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A B S T R A C T

The positive role of routines in the social-emotional development of children has received theoretical and em-
pirical support in the Western research literature on the topic. However, the role of child routines has rarely been
examined in non-Western cultures. Using data collected from 228 Chinese parents of second grade children, this
study first examined the psychometric properties of the Child Routines Inventory. The instrument exhibited
sound construct validity as well as reliability. Next, we examined whether child routines mediated the re-
lationships between parenting practices and children's social skills and behavioral problems using structural
equation modeling. The results showed that child routines fully mediated the relations between authoritative
parenting and social-emotional functioning in children. The children with parents who employed higher levels of
authoritative parenting were found to have more consistent routines. In turn, these children exhibited greater
social skills and fewer behavioral problems. These findings offer preliminary evidence that child routines play a
critical role in the social-emotional development of Chinese children, suggesting the need to include child
routines in prevention and intervention programs aimed at enhancing social-emotional outcomes in Chinese
children.

1. Introduction

School is a social setting where children acquire academic and so-
cial skills simultaneously. The social and academic domains are in-
extricably connected. According to theories of social-emotional
learning, learning is a social process that involves children's utilization
of emotional competencies and social skills to advance learning in
collaboration with their peers as well as adults (Zins et al., 2007).
Children with higher levels of social-emotional competence have been
found to exhibit fewer mental, emotional, and behavioral issues, as well
as improved attitudes toward school, more positive behavior, and better
academic performance later in life (Greenberg et al., 2003; Zins et al.,
2004). As a result, there has been a growing number of studies that
examine the home-related and school-related factors that may influence
the social-emotional development of children. These studies provide
insight on the design of intervention programs, with the aim of pro-
moting better social-emotional outcomes in children and youth (Payton
et al., 2008).

The current study focused on two aspects of the family-related

influencers that had been shown to affect social-emotional functioning
in children within the context of the family, namely parenting practices
and child routines (Borkowski et al., 2001; Fiese et al., 2002). The aim
of this study was to explore whether child routines served as a mediator
in the relationship between parenting practices and social-emotional
development in Chinese children. Parenting has been frequently linked
to children's social-emotional behaviors in the Chinese context in past
research (e.g., Chen et al., 2001; Muhtadie et al., 2013). Nonetheless,
child routines, which have been shown to be important in the academic
and social-emotional development of children in Western contexts
(Spagnola and Fiese, 2007), have not received comparable research
attention when it comes to Chinese children (Author et al., 2018).

However, the lack of research focused on Chinese children's daily
routines does not necessarily denote the lack of value of routines for
Chinese children. In fact, daily routines may be more important for
Chinese children than their Western counterparts. For instance, Wang
(2004) examined the autobiographical memory in European American
and Chinese young children, and she found that Chinese children's
descriptions more often centered on daily routines than European
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American children. In addition, the childhood memories of Chinese
adults were more likely to concern routines than American adults
(Wang, 2001). Thus, routine activities may provide Chinese children
and adults with a social context in which they define their social roles
and self-identities in relation to others involved in these routines
(Wang, 2001, 2004). The current study would help increase awareness
of the importance of daily routines for Chinese young children and shed
light on the role of child routines in the social-emotional development
of Chinese children, furthering our understanding of the relationships
among parenting, child routines, and children's social-emotional de-
velopment.

1.1. Parenting practices and child social-emotional development

As a crucial proximal socialization environment, parenting has been
consistently linked to child adjustment (Borkowski et al., 2001). Par-
enting can be conceptualized using two dimensions, namely respon-
siveness and control (Baumrind, 1967). Based on this conceptualiza-
tion, four parenting styles were proposed, including authoritarian,
authoritative, permissive, and neglecting parenting (Baumrind, 1967;
Darling and Steinberg, 1993). In our study, parenting was assessed
utilizing the widely-used Parenting Styles and Dimensions Ques-
tionnaire (PSDQ), developed by Robinson et al. (1995). The PSDQ was
designed not only to capture global typologies of parenting styles, but
also to “identify specific parenting practices that occur within the
context of the typologies” (Robinson et al., 1995, p. 821). With this in
mind, the term “parenting practices,” rather than “parenting styles,” is
used in this study.

Specifically, the PSDQ includes three subscales that assess author-
itative, authoritarian, and permissive parenting. However, it is worth
noting that neglecting parenting is not covered by the PSDQ. This type
of parenting has often been excluded in parenting measures due to its
low prevalence in most cultures (Holden, 1997). Authoritative par-
enting is characterized by warmth and sensitivity, encouraging a child's
autonomy, setting reasonable limits on child behavior, and using rea-
soning and induction to enforce discipline (Baumrind, 1967, 1996). In
contrast, authoritarian parenting is characterized by a combination of
low responsiveness and high control, with low levels of warmth, re-
straining a child's autonomy, as well as using verbal and/or physical
punishment as major disciplinary strategies (Baumrind, 1967, 1996).
Permissive parents are those displaying high levels of responsiveness
but low levels of control (Darling and Steinberg, 1993).

In earlier studies, Chinese parents were shown to be more author-
itarian and less authoritative when compared with European American
parents (e.g., Lamborn et al., 1991; Steinberg et al., 1994). However,
authoritarian parenting seems to carry different cultural meanings in
Chinese and Western cultures (Chao, 1994). According to Chao (1994),
Chinese parental control involves the notion of “training,” which is
considered an act of caring and involvement rather than dominance per
se. However, recent findings on the relationship between authoritative
as well as authoritarian parenting and child outcomes among Chinese
populations have been largely consistent with the findings of compar-
able research conducted in Western societies (Muhtadie et al., 2013;
Zhou et al., 2004; Zhou et al., 2008). For instance, a series of studies
using the PSDQ showed that authoritative parenting was positively
related to social functioning in Chinese elementary school children, and
was negatively associated with children's externalizing and inter-
nalizing problems; authoritarian parenting, on the other hand, was
found to exhibit an opposite relationship with children's social-emo-
tional development (Muhtadie et al., 2013; Zhou et al., 2004, 2008).

Ren and Edwards (2015) evaluated the use of the PSDQ among
Chinese parents by conducting exploratory and confirmatory factor
analyses. For our study, the revised PSDQ used by Ren and Edwards was
adopted to assess parenting in Chinese culture. Ren and Edwards found
that three items (i.e., “Tells child what to do,” “Demands that child
does/do things,” and “Sets strict well-established rules for child”) that

would be viewed as measuring controlling parenting loaded on the
authoritative parenting factor. These three items reflect parents' direc-
tive guidance. This construct is congruous with the Chinese concept of
“guan,” or “to govern” (Chao, 1994). In addition, several items de-
scribing a parent's lack of confidence in his or her own parenting, ori-
ginally belonging to the PSDQ's permissive parenting subscale, loaded
on the authoritarian parenting factor. The finding suggested that par-
ents might indeed have realized that coercive control was not a desir-
able approach in disciplining children, despite their continuing use of
this strategy (Ren and Edwards, 2015). In their aforementioned work,
Ren and Edwards (2015) also found that the adapted authoritative
parenting construct exhibited a positive relationship with social com-
petence in Chinese young children, while authoritarian parenting was
negatively associated with social competence.

1.2. Child routines and social-emotional development in children

Family routines and rituals have been a focus of study since 1950s,
and they both pertain to repeated practices that involve two or multiple
family members (Fiese et al., 2002). The popular literature on parenting
often instructs parents to create routines and structure for children.
Empirical research also indicates that regular routines can work to
enhance child language and academic learning, as well as social-emo-
tional development (Bater and Jordan, 2017; Ferretti and Bub, 2014;
Fiese and Everhart, 2008; Spagnola and Fiese, 2007). Many terms re-
volving around routines have been used in the research literature on the
topic, including family routines, family rituals, and child routines.
These three terms have considerable conceptual overlap, as they all
embody repeated practices that involve two or more family members at
a time (Spagnola and Fiese, 2007; Sytsma et al., 2001). Fiese et al.
(2002) distinguished family routines as observable practices while fa-
mily rituals as symbolic representations of collective events. In this
study, focus is placed on child routines that are specifically defined as
“observable, repetitive behaviors which directly involve the child and
at least one adult acting in an interactive or supervisory role, and which
occur with predictable regularity in the daily and/or weekly life of the
child” (Sytsma et al., 2001, p. 243). Family routines often concern
routines that address the family unit, which may contain routines that
involve the whole family or only the parents, while child routines are
routines that are specifically directed to the child (Sytsma et al., 2001).

Regular routines can enhance child development by creating pre-
dictability and stability within the household, by promoting feelings of
security and belongingness in children, and by increasing family co-
hesion (Bater and Jordan, 2017; Ferretti and Bub, 2014; Fiese and
Everhart, 2008). According to the behavioral theory proposed by
Sytsma et al. (2001), routines provide children with consistent and
predictable environmental cues that help them comply and perform
their daily behavior in line with the expectations of their parents. For
children across all ages, consistent routines have been empirically
linked to reduced rates of internalizing and externalizing problems
(Bater and Jordan, 2017; Bridley and Jordan, 2012; Churchill and
Stoneman, 2004; Harris et al., 2014; Lanza and Drabick, 2011). For
instance, Lanza and Drabick (2011) found that consistent child routines
served as a protective factor against developing symptoms of opposi-
tional defiant disorder in children with high levels of hyperactivity or
impulsivity. Bridley and Jordan (2012) demonstrated that child rou-
tines were negatively associated with internalizing and externalizing
problems in children, even after controlling for the amount of daily
hassles experienced by children. Consistent routines were also found to
contribute to social competence and self-regulation in children (Bater
and Jordan, 2017; Koblinsky et al., 2006). For example, Bater and
Jordan (2017) found that regular child routines supported child at-
tention focusing and inhibition control, among a sample of preschoolers
in the United States (U.S.).

Although much empirical evidence supports the importance of
routines for developing social-emotional competence in children, there
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is a paucity of research evaluating the role that child routines play in
the social-emotional development of children in non-Western cultures
(Author & Colleague, in press). The meaning and function of routines
may differ from culture to culture (Spagnola and Fiese, 2007), as all
facets of parenting are culturally constructed, influenced by cultural
beliefs, values, and customs on childrearing (Super and Harkness,
2002). For instance, Schulze et al. (2002) compared the caregiving
routines for infants (e.g., feeding, sleeping, toilet training) of Puerto
Rican and European American mothers, and they found that Puerto
Rican mothers focused on children's instrumental independence (i.e.,
the ability to perform tasks without help), whereas European American
mothers emphasized emotional autonomy. In Chinese culture, daily
routines are emphasized more in school settings than in the family
context, and the value of daily routines has not been fully recognized
(Author et al., 2018). Examining the cultural meaning and function of
routines is beyond the scope of this study. This study focused rather on
the consistency of specific routine activities that appeared to be
common across many cultures, such as mealtime, household chores,
and homework. The Child Routines Inventory (CRI) developed by
Sytsma et al. (2001) was used in this study to assess the consistency of
child routines. The CRI assesses four aspects of child routines, including
daily living (e.g., mealtime, bedtime), responsibilities for household
chores, homework routines, and discipline routines. The first aim of this
study was to examine the psychometric properties of the CRI, as applied
to Chinese families.

1.3. The relationship between parenting, child routines, and social-
emotional development in children

The relationship between parenting practices and child routines has
not been extensively examined (Bater and Jordan, 2017). Gershoff et al.
(2007) found that parents' ratings of children's daily routines loaded on
the latent construct “positive parenting behavior” along with other
aspects of parenting commonly seen in parenting research (e.g.,
warmth, cognitive stimulation), suggesting that establishing routines
for children might be an important aspect of parenting practices. Fiese
et al. (2002) argue that a transaction may occur between parents and
children in the practice of regular routines. On one hand, children with
easy temperament are more likely to have regular routines and better
regulated behaviors as a result, which in turn promotes parents' sa-
tisfaction in their parenting roles and their competence to carry out
positive parenting practices. On the other hand, competent parents who
demonstrate positive parenting behavior may be more effective in
creating regular routines for their children (Fiese et al., 2002; Spagnola
and Fiese, 2007).

Although children with difficult temperament may pose great
challenges for parents to establish regular routines, research focused on
the interactive processes of temperament and parenting has shown that
sensitive and responsive parenting can override children's difficult
temperament and promote cognitive and social-emotional well-being in
children (Belsky and Pluess, 2009). Thus, we propose that authoritative
parenting characterized by warmth and sensitivity, autonomy granting,
and the use of reasoning may facilitate parents' efforts to create routines
for children, and children may be more apt to follow the routines when
they experience positive interactions with parents. This proposition is
supported by a recent study that examined whether parenting practices
would relate to children's externalizing problems through their re-
lationships with child routines and self-regulation (Bater and Jordan,
2017). Bater and Jordan (2017) found that higher levels of positive
parenting as well as lower levels of negative parenting were related to
greater levels of consistency in child routines, which was further related
to higher levels of self-regulation and consequently to lower levels of
externalizing problems in children. Bater and Jordan's definitions of
positive and negative parenting were comparable to authoritative and
authoritarian parenting, respectively. These findings suggested that
responsive and involved parents might be more competent in

establishing structured as well as consistent routines for their children,
and that child routines might be “an extension, or type, of positive
parenting” (Bater and Jordan, 2017, p. 245).

1.4. The present study

In the current study, we examined the relationship between par-
enting practices, child routines, and children's social-emotional devel-
opment in the Chinese context. We hypothesized that child routines
would function as a mechanism through which parenting practices
would be related to social-emotional functioning in children.
Specifically, we speculated that children with authoritative parents
would be more likely to have regular routines, and in turn, the children
would exhibit increased levels of social skills and decreased levels be-
havioral problems. In contrary, children with parents who displayed
higher levels of authoritarian parenting were expected to have less
regular routines and poorer social-emotional outcomes as a result. In
addition, Koblinsky et al. (2006) found that family routines made an
additional contribution to children's social-emotional adjustment be-
yond positive parenting practices. Thus, we hypothesized that author-
itative and authoritarian parenting would continue to be directly re-
lated to children's social skills and problem behavior after accounting
for the mediating role of child routines. To our knowledge, this study is
among the first that specifically investigate child routines among Chi-
nese children and examines the mediating role of child routines in the
relationship between parenting and social-emotional outcomes in Chi-
nese children.

2. Methods

2.1. Participants

This study involved a total of 228 families residing in the city of
Zhongshan, Guangdong Province, located in southern China. The fa-
milies were recruited from 45 elementary schools. The children (51.3%
girls) were between 7.17 and 9.33 years old at the time of the study
(mean age=8.32 years, SD=0.31). About 27.6% of the children came
from single-child households. Table 1 presents the demographic

Table 1
Demographic information of the sample (N=228).

Variables M (SD) %

Type of reporter
Mother 69.7%
Father 29.0%
Other 1.3%

Child characteristics
Age (year) 8.23 (0.32)
Single child 27.6%
Gender
Boys 48.7%
Girls 51.3%

Family characteristics
Parental education (scored below from 1 to 6) Mother Father
1. Elementary school 3.9% 2.5%
2. Middle school or below 19.6% 17.6%
3. High school or vocational school degree 31.4% 35.8%
4. Vocational college degree 24.0% 16.2%
5. Bachelor's degree 15.7% 25.0%
6. Master's degree or above 5.4% 2.9%

Parental occupation (scored below from 1 to 5) Mother Father
1. Unemployed, non-technical worker, or farmer 16.1% 6.1%
2. Semi-technical worker or self-employed small business
owner (e.g., construction worker)

24.1% 29.9%

3. Technical worker or semi-professional (e.g., driver) 29.6% 22.8%
4. Professional or officer (e.g., doctor, teacher, technician) 19.1% 2.8%
5. High-level professional or administrator (e.g., manager) 11.1% 2.3%
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information of both the parents and children involved in this study.
About 69.7% of the completed questionnaires were filled out by mo-
thers.

2.2. Procedures

This study was part of an on-going longitudinal project, initiated in
2014, when the study's sample of children was in their first year of
preschool. The project underwent rigorous ethics reviews at the second
author's institution. Parental consent was collected at the outset of the
project, as well as at each round of data collection. Specifically, the data
collected in 2018 were used in this study. In May 2018, a package
containing a consent form, a letter explaining the research project, and
a questionnaire was dispatched to each participating family. The
questionnaire included information on family demographics, parenting
practices, daily routines for children, and a measure on child social-
emotional development. The project liaison at each school helped col-
lect all the completed packages from parents, and sent the completed
packages to the project coordinator by the end of June 2018.

2.3. Measures

2.3.1. Child routines
In this study, child routines were measured using the Child Routines

Inventory (CRI) which was developed by Sytsma et al. (2001) for use
among school-aged children. Specifically, the CRI contains 36 items
that relate to daily routines involving the child and at least one adult in
the family. The CRI includes four subscales. The Daily Living Routines
subscale contains 11 items that concern the activities of daily living,
such as meals and morning routines. The Household Responsibilities
subscale includes activities revolving around household chores, per-
sonal responsibilities, and hygiene. This subscale contains nine items.
The Discipline Routines subscale consists of 11 items pertaining to the
rules and methods of discipline as well as to structured family activities.
The Homework Routines subscale contains five items related to doing
homework and adult supervision therein. Parents were asked to rate
how often their child followed the described routines using a 5-point
Likert scale (0= almost never; 4= nearly always). The CRI was
translated by the first author and two colleagues working in the fields of
psychology and early childhood education. All three researchers had
many years' experience in overseas education. In-depth discussions
were carried out to resolve any inconsistencies in translation until
consensus was reached.

2.3.2. Parenting practices
The Parenting Styles and Dimensions Questionnaire (PSDQ,

Robinson et al., 1995) was utilized to assess parenting behavior for this
study. The PSDQ has been used to study Chinese parenting in past re-
search (e.g., Zhou et al., 2004). As described previously, Ren and
Edwards (2015) examined the use of the PSDQ for studying Chinese
parents. In our study, the items that Ren and Edwards specifically re-
tained for the authoritative and authoritarian subscales were used. The
authoritative scale includes items that concern parents' warmth and
sensitivity, use of reasoning, and clear guidance. The authoritarian
scale, on the other hand, contains items that concern verbal hostility,
use of corporal punishment and nonreasoning, control, as well as self-
insecurity in parenting. Parents reported how often they utilized the
parenting practice depicted in each item using a 5-point Likert scale
(1= never; 5= always). In our study, the authoritative (29 items) and
authoritarian (20 items) scales achieved Cronbach's alphas of 0.93 and
0.85, respectively.

2.3.3. Child social-emotional development
The Social Skills Improvement System Rating Scale (SSIS-RS;

Gresham and Elliott, 2008) was utilized to assess social skill and pro-
blematic behavior in children. The SSIS-RS has been shown to exhibit

sound psychometric properties among Chinese parents in past research
(Wu et al., 2018). In our study, parents were asked to rate how often
their child displayed a specific social behavior over the preceding two
months, choosing from four response options (0=never; 3= almost
always). The Social Skills subscale encompasses seven dimensions of
positive social behaviors, including assertion, communication, co-
operation, empathy, engagement, responsibility, and self-control. The
items in the Problem Behavior subscale describe a variety of proble-
matic internalizing and externalizing behaviors that young children
may exhibit. In this study, the Social Skills subscale (46 items) had a
Cronbach's alpha of 0.96, while the Problem Behavior subscale (33
items) obtained an alpha value of 0.91.

2.4. Analytic strategies

As the CRI (Sytsma et al., 2001) has not been used for research on
Chinese children, this study was aimed to first examine the factor
structure of the CRI by conducting an exploratory factor analysis (EFA)
using SPSS. The literature on EFA indicates that parallel analysis is one
of the most accurate methods for determining the number of factors to
extract (O'Connor, 2000). Therefore, a parallel analysis was conducted
using syntax provided by O'Connor (https://people.ok.ubc.ca/
brioconn/nfactors/nfactors.html). The parallel analysis generated
1000 Monte Carlo simulations based on a permutation of the raw data.
In a parallel analysis, factors corresponding to actual eigenvalues de-
rived from raw data that are greater than the parallel random eigen-
values at the 95th percentile should be retained. The analysis suggested
a five-factor model. Thus, the factor number was adjusted to five in the
EFA. Varimax rotation was employed in the analysis. Individual items
were systematically eliminated until all of the retained items had
loadings> 0.40 on one factor and<0.40 on all other factors (Hair
et al., 1998). The final model contained five factors, accounting for
59.63% of all variance. A confirmatory factor analysis was conducted
for each factor to examine the construct validity of the adapted Child
Routines Inventory (see Table 3 for information on model fit).

The second research question of the current study concerned whe-
ther child routines mediated the relationship between parenting and
social-emotional functioning in children. Structural equation modeling
(SEM) was used to answer this question. The analyses involved a two-
step process. First, a measurement model was examined using a con-
firmatory factor analysis (CFA), in order to test the fit of the higher-
order factor structure of child routines. The higher-order latent factor
“child routines” was measured using the five lower-order factors that
were obtained from EFA (see Fig. 1). Once the measurement model was
established, a structural model was constructed to test the hypothesized
relationship between parenting, the latent construct of child routines,
and social-emotional outcomes in children.

The SEM analyses were conducted in Mplus 7.2 (Muthén & Muthén,
1998–2012) using robust maximum likelihood estimation. The model
fit was evaluated based on the comparative fit index (CFI), the root
mean square error of approximation (RMSEA), and the standardized
root mean square residual (SRMR). The 90% confidence interval, along
with the RMSEA value, was also reported. CFI values that are> 0.90,
RMSEA values that are< 0.08, and SRMR values that are< 0.08 are all
generally considered indicators of an acceptable model fit (Hatcher,
2005; Hu and Bentler, 1999).

3. Results

3.1. Exploratory factor analysis with the Child Routines Inventory

The EFA resulted in five factors: daily living routines, household re-
sponsibilities, discipline routines, homework routines, and family time rou-
tines. Table 2 presents the factor loadings. The original analysis con-
ducted by Sytsma et al. (2001) also resulted in the first four factors
listed above. However, the family time routines factor was uniquely
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identified in this study. Items in this factor concerned activities that
promote a positive family atmosphere (e.g., the child hugs/kisses
parent before bed or spends a specific time talking with parent). The
specific item “My child does the same things each night before bed” also
loaded onto the family time routines factor, which might be attributed
to the fact that the two example practices listed in this item, namely
reading stories and kissing one's parent(s) goodnight, both embody

positive connotations.
Separate CFA was conducted for the five emerged factors to examine

their construct validity. Table 3 presents all model fit information. Al-
though the obtained model chi-square value (χ2) and its associated p-
value are also presented, they were not used to assess model fit, because
χ2 is susceptible to sample size (Hu and Bentler, 1999). As seen in
Table 3, all latent factors achieved an acceptable fit, indicating sound

Fig. 1. Standardized path coefficients in the measurement and structural model. Solid lines represent significant paths, while the dashed lines represent non-
significant paths. Lines with single arrows represent unidirectional paths, while the lines with two arrows represent correlations.
Note. The following variables were dummy coded: reporter (0=mothers, 1= fathers and others), single child status (0=non-single child; 1= single child), and
child gender (0= girl, 1= boy). ⁎p < .05; ⁎⁎p < .01; ⁎⁎⁎p < .001.

Table 2
The emerged factor structure in the exploratory factor analysis of the CRI.

Item description F1 F2 F3 F4 F5 Item-total correlation

1 My child wakes up at about the same time on weekdays. 0.54 0.24 0.13 0.19 0.20 0.55
2 My child eats meals with family at the table each day. 0.55 0.02 0.03 0.04 0.11 0.31
3 My child goes to bed at about the same time on week nights. 0.52 0.18 0.05 0.06 0.18 0.43
4 My child eats breakfast at about the same time and place (e.g., at kitchen table or at school) each morning. 0.73 0.02 0.10 0.14 0.17 0.45
5 My child eats dinner at about the same time each day. 0.69 0.09 0.14 0.14 0.19 0.50
6 My child picks up dirty clothes after changing. 0.09 0.64 0.02 0.27 0.09 0.50
7 My child cleans up food mess after snack. 0.19 0.74 −0.11 0.13 0.01 0.47
8 My child picks up toys and puts them away when done playing. 0.18 0.71 −0.16 0.15 0.04 0.45
9 My child straightens bedroom daily. 0.09 0.75 0.05 0.01 0.19 0.56
10 My child washes hands before mealtime. 0.23 0.44 0.02 0.15 0.33 0.55
11 My child has regular chores (e.g., takes out trash, helps with laundry, feeds/cares for family pet). 0.07 0.69 0.10 −0.03 0.30 0.58
12 My child helps clean up after meals. 0.00 0.73 0.09 −0.07 0.21 0.50
13 My child helps put things away after shopping. −0.03 0.50 0.22 0.17 0.26 0.51
14 My child receives smaller punishment for minor misbehavior (e.g., not following instructions) and larger

punishment for major misbehavior (e.g., fighting).
0.08 0.04 0.79 0.10 0.07 0.33

15 My child is disciplined for misbehavior (e.g., time out, loss of privilege, or spanking). 0.09 −0.10 0.79 0.01 0.08 0.23
16 My child knows what will happen if he or she doesn't follow parent instructions or rules. 0.18 0.11 0.61 0.15 0.23 0.46
17 My child begins homework at about the same time and place (e.g., at the kitchen table) during the week. 0.32 0.18 0.22 0.49 0.17 0.51
18 My child completes homework. 0.18 0.16 0.08 0.66 0.18 0.43
19 My child shows parent school work after school (e.g., art work or spelling test). 0.26 0.10 0.16 0.41 0.38 0.50
20 My child takes turns with family members talking about their day. 0.20 0.13 −0.01 0.13 0.57 0.47
21 My child does the same things each night before bed (e.g., brushes teeth, reads story, and kisses parent

goodnight).
0.31 0.19 −0.02 0.09 0.52 0.52

22 My child hugs/kisses parent before bed. 0.16 0.22 0.04 −0.05 0.56 0.47
23 My child receives rewards or privileges for specific good behavior (e.g., “I like the way you put away your

toys”).
0.30 0.19 0.28 0.21 0.58 0.67

24 My child helps decide and prepare for family fun or events. 0.07 0.20 0.20 0.12 0.60 0.53
25 My child takes part in “family time” each week when the family does planned activities together (e.g.,

plays games, watches movies, and goes out to eat).
0.15 0.08 0.18 0.18 0.68 0.55

Bold numbers indicate that the corresponding items loaded on the factor listed in the column.
Note: F1=Daily living routines, F2=Household responsibilities, F3=Discipline routines, F4=Homework routines, F5= Family time routines.
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construct validity of the adapted Child Routines Inventory. Because the
discipline routine and homework routine subscales only contain three
items, the model fit is perfect. All items had standardized factor load-
ings that were>0.50 (see Table 3). In addition, reliability analyses
showed that all five subscales obtained acceptable Cronbach's alphas.
Specifically, they were 0.79 for daily living (5 items), 0.88 for house-
hold responsibilities (8 items), 0.80 for discipline (3 items), 0.68 for
homework (3 items), and 0.82 for family time (6 items). The Cronbach's
alpha for the entire scale was 0.90. All items achieved moderate or large
correlations with the total scale (see the item-total correlation coeffi-
cients in Table 2).

3.2. Parenting, child routines, and social-emotional development in children

Table 4 presents the descriptive statistics of, and correlations
among, the study's variables. Consistent with existing empirical evi-
dence (Ren and Edwards, 2015; Zhou et al., 2004, 2008), authoritative
parenting was positively correlated with parent-reported child social
skills and negatively correlated with child problem behavior, and op-
posite correlations were found for authoritarian parenting. Among the
demographic variables, only single child status was related to child
social skills, with single children exhibiting higher levels of social skills
than children with siblings.

In the first step of the SEM analysis, we tested the higher-order
measurement model, which included all five lower-order factors de-
rived from the CRI as indicators for the higher-order latent factor “child
routines.” As shown in Table 3, the measurement model was found to
obtain an acceptable model fit. The standardized factor loadings for the
five lower-order factors ranged from 0.44 to 0.87. Next, a structural
model was constructed by including the parenting variables and chil-
dren's social-emotional outcomes variables. Five demographic variables
were also included as controls in the model, namely reporter, maternal
education, single child status, and child age and gender. All five de-
mographic variables were regressed on all the relevant variables (i.e.,
authoritative parenting, authoritarian parenting, child routines, social

skills, and problem behavior in Fig. 1). As presented in Table 3, the
model showed an acceptable model fit after adding some covariance
parameters, including covariance between several of the items in the
CRI, as well as covariance between the homework routines and daily
living routines factors (see Fig. 1). This model explained 28.8% of the
variance in children's problem behavior and 62% of the variance in
children's social skills. Fig. 1 illustrates the standardized coefficients for
the model. Authoritative parenting was positively related to child
routines. Thus, the children with parents who used authoritative par-
enting more frequently tended to have more consistent routines. Child
routines were found to be significantly associated with social-emotional
outcomes in children. Specifically, the children with more consistent
routines were more likely to have better social skills and exhibit less
problem behavior. However, authoritarian parenting was not linked
with child routines. Authoritarian parenting was found to be directly
associated with problem behavior in children. Children with author-
itarian parents were more likely to have behavioral problems.

In addition, the indirect effects of parenting on child social-emo-
tional functioning via child routines were estimated using the “Model
Indirect” command in Mplus. It was found that child routines sig-
nificantly mediated the effects of authoritative parenting on child social
skills (β=0.37, p < .001) and problem behavior (β=−0.16,
p= .01). After considering child routines, authoritative parenting was
no longer related to social skills or problem behavior in children, in-
dicating that child routines played a full mediating role.

Regarding the study's control variables, child gender and maternal
education were found to be significantly associated with authoritative
parenting as well as social skills and problem behavior in children.
Specifically, girls were reported as exhibiting better social skills
(β=−0.16, p= .006) and less problem behavior (β=0.20, p= .002)
than boys. The parents of boys also reported higher levels of author-
itative parenting than the parents of girls (β=0.17, p= .008). Parents
with higher education exhibited higher levels of authoritative parenting
(β=0.23, p= .001).

Table 3
Model fit information of all the models tested using confirmatory factor analysis or structural equation modeling.

Model χ2 (p-value) CFI RMSEA (90% CI) SRMR Standardized factor loadings

Confirmatory factor analysis for each CRI subscale:
Daily living routines 2.25 (0.81) 1.00 0 (0–0.06) 0.02 0.54–0.78
Household responsibilities 44.68 (< 0.001) 0.95 0.08 (0.05–0.11) 0.04 0.53–0.78
Discipline routines 0 (0) 1.00 0 (0) 0 0.63–0.84
Homework routines 0 (0) 1.00 0 (0) 0 0.57–0.72
Family time routines 17.51 (0.04) 0.97 0.06 (0.01–0.11) 0.03 0.59–0.76

Measurement model (Higher-order factor model) 418.02 (< 0.001) 0.92 0.05 (0.04–0.06) 0.07 0.44–0.87
Structural model in structural equation modeling (Model in Fig. 1) 707.96 (< 0.001) 0.90 0.05 (0.04–0.06) 0.07 NA

Table 4
Descriptive statistics of, and correlations among, the study variables.

M (SD) 1 2 3 4 5 6 7 8

1. Reporter NA –
2. Maternal education 3.44 (1.23) −0.02 –
3. Single child status NA 0.06 0.26⁎⁎⁎ –
4. Child gender NA 0.05 0.01 0.07 –
5. Child age 8.23 (0.31) 0.04 −0.02 0.02 0.05 –
6. Authoritative parenting 3.70 (0.59) −0.06 0.24⁎⁎⁎ 0.20⁎⁎ 0.16⁎ 0.06 –
7. Authoritarian parenting 1.96 (0.43) 0.07 −0.02 −0.11 −0.09 0.07 −0.28⁎⁎⁎ –
8. Social skills 1.93 (0.38) −0.06 0.11 0.20⁎⁎ −0.02 0.05 0.53⁎⁎⁎ −0.26⁎⁎⁎ –
9. Problem behavior 0.48 (0.29) 0.04 −0.08 −0.07 0.11 −0.05 −0.19⁎⁎ 0.42⁎⁎⁎ −0.41⁎⁎⁎

Note: The following variables were dummy coded: reporter (0=mothers, 1= fathers and others), single child status (0=non-single child; 1= single child), and
child gender (0= girl, 1= boy).

⁎ p < .05.
⁎⁎ p < .01.
⁎⁎⁎ p < .001.
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4. Discussion

Parents in contemporary China have increasingly valued the social-
emotional well-being of their children, and parents often seek ways to
enhance their children's social-emotional development (Way et al.,
2013). This study examined the role that child routines played in the
social-emotional development of Chinese children, a topic rarely stu-
died when it comes to Chinese families. It was found that child routines
served as a pathway through which parenting practices were related to
children's social-emotional functioning. The current findings highlight
the importance of creating structured and predictable routines for
children's social-emotional functioning, and that Chinese families are
no exception.

4.1. The use of the CRI for Chinese children

The first aim of this study was to examine the use of the CRI in the
Chinese context. The original four factors (i.e., daily living routines,
household responsibilities, discipline routines, homework routines) re-
ported by Sytsma et al. (2001) were retained for this study, although
the number of remaining items within each subscale became smaller
than the original subscales. Interestingly, a fifth factor, termed “family
time routines”, surfaced among the study's sample of Chinese children.
This finding may reflect changes in the view that Chinese parents have
on what constitutes an ideal parent-child relationship. In traditional
Chinese culture, parents emphasized children's obedience to their par-
ents, in addition to the strict “training” of children. Such a relationship
was characterized by one-way communication, as opposed to mutual
exchange (Ho, 1981). However, as a result of China's implementation of
the one-child policy and other socioeconomic changes in the last few
decades, Chinese children have now become “priceless” to their parents
(Liu, 2015). In addition, influenced by Western childrearing ideologies,
modern Chinese parents seem to have departed from the traditional
value on children's obedience and to have come to value explicit ex-
pressions of affection toward their children with a desire to foster a
friend-like intimacy with them (Way et al., 2013). Physical expression
(e.g., hugging), engaging in family time activities, and considering the
children's preferences in making family plans may all serve as examples
of routines that parents can use to cultivate closer parent-child re-
lationships as well as stronger family cohesion in contemporary Chinese
families.

4.2. Parenting, child routines, and social-emotional development in children

Our finding that more consistent child routines were associated with
better social-emotional development in Chinese children corroborates
existing evidence that regular child routines help promote appropriate
social behaviors and reduce behavioral issues (Bridley and Jordan,
2012; Harris et al., 2014; Lanza and Drabick, 2011). Establishing and
maintaining consistent routines provides children with environmental
cues for what they are expected to do at certain times throughout the
day, which helps reduce the resistance that often occur during the
transition between activities (Sytsma et al., 2001). The work of Taylor
(2011) demonstrated that the classroom structures and routines in the
daily activities of children supports the development of self-regulation,
ultimately leading to more appropriate and self-regulatory behavior.
Bater and Jordan (2017) found that consistent child routines were in-
directly related to externalization problems through child self-regula-
tion in preschoolers, and therefore, the relationship between more
consistency in child routines and lower levels of problem behavior as
well as greater social skills could be explained by successfully pro-
moting a child's ability to self-regulate.

In addition, regular family routines, such as eating together or
reading together, afford children the opportunities with which they are
able to better bond with their parents and build closer family re-
lationships (Author et al., 2018). The parent-child relationship has been

consistently linked to social adjustment outcomes for children in both
Western and Chinese cultures (e.g., Parker et al., 1999; Zhang, 2013).
According to Bowlby's (1982) attachment theory, from their relation-
ships with primary caregivers, children develop internal working
models—mental representations for understanding the world, self, and
others. Thus, close parent-child relationships support the development
of an adaptive internal working model in children, which can be
translated into their social interactions with others, resulting in socially
desirable behavior in children (Cassidy et al., 1996). The importance of
implementing structured and consistent routines for reducing impulsive
behavior, improving completion of tasks, and fostering responsible
behavior has been stressed in behavioral clinical intervention (Chronis
et al., 2004; Pelham and Fabiano, 2008).

This study's second set of major findings concerned the mediating
role that child routines played in the relationship between authoritative
parenting and social-emotional functioning in children. The findings
are consistent with Bater and Jordan's (2017) findings among pre-
school-aged children in the U.S. that child routines mediated the rela-
tions between parenting and children's social-emotional adjustment.
Our findings suggest that authoritative parenting may be more effective
in establishing and implementing consistent routines in children (Fiese
et al., 2002). If parents are sensitive and responsive to their children's
physical and emotional needs, and when parents prefer to use reasoning
and induction to discipline their children, the children may be more
inclined to comply and cooperate with their parents when asked to
perform the actions dictated in the routines that parents wish to im-
plement. In addition, Bater and Jordan (2017) speculated that regular
routines might work as an extension of positive parenting practices. As
a result, it is likely that authoritative parents are more prone to es-
tablish consistent routines for their children.

Unexpectedly, child routines fully mediated the relationship be-
tween authoritative parenting and children's social skills and problem
behavior. It was expected that authoritative parenting, in and of itself,
would affect social-emotional functioning in children and that author-
itative parenting would also be related to social-emotional outcomes in
children through other mechanisms (e.g., parent-child relationships,
and child coping skills). This finding may be partially attributed to the
common-method issue which refers to the bias that is caused by the
measurement method rather than to the constructs that the measures
represent (Podsakoff et al., 2003). In the current study, parenting
practices and child routines were reported by the same informant,
which may result in common method bias.

Contrary to the findings of Bater and Jordan's (2017) research, in
this study, child routines did not mediate the relationship between
authoritarian parenting and the social-emotional outcomes in children.
The lack of a relationship between authoritarian parenting and child
routines indicated that some authoritarian parents might be able to
establish regular routines through coercion, while others fail to achieve
this end. It is speculated that various child characteristics (e.g., tem-
perament) could affect the effectiveness of authoritarian parents in
creating and maintaining regular routines for children. Harsh control
and punitive disciplinary action may induce compliance in some chil-
dren, yet instigate defiant behavior in others (Chamberlain and
Patterson, 1995). In addition, the parents included in this study re-
ported low levels of authoritarian parenting, which might be attributed
to the social desirability bias (i.e., respondents respond to survey
questions in a way that will be viewed favorably by others) to a certain
degree. However, we found that authoritarian parenting was directly
related to children's behavior problems, which corroborates existing
evidence among Chinese school-aged children (Chen et al., 2001; Zhou
et al., 2008). Therefore, the findings suggest that consistent routines are
beneficial, but not sufficient, in preventing or reducing problematic
behavior in children.
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4.3. Study limitations and directions for future research

Although the findings of this study contribute to the academic un-
derstanding of the role that child routines play in the social-emotional
development of Chinese children and its relationship with parenting
practices, several limitations must be noted. First, the study utilized a
cross-sectional design, and thus, causal conclusions cannot be made.
The associations between parenting practices and child routines remain
poorly understood. It is likely that a transaction occurs between par-
enting practices and child routines (Fiese et al., 2002). Parents who are
capable of successfully implementing authoritative parenting strategies
may be more apt to develop regular routines for their children. Mean-
while, for a parent whose child follows consistent routines, there may
be fewer struggles between the parent and the child, enabling the
parent to engage in more responsive and engaged parenting practices.
Following the arguments presented by Bater and Jordan (2017), we
assumed the direction of influence was from parenting practices to child
routines. However, longitudinal studies are needed to discern the multi-
directional relationship between parenting practices and child routines
in greater detail.

In addition, parenting practices, child routines, and the child's so-
cial-emotional development were all reported by parents in this study.
Future studies should attempt to utilize a multi-informant and multi-
method approach. For instance, researchers can consider obtaining
teacher reports for children's behavior. Furthermore, direct observa-
tions of parent-child interaction can be used to generate a more accu-
rate representation of parenting practices.

Although the child routines examined in this study have covered
multiple aspects, the measure used for child routines was developed
among school-aged children in the U.S. The ecology of daily life for
Chinese children differs from that of American children (Kuan, 2015).
For instance, Chinese children generally have more homework and
spend more time in extracurricular tutoring programs than their
counterparts in the U.S. (Li et al., 2013). Future studies need to take a
closer look at Chinese children's daily life and adapt the measure of
child routines accordingly, in order to better reflect the developmental
context of Chinese children. Lastly, the data for this study were col-
lected in a mid-sized Chinese city where the residents' income was
above-average nationwide. Thus, the findings of this study cannot be
generalized to all children from all walks of Chinese society. As some
researchers have contended that regular routines might be more im-
portant for economically disadvantaged children (e.g., Ferretti and Bub,
2014), future research studies need to examine whether regular rou-
tines operate as a protective factor for children from disadvantaged
backgrounds.

4.4. Implications

Research on the role of child routines in the social-emotional de-
velopment of children has focused primarily on children in Western
societies (Author et al., 2018). This study, however, has provided pre-
liminary empirical evidence on the importance of child routines for
Chinese children's social-emotional development. The value of routines
must yet again be emphasized among Chinese parents. Routine is more
about structure and consistency—it is also a form of emotional bonding
between parents and their children, in addition to being a medium
through which to foster self-regulation in children (Fiese et al., 2002;
Spagnola and Fiese, 2007). We found that the relationship between
authoritative parenting and children's social-emotional functioning was
fully mediated by child routines, suggesting that child routines can
function as a focus of prevention and intervention programs that seek to
enhance the social-emotional well-being of children. “Family routines
offer a tangible skill that parents can initiate and maintain with assis-
tance” (Ferretti and Bub, 2014, p.179). The CRI offers a framework with
five aspects of routines that parents can refer to in creating routines for
their children. Practitioners can help parents create routines by

presenting concrete steps that parents can use. Moreover, parents may
start with whichever aspect of child routines that is most easily carried
out based on families' own predispositions or needs, as different aspects
of child routines are often interrelated and changes that occur in one
aspect may facilitate changes in other aspects. For instance, parents
who embrace the value that family members should share housework
can establish routines that help involve children in household respon-
sibilities. Parents whose work schedules prohibit them from eating
meals together on weekdays may consider arranging family activities
on weekends.

In addition, it is interesting to observe the direct link between au-
thoritarian parenting and problem behavior in children. Research is
needed to understand specifically why, and under what circumstances,
parents resort to authoritarian parenting practices. Furthermore, pre-
vention and intervention programs that are focused solely on child
routines may not be sufficient for preventing or reducing the behavioral
challenges many children face. Such programs also need to include
components that work to improve the quality of parenting practices,
particularly with a focus on reducing the use of authoritarian parenting
practices. The authoritarian parenting practices that were assessed in
this study encompassed five different aspects, namely verbal hostility,
corporal punishment, use of nonreasoning, directiveness, and insecure
guidance. Prevention and intervention efforts can help parents learn to
replace coercion-based practices with more appropriate disciplinary
strategies, such as induction and reasoning, considering the child's
perspectives in guiding the child's behaviors, and developing self-effi-
cacy as well as confidence in parenting.
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