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ABSTRACT

EMOTION REGULATION AND EMOTION SOCIALIZATION OF EARLY
CHILDHOOD EDUCATORS

UZzUM, Sabiha
M.S., The Department of Elementary and Early Childhood Education, Early
Childhood Education
Supervisor: Assoc. Prof. Dr. Hasibe Ozlen DEMIRCAN

May 2022, 202 pages

The purpose of the study was to underline the early childhood educators' emotion
regulation and socialization of young children's negative emotions. With this aim, the
strategies of early childhood educators' emotion regulation and socialization of
young children’s negative emotions in emotionally difficult times and the relationship
between the early childhood educators’ emotion regulation and socialization of young
children's negative emotions was investigated. For the current thesis a correlational
study was designed. The data of the study were collected from 394 early childhood
educators working in Ankara, Eskisehir, and Konya, the cities selected as a part of
Yukar1 Sakarya and Konya Districts of the Central Anatolia Region. The data was
collected via three different data collection instruments: Demographic Information
Form, Emotion Regulation Questionnaire, and The Coping with Children's Negative
Emotions Scale — Teacher Form. The Coping with Children's Negative Emotions Scale
— Teacher Form was translated, adapted and validated within the scope of the current
study.

To address the aim of the study, an initial model was defined through a literature
review, and then a final model was built through a path analysis. In this way, the
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relationships between variables were detected and presented within the scope of the
findings.

The study revealed correlations between early childhood educators' emotion regulation
and socialization of young children's negative emotions. In this context, the extent to
which early childhood educators' socialization of young children's negative emotions
with supportive or non-supportive reactions by regulating their emotions through

cognitive reappraisal or suppression is explained.

Keywords: emotion regulation, emotion socialization, negative emotion, early

childhood education
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ERKEN COCUKLUK EGITIMCILERININ DUYGU DUZENLENMESI VE
DUYGU SOSYALLESTIRMESI

UZUM, Sabiha
Yiiksek Lisans, Temel Egitim, Okul Oncesi Egitimi Béliimii
Tez Yoneticisi: Dog. Dr. Hasibe Ozlen DEMIRCAN

Mayis 2022, 202 sayfa

Bu aragtirmanin amaci, erken cocukluk egitimcilerinin duygu diizenlemelerini ve
kiiclik cocuklarin olumsuz duygularint sosyallestirmelerini incelemektir. Bu amag
dogrultusunda, erken ¢ocukluk egitimcilerinin duygu diizenleme ve duygusal zor
zamanlarda kii¢lik cocuklarin olumsuz duygularini sosyallestirme stratejileri ile erken
cocukluk egitimcilerinin duygu diizenlemeleri ve kiigiik ¢ocuklarin olumsuz
duygularini sosyallestirmeleri arasindaki iligki arastirllmistir. Mevcut tez i¢in iligkisel
bir ¢aligma tasarlanmustir. Arastirmanin verileri, i¢ Anadolu Bélgesi'nin Yukar
Sakarya ve Konya bdliimlerinden segilen Ankara, Eskisehir ve Konya'da gorev yapan
394 erken cocukluk egitimcisinden, ti¢ farkli veri toplama araci ile toplanmistir.
Demografik Bilgi Formu, Duygu Diizenleme Anketi ve Cocuklarin Olumsuz
Duygulartyla Basa Cikma Olcegi — Ogretmen Formu arastirmada kullanilan veri
toplama araglaridir. Bu araclardan Cocuklarin Olumsuz Duygulariyla Basa Cikma
Olgegi — Ogretmen Formu, bu ¢alisma kapsaminda Tiirkce'ye ¢evrilerek uyarlanmis
ve gegerlik giivenirligi saglanmistir.

Caligmanin amacina yonelik olarak, literatiir taramasi yoluyla bir baslangic modeli

tanimlanmis ve ardindan yol analizi yoluyla nihai bir model olusturulmustur. Bu
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sayede degiskenler arasindaki iligkiler tespit edilmis ve bulgular kapsaminda
sunulmustur.

Calisma, erken cocukluk egitimcilerinin duygu diizenlemeleri ile kiigiik ¢cocuklarin
olumsuz duygularini sosyallestirmeleri arasindaki iliskileri ortaya ¢ikarmistir. Bu
baglamda, erken ¢ocukluk egitimcilerinin duygularini biligsel yeniden degerlendirme
yoluyla veya bastirarak diizenlemesi ile kiiclik ¢ocuklarin olumsuz duygularini
destekleyici veya destekleyici olmayan tepkiler ile ne Ol¢iide sosyallestirdigi

acgiklanmustir.

Anahtar Kelimeler: duygu diizenleme, duygu sosyallestirme, olumsuz duygular

erken ¢ocukluk egitimi
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CHAPTER 1

INTRODUCTION

Being an early childhood educator requires specific personal characteristics, an
intrinsic motivation to teach, and one's self-awareness (Gordon Biddle et al., 2014).
For this reason, early childhood educators must be patient, caring, and encouraging
because children respond to and are influenced by an early childhood educator's
personality (Gordon Biddle et al., 2014). Although it is not possible for everyone to
have these features by birth, to know young children, to understand their development,
and to use this insight to create environments where children can develop are some of
the features that can be acquired later. These features can be named as professional
standards (Gordon Biddle et al., 2014). Although professional standards have been
established nationally or internationally by different institutions, there are some
essential points that almost all of them have in common. One of these points is to

support the social and emotional development of young children.

When different education programs are examined, it has been realized that there are
some requirements and suggestions in relation to supporting the social and emotional
development of children, which is one of the most important professional standards
that early childhood educators should have. Among these programs, , the National
Association for the Education of Young Children (NAEYC) promotes positive
relationships among all children and adults, fosters each child's sense of worth and
belonging as part of a community, and each child's ability to contribute to the society
as a responsible community member (NAEYC). It has also been suggested that early
childhood educators resolve classroom conflicts by identifying children's emotions
and problems, and trying alternative solutions to these problems (NAEYC). In addition
to this program, National Board for Professional Teaching Standards (NBPTS)
emphasizes the significance of supporting emotional development, regulating

children's emotions in the academic environment, and their ability to express their
1



emotions. So, a standard has been set by which successful early childhood educators
will help children learn to recognize their emotions and become aware of their
emotions (NBPTS, 2012). Furthermore, according to developmentally appropriate
practices (DAP), the characteristics of early childhood educators on this subject are
described as follows: They know that the development of social skills and emotional
regulation that begins in preschool will continue throughout later stages of
development. They realize that positive identity formation issues and healthy
interactions with adults assist youngsters in learning acceptable behavior. They
maintain reasonable developmental goals. They recognize that social and emotional
learning takes place in the setting of positive connections with adults (Gestwicki,

2015).

In the context of Turkey, it has been observed that the Ministry of National Education
has set a similar standard for early childhood educators in the MoNE program. In the
program, early childhood educators' qualifications are described as one of the most
fundamental determinants that affect the quality of early childhood education and the
development of the child. It has been emphasized that children will only discover in
supportive environments where they are appreciated, confident that they are loved, and
feel safe (MEB, 2013). Therefore, the role of early childhood educators in the social

and emotional climate of the classroom is clearly stated.

Thus, in early childhood education settings, early childhood educators play a crucial
role in children's social and emotional development by guiding them to regulate and
express their emotions (Denham et al., 2012; Jennings & Greenberg, 2009). Despite
these critical roles, research highlights that coping with children's emotions and
challenging behaviors is an essential source of stress for early childhood educators
(Carson et al., 2006; Montgomery & Rupp, 2005; Sutton, 2004). The reason behind
this could be that early childhood educators may be frequently exposed to emotionally
provocative situations and have limited space and options for self-regulation when

these situations provoke a strong emotional response (Jennings & Greenberg, 2009).

Considering the root of stress for early childhood educators, it is possible to argue that
it may negatively affect their communication and interaction processes with children,

and their ability to interact positively with children would be limited. In this case, it



becomes essential for early childhood educators to regulate their own
emotions. Emotion regulation has been defined as un/conscious behaviors and
strategies that allow the processes of being aware of one’s emotions and taking them
under control if necessary in order to cope with different situations (Calkins & Hill,
2007; Denham et al., 2012). To regulate emotions, there are two main strategies:
cognitive reappraisal and suppression (Gross & John, 2003). Cognitive
reappraisal can be defined as a cognitive change that focuses on interpreting a
potentially emotional situation in a way that transforms the emotional effect (Lazarus
& Alfert, 1964). Expressive suppression, on the other hand, refers to a form of reaction

based on preventing the expression of a constant emotional state (Gross, 1998).

Since emotion has components that include feelings, cognition, and goals (Shaffer,
2015), early childhood educators' emotions can also affect their thinking, categorizing,
and problem-solving processes (Sutton & Wheatley, 2003). Thus, emotions can affect
early childhood educators' motivation and cognition and, consequently, their coping
strategies with children's negative emotions (Sutton & Wheatley, 2003). Besides,
previous research reveals that positive affection leads individuals to categorize
positively and approach constructively compared to neutral conditions (Isen et al.,
1992). In other words, the earlier childhood educators sympathize with the

circumstance, the more they approach it positively.

Children may also realize the early childhood educators' feelings so they may be
affected by their positive or negative categorizations of the situations (Sutton &
Wheatley, 2003). Hence, to manage the socialization process of young children, early
childhood educators should regulate their emotions first. Through this way, they may
promote a supportive interaction process with young children and thus support their
social learning. Research shows that early childhood educators' improved skills in
staying calm, regulating their own emotions, and coping with challenging situations
can provide better guidance to children when they are overwhelmed by negative
emotions (Jennings & Greenberg, 2009). Therefore, the emotion regulation of the early
childhood educators plays a significant role in their socialization strategies of young

children's emotions in the classroom environment.



To elaborate on it, it could be suggested that social factors in the classroom
environment have a role in how children understand and evaluate their emotions and
how they acquire emotion regulation strategies and build self-confidence in managing
their emotions (Thompson & Meyer, 2007). The way others assess one's emotions
might enhance or inhibit emotion control. Sympathetic or constructive reactions
encourage the perception that one's feelings are justified as well as provide a source of
social support to cope with the negative situation thanks to the understanding and
advice others can provide. However, critical or condescending reactions augment
stress to the problems of emotion control, especially for negative emotions when
critical or punitive reactions by others comprise implicit messages that defame the
appropriateness of the emotion or expression, the competence of the person feeling
this way, or the interaction between the person and the others (Thompson & Meyer,

2007).

Early childhood educators have qualities that can enable them to play an influential
role in emotional development and socialization, such as demonstrating new skills,
providing exciting materials, and engaging in particular activities (Denham, 1998).
These qualities can make early childhood educators strong role models for children,
and children can easily be influenced by their concern for early childhood educators'
emotions and their reactions to their emotional experiences (Ahn & Stifter, 2006). In
order to predict children's ability to experience and express emotions, it is vital to
understand the factors that affect their emotional expression (Eisenberg et al., 1998;
Halberstadt et al., 1999). In this regard, the socialization of emotion is an essential

factor in the emotional development of children (Saarni, 1999).

Emotion socialization is described as the efficient communication of one's emotions,
the successful interpretation and reaction to other people's emotional communication,
awareness, acceptance, and regulation of one's own emotion (Halberstadt et al., 2002).
In home environments, parents resort to socialization practices to develop children's
cultural norms, manage their emotional behaviors, and regulate their negative
emotions (Sroufe, 1996). Parents act as models with their expressions and behaviors
in these socialization practices. Therefore, a parent's reaction to any emotion gives the
child an idea of how s/he should express that emotion, how s/he should experience it,

and how s/he should describe it (Calkins & Hill, 2007). Thus, it has been argued that
4



parental socialization behaviors applied in difficult emotional situations could be
related to differences in children's regulation behaviors (Perry et al., 2012). In the prior
studies conducted on parents, it has been observed that children who grow up with
parents accepting children's feelings and giving supportive reactions with a sensitive
attitude towards emotional expressions regulate themselves better emotionally.
Moreover, it has been revealed that encountering unsupportive reactions such as
punishment and minimization negatively affect children (Eisenberg et al., 1998). It has
also been revealed that emotional socialization attempts affect children's emotional
competence by supporting their ability to recognize and use emotional expressions

(Eisenberg et al., 1998; Ahn & Stifter, 2006).

When children join in the preschool environment, the early childhood educators'
interaction with young children becomes essential for their emotional development
(Pianta, 1999). Apart from that, Pianta (1999) claimed that children's adverse social-
emotional backgrounds could be balanced and overcome with positive early childhood
educator relationships. For example, a child's transition to a relationship with an early
childhood educator with whom s/he can develop a secure relationship often increases
the adequacy of communication and socialization with peers (Elicker & Fortner-
Wood, 1995). Early childhood educators' socialization roles are crucial when faced

with children's negative emotions in the classroom environment.

Negative emotions are referred to as the instances when children feel anxious, afraid,
angry, or disappointed (Fabes et al., 1990a). Besides, a similar term called emotionally
difficult times is defined in the related literature to refer to the situations when children
face another's anger, hurt others' feelings, feel anxious, and have to wait (Hyson,
2004). Therein, coping with children's negative emotions refers to the emotion
socialization strategies that early childhood educators use when faced with children's
negative emotions or in emotionally difficult times. These socialization reactions were
divided into two categories: supportive reactions and non-supportive reactions (Fabes
et al., 2002). Supportive reactions are defined as adult responses, including emotion-
focused reactions, problem-focused reactions, and expressive encouragement that
provide reassurance and comfort in challenging situations (Cole et al., 2009). Non-

supportive reactions are defined as the adverse reactions of adults, including



minimization reactions and punitive reactions when children have negative emotions

or difficult times.

Supportive and non-supportive emotional socialization responses are found to be
related to children's emotion regulation processes (Perry et al., 2012). For example, by
encouraging children to express their negative emotions, their ability to think more
complexly, empathize and understand the emotions of others, and to gain a perspective
can be improved (Bryant, 1987; Halberstadt, 1986; Saarni, 1989). On the other hand,
for the non-supportive reactions to negative emotions of children, such as distress, anger,
sadness, and fear, it has been stated that children's engagement in non-constructive
behaviors may increase, and their social-emotional development may negatively be

affected (Eisenberg et al., 1996; Eisenberg et al., 1998; Gottman et al., 1997).

Additionally, the related literature underscores that the use of non-supportive
reactions when coping with children's negative emotions is associated with children's
low empathy skills and increased anxiety levels, thus weakening children's social-
emotional competence (Buck, 1984; Eisenberg et al., 1991; Fabes et al., 2001; Gross
& Levenson, 1993; Roberts & Strayer, 1987). Therefore, caregivers' reactions have
important affects on children for learning emotional expressions and social behaviors

(Ahn, 2005).
1.1. Purpose of the Study & Research Questions

The purpose of the study, in general terms, was to underline the relationship between
early childhood educators' emotion regulation and the socialization of young children's
negative emotions. In detail, the present study aimed to provide information on three
main objectives. First of all, it aimed to provide information about the general patterns
of the early childhood educators' emotion regulation strategies. The study's second
goal was to provide information about the general patterns of the early childhood
educators' socialization strategies of young children's negative emotions in
emotionally difficult times. The study's third aim was to discover more about how
early childhood educators' emotion regulation strategies play a role in their
socialization strategies when young children feel negative emotions. Depending on

these purposes of the study, the following research questions (RQ) were formed.



RQ1: What are the early childhood educators’ strategies of emotion

regulation?

RQ2: What are the early childhood educators’ strategies of emotion
socialization of young children’s negative emotions in emotionally difficult

times?

RQ3: To what extent do early childhood educators’ strategies of emotion
regulation (cognitive reappraisal and expressive suppression) related to their
socialization (supportive and non-supportive reactions) of young children's

negative emotions in emotionally difficult times?

1.2. Significance of the Study

As a result of an overlapping theoretical field of psychology and teaching, the
importance of predicting and explaining early childhood educators' and young
children's positive and negative behaviors have been emphasized (Riley, 2010).
Furthermore, it has been suggested to carry out more in-depth studies on the roles of
early childhood educators in the emotional development of young children (Ahn,
2005) early childhood educators' reactions and guidance in these challenging social
interactions of children (Jeon et al., 2016), and parallel studies with parents on the
socialization of children's emotions (Denham et al., 2012). In other words, further
research on the relevant topic may contribute to improving early childhood educators'
reactions and guidance and support their professional development. Moreover, these
studies should explore further relations between early childhood educator
characteristics, behaviors, and children's relationships with early childhood educators
in early childhood settings (Howes & Hamilton, 1992). Thus, early childhood
educators' interventions during emotionally difficult times in the classroom and the
way they manage these situations would be understood more clearly. Therefore, social-
emotional learning opportunities that might occur in preschool education
environments could be better evaluated, children's social-emotional development
could be supported more successfully, and early childhood educators' management of

the classroom could be increased.



In the studies on emotion regulation and socialization, the family context has generally
been addressed, but other social contexts such as schools have not been emphasized
much (Bolstad et al., 2021; Gunzenhauser et al., 2014; Ornaghi et al., 2020). Therefore,
more research should be conducted to examine the relational experiences associated
with young children's environment other than family (Calkins & Bell, 2010), for, like
parents, early childhood educators also manage a social environment where children
continue their social and emotional development (Mill & Romano-White, 1999).
Within this respect, the duty of early childhood educators in emotional socialization
should not be underestimated since early childhood educators' socialization of young
children's negative emotions may promote the social-emotional and even academic
success of young children. What is more, it has been claimed that a better
understanding of early childhood educators' socialization of young children's negative
emotions strategies and helping them maximize their emotional competence can yield

positive developments in early childhood educator education (Denham et al., 2012).

Furthermore, the majority of the studies conducted to investigate the early childhood
educators' socialization of young children's negative emotions with nonparents are
case studies using a qualitative methodology (e.g., Cekaite & Ekstrom, 2019;
DeMorat, 1998; Silkenbeumer et al., 2018) unlike the current study. For example,
considering early childhood educators as socializers of elementary school-age
children, DeMorat (1998) examined kindergarten early childhood educators' emotions

concerning the responses over three months.

In addition to the aforementioned subjects, studies in the literature reveal that the
emotion regulation processes of children are affected by the emotion socialization
strategies of adults (Ahmetoglu et al., 2021; Ince, 2020; Milojevich et al., 2020) and
there are also studies in which pre-service teachers are taken as participants (Oztiirk,
2020). It shows that, the emotion socialization strategies of adults have an effect on
young children’s social and emotional development and emphasize the necessity and

importance of the current study for the field once again.

In a study (Burak, 2019) similar to the current study, it was seen that, unlike the current
study, emotions were not discussed over socialization of young children's negative

emotions in emotionally difficult times. In addition, it is noteworthy that the study of



Burak was conducted in a different population and with a different sample, so the area
where the inference was made was different from the current study. Furthermore,
although emotional socialization strategies were discussed from different aspects in
these two studies, the results of both studies seem to support each other. It shows that
due to the quantitative nature of the studies, they contribute to each other in providing

a more valid result for the literature and contribute to the reliability of both studies.

Finally, based on Ecological Systems Theory and Social Learning Theory, the current
study underlines the possible reactions of early childhood educators to children's
emotions in emotionally difficult times in the classroom and how they manage the
related difficult times between themselves. Thus, in the current study, the relevant
theories are supported by revealing that the early childhood educators' interaction with
young children is the basis of interaction and that children get support from social

learning in the management of difficult times in the classroom.
1.3. Hypotheses of the Study & Proposed Model

Based on the review of literature, the following hypotheses were established within

the scope of this study:

Hypothesis 1: Early childhood educators’ emotion regulation (cognitive reappraisal
and expressive suppression) would relate to early childhood educators’ emotion
socialization (supportive and non-supportive reactions) of young children’s negative

emotions in emotionally difficult times.

Hypothesis 1a: Early childhood educators’ cognitive reappraisal would
positively relate to early childhood educators’ supportive reactions in

emotionally difficult times.

Hypothesis 1b: Early childhood educators’ cognitive reappraisal would
negatively relate to early childhood educators’ non-supportive reactions in

emotionally difficult times.

Hypothesis 1c: Early childhood educators’ expressive suppression would be
related to early childhood educators’ supportive reactions negatively in

emotionally difficult times.



Hypothesis 1d: Early childhood educators’ expressive suppression would
positively relate to early childhood educators’ non-supportive reactions in

emotionally difficult times.

Depending on the hypothesis of the study, the model proposed is presented in the

following figures.

Figure 1
Proposed Model

Emotion Regulation

Cognitive Reappraisal
Expressive Suppression

Figure 2
Proposed Model in Detail

Expressive
Suppression

Positive

Cognitive
Reappraisal

Negative j
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1.4. Definition of the Terms

Within the scope of the current study, the operational and constitutive definitions of
the terms frequently used in the research as core elements of the study were defined in

the following part.

Emotion Regulation: It refers to the conscious or unconscious actions and strategies
that enable the processes of being aware of emotions and managing in order to cope
with various situations when required (Calkins & Hill, 2007; Denham et al., 2012). In
the current study, emotion regulation was measured with the instrument of the Emotion
Regulation Questionnaire and focused on two main emotion regulation strategies as

cognitive reappraisal and suppression (Gross & John, 2003).

Emotion Socialization: It is defined as the successful interpretation and reaction to
other people's emotional interaction (Halberstadt et al., 2002). In the current study, the
term emotion socialization described early childhood educators’ responses when
preschoolers had negative emotions. In the current study, the early childhood
educators' socialization strategies of young children's negative emotions were
measured with the Coping with Children's Negative Emotions Scale. Within the scale
scope, these strategies were distress reactions, punitive reactions, expressive
encouragement, problem-focused reactions, emotion-focused strategies, and
minimization reactions. On the other hand, in the psychometric analysis of the scale,
the reactions were divided into two, and the new groups were named supportive

reactions and non-supportive reactions (Fabes et al., 2002).

Early Childhood Educators: Within the scope of the current study, the early
childhood educators referred to the teachers who tought at any preschool institution in

the study population.

Young Children: In the current study, it referred to the preschoolers and

kindergarteners who studied at the preschooler's classes in the study population.

11



CHAPTER 2

LITERATURE REVIEW

This chapter presents a review of related literature by considering a theoretical and
conceptual background. First of all, Ecological Systems Theory and Social Learning
Theory were described as a framework for the current study. Then, emotion regulation
and emotion socialization were elaborated on as the core concepts of the study within
the scope of the theoretical background. Finally, a summary was provided to conclude

this chapter.
2.1. A Theoretical Background: Social Origins of Emotion

Emotion means much more than what a person feels. Since it has some components
that include feelings that are positive or negative, physiological components that
contain changes in heart rate, etc., cognition that provokes or accompanies feelings
and physiological changes, and goals that are necessary to take such action (Shaffer,
2005). In this way, it plays an essential role in shaping reactions and actions in life,
especially when communicating with others. Therefore, for humans as social beings,
the ability to understand emotions, causes, and consequences begins to develop from

life's very first moments and continues throughout life.

From infancy to preschool, children gain insight into verbal and nonverbal
expectations about why people feel the way they do, how their own emotions may
differ from others, and when and how the people around them show their emotions
(Hyson, 2004). In this emotional development process, the role of their environment
and the social learning process that continue to increase as they get older play crucial
roles. Thus, the environment surrounding young children while they are growing and

the role of their social learning were considered as origins of their emotional
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development. With this idea, Ecological Systems Theory and Social Learning Theory

were determined as the theoretical framework of the current study.
2.1.1. Ecological Systems Theory

The development of young children is inseparable from their families at home, from
their classmates and teacher at school, from their neighbors and peers in the park, and
more generally from a social and cultural environment (Vasta et al., 2003). In other
words, development of children cannot be considered isolated from context
(Bronfenbrenner, 1979). More importantly, context often influences the course of

development (Vasta et al., 2003).

The ecological approach to children development relies on how a child's
characteristics interact with the environment to understand development (Vasta et al.,
2003). The most important of these personal traits are noted by Bronfenbrenner (1979)
as developmentally generative, which can affect other people in ways that are
important to the child, and developmentally disruptive, which can cause problems in

the environment and corresponding adverse effects on the child.

In this theory, development is defined as a permanent change in how a person
perceives and deals with the environment due to the concept of developing person,
environment, and especially the developing interaction between the two
(Bronfenbrenner, 1979). The ecological environment is thought of as a set of
structures, each of which is intertwined. At the innermost level, there is the immediate
environment containing the developing child (Bronfenbrenner, 1979). However, the
next one requires looking beyond the autonomous components to their relationships,
because it has been claimed that such interconnections can be as decisive for
development as events occurring in a particular environment (Bronfenbrenner, 1979).
Another level of the ecological environment focuses on even more distant points, and
indicates that a child's development can be affected by events that occur in
environments where the child is not present (Bronfenbrenner, 1979). Finally, another
phenomenon described within any culture tends to be relatively similar, but they differ

markedly from each other (Bronfenbrenner, 1979).

13



According to Bronfenbrenner (1979), environments are analyzed only in system terms.
Starting from the innermost level of the ecological schema, one of the basic units of
analysis is the dyad, or binary system. Understanding developmental changes in
children and people who function as caregivers, such as mothers, dads, grandparents,

teachers, etc., requires recognizing this interaction (Bronfenbrenner, 1979).
2.1.1.1. Interrelated Layers

Ecological transitions have developmental relevance because they include a
transformation in behavioral expectations linked with specific social roles. Roles have
the magical ability to change how people are treated, how they act, what they do, and
hence what they think and feel. This is not only relevant to the growing child but to
everyone in his/her environment (Bronfenbrenner, 1979). Bronfenbrenner's ecological
theory is made up of five different interlayered systems, ranging from close

interpersonal connections to wide cultural impacts (Santrock, 2011).

Active participation, even exposure, to the behavior of others often inspires a person
to undertake similar activities on their own. In the ecological environment, the indirect
effects on the developing person through the people with whom the child is directly
affected and interacted are considered equally important. In addition to this, the
connections between others in the environment, the nature of these links, and their
impact on those who care for the child firsthand are also considered equally important
(Bronfenbrenner, 1979). These complex interrelationships in the immediate
environment are called the microsystem. A microsystem can be defined as a model of
activities, roles, and interpersonal relationships experienced by the person developing
in an environment with specific physical and material characteristics (Bronfenbrenner,
1979). The principle of interconnectedness is seen as the connections between
environments that the child participates in or never enters but is influenced by what
goes on in them. The first is mesosystems, which include the relationships between
two or more environments where the developing person actively participates
(Bronfenbrenner, 1979). The second refers to one or more environments, characterized
as exosystems, in which events occur, the events that do not involve the developing
person as an active participant but affect what happens in the environment that includes

the developing person. An example of an exosystem in the case of a young child is the

14



parent's workplace, the parent's network of friends, the activities of the local school
board, etc. (Bronfenbrenner, 1979). Finally, macrosystems are defined as a
manifestation of the overarching patterns of interconnected systems complex in a
particular culture or subculture. It expresses the consistency in the form and content of
the systems existing at the macrosystem, subculture, or culture level as a whole
(Bronfenbrenner, 1979). Thus, within a given society or social group, the structure and
essence of micro-, meso-, and exosystems tend to be similar and operate similarly, as
if they were built from the same master model. Thus, it becomes possible to discern
the ecological features of these broader social contexts as human development

environments. (Bronfenbrenner, 1979) (See Figure 3).

Figure 3

Bronfenbrenner’s Ecological Theory of Development
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2.1.1.2. Microsystem in the Context of Socio-Emotional Development

An environment is a setting where individuals may effortlessly interact face-to-face,
such as a house, daycare center, playground, and so on. The microsystem's constituents
or components are the activities, roles, and interpersonal interactions within these

environments (Bronfenbrenner, 1979).

According to Bronfenbrenner (1979), environments are analyzed only in system terms.
Starting from this innermost level of the ecological schema, one of the basic units of
analysis is the dyad, or binary system. The dyad is crucial to development in two ways.
On the one hand, it is a critical developmental context. On the other hand, it acts as the
microsystem's fundamental construction component, allowing for the formation of
more prominent interpersonal structures such as triads, tetrads, and so on
(Bronfenbrenner, 1979). In that, it refers to the interaction between two people in the

microsystem and represents the core of development.

When the dyad is considered as a part of young children's learning, the first dyads that
come to mind are the family-child dyad and teacher-child dyad. The nature and
complexity of the interpersonal structures that the child has in an early childhood
education setting influence his/her development as manifested by the nature and
complexity of the interpersonal structures that the child initiates or enters in other
settings (Bronfenbrenner, 1979). In this context, the child's interactions during the

transition from home to school gain importance.

For the early childhood education setting, it is mentioned that there is a relationship
between the quality of the early childhood educators’ interaction with young children
and the social development of children (Goosen & Van Ijzendoorn, 1990; Howes &
Hamilton, 1992; Pianta, 1992). For this reason, the interaction between early childhood
educators and young children may affect the development of children (Erickson &
Pianta, 1989; Pianta & Nimetz, 1991). Besides, the literature reveals that early
childhood educators are more effective than their families because they are a part of
the environment in which children have peer interaction. They shape the context of
peer interaction due to the nature of their relationships with the children under their

care. It has been suggested that children rely on their interactions with early childhood
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educators to guide and explore peer interactions (Howes et al., 1988; Howes et al.,

1994).

In addition, it is stated that the capacity of a dyad to serve as an effective context for
development depends on the presence and involvement of third parties such as
spouses, relatives, friends, and neighbors. If such third parties are absent or play a
destructive rather than supportive role, the developmental process which is considered
a system is disrupted; like a three-legged stool, balance cannot be achieved if one leg

is broken or shorter than the others (Bronfenbrenner, 1979).
2.1.2. Social Learning Theory

The emphasis on expectations, insights, and knowledge in social learning theory
broadens our understanding of how children learn. According to this theory, children
utilize their observing and reasoning abilities to analyze their own and others'
experiences when determining how to act (Morris & Maisto, 2010). As a result, this
theory can help explain how children learn social behaviors, e.g., helping others,

getting aggressive, and acting in an appropriate manner (Meece, 2002).

According to Bandura (1989), humans are not purposeful knowers who can affect their
motives and behaviors but are neurophysiological computing machines. Thus, in his
theory, children are not equipped with an innate behavior repertoire except
fundamental reflexes, and they have to acquire them (Bandura, 1989). They can
acquire these behavioral patterns through direct experience or observation (Bandura,
1977). According to Bandura (1977), complex behaviors do not arise as unitary
patterns but are formed by integrating various behaviors from several origins. So,
instead of defining behaviors as learned or innate, Bandura (1977) finds it more
effective to focus on the determinants of behavioral processes. Therefore, there are
several determinants in explaining children's behavioral processes in this theory, and

three of these determinants are explained below in detail.
2.1.2.1. Learning by Response Consequences

Bandura (1977) argues that learning can be based on direct experience resulting from

positive and negative effects that develop from actions. These effects have some
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functions that can lead to future actions as informative, motivational, and reinforcing

functions.

In the informative function, people react to the learning process and notice the impact
it has. They form hypotheses about which reactions are most suitable in specific
contexts by watching the various aftereffects of their activities. This newfound

information is then used to direct future actions (Bandura, 1977).

In the motivational function, past experiences lead to assumptions that specific actions
will yield significant advantages, while others will have no impact and some others
will prevent future problems. People might use future consequences as a source of
current activity motives by symbolically depicting foreseeable outcomes (Bandura,

1977).

The reinforcing function on the other hand is a powerful tool for regulating previously
learned behaviors but an inefficient process for developing new ones. Therefore, it is
difficult to claim whether reinforcement develops new behavior or activates what has
been partially learned through observation. The reinforcement function usually

appears with various behavioral patterns to exploit (Bandura, 1977).

In addition to learning by the consequences of the experiences, it is also possible to

learn by observing the others behaviors and the consequences of them.
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2.1.2.2. Learning by Modelling

Bandura argues that people learn behavior through modeling. In his view, people form
an idea of how behaviors are performed by observing others and use this coded
information to guide later (Bandura, 1977). Learning by observation occurs when an

observer's behavior is influenced by witnessing a model's behavior (Vasta et al., 2003).

According to social learning theory, modeling effects primarily provide learning
through informative functions. Observers obtain symbolic representations of the
activities modeled in their minds as they are exposed to the model (Bandura, 1977).
This observational learning process consists of four components and its schematic

summary is presented in the Figure 4.

Bandura claims that learning by observation includes four different processes. The first
two of these processes control the acquisition of the behavior of a model, and the other
two control the production of these behaviors (Bandura, 1977). These four processes
were called respectively attentional processes, retention processes, production

processes, and motivation processes.

Attention processes indicate how much attention the child pays to the model. The
child's valuation of the model's behavior, the child's expectations, and the child's
degree of arousal, for example, are all factors in this process. Retention processes refer
to the ability of a child to preserve knowledge in memory for later use. Therefore, this
process is closely related to the child's cognitive level. As for the motor reproduction
processes, this process determines how effectively the child can reproduce the model's
behavior. The complexity of the model's behavior, the child's physical abilities, and
capabilities are essential parts of this process. Finally, motivation processes refer to
who or what the child chooses to model and how motivated s/he is to do so. It is
claimed that children are more likely to imitate a model that has a trait they find

impressive or attractive (Bandura, 1977; Vasta et al., 2003).

One of the most fundamental features of social learning theory is that it shows that the
consequences of a model's behavior can affect an observer's behavior. When a child
sees a model receive reinforcement for a reaction, s/he indirectly receives

reinforcement, which is called vicarious reinforcement and is more likely to respond
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the same way as the model. It also applies to vicarious punishment in the opposite
case, and this effect is conceptualized as response inhibition in the social learning
theory (Bandura, 1977). For example, the early childhood educator who publicly
punishes a disruptive child to set this as an example for the rest of the group depending
on observational learning to prevent similar misbehavior in the other children (Vasta
et al., 2003). A classical experiment of social learning theory validates these concepts.
In the experiment, consisting of twenty-four preschool-aged children, one
experimental group observes aggressive adults, another observes inhibited non-
aggressive adults, and the control group is not exposed to any model. Then, the
behaviors of the children in a new situation without models are tested. It is observed
that children who observes the aggressive models subsequently perform physical and

verbal aggression that is primarily the same as that of the model.

In contrast, children exposed to the non-aggressive model and the control group rarely
react. As a result of the experiment, it is revealed that children who observe aggression
are significantly different from the behavior of children who observe non-aggressive
models (Bandura et al., 1961). Another experiment that follows and is a continuation
of the previous one focuses on three experimental and one control group, each
consisting of twenty-four children, and similar results are obtained. In this experiment,
aggressive models in real life are observed in the first experimental group, aggressive
models in a movie are observed in the second experimental group, and aggressive
cartoon characters are observed in the third experimental group. It is reported that
children observing aggressive models in real life and movies display significantly
more aggression than children observing cartoon characters. However, the behaviors
of children observing aggressive behaviors in real life and movies do not differ
significantly (Bandura et al., 1963). Bandura (1965) conducts another complementary
study to clarify learning and behaving differently. One experimental group observes a
rewarded model for demonstrating violent behavior against a Bobo Doll toy. In
contrast, the other experimental group is exposed to a penalized model for identical
behaviors. When given a chance to play with the Bobo Doll, children watching
reinforcement imitate most of the model's violent actions against the doll, but children

witnessing punishment do not.
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The experiments show that children's abilities, observations about the consequences
of the behavior, model, and the behavior itself play different roles in their learning
processes. They also demonstrate that people may exhibit a pattern of behavior without
being explicitly rewarded and that learning and showing a pattern of behavior are not
the same thing. These findings have crucial implications for avoiding unwittingly

teaching aggression to children (Morris & Maisto, 2010).

Along with modeling, the children themselves or the model's behavior that they are
exposed to may not be the only factor in their social learning. It is emphasized in the
relevant literature that the learning process may result from reciprocal relationships of

some factors.
2.1.2.3. Reciprocal Determinism

Bandura's social learning theory is based on interaction, and according to this theory,
children create mental representations of their social environment. As a result, a
person’s effect on the environment is equal to the environment's influence on the
person. Bandura (1989) believes that individuals contribute causally to their
motivations and actions within a triple system of mutual causality. That is, human
development is considered to be achieved by the interaction of the person, the behavior
of the person, and the interaction of the environment. Bandura's idea of reciprocal
determinism captures this connection between the child and the environment

(Bandura, 1986; Meece, 2002).

In this view, individuals are neither helpless objects dominated by external forces nor
entirely free beings who may do whatever they choose, since their concepts, behaviors,
and environments are mutually determinative of one other (Bandura, 1978). Therefore,

reciprocal determinism is represented by a triangle of interaction (See Figure 5).

In the figure, "person" may represent the person's cognitive skills, physical
characteristics, personality, beliefs, and attitudes, "behavior" may represent the
person's reactions, social relationships, and language, and "environment" may
represent the physical environment, other social influences, family and friends.
Behavior that the children observe in their environment can affect their own behaviors

or feelings about themselves, which is reciprocal. Therefore, their environment plays
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avital role in forming children's behaviors and ideas about themselves (Bandura, 1978;

Vasta et al., 2003).

Figure 5

Self System in Reciprocal Determinism

Person Environment

Cognitive Abilities Physical Surroundings

Physical Characteristics Family and Friends
Personality Other Social Influences

(Vasta et al., 2003)
2.2. A Conceptual Background: Social Functions of Emotion

In addition to the theoretical background and the social origins, emotion has some
social functions as an integral part of all the processes within the environment. Shared
emotion can be considered the base of social relations (Sroufe, 1996). Even though the
most basic function of emotion is to act in the service of one's goals (Berk, 2003),
some functions make emotion stand out in daily life: communicating internal states to
others, encouraging exploration of competence in the environment, and encouraging

adequate response in emergencies (Sroufe, 1996).

The ability to comprehend emotions, causes, and consequences begins to emerge in
humans as social beings from the beginning of life. One of the most important
approaches to this primary development of human beings is the functionalist approach,
which claims that infants' emotional background may mainly include the universal
experiences of negativity and positivity (Campos et al., 1994; Sroufe, 1996). The
functionalist approach emphasizes the importance of environmental influence on
emotional development. In other words, emotional responses are vital for species that

live in groups and are socially interdependent because of their function of
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communicating individuals' needs, purpose, and desires (Sroufe, 1996). This approach
also claims that emotions require control to adapt to their environments rather than
spontaneous expressions (Shaffer, 2005). At this point, caregiving relationships play a
vital role in developing emotion regulation and individual differences in the regulation
process (Sroufe, 1996). In that, the emotional reactions of the people around young

children are expected to regulate their social behavior (Berk, 2003).

In the following section, the main concepts of the study, which are emotion
regulation and emotion socialization as essential parts of daily life, especially in
emotionally difficult times, were described in detail within the frame of Ecological

Systems Theory and Social Learning Theory.
2.2.1. Emotion Regulation

Human emotions have essential purposes, and even negative emotions such as anger,
sadness, and fear motivate purposeful behavior. In this way, emotions help ensure the
survival of the human species (Hyson, 2004). Accordingly, the functionalist approach
emphasizes the role of emotions in managing behavioral responses, decision making,

and social interactions (Gross & Thompson, 2007).

Emotions have evolved due to their adaptive nature (Izard & Kobak, 1991), and
emotion regulation processes are essential in constructively adapting emotional
arousal and contributing to social functionality when a negative situation is
encountered, and behavioral organization is disrupted (Thompson, 2011). Therefore,
emotion regulation can be considered as an important element in terms of social

adaptation and social competence of the individual (Thompson, 2011).

To maintain social functionality, three essential features of emotions play a critical
role. Emotions arise primarily when attention is paid to an event related to one's goals.
That is, it is the meaning that reveals the emotion. Therefore, as the meaning changes,
the emotion will also change (Gross & Thompson, 2007). Second, emotions are
multifaceted. In other words, although emotion is used interchangeably with feeling,
it does not only make the person feel something but also makes them feel as if they
are doing something (Gross & Thompson, 2007). Finally, emotions have an imperative

quality that can interrupt anything done and make them aware. This aspect of emotion
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is the most important for analyzing emotion regulation since this feature of emotion

makes such regulation possible (Gross & Thompson, 2007).

Emotion regulation was first used as a separate construct in the developmental
psychology literature (Campos et al., 1989; Thompson, 1990), and it is much more
than eliminating "bad" emotions since it contributes significantly to social competence
(Denham et al., 2015). With emotion regulation, it is mentioned that people manage
their negative or positive emotions by increasing or decreasing them. Thus, people can
use emotion regulation to maintain or change both positive emotions and negative
moods. Since both positive and negative emotions can be elevated, suppressed, or
modified to drive behavior through emotion regulation (Hyson, 2004). However, it
was reported in a study that people generally focused on regulating the experiential
and behavioral aspects of emotions and trying to reduce negative emotions (Gross et

al., 2000).
2.2.1.1. Emotion Regulation Strategies

It has been suggested that emotion regulation is a process model, referred to as the
modal model of emotion. The modal emotion model is a model that examines this
person-state operation that attracts the attention of the person, has a special meaning
for the person, and leads the person to a flexible multi-system response (Gross &

Thompson, 2007).

According to the modal model of emotion, emotion can be regulated at five different
points in the emotion generation process: situation selection, situation modification,
attentional deployment, cognitive change, and response modulation (Gross,
2001). Situation selection can be defined as choosing or tending to a situation that is
expected to cause desired emotions. For example, watching an entertaining movie after
a hard day or changing the way to avoid an unwanted encounter can be examples of
situation selection (Gross & Thompson, 2007). Situation modification is to change a
situation to alter its emotional effect. For example, seeking help to solve a frustrating
puzzle could be an emotion regulation using situation modification. Attention
deployment refers to people directing their attention in a particular situation to regulate
their emotions and can be thought of as an internal version of situation selection.
Attention deployment may have different forms, including physical withdrawal of
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attention by covering the eyes or ears, internal redirection of attention through
distraction or concentration, and responding to others' redirection of some others'
attention (Gross & Thompson, 2007). Cognitive change refers to changing the way of
thinking or managing demands to change the emotional significance of a situation
(Gross & Thompson, 2007). Reappraisal is one form of cognitive change that attracts
particular attention (Gross, 2002). This type of cognitive change involves changing the
meaning of a situation to alter its emotional impact. Response modulation, on the other
hand, occurs at the end of the emotion-generation process after response tendencies
begin (Gross & Thompson, 2007) and refer to directly influencing physiological,
experiential, or behavioral responses. The most common form of response modulation
is regulating expressive behavior (Gross et al., 2006); in other words, expressive

suppression.

When the emotion regulation process is handled, antecedent-oriented and reaction-
oriented strategies are basically used. In the emotion regulation process, antecedent-
focused strategies refer to what is done before emotion response processes are fully
started and behaviors and physiological responses are changed. Therefore, it changes
the emotional trajectory very early. In contrast, response-focused strategies refer to
what is done when emotion is activated after the response has already been created
(Gross & John, 2003). This difference in timing predicts different outcomes for these
two emotion regulation strategies. While the first four of these processes are

antecedent-focused, the fifth can be considered response-focused (See Figure 6).

In the figure, two strategies used to regulate emotions also draw attention: cognitive
reappraisal and suppression. Reappraisal means that an individual reassesses a
potentially emotional situation in a way that reduces its emotional impact or
reevaluates cognitively. On the other hand, suppression means inhibiting the
individual's expressive behavior (Gross, 2001). To exemplify, when a person
encounters a situation, s’he modifies his/her perception, and then s/he pays attention
to a specific part of the situation. Afterward, s/he interprets the meaning of it. At this
part, the reappraisal may occur, and the person may reconsider the situation or the part
that s/he pays attention to. When s/he is on the response part of this process, s’he may

express his/her feelings or choose to suppress the emotion (See Figure 6).
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When reappraisal is used to reduce a negative emotion, it is expected to reduce its
experiential and behavioral components (Gross & John, 2003). On the other hand,
suppression is used as a response-focused strategy that changes the emotional
response's behavioral aspect (Gross & John, 2003). In that, suppressors try to avoid
the emotions they are trying to suppress because expression of emotion is a powerful

tool for changing problematic situations (Gross & John, 2003).

Besides, it has been shown that using reappraisal while regulating emotions is
associated with better interpersonal functionality, and using suppression is associated
with worse interpersonal functionality (Gross & John, 2003). It may stem from the
reappraisal being an antecedent-focused strategy, and it happens early and intervenes
before emotional reactions are fully formed. Therefore, reappraisal has the potential to
alter the entire subsequent emotional process efficiently (Gross & John, 2003). On the
other hand, even though suppression might be expected to be effective in reducing the
behavioral expression of negative emotion, such restriction of emotion expression can
also have undesirable effects because suppression does not aim at reducing the
experience of emotion. Accordingly, it can create a sense of inconsistency between
internal experience and external expression in the individual (Rogers, 1951). This

inconsistency may create worse interpersonal functionality.

Considering the prior studies on positive and negative emotions, it has been suggested
that suppressing negative emotions does not affect emotion experience, but
suppressing positive emotions reduces emotion experience (Gross & Levenson, 1997;
Stepper & Strack, 1993; Strack et al., 1988). It shows that suppressors experience as
much negative emotion as reappraisers, even though they show less expressive
behavior. On the other hand, it has been revealed that reappraisers experience less
negative emotion and less behavioral expression (Gross, 1998). It has also been shown
that reappraisers experience and expresses more positive but less negative emotions,
while suppressors experience and express less positive emotions but experience more

negative ones (Gross & John, 2003).
2.2.1.2. Emotion Regulation of Early Childhood Educators

Early childhood educators may use two main regulation strategies. While using those,
they think these emotions help them regulate their emotions (Gross & John, 2003).
28



Suppressors, for example, cope with stressful situations by masking their emotions and
suppressing their emotional expressions, and therefore they are less successful in
regulating their moods (Gross & John, 2003). Reappraisers, on the other hand,
reinterpret processes that they find stressful with an optimistic attitude and make active
efforts to free themselves from bad moods (Gross & John, 2003). Based on this,
individuals using suppression are aware of this situation and deliberately mislead
others about their true inner feelings, attitudes, and beliefs (Gross & John, 2003). It
also means that individuals who use reappraisal are more likely to cope with the
situation by considering an alternative way during stressful events (Gross & John,
2003). In that, early childhood educators would be aware of how they regulate their
emotions, and mask the emotions by suppressing may create an emotionally
uncongenial climate in the classroom. An opposite atmosphere may occur for
reappraisal. When early childhood educators consider the alternative perspectives by

reappraisal, they may create a more controlled and friendlier classroom environment.

Individuals can share their feelings by expressing them directly, or they can share them
socially by directing the emotion to the other side without expressing it. One of the
reasons for the social success of reappraisal could be to express the emotion without
reflecting it to the other party in its expression (Gross & John, 2003). When
reappraisers and suppressors are evaluated with both self-report and peer evaluations,
it is reported that reappraisers experience and express more positive emotion and
experienc less negative emotion, while suppressors experience less positive emotion
and do not express them. The similar and consistent results of peer assessments and
self-reports show that others can detect when individuals use suppression to regulate
their emotions (Gross & John, 2003). Therefore, when early childhood educators use
one of these regulation techniques, children may also understand that they express
their emotions or suppress them. So, the early childhood educator 's emotion regulation
technique may affect the emotional climate of the classroom and their relationship with

young children.

Besides, it has been claimed that early childhood educators’ expressing their emotions
in a positive way will be positively related to children's emotional competencies in the
classroom. On the other hand, it is predictable that the early childhood educator's

insufficient expressions of emotion would negatively affect the children's readiness for
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learning on this subject (Denham et al., 2012). Therefore, early childhood educators’
lack of emotional efficacy hinders the development of children in early childhood
(Buscemi et al., 1996; Rimm-Kaufman et al., 2000). It also has been revealed that early
childhood educators with low awareness of their own emotions ignore children's
emotions more often and relieve children less in adverse situations (Ersay, 2007). At

this point, the social and emotional competence of early childhood educators is crucial.

Socially and emotionally competent early childhood educators are defined as early
childhood educators who have high self-awareness, recognize their emotions, and
tendencies, recognize and understand the feelings of others, and know how to use
emotions to motivate learning (Jennings & Greenberg, 2009). Accordingly, it has been
suggested that early childhood educators who are socially and emotionally competent
can establish solid and supportive relationships, manage their behavior even when
emotionally stimulated by challenging situations, and effectively negotiate solutions
to these situations (Jennings & Greenberg, 2009). In this way, they can contribute to
children's emotion socialization processes positively. Besides, a comparative study on
these regulation methods showed that self-report and peer assessments were consistent
and that others could detect when individuals used suppression to regulate their
emotions (Gross & John, 2003). Accordingly, children can observe and notice the
emotion regulation methods of their early childhood educators and take this into
account while shaping their behaviors. In other words, the early childhood educators’
in-class interactions depend on their emotion regulation strategies, and children may

become aware of these.
2.2.2. Emotion Socialization

In its broadest sense, socialization refers to the way individuals are helped to become
members of one or more social groups. New members of the social group are engaged
in the socialization process and selective in what they accept from older members of
the social group, demonstrating that socialization is not one-way (Grusec & Hastings,
2007). Adopting norms, roles, standards, and values throughout the social, emotional,

cognitive, and personal domains is part of socialization (Grusec & Hastings, 2007).

Socialization may happen in various ways, such as by modeling or as a result of

different forms of contact between the socializer and the person being socialized
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(Grusec & Hastings, 2007). At this point, agents of socialization can be defined as a
person or person who initiates a behavior for and strategically chooses methods to

influence the behavior of others (Kuczynski & Parkin, 2007).

When the definition of the agents of socialization is considered, it can be considered
that deep and permanent socialization occurs mainly in infancy; however, socialization
occurs throughout one's life when individuals enter new social environments that need
new social behavior patterns (Maccoby, 2007). In other words, socialization continues
throughout life and can be carried out by various individuals, including parents,
teachers, peers, and siblings, as well as schools, media, the internet, and general

cultural institutions (Grusec & Hastings, 2007).

Thus, the root of socialization lies in everyday life and interaction rather than just
occasional interventions (Denham et al., 2015). The correct interpretation of the
emotions of others provides people with important information about social processes
(Denham et al., 2015). At this point, agents of socialization have a "meta-emotional
philosophy" about what emotions should be felt and expressed, how specific they are,
and what to do in emotional situations (Denham et al., 2015). Meta-emotion can be
termed as an organized and structured set of emotions and cognitive processes behind
both one's own emotions and those of others. it can rudely be summarized as the
feeling felt about an emotion (Gottman et al., 1997). Therefore, emotion socialization
can be defined as the effective communication of one's emotion, the successful
interpretation and response to the emotional communication of others, and the

awareness, acceptance, and management of one's emotion (Halberstadt et al., 2002).

Two factors play a role in the emotion socialization process. These are interpersonal
contributors such as socialization thoughts and beliefs by significant others and
intrapersonal contributors such as within-child factors affect socialization world view,
self-concept, temperament, etc. Although these fundamental factors are addressed to

in different approaches, they represent the essence of emotion socialization processes.

Saarni (1990) emphasizes that children can give emotional reactions and, at the same
time, can strategically project their knowledge of emotions and expressions into their

relationships with others, thereby regulating their emotional experiences. According
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to this approach, individuals use eight emotional competence skills to demonstrate
self-efficacy during emotional social changes. These skills are: 1. Being aware of their
emotional state, 2. Recognizing the emotions of others, 3. Using of emotional and
expressive language, 4. Empathy skills, 5. Awareness that internal processes and
expressions do not always coincide with self or others, 6. Coping with disturbing
emotions using self-regulation strategies,7. Awareness is that relationships are defined
mainly by emotional communication, closeness, and reciprocity, and 8.Acceptance of

one's own emotional experiences, emotional activity.

Although the significance of the emotion socialization process is strongly emphasized
in Saarni's study, how these eight skills develop and the components are involved in

acquiring these competencies are not clearly stated.

In the approach employed by Halberstadt et al. (2001), on the other hand, there are
components and structures to define the emotion socialization process, and this
approach is mainly defined with the interaction between three components of emotion
socialization, namely sending, receiving, and experiencing; and the four skills, namely
awareness, identification, working with social context, and management and
regulation (See Table 1). According to this model, there is a balancing dynamism and

integration between these components. (Halberstadt et al., 2001).

Although the components of competence in emotion are expressed in different ways
in different approaches, they can be seen as sub-structures with similar characteristics.
These components can be summarized as the expression of experienced or
unexperienced emotions, the analysis of emotion processes observed in others, the
regulation of emotions in accordance with the social environment, so they can be
generalized as emotion expressiveness, emotion knowledge, and emotion regulation
(Zinsser et al., 2021). Of these expressions, emotion expressiveness represents the
overall ratio of such expression among children's feelings and emotions displayed for
different purposes. Emotion knowledge refers to understanding basic emotions, their
expression, causes, consequences, insight into the complex aspects of emotions, the
ability to feel different emotions in response to the same event, and the display and use

of emotions. On the other hand, emotion regulation represents the strategies used to
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reduce or strengthen the emotional experience to relax or meet the expectations of

others in situations where emotions are felt too much (Denham et al., 2015).

Table 1
Emotion Socialization Approach of Halberstadt et al. (2001)

. . . Management
e . Working with Social g
Awareness Identification and
Context .
Regulation
Awareness of the . Sending the intended  Managing the
Determining the s .
. need to send an . message within the sending of
Sending . emotional : .
emotional relevant social effective
message to send
message context messages
.. Understanding the .
Awareness that Determining the ) g Managing the
. . intended emotional .
. an emotional emotional L receipt of
Receiving . meaning in the :
message has meaning of the . effective
relevant social
been sent message messages
context
Understanding one's .
Awareness of . . & Managing
, Determining own emotional ,
_— one’s own , . . one’s own
Experiencing : one’s own experience in the .
emotional . . emotional
. feelings relevant social )
experience experience
context

(Denham et al., 2015).

Competence in emotion socialization develops as children mature and become more
experienced with their own emotions and social interactions (Halberstadt et al., 2001).
In addition, some children have cognitive and language skills capacities that enable
them to understand their social emotions better, such as their own, and communicate
their own emotions, desires, and goals for social relationships (Morgan et al., 2009).
These findings show that children who can understand which events are associated
with which emotions are better at cognitively controlling their actions (Morgan et al.,
2009; Halbesrtadt et al., 2001). Early childhood educators, who are one of the most
important supporters of children's maturation and development of cognitive processes,

have a significant role in emotional socialization processes.
2.2.2.1. Emotion Socialization in the Family

Infants begin to show self-conscious emotions, including shame, embarrassment, guilt,
jealousy, and pride, towards the end of the second year and the beginning of the third

(Shaffer, 2005). It is stated that primary caregivers may significantly impact their
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children's sensitivity to certain self-conscious emotions (Alessandri & Lewis, 1996;
Tangney & Dearing, 2002). Since young children perceive emotions according to how
their caregivers nurture, evaluate, communicate, and respond to their own emotions
(Calkins & Bell, 2010), most of the emotional information conveyed is not in words
used but in how these words are expressed (Gobl & Chasaide, 2003). Between the 7
and 10 months, infants' ability to rearrange and interpret specific emotional
expressions becomes more apparent (Soken & Pick, 1999) as they begin to oversee
their primary caregiver's emotional reactions to uncertain circumstances and use the
information they have gathered to regulate their behavior (Feinman, 1992). For
example, when the relationship between mothers' emotional expressions and infants'
emotional experiences and expressions was examined, their expressions' similarity
was propounded (Valiente et al., 2004). It means that children refer to their primary
caregivers while expressing their emotions and organizing their reactions, that is
known as the social reference, referring to the method in which children learn the first
impressions of faces and begin to interact with their environment (Eggleston et al.,
2021). It has been observed that the effect of mothers on social reference is significant.
For example, mothers can directly promote positive emotion both verbally and
nonverbally, avoiding negative expressions that may reflect on the infant and limiting
their display of emotion to positive emotions with age (Malatesta & Haviland, 1982).
With age, the social reference becomes increasingly prevalent (Walden & Baxter,

1989), and it rapidly spreads to people other than primary caregivers (Shaffer, 2005).

When children get older, their social connections and references also change. Since
they do not reference only the facial impressions, they start to communicate and
process their socializers' reactions. The prior studies show that when parents become
critical or condescending about their young child's fears or concerns, emotional
communication may be impaired, and reassurance may be lacking. Children who grow
up this way may begin to believe that their negative emotions are less manageable and

more overwhelming (Bretherton, 1993).

In addition, previous research shows that parents who cope with children's negative
emotions by using supportive reactions contribute positively to children's social and
emotional development (Ahmetoglu et al., 2018; Eisenberg et al., 1991; Hajal & Paley,

2020; Uyar et al., 2018). Thus, parents' emotional practices have been associated with
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their children's social behaviors and functions. Furthermore, mothers' problem-
focused responses have been positively associated with children's coping skills and
social functioning, while mothers' minimization responses have been associated with

children's avoidance and low social efficacy levels (Eisenberg et al., 1996).

Research also suggests that early childhood educators use socialization strategies
similar to mothers and that studies on mother socialization can be applied to early
childhood educator behaviors (White & Howes, 1998). Therefore, it is stated that the
competence of early childhood educators in terms of emotion regulation affects their
being positive socializers in the emotion socialization process of children (Perry &

Ball 2008).

Furthermore, it is argued that early childhood educators are more effective in
socialization than families, because they are a part of the environment in which
children establish peer relationships. They shape the context of peer relations due to
the nature of their relationships with the children under their care. It has been suggested
that children rely on their relationships with early childhood educators to guide and

explore peer interactions (Howes et al., 1988; Howes et al., 1994).
2.2.2.2. Emotion Socialization in the Classroom

Children do not reach emotional understanding quickly or automatically. As children
get older, they not only experience and express a more extensive range of emotions,
but they also improve their ability to recognize and understand others' emotions and
the reasons and functions fulfilled by their own and others' emotional displays
(Shaffer, 2005). It is wvital for children to learn to interact with unfamiliar
environments, communicate with people outside their homes, and develop social
connections during early childhood, especially in the first time they are away from
their homes. Although emotional development begins in infancy, the preschool years
are critical in developing emotion (Hyson, 2004) since it comes from within children
and external adult influences (Hyson, 2004). Teaching the world of emotions is seen

by many adults as an important area of socialization.

Nevertheless, the socialization of emotions is present in children's daily contact with

their parents, early childhood educators, and peers. All people with whom children
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interact exhibit a variety of emotions. Discussing emotions observed by children has
an influential role in modeling the socialization of emotions. In addition to this,
children's emotions often require the reaction of social partners in the relevant context.
This aspect of socialization is referred to as a reaction to children's emotional

expressions (Denham et al., 2015; Eisenberg et al., 1998).

It is not easy for young children to socialize their emotions in challenging situations,
such as encountering the anger of others, unintentionally hurting others' feelings, being
anxious, and waiting, making this more difficult (Hyson, 2004). Developmental
limitations, family and community environments, and cultural differences can create
various challenges in this process. In unfamiliar situations or when other people's
emotions are different from those of the child, children may have difficulty in
concluding the causes of their emotions (Hyson, 2004). Therefore, early childhood
classrooms always contain many children whose emotional security is fragile. These
children need the early childhood educator's help to instill feelings of love and trust
from family to other caregivers and, over time, to their peers (Hyson, 2004). In other
words, caregiving relationships play a vital role in developing emotion regulation and
individual differences in emotion regulation (Sroufe, 1996). What is more, socializing
their emotions has such benefits as reaching the desired goal, feeling better, showing
mastery in this subject, and becoming more socially competent (Hyson, 2004).
Moreover, modeling adults' emotional expressions send messages to children about

new and potentially risky situations (Hyson, 2004).

Children constantly monitor and process the emotional behavior of others and then
incorporate this learning into their expressive behavior. Modeling within the
framework of emotion socialization is used as adults’ indirectly teaching to children
about the processes related to emotions through their emotional expressions (Morris
et al., 2013). Early childhood educators can deliberately or unintentionally teach
children the expression, regulation, and nature of emotions through modeling, thus
becoming an important figure in their social development (Ashiabi, 2000; Ahn, 2005).
In particular, children who receive early childhood educator help in regulating their
negative emotions may avoid being disorganized in their actions in emotional contexts

(Ahn, 2005).
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Socialization of emotion in the educational environment can be grouped under three
main headings: modeling emotional expression, reacting to emotions, and teaching
emotion (Denham 1998; Eisenberg et al., 1998; Garner 2010). Socializers can teach
children how and when both positive and negative emotions are expressed by
modeling various emotions. In other words, it is known that behavior and emotional
expressions have a significant impact on behavior, experiences, and emotional
expressions. Moreover, exposure to an emotion profile can encourage children to
experience and express the same emotions. Therefore, it is claimed that early
childhood educators who can discuss emotions will provide children with tools they
can use to express and regulate their emotions and will enable them to find various
ways to feel better (Denham et al., 2012). Besides, exposure to an emotion profile may
also contribute to different patterns of emotional expression in general (Denham et al.,
2015; Halberstadt et al., 1993; Valiente et al., 2004). Observing the early childhood
educator 's reactions can both help children tolerate and regulate emotions and teach
them that emotions are moments of sharing, manageable, and even beneficial (Denham
et al., 2012). Therefore, early childhood educators, who are one of the most important
supporters of the maturation of children and the development of cognitive processes,
have an essential role in emotional socialization processes. However, even though the
early childhood educator's influence on the emotional socialization of children is
undeniable, it still depends on the child's desire to take the early childhood educator as

a model and the early childhood educator's relationship with the children.
2.3. Summary of the Literature Review

Infants are born with only the most fundamental capacities to control their arousal, and
depend on their caregivers to relieve stress, control excitement, appease fear, and even
manage pleasure (Thompson & Meyer, 2007). Adults can guide them with emotion
regulation strategies that incorporate cognitive change by reinterpreting situations
(Denham, 1998; Eisenberg et al., 1998). Since adults can influence children's
evaluation of emotional situations by providing information about these situations,
explaining the reasons for the emotions the child feels or observes in others, or listing

emotion scenarios (Gross & Thompson, 2007).
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Even though children's control over their emotions increases as they get older, they
still have some difficulties, especially when changing their environments. Due to the
change in the ecological environment, changes also occur in roles (Bronfenbrenner,
1979), and children may experience adaptation problems and emotionally difficult
times during this change process. In these emotionally difficult times, the interactions
are not one-sided. As a stakeholder in this relationship, early childhood educators may
be affected since the early childhood educator may also have feelings and thoughts
caused by the adverse situation experienced or the negative mood of the child. At this
point, the early childhood educators' management of their emotional state and stance
in the face of events may affect their involvement as a guide in socializing the
children's emotions. Moreover, this emotion regulation process of the early childhood
educators can also determine not only their relationship with the children but also

whether they will appear as role models in children's life.

An early learning environment where children get an idea about the socialization of
their emotions is essential. In this social learning environment, the early childhood
educator's interaction with young children is significant as it can be effective in their
modeling. According to the social learning theory, children can analyze their own
experiences and the experiences of others while determining their behaviors and use
their observation and analysis skills as a tool for this (Morris & Maisto, 2010). In
addition, it has been observed that children are able to learn the characteristics of others
through social reference and make robust and consistent inferences from faces
(Eggleston et al., 2021). In this case, children can observe early childhood educators'
behaviors and draw conclusions from these behaviors. Therefore, children's
observations about their early childhood educators' emotions can guide their

interaction with them.

At this point, emotional socialization gets involved in the process. Emotion
socialization is the process of recognizing, expressing, and regulating these emotions
with the support they receive from their environment at a point where children cannot
predict what they will do, feel, or react in the face of a situation (Lewis, 2014). The
early childhood educator is one of the closest adults to whom they will provide the

cognitive and social-emotional support necessary to carry out this process. Therefore,
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the early childhood educator acts as a guide in the process of socializing the child's

emotions.

39



CHAPTER 3

METHOD

In this chapter, the methodology of the study was portrayed. The methodology is
described to clarify the research process by dividing it into three subtitles. First of all,
the planning procedure of the study was described. In this subtitle, the design of the
study, ethical considerations, and the instrumentation were presented in detail. The
following subtitles have described the stages of the current study. In the first stage, the
pilot study was elaborated on in detail. The translation and adaptation procedures of
the scale and the analysis process were also explained in this section. The main study
was presented in the second stage by considering population and sampling, data

collection procedures, and internal validity threats.
3.1. Planning for the Study

There was a preparation process for the research to detail the study design, consider
the ethical issues and, translate and adapt the scale used in this study. First, the study
was designed to explore the relationship between early childhood educators' emotion
regulation and socialization of young children's negative emotions in emotionally
difficult times. To explore this relationship, a correlational study was designed.
Secondly, to collect data for this correlational study, ethical permission was taken from
the Human Research Ethics Committee of METU, and implementation permission

was taken from the Ministry of National Education (See Appendix E & Appendix F).

In accordance with the purpose of the study, there were two data collection tools to
reach information about early childhood educators' strategies of emotion regulation
and socialization of young children's negative emotions as variables. However, one of

these scales had to be adapted for the current study. Thus, an adaptation and translation
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for the scale had been conducted (See Section 3.1.3.). Accordingly, a study plan was

carried out.

Figure 7
The Current Study Plan

The Current Study Plan

« Design of the Study

« Ethical Considerations

+ Instumentation

« Adaptation of the Data
Collection Instrument

Stage |: Pilot Study

Population and Sampling
for the Pilot Study

Data Collection for the Pilot
Study

Preliminary Analysis of the
Pilot Study Data
Descriptive Analysis of the
Pilot Study Sample

Factor Analysis for the
Scale Adaptation

Stage II: Main Study

Population and Sampling
for the Main Study

Data Collection for the
Main Study

Preliminary Analysis of the
Main Study Data
Descriptive Analysis of the
Main Study Sample

Factor Analysis for the
Validity of the Scales in the

* Revisions of the Data Main Study Sample
Collection Instrument « Main Study Data Analysis

In the current study, first of all, the research problem was defined by considering the
purpose of the study; then, the literature was reviewed to propose the model to answer
the problem. Accordingly, a correlational study was designed. To conduct this
correlational study, ethical and implementational permission had been taken. Then, the
adaptation process was conducted. After the preparation process of the study had been
completed, a population and a representative sample from the population were defined,
and a pilot study was conducted to test the adapted instrument. As a result of the pilot

study, necessary revisions were made on the scale.

In consequence of the changes carried out, the main study data were collected using
the revised version of the instrument. With the new data collected, a new factor
analysis series was conducted to ensure the factor structure of the adapted scale and to
ensure the validity of the study in the main study sample. Finally, the data was
analyzed and presented in detail within the scope of findings (See Figure 7).
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3.1.1. Design of the Study

The study was designed as correlational research, which is a type of quantitative
research that aims to investigate the possible relationships between two or more

variables without any attempt (Fraenkel et al., 2012).

The primary purpose of this correlational study was to investigate the relationship
between variables in each research question. Correlational studies, in general, have
two main goals: to explain the relations between variables or to predict expected
outcomes (Fraenkel et al., 2012). Depending on this, the study carried out both
explanatory and prediction facets of the umbrella term of correlational research
because both the predictions between the variables and the possible relationship

patterns were analyzed within the scope of the current study.

3.1.2. Ethical Considerations

The current research process was conducted with the permission of the Human
Research FEthics Committee, the Ministry of National Education, and the
school/institution administrations (See Appendix E & Appendix F). The permissions
from the Ministry of National Education (MoNE) and the ethical committee were
delivered to each school by e-mail and asked for their participation in the study based

on voluntariness.

Participation in the research was entirely voluntary, and the questionnaires did not
contain questions and situations that may cause personal discomfort. In addition, the
participants were informed that if they feel uncomfortable with questions or any other
reason during participation, they can refuse to participate in the study or stop working

without incurring any sanctions.

The participants were informed about the research topic and the expectations from
them within the scope of the study at the beginning of the online data collection form
via a consent form. Each participant approved their voluntary participation in the study
before they took the questionnaires. To make them feel comfortable about their
participation, they also informed that there are no right or wrong answers to the

questions, and it will be enough to choose the answer that best reflects them. The data
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collected from the participants had kept entirely confidential, evaluated only by the

researchers, and did not shared with third parties.
3.1.3. Instrumentation

The data was collected via three different data collection instruments in the current
research. These instruments can be listed as Demographic Information Form, Emotion
Regulation Questionnaire (Groos & John, 2003), and The Coping with Children’s
Negative Emotions Scale — Teacher Form (Fabes et al., 2000).

The Coping with Children’s Negative Emotions — Teacher Form was adapted to the
Turkish language and culture within the scope of the current study. The data collection
instruments were described in Table 2, and the original versions of the instruments
were listed in Appendix B. The data collection instruments were listed and explained

in detail in the related sections below.

3.1.3.1. Demographic Information Form

It was aimed to understand the population's characteristics and define the population
well for the analysis by collecting demographic information from the population with
this form. In this way, whether the sample selected for the study reflects the population
can provide a source for future studies, and possible limitations that may arise due to

this reason can be considered.

In addition, by presenting the demographic information, it was aimed to reveal the
characteristics of the sample in which the results from the study were generalized to
the population. Thus, a demographic information form (See Appendix A) was
developed to collect information about the population. The form includes multiple
choice and short answer questions about the participant early childhood educators'
gender, educational level, working status when participating in the study, the city they

are working in, and working experience.
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3.1.3.2. Emotion Regulation Questionnaire

The instrument was developed by Gross & John (2003) as a Likert-type instrument to
distinguish the two types of emotional regulation strategies. The instrument was
developed to use with adults, and it was used with early childhood educators in the
current study. According to the knowledge of the researcher, it is one of the most
frequently used measurement tools in this field (e.g., Foroughi et al., 2021; Gracanin
et al., 2020; Kim et al., 2022; Wang et al., 2020). That indicates that the statistical
properties of the measurement tool are reliable and valid. In addition, since the
measurement tool is used in different cultures, it can be concluded that item analyzes
are also culturally appropriate. For this reason, it was decided to use it for this research.
The subscales of the instrument are Cognitive Reappraisal and Expressive
Suppression. The Cognitive Reappraisal subscale consists of six items, and the
Expressive Suppression subscale consists of four items. In the questionnaire, ten items
are degreed from 1 to 7, from “very unlikely” to “very likely”. The questionnaire was
implemented on four different samples in the study in which the scale was developed
(Gross & John, 2003). The internal consistency scores were reported by taking the
average scores of these four samples. The alpha score of the Cognitive Reappraisal
subscale was mentioned as .79, and the alpha score of the Expressive Suppression
subscale was mentioned as .73. The scores of each subscale were calculated separately

from the other according to the nature of the instrument (Gross & John, 2003).

In Turkey, to the authors' knowledge, the instrument was firstly used in the study of
Yurtsever (2004) on a sample that included 104 lower-level managers of a state bank
in Turkey as a part of management development seminars sponsored by their bank. In
this study, the Emotion Regulation Questionnaire (ERQ) was translated by a
professional into Turkish and back into English by another translator (Yurtsever,
2004). The study reported that the coefficient alpha for the Cognitive Reappraisal

subscale was .88, and the Expressive Suppression subscale was .82.

In addition, the validity and reliability study of the instrument was conducted by Totan
(2015). In Totan's (2015) study, Cronbach's alpha coefficient was reported as 0.78 for
the cognitive reaction subscale and 0.71 for expression suppression. As a result of the

test-retest study based on the measurements conducted at two-week intervals,
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correlation coefficients of 0.67 for cognitive reappraisal and 0.65 for expressive
suppression were reached. Because of the nature of the questionnaire, it does not have
a total score; therefore, analyzes were not carried out on the totals in both reliability
calculations. As a result of this study, the instrument was considered valid and reliable

in Turkish culture and language (Totan, 2015).

The permission to use the questionnaire for this study was taken from Dr. Gross, Dr.
Totan, and Dr. Yurtsever via e-mail. The original form of the instrument was attached

to Appendix B, and the version used in this research has been attached to Appendix A.
3.1.3.3. The Coping with Children’s Negative Emotions Scale — Teacher Form

The instrument was developed by Fabes et al. (1990a) as a Likert-type instrument to
measure the levels of parents' perception of their reactions towards children's adverse
effects in stressful cases, and the teacher version of the same scale with the same
purpose was also developed in the following years (Fabes et al., 2000). According to
the authors' knowledge, this measurement tool is one of the most frequently used in
the relevant field (e.g., Poulou & Denham, 2022; Li et al., 2021; Denham et al., 2020).
That indicates that the statistical properties of the measurement tool are reliable and
valid. In addition, since the measurement tool is used in different cultures, it can be
concluded that item analyzes are also culturally appropriate. For this reason, within
the scope of this research, it was decided to use to measure the strategies of early
childhood educators' socialization of young children's negative emotions. The teacher
version of the scale used in the current study is used to measure the levels of early
childhood educators' perception of their reaction towards children's adverse effects in

emotionally difficult times and can be used for early childhood educators.

On the scale, the items are degreed from 1 to 7, from "very unlikely" to "very likely".
The Cronbach alpha scores for each subscale were .69, .70, .78, .78, .80, and .85 for
Punitive Reactions, Distress Reactions, Minimization Reactions, Problem-Focused
Reactions, Emotion-Focused Reactions, and Expressive Encouragement as the
subscales of the scale. These subscales refer to different socialization techniques and
can be defined as follows: Distress reactions refer to adults getting into distress by
being influenced by children's negative emotions. Adult distress is effective in
socialization behaviors because, depending on distress, adults may tend to focus on
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their own negative emotions rather than children's needs (Fabes et al., 1990b; Fabes et
al., 2001). Punitive reactions refer to adults' use of verbal or physical punishment in
response to children's negative emotions and behaviors that result from negative
emotions (Fabes et al., 2002). Expressive encouragement can be explained as
encouraging children to express their negative feelings (Fabes et al., 2002). Problem-
focused reactions refer to adults helping the child solve the problem causing his
distress (Fabes et al., 2002). Problem-focused responses are also one of the methods
of dealing with stress by targeting its source (Folkman & Lazarus, 1990). Emotion-
focused reactions refer to adult strategies that help the child feel better (Fabes et al.,
2002). Emotion-focused reactions, like problem-focused reactions, are one of the
coping methods for targeting the source of stress (Folkman & Lazarus, 1990).
Minimization reactions reflect how seriously adults take children's emotional or

distressing reactions or how much they care about their problems (Fabes et al., 2002).

On the scale, 12 cases include children's negative emotions, and each case includes six
reactions related to the provided cases. The scale has three different forms: teacher
version, children/adolescent version, and parent version. In each scale form, the cases
and the questions are the same but represented from different perspectives according
to their audience. In the current study, the teacher version of the scale was translated
and adapted into the Turkish language and culture by considering the parent version,
which was used and adapted by Yagmurlu & Altan (2009), and a pilot study was
conducted to validate the teacher version of the scale. The details of the pilot study

were provided in the related section (See Section 3.2.3.3.2.).

The permissions for the parent-adapted version of the scale were taken from Dr. Selguk
to use in the research process, and the permissions for the original version of the scale
were taken from Dr. Fabes. The original form of the instrument was attached to

Appendix B, and the version used in this research was attached to Appendix A.

3.1.3.3.1. Translation and Adaptation of the Coping with Children’s Negative

Emotions Scale — Teacher Form into Turkish Language and Culture

The teacher version of the CCNES had been translated and adapted into the Turkish
language and culture in the current study context. The most popular survey translation
strategies proposed a team approach in the related literature, with diverse researchers
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working together in ways that support each other (Harkness et al., 2010). In the current
study, the TRAPD (Translation, Review, Adjudication, Pretesting, and
Documentation) team translation model was used to adapt the scale (Harkness et al.,

2010).

According to this model, in the Translation part, the data collection tool is translated
into the target language by at least two translators simultaneously and independently.
In the Review part, translated texts are compared with the source text, and translation
suggestions are presented to each other. In the third step, called Adjudication, all texts
are evaluated by an adjudicator or an adjudication team. A decision is made on the
final text by agreeing on the best translation options. The text obtained after this stage
is tested (pre-test). The decisions taken during the process and the route followed are
recorded as Documentation (Taner & Seferoglu, 2016). The team that conducts the
translation and adaptation process includes three sets of people Translators, who are
experienced practitioners with expertise in translating surveys; Reviewers, who are
with strong translation abilities, experience with questionnaire design principles, and
knowledge of the study subject; and Adjudicators, who are the people in charge of
making the final judgments on which translation possibilities to use (Dornyei &

Taguchi, 2009).

In addition to the TRAPD team translation model, in the study, it was agreed that a
localization and adaptation process is needed as well as translation because the original

scale includes some items that do not reflect the target educational setting.

Original: “If my student is afraid of injections and becomes quite shaky and teary while
waiting for his/her turn to get a shot at the nurse’s office, I would:”

Adapted: “If my student is waiting for his/her turn to be vaccinated because s/he is
afraid of needles, trembling and crying:”

For example, in the items above, “nurse’s office” was not applicable in the target
educational setting and was adapted to the target culture. Therefore, it could be said
that there were cultural differences between the source and target language and setting.
This conflict between the scales emphasizes the necessity of ensuring that ideas inside
an instrument were equal in the source and target languages, as well as in time and
context (Epstein et al., 2015). As a result, while establishing a direct comparison
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between various nations, cultures, and periods, it was critical to consider potential

obstacles, and cross-cultural adaptation was often required. (Gjersing et al., 2010).

Figure 8
Flow Diagram of CCNES Adaptation Process
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In the current study, the scale was translated by two researchers (a Ph.D. student
studying and conducting research on the early childhood education field and the author
of the current study) simultaneously and independently. After the translation process,
a meeting was set between translators, and the translations were compared. During the
meeting, disagreements were noted, and the common points were left the same in a
meeting document. The document and the independent translations were shared with
Expert 1 (Supervisor of the current study) as adjudicator. After the investigation of the
adjudicator, another meeting was set with the participation of the translators and
adjudicator, and the feedback of the adjudicator was discussed. As a result of this
meeting, a translation/adaptation document was developed. This first draft was sent to
three experts (an Assitant Professor, an Associate Professor, and a Ph.D. in the early
childhood education field). When their suggestions and feedback were received, a
meeting was arranged with both the translator and the adjudicator. The suggestions

and the feedback were considered, and a second draft of the scale was developed. This
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second draft was sent to an expert who is an MSc. student in the English Language
field and an expert who is a Prof. in the Turkish Language field. When their feedback
and suggestions were received, the final draft was developed, and this final draft was

tested on the subjects by conducting a pilot study (See Figure 8).
3.2. Stage I: Pilot Study

A pilot study had been carried out before the main study to figure out whether the data
collection tools were effective in reaching the relevant data and whether the tools were
reliable and valid in the context of this study. In this way, the researcher's experiences
might provide professionalism for the main study process. Also, the possible
difficulties would be determined and solved previously in the main research
conducting process. Conducting a pilot study also contributed to the reliability and
validity issues of the study. Owing to the previously experienced and analyzed
questions, data and process could lead the researcher to consider different points of the
study. Also, it would be proven that all the research process design was applicable

before the study was conducted.

Another main goal of the pilot study was to ensure that the adapted scale within the
scope of this study was valid and reliable. As mentioned above, The Coping with
Children's Negative Emotions Scale has three different versions for parents,
children/adolescents, and teachers. The parent version of the scale has a Turkish
adaptation (Yagmurlu & Altan, 2009). On the other hand, the teacher version had not
been adapted to Turkish yet. Besides, all the items were in the same form with the
exact words in each version of the scale but the perspectives. The teacher version of
the scale had been translated by considering the parent version adaptation within the
scope of this study. 788 participants were reached for the pilot study with the same
sampling method as the main study. Then, the factor structures of the scales were
analyzed. The related results were provided in the related section below (See Section

3.2.3.3)).
3.2.1. Population and Sampling

Convenience sampling was used for the study. Convenience sampling is a sampling

method that includes a group of people accessible for a study (Fraenkel et al., 2012).
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The amount of data collected should be huge for the current study, and the data was
mainly collected during the COVID19 pandemic. Therefore, convenience sampling

was preferred to design a feasible data collection procedure.

To reach the sample of the study, the most feasible early childhood institutions were
reached by the researcher. In order to reach the sample of the study, first of all, the
early childhood education institutions that can be reached most easily by the researcher
were reached. Thus, it was aimed to prevent communication difficulties due to the
pandemic and possible time-related disruptions during the research. However, it was
seen that the data collected from the areas that could be reached in the fastest and
easiest way were not sufficient for the study, and for this reason, almost all early
childhood education institutions in the population were tried to be reached. Thus, all
the public and private preschools, primary schools, and some secondary schools with
kindergarten classes in Ankara and Kahramanmaras were reached by phone calls. The
schools' administrations were the contact between the researcher and the early
childhood educators. As a result, the early childhood educators who volunteered to

participate in the study from the institutions reached took part in the current study.

The pilot study's target population was all the early childhood educators working at
Kahramanmaras and Ankara. The reason for choosing these cities within the scope of
the pilot study was that the data to be used to adapt the measurement tool was collected
in the fastest and most accessible way, within the pandemic conditions at that time.
The intended sample for the study was planned as 750 volunteer early childhood
educators who were currently working at Kahramanmaras and Ankara. There were
102 items in the data collection tools used in the research in total. When the number
of the items on the largest scale used in the study was considered, which was CCNES
with 72 items, in this case, the number of the participants should have been around
720 or more to reach meaningful data since the number of the items in the scales should
have been at least with 1:10 ratio to reach reliable and meaningful data for the
following analysis procedure (Nunnally, 1978). Considering the mortality issue, it was
planned for 750 participants. As a result of the data collection procedure, 788

participants were reached for the pilot study.
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3.2.2. Data Collection Procedure

The data collection procedure was started after getting ethical permission from the
Human Research Ethics Committee of METU and implementation permission from

MOoNE in the second semester of the 2020-2021 academic year.

Current research data was collected through an online survey system by considering
the amount of data reached. Therefore, the data collection system with the paper-and-
pencil method was not considered feasible within the framework of this research
because it prolongs the cost of the research, the time of data collection, and the time
required by the researcher to do fieldwork. On the other hand, it has been evaluated in
favor of the research that the online data collection method provides advantages in a
large sample, economical way, ease of data entry, and shorter response time with a
flexible and more controllable format. In studies comparing both methods, it has been
observed that the disadvantages of data collection with the survey method are mostly
shared in common, and the methods are not evaluated as more advantageous or

disadvantageous than one another (Granello & Wheaton, 2004; Lefever et al., 2007).

Therefore, a six-page online form was created for this study by gathering these
instruments. Each school was reached via phone calls, and the information about the
research was provided to the school administrators. The link to the online form was
shared with the school administrations via e-mail. After getting their approval, they
shared the online data collection link with the early childhood educators. When the
early childhood educators filled out the forms, the data was automatically collected as

an Excel document.

The data collection link, sent to early childhood educators, included six pages. The
first page of the data collection link consisted of a consent form informing the
participants about the basis of voluntariness within the study. Therefore, they would
be informed that they were free to participate in or withdraw from the study.
Participants were requested to fill out the form that explains the research details and
confirms their voluntary participation in the study. They were reminded that there were
no right or wrong answers for each question in the instruments. Their answers were
essential for the research to choose the best choice for them. The form was attached in
Appendix C.
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After the consent form, a demographic information form was presented to the
participants on the next page. Their educational backgrounds, gender, current working
statuses, and teaching experiences were asked in this form. The following pages,
respectively CCNES and ERQ, were presented to the participants, and this online form

collected their answers.
3.2.3. Pilot Data Analysis

After the data was collected, three analysis steps were followed (See Figure 9). In the
first step, the data were screened to detect the missing values and outliers, and the
testing assumptions of the factor analysis were checked within the scope of
preliminary analysis. Additionally, a descriptive analysis was conducted, and the data
characteristics were detected. As the last step, a factor analysis procedure was
conducted. In this procedure, both exploratory and confirmatory factor analyses were
implemented. The results of these analyses were presented below in the following

section (See Section 3.2.3.3.).

Figure 9

Pilot Data Analysis Process

Data Collection

Descriptive
Analysis
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3.2.3.1. Preliminary Analysis

The data was organized and prepared for the analysis procedure in the preliminary
analysis. The data set had been screened and cleaned from the irrelevant data, and the
testing assumptions had been ensured. Then, a descriptive analysis was conducted to
recognize the sample of the study and understand the characteristics of the participants.
Finally, before conducting factor analysis, assumptions of this analysis were

discussed.
3.2.3.1.1. Data Screening & Cleaning

In the data screening and cleaning process, item headings had been changed to
abbreviations. Short names were given to demographic questions. Spelling errors in
city names were corrected. District names were changed into provinces. Participants
whose city names could not be read in their answers and those outside Ankara and
Kahramanmaras were omitted from the data set. Participants who were not actively
teaching were also excluded from the study. The "year" word in the teaching
experience column of the data set had been deleted, and the data in that column turned
into numbers only. After the preparation, the data was exported to SPSS. Variables
had been converted to numeric values. Participants who had been teaching for less
than one year in the teaching experience column were set to 0. Participant 472 wrote
"1-3" to answer the teaching experience question, and this answer was entered as
missing data. As a result of the data screening and cleaning procedure, 788 participants

were reduced to 725 participants for the current pilot study.
3.2.3.1.2. Testing Assumptions

According to Tabachnick & Fidell (2013), before conducting factor analysis, some
practical issues about the analysis should have been considered. These issues can be
referred to as testing assumptions. The primary purpose was to examine the variables
for any violations of evaluating the statistical techniques' accuracy to address the
research questions (Pallant, 2016). Before conducting factor analysis in the current
pilot study, sample size, normality, linearity, and factorability assumptions were

checked, and the following factor analysis was conducted accordingly.
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3.2.3.2. Descriptive Analysis

Conducting a descriptive analysis for the pilot study had two primary purposes. The
first one was to recognize the sample of the study and the second one was to understand
the characteristics of the participants. To achieve this goal, a descriptive analysis
procedure was conducted on the SPSS program, and the results of the descriptive were

presented in Table 3.

Table 3
Characteristics of Pilot Study Sample

Value Count Percent
Female 674 93.0%
Gender
Male 48 6.6%
Primary & Secondary School 1 0.1%
Highschool 5 0.7%
Education Level
Distance Education 11 1.5%
Bachelor’s Degree. 647 89.2%
Master’s Degree 61 8.4%
Ankara 414 57.1%
City
Kahramanmaras 311 42.9%
Experience Mean (10.86) 724 6.00 (Percentile 25)
(Valid)
(Central Tendency and Standard Deviation (6.956) 10.00 (Percentile 50)
Dispersion) 1

(Missing) 14.00 (Percentile 75)

As expected, most of the participants of the study were women since, in Turkey, most
of the early childhood educators are women. Also, it can be seen that most of the
participants had their bachelor’s degree (89.2%), but even though it is not many, some

participants did not have a B.S. degree. Moreover, when analyzing the pilot study data,
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it was realized that the Distance Education concept was not defined well. Since there
was only one option for Distance education, upper secondary, high school, and
university degrees could fall into distance education. Therefore, their options were
specified in the main study data collection part. Also, the short answer questions were
converted to the multiple-choice questions in the main study data collection instrument
because of the typos and unclear answers of the data gathered with the pilot study

version of the Demographic Information Form.

Regarding the teaching experiences of the participants, most of the participants of the
study had 16 or fewer years of teaching experience. The most experienced participant
had 37 years of teaching experience, and the less experienced one was in the first year

of his/her teaching career.

The pilot study data was collected from two cities in Turkey: Kahramanmaras and
Ankara. Most pilot study participants were from Ankara, with a relatively small
difference. On the other hand, it should be considered that Ankara is a way bigger city
when compared to Kahramanmaras. Therefore, the participation rate was higher in

Kahramanmaras than in Ankara.
3.2.3.3. Factor Analysis

Factor analysis is a statistical technique used to discover which variables in a set of
variables are from consistent subsets or relatively independent of one another
(Tabachnick & Fidell, 2013). There are two major types of factor analysis: exploratory
factor analysis and confirmatory factor analysis. In exploratory factor analysis, the
factor finding process is mainly based on the relationships between variables; in
confirmatory factor analysis, on the other hand, a previously determined hypothesis or
theory about the relationship between variables is tested (Biiyiikoztiirk, 2020). A
"hybrid approach" was suggested, using EFA and CFA at different steps by Matsunaga
(2010) to identify the target construct's factor structure. In the study, this approach was
implemented, and both exploratory and confirmatory factor analyses were
implemented on the collected data. The factor analysis had two purposes for this study.
The first goal was to define the factor structure of the scales adapted within the current
study's scope. The second purpose was to test the data collection instruments in the
study sample.
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The data were analyzed by using IBM SPSS (Statistical Package for the Social
Sciences) Statistics Program for Exploratory Factor Analysis (EFA), and LISREL 11
(Linear Structural Relations) Program (Joreskog & Sorbom, 2018) for Confirmatory
Factor Analysis (CFA).

3.2.3.3.1. Factor Analysis of Emotion Regulation Questionnaire

For the EFA, the suitability of the data to the analysis procedure was first examined.
To ensure that the data set is acceptable for factor analysis, it is essential to check the
Kaiser-Meyer-Olkins Measure of Sampling Adequacy (KMO) and Bartlett's Test of
Sphericity. Pallant (2016) considers the KMO values more than .6 and Bartlett's Test
values less than .05 to be noteworthy. In ERQ, these values were found respectively,
772 for KMO and <.001 (significant) for Bartlett's Test. Therefore, it was decided that
factor analysis was appropriate (Pallant, 2016).

3.2.3.3.1.1. Exploratory Factor Analysis of Emotion Regulation Questionnaire

After ensuring the data set was suitable to execute a factor analysis, communalities,
eigenvalues, scree plot, and rotation matrices were examined in EFA. When the
analysis was executed, the first values considered were the communality coefficients
of the items. The communality of a variable can be defined as the variance explained
by the factors, and the communality coefficients below .32 indicate low communality
(Tabachnick & Fidell, 2013). In the analysis, there was no observed low communality

coefficient for the questionnaire (See Appendix G).

To determine the number of the factors of the instrument, there are two main criteria:
Kaiser's criterion and Scree plot. For this questionnaire, both of these techniques were
checked. In Kaiser's criterion, only the components with an eigenvalue above 1 can be
considered factors (Pallant, 2016). Two eigenvalues above 1 were observed in
Principle Component Analysis of ERQ, and the scores for each component can be
listed as 2.965 and 1.764. These components explained a total of 47.291 percent of the
variance. Using the Kaiser criteria could result in the extraction of too many
components; thus, it was essential to look at the Scree Plot (Pallant, 2016). The Scree

Plot of ERQ can be seen in the figure below (See Figure 10). It was observed that there
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was quite a clear break between the second and third components. Components 1 and

2 explained significantly more variation than the other components.

Figure 10

Pilot Study — Scree Plot of Emotion Regulation Questionnaire
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The rotated component matrix table was considered as a final step to determine the
number of observed factors in EFA (See Appendix G). The varimax rotation was
implemented in the analysis procedure since varimax rotation is more likely to be
based on the notion that the factors are not correlated with one another (Dilbeck, 2018).
In ERQ, the subscales are not related to each other. In other words, each dimension is
evaluated in itself, and there is no total score for the questionnaire. Therefore, varimax
rotation was preferred for the analysis. In the rotated component matrix table, it was
observed that ERQ2, ERQ4, ERQ6, and ERQ9Y items were loaded in one factor, and
the rest of the items were loaded in the other factor. These loadings were parallel with

the original subscales called Expressive Suppression and Cognitive Reappraisal.
3.2.3.3.1.2. Confirmatory Factor Analysis of Emotion Regulation Questionnaire

To ensure the results of the EFA, a Confirmatory Factor Analysis (CFA) process was
also conducted. CFA is a technique for determining how effectively measured

variables represent a smaller set of constructs (Hair et al., 2014). In the EFA of ERQ,
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it was observed that the factor structure of the questionnaire was parallel with the
original scale. Therefore, the CFA was conducted by following this factor structure. It
was observed that the subdimensions of the scale had been confirmed by the observed

variables loaded on the latent variables as it is hypothesized (See Figure 11).

Figure 11
Pilot Study — CFA Model of Emotion Regulation Questionnaire
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If the CFA results were evaluated, it would be revealed that good fit levels give
satisfactory results since the sample of the study provided a ratio of 1:72. For this
reason, model modification suggestions were not carried out, and the model was left

in its original form. When the model was examined, it was observed that the items
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were loaded in harmony with the two latent variables, and the factor structure in the

EFA was verified.

Table 4

Pilot Study — Goodness of Fit Indicators of Emotion Regulation Questionnaire

Model %2 df y2/df RMSEA NFI CFI SRMR GFlI AGFI

2 Factors 175.01 34 5.147 .076 .886 .906 .061 955 927

Note: RMSEA (Root Mean Square Error of Approximation), NFI (Normed Fit Index),
CFl (Comparative Fit Index), SRMR (Standardized Root Mean Residual), GFI
(Goodness of Fit Index), AGFI (Adjusted Goodness of Fit Index)

If the goodness of fit indices is evaluated, it was observed that the y2/df value is 5.147,
and it was considered as medium level because y2/df <5 (Stimer, 2000). The GFI value
was found to be .955 and was considered a perfect fit because it was >.95 (Hooper et
al., 2008). RMSEA value (.076) < .08, SRMR value (.061) <.08, and CFI value (.906)
> .90 were considered as good fit. (Brown, 2006; Hooper et al., 2008; Tabachnick &
Fidell, 2013). However, the NFI value was observed as .886, and it was not observed
as a good fit since the range of good agreement was > .90 (See Table 4). However, due
to working with a large sample (723) and providing a 1:72 ratio for the item/sample
ratio, the goodness of fit indices of the model was compatible, and it was decided not

to make any changes to the scale.

3.2.3.3.2. Factor Analysis of the Coping with Children’s Negative Emotions
Scale — Teacher Form

The Kaiser-Meyer-Olkins Measure of Sampling Adequacy (KMO) and Bartlett's Test
of Sphericity were checked at the beginning of the factor analysis procedure to control
the appropriateness of the data set for the procedure. KMO values were observed as
961, and Barlet's Test found significant (.000). Because of the fact that the values
above .6 for KMO and under .05 for Bartlett's Test, the data set was considered

appropriate for the factor analysis (Pallant, 2016).
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3.2.3.3.2.1. Exploratory Factor Analysis of the Coping with Children’s Negative
Emotions Scale — Teacher Form

First, the data set had run on SPSS without defining any fixed number for the factors.
Moreover, while choosing the criteria for the analysis, varimax rotation was preferred
because the main dimensions of the CCNES do not relate to each other. After the EFA
run, the first result that had been covered was the communality coefficients, and there
were no scores observed under .32. On the other hand, there were 12 eigenvalues
observed above 1, and it could be considered as this scale include 12 factors. When
the Scree Plot of the scale was considered, there was only a significant break between
the second and third components (See Figure 12). Thus, these components explained
significantly more variation than the other components, creating a difference between

the Kaiser’s Criterion results and Scree Plot results.

Figure 12
Pilot Study — Scree Plot of the Coping with Children’s Negative Emotions Scale —

Teacher Form
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To be sure of the result of the Kaiser’s Criterion, a parallel analysis was conducted
using Monte Carlo PCA. This program generates 100 sets of random data of the same
size as the study. As a result of the Monte Carlo parallel analysis, six possible factors

for this study were observed. Thus, depending on the theoretical bases of the scale and
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the possible results of the EFA, the factors were fixed to two, four, and six,

respectively, and three more separate analyses were conducted.

Since, even though the scale suggests six subscales while developing the scale, the
authors did not conduct a psychometric property analysis but only represented the
theoretical support for the scale. On the other hand, as a further study, Fabes et al.
(2002) conducted a psychometric analysis for the scale, and they defined some items
as Supportive and Non-supportive items. Therefore, it can be said that they define two
dimensions for the scale. When they conducted two separate studies in the related
article, they observed that the previously defined Problem-Focused Reactions and
Emotion-Focused Reactions subscales loaded on the same factor, and the
Minimization Reactions and Punitive Reactions subscales loaded together on another
factor. Therefore, they implied that there could be four subscales for this instrument.
To replicate their methods and reach the scale factors, the analysis was conducted by
fixing the factors respectively two, four, and six with the data set of the current pilot

study.

When the factors were fixed to two, the communality values of CES1A, CES1B,
CESID, CES2C, CES2F, CES3A, CES3B, CES3F, CES4A, CES4C, CESSE, CES8B,
CESS8C, CES8D, CES8E, CESI10A, CES10C, CES11A, CES11B, CESI2D, and
CESI2E items observed low, which means under .32. In the Rotated Component
Matrix Table, CESI0A did not lead to any factors. In addition, CESIA and CES1D
items loaded to the Supportive subscale even though they should have belonged to the

Non-Supportive subscale.

When the factors were fixed to four, CES1A, CES1B, CES2F, CES3A, CES4A,
CESSE, CES8B, CES8C, CES8D, CES10A CES10C, CES11A, CES11B, CES12D,
and CES12E items showed low communality scores, and most of the items loaded
differently from the results of Fabes et al. (2002). CES10A did not load to any of the

factors again in this analysis.

When the factors were fixed to six, the low scores of communality coefficients were
observed on the items CES1A, CES1B, CES3A, and CESSE (See Appendix G). All
the factors had loaded to a factor, but most of the factors again loaded to two factors,
and the others were not parallel with the study results of Fabes et al. (2002).
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As a result of the analysis series, to support the results of the EFA of the CCNES, a
CFA is also conducted. Also, it was decided to make some changes and retest the items
with the data set of the main study. To ensure the validity and reliability of the CCNES,
another factor analysis was also conducted with the main study data set before the

statistical analysis of the main study.

3.2.3.3.2.2. Confirmatory Factor Analysis of the Coping with Children’s Negative

Emotions Scale — Teacher Form

By following EFA, a CFA analysis procedure was used to support the scale's factor
structure similar to the other scales in the study. CFA results of the scale revealed that
some items were problematic in representing their factors. The observed variables
were not adequately loaded on the latent variables in the CFA of CCNES, and the error

variance of several of the items was significant (See Figure 13).

Evaluations of the goodness of fit for the model did not show a good fit even though
some of the suggested modifications were executed by adding additional paths
between RCES7C and RCES2A; CES3B and CES2C; CES9C and CES9B; CES3E
and CES2E; CES7A and CES7B; CES 10E and CES10D; CES12A and CES12B; CES
12A and CES12C (See Figure 13).

Using the goodness of fit indices, y2/df equals 3.98, and a ratio of y2/df less than 5
indicates a good fit (Cokluk et al., 2021). The GFI value, on the other hand, was
reported to be .665, which could not be regarded as a good fit because it can only be
considered a good fit when it is less than .90 (Hooper et al., 2008). RMSEA value was
seen as .064, and it can be deemed a good fit when the condition < .07 is satisfied
(Steiger, 2007). SRMR value was observed as .128, which was not < .08, and CFI
value was seen as .774, which is not > .90; therefore, based on these findings, it could
be concluded that the model does not fit well. (Brown, 2006; Tabachnick & Fidell,
2013) (See Table 5).
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Figure 13
Pilot Study — CFA Model of the Coping with Children’s Negative Emotions Scale —

Teacher Form
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Note: PFR (Problem-Focused Reactions), EFR (Emotion-Focused Reactions), EE
(Expressive Encouragement), MR (Minimization Reactions), PR (Punitive Reactions),

DR (Distress Reactions)
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Table 5
Pilot Study — Goodness of Fit Indicators of the Coping with Children’s Negative

Emotions Scale — Teacher Form

Model %2 df ¥2/df RMSEA NNFI CFI SRMR GFlI AGFI

6 Factors 9814.58 2461 3.98 .064 765 774 128 .665 .642

Note: RMSEA (Root Mean Square Error of Approximation), NNFI (Non-Normed Fit
Index), CFI (Comparative Fit Index), SRMR (Standardized Root Mean Residual), GFI
(Goodness of Fit Index), AGFI (Adjusted Goodness of Fit Index)

When the model was evaluated, the problems observed in EFA were mainly
confirmed, and it was decided that some of the items had to be changed (See Table 6).
While making the changes and considering the EFA and CFA results, the internal

consistency of the scale was also considered.

Two field experts’ opinions were considered in light of the analysis results to make
the scale consistent. As a result, CES1A, CES1D, CES2C, CES2F, CES3B, CES3F,
CES4A, CES4C, CES8B, CES8C, CES8D, CES10A, CES10C, CESI1A, and
CESI12E items had been changed by considering their factor loadings on EFA. CES2C,
CES3B, CES7C, CES9B, CES9C, CES 12A, and CES12C items were changed by
considering the modification indices and their high impact on y2/df on CFA. CES1A,
CESI1D, CES8B, CES10A, and CES10F items had been changed by considering their
high error variance on CFA. Furthermore, the CES3C, CES6B, and CES6C were

changed to conserve the internal consistency of the scale (See Table 6).
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3.2.4. Reliability

The term reliability refers to the consistency of data obtained using the same methods
from one instrument administration to another from one questionnaire to another
(Beins, 2009; Fraenkel et al., 2012). There are various ways to determine whether a
study is reliable or not, and one of those is the Kuder-Richardson Approach which is
an approach that controls reliability with the internal consistency of the instrument
which is used in the study. This approach uses particularly the formula KR20 and
KR21, which require the number of items on the test, the mean, and the standard
deviation to calculate the internal consistency (Fraenkel et al., 2012). Alpha coefficient
or Cronbach's alpha is a form of KR20, and in this study, the reliability of the scales
was controlled with this approach. The Cronbach's alpha results of the scales, as a
result of SPSS analysis, were determined by considering the subscales of the scales
since none of the scales used in this study was appropriate to get total scores; each

subscale had to be evaluated itself.

For the reliability analysis of ERQ, because of the significantly less item number, it
was preferred to report the mean inter-item correlation score because Cronbach's alpha
calculation is significantly sensitive to the number of the items on the scale (Pallant,
2016). Thus, by considering the mean inter-item correlation value, the reliability
scores were found as .342 for the Cognitive Reappraisal subscale and .305 for the
Expressive Suppression subscale. The reliability scores of the subscale were in the
optimal range; it means this subscale was considered in the optimal range when

between .2 and .4 (Briggs & Cheek, 1986).

The reliability analysis of CCNES was conducted by considering Cronbach's Alpha
since each subscale of this scale consists of 12 items. The Cronbach’s Alpha values
were found .440 for Distress Reactions (DR) subscale, .797 for Punitive Reactions
(PR) subscale, .940 for Expressive Encouragement (EE) subscale, .939 for Emotion-
Focused Reactions (EFR) subscale, .927 for Problem-Focused Reactions (PFR)
subscale and .808 for Minimization Reactions (MR) subscale. Values above .7 were
considered acceptable for Cronbach's Alpha, but those above .8 were preferred
(Pallant, 2016). Accordingly, the Distress Reactions subscale could not be considered

reliable since most of the inter-item correlation scores were negative. It means the
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items might measure something other than the underlying characteristic of the
subscale. Thus, most of the items of the scale were edited by considering the reliability
and factor analysis results. The subscales of the scale, except the DR subscale, had
acceptable Cronbach's Alpha values, even perfect for some of the subscales.
Nevertheless, some of the items of these subscales, CES1A for the PR subscale and
CESS8B for the PFR subscale, had shown corrected item-total correlations scores less
than .3. By considering these results, in addition to the factor analysis results, these

items had been edited before the main study.

Table 7
Reliability Scores for the Subscales in Pilot Study

Number of Cronbach’s Alpha Inter-ltem
Items Correlation Mean
Expressive Suppression 4 - .305
Cognitive Reappraisal 6 - .342
Distress Reactions 12 440 -
Punitive Reactions 12 797 -
Minimization Reactions 12 .808 -
Expressive Encouragement 12 .940 -
Emotion-Focused Reactions 12 939 -
Problem-Focused Reactions 12 927 -

3.2.5. Validity

Validity refers to drawing appropriate, correct, valuable, and meaningful inferences
and conclusions based on the collected data using a particular instrument. (Fraenkel et
al., 2012; Beins, 2009). Several techniques can be used to ensure the validity of a scale.
Two of these methods were implemented in this study, called content validity and

construct validity.
3.2.5.1. Content-Related Evidence of Validity

Content validity has two key elements: the adequacy of the sampling and the format
of the instrument. Adequacy of the sampling refers to the case of whether the sample
of content represents the domain that the instrument contains or not. Format of the

instrument refers to the instrument’s clarity, appropriateness, and applicability
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(Fraenkel et al., 2012). In the current study, to ensure content validity, expert opinion
was sought. During the adaptation of the CCNES, the TRAPD adaptation model was

used and asked for six different experts’ opinions.
3.2.5.2. Construct-Related Evidence of Validity

Construct validity can be defined as the degree to which a measurement appropriately
assesses the underlying notion meant to be measured (Beins, 2009). According to
Fraenkel et al. (2012), determining construct validity consists of three steps. First of
all, the variable being measured has to be precisely defined. Secondly, based on an
underlying theory of the variable, hypotheses have to be formed about how people
who have too little of the variable or many of the variables will behave in a given
situation. Finally, the hypotheses have to be evaluated both logically and

experimentally.

In the current study, the construct validity was tried to be ensured using a well-
structured analysis procedure. The variables of the study were defined, and the related
scales were determined to be used in the study. Then, the sample of the study was
chosen by convenience sampling. Assumptions of the test were determined and
considered during the execution of the study. Finally, the results of the study were
analyzed by statistical techniques. To test the construct validity of the scales, EFA and
CFA procedures were implemented, and the details of this analysis were provided in

the related sections.
3.3. Stage I1: Main Study

After the pilot study phase, another data collection procedure was conducted for the
main study. As a result of the pilot study, some changes on the scales were made with
the results of the analyses conducted. At the beginning of the main study, the scales
were tested again to ensure that the scales used in the current study were reliable and
valid. Also, because of the change in the sample for the main study, the scales were
analyzed to ensure that they were working on the main study sample. In that,
preliminary analysis, descriptive analysis, reliability analysis, and factor analysis

procedures were conducted before the main study analysis procedure.
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3.3.1. Population and Sampling

Convenience sampling was used for the main study likewise pilot study. The same
feasibility issues encountered in the pilot study were encountered during the sample
selection and data collection of the main study, and the similar sample selection and

data collection process conducted with the pilot study to handle these feasibility issues.

The target population of the main study was all the early childhood educators currently
working in "Yukar1 Sakarya and Konya Districts of Central Anatolia Region". The
main study's target population was all the early childhood educators working in
Ankara, Eskisehir, and Konya. The reason why these cities were chosen within the
scope of the main study was that the data collection process was started in Ankara to
collect the data in the fastest and most accessible way within the pandemic conditions
at that time. Due to the inferential nature of the study, it was necessary to have a
consistent population with similar characteristics to generalize the results to be
obtained from the study. For this reason, Yukar1 Sakarya and Konya Districts of the
Central Anatolia Region, which have geographical proximity to each other and include
Ankara, were selected as the population of the study. Konya and Eskisehir in these
districts were determined as samples with Ankara because they are metropolitan cities

like Ankara, and they are the closest neighbors of Ankara geographically.

The intended sample for the study is 360 volunteer early childhood educators currently
working in Ankara, Eskisehir, and Konya. Even though the low contribution of the
population, the intended sample size could be reached, and the main study was
conducted with 394 participants. The same data collection procedure was preferred
parallel to the pilot study for the main study data. Like the pilot study, all the public
and private preschools, primary schools, and some secondary schools with
kindergarten classes in Ankara, Konya, and Eskisehir were reached by phone calls.
The data collection instrument's link and the permission from the MoNE had been sent
to the schools' administrations by e-mail. The early childhood educators who accepted

participating in the study were the sample of this study.
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3.3.2. Data Collection Procedure

Since the summer holiday had begun in schools, the main study data collection
procedure could not be started after the pilot study analysis. For the main study, a new
data collection procedure permission from MoNE was required. The permission
procedure was repeated with the new semester (the first semester of 2021-2022). By
the first semester of the academic year, the new group of young children had begun
preschool. Since early childhood educators and their new group of young children had
just started an interaction and to collect accurate data for in-class environment
interactions of the early childhood educators two months after they started to the

school, the data was started to be collected.

For the data collection process, the school administrations of the schools the data
collected from were informed, just like in the pilot study. Therefore, each school was
reached by phone calls, and the information about the research was provided to the

school administrators as it had been implemented in the same way in the pilot study.
3.3.3. Main Study Data Analysis

After the data collection process was over, the main study analysis procedure started.
This procedure contained several steps of analysis: preliminary analysis of the main

study data, factor analysis, and path analysis (see Figure 14).

In the first step, the data were screened to detect the missing values and outliers, and
a descriptive analysis procedure was conducted to detect the characteristics of the main
study data within the scope of preliminary analysis. In the second step, a factor analysis
procedure was conducted to ensure the reliability and validity of the scales used in the
current study. The factor analysis had two functions: to ensure that the scales were
valid and reliable after the related changes in the pilot study phase and to ensure that

they worked on the main study sample, which was different from the pilot study.

After ensuring that the study's scales were reliable and valid for the main study, the
main data was analyzed with inferential statistics methods, which enable researchers
to draw conclusions about a population by depending on the outcomes of a sample
(Fraenkel et al., 2012). The current study used path analysis as an inferential statistic

technique.
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Figure 14
Main Study Data Analysis Process

Data Collection

Preliminary
Analysis

Descriptive
Analysis

Factor Analysis

Path Analysis

Path Analysis is a technique classified under the umbrella term of Structural Equations
Modelling (SEM). Path analysis can assess the models that include observed variables
(Hahs-Vaughn, 2017). This feature of the Path analysis fitted well with the nature of
this research design when considering the features of the scales used in the study. In

addition to that, Path Analysis aims to estimate through a solution of equations system
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using multiple regression or linear algebra (Cokluk et al., 2021); in this way, it would

be easier to carry out the prediction facet of this correlational study.

For the path analysis, a model was proposed depending on the related literature and
tested within the scope of the current study. The model testing results were presented

in detail in the results chapter.
3.3.3.1. Descriptive Analysis

Like the pilot study, the goal of conducting a descriptive analysis for this study had
twofold. The first was to identify the study's sample, and the second was to
comprehend the characteristics of the participants. A descriptive analysis process was
performed using the IBM SPSS software to achieve this purpose, and the results of the

descriptive can be seen in Table 8.

The cities in which the study was carried out, Ankara, Eskisehir, and Konya, are in the
Yukar1 Sakarya and Konya Districts in the western part of the Central Anatolian
Region of Turkey, and it was observed that the participants were closely distributed in

terms of districts.

The main study participants were female at a very high rate (95.8%), and there were
few male participants in the study. Because of the imbalance between female and male
participants in the current study, the gender demography data could not be analyzed.
Just as observed in the gender data, an imbalance was observed in the educational
background information of the participants, which was seen that the majority of the
participants had a bachelor's degree (84.4%). Thus, the educational background
information also could not be analyzed in the current study. In addition, even though
the teaching experience of the participants was in the range of 0 to 33 years and its
possible effect had been discussed, it was not included in the current study. Since the
age information of the participants was not collected, the possible effects of the year
of experience could not be discriminated from the effect of age. Thus, this

demographic info also could not be analyzed in the current study.
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Table 8

Characteristics of Main Study Sample

Value Count Percent
Female 345 95.8%
Gender Male 15 4.2%
Highschool 1 0.3%
1 _ o
Education Level Open Education 4 1.1%
Upper Secondary
Education
Open Education- 21 5.8%
Bachelor’s Degree
Bachelor’s Degree 304 84.4%
Master’s Degree 22 6.1%
Ankara 61 16.9%
— 0
City Eskisehir 85 23.6%
Konya 214 59.4%
Experience Mean (12.72) 360 (Valid) Range (0-33)
Standard Deviation 0 (Missing)
(7.137)

3.3.3.2. Preliminary Analysis

Before conducting the analysis related to the research questions, the data was
organized and prepared for the following analysis series in the preliminary analysis
step. The data set had been screened and cleaned to eliminate any irrelevant data,
missing values, and outliers. Then, the tests' assumptions conducted throughout the
analysis series were detected and executed. Finally, a descriptive analysis procedure
was conducted to recognize the sample of the main study and understand the

characteristics of the participants.
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3.3.3.2.1. Data Screening & Outliers

In the data screening and cleaning process, the names of the items had been changed
to abbreviations. Irrelevant columns such as the answers about their current working
status had been removed after excluding the participants who are not working
currently. After the preparation, the data was exported to SPSS, and variables were
converted to numeric values by removing the verbal extensions of the anchors.
Participants who had been teaching for less than one year in the teaching experience

column were set to 0.

After screening the data, the total scores of the subscales were calculated by
considering their manuals. The scales used in this study did not have a total score for
the whole instrument, but the total scores of the subscales could be calculated (Fabes
et al., 2000; Gross & John, 2003; Pianta, 2001a). Some items were interpreted as
outliers by considering the boxplots of the total scores calculated with a descriptive
analysis conducted on SPSS. Pallant (2016) defined the possible outliers as the points
that extended more than 1.5 box lengths from the edge of the boxplot. Several
participants detected that encounters the definition of Pallant (2016), and all these
participants were examined in detail to understand whether or not they were outliers.
Participants 130, 260, and 71 were detected that they reply to all the questions in the
data collection instruments with the same answer, like 5 or 2. Therefore, these
participants were omitted from the study as outliers. The rest of the participants away
from the boxplot edge were decided to be kept since %5 Trimmed mean scores of these
participants were similar to the actual mean (Pallant, 2016). Also, these participants
seemed consistent with their answers, and the subscales were not tested with factor
analysis. In that, the subscales were not clearly defined. Therefore, these results might
come out possible because of the subscale structure. As a result of the data screening
and cleaning procedure, 394 participants were reduced to 360 participants for the

current study.
3.3.3.2.2. Testing Assumptions of Factor Analysis

Before conducting the analysis, some practical issues should be considered
(Tabachnick & Fidell, 2013). These issues can be referred to as testing assumptions.

The main goal of testing assumptions is to test the convenience of the data and to look
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for any violations in the variables while assessing the accuracy of the statistical
techniques used to respond to the research questions (Pallant, 2016). Thus, before

conducting the analysis series for the current study, the assumptions for each step were

checked.

For the factor analysis, the testing assumptions are sample size, linearity, and
normality (Cokluk et al., 2021; Pallant, 2016; Tabachnick & Fidell, 2013).
Factorability is an essential assumption for this test (Tabachnick & Fidell, 2013);
however, this assumption was checked at the beginning of each test and reported in

the factor analysis subtitles for each scale.

3.3.3.2.2.1. Sample Size

Correlation coefficients can be unreliable for the statistical processes when calculated
from small samples. As a result, it is critical to have a large enough sample size to
calculate correlations reliably (Tabachnick & Fidell, 2013). Despite the fact that there
was no agreement on the sample size, more participants than the variables or items in
the study were suggested in the literature. It had advocated a minimum of 5 or 10
participants for each item and at least 100 participants per analysis (Bryman & Cramer,
2001; Cokluk et al., 2021; Gorsuch, 2015). The largest scale, CCNES, contained 72
items, and there were 5 participants for each item (n=360) in the current study. Thus,

the data was acceptable to conduct a factor analysis within the scope of the study.

3.3.3.2.2.2. Linearity

A straight relationship between two variables is characterized as linearity (Cokluk et
al., 2021). Factor analysis is a technique for analyzing data that is based on correlation.
As a result, the variables' relations were considered linear (Pallant, 2016). According
to Tabachnick & Fidell (2013), spot check inspection of scatterplots could be used to
determine linearity between pairs of variables. The linearity assumption was checked

and not violated for the test.

3.3.3.2.2.3. Normality

The assumption of normality is referred to as the case that all variables and any linear
combinations of variables correspond to a normal distribution (Hair et al., 2014;

Tabachnick & Fidell, 2013). The normality assumption was checked, and it was
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observed that the CCNES items violated the assumption. The estimation technique
used in factor analysis changed from maximum likelihood to unweighted least squares
to handle this problem. The use of maximum likelihood as an estimating technique,
especially for non-normally distributed data sets, could have been led to bias in factor
loadings, standard errors, and goodness of fit indices (Babakus et al., 1987; Bentler &
Yuan, 2010; Gao et al., 2008; Kogar & Yilmaz Kogar, 2016). On the other hand, the
unweighted least square technique could be a more accurate estimation method for
small and non-normally distributed samples (Kogar & Yilmaz Kogar, 2016).

Therefore, the violation of the normality assumption was compensated.
3.3.3.3. Factor Analysis

Conducting a factor analysis before the main study procedure had two purposes here.
The first one was that the adaptation of the scales did not finish at the pilot study phase.
A vast number of items from CCNES were edited; therefore, the factor structure of the
scales was affected. A new factor analysis procedure was required to test the
psychometric structure of the scales. Additionally, the population of the main study
and the pilot study differed in the research. Thus, the second purpose of the factor

analysis was to ensure that the scales were valid and reliable for this new sample.

The data was analyzed like the pilot study by using IBM SPSS (Statistical Package for
the Social Sciences), Statistics Program for Exploratory Factor Analysis (EFA), and
LISREL 11 (Joreskog & Sorbom, 2018) Program for Confirmatory Factor Analysis
(CFA).

3.3.3.3.1. Factor Analysis of Emotion Regulation Questionnaire

The analysis was conducted by using maximum likelihood estimation, varimax
rotation, and two factors fixed extraction by considering the properties of the scale.
The factorability assumption was tested at the first step of EFA for ERQ by looking at
KMO and Bartlett's Test values. KMO values more than .6 and Bartlett's Test values
less than .05 are considered significant by Pallant (2016). These values were
discovered in ERQ as .771 for KMO and .001 (significant) for Bartlett's Test,
respectively. As a result, factor analysis was considered suitable (Pallant, 2016) for

ERQ.
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As a next step, the communalities, eigenvalues, scree plot, and rotation matrices were
interpreted to understand the scale's factor structure. First of all, the communalities of
the items had been considered. The communality coefficient of the ERQ4 was
observed under .3 (see Appendix I), which was considered low (Pallant, 2016). Then,
the Kaiser's criterion and Screeplot were interpreted. In Principle Component Analysis
of ERQ, three eigenvalues were observed above 1, possibly interpreted as a component
(Pallant, 2016). These components explained a total of 59.093 percent of the variance.
At this point, a parallel analysis by using Monte Carlo software was conducted to

support Kaiser's criterion components.

On the other hand, Monte Carlo parallel analysis supported only two components, just
like the original scale. In the Scree Plot of ERQ, there was quite a clear break between
the second and third components (See Figure 15). Components 1 and 2 explain
significantly more variation than the other components. On the last step of EFA, the
rotated component matrix table was interpreted (See Appendix I). It was observed that

the table presented the factor loadings compatible with the original subscales.

Figure 15
Main Study — Scree Plot of Emotion Regulation Questionnaire

Scree Plot

Eigenvalue

A CFA procedure was also used to confirm that the EFA results were accurate. The

factor structure of the questionnaire was found to be parallel to the original scale in the

EFA of ERQ. As a result, the CFA was carried out using this factor structure, and the
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subdimensions of the scale were confirmed by the observed variables loaded on the

latent variables, as predicted (See Figure 16).

Finally, the goodness of fit indices and modification indices were interpreted. The
goodness of fit indices was compatible after adding an error covariance between ERQS
and ERQS8 as a modification index. These modifications were decided to be
implemented to have a better model fit because these items were placed under the same

subscale in the model.

Figure 16
Main Study — CFA Model of Emotion Regulation Questionnaire
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In the goodness of fit indices (See Table 9), it was observed that the y2/df value is
2.93, and it was considered a perfect fit because 2/df <3 (Kline, 2016; Siimer, 2000).
The GFI value was found to be .950 and was considered a perfect fit because it was
>.95 (Hooper et al., 2008). RMSEA value (.073) < .08, SRMR value (.059) < .08,
NNFTI value (.90) > .90, and CFI value (.929) > .90 were considered as good fit.
(Brown, 2006; Hooper et al., 2008; Tabachnick & Fidell, 2013). The low communality
issue of ERQ4 was not observed in CFA. The error variance and T-values were
significant for this item, loaded parallel to the original scale. Therefore, it was decided

to keep the item on the scale.

Table 9

Main Study- Goodness of Fit Indicators of Emotion Regulation Questionnaire

Model ¥2 df y2/df RMSEA NNFI CFlI SRMR GFI  AGFI

96.97 33 2.93 .073 .903 .929 .059 .950 917
Factors

Note: RMSEA (Root Mean Square Error of Approximation), NNFI (Non-Normed Fit
Index), CFI (Comparative Fit Index), SRMR (Standardized Root Mean Residual), GFI
(Goodness of Fit Index), AGFI (Adjusted Goodness of Fit Index)

3.3.3.3.2. Factor Analysis of the Coping with Children’s Negative Emotions

Scale — Teacher Form

Apart from the other scales used in the study, the CCNES factor analysis procedure
was conducted by choosing unweighted least squares estimation, varimax rotation, and
two and six factors fixed extraction, respectively. These options were decided by
considering the properties of the scale in which the items were not distributed
normally, measuring multidimensionality, and defined with different subscales. The
Kaiser-Meyer-Olkins Measure of Sampling Adequacy (KMO) and Bartlett's Test of
Sphericity were used to assess the data set's factorability at the beginning of the factor
analysis procedure. The KMO values were determined to be .954, and the Barlet's Test

revealed that they were significant (.000).
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The data set had been run on SPSS without defining any fixed quantity for the
variables, like the pilot study analysis procedure. Furthermore, because the main
dimensions of the CCNES did not link to each other, varimax rotation was
recommended when determining the criteria for the analysis (Tabachnick & Fidell,
2013). The communality coefficients were the first to be covered after the EFA run,
and no scores below .30 were found (Pallant, 2016). On the other hand, eight
eigenvalues above one, indicating that this scale had eight elements. There was only a
noticeable gap between the second and third components when the Scree Plot of the

scale was analyzed (See Figure 17).

Figure 17
Main Study — Scree Plot of the Coping with Children’s Negative Emotions Scale —

Teacher Form
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A parallel analysis was undertaken using Monte Carlo PCA, a tool that creates 100
sets of random data of the same size as the research, to ensure the outcome of the
Kaiser's Criterion. However, the Monte Carlo findings did not align with the EFA
results, and Monte Carlo parallel analysis revealed the potential of two components in
the scale. Before re-conducting the analysis with two-factor fixation, depending on the
theoretical bases of the scale, the factors had been fixed to six and run. However, it

was observed that a considerable amount of the items was loaded on two factors as a
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result of this analysis. As a result, it could be said that the scale's factor structure was

not parallel to that of the original scale.

By considering the Scree Plot, Monte Carlo parallel analysis, previous EFA results,
and the further study of Fabes et al. (2002), the analysis was re-conducted by fixing
the factor extraction to two factors. At this time, RCES10A and CESI1A items did not
load to any factors, and RCES7C, RCES2A, RCES8C, CES11B, and CES9B were
loaded to some other factors, but the other items were loaded the related two factors
successfully. The communality scores of the items CES1D, CES3F, CES10F, CES4A
CES6D, CES1B, CES3A, CESSE, CES6C, CES12D, and CES12E were observed to
be low, under .30 (Pallant, 2016).

To support the results of the EFA of the CCNES, a CFA was also conducted by
considering two factors. CFA results of the scale revealed that similar items were
problematic in representing their factors in terms of error variances and T values. The
observed variables were not adequately loaded on the latent variables in the CFA of
CCNES. These items were parallel with the results of EFA. At this point, by
considering the related literature, the distress items, which were CES1B, RCES2A,
CES3A, CESSE, CES6C, RCES7C, RCES8C, CES9B, RCES10A, CES11B, and
CES12D, decided to omit the scale (Jeon et al., 2016; McElwain et al., 2007; Yagmurlu
& Altan, 2009). In addition to the Distress Reactions items, CES1A is omitted because
of'its high score on error variance and insignificant T value in CFA, low communality
value, and not loading on any factor in EFA (Pallant, 2016; Tabachnick & Fidell,
2013).

After omitting distress items and CES1A from the scale, all the analysis procedure was
repeated with the same techniques, and it was observed that CES1A could not load to
any factor, CES1D, CES3F, CESI10F, CES4A, CES6D, and CESI2E had low
communality scores. On the other hand, all the other items were loaded to the two
factors. It was noted that these Punitive Reactions and Minimization Reactions were
loaded on the same factor, and Expressive Encouragement, Emotion-Focused
Reactions, and Problem-Focused Reactions were loaded on the same factor. Similar
loadings of these factors were also observed in the other studies (Altan-Aytun et al.,

2013; Fabes et al., 2002; Jeon et al., 2016; Poulou & Denham, 2022). In the literature,
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these newly emerged subscales are Supportive Reactions and Non-Supportive
Reactions (Fabes et al., 2002; Jeon et al., 2016) or Coaching and Dismissing (Poulou
& Denham, 2022). In the current study, these factors were named Supportive
Reactions (SR) and Non-Supportive Reactions (NSR) within the scope of this study.
In that, the Supportive Reactions subscale represented the items of Expressive
Encouragement, Emotion-Focused Reactions, and Problem-Focused Reactions items,
and the Non-Supportive Reactions Subscale represented Punitive Reactions and

Minimization Reactions items (Fabes et al. 2002; Jeon et al., 2016).

With this version of the scale, reliability and factor analysis series were conducted.
After the interpretation of the t values, error variances and goodness of fit indices in
CFA and communality scores and factor loadings in the covariance matrix is in EFA,
CES1D, CES3F, CES10F, and CESI12E items were also omitted due to the
insignificant results of all these values at the same time (Pallant, 2016; Tabachnick &

Fidell, 2013).

By considering the goodness of fit indices, the CES5A item was correlated with both
subscales and additional paths between CES2E and CES3E; and CES8F and CES9F
were added as a suggestion for the modification index (See Figure 18). Setting the
error variances between these items free was implemented as a modification index

since these items were also loaded on the same factor of the scale.

Table 10
Main Study — Goodness of Fit Indicators of the Coping with Children’s Negative
Emotions Scale — Teacher Form

Model 12 df  y2/df RMSEA NNFI CFI SRMR GFI AGFI

4276.65 1425 3.00 .075 794 .803 .059 .984 983
Factors

Note: RMSEA (Root Mean Square Error of Approximation), NNFI (Non-Normed Fit
Index), CFI (Comparative Fit Index), SRMR (Standardized Root Mean Residual), GFI
(Goodness of Fit Index), AGFI (Adjusted Goodness of Fit Index)
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Figure 18

Main Study — CFA Model of the Coping with Children’s Negative Emotions Scale —

Teacher Form
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In the goodness of fit indices of CCNES (See Table 10), it was observed that y2/df
equals 3.00, and a ratio of ¥2/df less than or equal to 3 indicates a good fit (Cokluk et
al., 2021). The GFI value was found to be .984 and was considered a perfect fit because
it was > .95 (Hooper et al., 2008). RMSEA value (.075) <.08 and SRMR value (.059)
< .08, were considered as good fit. (Brown, 2006; Cokluk et al., 2021; Hooper et al.,
2008; Thompson, 2004). The NNFI and CFI values, on the other hand, were reported
to be .794 and .803, which could not be regarded as a good fit because it can only be
considered a good fit when it is more than .90 (Cokluk et al., 2021; Tabachnick
&Fidell, 2013; Thompson, 2004). Even though each fit index explains a different
characteristic of the scale in terms of its structure, it is recommended to interpret and
decide the structure of the scale with a holistic approach (Tabachnick &Fidell, 2013).
Therefore, the goodness of fit indices of CCNES was exhibited that the scale was

admissible in terms of the total interpretation of the index.
3.3.3.4. Path Analysis

A path diagramis a practical and straightforward depiction of the relationships
between a set of variables. Path diagrams are helpful and straightforward descriptive
tools. However, with path diagrams, the numerical value of each curved and direct line
in a graph-based on empirical data can represent the relative strength of this relational
effect. Path analysis refers to all the procedures involved in creating and solving path
diagrams. (Loehlin, 2004).

In path analysis, specific steps are to be followed as a part of the structural equation
model (Cokluk et al., 2021). First of all, the model has to be defined with the
researcher's hypothesis; then, it has to be decided that the model can be measured using
some instruments. Using these instruments, the data should be collected, and with the
collected data, the model should be analyzed. As a result of this analysis, the model
should be evaluated by considering some fit indices. After taking the fit and
modification indices into account, the model should be redefined (Cokluk et al., 2021)

(See Figure 19).
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Figure 19
Path Analysis Procedure

Description of the
Model

Data Collection

\/

In the current study, the model was described in the introduction chapter as a first step
of the path analysis (See Section 1.3.). Then, the data collection tools were described
as the instruments that assess the model variables (See Section 3.1.3.). The data had
been collected from a defined population and sample for the current study (See Section
3.3.1.). After collecting the data, the model is analyzed using the path analysis method.
Then, the model fit indices were evaluated, and the required modification was

executed.

While analyzing the model fit, several model fit indices were considered. These
indices are Chi-Square (¥2), Degrees of Freedom (df), Root Mean Square Error of
Approximation (RMSEA), Normed Fit Index (NFI), Comparative Fit Index (CFI),
Standardized Root Mean Square Residuals (SRMR), Goodness of Fit Index (GFI), and
Adjusted Goodness of Fit Index (AGFI) (Hooper et al., 2008; Thompson, 2004;
Brown, 2006; Cokluk et al., 2021; Tabachnick & Fidell, 2013; Siimer, 2000; Kline,
2016) (See Table 11). The final model of the study was presented as a result of the
study (See Section 4.4.)
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Table 11
Model Fit Indices

Abbreviations Fit Indices Cut-off Values

x2 Chi-Square Smaller is better

df Degrees of Freedom -

RMSEA Root Mean Square Error of Between < .05 and < .1
Approximation

NFI Normed Fit Index Between > .90 and 1

CFlI Comparative Fit Index Between > .90 and 1

SRMR Standardized Root Mean Square Between < 0.08 and 0
Residuals

GFI Goodness of Fit Index Between > .90 and 1

AGFI Adjusted Goodness of Fit Index Between > .90 and 1

(Brown, 2006; Cokluk et al., 2021; Hooper et al., 2008; Kline, 2016; Stimer, 2000;
Tabachnick & Fidell, 2013; Thompson, 2004)

3.3.4. Reliability

Reliability analysis was conducted for each scale used in the current study. By
considering the numbers in each subscale, Cronbach's alpha or mean inter-item

correlation scores were checked.

The reliability analysis of CCNES was conducted by considering Cronbach's Alpha of
the subscales. The Cronbach's Alpha values were .978 for the Supportive Reactions
subscale and .911 for the Non-Supportive Reactions subscale. Values above .7 were
considered acceptable for Cronbach's Alpha, but those above .8 were preferred
(Pallant, 2016). Thus, the subscales could be considered reliable in terms of their

Cronbach's Alpha values.

Because Cronbach's alpha calculation was highly sensitive to the number of items on
the scale (Pallant, 2016), it was preferred to present the mean inter-item correlation
score in the ERQ reliability analysis. The mean inter-item correlation score was used
because the number of the items in each subscale was less than 10 (Pallant, 2016). The
reliability scores for the Cognitive Reappraisal subscale were .357, and the Expressive

Suppression subscale was .319 when the mean inter-item correlation value was taken
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into account. When these numbers are between .2 and .4, they were regarded to be in

the optimal range (Briggs & Cheek, 1986).

Table 12
Reliability Scores for the Subscales in Main Study
Number of Cronbach’s Alpha Inter-Item
Items Correlation Mean

Expressive Suppression 4 319
Cognitive Reappraisal 6 357
Supportive Reactions 36 978
Non-Supportive Reactions 19 911

3.3.5. Validity

When the EFA and CFA results were considered and evaluated together as a part of
construct validity, and it was observed that measurement instruments worked in
accordance with the literature on the sample of the study. Thus, the measurement tools

were evaluated as valid.
3.3.5.1. Internal Validity Threats

Internal validity is the degree to which an experiment is designed in a way that any
causal relation observed among two or more variables is indicated without any
intervention from an extraneous variable like the subjects' age or ability, the conditions
under which the study is conducted, or the materials used (Beins, 2009; Fraenkel et

al., 2012).

This study might have limitations and possible internal and external validity threats
like almost all the studies. In this section, possible threats and control strategies for
this study were explained in detail. The possible threats were mentioned, and the

control techniques used were explained below.
3.3.5.1.1. Testing

The participants' experience while answering the first data collection tool could
influence their responses to the other instruments, or the participants may change their

attitude towards the data collection instrument. That could be considered a testing
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threat within the scope of this correlational study (Clark-Carter, 2004; Fraenkel et al.,
2012).

The participants might feel bored or discouraged while responding to the instruments.
Therefore, their answers might not reflect reality. Also, they might distort their
answers with any purpose, or they might become more honest about their answers in
time. Thus, it can be said that testing is an important threat to the validity of the

research.

The longest data collection instrument (CCNES) was presented at the end of the data
collection process to eliminate this threat. In this way, they got two different short
scales before the longest one, which might help keep their attention alive while filling

the data collection tools.
3.3.5.1.2. Data Collector Characteristics

The characteristics of the data collector, which are an unavoidable component of most
instrumentation, might also impact findings (Fraenkel et al., 2012). The data collector's
language, gender, ethnicity, age, or any other feature might influence the nature of the

data they collect.

The data was not collected in person in the current research, and the researcher did not
communicate with the participants. The data collection procedure was conducted
online, and the school administrations sent the online data collection link to the
participants; this might create a data collector characteristics threat. Participant early
childhood educators might consider the research as part of their duty or a wish from

their administrators.

At the beginning of the data collection tools, a consent form was attached to eliminate
this threat. In this consent form, the research details were explained to the participants.
Also, the participants were tried to ensure that they could refuse to participate in the
study or stop working without incurring any sanctions, no identity or institution
identifying information was requested from them, and the data collected from the
participants would be kept entirely confidential, evaluated only by the researchers and

would not be shared with third parties.
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3.3.5.2. External Validity

External validity is the feature of data that allows study findings to be applied to
individuals and situations other than the specific sample of individuals observed in a
single research setting (Beins, 2009). In that, external validity relates to the
generalizability of a study's outcomes. In other words, it refers to the sample's degree

of representation of the target population (Fraenkel et al., 2011).

The generalizability of the research could be called into question in two ways: the
results of the study to be generalized to other conditions in terms of the tasks required
and the time the study was conducted, and the results of a study to be generalized to
other people in terms of the representability of the group from which they come and

the representability of a broader range of people (Clark-Carter, 2004).

In this research, the convenience sampling method was used. Even though the sample
was collected from a large area and the participants were not chosen on purpose, it
might not reflect the population in some ways. Thus, it could be considered a

limitation.
3.3.5.2.1. Location

Location threat is discrepancies in the outcomes caused by the data being collected
(Fraenkel et al., 2012). The study might be threatened because of the many locations
where the questionnaires were administered. The research might be threatened by the
temperature, noise, and other distracting circumstances. Some might have done it in a
loud and distractive environment, while others may not, leading to discrepancies in the

findings.

To avoid this threat, participants were asked to complete the questionnaires in a quiet
and calm situation, such as at home in the evening rather than during class hours.

However, this might still be a threat to the study because it could not be controlled.
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CHAPTER 4

RESULTS

In this chapter, the findings of the study were portrayed. As explained in the previous
chapter (See Section 3.3.3.4.), a path analysis procedure was conducted to answer the
main study questions. Before conducting the path analysis, there were several
assumptions to ensure that they were not violated. In the following sections, the testing
assumptions of the path analysis conducted for the main study, the descriptive results
of the main study, and the results of the model testing were presented in detail,

respectively.
4.1. Testing Assumptions

For the path analysis, the testing assumptions are sample size, normality, outliers,
residuals, multicollinearity, and singularity (Cokluk et al., 2021; Tabachnick & Fidell,
2013). The details about the assumption controlling procedure were given in the

following part.
4.1.1. Sample Size

Structural Equation Modelling (SEM) is a covariance-sensitive analysis technique
(Tabachnick &Fidell, 2013). As one of the types of SEM technique, path analysis was
utilized in this present research. Therefore, the covariances were essential for the
current study. When calculated from small samples, covariances and correlation
coefficients were less reliable. As a result, it was critical to have a large enough sample
size to calculate correlations reliably. Even though SEM models require large samples,
models with reliable variables and strong parameter estimations may require fewer

participants (Tabachnick & Fidell, 2013).
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To estimate the proper sample size, the G*Power program version 3.1.9.4. was used
as a priori power analysis (Faul et al., 2007). While calculating the required sample
size, the effect size convention was determined as medium size by considering the uses
of the scales in the literature and suggestions (Bjerk et al., 2020; Fabes et al., 2002),
and .05 was defined as a value (Cohen, 1988; Pallant, 2016) with .95 power (1- B).
With three predictor variables, the total sample size was suggested as 119. The study
was conducted with 358 participants, so the sample size was not violated as an

assumption.
4.1.2. Normality

The assumption of normality is the condition in which all variables and all linear
combinations of variables correspond to a symmetrical normal distribution with the
most considerable frequency in the center and comparatively lesser frequencies
moving towards either side (Gravetter & Wallnau, 2016; Hair et al., 2014; Tabachnick
& Fidell, 2013).

When inference is the aim, screening for normality is a critical step. Normality can be
determined statistically or graphically by taking skewness and kurtosis into account.
The symmetry of the distribution is referred to as skewness, while the flatness of the
distribution is referred to as kurtosis (Gravetter & Wallnau, 2016; Tabachnick &
Fidell, 2013). The skewness and kurtosis scores should be equal to 0 if the distribution
is normal (Tabachnick & Fidell, 2013). The statistical values of skewness and kurtosis
of the study were presented in the following table, and it was observed that non-of the

subscales were normally distributed.

Table 13

Normality Descriptive Before Transformations

Skewness Kurtosis
Variable Statistic Standard Error  Statistic Standard Error
Expressive Suppression .160 129 -315 257
Cognitive Reappraisal -.373 129 -.545 257
Supportive Reactions -1.140 129 129 257
Non-Supportive Reactions  1.949 129 3.828 257
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The Kolmogorov-Smirnov statistic determines the normality of score distribution. A
non-significant result, which can be seen when the significance value is greater than
.05, shows that the data is normally distributed (Pallant, 2016). When the data were
examined through the Kolmogorov-Smirnov statistics, it was observed that the
Expressive Suppression had a significant result in terms of normality. The same scale's
histograms, Q-Q Plots, and Detrended Q-Q- Plots also indicated normality (See
Appendix K). Under the light of these indicators, the Expressive Suppression subscale
was accepted as normally distributed. On the other hand, all the other subscales did
not indicate normality. In this case, to conduct the path analysis, the data of these non-
normally distributed subscales should have been transformed (Tabahnick & Fidell,

2013).

Table 14

Tests of Normality Before Transformations

Kolmogorov-Smirnov? Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Expressive Suppression .053 358 .018 .990 358 .019
Cognitive Reappraisal .074 358 <.001 .966 358 <.001
Supportive Reactions 162 358 <.001 .842 358 <.001
Non-Supportive Reactions 241 358 <.001 733 358 <.001

The data transformation procedure was conducted by considering the skewness of the
subscales. The rate of skewness is defined as moderate, substantial, and severe
(Pallant, 2016; Tabachnick & Fidell, 2013). By examining all the normality indicators,
it was determined that the Supportive Reactions subscale was severely negatively
skewed, the Non-Supportive Reactions subscale was severely positively skewed, and

the Cognitive Reappraisal subscale was substantially negatively skewed.

For the severe skewness, a reflection transformation, and for the moderate skewness,
a square root transformation was implemented (Pallant, 2016; Tabachnick &Fidell,
2013) (See Table 15). After these transformations, the normality scores of the
subscales were illustrated in the following tables (See Tables 16 & 17).
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Table 15

Transformation Details of the Subscales

Variable Skewness Degree Transformation
Cognitive Reappraisal Negative Substantial Square Root
Supportive Reactions Negative Severe Reflection
Non-Supportive Reactions  Positive Severe Reflection

As can be seen, the normality scores of the scales were improved with this technique.

When the Skewness and Kurtosis values, Kolmogorov-Smirnov statistics, histograms,

Q-Q Plots, and Detrended Q-Q- Plots (See Appendix K) were evaluated together, the

subscales were considered as close enough to normal distribution. Therefore, the

normality assumption was not violated.

Table 16

Normality Descriptive After Transformations

Skewness Kurtosis
Variable Statistic Standard Error  Statistic Standard Error
Cognitive Reappraisal -.374 129 -.706 257
Supportive Reactions 281 129 -.745 257
Non-Supportive Reactions  -.774 129 -.640 257
Table 17
Tests of Normality After Transformations
Kolmogorov-Smirnov? Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Cognitive Reappraisal 103 358 <.001 957 358 <.001
Supportive Reactions .063 358 .002 .966 358 <.001
Non-Supportive Reactions 201 358 <,001 851 358 <.001

4.1.3. OQutliers

An outlier is an extreme circumstance in which the value obtained differs significantly

from the values obtained for the other participants in the data set. A single outlier's

data might have a substantial impact on one variable, two or more variables, or the
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value obtained for the correlation with such an unusual combination of scores that

corrupts statistics (Gravetter & Wallnau, 2016; Tabachnick & Fidell, 2013).

Path analysis is a sensitive technique to outliers. Thus, before conducting the path
analysis, the outliers had been controlled. While checking the outliers, all the possible
reasons were eliminated. First of all, the data was collected on a digital system that
controlled the answers to the questions and did not pass the next question without
answering the previous ones; therefore, there were no missing values or data errors.
Secondly, the data had to belong to the related population. While the data collection
procedure was conducted, only the schools had been reached in the related
populations. Also, a demographic question was asked to the participants about the city
that they were working at. Finally, the variable's distribution had more extreme values
than a normal distribution in the population (Gravetter & Wallnau, 2016; Pallant,
2016; Tabachnick & Fidell, 2013). To handle this issue, some statistical techniques

were used.

Univariate outlier is an extraordinary value on a single variable. In order to determine
univariate outliers, the Mahalanobis distance must be calculated over the total score.
Mahalanobis distance is a statistical value that measures a single data distance from
the sample mean of the independent variable in regression analysis (Cokluk et al.,
2021; Tabachnick &Fidell, 2013). The Mahalanobis distances were calculated for each
participant in the study, and the ones having scores greater than 22.46 (Pallant, 2016)
were marked as univariate outliers. Participants 301 (45,19), participant 83 (40,68),
participant 94 (32,92) and participant 191 (31,98) were observed as univariate outliers.
Examining these cases, it was observed that %30 of the answers of the participant 301,
%20 of the answers of the participant 94, %15 of the answers of the participant 83
were the same value in a row until the end of the questionnaire. These participants
were probably distracted or bored, and they tried to finish the questionnaire by giving
the same answers to each question. %30 percent meant a half of the last scale;
therefore, the answers of participant 301 were distorting the data significantly. Thus,
the participant was decided to be omitted from the data set (Tabachnick & Fidell,
2013). Apart from the others, participant 191 did not have the same distortion on the

data but still seemed problematic according to Mahalanobis distance.
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The data set cases with unexpected combinations of scores for the number of variables
are referred to as multivariate outliers. To identify multivariate outliers, the scale's
item scores should be transformed to z scores (Cokluk et al., 2021; Pallant, 2016;
Tabachnick & Fidell, 2013). Outliers are defined as numbers that exceed -3.3 and +3.3
after transformation for the large samples and exceed -4 and +4 for the samples larger
than 100 (Cokluk et al., 2021; Tabachnick &Fidell, 2013). Due to the sample size
being larger than 100, -/+4 was considered a cut-off value for z scores. The same
participants were observed as problematic for the multivariate outlier check as 83, 94,
and 191. The z scores were 4,63, 4,58, and 5,16 for the participants 83, 94, and 191,
respectively. To handle these outliers, the effect of the outliers was reduced by
changing the z-scores to 1 more of the last highest score (Tabahnick & Fidell, 2013).
After the score alteration, it was observed that participant 191 was an outlier and
decided to be omitted from the study (Tabahnick & Fidell, 2013). However, the other

items were handled with this method and were kept in the data set.
4.1.4. Linearity

The assumption of linearity in regression-based techniques refers to a straight-line
relationship between the observed scores of the outcome variable and the predictor
variables (Field, 2013; Hahs-Vaughn, 2017; Tabachnick & Fidell, 2013). Bivariate
scatterplots between variable pairs or residuals can be used to discover violations of
the linearity assumption (Hahs-Vaughn, 2017; Tabachnick & Fidell, 2013). In this
study, it was preferred to check the bivariate scatterplots between variables (See
Appendix L). Before the data transformation, the linearity assumption was violated;
however, the data was observed as admissively linear after the transformation, which
did not include any curvilinear or non-linear relationship between variable pairs.

Therefore, the assumption was not violated.
4.1.5. Multicollinearity and Singularity

Multicollinearity and singularity can arise in the correlation matrix when regression-
based procedures are conducted or when two or more variables measure the same
thing, are tightly related or have a powerful linear connection. Multicollinearity refers

to the instances when the variables are highly correlated; singularity refers to the cases
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when one of the variables is a combination of two or more of the other variables (Hahs-

Vaughn, 2017; Kline, 2016; Tabachnick & Fidell, 2013).

The collinearity diagnostics were performed using the IBM SPSS program to assess
multicollinearity. The results were presented in Table 18. In the table, the tolerance
value that measured how much of the variability of a certain independent variable was
not explained by the model's other variables. If this score is smaller than .10, it means
the multiple correlations with other variables are substantial and imply
multicollinearity—the Variance Inflation Factor (VIF), which is the reverse of the
Tolerance score. VIF values of more than 10 indicate multicollinearity, which is why
the concern violates the assumption (Pallant, 2016). As the table below demonstrated,

there was no violation of multicollinearity or singularity in the data set.

Table 18

Colinary Statistics

Tolerance VIF
Expressive Suppression .864 1.157
Cognitive Reappraisal .830 1.205
Supportive Reactions .895 1.117
Non-Supportive Reactions .801 1.248

4.2. Results Regarding the Strategies of the Early Childhood Educators’ Emotion

Regulation

To assess the general strategies of early childhood educators' emotion regulation as an
answer to the first research question, which was "What are the early childhood
educators’ strategies of emotion regulation?" the descriptive results were examined
and presented. Each subscale that measured the related variables was described.
Minimum and maximum scores, each variable's mean and standard deviation were

considered and presented to assess the general patterns of the variables.

The Emotion Regulation Questionnaire, a self-reported scale that assesses emotion
regulation in terms of expressive suppression and cognitive reappraisal, was
administered in the current study. With respect to emotion regulation, expressive

suppression and cognitive reappraisal subscales were measured via 10 items that were
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ranked between 1 to 7 from "very unlikely" to "very likely". It means that as rankings
get closer to 7 for each item, the predisposition for the subscale that the item serves
increases. Likewise, as it gets closer to 1, the predisposition to the relevant subscale

decreases.

As descriptive results of this scale, the scale's minimum and maximum scores, mean,
and standard deviation were portrayed in Table 19. As presented, the mean scores of
the subscales revealed that the early childhood educators had a higher level of
cognitive reappraisal (M=5.42, SD=1.069) than expressive suppression (M=3.69,
SD=1.234). As a natural consequence of this, the early childhood educators had a

lower level of expressive suppression than cognitive reappraisal in the study.

Table 19
Descriptive Statistics of the Subscales Regarding the Early Childhood Educators’
Emotion Regulation

N Min Max M SD
Expressive Suppression 358 1.00 7.00 3.69 1.234
Cognitive Reappraisal 358 1.00 7.00 542 1.069

4.3. Results Regarding the Strategies of the Early Childhood Educators’
Socialization of Young Children’s Negative Emotions in Emotionally Difficult

Times

To assess the general strategies of early childhood educators' socialization of young
children's negative emotions as an answer to the second research question, that was
"What are the early childhood educators' strategies of emotion socialization of young
children's negative emotions in emotionally difficult times?" the descriptive results
were examined and presented. Each subscale that measured the related variables was
described. Minimum and maximum scores, each variable's mean and standard
deviation, were covered and portrayed to determine the general patterns of the

variables.

The Coping with Children's Negative Emotions Scale was used in this study to look at
how early childhood educators could behave in hypothetical situations involving

young children's negative emotions. The study included 12 cases and 55 items to
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measure supportive reactions and non-supportive reactions subscales, which were
scored on a scale of 1 to 7, from "very unlikely" to "very likely." In this case, when
the score of each item approached 7, the probability for the subscale it served
increased. Similarly, the chance of being predisposed to the relevant subscale

decreased as the number approached 1.

The study investigated the supporting and non-supportive subscales for early
childhood educators' socialization of young children's negative emotions. As
descriptive results of the scale, the minimum and maximum scores, mean, and standard
deviation were shown in Table 20, which demonstrated that the early childhood
educators' socialization of young children's negative emotions at the times when
children had negative emotions was regarded as significantly supportive (M=5.42,

SD=1.385) rather than non-supportive (M=1.39, SD=.565).

Table 20
Descriptive Statistics of the Subscales Regarding the Early Childhood Educators'

Socialization of Young Children's Negative Emotions

N Min Max M SD
Supportive Reactions 358 1.67 7.00 541 1.385
Non-Supportive Reactions 358 1.00 3.90 1.39 .565

4.4. Results Regarding the Extent of the Prediction of Early Childhood
Educators’ Strategies of Emotion Regulation to Their Socialization of Young
Children's Negative Emotions in Emotionally Difficult Times

In order to answer the RQ3, that was "To what extent do early childhood educators'
strategies of emotion regulation (cognitive reappraisal and expressive suppression)
related to their socialization (supportive and non-supportive reactions) of young
children's negative emotions in emotionally difficult times?" and to portray an
overview of the relationships between the study variables, a Pearson correlation

procedure, and a path model was provided.
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4.4.1. Bivariate Correlations Among the Variables

A Pearson correlation procedure was conducted on the IBM SPSS program. The
bivariate correlations among the variables were presented in Table 21. As shown in
Table 21, the negative relationships of the expressive suppression with non-supportive
reactions (r=-.152, p <.05) and cognitive reappraisal (r=-.259, p <.05) respectively
were found to be small, because r=.10 to .29 (Cohen, 1988; Pallant,2016). Similarly,
there was a small negative relationship between the supportive reactions and cognitive
reappraisal (r=-.220, p <.05). In addition, the non-supportive reaction had small and
negative correlations with cognitive reappraisal (r=-.170, p <.05), respectively (Cohen,
1988; Pallant, 2016). Even though these correlations ranging from .152 to .259 were
considered small, they had reached the traditional significance level of correlation p

<.05 (Pallant, 2016).

In addition to the small correlations, some non-significant correlations (r=0 to .10)
were observed in the variables (Cohen, 1988; Pallant, 2016). These relationships were
between expressive suppression and supportive reactions (r=.019); supportive

reactions and non-supportive reactions (r=.082).

Table 21

Bivariate Correlations Among the Variables

SR NSR ES CR
SR 1
NSR .082 1
ES .019 -.152% 1
CR 220" -.170* -.259* 1

** Correlation is significant at the 0.01 level (2-tailed).

Note: Supportive Reactions (SR), Non-Supportive Reactions (NSR), Expressive
Suppression (ES), Cognitive Reappraisal (CR)

4.4.2. Path Model Regarding the Variables

A path model was scrutinized in order to answer in detail to the RQ3 that was "To
what extent do early childhood educators' strategies of emotion regulation (cognitive

reappraisal and expressive suppression) related to their socialization (supportive and

102



non-supportive reactions) of young children's negative emotions in emotionally
difficult times?". The path model had been specified via LISREL 11 software
(Joreskog & Sérbom, 2018).

Figure 20
Path Model for Regarding the Variables

/a.co— TotalES
\..00 — TITotalCR

Note: Expressive Suppression (ES), Cognitive Reappraisal (CR), Supportive Reactions
(SR), Non-Supportive Reactions (NSR)

In the presented model, it was observed that some variables had direct relationships.
Some of these relationships were positive, which referred to a relationship between
two variables in which both variables moved in the same direction. At the same time,
some of them were negative, which referred to a relationship between two variables
moving in the opposite direction. These relationships would answer the question, and

the interpretations of the model were provided below.
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Table 22
Goodness of Fit Indicators of the Path Model for Regarding the Variables

Model x2 df x2/df RMSEA NFI CFlI  SRMR GFI AGFI
Model of

0.53 1 0.53 0.0 .99 1 011 1 .99
RQ2

Note: RMSEA (Root Mean Square Error of Approximation), NFI (Normed Fit Index),
CFl (Comparative Fit Index), SRMR (Standardized Root Mean Residual), GFI
(Goodness of Fit Index), AGFI (Adjusted Goodness of Fit Index)

The error variances of the SR and NSR were substantial, as shown in the model (See
Figure 20). The t values, on the other hand, were significant for these variables. The
x2/df score was low when the goodness of fit indicators was examined, suggesting that
the model fit. At the same time, the NFI, CFI, GFI, SRMR, RMSEA, and AGFI scores
indicated a perfect match. As a result of the model, it was observed that cognitive
reappraisal negatively predicted both the supportive (-.16) and non-supportive
reactions (-.21), while expressive suppression negatively predicted (-.12) only the non-

supportive reactions.

Table 23

Parameters of the Relationships Between Early Childhood Educators' Emotion
Regulation and Socialization of Young Children's Negative Emotions in Emotionally
Difficult Times

Exogenous Endogenous Error Standardized )
) ) ) ) Estimate T value

Variable Variable Variance  Solution
Expressive

. NSR .80 -.12 -.02 -2.42
Suppression
Cognitive SR .90 -.16 -17 -2.92
Reappraisal NSR .80 -21 -22 -4.12
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The model of RQ3 was perfectly fitted in accordance with the goodness of fit indices
presented in Table 22. As a result of the model, a negative and direct relationship was
observed between expressive suppression and non-supportive reactions, which
indicated that the decrease in expressive suppression would be related to an increase
in non-supportive reactions. The association between cognitive reappraisal and
supportive reactions was shown to be negative and direct, implying that a decrease in
cognitive reappraisal would be associated with an increase in supportive reactions. The
relationship between cognitive reappraisal and non-supportive reactions was negative
and direct, suggesting that a decrease in cognitive reappraisal was linked to an increase
in non-supportive reactions. In addition to these relationships, no significant

relationship can be found between expressive suppression and supportive reactions.
4.5. Summary of the Results

In line with the current study, descriptive analyses were first conducted to understand
the overall distribution of strategies of emotion regulation and socialization of young
children's negative emotions in emotionally difficult times. As a result of these
analyzes, early childhood educators stated that they mostly used cognitive reappraisal
as an emotion regulation strategy. Early childhood educators stated that they mostly
used supportive reactions rather than non-supportive reactions to socialize young
children's negative emotions. In addition, the extent of the prediction of early
childhood educators' strategies of emotion regulation to their socialization of young
children's negative emotions in emotionally difficult times was examined using the
path analysis method. Path analysis results showed that expressive suppression
negatively predicted non-supportive reactions, but there was no correlation between
supportive reactions. Cognitive reappraisal predicted both supportive and non-

supportive reactions negatively.
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CHAPTER 5

DISCUSSION

The current study investigated the strategies of early childhood educators of emotion
regulation and socialization of young children's negative emotions in emotionally
difficult times. It also explored the relationship between the early childhood educators'
emotion regulation and socialization of young children's negative emotions in
emotionally difficult times. In this chapter, the results were interpreted in light of the
current literature. Then, the implications of the study for both research and practice
were discussed. Finally, the assumptions, limitations, and further research

recommendations were offered in the related titles.
5.1. Discussion of the Results

Discussion of the results was divided into three sections. First, the results related to
the early childhood educators' current position regarding their strategies of emotion
regulation regarding expressive suppression and cognitive reappraisal were discussed.
Secondly, the findings are interpreted concerning the early childhood educators'
present situation regarding the socialization of young children's negative emotions
within the scope of supportive and non-supportive reactions. Finally, the extent of the
prediction of early childhood educators' strategies of emotion regulation to their
socialization of young children's negative emotions in emotionally difficult times was

interpreted within the scope of current model results.

Following the discussion of the current research results, some implications and
research recommendations were provided. Also, the assumptions and limitations of

the research were mentioned in the related sections.
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5.1.1. Discussion Regarding the Strategies of the Early Childhood Educators’
Emotion Regulation

One of the aims of the study was to investigate early childhood educators' emotion
regulation. In this regard, early childhood educators' regulation strategies of emotion

regulation in terms of cognitive reappraisal and expressive suppression were assessed.

It is crucial for children to understand the feelings of adults with whom they have close
relationships (Dunn, 2002). That is, it is vital in their social lives that children
understand the connection between people's feelings, thoughts, intentions, and
behavior. Regular exposure to an emotion profile can play a decisive role in children's
expression patterns (Denham et al., 2015; Halberstadt et al., 1993; Valiente et al.,
2004). Therefore, having an early childhood educator with whom the child can develop
a secure relationship may play a decisive role in his/her social competence (Elicker &
Fortner-Wood, 1995). At this point, the importance of providing a positive emotional

profile for the early childhood educator cannot be denied.

In the current literature, early childhood educators’ emotion regulation skills were
effective in early childhood educators’ interaction with young children (As1 et al.,
2018), in line with the current study results. Due to the nature of the reappraisal and
suppression used by early childhood educators in their emotion regulation processes,
it is reported that reappraisers experienced and expressed more positive emotions but
less negative emotions, while those who suppressed experienced less positive emotion

but did not express them (Gross & John, 2003).

Even though some research suggests that early childhood educators mostly prefer to
employ expressive suppression as a method for emotion regulation (Argon, 2015; Ast
et al., 2018), it is also known that cognitive reappraisal is a method utilized as a
classroom management strategy in interaction with young children in the classroom
context (Sutton et al., 2009). The current study also found that cognitive reappraisal
was more prevalent in early childhood educators’ emotion regulation, and expressive
suppression was experienced at lower ratios, as expected in the literature. Thus, there
are some discrepancies in emotion regulation strategies used by early childhood
educators in classroom management and maintaining professional life in the school
setting (Ocak Karabay, 2017).
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Early childhood educators may prefer to reappraise their emotions to maintain
classroom management and provide a professional attitude in their in-class actions
(Sutton et al., 2009). Since when early childhood educators reappraise the situation
before creating the meaning or redirect their attention in the antecedent emotion
regulation process, they can control their behavior easily. This situation can allow
early childhood educators to manage the class more efficiently, express themselves
better to the class, and express and control their own emotions better. Thus, they can
make themselves feel more competent in their classroom management skills. For that
reason, early childhood educators may tend to use cognitive reappraisal in their
professional relationships. Furthermore, emotion regulation is a crucial component of
classroom management and discipline, and experienced teachers claim that effective
regulation allows them to be more effective in the classroom (Sutton & Harper, 2009).
In addition to that, it is observed that educators who used reappraisal more frequently
also had greater levels of teacher efficacy in terms of efficacy for classroom

management and efficacy for student engagement (Sutton & Knight, 2006).

5.1.2. Discussion Regarding the Strategies of the Early Childhood Educators’
Socialization of Young Children's Negative Emotions in Emotionally
Difficult Times

Another aim of the study was to investigate early childhood educators' socialization
strategies for young children's negative emotions. In this regard, early childhood
educators' socialization strategies of young children's negative emotions in relation to

supportive and non-supportive reactions were evaluated.

In the current study, the strategies of early childhood educators' socialization of young
children's negative emotions were interpreted within the scope of supportive and non-
supportive reactions. Supportive reactions to children's negative emotions support
their ability to express their emotions, solve their problems, establish healthy
interactions, and recognize their emotions (Davidov & Grusec, 2006; Eisenberg et al.,
1996; Fabes et al., 2002; Morris et al., 2013). However, non-supportive reactions are
found to be associated with low social functioning and poor emotion regulation and

coping skills (Eisenberg et al., 1996; Perry et al., 2012). Considering all these, it can
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be expected that the supportive reactions of the early childhood educators would be

more prominent than the non-supportive ones.

Even though there has been limited research dwelling on early childhood educators'
socialization strategies of young children's negative emotions role in the current
literature, the results of these studies in the literature show that early childhood
educators generally have a supportive attitude while coping with young children's
negative emotions rather than non-supportive (Lang et al., 2017; Morris et al., 2013;
Poulou & Denham, 2022). In parallel with this, in the current study, it was observed
that early childhood educators used supportive reactions with a significant difference
rather than non-supportive reactions while socializing young children's negative
emotions as it was expected. The reason for this may be that there are gains for social-
emotional development in the MoNE preschool program in Turkey, such as Gain 4:
Explains the feelings of others about an event or situation. (Indicators: Tells the
emotions of others. Tells the reasons for the emotions of others. Tells the consequences
of other people's emotions.) and Gain 5: Shows positive/negative feelings about an
event or situation in the appropriate ways. (Indicators: Explains positive/negative
feelings using verbal expressions. Shows negative emotions with positive behaviors.).
Therefore, early childhood educators may see such supportive reactions as
professional competence. In addition, the result may indicate that early childhood
educators have awareness and knowledge about the development and developmental
needs of children. Professional standards such as getting to know young children,
understanding their development, and using this understanding to create environments
where children can develop, are some of the features that can be acquired (Gordon
Biddle et al., 2014). Also, according to the developmentally appropriate practices, the
complexity of learning patterns of social behavior and norms and managing emotional
expression and actions demands a great deal of supportive adult direction (Gestwicki,
2015). Thus, early childhood educators may use supportive reactions while socializing
young children's negative emotions as s sign of professional competence by knowing

all these.
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5.1.3. Discussion Regarding the Extent of the Prediction of Early Childhood
Educators’ Strategies of Emotion Regulation to Their Socialization of

Young Children’s Negative Emotions in Emotionally Difficult Times

Another aim of the current study was to investigate the relationship between early
childhood educators' emotion regulation and their socialization of young children's
negative emotions. In this regard, early childhood educators' emotion regulation
strategies regarding cognitive reappraisal and suppression and their socialization
strategies of young children's negative emotions regarding supportive and non-

supportive reactions were assessed as in the following.

The current study hypothesized that the early childhood educators’ emotion regulation
in terms of cognitive reappraisal and expressive suppression would relate to early
childhood educators’ emotion socialization in terms of supportive and non-supportive
reactions to young children’s negative emotions in emotionally difficult times. As a
result of the model, it was observed that there were correlations between the variables

as hypothesized.

When this result of the research was examined as a whole, the reason why early
childhood educators' emotion regulation was effective on their socialization of young
children's negative emotions could be explained by social learning. According to social
learning, people form an idea about the execution of behavior by observing people
around them and using this idea to guide their own behavior (Bandura, 1977).
Therefore, learning by observation occurs through an observer's behavior, witnessing
the behavior of a model, and being affected by this behavior (Vasta et al., 2003). Since
children's perceptions are harmonious with the people around them and are not
independent of the people, they observe others. At this point, the "person" performs a
"behavior" that represents his/her own reactions and social relations in line with his/her
cognitive skills, physical characteristics, personality, beliefs, and attitudes in an
"environment" that represents the effects of a particular physical environment, social
influence, family and friends (Bandura, 1978; Bronfenbrenner, 1979), as development
occurs in the social context (Bronfenbrenner, 1979). When children are the subjects,
their emotions often require the reaction of social partners in the relevant context. The

early childhood educator, who is one of the crucial figures in the child's environment,
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may play a role in their emotional socialization processes due to the emotion regulation
behaviors and processes being observed by the children. Early childhood educators'
ability to regulate their own emotions and levels of emotional awareness are linked to
their reactions to children's negative emotions, according to the findings suggested by
Ersay (2015). So, discussing the emotions observed by children has an influential role
in modeling the socialization of emotions. In addition, the process of emotion
regulation carried out by other children during the socialization of their emotions may

be an example for observant children in terms of socializing their emotions.

Considering these, for the child to observe the early childhood educators’ emotion
regulation processes, the early childhood educator should be included in his/her
attention processes, and the early childhood educator should be in the child's area of
interest to see these observations as examples for him/herself. While it is possible for
an early childhood educator who maintain supportive interactions with her/his class to
attract more attention and get attention from children, an early childhood educator who
maintain non-supportive interactions may not attract children's attention and may not
consider him/her worthy of being a model. In this case, the early childhood educator
may play a critical role in children's social-emotional learning processes, depending

on the relationships they establish with children.

When the results were examined in detail, it was observed that cognitive reappraisal
negatively predicted both supportive and non-supportive reactions, while expressive
suppression only negatively predicted non-supportive reactions (See Figure 21). These
results somewhat confirmed the hypotheses of the study but mostly did not. Since in
the phase of hypothesis of the current study, it had been expected that early childhood
educators’ cognitive reappraisal would positively relate to early childhood educators’
supportive reactions in emotionally difficult times. However, the results showed the
opposite for it. Secondly, at the beginning of the research, it was hypothesized that
early childhood educators’ cognitive reappraisal would negatively relate to their non-
supportive reactions in emotionally difficult times, and the results confirmed this
hypothesis. Thirdly, it was expected that expressive suppression of early childhood
educators would be negatively related to supportive reactions in emotionally difficult
times. Nevertheless, the current study results revealed that expressive suppression

negatively predicted non-supportive reactions. Finally, as the last hypothesis of the
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current study, it was expected that expressive suppression of early childhood educators
would positively relate to their non-supportive reactions in emotionally difficult times.
However, it was found out that expressive suppression did not have any significant

relationship with non-supportive reactions.

Figure 21
The Relationship Between the Early Childhood Educators’ Emotion Regulation and
Early Childhood Educators' Socialization of Young Children's Negative Emotions in

Emotionally Difficult Times
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When the results were examined in detail, a negative correlation was observed between

cognitive reappraisal and both supportive and non-supportive reactions. Regarding the
regulation of emotions, the use of reappraisal while regulating emotions is associated
with better interpersonal functionality. It has been claimed that reappraisers reinterpret
processes that they find stressful with an optimistic attitude and make active efforts to
save themselves from lousy mood (Gross & John, 2003). It has also been highlighted
in the literature that cognitive reappraisal is significantly associated with early
childhood educators’ supportive responses towards children (Jeon et al., 2016).
Therefore, the cognitive reappraisal would be expected to predict supportive reactions
in a positive direction and predict non-supportive reactions in a negative direction.

Besides, the early childhood educator, who maintains an optimistic point of view in
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the face of adverse situations and does not leave him/herself in a troubled thinking
system, could be expected to behave similarly to the children in her/his class and guide

them with supportive reactions in negative situations.

Similarly, early childhood educators' perceptions of children's social adjustment are
not independent of their perceptions of young children (Howes et al., 2000). In other
words, early childhood educators' reactions to situations are critical in terms of
children's socialization processes. In this case, it can be said that the child can be
affected by the situation as the person who receives the reaction when s/he is a part of
the relevant situation and as the person who receives the reaction indirectly through
the role of the observer when s/he is not a part of the situation. So, it may be possible
for early childhood educators to show less non-supportive reactions and act

professionally to balance the progressive adverse situation.

On the other hand, when early childhood educators use cognitive reappraisal more in
their emotion regulation processes, the decrease in their supportive reactions could
mean that they put their own emotional states in the foreground. This may indicate that
early childhood educators put too much effort into their own emotional states and
cannot find the emotional strength to support children in difficult times. Similar
research with parents demonstrates the significance of both socialization components
and parental emotion-related attitudes in the socialization of cognitive emotion
regulation strategies (Gunzenhauser, 2014). Therefore, the current study is similar to
the parent studies in its nature. In addition, in the case of greater emotional regulation
through cognitive reappraisal, the decrease in non-supportive reactions could mean
that early childhood educators avoid non-supportive responses to children when they
re-evaluate the negative situation and understand children's emotions better. In other
words, the increase in cognitive reappraisal may contribute to early childhood
educators' empathy skills and lead to a decrease in non-supportive reactions towards

children.

In cases where children feel negative emotions or face difficult situations, it has been
underlined that early childhood educators should first regulate their own emotions so
that they can intervene in the situation and guide children in this regard (Jeon et al.,

2016). Yet, it has been revealed that early childhood educators with low emotional
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awareness ignore children's emotions more often and relieve children less in adverse
situations (Ersay, 2007). Nevertheless, using suppression in adverse situations is
associated with worse interpersonal functionality (Gross & John, 2003). Since
suppressors cope with stressful situations by masking their emotions and suppressing
their emotional expressions, they are less successful in regulating their moods (Gross
& John, 2003). A negative relationship between expressive suppression and non-
supportive reactions was observed in the current study. The increase in expressive
suppression of early childhood educators while regulating their emotions led them to
show less non-supportive behaviors. This is actually an expected result given the
unsuccessful interpersonal relationships of suppressors, beacuse suppression of
emotions may cause early childhood educators to minimize their interactions with
children in order to protect themselves from adverse situations. This relationship can
also be associated with young children's understanding of early childhood educators'
suppression of their emotions, and as a result of this awareness, the flow of their
relationship in the classroom may change. In addition, early childhood educators'
suppression of their emotions may be associated with the strength of their professional
interaction with young children, and the need for supportive reactions may reduce in
this way. On the other hand, the fact that expressive suppression does not relate to
supportive reactions may support the possibility of early childhood educators

withdrawing in adverse situations.
5.2. Implications

In the related literature, it has been argued that a better understanding of early
childhood educators' socialization of young children's negative emotions, its
mechanisms, and maximizing their emotional competence can lead to necessary
improvements in early childhood educator education and changes in research-based
practices (Denham et al., 2012). Also, the gap is underlined in the studies regarding
early childhood educators' socialization of young children's negative emotions. In this
regard, the current study's findings delivered significant conclusions concerning early
childhood educators' emotion regulation and socialization of young children's negative
emotions. The conclusions of the study provided implications and guiding information

for future research and educational practices.
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5.2.1. Implications for Research

The current study can be considered critical for the field of early childhood education
due to its contributions to the research in this area. Depending on the results presented,
there are three implications for the research on early childhood educators' emotion

regulation and socialization of young children's negative emotions.

First, emotion socialization research mainly has focused on parents in the related
literature. Up to now, the parent's socialization strategies, the effects of the parental
emotion socialization on young children and infants, the long-term effects of the
parental emotion socialization, and the factors that may affect the parental emotion
socialization have been studied. On the other hand, not much research has been
conducted on early childhood educators' role in the emotional socialization of young
children and the strategies that early childhood educators may use while socializing
young children's emotions in the context of their own emotional competency. The
current study concerned the relationship between early childhood educators' emotion
regulation and their socialization of young children's negative emotions. That is why
it focused on this gap in the literature by providing details about some of the possible
factors that might affect early childhood educators' socialization of young children's
negative emotions. In this regard, a path model was provided, and the results were
discussed in the current study—finally, the study's findings and the recommendations

for future research in the field.

Secondly, the study contributes to the early childhood education literature in Turkey.
To the authors' knowledge, the studies regarding emotional socialization have been
conducted mainly with the parents but not the early childhood educators. Thus, the
study provided insights into early childhood educators' possible contributions to
children's socio-emotional development and their emotional socialization strategies in
class. In this regard, the study's findings and the presented path model provide
information regarding the relationship between early childhood educators' emotion
regulation and their socialization of young children's negative emotions for the

national early childhood literature.

Lastly, according to the author's knowledge, there have not been any adapted scales in
the national literature regarding early childhood educators' socialization of young
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children's negative emotions. Within the scope of the current study, the Coping with
Children's Negative Emotions Scale — Teacher Form was translated and adapted into
the Turkish language. The scale could be used for future studies in the field and could

be a source for the new scales to be developed measuring the same.
5.2.2. Implications for Practice

Research on the development of young children in childcare settings strongly suggests
that children's development is affected by the quality of childcare and that the quality
of care provided is dependent on the education and training of early childhood
educators (Howes & Hamilton, 1992; Hayes et al., 1990). The studies regarding the
classroom environment would provide more quality in childcare settings and
contribute to the practices in the field. Within this respect, the current study can also
be considered critical for the early childhood education field due to its implications for
practice. Depending on the results presented, there are two implications for the practice
of early childhood education in terms of early childhood educators' emotion regulation

and socialization of young children's negative emotions.

In parallel with the studies of the interaction between early childhood educators and
young children, consistent results were obtained when this interaction was evaluated
in terms of social cohesion and quality in the studies examining the transition process
of young children from child care centers to formal education (Bretherton, 1985;
Howes et al., 2000). Thus, the study clarified the early childhood educators’ role in
young children’s socio-emotional development in the classroom setting. By
considering the importance of the environment of trust and support, the early
childhood educators’ interaction with young children could be highlighted in their pre-
service and in-service education as part of their professional development and

education.

The study has shown that early childhood educators' emotion regulation skills, and
therefore their emotional competence, impact their socialization strategies of young
children's negative emotions. Additionally, emotion regulation skills have been
associated with early childhood educators' feelings of efficacy in socializing roles
(Penrose et al., 2007; Perry & Ball, 2008). When it comes to practice, it has been stated
that some early childhood educators are aware of the importance of their own emotions
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and young children's emotions in the classroom context, and they care about these
issues in the education process (Poulou, 2005; Zembylas, 2007). However, pre-service
early childhood educators report insufficient training in developing children's
emotional competencies and expressing their feelings (Garner, 2010; Marlow &
Inman, 2002; Poulou, 2005). Accordingly, it has been suggested that interventions for
early childhood educators' emotion regulation and coping skills should be included in
their education as part of their professional development. At this point, there are
programs such as mindfulness programs, emotion-centered curriculum, reflective
teaching, and social-emotional competence program, where early childhood educators
can learn coping strategies specific to their conditions and improve their intervention
skills, which positively affect their psychological well-being and classroom practices
(Brackett & Katulak, 2006; Emde, 2009; Gilkerson, 2004; Hyson, 2004; Jennings and
Greenberg, 2009; Tantekin Erden & Tonga Cabuk, 2021). Implementing such
programs that help early childhood educators in emotion regulation, providing them
with training, or giving information about the programs can support early childhood
educators and early childhood educator candidates to become aware of their role in the
emotion socialization of children and develop themselves in this area. Therefore, early
childhood educator training programs can prepare early childhood educators better for
their role in the emotional socialization of children by using the results of the current

research.
5.3. Assumptions & Limitations

Although the present study has given some insight into the extent of the early
childhood educators' emotion regulation predicts their socialization strategies of young

children's negative emotions, it also has assumptions and limitations.

First of all, the participants in the current study were presumed to have expressed their
thoughts honestly and truthfully about the statements in the data collecting tools.
Secondly, the representativeness of the sample would be hindered because of the
convenient sampling technique. In addition, the study's data was limited to the
responses that early childhood educators submitted through self-reporting
questionnaires involving emotion regulation and emotion socialization. As a result,

some of the participants' responses might be biased. Thirdly, the demographic data
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could not be analyzed because of the imbalance in the distribution of demographic
information in the current study. Finally, the data collection process was conducted
during the COVID-19 outbreak. Because of the pandemic, schools were closed in
Turkey for months, so the in-class interactions might not precisely reflect the times

apart from the pandemic, which can be counted as a limitation of the current study.
5.4. Recommendation for Further Research

Despite its limitations, the current study offers some implications for future research.
The study aimed to underline the extent of the early childhood educators' emotion
regulation in explaining their socialization strategy with young children's negative
emotions. The inclusion of child outcomes in future studies, such as young children's
social-emotional functioning or young children's emotion regulation processes, may
provide a broader understanding of the importance of early childhood educators'
emotional competence in early childhood education. In addition, variables such as the
early childhood educator's age, education, and perceived role as an emotion socializer
can be added to the follow-up studies. Furthermore, it would be beneficial to evaluate
the early childhood educators' emotional socialization process not only through self-
reported reports but also by supporting it with other assessment methods and

observation.

Moreover, factors such as job stress, educational background, or adult/child ratio as
part of early childhood educators' work life can also affect their socialization of young
children's negative emotions (Denham et al., 2012). Understanding the impact of these
factors can help better train and supervise early childhood educators to become
socializers of young children's emotions. At this point, early childhood educators'
interactions with school administrators, colleagues, and parents, as well as with young
children, could be related to emotion regulation or coping skills. A sense of
community, as well as the early childhood educators' relationship with young children,
could be related to emotion regulation or socialization strategies (Jeon et al., 2016).

Therefore, it could be a starting point for further research.

Finally, in order to encourage ways of socializing emotions in the preschool period, it

1s recommended to develop an early childhood educator training program that focuses
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on emotional competence (Ahn, 2005; Ahn & Stifter, 2006) or to give more support

to existing programs in this regard.
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APPENDICES

A. DATA COLLECTION INSTRUMENTS

Demographic Information Form

2. Cinsiyetiniz*
Yalnizca bir sikki isaretieyin.

Kadin
| Erkek

Belirtmek Istemiyorum

3. Ensonmezun oldugunuz egitim duzeyi *

Yalnizca bir sikki isaretieyin.

) ilkdgretim
) Lise
) Acikddretim Onlisans
Acikogretim Lisans
Onlisans
) Lisans
Yiksek Lisans

) Doktora

4. $uan aktif olarak okul 6ncesi 6gretmenligi yapiyor musunuz? *
Yalnizca bir sikki isaretieyin.

) Evet

) Hayir

Su an asagidaki sehirlerden hangisinde dgretmenlik yapryorsunuz? (Galisma
yalnizca agadidaki sehirlerde gbrev yapmakta olan erken gocukluk egitimcilerini
kapsamaktadir.) *

Yalnizca bir sikki isaretleyin.

) Ankara
Eskigehir

) Konya
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6. Kag yildir 5gretmenlik yapiyorsunuz? *
Yalnizca bir sikki isaretleyin.
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Duygu Diizenleme Anketi

Asagida duygusal yasaminizi nasil diizenlediginiz hakkinda bazi ifadeler bulunmaktadir. Bu

ifadeler duygusal yasaminizin iki farkli yoniinii igerir. Biri sizin duygusal deneyiminiz ya da

icinde nasil hissettiginizdir. Digeri, duygusal ifadeniz ya da konusma, hareket ya da davranis

bigiminizdeki duygularinizi nasil gosterdiginizdir. ifadelerden bazilarinin  birbirine

benzeyebilir fakat 6nemli yonlerden farklilik gosterirler. Liitfen her bir secenekte yer alan

davranigin sizi ne kadar yansittigini1 1’den 7°ye kadar sayilardan size en uygun olam segip

daire i¢ine alarak belirtiniz.

Yamt Secenekleri

2 3 4 5 6 7
Kesinlikle Katilmiyoru Biraz Kararsizim Biraz Katihyoru Kesinli
katilmiyorum m katilmiyorum katillyorum m kle
katiliyo
rum

Daha fazla olumlu duygu hissetmek istedigimde (seving veya

1. . Ve g ( e 1 23 456 7
eglence gibi) diisiindiigiim seyi degistiririm.

2. | Duygularimi kendime saklarim. 1 23 456 7
Daha az olumsuz duygu hissetmek istedigimde (iiziintii veya 6tke

3. . 1 23 456 7
gibi) diislindiigiim seyi degistiririm.
Olumlu duygular hissettigimde onlari belli etmemeye dikkat

4. 1 23 456 7
ederim.
Stresli bir durumla karsilastigimda, sakin kalmama yardim edecek

5. ) 1 23 4567
sekilde diigiinmeye ¢aligirim.

6. | Duygularimi belli etmeyerek onlar1 kontrol ederim 1 2 3 56 7
Daha fazla olumlu duygu hissetmek istedigimde o durumla ilgili

7. 1 23 56 7
diistince seklimi degistiririm.
Icinde bulundugum duruma gore diisiince seklimi degistirerek

8. £ & s 1 23 56 7
duygularimi kontrol ederim.
Olumsuz duygular hissettigimde onlar1 belli etmedigimden emin

9. S 1 23 56 7
olmak isterim.
Daha az olumsuz duygu hissetmek istedigimde o durumla ilgili

10. o L 1 23 56 7
diisiince seklimi degistiririm.
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Cocuklarin Olumsuz Duygulariyla Bas Etme Olcegi — Ogretmen Formu

Asagida sinifinizdaki bir ¢ocukla iliskinizde karsilasabileceginiz bazi olasi durumlar ve her
bir durumun altinda bu duruma yonelik davranis secenekleri bulunmaktadir. Her bir segenekte
yer alan davranisin gosterme sikliginizi 1°den 7’ye kadar sayilardan size en uygun olani se¢ip
daire igine alarak belirtiniz. Liitfen secenekleri dikkatlice okuyup, durumlara olasi tepkilerinizi

olabildigince diiriist ve ictenlikle belirtiniz.

Yanmit Secenekleri
1 2 3 4 5 6 7
Hig boyle Cogunlukla Nadiren Belki Nadiren Cogunlukla Hep boyle
yapmam boyle boyle boyle boyle boyle yaparim
yapmam yapmam yaparim yaparim yaparim

1) Eger 6grencim sinifca gergeklestirilen bir sosyal etkinlige (6rnegin alan gezisi)

katilamayacag i¢in sinirlenirse:

W
(@)}
3

a. | Ogrencimi sakinlesene kadar gruptan ve kendimden uzaklastiririm 1 2 3 4

b. | Ogrencime sinirlenirim 1 23 45 6 7

Katilim saglayabilecegi baska segenekler bulmasinda (6rnegin farkli

bir etkinlige katilmasi) 6grencime yardim ederim

Ogrencime etkinlige katilamamay1 bu kadar da abartmamasim

d ) 1 23 4567
sOylerim
Ogrencimi hissettigi 6fke ve hayal kirikligiyla ilgili konusmaya tesvik

e ) 1 23 4567
ederim

Ogrencimi sakinlestirir, etkinligi kagirmas1 konusundaki olumsuz

duygularindan uzaklasmasi i¢in onunla eglenceli bir seyler yaparim

2) Eger 6grencim siniftaki bir nesneye kazara zarar verir ve bunun i¢in {iziillip aglarsa:

a. | Sakinligimi korur, endiselenmem 1 23 4567

Ogrencimi rahatlatir, nesneye kazara zarar verdigini unutmasint

saglamaya ¢aligirim

c. | Ogrencime “biraz abartmadin m1” derim 1 23 45 67
Nesnenin nasil tamir edilecegini kesfetmesinde 6grencime yardim

d ) 1 23 45 67
ederim

e. | Ogrencime agliyor olmasimin anlasilabilir oldugunu séylerim 1 23 45 6 7

Ogrencime aglamay1 birakmasini yoksa o nesneyle bir daha

oynamasina izin vermeyecegimi sdylerim
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3) Eger 6grencim degerli bir esyasini kaybettiginde aglayarak tepki gosterirse:

Bu kadar dikkatsiz oldugu ve sonrasinda agladigi icin tiziiliirim 1 23 45 6 7
Ogrencime “biraz abartmadin m1” derim 1 23 45 6 7
Ogrencimin daha 6nce bakmadi1 yerleri diisiinmesine yardim

) 1 23 4567
ederim.
Ogrencimi mutlu edecek seylerden bahsederek, onun dikkatini

1 23 4567

dagitirim
Ogrencime mutsuz hissettiginde aglamasinin anlagilabilir oldugunu

) 1 23 4567
sOylerim
Ogrencime dikkatli olmazsa sonucuna katlanacagim sdylerim 1 23 45 6 7
4) Eger 6grencim igneden korktugu icin as1 olma sirasint titreyerek ve aglayarak

bekliyorsa:
Ogrencime kendisini toparlamasim yoksa sevdigi bir seyi yapmasina L2345 67
(6grenci 6zelinde degisebilir) izin vermeyecegimi sdylerim
Ogrencimi hissettigi korkuyla ilgili konugmaya tegvik ederim 1 23 45 67
Ogrencime as1 olmay1 bu kadar da abartmamasini sdylerim 1 23 45 67
Ogrencime aglayarak bizi utandirmamasini sdylerim 1 23 45 67
Ogrencimi rahatlatirim 1 23 45 67
Ogrencime kendisini stkkmadiginda veya derin nefes aldiginda
) ) ) o ) 1 23 4567
ignenin daha az acitabilecegini sdylerim
5) Eger 6grencim zorlanacagi bir i yaparken, yaninda kalamadigim i¢in tedirgin olup

iiziiliirse:
Isi yalmiz yapmanin ne kadar kolay olacag1 hakkinda konusarak

Y yap Y £ 1 23 4567
ogrencimin dikkatini dagitirim
Bireysel ¢alismanin g6z korkutucu olmamasi igin yapabilecegi
seyleri diisiinmesinde (6rnegin problemleriyle yilizlesmesi) 1 23 45 6 7
Ogrencime yardim ederim
Ogrencime asir1 tepki gostermeyi ve bebek gibi davranmay1 1 23 4 5 6 7
birakmasini sdylerim
Ogrencime bu davranisin1 birakmazsa o giin serbest zaman

1 23 4567

etkinligine katilmasina izin vermeyecegimi sdylerim
Ogrencimin tepkileri nedeniyle iiziiliip kendimi rahatsiz hissederim | 1 2 3 4 5 6 7
Ogrencimi hissettigi tedirginlikle ilgili konusmaya tesvik ederim 1 23 45 6 7
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6) Eger 6grencim arkadaslartyla katildig: bir grup etkinliginde hata yaptig1 i¢in utanip

aglamakli olursa:

Ogrencimi rahatlatir ve daha iyi hissetmesini saglamayacalisinm | 1 2 3 4 5 6 7

Ogrencime “biraz abartmadin m1” derim 1 2 3 4 5 6 7
Utanirim ve kendimi rahatsiz hissederim 1 2 3 4 5 6 7
Ogrencime kendisini toparlamasim yoksa gruptan ayrilmak 1 2 3 4 5 6 7
zorunda kalacagini soylerim

Ogrencimi hissettigi utancla ilgili konugmaya tesvik ederim 1 2 3 4 5 6 7

Ogrencime calismasina destek olacagimi, bu sayede bir dahaki

sefere daha basarili olabilecegini sdylerim

7) Eger 6grencim bir gosteri i¢in sahneye ¢ikmak iizereyken seyircilerin onu izleyecek

olmasindan dolay1 gozle goriiniir bir sekilde tedirginse:

Sirasina hazirlanmak i¢in yapabilecegi seyler diisiinmesinde
(6rnegin 1sinma yapmasi ve izleyiciye bakmamasi) 6grencime 1 23 4 56 7

yardim ederim

Ogrencime tedirginliginin ortadan kalkmasi icin rahatlatic1 bir sey

diigiinmesini oneririm

Tedirgin olmam, sakinligimi korurum 1 23 4 56 7
Ogrencime bebek gibi davrandigini sdylerim 1 23 4 56 7
Ogrencime, sakinlesmezse gosteriye katilamayacagini sylerim 1 23 4 56 7

Ogrencimi hissettigi tedirginlikle ilgili konugmaya tesvik ederim 1 23 4 56 7

8) Eger 6grencim begenmedigi bir hediye aldiginda yasadigi hayal kirikligini ve sinirini,

hediyeyi veren arkadasinin yaninda gizleyemezse:

Ogrencimi hissettigi hayal kirikligiyla ilgili konusmaya tesvik

ederim

Ogrencime hediye degisim kartim kullanabilecegini sdylerim 12 3 4 5 6 7
Ogrencimin kabaligina kizmam 12 3 4 5 6 7
Ogrencime “biraz abartmadin m1” derim 12 3 4 5 6 7
Ogrencimi arkadasinin duygularina duyarsiz oldugu igin azarlarbm |1 2 3 4 5 6 7

Eglenceli bir seyler yaparak 6grencimin daha iyi hissetmesini

saglamaya caligirim
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9) Eger 6grencim arkadasiyla korkutucu bir sey konustuktan sonra panige kapilip

odaklanamazsa:

Ogrencimi kendisini korkutan seyle ilgili konusmaya tesvik

ederim
Ogrencimin bu sekilde davranmasina iiziiliiriim 1 23 45 6 7
Ogrencime “biraz abartmadin m1” derim 1 23 45 6 7

Calismaya baglamasini saglayacak seyleri bulmasinda (6rnegin
korkutan seyi diisiinmemesi, ¢calismaya odaklanmasi) 6grencime 123 45 6 7

yardim ederim

Ogrencime sakinlesmesini yoksa okulda bir daha o arkadastyla

konusmasina izin vermeyecegimi sdylerim

Onu korkutan seyi unutmasina yardim etmek i¢in 6grencimle

eglenceli bir seyler yaparim

10) Eger 6grencim, serbest oyun zamaninda arkadaglart onlarla oynamasina izin vermedigi

i¢in bir kenara ¢ekilmis, aglamak iizereyse:

Kendimi {izgiin hissetmem 1 23 456 7

Ogrencime aglamaya baslarsa oynamasina izin vermeyecegimi

sOylerim

Ogrencime kendini kétii hissettiginde aglamasinin anlagilabilir

oldugunu sdylerim

Ogrencimi rahatlatir, onu mutlu edecek bir seyler diisiinmesini 1 23 45 6 7
saglamaya g¢alisirim

Yapacak bagka bir sey bulmasinda 6grencime yardim ederim 1 23 45 6 7

N

Ogrencime “birazdan geger” derim 1 23 456

11) Eger oyun oynarken arkadaglari ona lakap taktigi i¢in 6grencimin dudaklari titremeye ve

gobzleri dolmaya baslarsa:

Ogrencime durumu bu kadar da abartmamasim sdylerim 12 3 4 5 6 7

Kendimi {izgiin hissederim 12 3 4 5 6 7

Ogrencime oyuna devam etmesini yoksa oyundan ¢ikmak zorunda 12 3 4 5 6 7
kalacagini sdylerim

Diger ¢ocuklarin alayli sozleriyle basa ¢ikabilmesi i¢in neler 12 3 4 5 6 7
yapabilecegini diisiinmesinde 6grencime yardim ederim

Ogrencimi rahatlatir, ona {iziintii veren olay1 aklindan ¢gikarmasi 12 3 4 5 ¢ 7
icin onunla bir oyun oynarim

Ogrencimi alay edilmenin kendisini nasil incittigiyle ilgili 12 3 4 5 6 7
konugmaya tesvik ederim
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12) Eger 6grencim tanimadig kisilerin yaninda utaniyor ve iirkiiyorsa, simifa misafirler

geldiginde siirekli sessizlesip i¢ine kapaniyorsa:

Yeni insanlar tanimay1 daha az g6z korkutucu hale getirecek seyler

bulmasinda 6grencime yardim ederim

Ogrencime tedirgin hissetmesinin anlasilabilir oldugunu sdylerim 1 23 435

Yeni insanlar tanimanin ne kadar eglenceli oldugundan bahsederek

O0grencimi mutlu etmeye ¢alisirim

Ogrencimin tepkileri nedeniyle rahatsiz olur, kendimi iizgiin

) ) 1 2 3 45
hissederim
Ogrencime misafirlerimize diizgiin davranmak zorunda oldugunu 1 23 4 5
sOylerim.
Ogrencime bebek gibi davrandigimi sdylerim 1 23 45
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B. ORIGINAL VERSIONS OF DATA COLLECTION INSTRUMENTS

EMOTION REGULATION QUESTIONNAIRE (ERQ)

Reference:

Gross, J.J.. & John. O.P. (2003). Individual differences in two emotion regulation
processes: Implications for affect. relationships. and well-being. Journal of
Personality and Social Psychology, 83, 348-362.

Description of Measure:

A 10-item scale designed to measure respondents’ tendency to regulate their emotions in
two ways: (1) Cognitive Reappraisal and (2) Expressive Suppression. Respondents
answer each item on a 7-point Likert-type scale ranging from 1 (strongly disagree) to 7
(strongly agree).

Note: the authors request that researchers do not change the order of the items.
Abstracts of Selected Related Articles:

Ochsner, K. & Gross. J. J. (2005). The cognitive control of emotion Trends in Cognitive
Sciences, 9. 242-249.

The capacity to control emotion is important for human adaptation. Questions
about the neural bases of emotion regulation have recently taken on new
importance, as functional imaging studies in humans have permitted direct
investigation of control strategies that draw upon higher cognitive processes
difficult to study in nonhumans. Such studies have examined (1) controlling
attention to. and (2) cognitively changing the meaning of. emotionally evocative
stimuli. These two forms of emotion regulation depend upon interactions between
prefrontal and cingulate control systems and cortical and subcortical emotion-
generative systems. Taken together. the results suggest a functional architecture
for the cognitive control of emotion that dovetails with findings from other human
and nonhuman research on emotion.

Butler, E. A.. Egloff, B.. Wilhelm F. H.. Smuth. N. C., Erikson. E. A., & Gross. J. J.
(2003). The social consequences of expressive suppression. Emotion, 3. 48-67.

At times. people keep their emotions from showing during social interactions. The
authors” analysis suggests that such expressive suppression should disrupt
communication and increase stress levels. To test this hypothesis, the authors
conducted 2 studies in which unacquainted pairs of women discussed an upsetting
topic. In Study 1. one member of each pair was randomly assigned to (a) suppress
her emotional behavior. (b) respond naturally, or (c) cognitively reappraise in a
way that reduced emotional responding. Suppression alone disrupted
communication and magnified blood pressure responses in the suppressors’
partners. In Study 2. suppression had a negative impact on the regulators’

Self Report Measures for Love and Compassion Research: P ! Growth and Positive Emotions V Fetzer Institute
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emotional experience and increased blood pressure in both regulators and their
partners. Suppression also reduced rapport and inhibited relationship formation.

Mauss, I. B.. Levenson, R. W. McCarter, L., Wilhelm_  F. H.. Gross, J. J. (2005). The tie
that binds? Coherence among emotion experience. behavior, and physiology.
Emotion, 5, 175-190.

Emotion theories commonly postulate that emotions impose coherence across
multiple response systems. However, empirical support for this coherence
postulate is surprisingly limited. In the present study. the authors (a) examined the
within-individual associations among experiential. facial behavioral, and
peripheral physiological responses during emotional responding and (b) assessed
whether emotion intensity moderates these associations. Experiential. behavioral,
and physiological responses were measured second-by-second during a film that
induced amusement and sadness. Results indicate that experience and behavior
were highly associated but that physiological responses were only modestly
associated with experience and behavior. Intensity of amusement experience was
associated with greater coherence between behavior and physiological
responding: intensity of sadness experience was not. These findings provide new
evidence about response system coherence in emotions.

Scale (take directly from hi

Instructions and Items:

We would like to ask you some questions about your emotional life. in particular, how
you control (that is. regulate and manage) your emotions. The questions below involve
two distinct aspects of your emotional life. One is your emotional experience. or what
you feel like inside. The other is your emotional expression. or how you show your
emotions in the way you talk. gesture, or behave. Although some of the following
questions may seem similar to one another, they differ in important ways. For each item,
please answer using the following scale:

1 2 3 4 5 6 7
strongly neutral strongly
disagree agree
1. When I want to feel more positive emotion (such as joy or amusement). I change
what I'm thinking about.
2 I keep my emotions to myself.
3. When I want to feel less negafive emotion (such as sadness or anger). I change
what I'm thinking about.
4. When I am feeling positive emotions. I am careful not to express them.
Self Report Measures for Love and Compassion Research: P I Growth and Positive Emotions V Fetzer Institute
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5. When I'm faced with a stressful situation. I make myself think about it in a way
that helps me stay calm.

6. I control my emotions by not expressing them.

7. When I want to feel more positive emotion. I change the way I'm thinking about
the situation.

8. I control my emotions by changing the way I think about the situation I'm in.
9. When I am feeling negative emotions, I make sure not to express them

10. When I want to feel less negative emotion. I change the way I'm thinking about
the situation.

Scoring:

Items 1. 3. 5, 7. 8, 10 make up the Cognitive Reappraisal facet.
Items 2. 4. 6. 9 make up the Expressive Suppression facet.

Scoring is kept continuous.
Each facet’s scoring is kept separate.

Self Report Measures for Love and Compassion Research: P 1 Growth and Positive Emotions V Fetzer Institute
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ID
Teacher Attitude/Behavior Questionnaire

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

Response Scale: 1 2 3 4 5 6, T
Very Unlikely Medium Very Likely
1. If my student becomes angry because he/she is unable to participate in a classroom social activity
(such as a field trip), | would:
a. send my student to a different room to cool off 1234567
b. get angry at my student 1234567
c. help my student think about other ways that he/she can participate
(e.g. participate in a different activity) 234567
d. tell my student not to make a big deal out of missing the activity 1234567
e. encourage my student to express his/her feelings of
anger and frustration 1234567
f. soothe my student and do something fun with him/her to make
him/her feel better about missing the activity 1234567

2. If my student accidentally damages some classroom materials, and then gets upset and cries, |
would:

a. remain calm and not let myself get anxious 1234867
b. comfort my student and try to get him/her to forget
about the accident 1234567
c. tell my student that he/she is over-reacting 1234567
d. help my student figure out how to fix the materials 1234567
e. tell my student it's ok to cry 1:2:3.4.56 7
f. tell my student to stop crying or he/she won't be
allowed to play on the equipment anytime soon 1234567
3. If my student loses some prized possession and reacts with tears, | would:
a. tghet upset with him/her for being so careless and
en crying about it 1234567
b. tell my student that he/she is over-reacting 1234567
c. help my student think of places he/she hasn't looked yet 1234567
d. distract my student by talking about happy things 1234567
e. tell him/her it's ok to cry when you feel unhappy 123485867
f. tell him/her that's what happens when you're not careful 1234567

4. If my student is afraid of injections and becomes quite shaky and teary while waiting for his/her
turn to get a shot at the nurses office, | would:

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

to do something he/she likes to do (e.g., have recess) 1234567
b. encourage my student to talk about his/her fears 123456 7
c. tell my student not to make big deal of the shot 1234567
d. tell him/her not to embarrass us by crying 1234567
e. comfort him/her before and after the shot 1.2:3.4:5:6.7
f. talk to my student about ways to make it hurt less

(such as relaxing so it won't hurt or taking deep breaths). 1234567
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Response Scale: 1 2 3 4 5 6 7
Very Unlikely Medium Very Likely

5. If my student is doing some difficult work and becomes nervous and upset because | can't stay
beside him/her, | would:

a. distract my student by talking about how easy it would be for him/her

to do the work alone 12345617
b. help my student think of things that he/she could do so that

working independently me wasn't intimidating

(e.g., talk him/herself through the problems) 1234567
c. tell my student to quit over-reacting and being childish 1234567
d. tell the student that if he/she doesn't stop that he/she

won't be allowed to have free time that day 1234567
e. feel upset and uncomfortable because of my student's reactions 1234567
f. encourage my student to talk about his/her nervous feelings 1234567

6. If my student is participating in some group activity with his/her friends and proceeds to make a
mistake and then looks embarrassed and on the verge of tears, | would:

. comfort my student and try to make him/her feel better
. tell my student that he/she is over-reacting
. feel uncomfortable and embarrassed myself
. tell my student to straighten up or he/she will have to leave the group
. encourage my student to talk about his/her feelings
of embarrassment 1
tell my student that I'll help him/her practice so that
he/she can do better next time 1234567
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7. If my student is about to apf)ear in a recital or sports activity and becomes visibly nervous about
people watching him/her, | would

a. help my student think of things that he/she could do to
get ready for his/her turn (e.g., to do some warm-ups and

not to look at the audience) 1234567
b. suggest that my student think about something relaxing
so that his/her nervousness will go away 1234567
c. remain calm and not get nervous myself 1234567
d. tell my student that he/she is being childish about it 1234567
e. tell my student that if he/she doesn't calm down, he/she will not
be able to participate 12234506 T
f. encourage my student to talk about his/her nervous feelings 1234567
8. If my student receives an undesirable gift or card from a friend and looks obviously disappointed,

even annoyed, after opening it in the presence of the friend, | would:

a. encourage my student to express his/her disappointed feelings 1234567
b. tell my student that the present can be exchanged

for something the student wants 1234567
c. NOT be annoyed with my student for being rude 1234567
d. tell my student that he/she is over-reactin 1234567
e. scold my student for being insensitive to

friend's feelings 12345617
f. try to get my student to feel better by doing something fun 1234567
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Response Scale: 1 2 3 4 5 6 7
Very Unlikely Medium Very Likely

9. If my student is panicy and can't concentrate after talking with another student about something
that was frightening to him/her, | would:

. encourage my student to talk about what was frightening
. get upset with him/her for being silly
. tell my student that he/she is over-reacting
. help my student think of something to do so that he/she can get
to work (e.g., not think about it, focus on working) 1
. tell him/her to go to bed or he/she won't be allowed to
talk with that friend in school 1234567
do something fun with my student to help him/her forget
about what scared him/her 1234567
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10. If my student is at recess and appears on the verge of tears because the other children are mean
to him/her and won't let him/her play with them, | would:

a. NOT get upset myself 1
. tell my student that if he/she starts crying

then he/she will have to sit out. 1
. tell my student it's ok to cry when he/she feels bad 1
. comfort my student and try to get him/her to think about

something happy 1
. help my student think of something else to do 1

tell my student that he/she will feel better soon 1
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11. If my student is playing with other children and one of them calls him/her names, and my student

then begins to tremble and become tearful, | would:

. tell my student not to make a big deal out of it 1
. feel upset myself
. tell my student to behave or he/she will have to leave the game
. help my student think of constructive things to do when

other children tease him/her (e.g., find other things to do) 1
. comfort him/her and play a game to take his/her mind off

the upsetting event 1
f. encourage him/her to talk about how it hurts to be teased 1

-

aocoow
NN N NNN

®
WwW W WwWww
O Ab &~ BHESN
o . agw

om o oom
NSNS NN

12. If my student is shy and scared around stran(?ers and consistently becomes quiet and withdrawn

whenever visitors come to the classroom, | woul

. help my student think of things to do that would make meeting
new people less intimidating.

. tell my student that it is OK to feel nervous

try to make my student happy by talking about how much fun

it is to meet new people

. feel upset and uncomfortable because of my student's reactions

. tell my student that he/she must interact with visitors appropriately
tell my student that he/she is being childish or immature
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COPING WITH CHILDREN'S NEGATIVE EMOTIONS SCALE (CCNES)!
Teacher Version

Purpose: To measure the degree to which teachers perceive themselves as reactive to children's (preschool
through early elementary school) negative affect in distressful situations. Six subscales are derived that
reflect the specific types of coping response parents tend to use in these situations.

SUBSCALES

1. Distress Reactions (DR). These items reflect the degree to which teachers experience distress when
children express negative affect.

Scoring: Mean of: 1B, 2A’, 3A, 4D, 5E, 6C, 7C*, 8C*, 9B, 10A%, 11B, 12D.
*=REVERSED SCORING

2. Punitive Reactions (PR). These items reflect the degree to which parents respond with l1.::’111.1'\iti\'e
reactions that decrease their exposure or need to deal with the negative emotions of their children.

Scoring: Mean of: 1A, 2F, 3F, 44, 5D, 6D, 7E, 8E, 9E, 10B, 11C, 12E.
3. Expressive Encouragement (EE). These items reflect the dlfﬁxee to which parents encourage children to
Ja

express negative affect or the degree to which they validate ¢ s negative emotional states (i.e, "it's ok to
feel sad.”)

Scoring: Mean of: 1E, 2E, 3E, 4B, 5F, 6E, 7F, 8A, 9A, 10C, 11F, 12B.

4. Emotion-Focused Reactions (EFR). These items reflect the degree to wh.ichaﬁarents respond with
strategies that are designed to help the child feel better (i.e., oriented towards affecting the child's negative
feelings).

Scoring: Mean of: 1F, 2B, 3D, 4E, 5A, 6A, 7B, 8F, 9F, 10D, 11E, 12C.

5. Problem-Focused Reactions (PFR). These items reflect the degree to which parents help the child solve
the problem that caused the child’s distress (i.e., oriented towards helping the child solve his/her problem
or coping with a stressor).

Scoring: Mean of: 1C, 2D, 3C, 4F, 5B, 6F, 7A, 8B, 9D, 10E, 11D, 12A.

6. Minimization Reactions (MR). These items reflect the degree to which parents minimize the seriousnes
of the situation or devalue the child's problem or distressful reaction.

Scoring: Mean of: 1D, 2C, 3B, 4C, 5C, 6B, 7D, 8D, 9C, 10F, 11A, 12F.

1Please cite as follows: Fabes, R.A., Eisenberg, N., & Bernzweig, J. (2000). The Coping with Children's
Negative Emotions Scale: Teacher Version. Available from authors at http://ccnes.org . Arizona State
University.

Address correspondence to Richard Fabes, T. Denny Sanford School of Social & Family Dynamics,
Arizona State University, Tempe, AZ, 8§5287-3701.
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C. CONSENT FORM

ARASTIRMAYA GONULLU KATILIM FORMU

Bu ¢aligma ODTU Temel Egitim Boliimii yiiksek lisans 6grencisi Sabiha Uziim tarafindan Dr.
Ogr. Uyesi Hasibe Ozlen Demircan danismanliginda yiiksek lisans tezi kapsaminda yiiriitiilmektedir.
Bu form sizi aragtirma hakkinda bilgilendirmek i¢in hazirlanmustir.

Calismanin Amaci Nedir?

Calisma okul dncesi 6gretmenlerinin duygu diizenleme becerileri ile iligkili olarak ¢ocuklarla
aralarindaki iliskiyi ve ¢ocuklarin olumsuz duygulartyla bas etme bigimlerini incelemeyi amaglayan bir

arastirmadir.
Bize Nasil Yardime1 Olmamz isteyecegiz?

Sizlere aragtirma kapsaminda bir dizi anket uygulanacaktir. Sizden beklenen anket sorularina
iligkin diisiincelerinizi en iyi yansitacak cevaplari isaretlemenizdir. Sorularin herhangi bir dogru veya

yanlis cevabi bulunmamaktadir. Kendinizi en iyi yansitan cevabi segmeniz yeterli olacaktir.
Katiliminizla flgili Bilmeniz Gerekenler:

Aragtirma T.C. Milli Egitim Bakanligi’'min ve okul/kurum yonetiminin izni ile
gerceklesmektedir. Aragtirmaya katilim tamamiyla gonilliilik esasina dayalidir. Anket dizisi, kisisel
rahatsizlik verecek sorular ve durumlar icermemektedir. Ancak, katilim sirasinda sorulardan ya da
herhangi baska bir nedenden rahatsiz hissederseniz, herhangi bir yaptirima maruz kalmadan ¢alismaya
katilmay1 reddedebilir veya c¢aligsmay1 birakabilirsiniz. Arastirmaya katilanlardan kimlik ve kurum
belirleyici higbir bilgi istenmemektedir. Katilimcilardan toplanan veriler tamamiyla gizli tutulacak,
sadece aragtirmacilar tarafindan degerlendirilecek ve {igiincii kisilerle paylasilmayacaktir. Bu
arastirmanin sonuglari bilimsel ve profesyonel yayinlarda veya egitim amagh kullanilabilir.

Riskler:

Bu aragtirma kapsaminda 6ngoriilen herhangi bir risk bulunmamaktadir.

Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Calismayla ilgili soru ve yorumlarinizi arastirmaciya adresinden

iletebilirsiniz.

Yukanridaki bilgileri okudum ve bu calismaya tamamen goniillii olarak katilyyorum. |:|

(Yukarida yer alan goniillii olarak katiliyorum kutucugunu liitfen isaretleyiniz)
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D. ONLINE DATA COLLECTION LINK

https://docs.google.com/forms/d/e/1FAIpQLSfa48ZKb-
el 3cdVULtLiiWrvISAxMfs RwCb4SWbMFO0OacEMQ/viewform?usp=sf link
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E. APPROVAL OF THE METU HUMAN SUBJECTS ETHICS COMMITTEE

UYGULAMAL) £TIK ARASTIRMA MERKEZI | ORTA DOGU TEKNIK UNIVERSITESI
APRLILD KTMICS ASSEARCM CENTER / MIDDLE EAST TECHNICAL UNIVERSITY

ssayr2620816/ ) Oy

04 AGUSTOS 2020
Konu: Degierlendirme Sonucu
Gonderen: ODTO insan Aragtirmalari Etik Kurulu {IAEK)
ligi: insan Arastirmalar Etik Kurulu Basvurusu
Sayin Dr.Ogretim Uyesi H.Ozlen DEMIRCAN
Danismanligini yaptiginiz Sabiha 0ZOM'Gn “Okul Oncesi Ogr lerinin Duygu Diizenlemelerinin

Cocuklann Olumsuz Duygulan ile Bas Etme Ydntemleriyle iliskisi” bashkli arastirmasi insan
Aragtirmalan Etik Kurulu tarafindan uygun gorillmiis ve 204 ODTU 2020 protokol numarasi ile
onaylanmistir,

Saygilarimuzia bilgilerinize sunanz,

ProfDr. Mine MISIRLISOY

Baskan
BULUNAMADI
Prof. Dr, TolgaTAN Dog.Dr. Pinar KAYGAN
Uye Oye

Dr. Or. Uyesi Ali Emre TURGUT D@Ub’mm

Uye Oye

Dr. Ogr. Uyesi Mige GUNDUZ Or. Opr \Wyesi Stireyya Ozcan KABASAKAL
" 0

BULUNAMADI i
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F. APPROVALS OF MINISTRY OF NATIONAL EDUCATION

TC.
MILLI EGITIM BAKANLIGI
Strateji Geligtirme Bagkanh@

Say1  :E-49614598-605.01-20383390 09.02.2021
Konu - Arastrma Uygulama Izin Talebt

DAGITIM YERLERINE

fgi: a)Orta Dogu Teknik Universitesi Rektérligiinin 21/09/2020 tarihli ve 54850036-605.01-E.235
sayil yazisi.
b) Milli Egitim Bakanligi'mm 21.01.2020 tarihli ve 1563890 sayih Arastrma Uygulama
Izinleri 2020/2 Nolu Genelgesi.

Iigi (a) yaz ile Orta Dogu Teknik Universitesi Temel Egitim Anabilim Dali Okul Oncesi
Egitimi Yitksek Lisans Progranu &grencisi Sabiha UZUM'iin “Okul Oncesi Ogretmenlerinin Duygu
Diizenlemelerinin Cocuklarm Olumsuz Duygulan ile Bag Etme Yéntemleriyle Iiskisi” bashikh yiksek
lisans tez caligmas: anketini yapma izin talebine iligkin yazi ve eklen Bagkanhgmuz tarafindan
incelenmistir.

Araghrmamn, vinisiin  etkilennden korunmak amac: ile Bakanh@mmza bagh resmi/6zel
okul ve kurumlarda 6grenci, 6gretmen ve okul yoneticileninin katilmm ile yapilmas: planlanan ilfilge,
ulusal ve uluslararas: dizeydeki sosyal etkinliklerin (toplanti, calistay. sempozyum. konferans. forum,
odiil toreni, spor miisabakasi, yansma vb.) tedbiren iptal edilmesi ve yiiz yiize egitim Ggretime ara
verilmesi g6z oniine almarak drgiin egitimin tam olarak baslamasiyla birlikte ﬂglh genel miidiirliiklerin
izni ile denetimi ililce mulli efitim midiwliklen ve okulkwum idaresinde olmak tizere, kurum
faaliyetlenm aksatmadan, goniilliilik esasina gére; onayh bir 6megi Bakanhgimzda muhafaza edilen ve
uygulama sirasinda da mithiirlii ve imzah 6mekten cogaltilan ven toplama araclannm uygulanmasina ilgi
(b) Genelge dogrultusunda izin verilmigtir.

Geregini bilgilerinize rica edenim.
Mehmet Fatih LEBLEBICT
Bakan a.
Bagkan
Ek: Onayh Ven Toplama Araglar (8 sayfa)
Dagitim: Bilgi:
Geregi: Ankara Valiligine ({1 Milli Egitim Midiirligii)

Orta Dogu Teknik Universitesi Rektérliigime ~ Kahramanmaras Valiligine (Il Milli Egitim Mudiirliizi)
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T.C.
MILLI EGITIM BAKANLIGI
Strateji Geligtirme Bagkanhi

Sayr  : E-49614598-605,01-35446953 25.10.2021
Konu : Aragtirma Uygulama Izni

DAGITIM YERLERINE

flgi: a) Orta Dogu Teknik Universitesi'nin 17/09/2021 tarihli ve S4830036-044-E.223 sayili yazisi,
b) Milli Egitim Bakanli@'nin 21/01/2020 tarihli ve 20202 Nolu Arastirma Uygulama Izinleri
Genelgesi.

{lgi (a) yazi ile Orta Dogu Teknik Universitesi Temel Egitim Anabilim Dali Okul Oncesi Egitimi
Yiiksek Lisans Programn Ogrencisi Sabiha  UZUM'iin "Okul Oncesi  Ogretmenlerinin  Duygu
Diizenlemelerinin Cocuklarm Olumsuz  Duygulan ile Bag Etme Yontemleriyle [liskisi" konulu
arastirmasing veri saglamak amacivla daba once 09/02/2021 tarihinde alinmig anket galismas) onay 1zin
stiresinin 2021-2022 Egitim-Ogretim dénemini kapsayacak gekilde uzatilmast alebine iliskin ilg yoz ve
cklen Bakanligumiz tarafindan incelenmistir,

Bakanh@imeza bagh resmi/ézel okul ve kurumlarda GZrenci, dgretmen ve okul ybneticilerinin
katthmuyla yapimass planlanan uygulamanm covid-19 tedbirlerine uyulmasi ve denetimi ililge milli
eitim midiirluklen ve okulkurum idaresinde olmak Gzere, kurum faaliyetlerini aksatmadan, gondllaluk
esasina gore; onayh bir omegi Bakanhi@imizda mubafaza edilen ve uygulama sirasinda da mithurli ve
imzal  omekten  gogalulan,  wven  toplama  araglarmimn httpss/docs google.com‘forms/die’
IFAIpQLSta48ZKb-ci_3cd VUILIWrvISAxMfs RwCb4S WhMFOGacEMQ/ viewform?usp=s{_link
adresinden online olarak uygulanmasima ilgi (b) Genelge dogrultusunda izin verilmigtir,

Geregini bilgilerinize rica ederim,

Mehmet Fatih LEBLEBICI
Bakan a.
Baskan
Ek: 1-Onayh Veri Toplama Araglan ( R Savfa)
2-Diizenlenmis Cahgma Takvimi ( | Sayfa)
Dagitim:
Geregi: Bilgi:
Ankara, Eskisehir ve Konya Orta Dodu Teknik Universitesi Rekiorligiine

Valiliklerine (11 Milli Egitim Midiirliigii)
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G. EXPLORATORY FACTOR ANALYSIS TABLES OF THE PILOT STUDY

Pilot Study — EFA Tables of Emotion Regulation Questionnaire

Table 24
Pilot Study — Communality and Component Results of ERQ

Communalities Components
Initial Extraction 1 2
ERQ1 1.000 359 ERQ7 777
ERQ2 1.000 481 ERQS8 711
ERQ3 1.000 423 ERQ10 678
ERQ4 1.000 391 ERQ3 650
ERQ5 1.000 356 ERQ1 594
ERQ6 1.000 .604 ERQ5 591
ERQ7 1.000 .605 ERQG6 760
ERQS8 1.000 544 ERQ2 .693
ERQ9 1.000 465 ERQ9 .665
ERQ10 1.000 502 ERQ4 .619

Table 25
Pilot Study — Principal Component Analysis Results of ERQ

Total Variance Explained (Principal Component Analysis)

Initial Eigenvalues

Component Total % of Variance Cumulative %
1 2.965 29.650 29.650
2 1.764 17.641 47.291
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Pilot Study — EFA Tables of Coping with Children’s Negative Emotions Scale —
Teacher Form

Table 26
Pilot Study — Communality Results of CCNES

Communalities CES6A 1.000 728
Initial Extraction CES6B 1.000 .509
CES1A 1.000 261 CES6C 1.000 400
CES1B 1.000 208 CES6D 1.000 615
CES1C 1.000 .647 CES6GE 1.000 .684
CES1D 1.000 465 CES6F 1.000 .599
CESLE 1.000 709 CESTA 1.000 .664
CESIF 1.000 .693 CES7B 1.000 783
Reverse 1.000 .638 Reverse 1.000 415
CES2A CES7C
CES2B 1.000 582 CES7D 1.000 732
CES2C 1.000 .601 CESTE 1.000 487
CES2D 1.000 .693 CESTF 1.000 758
CES2E 1.000 .595 CES8A 1.000 553
CES2F 1.000 329 CES8B 1.000 322
CES3A 1.000 297 Reverse 1.000 425
CES3B 1.000 .548 CES8C
CES3C 1.000 749 CES8D 1.000 468
CES3D 1.000 .613 CES8E 1.000 470
CES3E 1.000 .677 CES8F 1.000 .613
CES3F 1.000 429 CES9A 1.000 .624
CES4A 1.000 .308 CES9B 1.000 472
CES4B 1.000 783 CES9C 1.000 .539
CES4C 1.000 444 CES9D 1.000 .698
CES4D 1.000 515 CES9E 1.000 .560
CES4E 1.000 789 CES9F 1.000 .645
CES4F 1.000 .587 Reverse 1.000 327
CES5A 1.000 474 CES10A
CES5B 1.000 .675 CES10B 1.000 .569
CES5C 1.000 .589 CES10C 1.000 351
CES5D 1.000 .652 CES10D 1.000 756
CESS5E 1.000 297 CES10E 1.000 705
CES5F 1.000 788 CES10F 1.000 473
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CES11A 1.000 465 CES12B 1.000 605
CES11B 1.000 390 CES12C 1.000 641
CES11C 1.000 419 CES12D 1.000 370
CES11D 1.000 585 CES12E 1.000 333
CES11E 1.000 697 CES12F 1.000 431
CES11F 1.000 693
CES12A 1.000 654
Table 27
Pilot Study — Component Results of CCNES
Components
1 2 3 4 5 6

CES4E 880

CES5F .879

CES4B 865

CES7F 851

CES7B 844

CES6A .837

CES3C .829

CES6E 812

CES5B 802

CESI1E 791

CES2D 787

CES11F 784

CES7A 773

CES10D 765 387

CES12A 760

CES1F 758

CES6F 752

CES9A 747

CES10E 746 326

CES12B 744

CES4F 744

CES3E 743

CES1C 741

CES9D 738 349

CES12C 708 323
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CES11D 702
Reverse CES2A -.697 339

CES8A .693

CES11E .686 425

CES2E .683

CES9F .648 436

Reverse CES7C -.618

CES2B 573 -.367
CES3D .566 -.349
CES5A 485 334

CES10C 438 376
CES1A 321

CES7D .830

CES5D 782

CES6D 776

CES5C 719

CES10B 714

CES9E 708

CES4D 707

CESTE .673

CES12F 617

CES11C .609

CES6C .555

CES8E 527

CES4A 501

CES9B 474 339
CES3F 471 332

CES2F 393

CES1B 357

CES2C 736

CES3B .696

CES6B .395 .590

CES4C 575

CES8D 499 311
CES3A 477

CES9C 430 444 358
CES1D 420 433 -.310
CES12E 352 407
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CES12D 334 388 311
CES5E 363
CES8F 478 591
CES10F 440 469
CES8B 434
CES11B 337 421
CES11A 346 .534
Reverse CES10A -515
Reverse CES8C -.368 =512
Table 28
Pilot Study — Principle Component Analysis Results of CCNES
Total Variance Explained (Principal Component Analysis)
Initial Eigenvalues
Component Total % of Variance Cumulative %
1 22.284 30.950 30.950
2 9.751 13.543 44.493
3 2.540 3.528 48.021
4 2.159 2.998 51.019
5 1.620 2.249 53.269
6 1.502 2.086 55.355
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H. RELIABILITY ANALYSIS OF THE PILOT STUDY

Table 29

Pilot Study — Summary Item Statistics of Cognitive Reappraisal

Mean Min Max Range Max/Min  Variance N of Items

Inter-ltem
. 342 241 531 .290 2.203 .007 6
Correlations

Table 30

Pilot Study — Summary Item Statistics of Expressive Suppression

Mean Min  Max Range Max/Min  Variance N of Items

Inter-ltem
. .305 217 410 193 1.892 .005 4
Correlations

Table 31

Pilot Study — Item-Total Statistics of Distress Reactions

Scale

Scale Mean . Corrected Squared Cronbach’s
] Variance . .
if Item it It Item-Total Multiple Alpha if
| em
Deleted Correlation Correlation Item Deleted
Deleted
CES1B 32.26 46.569 224 134 415
Reverse
CCNES2a 070 41.701 175 313 415
CES3A 31.12 42.509 .188 207 410
CES4D 32.33 46.001 283 300 406
CESSE 30.94 38.704 357 281 347
CES6C 32.13 43.325 370 349 376
Reverse 3051
CCNES7C : 43.060 115 326 438
Reverse
CCNEssc 2739 51.230 -174 186 510
CES9B 31.88 42.986 305 329 383
Reverse 28.11
CCNES10A : 45.280 022 094 474
CES11B 30.08 44,044 .066 174 458
CES12D 31.59 41.565 339 207 368
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Table 32

Pilot Study — Item-Total Statistics of Punitive Reactions

Scale Scale Corrected Squared Cronbach’s
Mean if Variance if Item-Total Multiple Alpha if Item
Item Item Correlation Correlation Deleted
Deleted Deleted
CES1A 16.23 60.408 133 .055 .835
CES2F 18.02 59.011 .389 233 788
CES3F 18.02 59.165 434 297 783
CES4A 18.24 59.811 426 224 784
CES5D 18.23 57.327 .641 511 767
CES6D 18.22 56.965 .674 .535 765
CEST7E 18.13 56.941 576 418 771
CESSE 18.09 58.921 460 282 781
CES9E 18.23 58.428 558 435 774
CES10B  18.24 58.051 .638 498 769
CES11C 18.31 61.089 470 .354 783
CESI12E 17.38 55.516 401 177 791

Table 33

Pilot Study — Item-Total Statistics of Expressive Encouragement

Scale Scale Corrected Squared Cronbach’s
Mean if Variance if Item-Total Multiple Alpha if Item
Item Item Correlation Correlation Deleted
Deleted Deleted
CES1E 56.74 264.857 743 .609 .934
CES2E 57.29 266.257 .680 .600 .937
CES3E 57.12 263.362 .730 .662 .935
CES4B 56.64 259.290 .831 767 931
CES5F 56.38 262.756 .824 748 .932
CES6E 56.82 259.190 .796 .697 .932
CES7F 56.34 262.499 .826 .740 932
CES8A 57.16 262.814 .698 .567 .936
CES9A 56.62 264.286 741 .637 .934
CES10C 58.23 278.515 438 277 946
CES11F 56.47 265.686 .760 .624 .934
CES12B  56.73 267.765 728 .566 935
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Table 34

Pilot Study — Item-Total Statistics of Emotion-Focused Reactions

Scale Scale Corrected Squared Cronbach’s
Mean if Variance if Item-Total Multiple Alpha if Item
Item Item Correlation Correlation Deleted
Deleted Deleted
CES1F 56.89 248.018 723 .604 933
CES2B 57.45 245.773 .660 491 936
CES3D 57.68 245.412 706 .564 .934
CES4E 56.33 247.638 775 776 932
CES5A 58.15 251.429 .590 410 938
CES6A 56.39 247.272 790 760 931
CES7B 56.60 246.368 .814 727 .930
CES8F 57.63 246.671 .621 469 .938
CES9F 56.80 244.090 773 .641 932
CES10D  56.57 246.331 811 721 .930
CES11E 56.89 246.283 747 .629 932
CES12C 56.68 249.306 751 598 .933

Table 35

Pilot Study — Item-Total Statistics of Problem-Focused Reactions

Scale Scale Corrected Squared Cronbach’s
Mean if Variance if Item-Total Multiple Alpha if Item
Item Item Correlation Correlation Deleted
Deleted Deleted
CESi1C 57.07 220.766 701 575 .920
CES2D 56.94 220.928 .726 597 919
CES3C 56.88 216911 783 .705 917
CES4F 56.78 218.314 730 .589 919
CES5B 57.00 217.830 787 .664 917
CES6F 56.79 218.643 723 .544 919
CES7A 56.88 218.422 778 .622 917
CES8B 59.55 243.712 221 .114 941
CES9D 56.77 218.943 753 .621 918
CESI10E 56.67 219.306 .764 .636 918
CES11D 57.00 220.686 .663 487 .922
CES12A  56.73 221.365 729 575 919
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Table 36

Pilot Study — Item-Total Statistics of Minimization Reactions

Scale Scale Corrected Squared Cronbach’s
Mean if Variance if Item-Total Multiple Alpha if Item
Item Item Correlation Correlation Deleted
Deleted Deleted
CES1D 23.70 97.230 381 244 .804
CES2C 25.06 92.479 .590 481 780
CES3B 25.31 94.273 .589 454 781
CES4C 24.68 92.890 537 361 786
CES5C 26.26 105.200 458 493 796
CES6B 25.77 96.154 .637 485 779
CES7D 26.42 109.451 385 471 .803
CES8D 25.18 94.080 .520 299 788
CES9C 25.93 99.930 541 425 788
CES10F  23.22 98.886 306 .145 815
CES11A 26.14 106.718 333 231 .804
CES12F 26.35 107.492 385 401 .801
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I. EXPLORATORY FACTOR ANALYSIS TABLES OF MAIN STUDY

Main Study — EFA Tables of Emotion Regulation Questionnaire

Table 37
Main Study — Communality and Component Results of ERQ

Communalities Components
Initial Extraction 1 2
ERQ1 1,000 ,480 ERQ10 751
ERQ?2 1,000 ,460 ERQ7 , 744
ERQ3 1,000 ,410 ERQ1 ,690
ERQ4 1,000 ,219 ERQ8 ,669
ERQ5 1,000 ,357 ERQ3 ,634
ERQ6 1,000 734 ERQ5 ,552
ERQ7 1,000 ,553 ERQ6 ,836
ERQS8 1,000 467 ERQ9 ,740
ERQ9 1,000 ,603 ERQ2 677
ERQ10 1,000 ,583 ERQ4 466

Table 38
Main Study — Principle Component Analysis Results of ERQ

Total Variance Explained (Principal Component Analysis)

Initial Eigenvalues

Component Total % of Variance Cumulative %
1 3,231 32,313 32,313
2 1,635 16,348 48,661
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Main Study — EFA Tables of Coping with Children’s Negative Emotions Scale —
Teacher Form

Table 39
Main Study — Communality Results of CCNES

Communalities CES7A 1,000 ,671
Initial Extraction CES7B 1,000 779
CES1C 1,000 ,521 CES7D 1,000 ,620
CESIE 1,000 575 CEST7E 1,000 ,382
CES1F 1,000 ,532 CEST7F 1,000 ,703
CES2B 1,000 ,354 CES8A 1,000 ,489
CES2C 1,000 ,356 CES8B 1,000 ,303
CES2D 1,000 ,608 CES8D 1,000 ,368
CES2E 1,000 ,419 CESS8E 1,000 ,333
CES2F 1,000 ,358 CES8F 1,000 ,355
CES3B 1,000 ,357 CES9A 1,000 ,553
CES3C 1,000 ,601 CES9C 1,000 ,618
CES3D 1,000 ,403 CES9D 1,000 ,664
CES3E 1,000 ,463 CES9E 1,000 ,430
CES4A 1,000 ,226 CES9F 1,000 ,597
CES4B 1,000 ,672 CES10B 1,000 ,528
CES4C 1,000 427 CES10C 1,000 486
CES4E 1,000 ,762 CES10D 1,000 ;7121
CES4F 1,000 ,620 CESI0E 1,000 ,665
CES5A 1,000 ,364 CES11A 1,000 ,376
CESSB 1,000 ,621 CES11C 1,000 ,376
CESSC 1,000 377 CES11D 1,000 ,605
CESSD 1,000 371 CES11E 1,000 ,607
CESSF 1,000 ,7123 CES11F 1,000 ,635
CES6A 1,000 ,746 CESI12A 1,000 ,639
CES6B 1,000 ,399 CES12B 1,000 ,678
CES6D 1,000 ,293 CES12C 1,000 ,605
CES6E 1,000 ,540 CES12F 1,000 ,392
CES6F 1,000 ,083
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Table 40

Main Study — Component Results of CCNES

Communalities

Initial Extraction
CES7B ,883
CES4E ,862
CES6A ,856
CES10D ,848
CESSF ,845
CES7F ,836
CES6F ,825
CES12B ,822
CES7A ,819
CES4B ,818
CES12C ,815
CESI0E ,815
CES9D ,815
CES11F , 797
CES3C ,795
CES12A ,795
CES4F , 787
CES5B , 787
CES11E 778
CES11D 778
CES9F 772
CES2D ,763
CES9A ,743
CES1E , 741
CES6E ,734
CES1F ,723
CES1C ,708
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CESS8A 697
CES10C 695
CES3E 674
CES2E 641
CES3D ,630
CESS8F 595
CES2B 594
CES5A 582
CESSB ,549
CES9C 785
CES7D 782
CES10B 723
CES9E 653
CES4C 652
CES6B 630
CES7E 618
CES12F 614
CES11A 613
CES5C 611
CES5D ,609
CES11C 608
CES8D 607
CES3B 597
CES2F 597
CES2C 593
CESSE 577
CES6D 534
CES4A AT5




Table 41
Main Study — Principles Component Analysis Results of CCNES

Total Variance Explained (Principal Component Analysis)

Initial Eigenvalues

Component Total % of Variance Cumulative %
1 21,116 38,392 38,392
2 7,558 13,742 52,134
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J. RELIABILITY ANALYSIS OF MAIN STUDY

Table 42
Main Study — Summary Item Statistics of Cognitive Reappraisal

Mean Min Max Range Max/Min  Variance N of Items

Inter-ltem
. ,357 227 513 ,286 2,258 ,007 6
Correlations

Table 43
Main Study — Summary Item Statistics of Expressive Suppression

Mean Min  Max Range Max/Min  Variance N of Items

Inter-ltem
. ,319 ,137 ,599 ,462 4,380 ,025 4
Correlations

Table 44
Main Study — Item-Total Statistics of Supportive Reactions

Scale Scale
] ) . Corrected Squared Cronbach's
Mean if Variance if . .
Item-Total Multiple Alpha if Item
Item Item . .
Correlation Correlation Deleted

Deleted Deleted
CESI1C 189,84 2347,129 ,699 ,629 977
CES2D 189,69 2340,224 ,756 ,720 977
CES3C 189,28 2342721 ,788 ,767 977
CES4F 189,30 2338,901 7167 ,667 977
CES5B 189,63 2339,542 776 ,691 977
CES6F 189,25 2337,947 ,810 ,743 977
CES7A 189,41 2338,872 ,801 L7175 977
CES8B 190,28 2366,449 ,533 A21 ,978
CES9D 189,39 2337,159 ,797 , 725 977
CESI10E 189,24 2344,000 ,796 , 788 977
CES11D 189,61 2330,806 ,764 ,688 977
CES12A 189,45 2340,705 ,780 , 725 977
CESIF 189,80 2338,118 715 ,710 977
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CES2B 190,28 2357,635 377 ,505 978

CES3D 190,35 2352,823 ,611 ,624 978
CES4E 189,01 2333,696 ,852 ,839 977
CES5A 190,70 2358,774 ,554 ,527 ,978
CES6A 189,03 2339,796 ,844 ,795 977
CES7B 189,19 2332,046 ,867 ,863 977
CES8F 190,12 2357,584 ,573 ,584 978
CES9F 189,49 2337,170 ,755 ,762 977
CES10D 189,27 2335,661 ,835 ,802 977
CESI11E 189,60 2333,907 ,761 ,731 977
CES12C 189,35 2338,452 ,796 ,764 977
CES1E 189,58 2341,252 ,734 ,726 977
CES2E 190,14 2352,178 ,630 ,639 ,978
CES3E 189,91 2348,714 ,604 ,694 978
CES4B 189,36 2334,343 ,802 ,785 977
CES5F 189,19 2334,349 ,833 ,810 977
CES6E 189,66 2338,509 ,716 ,675 977
CEST7F 189,24 2333,923 ,822 ,810 977
CESS8A 189,84 2344,743 ,682 ,657 977
CES9A 189,43 2338,017 ,721 ,681 977
CES10C 189,89 2341,859 ,678 ,635 977
CES11F 189,34 2341,005 L1778 ,750 977
CES12B 189,41 2341,268 ,808 ,766 977
Table 45

Main Study — Item-Total Statistics of Non-Supportive Reactions

Scale Scale Corrected Squared Cronbach’s
Mean if Variance if Item-Total Multiple Alpha if Item
Item Item Correlation Correlation Deleted
Deleted Deleted
CES2F 25,62 142,956 ,548 414 ,906
CES4A 25,71 145,111 427 2277 ,909
CES5D 25,68 142,055 ,546 ,546 ,906
CES6D 25,74 145,536 ,488 ,392 ,908
CES7E 25,65 141,492 ,558 ,461 ,906
CES8E 25,50 139,448 ,517 372 ,908
CES9E 25,63 139,053 ,593 ,465 ,905
CES10B 25,68 140,702 ,667 ,550 ,904
CES11C 25,69 141,051 ,547 ,513 ,906
CES2C 25,39 139,577 ,539 ,486 ,907
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CES3B 25,53 142,734 ,951 513 ,906
CES4C 25,49 138,262 ,004 517 ,905
CES5C 25,66 141,924 ,557 ,520 ,906
CES6B 25,66 142,168 ,578 ,485 ,906
CES7D 25,83 142,838 ,743 ,664 ,903
CES8D 25,29 137,160 ,550 ,410 ,907
CES9C 25,64 138,525 ,738 ,643 ,902
CES11A 25,70 142,238 ,553 ,480 ,906
CES12F 25,79 144,021 ,957 478 ,906
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K. NORMALITY HISTOGRAMS, NORMAL Q-Q PLOTS AND
DETRENDED Q-Q PLOTS OF THE TOTAL SCORES

Normality Figures of Expressive Suppression

Figure 22

Normality Histogram of Expressive Suppression

Frequency

Histogram

Mean = 3,
Std. Dev.'= 1235
P

TotalES

Figure 23
Normal Q-Q Plot of Expressive Suppression

Expected Normal

Normal Q- Plot of TotalES

Observed Value

Figure 24
Detrended Q-Q Plot of Expressive Suppression

DevfromNormal

Detrended Normal Q-Q Plot of TotalES

Observed Value
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Normality Figures of Cognitive Reappraisal — Before Transformations

Figure 25

Normality Histogram of Cognitive Reappraisal — Before Transformation
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Figure 26

Normal Q-Q Plot of Cognitive Reappraisal — Before Transformation
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Normal Q-Q Plot of TotalCR
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Figure 27

Detrended Q-Q Plot of Cognitive Reappraisal — Before Transformation

Dev from Normal

Detrended Normal Q-Q Plot of TotalCR
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Normality Figures of Suppotive Reactions — Before Transformations

Figure 28

Normality Histogram of Supportive Reactions — Before Transformation

Figure 29

Frequency

Histogram

60

TotalSR

Normal Q-Q Plot of Supportive Reactions — Before Transformation

Figure 30

Expected Normal

Normal Q-Q Plot of TotalSR

Observed Value

Detrended Q-Q Plot of Supportive Reactions — Before Transformation

Dev from Normal

05

00
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Detrended Normal Q-Q Plot of TotalSR
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Normality Figures of Non-Suppotive Reactions — Before Transformations

Figure 31

Normality Histogram of Non-Supportive Reactions — Before Transformation
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Figure 32

Normal Q-Q Plot of Non-Supportive Reactions — Before Transformation

Expected Normal

Normal Q-Q Plot of TotalNSR
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Figure 33

Detrended Q-Q Plot of Non-Supportive Reactions — Before Transformation
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Normality Figures of Cognitive Reappraisal — After Transformations

Figure 34

Normality Histogram of Cognitive Reappraisal — After Transformation
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Normality Figures of Supportive Reactions — After Transformations

Figure 37

Normality Histogram of Supportive Reactions — After Transformation
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Normality Figures of Non-Supportive Reactions — After Transformations

Figure 40
Normality Histogram of Non-Supportive Reactions — After Transformation
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Normal Q-Q Plot of Non-Supportive Reactions — After Transformation
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L. LINEARITY SCATTERPLOT MATRICES

Figure 43

Scatter Plot Matix for Linearity Before Transforamtions
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Figure 44
Scatter Plot Matix for Linearity After Transforamtions
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M. TURKISH SUMMARY / TURKCE OZET

ERKEN COCUKLUK EGITiMCILERININ DUYGU DUZENLENMESI VE
DUYGU SOSYALLESTIRMESI

GIRIS

Erken ¢ocukluk egitimcisi olmak belirli kisisel ozellikleri, 6gretmek igin ig¢sel bir
motivasyona sahip olmay1 ve kisinin 6z-farkindaligini gerektirir (Gordon Biddle vd.,
2014). Bu sebeple erken ¢ocukluk egitimcileri sabirly, ilgili ve destekleyici olmalidir,
clinkii ¢ocuklar Ogretmenin kisiligine tepki verir ve onun kisiliginden etkilenir
(Gordon Biddle vd., 2014). Her ne kadar bu 6zelliklere dogrudan sahip olmak herkes
icin miimkiin olmasa da kii¢iik ¢ocuklari tanimak, onlarin gelisimlerini anlamak ve bu
anlayis1 cocuklarin gelisebilecegi ortamlar olusturmak icin kullanmak bu amagla
edinilebilecek 6zelliklerden birkagidir. Bu ozellikler profesyonel standartlar olarak
nitelenebilir. Profesyonel standartlar farkli kurumlarca ulusal ya da uluslaras: olarak
olusturulmus olsa da neredeyse hepsinin ortak olarak degindigi bazi temel noktalar
vardir. Bunlardan birisi de g¢ocuklarin sosyal ve duygusal gelisiminin

desteklenmesidir.

Farkl1 egitim programlarina bakildiginda, ¢ocuklarin sosyal ve duygusal gelisimini
desteklemek amaciyla erken ¢ocukluk egitimcilerinin sahip olmasi gereken
profesyonel standartlar saglandigi goriilmiistiir. Bu programlardan NAEYC program
standardinda konuya iligskin olarak, tiim g¢ocuklar ve yetiskinler arasinda olumlu
iliskilerin tesvik edilmesi, her cocugun bir toplulugun pargasi olarak bireysel deger ve
aidiyet duygusunun tesvik edilmesi ve her cocugun sorumlu bir topluluk tiyesi olarak
katkida bulunma yeteneginin desteklenmesi hedeflenmistir (NAEYC). Ayrica erken
cocukluk egitimcilerinin, ¢ocuklarin duygularini ve sorunlari tanimlayarak ve bu
sorunlara alternatif ¢oziimler deneyerek sinif i¢i catismalart ¢ozmeleri Onerilmistir
(NAEYC). Bu programa ek olarak, NBPTS standartlar1 gz 6niine alindiginda yine
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benzer sekilde egitimcilerin duygusal gelisimi desteklemelerinin, ¢ocuklarin smif
ortaminda duygularini diizenleyebilmelerinin ve duygularini ifade etme yeteneklerinin
onemi vurgulamistir. Basarili erken c¢ocukluk egitimcilerinin ise, c¢ocuklarin
duygularii tanimayi 6grenmelerine ve onlarin duygularinin farkina varmalarina
yardimci olacagi bir standart belirlenmistir (NBPTS, 2012). Ayrica, gelisime uygun
uygulamalara (DAP) gore erken ¢ocukluk egitimcilerinin bu konudaki 6zellikleri su
sekilde agiklanmaktadir: Okul 6ncesi donemde baslayan sosyal becerilerin ve duygu
diizenlemenin gelisiminin sonraki gelisim evrelerinde de devam edecegini bilirler.
Olumlu kimlik olusturma sorunlariin ve yetiskinlerle saglikli etkilesimlerin kiigiik
cocuklarin topluma uygun davraniglar1 Ogrenmelerine yardimci oldugunun
farkindadirlar. Makul gelisim hedeflerini korurlar. Sosyal ve duygusal 6grenmenin
yetiskinlerle olumlu iligkiler ortaminda gergeklestiginin farkindadirlar (Gestwicki,

2015).

Tiirkiye baglaminda ise Milli Egitim Bakanligi’nin saglamis oldugu erken ¢ocukluk
egitimi programinda da erken ¢ocukluk egitimcileri i¢in benzer bir standart belirledigi
goriilmiistiir. Programda erken c¢ocukluk egitimcisi, erken c¢ocukluk egitiminin
niteligini ve ¢ocugun gelisimini etkileyen en temel belirleyicilerden birisi olarak
nitelenmistir. Cocuklarin yalnizca deger gordiikleri, sevildiklerinden emin olduklar
ve kendilerini gilivende hissettikleri destekleyici ortamlarda kesfedecekleri
vurgulanmistir (MEB, 2013). Dolayisiyla erken ¢ocukluk egitimcisinin sinif i¢i sosyal
ve duygusal iklimdeki rolii acik¢a belirtilmistir.

Dolayisiyla, erken cocukluk egitimi ortamlarinda, erken c¢ocukluk egitimcileri,
cocuklarin duygularini diizenlemelerine ve ifade etmelerine rehberlik ederek sosyal ve
duygusal gelisiminde 6nemli bir rol oynamaktadir (Denham vd., 2012; Jennings &
Greenberg, 2009). Bu kritik rollere ragmen, ¢ocuklarin duygulariyla ve zorlayici
davranislarla basa ¢ikmanin erken cocukluk egitimcileri i¢cin 6nemli bir stres kaynagi
oldugu vurgulanmaktadir (Carson vd., 2006; Montgomery & Rupp, 2005; Sutton,
2004). Bunun sebebi ise, erken cocukluk egitimcilerinin siklikla duygusal olarak
kiskirtict durumlara maruz kalmalar1 ve bu durumlarin giiclii bir duygusal tepkiyi
tetiklemesi durumunda 6z diizenleme i¢in smirli alana ve segcenege sahip olmalari

olabilir (Jennings & Greenberg, 2009).
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Erken ¢ocukluk egitimcileri i¢in bu stres kaynagi gz oniine alindiinda, ¢ocuklarla
iletisim ve etkilesim siireglerini olumsuz yonde etkilenebilecegi ve ¢ocuklarla olumlu
etkilesim kurma becerilerinin sinirlanabilecegi sOylenebilir. Bu durumda, erken
cocukluk egitimcilerinin kendi duygularim1 diizenlemeleri elzem hale gelir. Duygu
diizenleme, farkli durumlarla basa ¢ikmak ic¢in duygularin farkinda olma ve
gerektiginde onlar1 kontrol etme siireglerine izin veren bilingli veya bilingsiz davranig
ve stratejiler olarak tanimlanmaktadir (Calkins & Hill, 2007; Denham vd., 2012).
Duygulan diizenlemek i¢in iki ana strateji vardir: biligsel yeniden degerlendirme ve
disavurumcu bastirma (Gross & John, 2003). Bunlardan ilki olan bilissel yeniden
degerlendirme, potansiyel olarak duygusal bir durumu duygusal etkiyi doniistiirecek
sekilde yorumlamaya odaklanan biligsel bir degisim olarak tanimlanabilir (Lazarus &
Alfert, 1964). Ikincisi olan disavurumcu bastirma ise siirekli bir duygu durumunun

disavurumunu engellemeye dayali bir tepki bi¢imidir (Gross, 1998).

Duygunun hisleri, bilisleri ve hedefleri i¢eren bilesenleri oldugu icin (Shaffer, 2015),
erken ¢ocukluk egitimcilerinin duygulari da onlarin diistinme, kategorize etme ve
problem ¢ozme siireclerini etkileyebilir (Sutton & Wheatley, 2003). Bu durumda
duygular, erken ¢ocukluk egitimcilerinin motivasyonlarini ve biliglerini, ve dolayisiyla
da g¢ocuklarin olumsuz duygulariyla bas etme stratejilerini etkileyebilir (Sutton &
Wheatley, 2003). Ayrica olumlu duygulanmanin, bireyleri notr kosullara gore daha
olumlu olarak kategorize etmeye ve daha yapici yaklasmaya yonlendirdigi ortaya
konmustur (Isen vd., 1992). Bagka bir deyisle, erken ¢ocukluk egitimcisi duruma ne

kadar sempati duyarsa, o kadar olumlu yaklagmaktadir.

Cocuklar aym1 zamanda erken ¢ocukluk egitimcilerinin duygularmin farkinda
olabilirler ve boylece egitimcilerin durumlart olumlu veya olumsuz olarak
siiflandirmalarindan etkilenebilirler (Sutton & Wheatley, 2003). Bu nedenle erken
cocukluk egitimcilerinin kii¢iik cocuklarin duygularinin sosyallestirilmesi siirecini
yonetebilmek icin Oncelikle kendi duygularini diizenlemeleri gerekmektedir. Bu
sayede kiiciik cocuklarla destekleyici bir etkilesim olusturabilir ve sosyal
O0grenmelerini destekleyebilirler. Arastirmalar, erken ¢ocukluk egitimcilerinin sakin
kalma, kendi duygularin1 diizenleme ve zorlu durumlarla basa ¢ikma becerilerini
gelistirmelerinin, ¢ocuklara olumsuz duygular hissettiklerinde daha iyi rehberlik

saglayabilecegini gostermektedir (Jennings & Greenberg, 2009). Bu nedenle erken

188



cocukluk egitimcilerinin duygu diizenlemeleri, kiiciik ¢ocuklarin duygularini siif
ortaminda sosyallestirme stratejilerinde dnemli bir rol oynamaktadir. Daha ayrintili
olarak agiklanirsa, sinif i¢i sosyal faktorlerin ¢ocuklarin kendi duygularini nasil
anladiklar1 ve degerlendirdikleri, duygu diizenleme stratejilerini nasil edindikleri ve
duygularin1 yonetmede kendilerine olan giivenlerini nasil olusturduklar iizerinde rolii
vardir (Thompson & Meyer, 2007). Ciinkii Ogretmenin cocugun duygularin

degerlendirme sekli, duygu kontroliinii gelistirebilir veya engelleyebilir.

Erken cocukluk egitimcileri, yeni beceriler gosterme, heyecan verici materyaller
saglama ve belirli etkinliklere katilma gibi, kiiglik cocuklarin duygusal gelisimlerinde
ve duygularint sosyallestirmelerinde etkili bir rol oynamalarini saglayabilecek
niteliklere sahiplerdir (Denham, 1998). Bu nitelikler, erken ¢ocukluk egitimcilerini
cocuklar i¢in giiclii rol modeller haline getirebilir ve ¢ocuklar, erken ¢ocukluk
egitimcilerinin duygularina olan ilgilerinden ve duygusal deneyimlerine verdikleri
tepkilerden kolaylikla etkilenebilirler (Ahn & Stifter, 2006). Cocuklarin duygulari
deneyimleme ve ifade etme yeteneklerini tahmin etmek icin, onlarin duygusal
ifadelerini etkileyen faktorleri anlamak hayati 6nem tasir (Eisenberg vd., 1998;
Halberstadt vd., 1999). Bu noktada duygularin sosyallesmesi, ¢cocuklarin duygusal

gelisiminde énemli bir faktordiir (Saarni, 1999).

Duygu sosyallestirme, kisinin duygularini etkili bir sekilde iletmesi, diger insanlarin
duygusal iletisimini basarili bir sekilde yorumlamas1 ve tepki vermesi, kisinin kendi
duygularinin farkindalig, kabulii ve dilizenlenmesi olarak tanimlanmaktadir
(Halberstadt vd., 2002). Ev ortamlarinda ebeveynler, ¢cocuklarin kiiltiirel normlarini
gelistirmek, duygusal davranislarini yonetmek ve olumsuz duygularini diizenlemek
icin sosyallestirme uygulamalarina bagvururlar (Sroufe, 1996). Anne babalar bu
sosyallestirme uygulamalarinda ifade ve davranislariyla model olurlar. Dolayistyla bir
ebeveynin herhangi bir duyguya verdigi tepki cocuga o duyguyu nasil ifade etmesi,
nasil yasamasi ve nasil tanimlamasi gerektigi konusunda fikir verir (Calkins & Hill,
2007). Bu noktada duygusal olarak zor durumlarda uygulanan ebeveyn sosyallestirme
davraniglarinin ~ ¢ocuklarin  diizenleme davranislarindaki farkliliklarla  iligkili
olabilecegi diisiintilmiistiir (Perry vd., 2012). Ebeveynler iizerinde daha 6nce yapilan
calismalarda, cocuklarin duygularini kabul eden ve duygusal ifadelere kars1 duyarli bir

tutumla destekleyici tepkiler veren ebeveynlerle biiyiiyen ¢ocuklar, kendilerini
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duygusal olarak daha iyi diizenledikleri gozlemlenmistir. Ayrica cezalandirma,
kiiglimseme gibi destekleyici olmayan tepkilerle karsilasmanin ¢ocuklari olumsuz
etkiledigi ortaya konmustur (Eisenberg vd., 1998). Dahasi, duygusal sosyallestirme
girisimlerinin, ¢ocuklarin duygusal ifadeleri tanima ve kullanma becerilerini
destekleyerek duygusal yeterliliklerini etkiledigi ortaya konmustur (Eisenberg vd.,
1998; Ahn & Stifter, 2006).

Cocuklar okul 6ncesi ortamina katildiginda, erken cocukluk egitimcilerinin kiiglik
cocuklarla etkilesimi onlarin duygusal gelisimleri i¢in gerekli ve onemlidir (Pianta,
1999). Bunun disinda Pianta (1999), cocuklarin olumsuz sosyal-duygusal
gecmislerinin olumlu erken c¢ocukluk egitimei iligkileri ile dengelenebilecegini ve
listesinden gelinebilecegini iddia etmektedir. Ornegin, bir ¢ocugun giivenli bir iliski
gelistirebilecegi bir erken cocukluk egitimcisi ile etkilesime ge¢mesi, genellikle
akranlariyla iletisim ve sosyallesme yeterliligini artirir (Elicker & Fortner-Wood,
1995). Erken c¢ocukluk egitimcilerinin, sinif ortaminda c¢ocuklarin olumsuz
duygulariyla kars1 karsiya kaldiklarinda sosyallestirme rolleri ¢ok 6nemlidir. Bu
baglamda olumsuz duygular, ¢ocuklarin endiseli, korkmus, kizgin veya hayal
kirikligina ugramis hissettikleri durumlar olarak adlandirilmaktadir (Fabes vd.,
1990a). Ayrica duygusal agidan zor zamanlar olarak adlandirilan benzer bir terim,
ilgili literatiirde ¢ocuklarin baska birinin Ofkesiyle karsi karsiya kaldiklari,
baskalarinin duygularini incittikleri, endise duyduklar1 ve beklemek zorunda kaldiklari
durumlan ifade etmek i¢in tanimlanmaktadir (Hyson, 2004). Burada, ¢ocuklarin
olumsuz duygulariyla bas etme, erken cocukluk egitimcilerinin ¢ocuklarin olumsuz
duygulariyla karsilastiklarinda veya duygusal olarak zor zamanlarinda kullandiklar
duygu sosyallestirme stratejilerini ifade eder. Bu sosyallestirme tepkileri, destekleyici
tepkiler ve destekleyici olmayan tepkiler olmak iizere iki kategoriye ayrilmistir (Fabes
vd., 2002). Destekleyici tepkiler, duygu odakl tepkiler, problem odakli tepkiler ve
zorlu durumlarda giivence ve rahatlik saglayan ifade edici cesaretlendirmeyi iceren
yetiskin tepkileri olarak tanimlanir (Cole vd., 2009). Destekleyici olmayan tepkiler,
cocuklarin olumsuz duygular1 veya zor zamanlari oldugunda kiigiimseme tepkileri ve

cezalandirici tepkiler olmak tizere yetiskinlerin olumsuz tepkileri olarak tanimlanir.

Destekleyici ve destekleyici olmayan duygu sosyallestirme tepkilerinin ¢ocuklarin

duygu diizenleme siirecleriyle iliskili oldugu bulunmustur (Perry vd., 2012). Ornegin,
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cocuklart olumsuz duygularini ifade etmeye tesvik ederek, daha karmasik diisiinme,
empati kurma, baskalarinin duygularini anlama ve bir bakis agis1 edinme becerileri
gelistirilebilir (Bryant, 1987; Halberstadt, 1986; Saarni, 1989). Ote yandan, ¢cocuklarin
sikint1, 6fke, iiziintii, korku gibi olumsuz duygularina verilen destekleyici olmayan
tepkiler icin ¢ocuklarin yapici olmayan davraniglarda bulunmalarinin artabilecegi ve
sosyal-duygusal gelisimlerinin etkilenebilecegi belirtilmistir (Eisenberg vd., 1996;
Eisenberg vd., 1998; Gottman vd., 1997).

Ayrica literatiirde ¢ocuklarin olumsuz duygulariyla bas ederken destekleyici olmayan
tepkilerin kullanilmasimin ¢ocuklarin empati becerilerinin diisiik olmast ve kaygi
diizeylerinin artmastyla iligkili oldugu, dolayisiyla cocuklarin sosyal-duygusal
yeterliklerini zayiflattigi gozlemlenmistir (Buck, 1984; Eisenberg vd., 1991; Fabes
vd., 2001; Gross & Levenson, 1993; Roberts & Strayer, 1987). Bu nedenle bakim
verenlerin tepkileri, cocuklarin duygusal ifadeleri ve sosyal davraniglar1 6grenmeleri

icin 6nemli niteliklere sahiptir (Ahn, 2005).

1.1. Arastirmanin Amaci ve Arastirma Sorulari

Arastirmanin amact genel hatlariyla erken ¢ocukluk egitimcilerinin  duygu
diizenlemesi ile kiigiik ¢ocuklarin olumsuz duygularini sosyallestirmeleri arasindaki
iligkinin altin1 ¢izmektir. Ayrintili olarak, bu calisma {i¢ ana ama¢ hakkinda bilgi
vermeyi amaglamistir. Oncelikle erken ¢ocukluk egitimcilerinin duygu diizenleme
stratejilerinin genel Oriintiileri hakkinda bilgi verilmesi amaclanmistir. Calismanin
ikinci amaci, erken ¢ocukluk egitimcilerinin duygusal olarak zor zamanlarda kii¢lik
cocuklarin olumsuz duygularmi sosyallestirme stratejilerinin genel Oriintiileri
hakkinda bilgi saglamaktir. Calismanin ii¢lincii amaci, erken ¢ocukluk egitimcilerinin
duygu diizenleme stratejilerinin, kiiciik ¢cocuklar olumsuz duygular hissettiklerinde
onlarin bu duygularini sosyallestirme stratejilerinde nasil bir rol oynadig:1 hakkinda
daha fazla sey kesfetmektir. Arastirmanin bu amacglarina bagh olarak asagidaki

arastirma sorular1 (AS) olusturulmustur.
AS1: Erken ¢ocukluk egitimcilerinin duygu diizenleme stratejileri nelerdir?

AS2: Erken ¢ocukluk egitimcilerinin duygusal olarak zor zamanlarda kiigiik

cocuklarin olumsuz duygularini duygu sosyallestirme stratejileri nelerdir?
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AS3: Erken cocukluk egitimcilerinin duygu diizenleme stratejileri (biligsel yeniden
degerlendirme ve disavurumsal bastirma), duygusal olarak zor zamanlarda kiigiik
cocuklarin olumsuz duygularini sosyallestirmeleriyle (destekleyici ve destekleyici

olmayan tepkiler) ne dlgiide iligkilidir?
1.2. Arastirmanin Onemi

Duygu diizenleme ve sosyallestirme iizerine yapilan calismalarda genellikle aile
baglami ele alinmig, ancak okul gibi diger sosyal baglamlar {izerinde fazla
durulmamistir (Bolstad vd., 2021; Ornaghi vd., 2020; Gunzenhauser vd., 2014).
Ebeveynler gibi erken c¢ocukluk egitimcileri de cocuklarin sosyal ve duygusal
geligimlerini stirdiirdiikleri bir sosyal ortami yonettikleri i¢cin (Mill & Romano-White,
1999) kiiciik ¢ocuklarin aile disindaki g¢evreleriyle iliskili iligskisel deneyimlerini
incelemek i¢in daha fazla arastirma yapilmasi onerilmektedir (Calkins & Bell, 2010).
Ayrica, erken cocukluk egitimcilerinin kiiciik ¢ocuklarin olumsuz duygularin
sosyallestirmelerinin ve duygusal yeterliliklerini en iist diizeye ¢ikarmalarina yardimci
olmalarinin daha iyi anlasilmasmin erken cocukluk egitimci egitiminde olumlu

geligsmeler saglayabilecegi iddia edilmistir (Denham vd., 2012).

Ayrica, erken cocukluk egitimcilerinin kiiciik ¢ocuklarin olumsuz duygularini
sosyallestirmesini arastirmak i¢in yapilan ¢alismalarin ¢ogu, giincel caligmadan farkl
olarak, nitel bir metodoloji kullanan vaka caligmalaridir (6rn., DeMorat, 1998;
Silkenbeumer vd., 2018; Cekaite & Ekstrom, 2019). Ornegin, erken cocukluk
egitimcilerini ilkokul cagindaki ¢ocuklarin sosyallestiricileri olarak degerlendiren
DeMorat (1998), anaokulu erken cocukluk egitimcilerinin {i¢ ay boyunca tepkilerle

ilgili duygularini incelemistir.

Bahsi gecen konulara ek olarak, literatiirde kiiciik c¢ocuklarin duygu diizenleme
stireclerinin, yetiskinlerin duygu sosyallestirme stratejilerinden etkilendigini ortaya
koyan galismalar (Ahmetoglu et al., 2021; Milojevich et al., 2020; ince, 2020) ve bu
baglamda dgretmen adaylarinin katilimei olarak alincigi calismalar (Oztiirk, 2020) da
bulunmaktadir. Bu ¢alismalardan alinan sonuglar ise aslinda giincel ¢aligmanin alan

icin gerekliligini ve 6nemini bir kez daha vurgulamaktadir.

Glincel calismaya benzer olarak yiiriitiilmiis olan bagka bir calismada ise (Burak,

2019), giincel calismadan farkli olarak yalnizca olumsuz duygulara odaklanilmadigi,
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calismanin farkl bir 6rneklemde yiiriitiildiigli ve genelleme yapilan alanin giincel
¢alismanin popiilasyonundan farkli oldugu goriilmiistiir. Buna ek olarak her ne kadar
bu iki ¢alismada duygu sosyallestirme stratejilerini farkli yonden ele alinmis olsa da
arastirmalarin nicel dogasi geregi sonuglarinin farkli alanlarda birbirini destekledigi
ve literatiir i¢in daha gegerli bir sonu¢ saglamada birbirlerine katkida bulundugu

gorilmistir.
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YONTEM

2.1. Arastirmanin Deseni

Calisma, iki veya daha fazla degisken arasindaki olasi iligkileri herhangi bir girisimde
bulunmadan arastirmayi amaglayan bir nicel arastirma tiirii olan iligkisel arastirma
olarak tasarlanmistir (Fraenkel vd., 2012). Bu iliskisel ¢alismanin temel amaci, her bir
arastirma sorusundaki degiskenler arasindaki iligkiyi arastirmaktir. Arastirma hem
degiskenler arasindaki tahminler hem de olas1 iligki Oriintiileri mevcut calisma
kapsaminda analiz edildiginden, iliskisel arastirma deseninin hem agiklayict hem de

tahmin edici yonlerini gergeklestirmistir.
2.2. Veri Toplama Aracglar

Mevcut arastirmada veriler ii¢ farkli veri toplama araci ile toplanmistir. Bu araglar
Demografik Bilgi Formu, Duygu Diizenleme Anketi (Gross & John, 2003), ve
Cocuklarm Olumsuz Duygulariyla Basa Cikma Olgegi — Ogretmen Formu (Fabes vd.,
2000) olarak siralanabilir. Bu araglardan Ccouklarin Olumsuz Duygulariyla Basa

Cikma Olgegi — Ogretmen Formu ¢alisma kapsaminda Tiirkce’ye uyarlanmustir.
2.3. Pilot Calisma

Veri toplama araglariin ilgili verilere ulagsmada etkili olup olmadigin1 ve bu ¢alisma
baglaminda araclarin giivenilir ve gegerli olup olmadigini anlamak i¢in ana ¢alismadan
once bir pilot calisma yapilmistir. Boylece c¢alismanin giivenirlik ve gecerlilik
konularina katki saglamistir. Pilot ¢alismanin bir diger amaci, bu ¢alisma kapsaminda
uyarlanan Olcegin gecerli ve giivenilir olmasini saglamaktir. Pilot ¢alisma i¢in ana
caligma ile ayni ornekleme yontemiyle 788 katilimciya ulasilmistir. Daha sonra

Olceklerin faktor yapilar: analiz edilmistir.
2.4. Ana Calisma

Pilot ¢alisma sonucunda yapilan analizler sonucunda uyarlanan 6lgme aracinda bazi
degisiklikler yapilmistir. Sonrasinda da ana calisma i¢in yeniden veri toplama
prosediirii gerceklestirilmistir. Ana c¢alismanin baslangicinda, mevcut calismada
kullanilan 6lgeklerin giivenilir ve gecerli oldugundan emin olmak i¢in 6l¢ekler tekrar

test edilmistir. Ayrica ana arastirma 6rneklemi degistigi icin 6l¢eklerin asil arastirma
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orneklemi iizerinde c¢alistigindan emin olmak icin analizler yapilmistir. Ozetle, ana
calisma analizi prosediiriinden 6nce On analiz, betimsel analiz, glivenirlik analizi ve

faktor analizi prosediirleri gerceklestirilmistir.
2.5. Veri Analizi

Calisma analiz prosediirii ana c¢alisma verilerinin 6n analizi, faktor analizi ve yol
analizi olmak iizere birkag analiz adimini icermektedir. Ilk adimda veriler taranarak
eksik ve aykir1 degerler tespit edilmis, 6n analiz kapsaminda ana ¢aligma verilerinin
ozelliklerini tespit etmek icin betimsel analiz islemi yapilmustir. Ikinci adimda, mevcut
calismada kullanilan Olgeklerin gilivenirligini ve gegerligini saglamak ic¢in faktor
analizi islemi yapilmistir. Bu noktada faktdr analizinin iki islevi vardir. ilki, pilot
calisma agamasinda ilgili degisikliklerden sonra 6lgme araglarinin gegerli ve giivenilir
olmasini saglamak ve ikincisi de pilot calismadan farkli olan ana ¢alisma O6rneklemi

lizerinde ¢aligmasini saglamaktir.

Calismada kullanilan 6lgme araglarinin ana c¢alisma igin giivenilir ve gegerli
oldugundan emin olduktan sonra, arastirmacilarin bir 6rneklem sonuglarina bagl
olarak bir popiilasyon hakkinda sonuclar ¢ikarmasina olanak tanityan bir analiz
yontemi olan veriler ¢ikarimsal istatistik yontemleriyle analiz edilmistir (Fraenkel vd.,
2012). Mevcut calisma, ¢ikarimsal bir istatistik teknigi olarak yol analizini
kullanmistir. Yol analizi i¢in ilgili literatlire dayali olarak bir model 6nerilmis ve
mevcut caligma kapsaminda test edilmistir. Model sonuglart sonuglar boliimiinde

detayli olarak sunulmustur.
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BULGULAR VE TARTISMA

3.1. Erken Cocukluk Egitimcilerinin Duygu Diizenleme Stratejileri

Aragtirmanin  amaglarindan  biri, erken ¢ocukluk egitimcilerinin  duygu
diizenlemelerini incelemektir. Bu baglamda erken cocukluk egitimcilerinin duygu
diizenlemeleri biligsel yeniden degerlendirme ve disavurumsal bastirma agisindan

degerlendirilmistir.

Cocuklarin yakin iligki icinde olduklar1 yetiskinlerin duygularini anlamalar1 ¢ok
onemlidir (Dunn, 2002). Bir duygu profiline diizenli olarak maruz kalmak, ¢ocuklarin
ifade kaliplarinda belirleyici bir rol oynayabilir (Denham vd., 2015; Halberstadt vd.,
1993; Valiente vd., 2004). Bu nedenle, ¢cocugun giivenli bir iliski gelistirebilecegi bir
erken ¢ocukluk egitimcisine sahip olmak, onun sosyal yeterliliginde belirleyici bir rol
oynayabilir (Elicker & Fortner-Wood, 1995). Bu noktada erken ¢ocukluk egitimcisi

icin olumlu bir duygusal profil saglamasinin 6nemi yadsinamaz.

Mevcut literatiirde, mevcut c¢alisma sonuglart dogrultusunda erken ¢ocukluk
egitimcilerinin kiigiik ¢ocuklarla etkilesiminde erken ¢ocukluk egitimcilerinin duygu
diizenleme becerilerinin etkili oldugu (As1 vd., 2018) gosterilmistir. Erken ¢ocukluk
egitimcilerinin duygu diizenleme siireglerinde kullandiklar1 yeniden degerlendirme ve
bastirmanin dogas1 geregi, yeniden degerlendirenlerin daha fazla olumlu duygu
yasadiklar1 ve bu duygular ifade ettikleri ancak daha az olumsuz duygu yasadiklari,
bastiranlarin ise daha az olumlu duygu yasadiklar1 ancak bu duygular ifade

etmedikleri belirtilmektedir (Gross & John, 2003).

Baz1 arastirmalar erken ¢ocukluk egitimcilerinin duygu diizenleme stratejisi olarak
cogunlukla disavurumcu bastirmay1 kullanmayzi tercih ettiklerini 6ne siirse de (Argon,
2015; As1 vd., 2018), bilissel yeniden degerlendirmenin, kiigiik ¢ocuklarla sinif
ortaminda etkilesimde, sinif yonetimi stratejisi olarak kullanilan bir yontem oldugu da
bilinmektedir. (Sutton vd., 2009). Giincel calismada da literatiirde beklendigi gibi
erken ¢ocukluk egitimcilerinin duygu diizenlemelerinde biligsel yeniden
degerlendirmenin daha yaygin oldugu ve disavurumsal bastirmanin daha diisiik

oranlarda yasandigi bulunmustur.
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Erken cocukluk egitimcileri, sinif yonetimini slirdiirmek ve sinif i¢i eylemlerinde
profesyonel bir tutum saglamak i¢in duygularim1 yeniden degerlendirmeyi tercih
edebilirler (Sutton vd., 2009). Bu durum erken ¢ocukluk egitimcilerinin dersi daha
verimli yonetmelerine, kendilerini sinifa daha iyi ifade etmelerine ve duygularini daha
iyi ifade etmelerine ve kontrol etmelerine olanak saglayabilir. Boylece sinif yonetimi
becerilerinde kendilerini daha yetkin hissettirebilirler. Bu nedenle, erken ¢ocukluk
egitimcileri, mesleki iligkilerinde biligssel yeniden degerlendirmeyi kullanma
egiliminde olabilirler. Ayrica, duygu diizenleme, sinif yonetimi ve disiplininin 6nemli
bir bilesenidir ve deneyimli O0gretmenler, etkili diizenlemenin smifta daha etkili
olmalarini sagladigini iddia etmektedir (Sutton & Harper, 2009). Buna ek olarak,
yeniden degerlendirmeyi daha sik kullanan egitimcilerin, siif yonetimi ve dgrenci
katilimi agisindan da yeterliklerinin daha yiiksek oldugu goriilmektedir (Sutton &
Knight, 2006).

3.2. Erken Cocukluk Egitimcilerinin Kiiciik Cocuklarin Olumsuz Duygularini

Duygusal Zor Zamanlarda Sosyallestirme Stratejileri

Arastirmanin amaglarindan bir digeri, erken c¢ocukluk egitimcilerinin kiiciik
cocuklarin olumsuz duygularina yonelik duygu sosyallestirme stratejilerini
aragtirmaktir. Bu baglamda erken ¢ocukluk egitimcilerinin kiigiik cocuklarin olumsuz
duygularin1 sosyallestirme stratejileri ile ilgili olarak destekleyici ve destekleyici

olmayan tepkiler degerlendirilmistir.

Bu calismada erken ¢ocukluk egitimcilerinin kii¢lik ¢cocuklarin olumsuz duygularim
sosyallestirme stratejileri destekleyici ve destekleyici olmayan tepkiler kapsaminda
yorumlanmustir. Cocuklarin olumsuz duygularina verilen destekleyici tepkiler, onlarin
duygularin1 ifade etme, problemlerini ¢ozme, saglikli etkilesimler kurma ve
duygularin1 tanima becerilerini destekler (Davidov & Grusec, 2006; Eisenberg vd.,
1996; Fabes vd., 2002; Morris vd., 2013). Ancak destekleyici olmayan tepkilerin
diisiik sosyal islevsellik, zayif duygu diizenleme ve bas etme becerileri ile iligkili
oldugu bulunmustur (Eisenberg vd., 1996; Perry vd., 2012). Tiim bunlar gbz Oniine
alindiginda erken cocukluk egitimcilerinin destekleyici tepkilerinin, destekleyici

olmayan tepkilere gore daha fazla olmasi beklenebilir.

Mevcut literatiirde erken ¢ocukluk egitimcilerinin kii¢lik ¢ocuklarin olumsuz

duygularma iliskin sosyallestirme stratejileri {izerinde duran sinirli sayida arastirma
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olmasina ragmen, alan yazindaki bu ¢alismalarin sonuglari, erken ¢ocukluk
egitimcilerinin genellikle kiigiik cocuklarin olumsuz duygulariyla bas ederken
destekleyici bir tutum sergilediklerini gostermektedir (Lang vd., 2017; Morris vd.,
2013; Poulou & Denham, 2022). Buna paralel olarak mevcut c¢alismada erken
cocukluk egitimcilerinin kii¢iik cocuklarin olumsuz duygularin1 sosyallestirirken
destekleyici tepkileri, destekleyici olmayan tepkilerden ziyade anlamli bir farkla daha
fazla kullandiklar1 goriilmiistiir. Bunun nedeni Tirkiye'de MEB okul Oncesi

programinda yer alan sosyal-duygusal gelisime baz1 yonelik kazanimlar olabilir:

Kazanim 4. Bir olay veya durumla ilgili olarak baskalarinin duygularini agiklar.
Gostergeleri: Baskalarinin duygularini soyler. Bagkalarmin duygularinin nedenlerini

sOyler. Baskalarinin duygularinin sonuglarini sdyler (MEB, 2013).

Kazanim 5. Bir olay veya durumla ilgili olumlu/olumsuz duygularini uygun yollarla
gosterir. Gostergeleri: Olumlu/olumsuz duygularini s6zel ifadeler kullanarak agiklar.

Olumsuz duygularini olumlu davraniglarla gosterir (MEB, 2013).

Bu kazanimlarin programda yer almasi nedeniyle, erken ¢ocukluk egitimcileri bu tiir
destekleyici tepkileri mesleki yeterlilik olarak gorebilirler. Ayrica sonug, erken
cocukluk egitimcilerinin ¢ocuklarin gelisimleri ve gelisimsel ihtiyaclari konusunda
farkindalik ve bilgiye sahip olduklarini gosterebilir. Bu nedenle erken ¢ocukluk
egitimcileri, tiim bunlart bilerek, kiigiik cocuklarin olumsuz duygularimi mesleki

yeterliligin gostergesi olarak sosyallestirirken destekleyici tepkileri kullanabilirler.

3.3. Erken Cocukluk Egitimcilerinin Duygu Diizenlemeleri ile Duygu
Sosyallestirmeleri Arasindaki Tliski

Mevcut ¢alisma, erken ¢ocukluk egitimcilerinin bilissel yeniden degerlendirme ve
disavurumcu bastirma agisindan duygu diizenlemelerinin, destekleyici ve destekleyici
olmayan tepkiler acisindan duygu sosyallesmelerini yordayacagini varsaymaktadir.
Model sonucunda bilissel yeniden degerlendirmenin hem destekleyici hem de
destekleyici olmayan tepkileri negatif yonde yordadigi, disavurumcu bastirmanin ise

sadece destekleyici olmayan tepkileri negatif yonde yordadig1 goriilmiistiir.

Arastirmanin  bu sonucu bir biitlin olarak incelendiginde erken ¢ocukluk
egitimcilerinin duygu diizenlemelerinin kii¢lik cocuklarin olumsuz duygularini

sosyallestirmelerinde etkili olmasinin nedeni sosyal 6grenme ile aciklanabilir. Sosyal
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O0grenmeye gore insanlar, ¢evrelerindeki insanlari gézlemleyerek ve gozlemlerini
kendi davranislarina yon vermek i¢in kullanarak, davranisin icrasi hakkinda bir fikir
olustururlar (Bandura, 1977). Dolayisiyla gozlem yoluyla 6grenmede, gézlemcinin
davranigi, bir modelin davranigina tanik olmasi ve bu davranistan etkilenmesi yoluyla
gerceklesir (Vasta vd., 2003). Cocuklarin algilart ¢evrelerindeki insanlarla uyumlu
oldugu ve insanlardan bagimsiz olmadig: i¢in baskalarin1 gozlemlerler. Bu noktada
“kisi”, biligsel becerileri, fiziksel 06zellikleri, kisiligi, inanglar1 ve tutumlar
dogrultusunda kendi tepkilerini ve sosyal iligkilerini temsil eden bir “davranis”1, belirli
bir fiziksel ¢evrenin, sosyal etkinin, aile ve arkadaglarin etkilerini temsil eden bir
"cevre"de gerceklestirir (Bandura, 1978; Bronfenbrenner, 1979). Cocuklar 6zne
oldugunda, duygular1 genellikle ilgili baglamda sosyal ortaklarin tepkisini gerektirir.
Cocugun cevresindeki onemli figiirlerden biri olan erken c¢ocukluk egitimcisi,
cocuklarin gozlemledigi duygu diizenleme davranislar1 ve siiregleri nedeniyle onlarin
duygu sosyallesme siireclerinde rol oynayabilir. Ersay (2015) tarafindan yiiriitiilen
calismanin bulgularina goére, erken cocukluk egitimcilerinin kendi duygularini
diizenleme becerileri ve duygusal farkindalik diizeyleri, cocuklarin olumsuz
duygularina verdikleri tepkilerle baglantilidir. Dolayisiyla ¢ocuklarin gézlemledigi
duygularin tartisilmasi, duygularin sosyallesmesinin modellenmesinde etkili bir role
sahiptir. Ayrica erken ¢ocukluk egitimcilerinin diger c¢ocuklarin duygularini
sosyallestirmeleri sirasinda gerceklestirdigi duygu diizenleme siireci, gozlemci

cocuklara duygularini sosyallestirmeleri agisindan 6rnek olabilir.

Sonuglar detayli olarak incelendiginde bilissel yeniden degerlendirme ile hem
destekleyici hem de destekleyici olmayan tepkiler arasinda negatif bir iliski oldugu
goriilmistiir. Duygularin diizenlenmesi ile ilgili olarak, duygular1 diizenlerken yeniden
degerlendirmenin kullanilmasi daha iyi kisileraras1 islevsellik ile iligkilidir. Ayrica
literatiirde biligsel yeniden degerlendirmenin Ogretmenlerin ¢ocuklara yonelik
destekleyici tepkileri ile 6nemli 6l¢iide iligkili oldugu vurgulanmistir (Jeon vd., 2016).
Bu nedenle, biligsel yeniden degerlendirmenin destekleyici tepkileri olumlu yonde,
destekleyici olmayan tepkileri olumsuz yonde yordamasi beklenir. Cilinkii olumsuz
durumlar karsisinda iyimser bakis agisini koruyan ve kendini sorunlu bir diisiince
sistemine birakmayan 6gretmenin sinifindaki ¢ocuklara benzer sekilde davranmasi ve

destekleyici tepkilerle onlar1 yonlendirmesi beklenebilir.
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Ote yandan o6gretmenlerin duygu diizenleme siireclerinde bilissel yeniden
degerlendirmeyi daha fazla kullandiklarinda destekleyici tepkilerinin azalmasi, kendi
duygu durumlarin1 6n plana ¢ikardiklar1 anlamina gelebilir. Bu, 6gretmenlerin kendi
duygusal durumlari i¢in ¢ok fazla ¢aba harcadiklar1 ve zor zamanlarda ¢ocuklari
destekleyecek duygusal giicli bulamadiklar1 anlamina gelebilir. Ayrica biligsel yeniden
degerlendirme yoluyla daha fazla duygu diizenlemesi olmasi durumunda destekleyici
olmayan tepkilerin azalmasi, 6gretmenlerin olumsuz durumu yeniden degerlendirip
cocuklarin duygularin1 daha iyi anladiklarinda destekleyici olmayan tepkilerden
kagindiklar1 anlamina gelebilir. Diger bir deyisle, biligsel yeniden degerlendirmenin
artmast Ogretmenlerin empati becerilerine katki saglayabilir ve cocuklara yonelik

destekleyici olmayan tepkilerin azalmasina neden olabilir.

Caligmada, disavurumcu bastirma ile destekleyici olmayan tepkiler arasinda negatif
bir iliski ortaya konmustur. Erken ¢ocukluk egitimcilerinin duygularini1 diizenlerken
disavurumcu bastirmalarinin artmasi, onlar1 daha az destekleyici olmayan davranislar
sergilemeye yoneltmektedir. Bu, baskilayicilarin kisiler aras1 daha az basarili iligkileri
goz Oniine alindiginda beklenen bir sonugtur. Cilinkii duygularin bastirilmasi,
Ogretmenlerin  kendilerini  olumsuz durumlardan korumak ig¢in ¢ocuklarla
etkilesimlerini en aza indirmelerine neden olabilir. Ote yandan, disavurumcu
bastirmanin destekleyici tepkileri etkilememesi, 6gretmenlerin olumsuz durumlarda

geri ¢cekilme olasiligini destekleyebilir.
3.3.Varsayimlar ve Simirhhklar

Bu calisma, erken ¢ocukluk egitimcilerinin duygu diizenlemesinin, kiigiik cocuklarin
olumsuz duygularina iligskin sosyallestirme stratejilerini ne dl¢lide dngordiigiine dair
bir fikir vermis olsa da ayn1 zamanda varsayimlari ve sinirlamalart da vardir. Oncelikle
mevcut arastirmaya katilanlarin veri toplama araglarinda yer alan ifadeler hakkinda

diisiincelerini diirtist ve dogru bir sekilde ifade ettikleri varsayilmistir.

Ikinci olarak, uygun o6rnekleme teknigi nedeniyle ornegin temsil edilebilirligi
engellenecektir. Ek olarak, ¢alismanin verileri, erken ¢ocukluk egitimcilerinin duygu
diizenleme ve duygu sosyallestirmeyi igeren 0z bildirim anketleri araciligiyla

verdikleri yanitlarla sinirlidir. Sonug olarak, bazi katilimcilarin yanitlari yanl olabilir.
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Son olarak ise veri toplama siireci COVID-19 salgini sirasinda gergeklestirilmistir.
Pandemi nedeniyle Tiirkiye'de aylarca okullarin kapali olmasi, sinif i¢i etkilesimlerin
pandemi disindaki zamanlar1 tam olarak yansitmayabilecegi, bu g¢alismanin bir

sinirliligr olarak sayilabilir.
3.6. Gelecek Arastirmalar icin Oneriler

Siirliliklarina ragmen, mevcut ¢alisma gelecekteki arastirmalar i¢in bazi ¢ikarimlar
sunmaktadir. Caligsma, erken ¢ocukluk egitimcilerinin duygu diizenlemelerinin, kiiciik
cocuklarin olumsuz duygularin1 sosyallestirme stratejilerini agiklama konusundaki
boyutunun altin1 ¢izmeyi amaglamistir. Bu ¢alismanin devaminda, ¢ocuklarin sosyal-
duygusal isleyisi veya duygu diizenleme siiregleri gibi konular ele alinarak gelecekteki
calismalara ¢ocuk sonuglarinin dahil edilmesi, Ogretmenlerin erken ¢ocukluk
egitiminde duygusal yeterliliginin 6neminin daha genis bir sekilde anlasilmasini
saglayabilir. Ek olarak ogretmenlerin duygu sosyallestirme siirecini sadece kendi
raporlarindan degil, diger degerlendirme yontemleri ve gozlemlerle destekleyerek

degerlendirmek de faydali olacaktir.

Ayrica, erken ¢ocukluk egitimcilerinin ig yasaminin bir pargasi olarak is stresi, egitim
geemisi veya ¢alisma siirecinin bir parcasi olan yetiskin/cocuk orani gibi faktorler de
ogretmenlerin duygusal sosyallestirmesini etkileyebilir (Denham vd., 2012). Bu
faktorlerin etkisini anlamak, erken cocukluk egitimcilerini ¢ocuklarin duygusal
yeterliliklerinin sosyallestiricileri olmalar1 i¢in daha iyi egitmeye ve denetlemeye

yardimci olabilir.

Son olarak erken ¢ocukluk doneminde duygular1 sosyallestirme yollarini tesvik etmek
icin duygusal yeterlilige odaklanan bir erken ¢ocukluk egitimcisi egitim programinin
gelistirilmesi (Ahn, 2005; Ahn & Stifter, 2006) veya mevcut programlara daha fazla

destek verilmesi Onerilmektedir.
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