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Abstract

Factors that Account for Children’s Variability in Social Skills:
Temperament and Emotional Intelligence
By
Christine Rissanen

Advisor: Georgiana Shick Tryon, Ph.D.

The study of social skills in children has been a popular field of research fgr man
decades. The popularity of this construct may be due, in part, to the importancelof socia
skills. Investigators recognize social skills as an essential set itiealithat correlate
with overall personal adjustment in both children and in adults (Agostin & Bain, 1997;
Copeland, 2006; Dodge, Murphy, & Buschsbaum, 1984; Green, Forehand, Beck, &
Vosk, 1980; Vinnick & Erickson, 1994). Some children learn to skillfully master social
skills, whereas for others, their skills in interacting effectively wittert are insufficient
to achieve success in the social world.

Knowledge of an individual's differences may be important in understanding an
individual's level of social skills. One form of an individual’s difference ishas/
temperament and another is his/her level of emotional intelligence (El) n@wrtbere
IS no research examining the relationship among El, social skills, and tenepé¢ia
preschool-aged children. One reason for this paucity is that until recendythemo
assessment measure for El of young children. The purpose of the presenhstediy;d,
was to determine what accounts for the variability in preschool aged childoemes
skills.

It was hypothesized that a child’s level of social skills would be influenced by
both his/her level of El and their temperament. Parents of 94 preschool children, aged 4

years to 5 years 6 months participated in the study. Parents completed a ghinogra



guestionnaire and gave their child’s teacher permission to complete threescates
Social Skills Rating Scale (SSRS), Temperament Assessment Battery fonChildre
Revised (TABC-Rand theTeacher/Parent Rating Scale for Emotional Intelligence
(T/PRSEI)Based on the data collected, all the proposed hypotheses in this study were
confirmed.

Results of this study indicate that higher scores of El were predictivgharhi
scores of social skill$(90) = 1.84p = .07. Although not significant at the customary
.05 level, this positive relationship showed a trend toward significance. Scores on both
temperament variables were also predictive of social skills. Spelgifitadre was a
significant negative relationship between inhibition and social s@i8) = -5.24p <
.001. Thus, higher scores on the inhibition scale of the TABC-R predicted lower scores
on the SSRS. Additionally, impulsivity and social skills scores were negatalated,

t(90) = -6.07,p < .001. Therefore, high scores on the impulsivity scale of the TABC-R
were predictive of lower scores on the SSRS.

Analyses were also conducted to investigate whether or not gender may be
influencing El. Results showed that when gender was entered into the regresgisis,anal
the variance accounted for significantly increas@®) = 4.77p < .001. In addition,
when gender was added as a predictor in the multiple regressititeshassessing the
contribution of El revealed it as a stronger predictor of social sKB3) = 2.87p < .01.
Thus, when gender was controlled for, El significantly predicted students’ skitisl

Knowledge about what accounts for the variability in children’s sociakskily
help School Psychologists to tailor interventions to assist the child in enhandiveg his
social skills. Although a child’s temperament is often stable across thepdn and
cannot be changed, skills that are deficits in the child’s temperamesicaaibe taught
and learned and in turn may help their level of social skills. Next, knowingdischil

temperament will help professionals choose different strategies and ini@mgentwork



Vi

on social skills. Finally, although there is little research on teaching H, skik
possible that teaching EI skills to children who have deficits in social slolldd lead to

an improvement in their social skills.



Vii

Acknowledgements

I would like to thank my husband and my mother for their continuous support and
love throughout my graduate career. Their emotional support and help during the
completion of this degree was unbelievable. Without their encouragement | would have
abandoned my goal of completing my doctorate. It was their faith and belief tinatn
keep me going and dedicated to my goal of getting my degree.

Next, | would like to thank my advisor, Dr. Georgiana Tyron. Her guidance and
support throughout my graduate work was tremendous. | am especially gratefid she
not give up on me and on my journey towards completion of my dissertation even though
it took many, many years. She was a true cheerleader and never once sagiriatoul
finish and get my doctorate. | would also like to thank the other members of my
committee: Dr. Fish and Dr. Rindskopf for providing suggestions that helped improve the
quality of my dissertation.

In addition, | would like to thank Mr. Gordon and Mr. Held, owners of Just Kids
Learning Center, for giving me permission to conduct my study in their presdraal.
also appreciative of the support my supervisor Dr. Schwartzberg gave me throaghout t
long but rewarding journey. Lastly, | wish to thank all the participating stagdparents,
and teachers for their contribution to this study. If it was not for all of thesderful

people at Just Kids Learning Center this dissertation would never have been possible.



TABLE OF CONTENTS
CHAPTER I: INTRODUCTION
CHAPTER II: LITERATURE REVIEW
Social Skills
Temperament
Emotional Intelligence
Relationship Between Social Skills,
Emotional Intelligence and Social Skills
Rationale for Study
Hypotheses
CHAPTER Illl: METHODOLOGY
Participants and their Selection
Instruments
Teacher/Parent Rating Scale of Emotional Intelligence
Temperament Assessment Battery for Children- Revised
Social Skills Rating Scale
Hollingshead Four Factor Index of Social Status
Procedure
Data Analysis
CHAPTER IV: RESULTS
Descriptive Statistics
Correlation Statistics
Regression Analyses

Summary

viii

19
34

36
37
39
39
42
42
44
a7
49
50
51
52
52
53
55
58



CHAPTER V: DISCUSSION
Limitations of Study
Implications for School Psychologists
Future Research

APPENDICES

REFERENCES

60
62
64
66
68
86



APPENDICES
APPENDIX A: Teacher Information Packet
APPENDIX B: Parent Information Letter
APPENDIX C: Incentive Flier
APPENDIX D: Parent Consent Form
APPENDIX E: Demographic Parent Questionnaire
APPENDIX F: Violations of Test Assumptions

68
70
71
72
74
78



Table 1:
Table 2:
Table 3:
Table 4:

Table 5:

Table 6:

Table 7

LIST OF TABLES
Demographic Information of the Participants
Ethnicity of Preschool Participants
Means and Standard Deviations of the Study Variables
Correlations among the Predictor Variables and the
Dependent Variables
Correlations among the Study Variables and the
Descriptor Variables
Results of Sequential Multiple Regression to Predict
Social Skills from the Study and Descriptor Variables
Summary R values and RChanges at Each Step in the

Sequential Regression

Xi

41

42

52

54

55

58

58



LIST OF FIGURES

Figure 1. Schematic Representation of Data Analysis

Xii

51



CHAPTER |
Introduction

The study of social skills in children has been a popular field of researchrigr ma
decades. James in 1890 noted the significance of social acceptance amongsgoumgst
his bookThe Principles of Psychologyhe popularity of this construct may be due, in
part, to the importance of social skills. Elliott and Gresham (1987) have definatl soci
skills as “socially acceptable learned behaviors that enable a persomdotiatéectively
with others and to avoid socially unacceptable responses” (p. 292). Social skills eompris
an array of abilities including: sharing, helping, initiating relationshigxguesting help,
and using manners.

Investigators recognize social skills as an essential set of alilisiesorrelate
with overall personal adjustment in both children and in adults (Agostin & Bain, 1997;
Copeland, 2006; Dodge, Murphy, & Buschsbaum, 1984; Green, Forehand, Beck, &
Vosk, 1980; Vinnick & Erickson, 1994). Research has found that social skills allow
individuals to develop positive peer relationships, communicate needs and emotions
successfully, and use effective coping skills (Walker, Schwarz, Nippold, Itvah, e
1994). Copeland (2006) and Green et al. (1980) have found that individuals with positive
social adjustment have higher academic achievement scores. Sociallyerdmppers
are better able to discriminate emotions in themselves and in others (Dodge et al., 1984)
Agnosti and Bain (1997) reported that people who have higher levels of sociahskills
more likely to be promoted in school rather than be left behind. Lastly, Vinnick and
Erickson (1994) reported that children with higher levels of social skills ardikety to
have either internalizing or externalizing behavioral problems.

Some children learn to skillfully master social skills, whereas for qttiess
skills in interacting effectively with others are insufficient to achisuccess in the social

world. Research has found that children who have weak or lack social skills are more



likely to have a range of adjustment problems than children with age appropciale s

skills. Copeland (2006) found that children who have social skill deficits are more likely

to have behavior problems (engage in aggressive behavior and poor social adjustment) as
well as learning difficulties. Copeland, Walker et al. (1994) also discusspdshible
ramifications for children who are rated to have lower social skillsk&/at al. reported

that these children are at risk for a cluster of negative developmental ouicchodsg

low self esteem, juvenile delinquency, and academic underachievement.

Knowledge of an individual's differences may be important in understanding an
individual’'s level of social skills. One form of an individual’s difference ighas
temperament. Bates (1989b) combined many theories of temperament to provide a
general definition of temperament. He stated that temperament is ‘iballggooted
individual differences in behavior tendencies that are present early indifara
relatively stable across various kinds of situations and over the course ofirndég”

Thomas and Chess’s (1968) theory of temperament laid the foundation for much
of the research in the area of individual differences. They reported that teraptalam
profiles of individuals across a lifespan show specific individual behavioral
characteristics. These individual differences, called temperamengpiayportant role
in a person’s development.

Another form of an individual’s difference is his/her level of emotional
intelligence. Mayer and Salovey (1997), leading researchers in this ariena, de
emotional intelligence as: “the ability to perceive emotions, to accesgeaedate
emotions so as to assist thought, to understand emotions and emotional knowledge, and
to reflectively regulate emotions so as to promote emotional and intellexciwahty(p.

5). Emotional intelligence is becoming recognized as an essential dditefsa Most
researchers agree that emotionally intelligent people are ableut@imty perceive,

understand, and regulate their emotions (Mayer & Salovey, 1997; Goleman, 1995;



Scharfe, 2000).

Salovey and Mayer (1989-1990) proposed that emotional intelligence is linked to
positive mental health. Individuals with high levels of emotional intelligenes ain
perceive emotions accurately and use complex strategies to regulagrtbgans to
advance towards important goals. Individuals who are low in or lack emotional
intelligence, according to Salovey and Mayer, may experience probleadgustment
and life planning due to an inability to recognize emotions in themselves and others.

Research has also found that emotional intelligence may facilitategiigiion
of social skills in older children and adults. Schutte et al. (2001) found that individuals
with higher scores for emotional intelligence had higher scores for s&ila] empathic
perspective taking, and self-monitoring; and displayed more cooperative responses
toward partners. Salovey and Sluyter (1997) found that competence in emotional
intelligence influenced the ability to respond appropriately to the sotiatisin. Scharfe
(2000) and Denham et al. (2003) reported that competence in the emotional world of
children is associated with superior social skills, social competence, aptawe by
peers. There is, however, little research that looks at the influence obeatoti
intelligence on social skills in children who are in preschool.

Currently, there is no research examining the relationship among emotional
intelligence, social skills, and temperament in preschool-aged childrene@sun for
this paucity of research is that there is no published assessment measuctitoras
intelligence of young children. This study therefore used an emotionalgatetk
measure developed in an unpublished dissertation (Sullivan, 1999).

The purpose of the present study, therefore, was to determine the relationship
among emotional intelligence, temperament, and social skills in prescleabtlaitdren.
The investigation of the relationships among these three constructs can benedigrdbe

to educational professionals. As mentioned earlier, emotional intelligenc®eiat



skills are important for success in school and various other settings (Robinge& Rut
1990). Knowledge of the emotional intelligence-temperament-social skatgreship

will also help parents and teachers understand the child’s response to educational
programming as well as help them understand the best way to shape social, emotional
and task-oriented activities for individual children. Finally, knowledge ¢iild’s level

of emotional intelligence, temperament, and social skills, and the relatisrashgng

these constructs, will help parents and professionals understand the risks to atildren f
future emotional problems. Denham et al. (2003) noted that successful interadtion wit
peers is a central predictor of later mental health and wellbeing. Theaechess also
indicated that individuals who can negotiate interacting with peers and requdate a
manage their emotions are more likely to be successful and thrive in the sotdal wor
(Denham et al., 2003).

In this study, teachers of preschool aged children completediedeher/Parent
Rating Scales of Emotional Intelligen@@PRSEI; Sullivan, 1999) to assess children’s
emotional intelligence, thEemperament Assessment Battery for Childié&BC-R;

Martin & Bridger, 1999) to assess their temperamental traits (IndmbiNegative
Emotionality, Activity Level, and Lack of Task Persistence), @hd Social Skills Rating
Scale(SSRS; Gresham & Elliott, 1990) to assess their social skills. Ultimaiely
objective of this study was to determine if temperamental traits agsegshe TABC-R
and emotional intelligence scores assessed by T/PRSEI would predictidinencs level

of social skills measured by ratings on the SSRS.



CHAPTER I
Literature Review

This chapter provides a review of literature for the three constructs afshier
this dissertation: social skills, temperament, and emotional intelligeneaniémt of this
study is to determine the relationship among these three variables in presgubol
children. Understanding the relationship between these three constructs could provide
insight into more effective interventions for building pro-social behaviors thad ¢ead
to better social adjustment for children. Information gained from this asean also
help educators and parents understand the child’s behavior better as well as develop mor
appropriate education and behavior plans for the classroom.

This chapter starts with a review of the construct of social skills. Thi®seuall
include a brief overview of the definition of social skills and a discussion of the
importance of the construct. An examination of social skills literature alidv.

Next, the construct temperament will be discussed. The study of this construct
will be divided into the history, theories, and measurement of temperament. Thenseg
concludes with Martin and Bridger’s (1999) current theory of temperament aatales
that looks at the functional significance of temperament.

The last section will address emotional intelligence. This area of inviamtidpeas
become popular with much prominence placed on defining the construct of emotional
intelligence, its measurement, and the application to real life situationsh@peer also
discusses the history of emotional intelligence and links it to research dbpsyists
who studied traditional intelligence and social intelligence. Finally|l lpresent the
research that discusses emotional intelligence, temperament, andlsbeidlvgill also
offer the rationale and hypotheses for the present investigation.

Social Skills

The notion of social skills has been around for decades. In his Dosk,



Principles of Psychologyames (1890) noted the importance of social acceptance among
youngsters. Since this time there have been many definitions of childreralsskats.

Elliot and Gresham (1987) noted that one can place these definitions into one of three
definitional classifications: (1) peer acceptance, (2) behavioral, andqja) salidity.

According to Elliott and Gresham (1987), the peer acceptance definition of social
skills involves the understanding that a child is socially skilled if he/she has pee
acceptance. The major problem with this definition is that it does not operatowake
specific behaviors lead to a child being accepted by his or her peers.

The behavioral definition of social skills reports that socially skilled behaarers
behaviors that individuals demonstrate in specific situations where theratssgre
probability of securing or maintaining reinforcement or decreasing thénbloel of
punishment contingent on one’s social behavior (Elliott & Gresham, 1987). This
definition of social skills provides direct relevance for intervention strageigi remediate
children’s social skills deficits as it labels specific social behavibesr controlling
variables, and the environments in which children perform the behaviors. Elliott and
Gresham reported that the downside to the behavioral definition of social skilloesit
not indicate what social behaviors are socially significant.

The social validity definition of social skills is the most heuristic atiogrto
Elliott and Gresham (1987) and the one that this dissertation uses. It defineslstigial
as “socially acceptable learned behaviors that enable a person to intexcotety with
others and to avoid socially unacceptable responses” (Gresham & Elliott, 1994, p. 292).
Social skills comprise an array of abilities including: sharing, helpinggtinig
relationships, requesting help, and using manners. This comprehensive definition of
social skills is a combination of both the peer acceptance and behavioral definitiens. Thi
definition provides specific behaviors that one can relate to important cfderia

sufficient indexing of social functioning. Lastly, Elliott and Gresham indec#tat this



definition has the advantage of specifying behaviors in which an individual is deficient,
which is helpful for intervention designs.

Social skills research by Elliott and Busse (1991) found that there aterslas
social behaviors. They reported the following five clusters: (1) cooperatielping
others, sharing, and following rules; (2) assertion - initiating behavidisga®r things,
and responding to others requests; (3) responsibility - demonstration of cammp@thy
- showing concern for the feelings of others; and (5) self-control - the dbiligspond
to corrective feedback or conflict appropriately.

An examination of the literature revealed that social skills correlatadowerall
adjustment. Green, Forehand, Beck, and Vosk (1980) investigated the relationship
between achievement scores and social competence with 116 third grade stixggnts. T
found that children who interacted positively with their pee($15)= .405,p < .05, and
were liked by their peers,(115)= .334,p < .05, had high academic achievement scores.
Vinnick and Erickson (1994) discovered that with an increase in the level of a child’s
social skills, there is a decrease in the child’s level of behavior problems. They
investigated 159 third graders and 138 sixth graders by asking the subjectssrtmther
report on their children’s social skills, life events, and behavioral problems. idiedgs
of this study showed that children with relatively better social skills wene competent
socially, emotionally, and academically. These same children werbetter able to
deal with negative effects of stressful life occurrences than thesdesaly skilled
peersF (6,145) = 10.19p < .0001.

Research by Agostin and Bain (1997) found that knowing a child’s level of social
skills helps predict promotion and retention in school. Participants for this studyl&4r
children who were kindergarten age (mean age = 76 months). The children completed a
measure of academic achievement and their teachers completed a rokssaia skills

for each subject. The authors found significant positive correlations betweeal sever



social skills subscales and the measure of academic achievement (oo @

language subtest(183)= .29; cooperation and learning subteg83) = .20; and

assertion and the learning subtegt83) = .20, all ap < .05). Several subscales of the
social skills measure (i.e., cooperatiér(l, 182)= 29.37; self- control (3, 180) =

24.13, bothp < .001) best discriminated between which participants would be promoted
or retained for the upcoming school year with a 67-70% accuracy. The higher the
participants’ social skills, the more likely they were to be promoted to a higduab tpr

the following year.

As noted by the research stated above, there appears to be a positive gdations
between a child’s level of social skills and his or her overall personal adjustme
Research with adult participants has also replicated these findings. Stfakitg2001)
conducted a study that investigated the relationship between social skills atncham
intelligence. Schutte et al. had adults complete a measure of emotionaentadliand a
measure of social skills. Results of this research indicated that adults avhighar
scores on the measure of social skills had higher scores on the measure of Emotiona
intelligence ( (76) = .41p < .0001).

What research has not yet shown is what accounts for the wide range of
variability in social skills in individuals. Thus, this dissertation investigetdc:
individual differences of temperament and/or emotional intelligence atctar the
variability in preschool aged children. Following is an examination of these two
constructs.

Temperament

Throughout the years, many researchers have tried to understand how children’s
own tendencies affect the development of their personality. Behavioral teredehcie
children have been termed “temperament”. Bates (1989b) provided a general definition of

temperament by combining the current theories of many researchersieidhelé



defined temperament as “biologically rooted individual differences in behavior
tendencies that are present early in life and are relatively stabksa@rious kinds of
situations and over the course of time” (p. 4). The term temperament is oftewl applie
behavioral qualities of emotion, attention, and activity.

Early history of temperamerithe idea of temperament has been around many
centuries and dates back to the Greeks and Romans (Bates, 1989b; Diamond, 1974,
Goldsmith, et al., 1987; Strelau, 1998). Hippocrates, known as the father of medicine,
explained states of health and sickness by using a theory of humors (Strelau, 1998).
Galen expanded on Hippocrates’ theory and reported that there were ninediffere
temperament types that were derived from mixtures or combinations of humddtea
qualities (Strelau, 1998). Strelau reported that one of the major contributions of the
Hippocrates-Galen theory of temperament was that it elucidated trsadlolgical
mechanisms can explain individual differences in behavior.

Jung, a psychoanalyst in the early 1900'’s, developed a theory of personality that
influenced modern day theories of temperament (Stelau, 1998). In his theory Jung
reported that individuals have one of two types of attitudes: extraverted andriettiove
In typically developing individuals one of these areas plays a leading role.

Many early popular theories of personality and temperament, including Allport
(1937), Cattell (1965), and Eysenck (1970), incorporated Jung'’s idea of extraversion and
introversion. These early theories of temperament moved away from pure thought and
philosophy and branched out to gain empirical information to support their theories.
Allport (1937) believed that temperament is a major component of personality and is
made up of traits. According to Allport:

Temperament refers to the characteristic phenomena of an individual’s erhotiona

nature, including his susceptibility to emotional stimulation, his customary

strength and speed of response, the quality of his prevailing mood, and all
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peculiarities of fluctuation and intensity in mood; these phenomena being

regarded as dependent upon constitutional make-up, and therefore largely

hereditary in origin. (p. 54)

H. J. Eysenck was the first scholar to empirically investigate temperaragsin
terms of physiological constructs (Strelau, 1998). Eysenck (1990) charedtdee
“superfactors” of temperament that he called his PEN theory. The threesitome of
temperament that Eysenck referred to are psychoticism (P), extoavéEsj and
neuroticism (N). He viewed the concept of temperament as synonymous with pgrsonali
and used only one distinction between the two terms; temperament is the noncognitive
feature of personality.

Modern day theories of temperam®fdast modern day theories of temperament
derive from the research by Thomas and Chess (1977). Thomas and Chess wel® pioneer
in the field of measurement of children’s individuality while looking at temperam
variables. According to these researchers, personality and tempergmnefiled of
individuals across the lifespan show specific individual behavioral characterigtese
individual differences (temperament) in people play an important part in their
development. Thomas and Chess used the term temperament to refer to the “how” of
behavior and equated it to the term “behavioral style”. Temperament must be looked at i
its relationship to an individual’s abilities and motives and external environmental
stresses and opportunities (p. 10). “Temperament is influenced by environmetotal fa
in its expression and even in its nature as development proceeds” (Chess & Thomas,
1996, p. 33).

Thomas and Chess (1977) indicated that temperament has three important
boundaries (Goldsmith, 1987). First, although temperament interacts with rirénytes
(cognition, motivation, emotionality, and arousal), temperament is an independent

psychological characteristic. Second, temperament must be looked at a&ntfffan
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abilities, personality, and motivations. Last, temperament is dynamic amelsganse to
an external expectation. The investigation of temperament, therefore, talewiphac
the terms of the social context in which it occurs.

In the 1950’s Thomas and Chess (1977) conducted the New York Longitudinal
Study (NYLS) to explore individual differences in children while they developeel. T
participants were 141 children who began the research study at 2-3 months of age.
Thomas and Chess followed these participants for over 6 years, collectimgatdor on
them through interviews (parent and teacher), observations (school and behavioral), and
intelligence tests.

From the data collected from the first 22 participants, Thomas and Chess (1977)
distinguished nine categories of temperament: activity level, rhytlynapproach or
withdrawal, adaptability, threshold of responsiveness, intensity of reactidity gfia
mood, distractibility, and attention span and persistence. During the study, Thaimas a
Chess discovered that frequently the behavioral characteristics of theetshowed
one or another of three temperament constellations. The temperament camsdellati
included: easy, difficult, and slow to warm up. The “easy child” demonstratathriyg,
positive approach, high adaptability, and mild to moderate intense mood that is often
positive. The “difficult child” showed irregularity in biological function, negative
withdrawal responses, nonadaptability to change, and intense mood expressiaies that
frequently negative. Last, the “slow to warm up child” displayed a combination of
negative responses of mild intensity to new stimuli with slow adaptabilityraefteated
contact, mild intensity of reactions, and less tendency to show irregularity ogiozl
functions. Not all individuals fit into one of these temperamental categorieqpoit by
Chess and Thomas in 1996 revealed that only 65% of the participants in their study fit
into one of the three temperament constellations.

Other researchers, Sanson, Smart, Prior, Oberklaid, and Pedlow (1994),
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reexamined Thomas and Chess’s (1977) temperamental dimensions through the
Australian Temperament Project (ATP). This was a longitudinal studynthestigated
the constructs temperament, adjustment, and development in children. Sanson et al.’s
intent for this study was to compare Thomas and Chess’s nine categorieperiment
with factor analytically derived temperament structures. Sanson etl@avéal 2,443
infants longitudinally from birth to 8 years of age. Seventy-two percent o tinelsiren
were enrolled in the study 8 years later. Results found that Thomas and Chess’s
categories of temperament were not independent as they were once beliewetitere
were some intercorrelations between the temperament categories. Saalsmperted
that a six category structure of temperament (inflexibility, pensest, sociability,
rhythmicity, activity/mood, and threshold) was more appropriate than Thomas and
Chess’s nine category structure.

Additional researchers like Caspi and Silva (1995) also investigated the original
nine categories of Thomas and Chess’s (1977) theory of temperament. Like Sanson et al
(1994), Caspi and Silva also found that that temperament could better be broken down
into a different factor structure than that of Thomas and Chess. In the longitudinal
Dunedin Multidisciplinary Health and Development Study, Caspi and Silva looked at 22
behavioral characteristics of temperament. They found three stable fafctors
temperament: lack of control, approach, and sluggishness. From their dataohey al
determined groups of children who presented with comparable configurations okthe thr
factors. Caspi and Silva noted that five types of temperaments emergetiédiom
research: undercontrolled, inhibited, reserved, confident, and well adjusted.

As there is no clear consensus concerning the concept, definition, and factors of
temperament, most researchers build on Thomas and Chess’s original formulations.
Current researchers interested in the domain of temperament have insead f@stew

understanding of the construct. For instance, Buss and Plomin (1984) developed a theory
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of temperament called EAS, which looks at temperament from a perspective of
personality psychologists. EAS refers to three traits of temperamentoraiiy,

activity, and sociability. Buss and Plomin (1975, 1984) believe that temperament trait
are genetic in origin, inherited, and appear in infancy. Another researdtiebaR

(1989), created a developmental theory of temperament that addresses howntempera
influences emotional behaviors. This researcher looked at reactivity &negssgation as

the two main components of temperament. Rothbart’s temperament variableslare s

to Thomas and Chess’s (1977) and Buss and Plomin’s (1975) temperament dimensions;
however, Rothbart believes that individual differences in temperament go beyond
“behavioral style”.

Whether the theory of temperament was constructed long ago or more recently,
there are several common features among many of the temperamenst(&toeiau,

1998). First, temperament is made up of behavioral characteristics on which individual
differ. Second, the concept of temperament is reasonably stable and haguatissa
consistency. Third, the basis of temperament is biological. Last, formalcthastics of
human functioning make up temperament. Examples of some characteristiceeayg, e
strength, tempo, intensity, mobility, and speed.

Martin and Bridger’s theory of temperameAithough there are similarities
among the theories of temperament, | chose Martin and Bridger’s (1999) tbethig f
dissertation because it takes into account many important recent theoretieahpirical
developments in the area of temperament research. A discussion of theifdHems;

One can find several assumptions about the nature of temperament in both the
ancient and modern theories of temperament that form the basis of Martin and’'8ridger
(1999) theory. First, individual differences in emotionality are of utmost irapoce in
defining the temperamental characteristics of an individual. Second, aleixaty

attention span, and social inhibition are manifestations of the emotional reauftithiey
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child (Thomas & Chess, 1977). Third, since one can observe emotional, attentional, and
motoric characteristics early in the life span, theorists consider thentémperamental.
Next, temperamental characteristics are believed to be relatiablg sicross the course
of an individual’s life. Martin and Bridger also assume that individuals who are more
extreme on a given trait are more stable on that characteristic.icewc#drs,
intrauterine environment, and the social environment following birth influence
temperamental differences. Last, temperamental behaviors of individualtyin e
childhood form a basis upon which more complex behaviors are built.
To address the recent empirical and theoretical additions to the theory of
temperament, Martin and Bridger’'s (1999) theory takes into account thecteséa
Jeffery Gray (1972, 1991). Martin and Bridger (1999) incorporated Gray’'s chsatw
their theory by assuming that some individuals are sensitive to rewasgiagts of their
environment and others are sensitive to the punitive aspects of their environment. They
classified these sensitivities into two major temperamental thalitgaition/Fearfulness
(individuals who are more responsive to cues of punishment) and Impulsivity
(individuals who are more susceptible to cues of reward). They defined Inhilataon a
child’s tendency to become emotionally upset or withdrawn in an unknown social
situation. Negative emotionality (intensity and persistence of negativeagisptiack of
persistence (looks at attention and a child’s ability to continue a difficl)t &sd
activity level (tendency for children to engage in energetic physical ractwity)
indicated Impulsivity. In Martin and Bridger’s theory of temperament, Irnbibis
unrelated to Impulsivity and Inhibition is not the opposite of Impulsivity (Gray, 1972).
Martin and Bridger created a simple, concise, valid, and reliable way to measure
temperament in preschool children that is based on their current theory of teemteram
The Method section presents and discusses research usiregperament Assessment

Battery for Children-Revise@ ABC-R; Martin & Bridger, 1999) as this dissertation will
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use the TABC-R. This research provides support for Martin and Bridger’s theory.

Functional significance of temperameResearch by current theorists indicates
that the functional significance of temperament in children is largely €sguien social
interactions with caregivers and in behavior under all types of school demandssThere i
also a large amount of findings in the area of adult temperament that could befbelpful
making predictions about temperament styles and later success in life. Fsy adult
research shows that temperament impacts peer interactions (and impantantsocial
skills), partner relationships, and career and leisure time activity (C&€)); Newman
et al., 1997).

Bates (1989a) reported longitudinal research that showed mother-ratedtdifficul
temperament (frequent and severe exhibitions of negative emotion) in thedirgtars
predicted later behavior problems in children at the ages of 3-6. Controlling for
potentially confounding variables of observed mother-child interaction and mother
personality, Bates reported that mother-rated difficult children were hkety to exhibit
both internalizing and externalizing behavior problems later in their childhood.

Temperament is also an important determinant of young children’s academic
achievement (Martin, Drew, Gaddis, & Moseley, 1988; McGee, Prior, Williamarts
& Sanson, 2002; Newman, Noel, Chen, & Matsopoulos, 1998). Children with higher
activity, greater distractibility, and lower persistence ratingguently show lower
academic achievement (Martin, 1989). Martin et al. (1988) investigated thenstdp
between temperament and academic achievement. In a study thossigased to
examine the utility of the Temperament Assessment Battery (TAB)ch€e&orm, they
found that temperament was useful in predicting academic achievementwét to 4
year time intervals). Two hundred forty three children who ranged in age from 46 to 94
months completed several achievement tests (Stanford, Peabody, and/or Matppolit

while their teachers completed the TAB. The researchers found that whes IQ wa
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controlled, temperament assessed in kindergarten predicted academic geréorm
assessed in first grade. Several temperament dimensions (e.g.,idistyaetctivity
level, and persistence) consistently predicted academic success standardized
achievement tests.

McGee and colleagues (2002) used data collected from both the Dunedin Study
(described in detail later in this section) and the Australian TemperanogettRo
investigate if there was a relationship between early measurespdérment and later
performance in school. They discovered a linear relationship between higty detiglt
and later adverse school outcomes. McGee et al. reported that children seen as
hyperactive were more likely to exhibit poor attention and reading levels iesadolce.

To investigate how temperament affects other areas of an individualSilife,
(1990) described a large longitudinal research study conducted in New Zealaddheall
Dunedin Multidisciplinary Health and Development Study. This study used a large
sample of children and observed their health, development, and behavior. Perinatal data
were collected from 1,037 infants who were born between the years of 1972 and 1973.
Researchers assessed this sample every 2 years since the partiogparg years of age
until they were age 21. Participants and their parents completed several dittersesba
of measures over the years. Data were collected for 991 participantagetbe5; 954
participants at the age of 7; 955 patrticipants at the age of 9; at the age of 11, 925
participants participated; 850 participants were obtained at the age of 13; and 976
adolescents were participants at the age of 15. Demographic information semtpise
showed that over the years, the participant sample remained representéievgesfdral
population in the area of socioeconomic status and IQ. From this longitudinal study,
many studies of temperament emerged (Caspi, 2000; Caspi, Henry, McGed, Bloffit
Silva, 1995; Caspi & Silva, 1995; Newman, Caspi, Moffitt, & Silva, 1997). Most

provided evidence that temperament can predict future problems.
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Caspi and Silva (1995) took a sample of 800 participants from the Dunedin
Multidisciplinary Health and Development Study and investigated if a shild’
temperament measured at age 3 related to his or her personality and behts/adr trai
agel8. To assess the sample’s behavior, the researchers used a set of héhgvior r
scales. Different examiners rated each participant’s behavior on fouedtiffeccasions.
Caspi and Silva then used cluster analytic methods to group each participant into one of
three behavior styles: Lack of Control, Approach, and Sluggishness. When the
participants were 18, they completed the Multidimensional Personality Questioasna
self report measure of their personality. Results showed that children observed and
labeled as undercontrolled at age 3 were more likely to rated themselveribsvien
aggressive, seeking danger, and having difficulty with interpersonal relaperethage
18. Children, who were inhibited at age 3, scored low on measures of impulsivity,
aggression, danger seeking, and social potency at age 18. Last, children who were wel
adjusted 3 year olds exhibited normative behavior at the age of 18.

Caspi (2000) also collected information regarding the Dunedin study participants
personal relationships, careers, mental iliness, social networks, and ceaativiéy at
age 21. Over 97% of the individuals £ 961) in the original Dunedin study participated
in this assessment battery at age 21. Children who were labeled as undéedantrol
previous Dunedin research were more likely to be impulsive, antisocial, and unraliable
age 21. These individuals also had employment difficulties, trouble with social
relationships, criminal records, and reported alcohol dependence. Caspi reported that
individuals who were previously categorized as inhibited were more likelyko lac
assertiveness skills, have internalizing mental problems, and report ledsspport.

Last, individuals labeled as well adjusted children tended to still be welitadjadults.
This research again supports the idea that temperament is predictive of futwrerbeha

Another study using the Dunedin cohort (Newman et al., 1997) also provided
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evidence that temperament can be predictive of future problems. Newman et dletook t
same 961, 21-year-old participants and investigated if there were lastingcefueaf
early temperament measured at age 3 on their current interpersonal funciitveing
researchers assessed interpersonal functioning by taking self-reporthé participants
and by using informant reports of adjustment and conflict in four different social
situations. Results showed that children who were previously labeled at the age of 3 a
well adjusted, reserved, or confident were much more likely to fall within the tigema
range of interpersonal behavior. Children who were undercontrolled or inhibited early on
were more likely to demonstrate problems and conflict within the interpersatia at
age 21. These participants were also more likely to be seen as exhibiting more
weaknesses rather than strengths in their character and personality.

Relationship between temperament and social skills in child@iesre is literature
that reports direct linear effects of temperament styles on social campeind
dimensions of social behavior. Farver and Bransletter (1994) investigated individual
differences in preschoolers’ prosocial behaviors with their peers. Thageeco
preschoolersn= 52, 36 to 56 months of age) responses to their crying peers as well as
conducted observations of the children’s social interactions with their peers. The
participants’ teachers completed a measure of social competence apareatiiilled
out a temperament rating scale. Results of Farver and Branslettedscrefound that
children who were rated as having an easy temperament style were mortlddiybit
prosocial peer responses than children who were labeled as slow to warm up ot difficul
(r (51)= .52,p<.001). The researchers also discovered that preschoolers with an easy
temperament style were more likely to exhibit friendly and positive pesatttons than
those with other temperament styles.

A study by Billman and McDeuvitt (1980) also investigated the relationship

between individual differences and peer interaction in preschool aged childres. In thi
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study, both the teacher and parents of 78 children (ranging in age from 34-64 months)
completed temperament rating scales. Billman and McDevitt recordedtadd ra
observations of the participants’ peer interactions. Results of this study didavothat
children with different temperament styles differed in the amount of socidlioeethey
exhibited. It did, however, show an association between temperament charestnidti
problematic behaviors. Children whom parents and teachers labeled as difficlt

much more likely than children labeled as easy to engage in hit{ifig) = .23,p < .05;
jumping,r (77 .19,p <.05); wrestling (77)= .18, p <.06; and pushing(77)= .19,

p <.05; all which would be labeled as less prosocial behaviors. Easy children were more
likely to refrain from aggressive and rough and tumble play.

As noted above in the research reviewed, studies have shown that there is a
relationship between temperament and interpersonal relationships and intetpersona
behavior (Billman & McDevitt, 1980; Caspi & Silvia, 1995; Farver & Bransletter, 1994,
Newman et al., 1997). This suggests that there may be an association between
temperament and social skills. Research has not yet indicated if terepéenounts
for the variability in social skills in preschoolers. Another individual differesace&ble
to investigate its effect on social skills is emotional intelligence.

Emotional Intelligence

History of emotional intelligenc&or many decades the study of intelligence has
looked at human intelligence as a limited set of cognitive and mental skills. @pdda
researcher in the early 1900’s, defined intelligence as a unitary functioer(S19€2).
Binet, developer of one of the first intelligence tests, reported thaigetate was
“jludgement, otherwise called good sense, practical sense, initiative, thg Gdcul
adapting one’s self to circumstances. To judge well, to comprehend well, to redBon w
(Sattler, 1992, p. 45). Wechsler defined intelligence as “the aggregate droglpaeity

of the individual to act purposefully, to think rationally, and to deal effectively wath hi



20

environment” (Sattler, 1992, p. 45). According to Sattler, most early definitions of
intelligence focused on investigating higher mental skills as opposed to edeynent
sensory functions. These explanations of intelligence tended to highlight theéoskills
adapt to one’s environment, ability to learn, or the capacity to engage in abstidogthi

Several theorists (Gardner, 1983; Goldman, 1995; Salovey & Mayer, 1989-1990)
have suggested that this narrow restricted view of intelligence does natencl
imperative adaptive processes served by other psychological featurestabltor our
success. Modern views of intelligence indicate that intelligence is @ ghasal concept
than it was previously believed to be. Salovey and Mayer (1989-1990), in an attempt to
expand traditional views of intelligence, investigated the role played by emotion in
adaptive responding to environmental demands. From this research Salovey and Mayer
coined the term emotional intelligence.

Social intelligenceEmotional intelligence has its historical roots in the area of
social intelligence. According to Mayer and Salovey (1997), research in the 1950’s
supported that intelligence could be divided into three subgroups. The first subgroup
consisted of verbal intelligence that could be measured by looking at vocalndés3l
thinking, and verbal fluency. Visual-spatial intelligence was the secondosydgf
intelligence and included measures of recognizing and building patterns ambksg
objects. The third subgroup included social intelligence that involved looking at geople’
social skills and people’s abilities to relate to others. The subgroup of soelkd@mice,
however, was not new. In 1920, Thorndike defined social intelligence as “the ability to
understand and manage men and women, boys and girls; to act wisely in human
relations” (p. 228). Thorndike distinguished social intelligence from other forms of
intelligence by reporting that social intelligence is “the abilitpérceive one’s own and
others’ internal states, motives, and behaviors, and to act toward them optimally on the

basis of that information” (Salovey & Mayer, 1990, p. 187).
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Zirkel (2000) indicated that the central core of the social intelligenceytisetirat
individuals are beings who think and reflect. Individuals’ behaviors can be understood,
according to Zirkel, by investigating how they actively participaténeir social
environment and how they pursue preferred results in the important areas oféiseir li
The autonomy of social intelligence that sets it apart from the other subgroups of
intelligence is not always empirically demonstrable. One reason fosttmatisocial
intelligence is so broadly defined and difficult to measure (Salovey & Mayer; 1989
1990). Despite these problems, research in the field of social intelligenceuestid
help shape the field of emotional intelligence. Salovey and Mayer (1989-1990) reported
that social life tasks, investigated by the researchers of sociéibenek, are full of
emotional information that people must process and that individuals may differ in the
skill with which they do so (emotional intelligence).

Personal intelligenceGardner’s (1983) theory of multiple intelligences also
provides a foundation for emotional intelligence. The theory of multiple intellgenc
reports the existence of independent intellectual competencies, one competegcy be
personal intelligence. According to Gardner, these intellectual compet@meibuilding
blocks and they interact to produce a varied mixture of human abilities. Salovey and
Mayer (1989-1990) view social intelligence as a part of Gardner’s persorilaemee
and therefore see emotional intelligence as a subset of personal intelligence

According to Gardner (1983), personal intelligence involves knowledge of self
and appraisal of others. Some skills involved in personal intelligence includelitye abi
to distinguish other’s feelings, intentions, temperaments, and motivations and the
capability to identify a range of moods in oneself.

Unfortunately, the theory of multiple intelligence is just that, a theorheas ts
little empirical support for Gardner’s ideas. Salovey and Mayer (1989-1900¢gérd

Gardner’s theory as appealing. Salovey and Mayer’s theory of emotionagjarieé
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includes Gardner’s idea that this different form of intelligence incladaadividual’s
recognition and use of both his/her own and other’s emotional states to explain problems
and control behavior.

Construct of emotional intelligencBoth the study of social intelligence and the
theory of personal intelligence have been prominent in the formulation of the coosétruc
emotional intelligence. Mayer and Salovey (1997) indicated that knowledge of the
concept of emotional intelligence includes understanding its two terms: emattns a
intelligence. Emotions can be defined as “internal experiences that eefjerson’s
relationships” (Salovey & Sluyter, 1997, p. 2). Mayer and Salovey (1997) reported that
intelligence is often thought of as how well the cognitive sphere (memospnieg,
judgment, and abstract thinking) functions.

Explanations of the construct of emotional intelligence should connect emotions
with intelligence. Using this above information, Mayer and Salovey (1997) defined
emotional intelligence as the “ability to perceive emotions, to acceseartate
emotions so as to assist thought, to understand emotions and emotional knowledge, and
to reflectively regulate emotions so as to promote emotional and intelleciwahgy (p.

5).

Investigators have used the term emotional intelligence in a varietyysf wa
(Mayer, Salovey, & Caruso, 2000). Zeidner et al. (2003) believed it is possible to
categorize emotional intelligence definitions and theories into two basic groixes!
models and ability models. Goleman (1995) viewed emotional intelligence as involving
both cognitive abilities and aspects of personality and motivation (mixed modsigrM
and Salovey (1997) viewed emotional intelligence solely as a mental abiliigy(abi
model).

In the mixed model, emotional intelligence consists of both cognitive skills and

aspects of personality and motivation that facilitate application ofiabifiir handling
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emotion in real world settings. Goleman’s boBkjotional Intelligenc€1995), refers to
emotional intelligence as the master aptitude that includes many pessabdiiies.
According to Goleman, emotional intelligence interacts with all otheitiabiand can
either assist or impede them.

Goleman’s (1998) theory of emotional intelligence includes five essential
dimensions: (1) self awareness, (2) self-regulation, (3) motivation, (4) gmpath(5)
social skills. Knowing emotions and self awareness are the skills to comprehehda fe
when it occurs within the self. Managing emotions involves self regulation tiat is t
ability to control emotions appropriately. Recognizing emotions in others includes the
skill to understand and recognize the social signals in others. Last, socsinskillze
handling relationships with others.

In contrast to the mixed model, the ability model presents emotional inteligen
solely as a mental skill. Here emotional intelligence is an intellgémat processes and
profits from emotions. The leading researchers in the belief that emoticeihgertice is
a mental ability are Salovey and Mayer (1989-1990). After a decade ofcleddaryer
and Salovey (1997) were able to report evidence to indicate that emotional inteligenc
distinct from other types of intelligence and parts of personality. They sup@h#his
evidence in a recent article (Mayer, Salovey, & Caruso, 2008) and recommended the
continued study of emotional intelligence as an ability rather than a cotl@dt
personality traits.

Many researchers have criticized the mixed model (Davies, Stankov, &t&ober
1998; Ziedner, 2003). The major criticism is that this model of emotional intelégenc
tends to largely overlap with existing personality theories. Critics réparGoleman’s
theory is not measuring a new idea, just revamping a collection of existinguotss
Since the ability model of Mayer and Salovey (1997) is one of the most scaltific

rigorous models of emotional intelligence (Mayer et al., 2008), | will desttnbeletail
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and use this model in the dissertation.

Salovey and Mayer’s model of emotional intelligemeiially, Salovey and
Mayer (1989-1990) defined emotional intelligence by the abilities involved in it. They
postulated that emotional intelligence consisted primarily of three adaiiees:
appraisal and expression of emotion (in self and in others), regulation of emotion, and
utilization of emotion in solving problems. In 1993, Mayer and Salovey discussed the
basic fundamentals involved in emotional intelligence. They suggested thremtlem
that underlie this construct: (1) emotionality itself, (2) facilitation abition of
emotional information flow, and (3) specialized neural mechanisms.

In 1997, Mayer and Salovey again revised their model of emotional intelligence
and gave more emphasis to the cognitive components of emotional intelligence (thinking
about feelings). Their new definition of emotional intelligence supports thehdé
emotion makes thinking more intelligent, and individuals think intelligently about
emotions. Mayer and Salovey’s expanded conceptualization of emotional intelligence
breaks emotional intelligence into four branches/levels. The brancheszargearfrom
more rudimentary psychological processes to higher, more psychologicallyecoamol
integrated processes. The authors presume that these branches are dealopment
nature. They also believe that within each branch there is a developmentadsicogod
skills (Mayer, Salovey, & Caruso, 2004b). Below is a brief overview of each bradch a
research investigating the branch.

The first branch of Mayer and Salovey’s (1997) model, “Perception, Appraisal,
and Expression of Emotion”, examines the accuracy with which an individual can
identify, appraise, and express emotions and emotional content in himself or dnedself
in others. As the first branch of emotional intelligence to develop, Mayer (2001) ceporte
that an “emotional perception system” is likely to be hard wired through evolution.

According to Mayer and Salovey, emotional intelligence cannot start witheaapacity
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to perceive and express emotions. Perception of emotions involves several steps:
registering the emotion, attending to the feelings, and deciphering the messag

Mayer, DiPaolo, and Salovey (1990) conducted the initial empirical research on
emotional intelligence using 139 undergraduate college students who rangedromage f
17 to 63 years old. They investigated the first branch of emotional intelligedce a
looked at it across a variety of stimuli (colors, faces, and designs) to see how the
relationship between individuals’ abilities in perception and empathy explained the
human capacity to identify and communicate feelings. Mayer et al. coestruct
guestionnaires (reproductions of faces, color swatches, and abstract designdudad inc
an empathy scale and several personality inventories in their investigateynobtained
three scores from the information the participants gave: consensual acannacyt,
and range of emotion perceived. They compared these scores with scoresgstess
aspects of emotional intelligence, including empathy. Results indicated theippats
who were able to perceive emotional information across a variety of novelistimul
expressed a higher level of empathy. This research helps support the idea that an
individual must accurately perceive feelings in others in order to demensingiathy (a
feeling). This study was also the first research to show that emotiogléberice
includes abilities that can be measured through perceptual tasks.

“Emotion’s Facilitation of Thinking”, the second branch, describes how emotions
and emotional events facilitate and contribute to cognitions and performance. Mayer,
Salovey, and Caruso (2000) reported that feelings enter the cognitive systemiays,
as cognized feelings and altered cognitions. Emotions assist the cogystam e
several ways: (a) emotions may provide prioritizations of problems byidgeattention,
(b) emotions may aid intelligence and problem solving through the act of moaaigshift
(c) emotions may change individual’'s perspectives and allow multiple pointsagf(dpe

emotions may represent implicit information about earlier experiencesgpachgtions
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may aid judgment and memory (Mayer, 2001a).

Palfai and Salovey (1993) conducted research that provides evidence that specif
moods enhance specific forms of mental processing. They hypothesized thabedch m
change can reset the cognitive system. The researchers asked 72 undergpidgate
students to watch two videos designed to induce one of three moods (elated, neutral, or
depressed), and then the undergraduates had to perform a reasoning task that involved
either a deduction or induction task. Palfai and Salovey found some support, although not
significant results, for their hypothesis that different forms of reasoniygoma
facilitated by different kinds of moods. Participants’ response times providea part
support for the hypothesis that participants experiencing a depressed mood would
demonstrate impoverished performance relative to the elated or neutraiorendin the
inductive reasoning task but enhanced performance on the deductive reasoning task.
Next, participants who were in an elated mood were more likely to have difficulty
performing the deductive reasoning task but were better able to perform on th&rénduc
reasoning task. Overall, the researchers found that shifts in judgmenteshkagaitive
functioning by increasing motivational direction.

The third branch, “Understanding and Analyzing Emotions; Employing
Emotional Knowledge”, includes labeling emotions and understanding the antsecedent
and consequences of emotions. Mayer (2001a) reported that in order to be successful at
understanding and analyzing emotions you must be able to label emotions and distinguish
that there are groups of associated emotional terms. Mayer et al. (2006 d¢pat an
individual who is successful at understanding and analyzing feelings is able to
comprehend the fundamental truths of human nature and the how of relationships
between others. Currently there is no research to takes into account this branch.

Last, “Reflective Regulation of Emotions to Promote Emotional and Intellectua

Growth” concerns the conscious regulation and management of emotions in tinel self a
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in others. This branch appears most important for social interaction becaulsertdes
expression of feelings and behaviors directly. Here an individual who can marfage his
emotions is able to realize that it is better to express rather than repretssns, regulate
feelings, and work with the emotions of others (Mayer et al., 2000). According ta Maye
(2001a), an individual who optimally manages his or her emotions must first be open to
emotion and then use the information gained from the first three branches of emotional
intelligence (knowledge gained from perception, integration, and understandisg).

the individual must also be able to reflectively attach to emotion depending on the
emotions utility.

Several research studies have investigated the fourth branch of the Mayer and
Salovey (1997) model of emotional intelligence. Eisenberg et al. (1994) looked at the
relationship of emotionality, regulation, and empathy related responding. Théppatsc
were 164 undergraduate college students, ranging in age from 17-35 years oltd- A mul
method approach that included self-reports, and measures of facial and heart rate
responses assessed vicarious situational responding. Reports of the paraciganésr
friends provided information about dispositional emotional responding. Eisenberg et al.
found that emotionality and regulation correlated with socially relevant behlaamata
psychological outcomes in a way that supported Mayer and Salovey’s idea treatngast
the skills of this fourth branch is most important for positive social outcomes. Rafsults
this study also indicated that individual differences in emotionality andateguwere
present in sympathy, empathy, distress, and perspective taking. Eisenakemgported
that participants who were more prone to negative feelings were moretgisde
vicarious reactions.

Lopes, Salovey, Cote, Beers, and Petty (2004) also looked at how individuals
regulate their emotions and how regulation affects stress, well-being,targknsonal

relations. The researchers investigated 76 junior and senior undergraduate college
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students and asked them to complete an emotional intelligence test to assiesmkemot
regulation abilities and used self-report and peer nomination scales to evpalakty of
social interaction skills. Lopes et al. found that participants who scored high on emotion
regulation skills were likely to see themselves as more prosocial thapdkees, and
they were also viewed more favorably by their friends. Emotional regulatitteabi
were significantly associated with positive peer nomination and recigdraalship
votes. In the discussion section, Lopes et al. suggested that education in emotion
regulation skills may help individuals interact with their peers more efédgtiThese
results again support Mayer and Salovey’s report that mastery in skills of ttre four
branch is important for positive social outcomes.
Although Mayer and Salovey’s (1997) four branch model is one of the most
empirically supported theories of emotional intelligence, there is atilescontroversy
over whether or not emotional intelligence is a traditional intelligence. iViSgtovey,
and Caruso (2004b) reported that emotional intelligence meets three conditions tha
suggest that it is a form of traditional intelligence. First, emotionelliggnce is
measurable by test items that have a correct answer. Next, emotiotigemsel
correlates with other forms of traditional intelligence. Last, emotianelligence is
developmental and progresses with age. The developmental nature of emotional
intelligence is important to this dissertation and will be described in delailv.
Developmental nature of emotional intelligenBesearch shows that emotional
intelligence begins to develop from infancy. Scharfe (2000) indicated that artampor
developmental task for the young is learning how to correctly communicdtegdish,
and understand emotional expressions. Scharfe reported that infants and young children
learn how to do these tasks through interactions with their parents, siblings, and peers
Studies have shown that infants can express some levels of emotional intelligenc

Malatesta, Culever, Tesman, and Shepard (1989) conducted a comprehensive
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examination of the development of emotional expression during the first two ydifes o
with 58 infants. They videotaped mother-infant dyads at four different periods of their
lives. The researchers videotaped both play and separation-reunion sessions. They
reported that young infants (two-and-a-half months of age) displayed aniextamay
of facial expressions. Field, Woodson, Greenberg, and Cohen (1982) showed that some
infants can distinguish emotional facial expressions, imitate expressiongsandd to
their parents’ expressions. Their participants were 74 neonates (averajSadmurs)
who discriminated among three facial expressions posed by a live model. Tdrehrese
measured discrimination by looking at the infants visual fixations. Field &isal
demonstrated that young infants can understand simple facial emotions. Actording
Field et al's research, this understanding develops in a sequence; first anamoalifeysaf
happiness and sadness develops, then an understanding of anger and surprise follows.
Malatesta et al. (1989) found that infants’ regulation of emotions is very leagicgaze
aversion) and does not become sophisticated until the early childhood years.

As the child develops physically, linguistically, behaviorally, and cogmytive
often so does the child’'s emotional intelligence (Denham, Zoller, & Couchoud, 1994). In
a paper, Mayer (2001b) suggests that there is a temporal progression to the development
of emotional intelligence as suggested by developmental evidence. A key period for
emotional development occurs during the ages of 4-8 (Berk, 1994). Here growth is seen
in a child’s language, empathic responding, and in both behavioral and cognitive
strategies for employing emotional self-regulation. Research sthaivduring this time
period, a child’s understanding of the “causes, consequences, and behavioral signs of
emotion improves in accuracy and complexity” (Berk, 1994, p. 406).

A study conducted by Denham, Zoller, and Couchoud (1994) supported these
above developmental ideas by finding that as children age they demonstite gre

emotional understanding. In a longitudinal study that took place over 15 months, 47
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preschoolers (mean age of 41 months) who attended a laboratory preschool had several
areas of their emotional intelligence assessed. During the first ydea study Denham

et al. assessed the preschoolers’ emotional labeling abilities bothywerizhl

nonverbally. These same participants had their understanding of emotions measured
during the second year. Denham et al. found that children’s ages correlatadagigpif

and positively with their scores on emotional situation scenar{d$) = .29,p < .05,

and emotional understanding46) = .42p < .05.

Mayer, Caruso, and Salovey (1999) explored the developmental nature of
emotional intelligence. They studied 229 adolescents who ranged in age from 12 to 16
years as well as 503 adults who ranged in age from 21 to 59 years. The participants
completed thé/ultifactor Emotional Intelligence Sca(®EIS; Mayer, Salovey, &

Caruso, 1999), a vocabulary test, and an empathy scale. The overall emotional
intelligence score for the adult participants was higher than the scaeédi@scent
participants. Mayer et al. concluded that emotional intelligence is develagdraadt
adults often have a higher level of emotional intelligence than do adolescents.

Importance of the study of emotional intelligendéen emotional intelligence
has been measured as an ability, it has been positively related to mahgrsbcia
behavioral benefits (Mayer, Salovey, & Caruso, 2004b, 2008). Evidence indicates that
emotional intelligence can predict a multitude of important life outcomegsaRdsers
have discovered that as emotional intelligence rises, so does prosocial behdiyjoto abi
resist peer pressure, scores on measures of relatedness, and capacitytmicgp
stressful situations (Matthews et al., 2006; Mayer, 2001b; Rubin, 1999). Furthermore,
lower levels of emotional intelligence are sometimes associatbdliegal drug use,
violence, and deviant behaviors (Bracket, Mayer, & Warner, 2004; Trinidad & Johnson,
2002). Unlike the construct of temperament, there is a paucity of research that

investigates emotional intelligence using preschool aged children. Mostrestach
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that has been conducted using this variable has been with elementary school aged
children and with adults. The studies below illustrate these above findings.

A study conducted by Rubin (1999), as discussed in Salovey and Pizarro (2003),
used the MEIS to measure emotional intelligence in school-aged children. Thend&IS
the first of several performance based measures of emotional intelligahtieetde
authors developed based on their four branch theory. According to Salovey and Pizarro,
Rubin found that same-aged peers rated children who scored higher on the MEIS
(therefore having a higher emotional intelligence score) as lesssaiygréhan children
with lower scores. Their teachers rated these same children as moregbtbsocthose
children who scored lower on the MEIS. Rubin’s research found that emotional
intelligence varied inversely with bullying and violence. Salovey andr®izatso
reported that Rubin found that emotional intelligence is associated positiviely wit
empathy.

A pilot study conducted in 2001 by Mayer looked at the relationship between
emotional intelligence and several important emotional skills and behaviorenEle
adolescents ranging in age from 13-17 years completed the MEIS-Adolesssm v
general intelligence test, and several items about how they would responcdctatdiffi
social encounters. Adolescents who scored higher on the MEIS were better didé to la
their own and others’ emotions in situations. These same adolescents were able to use
this emotional information to guide their actions and resist peer pressure. Those
adolescents with higher scores of emotional intelligence were bleliéeioadepict
emotional situations in accurate and rich fashions. Mayer concluded that emotional
intelligence may perhaps help individuals in choosing better and more approf#iate li
and social decisions (2001b).

Bracket, Mayer, and Warner (2004) looked at the association between emotional

intelligence and everyday behavior. Three hundred thirty college studentstenirgoh
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emotional intelligence test, a personality test, and a scale that lookedyalagve
behavior. The everyday behavior included self-care, leisure pursuits, acadgwities,
and interpersonal relations. The results showed that female participathiged
emotional intelligence scores than male participants. However, emotitglagence
was more predictive of everyday behavior for males than for females. Anaithegfi
was that lower scores of emotional intelligence in males correlatbdhegfative
outcomes in everyday behavior. For example, males with lower emotional erietlig
scores were more likely to use illegal drugs and alcohol, engage in devhamidseand
have poor relationships with peers. Overall, this study found that emotional intedligenc
significantly correlated with maladjustment and negative behaviors flercobege
students but not for female college students.

Since accumulating evidence from research shows that emotional intedligenc
predicts a variety of important outcomes in adolescents and adults, what doehresea
demonstrate that emotional intelligence predicts in children? There has Been lit
research on the importance of emotional intelligence during the preschool@earsf
the reasons for the paucity of information in this area is that there is nordiaeda
comprehensive measure of emotional intelligence for preschoolerdayes Salovey
Caruso Emotional Intelligence TEMSCEIT), a popular ability based measure of
emotional intelligence, created by Mayer, Salovey, and Caruso (2004a) is to be ysed onl
with adults, age 18 years and up, and does not have a child version.

Sullivan (1999), in her dissertation, attempted to create a reliable and valid
instrument that measures the levels of emotional intelligence in young stusleats
created thé&motional Intelligence Scale for ChildréBISC) based on Mayer, Salovey
and Caruso’s (1999) MEIS and theory from child development literature. The EISC
contains five subtests: Faces, Music, Stories, Understanding, and Managinkeand ta

between 15-25 minutes to administer. At the same time Sullivan created theskeSC
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also constructed an Empathy scale, which consisted of eight items, to mectsildis a
capacity for empathetic responding. Last, Sullivan constructebetheher/Parent Rating
Scales of Emotional Intelligen€&/PRSEI), 15 items to be completed by the child’s
parent or teacher that provided external measures of a child’s emotior@ants

skills.

Sullivan’s (1999) dissertation involved determining the validity and reliability of
her comprehensive measure of emotional intelligence through a psychometricsanalys
The study included 100 children who ranged in age from 4.5 to 9 years of age. The five
subscales of the EISC demonstrated low to moderate internal consistenogl Inter
consistency scores for the subtests ranged #@%®) = .39 (Music subscale) §96) =
.66 (Managing subscale). Sullivan also conducted criterion-related validatios of t
EISC. She found a strong positive correlation between the Total El scores and the
Empathy scale, (99)= .38 p< .001. Although the internal consistency for the EISC was
low to moderate, the additional scales Sullivan created to help validate thevEi&C
more psychometrically sound. Sullivan found that the internal consistency of the
Empathy scale was moderai€99) = .61 and the T/PRSEI internal consistency was high,
teachem(55) = .96 and pareni(55)= .86. The internal consistency scores on the
T/PRSEI indicate that both scales (Parent and Teacher Form) are aperapniasearch
use to rate a young child’s emotional intelligence abilities. In her digcusection
Sullivan concluded that since the EISC does not demonstrate good internal consistency
the scale needs to be revised and improved before it is used again to measure emotional
intelligence in young children. For this reason | will use the T/PRSHisrdissertation.

With Sullivan’s (1999) development of measures of emotional intelligence
(particularly the development of the T/PRSEI) researchers now havedamgstigate
the construct of emotional intelligence in young children. Earlier | noted tpiaehi

levels of emotional intelligence in adults relate positively to a rangehaiviomal and
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social benefits (Matthews et al., 2006; Mayer, 2001b; Rubin, 1999). Investigations can
determine if this is also true for children. Knowledge of individual differencdsaw

they relate to social skills would be helpful for both parents and teachers who caild ass
children who score lower in emotional intelligence to learn and to implement enhotiona
skills to achieve success in the social and emotional world.

As mentioned before there is no research that investigates the relationship
between emotional intelligence and social skills in preschool aged childszarRle
conducted with school aged children through adulthood has shown a positive relationship
between these two variables. Rubin (1999) and Mayer (2001b) reported that children with
higher levels of emotional intelligence were more likely to make betteal sterisions
and were rated more prosocial. Bracket, Mayer, and Warner (2004) discovered that
adults with lower levels of emotional intelligence were more likely to have peor pe
relationships, and Schutte et al. (2001) found that adults who had higher scores on the
measure of emotional intelligence had significantly higher scores onesune of
social skills. Does this mean that emotional intelligence accounts forriabily of
social skills in preschoolers? There currently is no research to answerdoekisn.

Below are some reviews of literature that hint of a possible connection between
the three variables in question; social skills, temperament, and emotionajentssl
The Relationship Between Temperament, Emotional Intelligence, and Social Skills

“Intelligence and temperament are different domains of individual differepees
they tend to interact in regulation of human behavior” (Necka, 2003, p. 296). In a review
of the literature by Necka, which looked at the cognitive intelligence-temyzast
interface, he indicates that noncognitive factors (i.e., temperament) irdloenmtellect
(cognitive, emotional, and social). Reed-Victor (2004) also postulated that olsldre
individual differences in temperament may influence their development etgelfation

(skill of emotional intelligence) and social relationships (part of sekidf).
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As mentioned earlier, research has also investigated the connection between
social skills and emotional intelligence (Schutte et al., 2001). Schutte etrainexdahe
association between various forms of interpersonal relations (one being kitisigdsd
emotional intelligence. Adult subjects completed both a measure of emotional
intelligence and a measure of social skills. The researchers repsuéd tieat indicated
emotional intelligence is connected to interpersonal relations. Individiases on the
measure of emotional intelligence were significantly and positivaahetated with their
scores on the measure of social skill§7/6) =.41,p < .001).

There has also been research that investigated the association between individua
differences, emotion regulation (which is one of the main components of emotional
intelligence), and social competence. A recent study by Blair, Denham, iait;hend
Whipple (2004) investigated the involvement of characteristics of temperament and
emotional regulation to the development of young children’s social skills. In thig stud
parents and teachers of 153 preschool aged children (mean age = 44.39) completed
guestionnaires that measured temperament, emotion regulation, and social ca@npetenc
(only teachers filled out this latter form). Results showed that emotional tiegujice.,
the ability to cope with emotion) was more important than temperament alone in the
development of prosocial behavior. Blair et al. discovered that passive copingiasrate
play an important part in the development of maladaptive behaviors in children. They
found no significant interactions between temperament and emotional regulation in
predicting socially competent behavior.

Other than Necka’s (2003) suggestion that noncognitive factors like temperament
may influence our various forms of intelligence (cognitive, emotional, andlsdReed-
Victor’'s (2004) postulation that temperament may influence self regulatioroaiad s
relationships, and research that looks at the relationship of these variabletebepara

(Billman & Mc Devitt, 1980; Farver & Bransletter, 1994; Schutte, et al, 2001) there i
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absolutely no research that looks at what accounts for the variability in solisabtki
preschool aged children. One reason for this paucity is that there is no published
assessment measure of emotional intelligence in young children. Despleekhithese
topics and their interface are very important for researchers, parectseng and other
professionals to investigate and understand.
Rationale for the Study

The investigation of the relationship between the constructs of emotional
intelligence, social skills, and temperament can be very beneficial totiexhata
professionals. Like emotional intelligence, studies have linked temperamentsocmb
behaviors and social adjustment. According to research by Blair, Denluamaioff,
and Whipple (2004) who looked at the role temperament and emotional regulation have
in the development of social skill behaviors, ability to cope with emotions was more
important than temperament alone in the development of prosocial behavior in children.
Denham et al. (1994) even indicated that children who negotiate social interastions
well as managed their emotions were more likely to thrive later on in life. Kigoawore
about what accounts for the variability in children’s social skills (temperaamel/or
emotional intelligence) will help teachers, professionals, and parentstédimentions
to assist the individual in enhancing his/her social skills. Enhancing a childcgs satts
at an early age has three major benefits. One, Merrell (2002) found that imgoving
child’s social skills at an early age helps improve existing learning andibedia
difficulties. Two, strengthening a child’s social abilities leads to agoative effect by
decreasing the likelihood of future behavioral and learning problems (M&06R).
Last, remediation of social skills deficits in early school years is wgppitant, because
research has shown that children who fail to develop these critical skills appear
become more resistant to intervention over time (Kazdin, 1987).

The current study focused on investigating the relationship between emotional
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intelligence, assessed e Teacher/Parent Rating Scales of Emotional Intelligence
(T/PRSEI; Sullivan, 1999), the dimensions of temperament, assessed by the
Temperament Assessment Battery for Childi&BC-R; Martin & Bridger, 1999), and
social skills in preschool aged children, measuredihs/ Social Skills Rating Scale
(SSRS; Gresham & Elliott, 1990). The outcome of this study can help to facilitate
discussion about what accounts for the variability in social skills; temperament
emotional intelligence, or both variables.
Hypotheses

This study investigated how well temperament and emotional intelligence
predicted how children behave with regard to their social skills. The relatpsnsmong
these three variables will also be discussed. The following are the hygmthaswere
investigated:

HO1: Preschool aged children’s scores onltbacher/Parent Rating Scale of

Emotional Intelligenc€T/PRSEI) measure of emotional intelligence will predict

their scores on th8ocial Skills Rating Scal&SRS) measure of social skills. It is

expected that higher emotional intelligence scores will predict highels of

social skills.

This hypothesis was proposed because several researchers (Bracket&Mayer

Warner, 2004; Rubin, 1999; Schutte et al., 2001) reported that school aged children and

adults who have higher levels of emotional intelligence have higher levels aif Salis.
HO2: Preschool aged children’s scores on the Inhibition scale of the
Temperament Assessment Battery for Children-Re{¢13&8C-R) measure of
temperament will predict their scores on 8wexial Skills Rating Scal&SRS). It

is expected that lower Inhibition scores will predict higher social skitises.

The second hypothesis was constructed because Martin and Bridger (1999) found

that children who are high on the Inhibition scale of the TABC-R may be slow to develop
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socially, have difficulty approaching and introducing themselves to new indigjcarad
have trouble dealing with new social situations.
HO3: Preschool aged children’s scores on the Impulsivity scale of the
Temperament Assessment Battery for Children- Re¢Ig€8C-R) will predict
their scores on th8ocial Skills Rating Scal&SRS). It is expected that lower
Impulsivity scores will predict higher social skills scores.
The third hypothesis is also derived from research conducted by Martin agédrBrid
(1999). They reported that children who high on the Impulsivity scale of the TAB€-R a
“more difficult to live with, to socialize, and thus are often the focus of a greltndea

of parental and teacher discipline” (p. 62).
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CHAPTER 1l
Methodology

This study examined the relationship between emotional intelligence,
temperament, and social skills in preschool children. This chapter outlines the
methodology of the study by describing the participants and the selection ptbeess
assessment materials, and data collection and analysis procedures.
Participants and Their Selection

The study included parents and teachers of preschoolers from a private preschool
program for young children. Although the preschool program services both childnen wit
and without disabilities, birth through five years of age, only children who areliypic
developing participated in this study. The study did not include children with a special
education label of “Preschooler with a Disability” in the participant selecThe label
“Preschooler with a Disability” encompasses many extensive dis@addrdisabilities.
For example, some children who carry the label “Preschooler with a Digaivaty have
social and emotional delays, other children may have speech and languagehdelays t
may interfere with their social development, and other students may havevegniti
delays that may hinder their emotional development. Thus, the definition of “Preschoole
with a Disability” is broad and this makes it difficult to pinpoint the exact disiabiof
these particular children who may in turn have skewed and confounded the results of this
dissertation. For this reason parents and teachers of children with this éabelov
included in this study

| recruited potential participants from the preschool where | am empldked.
preschool is located in Suffolk County on Long Island, New York. | work at one of the
four locations of this school and recruited students from the three sites where | do not
work. There are approximately 830 students enrolled in all four sites for the 2008-2009

academic school year. The ethnic composition of the student body includes &aucasi
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(48%), African American (32%), Hispanic (13%), and Asian (7%) children. Students
who attend this preschool are either classified as daycare/regulatiedwstudents (390
students) or as special education students (440 students).

Prior to parent contact, | gave an information/solicitation letterAppendix A)
to all 23 regular education teachers of potential student participants within the
participating school. All 23 teachers agreed to partake in the study (100% of those
solicited). All participating teachers were Caucasian women who ranggd from 24
to 53 (mean age = 35.78D =3.42). Of the 23 teachers, 15 had their bachelor’'s degree
in education and 8 had their master’s degree in education. These teachersdid\a tau
the preschool for an average of 5.91 years (SD = 2.43).

Once the teachers indicated their interest in participating in the stueht, drs
information packet about the study and incentive/recruitment flier (Appendix B and C)
home to parents of all potential preschool subjects in their classrooms to re@mwit pa
participants. Teachers placed the information letter and incentive flier patésts in
the children’s backpacks. The letter acknowledged the awareness and approsal of thi
study by the school administration, as well as the classroom teacher. dmsatibn
packet also contained consent forms (see Appendix D) for the parents to sigts Pare
were informed in the consent packet of incentives for participation (Appendix C
Participating parents received a summary of their child’s temperameiat, salls, and
emotional intelligence profile, as well as the results of the overall shu@dyldition, each
participating parent who returned a completed packet was entered intoyattten a
gift check. The information letter asked the parents to return the consentrichas
children’s backpacks. Inclusion in the study depended on acquisition of informed consent
from each child’s parent or guardian.

Rating scales and questionnaires completed by the student’s teacherassavell

guestionnaire completed by the child’s parent/guardian provided the data for this
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dissertation. Two hundred and twenty five potential preschool participants werd invite
to participate, the other 105 typically developing preschoolers that | did not aelie
either too young to participate in the study or attended the preschool whanletiw
Students from the site where | worked were not included in the study due to the
possibility of the risk of coercion. Ninety four parents agreed to participa® ¢f those
solicited). Of the 94 parents who agreed to participate, all completed the packé.(
Therefore there were 94 participants in the current study.

Table 1 presents participant’s demographic information. The preschoolers in the
study were between the ages of 4.0 and 5.6 years of age. Their average age inasnths
57.84 GD = 4.13). Of the 94 participants, 49 were female preschoolers (52%) and 45
were male preschoolers (48%). The mean Socio Economic Status (SES) of the
participants as measured by the Hollingshead was 4308 (L0.83). This measure has
scores that range from a low of 8 to a high of 66. The higher the Hollingsheadhscore t
better the academic level and occupation of the participants’ parents. Theynudjtre
sample reported that they were employed within the technicians, semi to minor
professionals, managers, and small business owners’ domain, which is consideted to fal
in the middle income range. Table 2 presents participants’ ethnicity. While most
participants were Caucasian, almost a third were of other races or ethnicit
Table 1

Demographic Information of the Participants

n Age Range Mean Age Gender SES
Preschool 94 48-66 months 57.84 months 49 females  41.78
Students SD =4.13 45 males SD =10.83
Teachers 23 24 — 53 years 35.70 years 23 females
SD =3.42

None of the children in this study received any type of special education services
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and all were placed in integrated classrooms (i.e., classrooms where Isalididiets

were regular education preschoolers and the other half of the students reagale spe
education services). The integrated classrooms were team taught leathers (regular
education teacher and special education teacher) and the classroangezkfrom 9
students to a maximum of 18 students. The regular education teacher completed the
packets of measures for each participant.

Table 2

Ethnicity of the Preschool Participants

n %

Ethnicity

Caucasian 67 71%

Hispanic 8 9%

Multi-Racial 9 10%

African American 5 5%

Asian 4 4%

Indian 1 1%
Instruments

The Teacher/Parent Rating Scales of Emotional Intelligence in Children
(T/PRSEI; Sullivan, 1999). The T/PRSEI provides an external measure of young
children’s emotional intelligence skills. In her dissertation, Sullivan edethie T/PRSEI
at the same time as she createddimtional Intelligence Scale for ChildréBISC). The
T/PRSEI provided validation information for the EISC as well as an outside piersepec
(parent and teacher outlook) of an individual's emotional intelligence.

Sullivan (1999) developed both the EISC and the T/PRSEI by researching

theoretical assumptions about child development, using Mayer and Salovey’s (1997)
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definition of emotional intelligence, and by adapting items from Mayer st(aR97)

adult scale of emotional intelligence, tdeltifactor Intelligence Scale for Children

(MEIS). Prior to the EISC, there was no existing comprehensive measure afrexhot
intelligence for young children. Internal consistencies for the EtfbGcales ranged from
low to moderate (with alphas ranging from .39 to .66), suggesting that this measise ne
further refinement before being used even as a screening or research taan $L4D9)

also noted in her research that the EISC would need several revisions in both the items
and administration before it should be used again. After the revisions, Sullivan suggested
in her discussion section that the psychometric analyses be replicatedEt® o

assess if this is valid and reliable instrument to measure emotional imedige

children. Unfortunately, Sullivan has completed neither these changes niooomgyac
revisions. For these reasons and since the internal consistency ratingsTittRSE|

were higher than the internal consistency rating scores for the EISC, | aSE®RSEI

in this study as the measures of emotional intelligence for preschoolers.

The T/PRSEI (Sullivan, 1999) consists of 15 items that look at the child’'s
emotional intelligence skills from the ability to perceive emotions to hirepability to
manage emotions. Sullivan arranged the questions for the scales in hiatanatec
from low level emotional intelligence skills to high level emotional intelligeatuéties.
Participants rate the items on a five-point schllever0, Seldoml, Sometimes-2ften
3, andAlmost Alwayst) with possible scores ranging from 0-56, with higher scores
indicating greater emotional intelligence.

Sullivan (1999) investigated the internal consistency of the T/PRSEI by lodking a
ratings provided by 56 teachers of children who ranged in age from 4.5 and 9 years of
age. She found that the internal consistency alpha reliability for the Td?ateyg Scale
was .96. This internal consistency score indicates that the scale is apgpropniasearch

and can be used to rate a young child’s emotional intelligence abilitiesltee
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coefficient for the T/PRSEI in this dissertation study was .94, which is sitoithat

found by Sullivan. Sullivan did not provide any validity information for the T/PRSEI.

The T/PRSEI was only developed as a supplement to the EISC and was used to provide
an outside perspective of the emotional intelligence skills in young children.

Temperament Assessment Battery for Children-Re{¢I&8C-R; Martin &

Bridger, 1999). The TABC-R is an instrument designed to determine temperhmenta
traits (Inhibition, Negative Emotionality, Activity Level, and Lack of Tagkdistence)
and types (Inhibition, Highly Emotional, Impulsive, Typical, Reticent, Passive, and
Uninhibited) according to Martin and Bridger’s theory of temperament. Thesasses
of traits (individual characteristics) is often the initial step in the detetion of
temperamental types. Thus, | only investigated temperamental traits digbertation.

Martin and Bridger (1999) based the origii@imperament Assessment Battery
for Children(TABC; Martin, 1988) mainly on Thomas and Chess’ (1977) temperament
research. Due to new normative data, theoretical shifts, and current research on
temperament, Martin and Bridger revised the TABC creating the TRBThe TABC-R
is to be used with children between the ages of 2 and 7. It has two forms: Parent and
Teacher. | used the Teacher form of the TABC-R in this study.

The TABC-R Teacher Form consists of 29 items. For each item, the teacter m
rate the child on a seven-point scale. The polarities range froardly everto 7-almost
always Scores for this form range from 29 to 203.

The teacher form of the TABC-R has an Inhibition Scale (9 items) and an
Impulsivity Scale (20 items). The Inhibition scale focuses on the individual'sriendie
withdraw from new social environments, to be hesitant in approaching novel individuals,
and to be cautious about engaging in activities in new situations.

Three related subscales comprise the Impulsivity scale: The fpsidmity

subscale, Negative Emotionality, assesses the tendency to express emotiajativa ne
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way that results from frustration or denial of wants. The second Impulsivitgadabs
Activity Level, measures energy expenditure and the inability to cormtses gnotor
behaviors in environments in which it is appropriate to do so. The final Impulsivity
subscale, Lack of Task Persistence, measures two related consttectsiraind ability
to persist on a difficult task. This subscale assesses the inability of anluadito
continue to engage in learning new activities or to manifest continued attentron ove
relatively long periods of time. Thus, the Impulsivity scale assessesliaidual’s
inability to control intense emotion, gross motor activity, and attention. The $mipyl
scale for the teacher form of the TABC-R is comprised of three subscatestyA_evel
(4 items), Negative Emotionality (8 items), and Lack of Task Persist8ntan{s). The
TABC-R Score Calculation Sheet spells out the exact items for each dimensiaaland s

The normative sample for the Teacher Form included teachers of 1150 children
who varied in age, gender, socioeconomic status, ethnicity, and geographic region
according to the 1996 census data. With regards to internal consistency of ther Teach
Form, Martin and Bridger (1999) found that the alpha coefficients ranged from .86 for
Activity Level to .95 for Impulsivity. For this dissertation study, the alpbeffecient on
the TABC-R for Inhibition was .92 and .94 for Impulsivity.

To determine interrater reliability of the TABC-R, Martin and Bridgei9@)9
correlated mothers’ and teachers’ ratings from their respectives f@arrelations
between scores on the Teacher and Parent Forms ranged from .22 to .47 for the normative
sample.

Martin and Bridger (1999) presented data that looked at the short-term stability
(ratings were separated by 4 to 8 weeks) of the Teacher Form. Thintyteaghers rated
the temperament of 156 students provided these ratings. Martin and Bridger found
stability coefficients that ranged from .47 for Activity Level to .71 fdribition.

Martin and Bridger (1999) also assessed the validity of the Teacher form of the
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TABC-R. First, they looked at validity by intercorrelating the scatessabscales of the
TABC-R. They then looked at the validity of the TABC-R by studying the airosls of
its scores with scores from measures of related constructs sucmaseapility,
behavior problems, and personality.

Correlations among the scales of the Parent Form showed that the Inhibit®n Sca
is orthogonally related to the Impulsivity Scale. This finding was obtained tisng
normative sample which consisted of 1036 mothers. This information provides support
for the theoretical underpinning of the TABC-R (i.e., inhibition is unrelated to the
indictors of impulsivity, negative emotionality, activity level, and lack ekta
persistence). Correlations between the scales ranged from -.18 to .22.

The theory underpinning the TABC-R predicted that the indicators, or subscales,
of impulsivity would be moderately to highly correlated. The correlations lwerer
than the authors expected when looking at the correlations among scales foctiex Tea
Form. The Inhibition Scale was not significantly related to the Impuls8agle, with
correlation scores that ranged from -.10 to .14. The correlations among the Witpulsi
aggregate ranged from .56 to .79, showing moderate relations that were predicted by th
theory underpinning the TABC-R.

According to Martin and Bridger’s (1999) temperament theory, all tempatame
dimensions should only be modestly correlated with cognitive ability measuse=arBte
has shown otherwise. Data collected by Martin and Bridger for the validatiba of t
TABC-R showed that, for teachers’ reports, Lack of Task Persisterscsigraficantly,
negatively correlated € -.51,p < .001) with one measure of cognitive ability
(Differential Ability Scales). This was found during a study that used & sliméc-
referred sample of preschool childrer=50). In the same study, Lack of Task
Persistence was also significantly, negatively correlated withdhlkdely Picture

Vocabulary Test-Revised and the Test of Visual Motor Integration, withlabores
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ranging from -.48 to - .51.

The authors discussed a study (DeWalt, 1999, as cited by Martin & Bridger,
1999) comparing the TABC-R temperament types to personality characselfisthis
study teachers rated 288 participants’ personality on the Inventory of €tdr
Individual Differences (Halverson & Hawvill, 1999) and also their rated tempeatame
Children whose scores fell in the Highly Emotional and Impulsive temperanoemsyr
were more like to be in the Non-Compliance and Dominance group on the Inventory of
Children’s Individual Differences than children in the other temperamenérdus
Uninhibited children had high scores on the Self-Regulation, Creativity, andgetsié
personality clusters. Highly Emotional children, on the other hand, had the lowest scor
on those clusters. DeWalt also found that children who fell in the Uninhibited group had
the highest scores on the Positive Emotionality and Sociability clusigam,Ahe
Highly Emotional children had the lowest scores on those clusters. Last, CleWwalt
that children in the Impulsive group had the highest score on the Athleticism,cluster
while the Inhibited group had the lowest score.

Social Skills Rating Systef8SRS; Gresham & Elliot, 1990). The SSRS is a
norm-referenced instrument that assesses students’ social behaviorsarétibree
forms for the SSRS: teacher, parent, and student. Children ranging in age from 3 to 18
years can be evaluated with the SSRS. The SSRS forms are availaftedor t
developmental levels (preschool, elementary, and secondary). In this dmseéniaed
the preschool edition teacher form of the SSRS.

The SSRS consists of 30 items that rate social skills. For each item therteac
must rate how often a behavior occurs on a 3 point scale. The polarities range from 0
never to 2- very often. Scores for this form range from 0 to 60.

Three core behaviors of social skills are assessed in the SSRS and make up the

three subdomains of the Teacher form. The Cooperation subscale (measureiimg 0 i
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looks at behaviors such as sharing, helping, and following rules. Next, the Assertion
subscale (measured by 20 items) investigates behaviors including askimigrfmation,
introducing oneself, and responding to the behaviors of others. Last, the Self-Control
subscale (measured by 20 items) takes into account behaviors that arisedhanmohfl
non-conflict situations; including teasing, turn taking, and compromising. A total soc
skills score is obtained from the combination of scores on the three subdomains and this
is the score that was used in this dissertation.

The normative sample of the SSRS included a standardized national sample of
4,170 children (grades 3 through 12) that included self ratings and ratings by 1,027
parents and 259 teachers. The teacher sample unfortunately did not include preschool
data. The SSRS normative sample data however includes information on special
education students. An attempt by Gresham and Elliott (1990) was made during the
standardization to approximate the national distribution in 1988 for race, geographic
representation, and community size.

Gresham and Elliott (1990) assessed two forms of reliability for th&& S&Rh
regard to internal consistency of the SSRS-Preschool Teacher Form, theyiatn
coefficient alpha reliabilities for the subscales and Total Scalessmmged from .90 for
Cooperation and Assertion subscales to .94 for the Total Scale score. The Total Scale
score alpha coefficient for this dissertation study was .91, which isasitoithat
obtained by Gresham and Elliott. The test-retest reliability of tfRSS8as obtained by
having teachers from the Elementary standardization sample rate the&#stadents
four weeks after their original standardization ratings. Here considesayb®rt of
temporal stability was indicated for teacher ratings, with testtredeselations ranging
from .75 for the Assertion subscale to .88 for the Cooperation subscale. The Total Scale
score test retest reliability coefficient was .85.

The validity of the SSRS was also assessed by Gresham and Elliott (1990).
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Criterion related validity for the Teacher Form of the SSRS was conductedKayg at
the relationship between the SSRS and the Social Behavior AssesSmerf); The
correlation between the two scales ranged from -.15 to -.73 for the subscalé8dad
the Total Scale correlations. To further investigate the criteriorecelatlidity of the
teacher form, Gresham and Elliot also compared the SSRS wi@thildgeBehavior
Checklist(CBCL) using 99 elementary students from the standardization sample.
Negative correlations between the SSRS Social Skills subscales andGhen@B2
found and range from -.27 to -.67.

Convergent validity was assessed by Gresham and Elliott (1994) by usingrteach
and parent ratings on the SSRS- Preschool Edition. In a sample of 193, it was found that
the convergent validity coefficients between common subscales and the Total Score
ranged from .16 to .2%( .02), with a median of .18. When discriminant validity was
investigated between different subscales, the correlations betweemdifféoemants
was low (correlations ranged from .04 to .28). Demaray et al. (1995) reported iava revi
article that considered six social skills rating scales, the SSR$@vasoist
comprehensive index relative to other social skills scales that were eeview

Hollingshead Four Factor Index of Social Staft#ollingshead, 1975). This
guestionnaire was included in the demographic packet sent home to the studenss parent
and (see Appendix E) was to provide information about the parents educational and
occupational back ground as well as their marital status so that a level oteaoiméc
status (SES) of each child’s family can be obtaiddithough the Hollingshead is an
older measure, | used it because there is no free/reduced school lunch in the study
preschool. For each participating family, this information translates into divee cfocial
strata. According to the Hollingshead manual and guidelines, individuals whatfati
the Class | have a higher socioeconomic status relative to the othes chessired. |

used the SES information to describe the population of the current study. The
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demographic questionnaire also asked questions about the preschooler’s age, gender, and
race. | also obtained participants’ classroom placement (regular aiatetggby asking

the parent to indicate which teacher their child had. As indicated above,gzentscdid

not have disabilities.

Hollingshead (1975) indicated that the validity and reliability estinfatethis
social status scale were based on data scores found on the 1970 census and the National
Opinion Research Center (NORC). The Hollingshead social status scalervedated
with the prestige scores developed by the NOR€E.03). In an article by Gottfried
(1985), he indicated that thollingshead Four Factor Index of Social Statuas a
highly valid and reliable measure of socioeconomic status in the United States.
Procedure

After receiving signed parent consent forms (Appendix D), | assigned each
consenting participant an identification number in order to ensure confidenfidisy
number was used in lieu of a name on all information collected (questionnaires and data
collection forms). | maintained the list of corresponding names in a locked cabine

After the parents provided informed consent, | arranged for teachers to send home
the demographic questionnaire (Appendix E) with each child. The parent questionnaire
took approximately 5 minutes to fill out. The questionnaire also included directions for
how to return the information and how to contact the examiner if there were any
guestions. School personnel kept the returned questionnaires in a secure location until |
picked them up.

Subsequently, the teachers of the children in the study filled otiethperament
Assessment Battery for Children-Revised Teacher F6ABC-R: Martin & Bridger,
1999),The Teacher/Parent Rating Scales of Emotional Intelligence in Children
(T/PRSEI; Sullivan, 1999), anthe Social Skills Rating System- Precshool Teacher

Edition (SSRS; Gresham & Elliott, 1990) for participating students. Initially, ststdent
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names were temporarily attached to the packetadhk teachers know the children
whom they completed the forms. ce the teachers returned the questionnaire:
child’s name was removed and given the correspgridientification number used on t
parent packet.
Data Analysis

This study looked at Pearson correlations to ingast# if there was any line
relatiorships between the predictor variables, emotiortelligence and temperame
(inhibition and impulsivity), and the dependentigate, social skills. Multicollinearit
among the predictor variables was also assess#dwirg this a multiple regressic

analysis was conducted to test the hypotheses statedapter 2. See Figure 1 bel

Social Skills

Figure 1.Schematic Representation of the Data Ana

Some researchers (Bracket et al., 2004) found getffierences in the wa
emotional intelligence relate various outcomes. Thus, | also tesfor differences ii
girls’ and boys’ temperament, emotional intelligenand social skills ratings usit-
tests, and planned to use gender in the analysey ibf theswrelationships wer

significant.
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CHAPTER IV
Results

This chapter presents the results of data analysis for this studyinié bgg
reporting descriptive statistics for study variables (SSRS, TABGWRT&RSEI).
Statistical relationships among participant descriptor variables angd\sitidbles are
presented followed by correlations among the study variables. Followsgltaichapter
presents results oftaest to explore any moderating effects of gender. Last, the chapter
presents results of data analyses testing each of the three hypotheses.
Descriptive Statistics

Table 2 presents the means and standard deviations of the students’ scores on
each of the variables measured: social skills (SSRS), emotional imedigé&/PRSEI),
and temperament (TABC-R inhibition (INH) and impulsivity (IMP)).
Table 3

Means and Standard Deviations of the Study Variables

Variable M SD Range o

Social Skills (SSRS) 108.82 13.75 71-130 91

Emotional Intelligence (T/PRSEI) 38.55 10.36 11-56 .94
Temperament-Inhibition (TABC-R-INH)  46.09 10.83 30-80 .92

Temperament-Impulsivity (TABC-R-IMP) 43.48 8.32 31-66 94

Note:N =94

Results from this study showed that with regard to the scores from the sdlsal ski
measure, the children’s scores in this sample were within the average ramge of t

normative sample for the SSRS (Gresham & Elliott, 1990). The participantessmor
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the measure of temperament, for both impulsivity and inhibition, also fell within the
average range for the TABC-R (Martin & Bridger, 1999).

Since the scores obtained from the T/PRSEI (i.e., emotional intelligeece) w
raw scores, | transformed themzscores to standardize the distribution. It was also
noted that the raw mean score of Emotional Intelligence in this dissertateswas
11 points lower than the raw mean score of Emotional Intelligence in Sulli£98)
participant sample. The reason for this lower score may be due to the younger @opulati
sampled in the current study, the age range for this sample was from foyegesars 6
months whereas the age range in Sullivan’s sample was 4 years 5 months to 9 years of
age. Research has shown that emotional intelligence is developmental, hildras ¢
age, their level of emotional intelligence increases (Denham, Zoller, &10and, 1994;
Mayer, Caruso, & Salovey, 1999; Mayer & Salovey, 1997).

Correlation Statistics

Hypotheses testingearson product moment correlations between the three
predictor variables (Emotional Intelligence, Impulsivity, and Inhibitiorg the
dependent variable (Social Skills) revealed some significant correl§sead able 3).

The data indicated that there was a positive relationship between SSRS andIT/PRSE
scores (= .60,p < .01); therefore, as participants’ social skills scores increased so did
their emotional intelligence scores. On the other hand, there were negativastips
between SSRS scores and scores on the two temperament (TABC-R) variables
impulsivity (r = -.59,p < .01) and inhibitionr(= -.54,p < .01). These negative
relationships indicated that as social skills scores increased, both the teemgera
variable scores decreased. The correlations between emotional intellagehthe
temperament variables also showed a negative relationship. Here it was dtloaere
as T/PRSEI scores increased, TABC-R scores decreased for both, impalsivit

inhibition variablesy = -.47,p < .01;r = -.51,p < .01 respectively. Finally, the
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relationship between the two temperament variables inhibition and impulsiatgata
significant. This latter finding agrees with findings by Martin and Brid$689). These
researchers reported that Inhibition was unrelated to Impulsivity, andraertheir
assertion that Inhibition is not the opposite of Impulsivity. All of the significant
relationships addressed above suggest a moderately strong relationskge(repg
medium effect sizes; Cohen, 1992) among the variables. These significaratmorsel
provide confirmation for all three of the study hypotheses.

Table 4

Correlations among the Predictor Variables (TABC-R-IMP, TABC-R-INH, T/PR&H
the Dependent Variable (SSRS)

SS El INH IMP
Social Skills (SSRS) .60* -.54* -.59*
Emotional Intelligence (T/PRSEI) .60* -.51* - 47
Temperament-Inhibition (TABC-R-INH)  -54*  -51* .01
Temperament-Impulsivity (TABC-R-IMP) -.59* -47* .01

Note:N =94, * = correlation is significant at the< .01 level (2 tailed).

Relationship of study variables to descriptd®elationships among the study
variables and the descriptor variables (i.e., socioeconomic status, age, andwereder)
also investigated (See Table 5). Pearson product moment correlations anmsogeE|
skills, temperament (inhibition and impulsivity) and the descriptor variable of
socioeconomic status produced no significant relationships. Point biseriaatton®l
among gender and the predictor variables were conducted next and yielded one
significant result: a negative relationship between emotional intelkgand gender,=
-.26,p < .05. Although this relationship was significant, the small correlation cieeffic
(i.e., effect size; Cohen, 1992) suggested a relatively weak relationship between the

variables. Correlations among the study variables and age, produced anotltiealyatis
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significant relationship. Here social skills and age had a positive relaposh .21,p
<.05), which suggests that as a child’s age increased so did the child’s sosiaicekél
The small correlation coefficient suggested a weak relationship betaei@ahskills and
age. There were no other significant correlations between age and theuatiier s
variables.

In order to test whether emotional intelligence, temperament (inhibition and
impulsivity), and social skills differed by gender, an independent saigieiswas
performed. The difference between emotional intelligence scores for amaldemales
was significantf(92) = -2.56p = .012 , females had higher El scores<{41.10,SD=
9.90) than maled| = 35.78,SD= 10.25) in the sample. The independent santgkss
to investigate social skills and temperament according to gender were nfotangni

therefore both social skills and temperament did not differ by gender.

Table 5

Correlations among the Study Variables and the Descriptor Variables
SES Age Gender

Social Skills (SSRS) -.03 .20* 10

Emotional Intelligence (T/PRSEI) .00 .10 -.26*

Temperament-Inhibition (TABC-R-INH) .02 -.10 10

Temperament-Impulsivity (TABC-R-IMP) .10 -.10 .20

Note:N = 94, * = correlation is significant at tipe< .05 level (2-tailed).
Regression Analyses

The histograms and scatter plots that were generated during the data analysis
indicated that there was no evidence of violations of test assumptions: yinearit
normality, and/or homogeneity (See Appendix F). A series of multiple regresstoas

conducted to investigate the hypotheses.
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Three steps of multiple regression analyses were conducted (see Tables.6 and 7)
Initially, all the primary predictor variables (emotional intelligeneemperament-
inhibition, and temperament-impulsivity) were entered into the multiple regness
predicting social skills (see Table 6). Results indicated that higheyssabemotional
intelligence were predictive of higher social skills scot@f) = 1.84p = .07. Although
not significant at the customapy< .05 level, this positive relationship showed a trend
toward significance and therefore Hypothesis 1 was partially supported. Scorek on bot
temperament variables were predictive of social skills. Specificabyetwas a
significant negative relationship between inhibition and social s@i8) = -5.24p <
.001. Thus, higher scores on the inhibition scale of the TABC-R predicted of lower scores
on the SSRS, therefore Hypothesis 2 was confirmed. Additionally, impulsivity aradl soci
skills scores were also negatively relatg@)) = -6.07,p < .001, providing confirmation
for Hypothesis 3. Therefore, high scores on the impulsivity scale of the TABC-R were
predictive of lower scores on the SSRS.

Preliminary analyses (see Table 5) and past research (Bracke2@4) show
that gender may be influencing one of the predictor variables (i.e., emotiatiay@mtce)
as well as possibly creating a moderating effect. In order to assesubece of gender
on the predictor variables, particularly El, gender was entered in the seqood thte
regression analysis after the first three variables (emotionHdigatee, temperament-
inhibition, and temperament-impulsivity) were entered as a block. Results of tlad ove
regression analysis when all four predictor variables (emotional gaete,
temperament-inhibition, temperament-impulsivity, and gender) were included was
significant,F(5, 88) = 38.39p < .001. This indicated that scores on the SSRS, which
measures social skills, can be predicted reasonably well from all fourtpradidables.
When gender was entered into the regression analysis, it was discoverkd Yaaiance

accounted for significantly increase(B89) = 4.77p < .001. Prior to the variable of
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gender being entered into the regression analysis, the variance accoubied fo
emotional intelligence, inhibition, and impulsivity was 60%. The addition of gender
added 8% more variance, approximately 68% of the variance in social skills was
accounted for by emotional intelligence, both temperament variables, and.dender
addition, when gender was added as a predictor in Step 2 of the multiple regression, the
test assessing the contribution of El revealed it as a stronger predistmial skills,

t(89) = 2.87p < .01. Thus, when gender was controlled for, emotional intelligence
significantly predicted students’ social skills, confirming Hypothesis 1. Tiessdts
suggest that El predicts social skills but the relationship is reduced because of
suppressor effect caused by gender; males and females seem tah8ertd scores.

This relationship between El and social skills cannot be revealed without théanatis
gender (which is not related to the dependent variable) into the model, which is a clear
indication that suppression is occurring.

Last, a third set of multiple regressions were conducted to investigate the
interaction of gender and emotional intelligence by adding the interaetiomof gender
and emotional intelligence. This was done to investigate if there was a mogleféct
of gender. The interactions of gender and temperament, both inhibition and impulsivity,
were not investigated because a significant relationship among theddaswas not
found (see Table 4). Results were not signific§B8) = -1.29p = .2, Ri.c = .006,
therefore gender did not have a moderating effect on emotional intelligepesta
research results found by Bracket et al (2004) have suggested.

Finally, to investigate which study variable (emotional intelligenecepezament-
inhibition, temperament-impulsivity, and gender) accounted for the most variatility
social skills, the proportion of variance uniquely explained by each study vaxiable
obtained. This was done by squaring the part correlation of each study variable wi

social skills. The results are as follows: gender accounted for 8% of the unigueear



58

while emotional intelligence accounted for 1%, and inhibition and impulsivity scores
accounted for the most unique variance 12% and 16% respectively.

Table 6

Results of Sequential Multiple Regression to Predict Social Skills from the Study and

Descriptor Variables
Variables B 1’} SEB T

Step 1: Emotional Intelligence (El) 22 16 A2 1.84
Temperament-Inhibition -53 -41 .10 -5.24*
Temperament-Impulsivity -.76 -.47 A3 -6.07*

Step 2: Gender 8.14 30 171 4.77*

Step 3: Gender X El -.21 -.30 A7 -1.29

Note:N = 94, * = correlation is significant at tipe< .001.

Table 7
Summary Rvalues and RChanges at Each Step in the Sequential Regression
Predictors R? for F for R F for R
Included Model Model Change Change
El, INH, IMP .60 F(3,90) =44.62* .60 F(3,90) = 44.62*
El, INH, IMP, Gender .68 F(4,89) =47.22* .08 F(4,89) = 22.72*

El, INH, IMP, Gender, Gender X El .67 F(5,88) = 38.39* .00 F(5,88) = 1.66

Note:N =94, * =p < .001
Summary

To summarize, analyses confirmed all three hypotheses. First, resultsighatve
higher scores of emotional intelligence were predictive of higher scosesiaf skills,

t(90) = 1.84p = .07. This positive relationship showed a trend toward significance and
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therefore Hypothesis 1 was only partially supported. However further regressigsis
results found that when gender was controlled for, emotional intelligence cagilii
predicted students’ social skillg89) = 2.87p < .01. Next, both temperament variables
(inhibition and impulsivity) were predictive of social skills, therefore Hypstse?2 and 3

were supported. A negative relationship was found between both temperament variables
and social skills. Higher scores on the inhibition scale of the TABC-R prddittewer

scores on the SSR&Y0) = -5.24p < .001. Last, high scores on the impulsivity scale of

the TABC-R were predictive of lower scores on the SS®8) = -6.07,p < .001.

Results of this study found that both emotional intelligence and temperamebitiGnhi

and impulsivity) account for the variability in preschoolers social skills.
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Chapter V
Discussion

This chapter reviews the study findings and discusses their implicatiosshimol
psychologists. The chapter also reports the study’s limitations and providestsugsg)
for further research.

This study sought to investigate the relationship among emotional inteligenc
temperament, and social skills in preschool aged children. It was hypothésre
children’s level of social skills would be influenced by both their level of emdtiona
intelligence and their temperament. Parents of 94 preschool children, agad tbye
years 6 months completed a demographic questionnaire and gave their chilés teach
permission to complete three rating scafas;ial Skills Rating Scal&resham & Elliott,
1990) Temperament Assessment Battery for Children- Re{N&mdin & Bridger,

(1999) and theTeacher/Parent Rating Scale for Emotional Intelligef®alivan, 1999)
Based on the data collected all the proposed hypotheses were confirmedolindas
that both emotional intelligence and temperament account for variabilityimgyo
children’s level of social skills, with the temperament variables makimgteater
contribution.

The results of this study found that a child’s level of social skills is indeed
significantly influenced by his/her level of emotional intelligence anaperament.
Unlike Blair, Denham, Kochanoff, and Whipple (2004) who did not find significant
interactions between temperament and emotional regulation in predictiniysocia
competent behavior in preschoolers, this study did. In Blair et al.’s studgsisarchers
only looked at one skill of emotional intelligence (emotional regulation) ratheraiha
the components of emotional intelligence according to Mayer and Salovey (1997). The
measure in this dissertation covered all the emotional intelligence dimerEwss the

difference in measures used in this study and the study by Blair et dhetpap explain
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why they did not find significant results when looking at the interactions between
temperament and emotional regulation and socially competent behavior inqoiess
like this dissertation did.

This study’s results support the findings of Bracket et al. (2004), Rubin (1999),
and Schutte et al. (2001), and extend their findings into the preschool community.
Findings of this study indicate that preschoolers with higher levels of emotional
intelligence, as measured by the T/PRSEI, have higher levels of skilteglmeasured
by the SSRS, as reported by their teachers. This result also supports the fiding
Salovey and Sluyer (1997), Scharfe (2000), and Denham et al. (2003) who all reported
that competence in the emotional world of children and young adults is associated wit
superior social skills.

The results of this research are also in keeping with the results of Casglvand S
(1995), Caspi (2000), and Newman et al.’s (1997) findings that temperament influences
interpersonal relationships, which supports Hypotheses 2 and 3. Here it was found that
preschool aged children scores on both temperament variables (impulsivity and
inhibition) were predictive of social skills. Negative relationships wewad between
both temperament variables and social skills. Results of this study duplicpicaGd
Silva and Caspi’s findings by reporting that children who scored high on the Impulsivity
subscale of the TABC-R have lower levels of social skills on the SSRS. Firialy, |
Newan et al. findings, results of this study also discovered that individuals who we
inhibited (scored higher on the Inhibition scale of the TABC-R) were also likehgto
have lower levels of social skills.

This research also supports Martin and Bridger’s (1999) findings on
characteristics of Inhibited and Impulsive children. Martin and Bridger reghdnat
children who scored high on the measure of Inhibition were slow to develop socially,

have trouble approaching and introducing themselves to new people, and have difficulty
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dealing with new social situations. The research here supports this byng ploati
children who are high on the Inhibition scale are more likely to have lower sodles i
area of social skills. Martin and Bridger also indicated that individuals whedbagh
on the measure of Impulsivity were more difficult to live with and had a harder tim
socializing. Again this study supports this by finding that preschoolers whe lsigbr on
the Impulsivity scale are also more likely to have lower social skiiiges In sum, the
results of this study extend findings of other studies downward to the preschool
population.

Like Bracket et al. (2004), results of this dissertation also found gender
differences in the variable, emotional intelligence. This study repidatacket et al.
findings. Females had higher El scores than males in the sample. Indeed, udthis st
gender accounted for a greater percentage of unique variance in predigahglsite
than did emotional intelligence. It was only after gender was statigtozaitrolled for
that the relationship between emotional intelligence and social skills beogmifecant.
Limitations of the Study

Results of this study should be interpreted cautiously because of mstafi the
sample. First, the sample was highly specific and relatively small. félsehmpolers used
in this study came from a very small geographic area of Suffolk County, a courntgdloca
on Long Island in New York. Next, the majority of the children in this sample were
Caucasian, and results might have differed if the study was conducted with a more
diverse population. Lastly, these children mainly came from middle incamkes
Therefore, the external validity of the study may be limited to preschodfehilvith
similar demographic and socio-economic experiences. Unfortunatelyaleseat has
investigated the relationship between the study variables and socioecontusitiasa
been conflicting. Some researchers have indicated that socioeconomi¢Etetuss

education, occupation, household income, and ethnicity) has played a significant role in
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emotional intelligence and social skills (Holmes, 2008; Klein, 2005; & Ramsey, 1988)
whereas other researchers have not found a significant relationship (Briody, 2005;
Jacques, 2009). Therefore further studies need to be conducted looking at these variables
with a more diverse subject sample.

Another limitation of the study was the measure used to assess emotional
intelligence. As noted earlier, there is no standardized comprehensive measure of
emotional intelligence that can be used with the preschool population. The measure |
chose to use was from an unpublished dissertation by Sullivan (1999). Not using a well
researched standardized measure to assess emotional intelligence enapadthdy
several problems for this study. Theacher/Parent Rating Scale for Emotional
Intelligence(T/PRSEI) was only previously used once before the administration for this
study; therefore, the reliability and validity of the procedure was nmeassessed and
replicated. Since the results of Sullivan’s (1999) study have never been dupltbat
T/PRSEI may be a questionable measure of emotional intelligence. HowevEact that
the T/PRSEI scores from this dissertation study were in the predictetiatirsuggests
that this instrument may well be a measure of emotional intelligenceditioac there
are no other measures of emotional intelligence for preschoolers with whimmpaue
the T/PRSEI. Finally, since this measure was not standardized, it willfloeiltifo
generalize the results of my study across different samples.

Since it was discovered that emotional intelligence contributed little to the
variability in a preschooler’s social skills (accounted for 1% of the uniquencaia
several questions have arisen. First, is it worthwhile to study emotionenet in
this young age group? Research has shown that emotional intelligence is denébpm
and progresses naturally with age (Berk, 1994; Malatesta, Calerer, Tesi8hapé&rd,

1989; Mayer, Caruso, & Salovey, 1999; & Mayer, Salovey, Caruso, 2004b). Lopes et al.

(2004) investigated the fourth branch of Mayer and Salovey’s (1997) model and reported
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that this branch (Reflective Regulation of Emotions) appears to be the most imfoortant
social interaction and positive social outcomes. According to Mayer and Salovey this
branch of emotional intelligence is the last branch to develop. Thereforeatibmiof

this study could be the participants’ ages. Next, the low unique variance may be
attributed to the questionable measure (discussed above) used to investigate emotiona
intelligence in this study.

Next, this was a correlational study and thus one cannot conclude that any of the
predictors (emotional intelligence and temperament) caused the dependdiié var
(social skills). In order to establish causation, one would have to manipulaterahoti
intelligence or temperament and determine the effect of this manipulationiahskdts.
| discuss possible manipulations in the section on future research and in the m@xt sect

Last, having the teachers complete all the behavior assessments on each
participant at one time may have contributed to a halo effect. According to Gh8p&)

a halo effect is a pervasive cognitive bias in subjective measures ahpanfe and/or
behavior. This bias operates to initiate the covariances of different meagtinessame
rater relative to those that would have occurred if the bias were absent. ltildepibesn

that the teacher who perceives a student as “good” would provide that student with
mostly high/good ratings of his or her behavior across all dimensions, even though the
true quality of his or her behavior may vary across those dimensions.

Implications for School Psychologists

This study provides clues as to why some children easily learn sociabskllls
master their social environments, while other children have difficultpilegpro-social
abilities. Knowledge about what accounts for the variability in children’sakskills
may help School Psychologists to tailor interventions to assist the child in erdhanci
his/her social skills. Enhancement of social skills is important becaudeechvtho have

poor social abilities are at a greater risk for many difficultiesy lan in life: academic,
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behavioral, and social (Agostin & Bain, 1991; Green, Forehand, Beck, & Vosk, 1980, &
Vinnick & Erickson, 1994). Research by Merrill (2002) discovered that improving a
child’s social skills at an early age can help improve learning and behaviticalliies

as well as decreases the likelihood of future behavior problems. Finally, Kazdin (1987)
indicated that children who fail to develop and learn these critical social gipk=aato

be more resistant to intervention over time.

This present study discovered that both a child’s temperament traits {brhibit
and Impulsivity) and level of emotional intelligence account for the variamlitheir
social skills. As research has indicated a child’s temperament is @fida atross their
lifespan and cannot be changed (Martin & Bridger, 1999). Although this is true, skills
(impulse control, attention, task persistence, eye contact) that arésdefitie child’s
temperament traits that can be taught and learned (Barkley et al., 2000; Rig\2@22;
Grossman et al., 1997; Purdie, Hattie, & Carroll, 2002; Semrud-Clikeman et al., 1999)
may in turn help their level of social skills.

Next, knowing a child’s temperament will help professionals choose different
strategies and interventions to work on social skills. Research by Sheeber and Johnson
(1994) found that when interventions for behavior problems were matched with the
child’s temperament, there were reductions in mother-rated child behavior pspblem
(2, 34) = 4.72p < .05, and disruptions in family lifestylE,(2, 32) = 5.92p < .001. This
study investigated the efficacy of a temperament focused psycho-educatieneintion
program with 40 mothers of difficult preschoolers that ranged in age from 3 to 5. The
investigators divided participants into two groups, a treatment group thateeeei
temperament-focused parent training program and a control group. Thesee[mzsiis
noted above were maintained at a 2-month follow up. Diamond, Bowes, and Robertson
(2006) obtained similar results when they investigated safety relatecemtierv

strategies and the relationship with child temperament characteriddgoe 40 middle
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class mothers of 24-26 month olds completed temperament questionnaires and reported
on their intervention strategy through a structured interview. Results showedrttrat ¢
interventions (i.e., issuing a prohibition and asserting power) worked best with aicti
intense childrer;, = -.375,p < .05, and education interventions (i.e., teach about
dangerous situations) worked best with children who are persistent and stay orrtask,
.357,p <.05

Knowledge that lower social skills are associated with lower emotional
intelligence scores, may also help School Psychologists’ practice. Althoughghiétle
research on teaching emotional intelligence skills, it is possible tlchirigaemotional
intelligence skills to children who have deficits in social skills would lead to an
improvement in their social skills (Lopez et al., 2004). For example, teachingechildr
how to label and recognize emotions both in themselves and others (an emotional
intelligence skill) may help encourage a child to recognize that a peermpyg bapad.
Knowledge of the peer’'s emotion may encourage that child to initiate anslaip (a
social skill) with that happy or sad peer. If the peer is happy the child niayarmplay or
if the peer is sad the child may provide help. Dodge et al. (1984) reported thaysociall
competent children are able to discriminate emotions in others.

Research by Sheeber and Johnson (1994) and Diamond et al. (2006) support
Thomas and Chess’s (1977) theory of goodness of fit that postulates that when the
intervention fits the child’s temperament and needs, learning and change. dtusir
supports the idea that when parents’ and teachers’ accommodations and interventions
support children’s individual differences (be it socially, emotionally, or teampentally)
successful change often occurs.

Future Research
The significant results of this investigation and the limited number of enipirica

studies that have investigated the relationship between social skills, emotional
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intelligence, and temperament suggest that further research is needsdreahFuture
studies should examine the possible causal relationships among these vauéies. F
investigators could identify skills/tasks from the Emotional Intelligendkli(Erature.
Using children who scored similarly on social skills, the investigators could teaEl
tasks to half of the children and not to the other half of the children. They could then
reevaluate all the children’s social skills. Other investigators could cosithitar

studies using other El tasks. Still others could conduct studies that addressed skill
limitations of children who score high on inhibition or impulsivity and see if teaching
corrective tasks to these children would result in better social skiltsreeta those of
control groups.

Next, future research should attempt to mitigate the possible halo efif&cts t
might be present in this study. This could be done by asking the teachers tat@omple
each behavior measure on separate days (i.e., teachers should complete meashure 1 on al
participants on day 1, measure 2 on all participating students on day 2, and so on until all
the measures are completed by the teachers on separate days). Thiedwmddire
possibility that ratings of an individual on one measure would influence the teacher’
ratings of that same individual on another measure.

Last, future research should be done to investigate further the reliabdity a
validity of theTeacher/Parent Rating Scale of Emotional Intelligetive emotional
intelligence measure constructed by Sullivan (1999) and used in this presemthiesea
Results from both Sullivan’s study and this dissertation suggest that theHI/PR$ be
a potentially useful measure of emotional intelligence. Further developméng of t
instrument is important as it is the only measure that currently existgdstigate a
preschooler’s level of emotional intelligence. Studies should employ larges,diverse

nationally representative samples.
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Appendix A
Teacher Information Packet

Dear Teachers,

My name is Christine Hickey and | am a doctoral student in the Ph.D. Program in
Educational Psychology at the Graduate School and University Center of the City
University of New York. | am conducting a study that will look at the i@hghip
between children’s temperament, their ability to perceive, generaderstand, and
manage emotions, and social skills. Temperament is defined as the behavimaties
of children. Social skills are socially acceptable learned behaviors Hiatenperson to
interact effectively with others. Currently, there is no research thadtigates this
relationship.

| would like you to participate in my research project. Participation in the study
will involve completing three short (approximately 5-10 minutes each) questiesnai
about an individual student. You can only complete the questionnaires after the child’s
parent provides consent for you to do so. The procedure for the study is explained on the
following pages.

Information concerning individual children will be treated as confidential.
Research results will be kept in a locked file cabinet in my office thatl evilyhave
access to. | will use this information for research purposes only. At aaytmcan
refuse to answer any questions or end your participation without any repercussions

| may publish the results of the study, but names of people, or any identifying
characteristics, will not be used in any of the publications. If you would like a cdpg of
results of the study, please provide me with your address and | will send youia copy
the future.

Please take time to review the following pages. If you choose to partimgais
study, please let me know. Once you agree to participate in the study, indoahat
packets recruiting participants will be sent home to each of your studemisthft
parent’s sign consent forms and fill out their questionnaires you will then be asked to
complete the questionnaire for that child.

If you have any questions before, during, or after participation in the studgeple
contact Ms. Hickey (Investigator) at 516-220-1937 (Phdhycster@optonline.net), or
Professor Georgiana Shick Tryon (Advisor) at 212-817-8293 (GTryon@gc.cunyfedu). |
you have any questions concerning your rights as a participant in this seae pl
contact Kay Powell, IRB Administrator at 212-817-7525 (KPowell@gc.cuny.edu

Thank you for your consideration and possible participation in the study.

Sincerely,

Christine Hickey, MS Ed.
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Teacher Information Form

Investigator: Christine Hickey, MS Ed., Doctoral Student
Educational Psychology Program
The Graduate School and University Center,
City University of New York
365 Fifth Avenue
New York, New York, 10016-4309

Purpose: In an effort to learn about the relationship between temperament, social skills
and the ability to perceive, generate, understand, and manage emotions in preschool aged
children, | am asking teachers to participate in a research project.

Procedure: If a student’s parent agrees and gives consent to participate in this,project
you will be asked to complete three brief questionnaires. The first measamgnes the
student’s emotional management skills (15 questions), the second examines thesstudent’
temperament (29 questions), and the third investigates the child’s level of killcigB8&
guestions). Each form will take approximately 5-10 minutes to complete.

Possible Inconvenience: There are no known risks beyond those encountered in
everyday life for participating in the study. You will only be asked to comfiete
guestionnaires if the child’s parent agrees to participate. If you want to dmsmont
participation after the research begins, you will be free to do so. Individuakseirbe
confidential. After information is received | will transfer it to datagfdrms that will

not mention the name of the participants. The questionnaires will remain under lock in
my office.

Benefits: The information obtained will facilitate research in the area of emotional
management, social skills, and temperament. If you would like a copy of the e
provide me with your address and | will send you a copy in the future.

Contact Information: If you have any questions before, during, or after participation in
the study, please contact Ms. Hickey (Investigator) at 516-220-1937
(Phdhycster@optonline.net), or Professor Georgiana Shick Tryon (Advisor) at 212-817-
8293 (GTryon@gc.cuny.edu). If you have any questions concerning your rights as a
participant in this study, please contact Kay Powell, IRB Administratdt2817-7525
(KPowell@gc.cuny.edu).
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Appendix B
Parent Information Letter

Dear Parents/Guardians,

My name is Christine Hickey and | am a doctoral student in the Ph.D. Program in
Educational Psychology at the Graduate School and University Center of the City
University of New York. | am conducting a study that will look at the iebahip
between children’s temperament, social skills, and their ability to pergeuerate,
understand, and manage emotions. Temperament is defined as the behavioral endencie
of children. Social skills are socially acceptable learned behaviors #i@eenperson to
interact effectively with others. Currently, there is no research thatigates this
relationship.

| would like you to participate in my research project. Participation in the study
will involve completing a short (approximately 5-10 minutes) questionnaire about your
child. Next, | ask you to allow your child’'s teacher to complete three masastine
procedure for the study is explained on the following pages.

Information concerning your child will be treated as confidential. Reseasciits
will be kept in a locked file cabinet in my office that only | will have accesswil use
this information for research purposes only. At any time you can refuse to arswer
guestions or end your participation without any repercussions.

| may publish the results of the study, but names of people, or any identifying
characteristics, will not be used in any of the publications. If you would like a cdpg of
results of the study, please provide me with your address and | will send yoyia cop
the future.

Enclosed is a consent form. Please take time to review the following pages. If
choose to participate in this study, please sign and return the consent form in kgbsir chi
backpack at your earliest convenience. If you have any questions before, duaiitey, or
participation in the study, please contact Ms. Hickey (Investigator) at 514237
(Phdhycster@optonline.net), or Professor Georgiana Shick Tryon (Advisor) at 212-817-
8293 (GTryon@gc.cuny.edu). If you have any questions concerning your rights as
participant in this study, please contact Kay Powell, IRB Administratdt 2817-7525
(KPowell@gc.cuny.edu).

Thank you for your consideration and possible participation in the study. Please
keep this letter. | will return a copy of the consent form with the questionnaketpa

Sincerely,

Christine Hickey, MS Ed.
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Appendix C

Incentive Flier

Participate in a study about

Temperament and Emotional
Intelligence

and you could . . .
Win a $50 VISA Gift Card!

If you are eligible to participate, you will

be asked to complete a questionnaire.

When you return the questionnaire you
will be entered into the drawing!

Approximately 1 in100 chance of
winning.

Check out the attached materials. And,
If you want to participate, send back the
consent form in your child’s backpack
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Appendix D

Parent Consent Form

Investigator: Christine Hickey, MS Ed., Doctoral Student
Educational Psychology Program
The Graduate School and University Center,
City University of New York
365 Fifth Avenue
New York, New York, 10016-4309

Purpose: In an effort to learn about the relationship between temperament, social skills
and the ability to perceive, generate, understand, and manage emotions in preschool aged
children, | am asking you to participate in a research project.

Procedure: If you agree to participate in this project, you will complete a brief
guestionnaire. This measure will be sent via your child’s backpack after caisent i
obtained from you. The questionnaire asks about information on your child and looks at
your family member’s education and occupations. The form will take apprtetintal0
minutes to complete.

If you decide to participate in this project, you will also be asked to allow yddischi
teacher to complete three measures. The first measure will look athyldis emotional
management (15 questions), the second measure will investigate the chijzEsaie@nt
(29 items), and the third measure will look at your child’s social skills (30 quéstions
These forms will be given to your child’s teacher after | receote gonsent.

Possible Inconvenience: At this time there are no known risks beyond those encountered
in daily living for participating in the study. Information retrieval froouyand your

child’s teacher will be gathered only if you agree to participate and armoiosm is

signed. You may discontinue participation at any time. Individual scores will be
confidential. After information is received | will transfer it to datagfdrms that will

not mention the names of the participants. The questionnaires without identifying
information will remain under lock in my office.

Benefits: The information obtained will facilitate research in the area of emotional
management and temperament. If you would like a copy of the study, please provide me
with your address and | will send you a copy in the future.

Contact Information: If you have any questions before, during, or after participation in
the study, please contact Ms. Hickey (Investigator) at 516-220-1937
(Phdhycster@optonline.net), or Professor Georgiana Shick Tryon (Advisor) at 212-817-
8293 (GTryon@gc.cuny.edu). If you have any questions concerning your rights as a
participant in this study, please contact Kay Powell, IRB Administratdt 2817-7525
(KPowell@gc.cuny.edu
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Parent Consent Form

This project has been explained to me and | understand that participation is voluntary.
| have been allowed to ask questions and those questions have been answered to my

satisfaction.

| understand that if | do not want to participate, | can deny consent and there will be
no repercussions. | understand that if | give my consent and | change my oand, |
withdraw consent at any time without repercussions.

| have read these forms, understand the project, and give my consent to participate.

Signature of Parent/Guardian Date

Name of Child

Signature of Investigator Date
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Appendix E

Parent Questionnaire

Directions:

Please completeAGE 2 andPAGE 3 if one of the following applies to your current
marital situation:

e you are married and living with your spouse

e you are separated/divorced, not employed, and receiving support payments
from your present or former spouse

e you are widowed and living on the income of your spouse’s estate.

Please completeAGE 4 if one of the following applies to you:

e you are single and never married
e Yyou are separated or divorced and employed
e you are widowed and not living on the income of your spouse’s estate
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PAGE 2
Your name: First: Last:
Phone Number: Home: () Work: ( )
Name of student: First: Last:
Genderofstudent:  male __ female  Birth date of student:
Name of student’s teacher:
My childisina: ___ regular education classroom (classroom with typicallfopeweg
childrenonly)or __ integrated classroom (classroom with typically developing

children and special education children)

Please respond to the following questions by placing an X on the line next to the response
that is the most appropriate choice for you. Be sure to mark only one responsadcifter
sentence.

1. My gender is male female.

2. My child’s ethnicity is: __ White, non-Hispanic; ___ Hispanic; ___ African America
____Puerto Rican; ____American Indian; ___ Other (please specify)
3.lamcurrenttyemployed ~~~ Yes _ No

4. My (current/former) spouse is currentlyemployed ~~~ Yes _ No

5. My current job title is:

6. My (current/former) spouse’s job title is/was

7. Currently, my spouse is retired Yes No

My spouse’s occupation was:

8. The highest level of schooling | have completed is:

less thari"7grade.

junior high school Yggradez.
some high school (16r 11
high school graduate.
some college or specialized training.
college or university graduate.
graduate degree.

grade).
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PAGE 3

9. The highest level of schooling my spouse has completed is:

less than™grade.
junior high school Yggradez.
some high school (16r 11
high school graduate.
some college or specialized training.
college or university graduate.
graduate degree.

10. My marital situation is:

grade).

______married and living with my spouse.

______separated/divorced, not employed, and receiving support payments
from my present or former spouse.

_____widowed and living on the income of my spouse’s estate.

11. My date of birth: / /

12. My spouse’s date of birth: / /
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PAGE 4
Your name: First: Last:
Phone Number: Home: () Work: ( )
Name of student: First: Last:
Genderofstudent: ~~~ male  female  Birth date of student:
Name of student’s teacher:
My childisina: __ regular education classroom (classroom with typicallfopeweg
childrenonly)or __ integrated classroom (classroom with typically developing

children and special education children)

Please respond to the following questions by placing an X on the line next to the response
that is the most appropriate choice for you. Be sure to mark only one responsacéfter e
sentence.

1. My gender is male female.

2. My child’s ethnicity is: ___ White, non-Hispanic; ___ Hispanic; ___ African America
____Puerto Rican; ___American Indian; ___ Other (please specify)

3. I am currently employed Yes No

4. My current job title is:

5. The highest level of schooling | have completed is:

less thari"7grade.

junior high school Yggradez.
some high school (16r 11
high school graduate.
some college or specialized training.
college or university graduate.
graduate degree.

grade).

6. My marital situation is:
_____single.
______separated or divorced and employed.
_____widowed and not living on the income of my spouse’s estate.

7. My date of birth: / /




Regression Standardized Residual

Appendix F

Violations of Test Assumptions

Scatterplot

Dependent Variable: Social Skills
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