnoses in a birth cohort of 15 year olds. Journal of the American Academy 
of Child and Adolescent Psychiatry, 32, 1127 - 1134. 

Field, T. (1994). The effects of mother's physical and emotional unavailability on emotion 
regulation. Monographs of the Society for Research in Child Development, 59, 208 -
227. 

Fischer, A., & Manstead, A. (2000). The relation between gender and emotion in different 
cultures. In A. Fischer, & A. Manstead (Eds.), Gender and emotion: Social 
psychological perspectives. Studies in emotion and social interaction. (pp. 71 - 94). 
New York: Cambridge University Press. 

Fivush, R., Brotman, M., Buckner, J., & Goodman, S. (2000). Gender Differences in 
Parent-Child Emotion Narratives. Sex Roles, 42(3/4), 233 - 254. 

Fowler, F., & Fowler, H. (1965). The Pocket Oxford Dictionary of Current English (4 ed.). 
Oxford: The Clarendon Press. 

Fox, N. (1994). The Development of Emotion Regulation: Biological and Behavioural 
Considerations. Monographs of the Society for Research in Child Development, 
59(2-3), Serial No. 240. 

Frijda, N. (1986). The Emotions. Cambridge: Cambridge University Press. 

Fujiki, M., Brinton, B., & Clarke, D. (2002). Emotion Regulation in Children with Speech 
and Language Impairment. Language, Speech and Hearing: Services in Schools, 
33(2), 102 - 112. 

Gable, S., & Isabella, R. (1992). Maternal contributions to infant regulation of arousal. 
Infant Behavior and Development, 15, 95 - 107. 



81 

Garber, J., & Dodge, K. (1991). Domains of emotion regulation. In J. Garber, & K. Dodge 
(Eds.), The development of emotion regulation and dysregulation. Cambridge 
studies in social and emotional development. Cambridge: Cambridge University 
Press. 

Goldsmith, H., & Davidson, R. (2004). Disambiguating the Concepts of Emotion 
Regulation. Child Development, 75(2), 361 - 365. 

Goldsmith, H., Buss, K., & Lemery, K. (1997). Toddler and childhood temperament: 
Expanded content, stronger genetic evidence, new evidence for the importance of 
the environment. Developmental Psychology, 33, 891 - 905. 

Grolnick, W., Bridges, L., & Connell, J. (1996). Emotion regulation in two-year-olds: 
Strategies and emotion expression in four contexts. Child Development, 67, 928 -
941. 

Gross, D., & Harris, P. (1988). False beliefs about emotion: Children's understanding of 
misleading emotion displays. International Journal of Behavioural Development, 
11, 368 - 398. 

Gross, J. (1998). Antecedent- and Response-Focused Emotion Regulation: Divergent 
Consequences for Experience, Expression and Physiology. Journal of Personality 
and Social Psychology, 74(1), 224 - 237. 

Gross, J. (1999). Sharpening the Focus: Emotion Regulation, Arousal, and Social 
Competence. Psychological Inquiry, 9(4), 287 - 290. 

Gross, J. (2001). Emotion Regulation in Adulthood: Timing is Everything. Current 
Directions in Psychological Science, 10(6), 214 - 219. 

Gross, J. (2002a). Emotion Regulation: Affective, Cognitive and Social Consequences. 
Psychophysiology, 39, 281 - 291. 

Gross, J., & John, 0. (2002). Wise Emotion Regulation. In L. Feldman Barrett, & P. 
Salovey (Eds.), The Wisdom in Feeling: Psychological Processes in Emotional 
Intelligence (pp. 297 - 319). New York: Guilford. 

Gross, J., & Levenson, R. (1993). Emotional suppression: Physiology, selfreport and 
expressive behavior. Journal of Personality and Social Psychology, 64, 970 - 986. 

Gross, J., & Levenson, R. (1997). Hiding feelings: The acute effects of inhibiting positive 
and negative emotions. Journal of Abnormal Psychology, 106(95 - 103). 

Gross, J., & Munoz, R. (1995). Emotion Regulation and Mental Health. Clinical 
Psychology: Science and Practice, 2(2), 151-164. 



82 

Gumora, G., & Arsenio, W. (2002). Emotionality, Emotion Regulation and School 
Performance in Middle School Children. Journal of School Psychology, 40(5), 395 -
413. 

Hayes, S., Wilson, K., Gifford, E., Follette, V., & Strosahl, K. (1996). Experiential 
avoidance and behavioural disorders: a functional dimensional approach to 
diagnosis and treatment. Journal of Consulting and Clinical Psychology, 64, 1152 -
1168. 

Hesse, P., & Cicchetti, D. (1982). Toward an integrative theory of emotional development. 
New Directions for Child Development, 16, 3 - 48. 

Hoeksma, J., Oosterlaam, J., & Schipper, E. (2004). Emotion Regulation and the Dynamics 
of Feeling: A Conceptual and Methodological Framework. Child Development, 
75(2), 354 - 360. 

Hoffman, M. (2000). Empathy and moral development: Implications for caring and justice. 
New York: Cambridge University Press. 

Izard, C. (1974). The Face of Emotion. New York: Appleton Century Crofts. 

Izard, C. (1991). The psychology of emotions. New York: Plenum Press. 

Izard, C. (1994). Innate and universal facial expressions: Evidence from developmental and 
cross cultural research. Psychological Bulletin, 115,288 - 299. 

Izard, C. (2002). Translating emotion theory and research into preventive interventions. 
Psychological Bulletin, 128, 796 - 824. 

Kagan, J., Reznick, J., & Snidman, N. (1987). The physiology and psychology of 
behavioural inhibition in children. Child Development, 58, 1459 - 1473. 

Karbon, M., Fabes, R., Carlo, C., & Martin, C. (1992). Preschooler's beliefs about sex and 
age differences in emotionality. Sex Roles, 27, 377 - 390. 

Keenan, K. (2000). Emotion Dysregulation as a Risk Factor for Child Psychopathology. 
Clinical Psychology: Science and Practice, 7,418 - 434. 

Keenan, T. (2002). An Introduction to Child Development. London: Sage Publications. 

Keltner, D., & Buswell, B. (1996). Evidence for the distinctiveness of embarrassment, 
shame and guilt: A study of recalled antecedents and facial expressions of emotion. 
Cognition and Emotion, 10(155 - 171). 

Kessler, R., McGonagle, K., Zhao, K., Nelson, C., Hughes, M., Eshlemna, S., Wittchen, H., 
& Kendler, K. (1994). Lifetime and 12 month prevalence of DSM-III-R psychiatric 
disorders in the United States. Archives of General Psychiatry, 51, 8 - 19. 



Kline, P. (1986). A Handbook of Test Construction. London: Methuen. 

Kline, P. (1994). An easy guide to factor analysis. London: Routledge. 

83 

Kline, P. (2000). The Handbook of Psychological Testing (2nd ed.). London: Routledge. 

Kovacs, M. (1992). Children's Depression Inventory. CDI Manual. Toronto: Multi-Health 
Systems Inc. 

Kuebli, J., & Fivush, R. (1992). Gender differences in parent-child conversations about past 
emotions. Sex Roles, 12, 683 - 698. 

Langlois, J. (2004). Emotion and Emotion Regulation: From another perspective. Child 
Development, 75(2), 315 - 316. 

Lazarus, R. (1991). Progress on a cognitive-motivational-relational theory of emotion. 
American Psychologist, 46, 819-834. 

Lazarus, R., & Folkman, S. (1984). Stress, appraisal and coping. New York: Springer. 

LeDoux, J. (1995). Emotion: Clues from the brain. Annual Review of Psychology, 46,209 -
235. 

Lewis, M., & Haviland, J. (1993). Handbook of Emotions. New York: Guilford Press. 

Lewis, M., & Stieben, J. (2004). Emotion Regulation in the Brain: Conceptual issues and 
the directions for Developmental Research. Child Development, 75(2), 371 - 376. 

Lieberman, M., & Rosenthal, R. (2001). Why introverts can't always tell who likes them: 
Multitasking and non-verbal decoding. Journal of Personality and Social 
Psychology, 80,294 - 310. 

Lucas, R., & Baird, B. (2004). Extraversion and Emotional Reactivity. Personality and 
Social Psychology Bulletin, 86(3), 473 - 485. 

Lykken, D., & Tellegen, A. (1996). Happiness is a stochastic phenomenon. Psychological 
Science, 7, 186 -189. 

Mayer, J., & Salovey, P. (1995). Emotional Intelligence and the construction and regulation 
of feelings. Applied and Preventive Psychology, 4, 197 - 208. 

Meerum Terwogt, M., Schene, J., & Koops, W. (1990). Concepts of emotion in 
institutionalized children. Journal of Child Psychology and Psychiatry and Allied 
Disciplines, 31(7), 1131 - 1143. 



84 

Mennin, D., Heimberg, R., Turk, C., & Fresco, D. (2002). Applying an Emotion Regulation 
Framework to Integrative Approaches to Generalized Anxiety Disorder. Clinical 
Psychology: Science and Practice, 9, 85 - 90. 

Miller, A., & Olson, S. (2000). Emotional expressiveness during peer conflicts: A predictor 
of social maladjustment among high-risk preschoolers. Journal of Abnormal Child 
Psychology, 28(4), 339 - 354. 

Nesse, R. (1987). An evolutionary perspective on panic disorder and agoraphobia. Ethology 
and Social Biology, 8, 73S - 83S. 

Neumann, S. (2000). Mood contagion:The automatic transfer of mood between persons. 
Journal of Personality and Social Psychology, 79, 211 - 223. 

Nunnally, J. (1978). Psychometric Theory (2nd ed.). New York: McGraw-Hill. 

Oatley, K. (1992). Best Laid Schemes. Cambridge: Cambridge University Press. 

Ohman, A. (1993). Fear and Anxiety as Emotional Phenomena: Clinical Phenomenology, 
Evolutionary Perspectives and Information-Processing Mechanisms. In M. Lewis, 
& J. Haviland (Eds.), Handbook of Emotions (pp. 511 - 536). New York: The 
Guilford Press. 

Parrott, W. (1993). Beyond hedonism: Motives for inhibiting good moods and for 
maintaining bad moods. In D. Wegner, & J. Pennebaker (Eds.), Handbook of 
Mental Control (pp. 278 - 308). Englewood Cliffs: Prentice Hall. 

Penza-Clyve, S., & Zeman, J. (2003). Initial validation of the Emotion Expression Scale for 
Children. Journal of Clinical Child &Adolescent Psychology, 31(4), 540- 547. 

Phillips, M. (2003). Understanding the neurobiology of emotion perception: implications 
for psychiatry. British Journal of Psychiatry, 182, 190 -192. 

Plutchik, R. (1980). A general psychoevolutionary theory of emotion. In R. Plutchik, & H. 
Kellerman, (Eds.), Emotion: Theory, research, and experience: Volume 1. Theories 
of emotion. New York: Academic Press. 

Porges, S. (1991). Vagal tone: An autonomic mediator of affect. In J. Garber, & K. Dodge, 
(Eds.), Development of emotion regulation and dysregulation (pp. 111 - 128). 
Cambridge: Cambridge University Press. 

Pratto, F., & John, 0. (1991). Automatic Vigilance: The attention-grabbing power of 
negative social interaction. Journal of Personality and Social Psychology, 61, 380 -
391. 



85 

Quigley, K., & Feldman Barrett, L. (1999). Emotional learning and mechanisms of 
intentional psychological change. In J. Brandtstadtler, & R. Lerner, (Eds.), Action 
and Development: Origins and functions of intentional self development (pp. 435 -
464). Thousand Oaks: Sage. 

Ramsden, S., & Hubbard, J. (2002). Family expressiveness and parental emotion coaching: 
Their role in children's emotion regulation and aggression. Journal of Abnormal 
Child Psychology, 30(6), 657 - 667. 

Rathus., J., & Sanderson, W. (1998). The role of emotion in the psychopathology and 
treatment of anxiety disorders. In W. Flack Jr, & D. Laird (Eds.), Emotions in 
psychopathology: Theory and research (pp. 254 - 264). New York: Oxford 
University Press. 

Raver, C. (2004). Placing emotional self-regulation in sociocultural and socioeconomic 
contexts. Child Development, 75(2), 346 - 353. 

Roger, D. (1998). The role of cognitive rumination, coping styles and self esteem in 
moderating adaptational responses to stress. In I. Mervielde, I. Dreary, F. De Fruyt 
& F. Ostendorf (Eds.), Personality Psychology in Europe (Vol. 7, pp. 351 - 364). 
Tilberg: Tilberg University Press. 

Roger, D., & Nesshoever, W. (1987). The construction and preliminary validation of a scale 
for measuring emotion control. Personality and Individual Differences, 8, 527 -
534. 

Roger, D., Jarvis, G., & Najarian, B. (1993). Detachment and coping: the construction and 
validation of a new scale for measuring strategies. Personality and Individual 
Differences, 15, 619 - 629. 

Rothbart, M., & Bates, J. (1998). Temperament. In N. Eisenberg (Ed.), Handbook of Child 
Psychology: Social Emotional and Personality Developments (5 ed., Vol. 3, pp. 105 
- 176). Mahwah: Erlbaum. 

Rottenberg, J., & Gross, J. (2003). When Emotion Goes Wrong: Realizing the Promise of 
Affective Science. Clinical Psychology: Science and Practice, 10(2), 227 - 232. 

Rottenberg, J., Wilhelm, F., Gross, J., & Gotlieb, I. (2003). Vagal rebound during resolution 
of tearful crying among depressed and nondepressed individuals. Psychophysiology, 
40(6), 1 - 6. 

Russo, M., & Beidel, D. (1994). Comorbidity of childhood anxiety and externalizing 
disorders: Prevalence, associated characteristics and validation issues. Clinical 
Psychology Review, 14(3), 199 - 221. 



86 

Saarni, C. (1989). Children's understanding of strategic control of emotional expression in 
social transactions. In C. Saarni, & P. Harris (Eds.), Children's understanding of 
emotion. New York: Cambridge University Press. 

Saarni, C. (1997). Coping with aversive feelings. Motivation and Emotion, 21(1), 45 - 63. 

Saarni, C., & Harris, P. (1989). Children's Understanding of Emotion. New York: 
Cambridge University Press. 

Saarni, C., Mumme, D., & Campos, J. (1998). Emotional development: Action, 
communication and understanding. In W. Damon, & N. Eisenberg (Eds.), 
Handbook of child psychology: Social, emotional and personality development 
(Vol. 3, pp. 237 - 310). New York: Wiley. 

Salovey, P. (1991). The psychology of jealousy and envy. New York: Guilford. 

Salovey, P.H., Christopher K; Mayer, & John D. (1993). Emotional intelligence and the 
self-regulation of affect. In D. Wegner, & J. Pennebaker (Eds.), Handbook of mental 
control (pp. 258 - 277). Upper Saddle River: Prentice-Hall, Inc. 

Schniering, C., Hudson, J., & Rapee, R. (2000). Issues in the diagnosis and assessment of 
anxiety disorders in children and adolescents. Clinical Psychology Review, 20(4), 
453 - 478. 

Schwartz, R., Snidman, N., & Kagan, J. (1996). Early Child Temperament as a Determinant 
of Externalizing Behavior in Adolescence. Development and Psychopathology, 8, 
527 - 537. 

Shields, A., & Cicchetti, D. (1997). Emotion regulation among school age children: The 
Development and Validation of a New Criterion Q-Sort Scale. Developmental 
Psychology, 33(6), 906 - 916. 

Shields, A., & Cicchetti, D. (1998). Reactive aggression among maltreated children: the 
contributions of emotion and dysregulation. Journal of Child Clinical Psychology 
(27), 381 - 395. 

Shields, A., Ryan, R., & Chicchetti, D. (2001). Narrative Representations of Caregivers and 
Emotion Dysregulation as Predictors of Maltreated Children's Rejection by Peers. 
Developmental Psychology, 37(3), 321 - 337. 

Shipman, K., Zeman, J., Penza, S., & Champion, K. (2000). Emotion management skills in 
sexually maltreated and nonmaltreated girls: A developmental psychopathology 
perspective. Development and Psychopathology, 12(1), 47 - 62. 

Sloan, D. (in press). Emotion regulation in action: Emotional reactivity in experiential 
avoidance. Behaviour Research and Therapy. 



Smith, A., & Kleinman, S. (1989). Managing emotions in medical school: Students' 
contacts with the living and the dead. Social Psychology Quarterly, 52, 56 - 69. 

Snook, S., & Gorsuch, R. (1989). Principal component analysis versus common factor 
analysis: A Monte Carlo study. Psychological Bulletin, 106, 148 - 154. 

Southam-Gerow, M., & Kendall, P. (2000). A preliminary study of the emotion 
understanding of youths referred for treatment of anxiety disorders. Journal of 
Clinical Child Psychology, 29(3), 319 - 327. 

Southam-Gerow, M., & Kendall, P. (2002). Emotion regulation and understanding: 

87 

Implications for child psychopathology and treatment. Clinical Psychology Review, 
22, 189 - 222. 

Spangler, G., Schieche, M., Ilg, U., Maier, U., & Ackerman, C. (1994). Maternal sensitivity 
as an external organizer for biobehavioral regulation in infancy. Developmental 
Psychobiology, 27,425 - 437. 

Spielberger, C., Edwards, C., Lushene, R., Montuori, J. & Platzek, D. (1973). STAIC 
Preliminary Manual for the State-Trait Anxiety Inventory. Palo Alto: Consulting 
Psychologists Press, Inc. 

Sroufe, L. (1996). Emotional Development: The Organization of Emotional Life in the 
Early Years. New York: Wiley. 

Sroufe, L., & Rutter, M. (1984). The domain of developmental psychopathology. Child 
Development, 55, 21 - 47. 

Stifter, C., & Braungart, J. (1995). The regulation of negative reactivity in infancy: A 
thematic collection. Developmental Psychology, 31,448 - 455. 

Stifter, C., Spinrad, T., & Braungart-Rieker, J. (1999). Toward a developmental model of 
child compliance: the role of emotion regulation in infancy. Child Development, 70, 
21 - 32. 

Stoker, S. (2002). Emotion regulation in high-risk young children. Dissertation Abstracts 
International: Section B: The Sciences & Engineering, Vol 63(4-B), 2077. 

Strongman, K. (2003). The Psychology of Emotion: From Everyday Life to Theory (5th ed.). 
Chichester: John Wiley & Sons Ltd. 

Suls, J., Green, P., & Hillis, S. (1998). Emotional Reactivity to Everyday Problems: 
Affective Inertia and Neuroticism. Personality and Social Psychology Bulletin, 
24(2), 127 - 136. 

Thompson, R. (1991). Emotion Regulation and Emotional Development. Educational 
Psychology Review, 3,269 - 307. 



89 

Zeman, J., Shipman, K., & Penza-Clyve, S. (2001). Development and initial validation of 
the children's Sadness Management Scale. Journal of Nonverbal Behavior, 25, 187 -
205. 

Zeman, J., Shipman, K., & Suveg, C. (2002). Anger and sadness regulation: Predictions to 
internalizing and externalizing symptoms in children. Journal of Clinical Child & 
Adolescent Psychology, 31(3), 393 - 398. 



APPENDICES 

APPENDIX 1.1 Scenario Construction: Emotion Vignettes 

Anger Vignette 

You come home and find your little brother/sister has been in your room and taken your 
favourite toy. You have told him/her lots of times they can't play with it. When you try to 
get it off him/her you see them break your favourite toy on purpose. 

Fear Vignette 
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You are staying at your Auntie's house because your Mum and Dad are away on holiday. 
After dinner, you go up to your bedroom and as you walk into the room you think you hear 
a noise. You look up and can see a shape at the window that looks like a person is standing 
outside. 

Happiness Vignette 

You love having your best friend over to play at your house because you always have lots 
of fun together. Today you asked him/her if they wanted to come over to your house and 
they said yes. You play, watch a movie and just when you think things can't get any better 
your Mum/Dad gives both of you $20 and a big chocolate bar. 

Disappointment Vignette 

You and your friends love to play netball/soccer. Today you will find out all the children 
that are going to play in a big competition on Friday. Each person will get a special T-Shirt 
and a day off school, which you are really looking forward to. After school at a meeting, 
your teacher reads out the names of everyone who will play on Friday. All your friends are 
picked but your name is not on the list. 

Sadness Vignette 

You and your family love your pet dog. He is like a best friend. You like to play with him, 
pet him, take him for walks and he always sleeps on the end of your bed. Today you took 
him to the vet because he has not been very well. When the vet looks at him he tells you 
your dog is very sick and is going to die. 

Shame Vignette 

Your cousin is coming over who is a big pain. He/she is always mean to you and hurts your 
feelings. When he/she arrives, your Mum tells you both to go outside and play. When you 
are outside he/she starts teasing you and calling you horrible names. To try to make him/her 
stop you push him/her and they fall into the fishpond with a big splash. All your family 
comes running outside and in front of everyone your Mum says that you are a very bad 
person. 



APPENDIX 1.2 Scenario Study: Parental/Caregiver Permission 
Form 

Dear Parents/Caregivers 
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My name is Sarah Austin and I am a Postgraduate student in Psychology at the University 
of Canterbury. My supervisors and I are conducting a research project that examines the 
way children react when they experience certain emotions. I am interested in what children 
believe they will do, think and feel in response to certain scenarios. To conduct this research 
I need the perceptions of at least 30 children. I am writing to ask permission to involve your 
child in my study. I would then also obtain permission from your child and come to school 
to conduct the research. 

The study would be as follows. Prior to reading each story the child will be asked to 
imagine they are the person in the story. Each child will then be presented with 6 scenarios 
involving Happiness, Sadness, Disappointment, Fear, Shame and Anger. Following each 
story the child will be asked what they would think, do or feel in each scenario. It is 
anticipated this will take approximately 25 minutes. Please note that at no time will the 
child be given negative feedback about his or her responses. There are no wrong answers to 
the questions being asked and it will be stressed that the stories are made up. The 
questionnaires are completely anonymous with only the age and gender of the respondent 
needed. I am not interested in each child's individual performance. Rather, all the answers 
from all the children of a given age range will be combined together to give responses for 
each emotion. 

If at any time the child expresses a desire not to continue, she/he will be allowed to stop. 
Moreover, any information collected about the child will be destroyed if the child does not 
wish to continue with the project. My experience in working with children is that they 
typically enjoy these games and benefit from interacting with an adult in a positive way. 
This usually leaves them feeling happy and confident about the situation. 

The aim of this study is to identify the manner in which children react when experiencing 
certain emotions. I am particularly interested to determine if a child's reactions change 
depending on the emotions they experience. For example, when a story describes a child 
who has experienced something positive will the way they react differ from when they 
experience something disappointing? There has been little research about children's 
reactions to experiencing different emotions; therefore, I am undertaking this study to 
investigate this topic. It is hoped that the information may be used to identify some possible 
ways to help children deal with any difficulties they may have in this area. This would be 
particularly relevant in both school and social settings. 

Professor Kenneth Strongman, Dr Derek Roger, the Psychology Research Committee and 
the University of Canterbury's Human Ethics Committee agree that this study poses no 
risks to the children's wellbeing. They have all approved this study. 

If it would be possible for your child to participate in this study, please fill in the following 
permission form and return it to your child's teacher by ................................... . 
Thank you very much for your help with this project. 
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If you have any questions about the study, please do not hesitate to make contact with either 
myself or one of my supervisors at the details below. 
Yours sincerely, 

Sarah Austin 
Department of Psychology 
University of Canterbury 
Phone 364-2987 ext. 7190 

Professor Ken Strongman 
Department of Psychology 

University of Canterbury 
Phone 364-2987 ext 6965 

PARENTAL/CAREGIVER CONSENT FORM 

I have read and understood the proposed study. 

Dr Derek Roger 
Department of Psychology 

University of Canterbury 
Phone 364-2987 ext 6967 

On this basis I agree allow my child to participate in this project. I consent to publication of 
the results of the project with the understanding that my child's results will be anonymous 
and combined into a larger group. 
I also understand that my child may withdraw at anytime from the project, which includes 
the withdrawal of any information we have provided. In this case all information will be 
destroyed. 

I give permission for my child 

............................................................. to participate in this study 

Signed..................................................... Date ..................... . 

Name: (Please Print) .................................................................... . 
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APPENDIX 1.3 Scenario Study: Children's Permission Form 

I have come to your school today to ask if you would like to answer some 
questions for me. I am interested in what we do when good or bad things 
happen to us. 

I would like you to read some stories and tell me what you would think, do and 
feel afterwards. There are no right or wrong answers to these questions; I 
would just like to know what you would do. 

No one will know who has answered these questions and you can stop at 
anytime if you don't want to finish them. 

If you would like to help me answer these questions please fill out the form 
below 

Please tick the box that shows whether you would like to help me with 
the questions and sign your name 

Yes D 

No 0 

Signed 



APPENDIX 1.4 Scenario Study: Recruitment Poster 

DO YOU KNOW ANY 
CHILDREN 

A9ed 8-121 
THEY ARE NEEDED FOR AN 

EMOTION STUDY 
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• Parcliclipan1:s needed for research on -che 
way chlildren reac1: when 1:hey experlience 
cerialln emo-cllons 

• Research 11nvoives readlina some emo-clion 
siorlies and answerlina i quesilions 

• Thlis s1:udy has been approved by 1he 
Unliversllcy of Can-cerbury Human Eihlics 
Commli1:1:ee 

• Op1:lion 1:0 en1:er 1:hree draws for sso worch 
of vouchers 

Con1ac1:: Sarah: sla31@student.canterbury.ac.nz 
Phone: Phone 364-2987 ext. 7190 



APPENDIX 1.5 Scenario Study: Parent/Caregiver Debrief Sheet 

THANK YOU FOR ALLOWING YOUR CHILD TO 
PARTICIPATE IN THIS STUDY 

Dear Parents/Caregivers, 
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As mentioned in the consent form, this study was concerned with identifying the way 
children react when they experience certain emotions. More specifically this study 
examined how children control or manage their emotional reactions. Despite the fact that 
emotion is often a part of everyday experience, there has not been much research done on 
the ability of different children to control their emotions in varying situations. This study 
seeks to establish whether there are particular patterns to the way children respond in 
emotional situations. For example, a child who reacts in an angry way to a situation where 
others may feel happy, may not be managing the way they feel as well as they could be. 
This could cause them problems in their interactions with their friends, family and teachers. 
It is hoped by collecting such information it would be possible to determine how a child's 
management of emotions and her/his psychological well-being coincide. It is also hoped 
that a greater understanding of the development of a child's emotional control will help 
teachers and parents deal with children's responses to emotion in the best way possible. 

If you have any questions about this study or if you would like further information about it, 
please do not hesitate to telephone Sarah Austin 364-2987, extension 7190 or Professor Ken 
Strongman at 364-2987, extension 6965, or Dr Derek Roger at 364-2987, extension 6967. 
The information from your child's questionnaire is anonymous. The results will be 
combined into a large group to examine the results. However, at this point you have a right 
to review your decision for them to participate in the study and if you choose, to withdraw. 
You may also request that any information collected about your child be returned or 
destroyed. 

If this study brings issues up for you or your child, the following telephone numbers may be 
useful for you. 

Parent Help Line 

Youthline 

381-1040 

3794-794 

Child Help Line 

Lifeline 

3666-944 

3666-743 

Further services for yourself or your child may also be accessed through your family 
doctor. 

THANK YOU AGAIN FOR YOUR HELP IN MAKING THIS STUDY POSSIBLE 
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APPENDIX 1.6 Scenario Study: Children's Debrief Sheet 

THANK YOU FOR HELPING WITH THIS STUDY 

Thank you for helping me by reading the made up stories and answering my 
questions. The reason we did this today is to try and help adults understand 
what children do when they feel different emotions. This helps adults to look 
after children when they are not feeling as happy as they sometimes are. 

All your answers will be put together with other children's answers into one big 
group. This way you don't need to worry about people being able to tell which 
bits you answered. 

I hope you enjoyed the stories as they were all made up about an imaginary 
child who had different things happen to them. You have helped a lot by 
answering my questions. 

Please take these sheets home and give it to your parents or caregivers. 

THANKS YOU DID A WONDERFUL JOB AND I COULD NOT HAVE DONE 
THIS STUDY WITHOUT YOU!!I!!!!!! 
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APPENDIX 1.7 Scale Construction: Preliminary 78 Item CERS 

I would like you to read some sentences carefully and decide whether each one 
is like you or not like you. 
There are no right or wrong answers to each sentence, I only want to know if 
you think each one is like you or not like you. Just choose ONE answer for each 
sentence. 

Nobody will know who has circled the answers because all I need to know is if 
you are a Boy or Girl and your age. If you do not want to finish the sentences 
you can stop at any time. 

First let's try one to see how it's done. 

. . 
.;,' 

'· 

,,.,, ... · 

Draw a circle around the answer that you agree with. Circle 
whether you think the sentence is 'Like me' or 'Not Like Me' 

I like eating brussel sprouts Like Me Not Like Me 

If you like eating brussel sprouts you would circle the answer that says 'Like 
Me'. If you don't like eating brussel sprouts you would circle 'Not Like Me'. 

Now let's get started. Remember to read each sentence carefully and answer 
EVERY question. 
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Boy or a Girl: 
My Age: 

Read each sentence carefully and decide whether the statement is 'like Me' or 
'Not like Me: Only circle ONE answer for each sentence. 

1. 

2. 

3. 

4. 

5. 

6. 

If I get teased I get really annoyed Like Me 

I pray when I feel afraid Like Me 

I get excited when I get a surprise Like Me 

I feel sad if someone calls me a bad person 

Like Me 

I feel rejected when people let me down Like Me 

I expect people to apologise if they make me angry 

Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

7. I talk to myself and say 'That's OK" when I miss out on something 

Like Me Not Like Me 

8. I wouldn't care if I did something naughty as long as my parents didn't see 

Like Me 

9. If someone calls me names I think they are a meanie 

Like Me 

10. I sometimes go a bit crazy when I feel happy 

Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

11. I think about the reasons why it happened when I have been let down 

Like Me 

12. I think it's not fair if I get told off but I didn't start it 

13. I try to stay calm when I am afraid 

Like Me 

Like Me 

Not Like Me 

Not Like Me 

Not Like Me 



14. I find it hard to explain how I feel when something good happens 

Like Me Not Like Me 

15. I think I shouldn't have done that when I push someone over 

Like Me Not Like Me 

16. I sulk when I feel let down Like Me 

17. I turn on the light at night when I get scared 

Like Me 

18. I try to cheer myself up when I feel sad 

Like Me 

19. If someone calls me names I do it back to them 

Like Me 

20. I feel angry when people I care about go away 

Like Me 

21. When I feel ashamed I think no one likes me 

Like Me 

22.I feel creeped out when I am scared 

Like Me 

23.I can't do anything about it when I feel sad 

Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

24.I think happy thoughts about what we used to do together when someone 

goes away Like Me Not Like Me 

25. When I hear bad news I think it's not true 

Like Me Not Like Me 

26. I feel really frustrated when I am let down 

Like Me Not Like Me 

99 



100 

27.If someone calls me names I tell on them 

Like Me Not Like Me 

28.I walk away so other people don't know I am disappointed 

Like Me Not Like Me 

29.I play with my friends to forget I feel sad 

Like Me Not Like Me 

30.I want to run away when I feel bad inside 

Like Me Not Like Me 

31. If someone gives me something nice I might give them a hug 

Like Me Not Like Me 

32.I feel like it is my worst day ever when I get bad news 

Like Me Not Like Me 

33.I think I might get bashed up if I hurt someone 

Like Me Not Like Me 

34.I won't look at someone for ages when they make me angry 

Like Me Not Like Me 

35.I feel like I don't want to be known when I get told off 

Like Me Not Like Me 

36. I talk to Mum or Dad when I feel sad 

Like Me Not Like Me 

37.If I am given something nice I make an excuse about why I got it 

Like Me Not Like Me 

38.I try to make things better if I hurt someone's feelings 

Like Me Not Like Me 

39.I tell people not to do it again if they do something to make me mad 

Like Me Not Like Me 



40. I feel happy if I hit someone who upsets me 

Like Me 

41. I get frightened when people are sick Like Me 

42.I cuddle Mum or Dad when I want to feel better 

Like Me 

43. I can't help but look sad when I feel down 

Like Me 

44.I get annoyed at myself when I hurt someone 

Like Me 

45. I go storming out of the room when I feel let down 

Like Me 

46. If I feel upset I go and read 

47.I hide when I feel scared 

Like Me 

Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

Not Like Me 

48. I know it isn't true if I someone tells me I am a bad person 

Like Me Not Like Me 

49.I sometimes get the feeling things aren't like they should be 

Like Me Not Like Me 

50.I yell for help when I see scary things 

Like Me Not Like Me 

51. I sometimes cry when I feel disappointed 

Like Me Not Like Me 

52.I do something I am good at when I feel disappointed 

Like Me Not Like Me 

53. I think someone deserves it when I hurt them 

Like Me Not Like Me 
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54.I do breathing when I need to calm down 

Like Me 

55.If I see something I am afraid of I look away 

Like Me 
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Not Like Me 

Not Like Me 

56.If someone gives me a surprise treat I wonder what they are going to do to 

me Like Me Not Like Me 

57.I think why did they do that when someone lets me down 

Like Me Not Like Me 

58. I feel really frustrated when I am angry 

Like Me Not Like Me 

59.I cry when I feel sad Like Me Not Like Me 

60.I tell myself I am just seeing things when I get scared 

Like Me Not Like Me 

61. If I know someone will be mean to me I stay away from them 

Like Me Not Like Me 

62.I get angry when people break my stuff 

Like Me Not Like Me 

63.I think I am no good at anything when I feel disappointed 

Like Me Not Like Me 

64. I make sure I get revenge when I feel let down 

Like Me Not Like Me 

65.I sometimes tell lies so people don't know how I really feel 

Like Me Not Like Me 

66.I look forward to my next chance if I miss out on doing something 

Like Me Not Like Me 
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67.If something upsetting happens I watch television so I don't have to think 

about it Like Me Not Like Me 

68.I think about what to do next when I feel afraid 

Like Me Not Like Me 

69.I wish I could be on the team when I am not picked 

Like Me Not Like Me 

70. I feel happy when I see someone else get into trouble 

Like Me Not Like Me 

71. I slam doors when I am mad Like Me Not Like Me 

72. Sometimes I feel I have an empty place inside 

Like Me Not Like Me 

73.I feel pretty down when I am disappointed 

Like Me Not Like Me 

7 4. I wish that things were different when I feel sad 

Like Me Not Like Me 

75. I will break someone's favourite things if they make me angry 

Like Me Not Like Me 

76.I think about horrible stories when I am scared 

Like Me Not Like Me 

77. I don't do anything about it when I feel disappointed 

Like Me Not Like Me 

78. I scream when I get a fright Like Me Not Like Me 



APPENDIX 2.1 Scale Construction: Recruitment Poster 

CHILDREN 
Aged 8-1 2 NEEDED FOR EMOTION 

STUDY 

t~b 
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Chae cakes I 0-1 5 mlinuces. They need co reads 
some s-ca-cemencs and clircle whe-Cher lie lis 'Llike 
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needed 
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• Compleced Cluesclionnalires encered lin 3 draws 
for SSO Mall Vouchers 

Contact: Sarah: sla31@student.canterbury.ac.nz 
Phone: Phone 364-2987 ext. 7190 



APPENDIX 2.2 Scale Construction: Newspaper Advertisement 

CHILDREN NEEDED 
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8 - 12 year olds to fill in a University of Canterbury, ethics approved Emotion 

Questionnaire. Takes ten to fifteen minutes to complete. Participants enter three draws for 

$50 Mall Vouchers. Phone Sarah Austin on 3642 987 ext 7190 or email 

sla31@student.canterbury.ac.nz 

APPENDIX 2.3 Scale Construction: Parental/Caregiver Permission 
Form 

Dear Parents/Caregivers 

My name is Sarah Austin and I am a Postgraduate student in Psychology at the University 
of Canterbury. My supervisors and I are conducting a research project that examines the 
way children react when they experience certain emotions. I am interested in what children 
say is like them or not like them in response to statements about emotion. To conduct this 
research I need the perceptions of at least 200 children. I am writing to ask permission to 
involve your child in my study. I would then also obtain permission from your child and 
come to school to conduct the research. 

The study would be as follows. Each child will be presented with written statements and 
asked how much like them or not like them each answer is. An example of a statement may 
be " When I feel sad I go to Mum or Dad for a cuddle" It is anticipated these questions will 
take approximately 15 minutes. Please note that at no time will the child be given negative 
feedback about his or her responses. There are no wrong answers to the questions being 
asked. The questionnaires are completely anonymous with only the age and gender of the 
respondent needed. I am not interested in each child's individual performance. Rather, all 
the answers from all the children of a given age range will be combined together to give 
responses for each question. 

If at any time the child expresses a desire not to continue, she/he will be allowed to stop. 
Moreover, any information collected about the child will be destroyed if the child does not 
wish to continue with the project. My experience in working with children is that they 
typically enjoy these games and benefit from interacting with an adult in a positive way. 
This usually leaves them feeling happy and confident about the situation. 

The aim of this study is to identify the manner in which children react when experiencing 
certain emotions. I am particularly interested to determine if a child's reactions change 
depending on the emotions they experience. For example, when they read a question to do 
with happiness does the way they react differ from when they experience something 
disappointing? There has been little research about children's 
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reactions to experiencing different emotions; therefore, I am undertaking this study to 
investigate this topic. It is hoped that the information may be used to identify some possible 
ways to help children deal with any difficulties they may have in this area. This would be 
particularly relevant in both school and social settings. 

Professor Kenneth Strongman, Dr Derek Roger, the Psychology Research Committee, .the 
University of Canterbury's Human Ethics Committee and the principal and teachers at 
school agree that this study poses no risks to the children's wellbeing. They have all 
approved this study. 

If it would be possible for your child to participate in this study, please fill in the following 
permission form and return it to your child's teacher as soon as possible. Thank you very 
much for your help with this project. If you have any questions about the study, please do 
not hesitate to make contact with either myself or one of my supervisors at the details 
below. 
Yours sincerely, 

Sarah Austin, BA 
Department of Psychology 
University of Canterbury 
Phone 364-2987 ext. 7190 

Professor Ken Strongman 
Department of Psychology 
University of Canterbury 
Phone 364-2987 ext 6965 

PARENTAL/CAREGIVER CONSENT FORM 

I have read and understood the proposed study. 

Dr Derek Roger 
Department of Psychology 

University of Canterbury 
Phone 364-2987 ext 6967 

On this basis I agree allow my child to participate in this project. I consent to publication of 
the results of the project with the understanding that my child's results will be anonymous 
and combined into a larger group. 
I also understand that my child may withdraw at anytime from the project, which includes 
the withdrawal of any information we have provided. If this was the case all the information 
given will be destroyed. 

I give permission for my child 

................................................... from Room ................ to participate in this 
study. 

Signed . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. Date ................... . 

Name: (Please Print) .................................................................... . 
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APPENDIX 2.4 Scale Construction: Children's Permission Form 

I have come to see you today to ask if you would like to answer some questions 
for me. I am interested in what we do when good or bad things happen to us. 

I would like you to read some sentences and circle whether the statement is 
like you or not like you. There are no right or wrong answers to these 
questions, I would just like to know whether these answers are like you or not 
like you. 

No one will know who has answered these questions and you can stop at 
anytime if you don't want to finish them. 

If you would like to help me answer these questions please fill out the form 
below 

'# Please tick the box that shows whether you would like to help me with 
the questions and sign your name 

Yes D 

No 0 

Signed 
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APPENDIX 2.5 Scale Construction: Children's Debrief Form 

THANK YOU FOR HELPING WITH THIS STUDY 

Thank you for helping me by reading and answering my questions. The reason we did this 
today is to try and help adults understand what children do when they feel different 
emotions. This helps adults to look after children when they are not feeling as happy as they 
sometimes are. 

All your answers will be put together with other children's answers into one big group. This 
way you don't need to worry about people being able to tell which bits you answered. 

Please take these sheets home and give it to your parents or caregivers. 

THANKS YOU DID A WONDERFUL JOB AND I COULD NOT HA VE DONE 
THIS STUDY WITHOUT YOU!!!!!!!!! 
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APPENDIX 2.6 Scale Construction: Parental/ Caregiver Debrief Form 

THANK YOU FOR ALLOWING YOUR CHILD TO PARTICIPATE IN THIS STUDY 

Dear Parents/Caregivers, 
As mentioned in the consent form, this study was concerned with identifying the way 
children react when they experience certain emotions. More specifically this study 
examined how children control or manage their emotional reactions. Despite the fact that 
emotion is often a part of everyday experience, there has not been much research done on 
the ability of different children to control their emotions in varying situations. This study 
seeks to establish whether there are particular patterns to the way children respond in 
emotional situations. For example, a child who reacts in an angry way to a situation where 
others may feel happy, may not be managing the way they feel as well as they could be. 
This could cause them problems in their interactions with their friends, family and teachers. 
It is hoped by collecting such information it would be possible to determine how a child's 
management of emotions and her/his psychological well-being coincide. It is also hoped 
that a greater understanding of the development of a child's emotional control will help 
teachers and parents deal with children's responses to emotion in the best way possible. 

If you have any questions about this study or if you would like further information about it, 
please do not hesitate to telephone Sarah Austin 364-2987, extension 7190 or Ken 
Strongman at 364-2987, extension 6965, or Derek Roger at 364-2987, extension 6967. The 
information from your child's questionnaire is anonymous. The results will be combined 
into a large group to examine the results. However, at this point you have a right to review 
your decision for them to participate in the study and if you choose, to withdraw. You may 
also request that any information collected about your child be returned or destroyed. 

If this study brings issues up for you or your child, the following telephone numbers may be 
useful for you. 

Parent Help Line 
Youthline 

381-1040 
3794-794 

Child Help Line 
Lifeline 

3666-944 
3666-743 

Further services for yourself or your child may also be accessed through you family doctor. 

THANK YOU AGAIN FOR YOUR HELP IN MAKING THIS STUDY POSSIBLE 



APPENDIX 2.7 Scale Construction: Three-Factor Scree Plot 
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1 9 17 25 33 41 49 57 65 73 

5 13 21 29 37 45 53 61 69 77 

Factor Number 

110 



APPENDIX 2.8 Scale Construction: Three-Factor Orthogonal 
Rotation 

ITEMS 
Item 59 
Item 73 
Item4 
Item 22 
Item 51 
Item45 
Item 58 
Item 16 
Item 1 
Item 32 
Item9 
Item 63 
Item 5 
Item 55 
Item 57 
Item 30 
Item 21 
Item 12 
Item43 
Item 26 
Item 69 
Item 17 
Item 28 
Item 35 
Item 20 
ltem49 
Item 33 
Item 62 
Item 78 
Item 34 
Item 10 
Item 68 
Item 54 
Item 7 
Item 36 
Item 18 
Item 52 
Item 72 
Item 29 
Item 41 
ltem42 
ltem44 
Item 60 

Factor 1 Factor 2 
.548 
.510 
.504 
.464 
.442 
.423 
.421 
.417 
.400 
.389 
.382 
.375 
.372 
.368 
.368 
.352 
.335 
.329 
.327 
.313 
.305 

Factor 3 

.524 

.505 

.496 

.459 

.434 

.383 

.381 

.377 

.358 

.348 

.336 

.325 
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ITEM 

Item 11 
Item 56 
ltem6 
Item 27 
Item2 
Item 39 
ltem46 
Item 67 
Item 14 
Item40 
Item 8 
Item 53 
Item 75 
Item 70 
Item 64 
Item 37 
Item 19 
Item 77 
Item 15 
Item 76 
Item 25 
Item 65 
Item 13 
Item 23 
ltem48 

Factor 1 Factor 2 Factor 3 

.584 

.574 

.573 

.549 

.487 

.485 

.441 
-.341 .416 

.348 
-.338 

112 

Notes: Extraction Method: Principal Axis Factoring. Rotation Method: Varimax with 
Kaiser Normalization. Rotation converged in 5 iterations .. 
Factor 1 = Emotional Reactivity, Factor 2 = Active Regulation, 
Factor 3 = Malevolent Aggression 



APPENDIX 3.1 43 Item Children's Emotion Regulation Scale 

Emotional Reactivity 

59. I cry when I feel sad 

73. I feel pretty down when I am disappointed 

4. I feel sad if someone calls me a bad person 

22. I feel creeped out when I am scared 

51. I sometimes cry when I feel disappointed 

45. I go storming out of the room when I feel let down 

58. I feel really frustrated when I am angry 

16. I sulk when I feel let down 

1. If I get teased I get really annoyed 

32. I feel like it is my worst day ever when I get bad news 

9. If someone calls me names I think they are a meanie 

63. I think I am no good at anything when I feel disappointed 

5. I feel rejected when people let me down 

55. If I see something I am afraid of I look away 

57. I think 'Why did they do that?' when someone lets me down 

30. I want to run away when I feel bad inside 

21 When I feel ashamed I think no one likes me 

12. I think it's not fair ifl get told off but I didn't start it 

43. I can't help but look sad when I feel down 

26. I feel really frustrated when I am let down 

69. I wish I could be on the team when I am not picked 

113 



Active Regulation 

68. I think about what to do next when I feel afraid 

54. I do breathing when I need to calm down 

7. I talk to myself and say 'That's OK'' when I miss out on something 

36. I talk to Mum or Dad when I feel sad 

18. I try to cheer myself up when I feel sad 

52. I do something I am good at when I feel disappointed 

72. Sometimes I feel I have an empty place inside 

29. I play with my friends to forget I feel sad 

41. I get frightened when people are sick 

42. I cuddle Mum or Dad when I want to feel better 

44. I get annoyed at myself when I hurt someone 

60. I tell myself I am just seeing things when I get scared 

Malevolent Aggression 

40. I feel happy if I hit someone who upsets me 

8. I wouldn't care ifl did something naughty as long as my parents didn't see 

53. I think someone deserves it when I hurt them 

75. I will break someone's favourite things if they make me angry 

70. I feel happy when I see someone else get into trouble 

64. I make sure I get revenge when I feel let down 

37. Ifl am given something nice I make an excuse about why I got it 

19. If someone calls me names I do it back to them 

77. I don't do anything about it when I feel disappointed 

15. I think 'I shouldn't have done that' when I push someone over (Reverse Score) 

114 



115 

APPENDIX 3.2 Approximate Probabilities for Post-Hoc Tests for AR 

Age 8 9 10 11 12 
Mean (SD) 8.526(3.5) 9.217(3.4) 7.920(3.4) 7.813(3.4) 5.679(2.4) 

8 0.958813 0.974350 0.966001 0.043009* 
9 0.958813 0.616056 0.702347 0.00183** 
10 0.974350 0.616056 0.999981 0.085843 
11 0.966001 0.702347 0.999981 0.298636 
12 0.043009* 0.001827** 0.085843 0.298636 

** Denotes p<0.001, *Denotes p<0.05 
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