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ABSTRACT

PARENTAL SOCIALIZATION OF EMOTION IN JAPAN: CONTRIBUTION TO
PRESCHOOLERS’ EMOTION KNOWLEDGE
Naomi Watanabe, Ph.D.
George Mason University, 2015
Dissertation Director: Dr. Susanne A. Denham

A large body of literature shows that emotional knowledge has numerous benefits for
preschoolers’ social-emotional functioning. As a key influential factor, parental
socialization of emotion has been receiving increased attention in last decades. However,
much research has been conducted in Western cultures; many researchers call for the
need of further research in various cultures, especially non-Western cultures. The purpose
of the present study was to investigate parental emotion teaching practice in parent-child
interactions and the relation between parental emotion teaching and preschoolers’
emotion knowledge in Japan. Fifty-one 3- and 4-year-old Japanese preschoolers’ emotion
knowledge was assessed and mother-child interactions in book reading and reminiscence
of emotional experience were videotaped in a semi-structured laboratory setting.
Maternal utterances were transcribed and maternal use of emotion words and emotion
teaching techniques were coded. The results showed that maternal emotion teaching
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techniques, specifically questioning, clarifying, and reference to child’s feelings,
predicted preschoolers’ emotion knowledge. Also, moderation effects of preschoolers’
age and gender on the relation were found. Implications of findings in relation to cultural
context are discussed.

xi

CHAPTER ONE: INTRODUCTION

Emotional development occurs throughout the lifespan. As children grow up, they
begin to experience a variety of emotions and learn to express and regulate emotions
through interactions with others. In order to develop effective interpersonal skills,
acquiring emotion knowledge is crucial for children. Much research in Western cultures
reports that parental emotional socialization plays an influential role in preschoolers’
emotional development (e.g., Denham, Bassett, & Wyatt, 2015; Eisenberg, Cumberland,
& Spinrad, 1998). In response to the call for the need to expand child emotional
development research worldwide (e.g., Jones & Garner, 1998; Trommsdorff, 2006), there
is a growing body of research investigating preschoolers’ emotional competence in nonWestern cultures (e.g., Raval, Raval, Salvina, Wilson, & Writer, 2013; Wang, 2001). Yet,
less is known about Japanese preschoolers’ emotional development, especially
contributions of parental socialization to preschoolers’ emotion knowledge. In the present
study, relations of parental socialization of emotion, specifically emotion teaching, with
Japanese preschoolers’ emotion knowledge was investigated.

Significance of Emotion Knowledge in Early Childhood
Emotion knowledge is defined as understanding of one’s own and others’
emotions and emotion-eliciting situations (e.g., Denham, Bassett, & Wyatt, 2015;
Denham, Zinsser, & Brown, 2012). It is one of the essential components of preschoolers’
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emotional competence, along with emotion expressiveness and emotion regulation
(Halberstadt, Denham, & Dunsmore, 2001; Mayer & Salvey, 1997; Saarni, 1999). Much
research has focused on preschoolers’ development of emotion knowledge and its
relation to their social-emotional well-being, school readiness, classroom adjustment, and
later school success (e.g., Denham et al., 2002; Denham, Bassett et al., 2012; Ensor,
Spencer, & Hughes, 2011; Shields et al., 2001).
Development of emotion knowledge in preschool years
Understanding their own and other’s emotions enriches children’s everyday
interpersonal interactions. By the end of preschool, children have typically gained the
ability to identify their own emotions and infer others’ emotions from expressions
(Denham, 1986), which allows them to express their feelings, interpret others’ emotional
expressions and reactions correctly, and provide appropriate feedback to others’ emotions
(Denham et al., 2002). Preschool years are also an important period where additional
various aspects of emotion knowledge develop. For instance, preschoolers begin to
acquire knowledge of emotion-eliciting situations and emotional causes and
consequences (Denham, 1986; Denham & Zoller, 1991; Dunn, Brown, Slomkowski,
Tesla, & Youngblade, 1991).
Building upon early acquisition of basic emotion expressions (e.g., happy, sad,
angry, afraid), preschoolers start to learn more difficult emotions, such as guilt, shame,
pride, and contempt (Denham, 1998) and to understand specific cultural and social
display rules (Misailidi, 2006). Also, discerning people’s emotions in equivocal situations
(i.e., situations that different people feel different emotions) is another critical skill that
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they gradually master (Gnepp & Klayman, 1992; Gnepp, McKee, & Domanic, 1987). For
instance, in a situation where a child is approached by a cat, some young children are able
to infer that there are more than one possible emotional reactions (e.g., happy, scared),
whereas others think of only one emotion that they usually feel.
Similar to findings in Western cultures, Japanese preschoolers develop better
understanding of their own and others’ emotions, emotion-eliciting situations, causes of
emotions, culturally appropriate emotion expressions, and display rules as they mature
(e.g., Aso & Maruno, 2007; Clancy 1999; Kikuchi, 2006; Sakuraba & Imaizumi, 2001;
Sawada, 1997). Japanese preschoolers also begin to understand more difficult emotion
language. Matsuo (1997) investigated whether 4, 5, and 6-year-olds understand figurative
expressions describing emotions (e.g., “She looks like a jumping bunny” for happiness.
“He looks like a faded flower” for sadness) and found that even 4-year-olds identified
those expressions, and the accuracy of their understanding increased with age.
The role of emotion knowledge in school readiness and classroom adjustment
In recent years, there has been increasing attention to the importance of young
children’s emotional development for school readiness and classroom adjustment in both
Western and Eastern cultures (e.g., Aoki et al, 2008; Denham, 2006; Denham, Bassett et
al., 2012; Kam, Wong, & Fung, 2011; Shields et al., 2001). For instance, children who
acquire emotion knowledge demonstrate better attention to academic tasks (Trentacosta
& Izard, 2007). Being able to accurately interpret others’ emotions prevents children
from misunderstanding others, which is linked to successful school transition from
preschool to school (Raver & Knitzer, 2002). Research also has shown that emotion
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knowledge is an important predictor of classroom adjustment (Denham, Bassett et al.,
2012; Shields et al., 2001). Children with access to emotion knowledge like going to
school, follow teachers’ instructions, are motivated to try new activities, and get less
frustrated in new situations.
In respect of social and academic success in school, children’s emotion
knowledge is related to more prosocial behaviors with peers, greater peer acceptance,
higher social skills ratings by teachers, and better classroom achievement (Denham et al.,
2003; Denham, McKinley, Couchoud, & Holt, 1990; Ensor et al., 2011; Garner &
Waajid, 2008). Furthermore, children’s later academic success was predicted by
acquisition of emotion knowledge in preschool (Denham, Bassett et al., 2012).
In contrast, preschoolers’ emotion knowledge deficits are linked to negative
outcomes. Difficulties with emotion understanding can lead to misinterpretation of social
situations and other’s motivations, which may hinder successful classroom adjustment
and peer interactions (Raver, Garner, & Smith-Donald, 2007; Raver & Knitzer, 2002).
Lack of emotion knowledge is also related to higher risk of aggression (Denham, Blair,
Schmidt, & DeMulder, 2002; Denham, Caverly, et al., 2002) and lower teacher ratings on
social functioning (Izard et al., 2001).
Thus, previous research has provided compelling evidence that preschoolers’
acquisition of emotion knowledge plays a critical role in their everyday interactions,
social-emotional well-being, school readiness, and classroom adjustment, whereas deficit
in emotion knowledge could have detrimental impacts on their life. To support

4

preschoolers’ development of emotion knowledge, investigation of factors contributing to
its development is essential.

Importance of Parental Socialization of Emotion
Much research suggests that parental socialization of emotion contributes to
children’s emotional development from infancy to adolescence (Morelen & Suveg, 2012;
Zahn-Waxler, Klimes-Dougan, & Kendziora, 1998). Given that the preschool period can
been seen as a crucial period for emotion learning (Denham & Kochanoff, 2002),
parental socialization of emotion must be thoroughly explored.
Aspects of parental socialization of emotion
There are three widely acknowledged aspects of parental socialization of emotion:
modeling and expressiveness, contingent reactions to child emotions, teaching of emotion
(e.g., Denham, 1998; Eisenburg, Cumberland, & Spinard, 1998). Parental modeling and
expressiveness is parents’ emotion expressions and behaviors that preschoolers observe,
listen, and imitate in everyday interactions. Contingent reactions to child emotions are
defined as parents’ emotional and behavioral response to children’s emotions, including
positive reactions (e.g., positive response, emotion-focused coping, and problem-focused
coping) and negative reactions (punitive response, dismissive response, distress, and
minimization). Parental teaching of emotion refers to parents’ verbal explanations and
discussions about emotions.
Among those aspects of parental socialization, parental teaching of emotion is the
most direct way of socialization of emotion, which usually happens in daily parent-child
conversations. Parents explain to their children about emotions, emotion expressions and
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accompanying behaviors, emotion-eliciting situations, and causes and consequences of
those situations (Denham, Zinsser et al., 2012). Directing children’s attention to
emotional cues is another effective teaching method to help children learn about emotions
(Denham et al., 2015). Through emotion conversation, parents also assist children to label
their emotional experiences with appropriate emotions (Fivush & Wang, 2005), and
clarify children’s understanding of emotion and correct children’s misinterpretation of
emotion (Denham et al., 2015). Additionally, introducing other’s viewpoints and
discussing how others feel in a certain situation are likely to promote children’s
understanding of empathy (Denham & Auerbach, 1995). Parents who teach emotions to
their children are aware of such emotional experiences and ready to assist children’s
emotion learning; whereas, those who do not teach emotions often ignore children’s
emotional experience or dismiss their emotion expressions (Denham & Kochanoff,
2002).
Parental teaching of emotion: Book reading and reminiscence of emotional
experience
Book reading is one of ways to teach children about emotions in parent-child
interactions (Thompson & Lagattuta, 2006). When reading a picture book, parents can
help their children identify characters’ emotions and emotional causes and consequences,
describe emotion scenes in details, connect emotions of characters to children’s own
experience, ask children questions to encourage them to think of emotions, correct
misunderstandings, and teach emotion regulation techniques.
Denham and Auerbach (1995) reported that mothers who explained more about
characters’ emotions were more likely to utilize questioning (e.g., “Was she angry?”),
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guiding (e.g., “Look at his smile”), and socializing language (e.g., I’d be scared too”),
instead of making simple comments. They also found that mother’s use of questioning
was a significant predictor of children’s acquisition of emotion knowledge; however,
surprisingly, mother’s use of socializing language predicted less emotion knowledge. The
authors argue that questioning may welcome children’s own input on characters’ feelings,
which promotes comprehension of emotion, whereas socializing language might sound
too didactic, which could demotivate children to learn about emotions. It may be possible
that mothers of children with low emotion knowledge used socializing language actively
to teach emotions. Additionally, Garner, Jones, Gaddy, and Rennie (1997) found that
mother’s use of empathy-related comments (e.g., “poor little girl”) during book reading
was positively related to preschoolers’ understanding of emotion-eliciting situations,
suggesting that such mother’s comments may help children to take the perspective of
others and understand others’ emotions.
In addition to book reading, reminiscence of past emotional experiences provides
parents an effective opportunity to teach emotions. As Denham and Kochanoff (2002)
stated, “discussing emotions provides children with reflective distance from feeling states
themselves, and space in which to interpret and evaluate their feelings and to reflect upon
causes and consequences” (p. 316). Reminiscence allows children to think back on past
emotional experiences and evaluate their own emotions and behaviors more objectively
(Fivush & Wang, 2005), as well as learning about socially and culturally appropriate
emotions to display (Fivush, Berlin, Sales, Mennuti-Washburn, & Cassidy, 2003).
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Reese, Bird, and Tripp (2007) compared parents’ conversation style between
conversation about ongoing conflict experiences and reminiscence of past emotional
experience. They found that parents used more explanations in reminiscence than in
conversation about ongoing emotional conflicts, suggesting that reminiscence would
provide a better opportunity for parents to analyze their emotions objectify and explain
emotion to children. Laible (2004) reported that children whose mother used elaborative
techniques (e.g., asking for more information, adding details to children’s memory) in
reminiscence of past emotional experiences had better understanding of emotion. In the
light of those findings, it seems plausible to expect that compared to other parent-child
interaction contexts, parents are more likely to elaborate what child said in reminiscence
of emotional experiences, which in turn foster children’s acquisition of emotion
knowledge.
Effects of preschoolers’ age, gender, and verbal ability
It is important to note that how preschoolers’ age, gender, and verbal ability
contribute to parental socialization of emotion. With respect to children’s age, research
has shown that parents talk more to older children than younger children in reminiscence
(Reese, Haden, & Fivush, 1993). Parents with older children may feel that their children
are ready to listen their stories and can take turns in conversations. Previous research also
reported a moderation effect of children’s age. For older preschoolers, increasing parental
usage of guiding and socializing emotion words was associated with increasing emotion
knowledge (Denham, Mitchell-Copeland, Strandberg, Auerbach, & Blair, 1997).
Considering that older children are cognitively, linguistically, and emotionally advanced

8

than younger children, older children may be more likely to be able to process
information presented by parents and internalize it.
As for gender differences in socialization of emotion, previous research has
shown mixed findings. Some studies conducted in Western and Eastern cultures have
demonstrated that parents often talk more about emotions and use more elaborative
emotion language to their daughters than sons (e.g., Fivush et al., 2003; Fivush &
Buckner, 2003; Wang, 2001); on the other hand, other studies have found no effect of
gender on emotion language used by parents (e.g., Fivush & Wang, 2005; Denham &
Auerbach, 1995). Compared to boys, girls are more relationship-oriented (e.g., Chen,
Cen, Li, & He, 2005; Cross & Madson, 1997) and more likely to use their interpersonal
experience to understand emotions (Brown & Dunn, 1996). It is highly possible that
parental emotion teaching during parent-child interactions may contribute to emotion
knowledge more for girls than boys, regardless of the amount of parental emotion
language toward them.
In addition to preschoolers’ age and gender, Cole, Armstrong, and Pemberton
(2010) pointed out that language plays a crucial role in preschoolers’ emotional
development. With a huge and rapid increase in their vocabulary, preschoolers become
able to organize and evaluate their emotional experience better. Research has
demonstrated that, for preschoolers with higher language skills, parents use more
elaborative techniques in reminiscence (Farrant & Reese, 2000). Although children’s
higher verbal ability by itself is strongly associated with greater emotion knowledge
(Trentacosta, Izard, Mostow, & Fine, 2006), it is plausible to expect that there would be
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an interplay between parental socialization and children’s verbal ability, which makes
unique contribution to children’s emotion knowledge. Parents who know their children
have high verbal ability and are ready to take in information may engage more in the
conversations about emotions and provide more explanations about emotions, which, in
turn, would facilitate those children’s understanding of emotion. Considering these
previous research findings, the effect of preschoolers’ age, gender, and verbal ability as
moderators on the relation between parental socialization of emotion and preschoolers’
emotion knowledge should be examined, as well as their contribution to how parents
teach about emotions.
Research has provided ample evidence highlighting the influential role of parental
socialization in preschoolers’ emotional development. However, it is important to point
out that the majority of research has been conducted in Western cultures, and the relation
between parental socialization and preschoolers’ emotion knowledge in non-Western
cultures has not been fully investigated. In the present study, how Japanese parents teach
emotions and how this teaching is related to their children’s emotion knowledge, was
examined.

Cultural Context in Parental Socialization of Emotion
Culture has a strong impact on “the local world of the child” (Shweder et al.,
1998, p. 880). Through interpersonal communications, which contain cultural specific
verbal and nonverbal behaviors, children gradually become aware of their cultural values
(Dunsmore & Halberstadt, 2009; Uemura, 2000). Parental socialization goals directly
reflect specific cultural views (Trommsdorff, 2006) and parental socialization practices
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would foster children’s emotion learning to be competent in their culture. For instance, in
individualistic cultures that place importance on emotion expression to promote
autonomy (Masuda et al., 2008), parents encourage children to express their feelings
(Bear, Manning, & Shiomi, 2006), which may help children to learn emotions. On the
other hand, in collectivistic cultures that stress emotion suppression to maintain group
harmony (Kitayama, 2001; Trommsdorff & Heikamp, 2013), parents may discourage
emotion expression. As a result, children may need to attend closely to the few nonverbal
cues in their environment.
Although the idea of collectivistic and individualistic culture categories has been
well accepted and studied by the large number of researchers, some researchers criticize
the two categories as being too simplistic and ignoring variations within the categories
(e.g., Rothbaum, Kakinuma, Nagaoka, & Azuma, 2007). For instance, Japan, China, and
South Korea are all considered as collectivistic cultures, which value emotion
suppression. Researchers, however, suggest that there are differences in emotion display
rules among these cultures (Daibo, 2007; Lee & Matsumoto, 2011; Wang & Maiya,
2008). Additionally, globalization plays a role in reducing the distinctive collectivistic
characteristics. For example, as contact between cultures increase, individualization has
been progressing in Japanese culture, which affects people’s beliefs and behaviors, such
as their autonomy and independence (Doi, 2004; Hamamura, 2012). In sum, to become
more informed about children’s emotional development and make better generalization of
research findings, it is critical to take into consideration cultural context (Yagmurlu &
Altan, 2010).
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Cultural Differences and Similarities in Parental Socialization of
Emotion
Two Denham and colleagues (2004) reported that American, Japanese, Hispanic
and Romanian parents saw the value of emotion explanation, with varying degree of
support, suggesting the importance of parenting socialization of emotion is an universal
belief rather than a cultural specific one. There are, however, cultural differences in what
aspect of emotional competence parents focus on. Because the group-oriented cultural
characteristic promotes people to pay close attention to how others see and evaluate one’s
behaviors, Japanese parents stress awareness of others’ feelings as an important skill
(Hayashi, Karasawa, & Tobinm, 2009). They often draw attention to others’ emotion
states, to teach emotion regulation (Kojima, 2000). By correctly assessing others’
feelings, children can choose a reaction that is least disturbing for interpersonal
relationships and group harmony. In contrast, American mothers often use direct
communications and encourage their children to express emotion (Bear et al., 2006;
Zahn-Waxler et al., 1996). A cross-cultural study supports the cultural differences in
attention to one’s own and others’ feelings: Wang (2001) revealed that Chinese motherchild reminiscence contained more referencing to others’ emotions, whereas American
mothers and children focused more about their own emotions.
On the other hand, Fivush and Wang (2005) found cultural similarities in parental
emotion teaching in reminiscence of past emotional experiences among Euro-American
and Chinese mothers and preschoolers. Mothers in both cultures were more likely to
discuss children’s negative emotions by clarifying and disconfirming, whereas they often
simply confirmed children’s positive emotions. The authors argue that mothers put effort
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into explanation of negative emotions to assist children to identify correctly and accept
negative emotions; on the other hand, the main objective of conversations about positive
emotional experience is strengthening emotional connection with children through shared
positive memories.
In sum, previous research has shown that culture plays a critical role in parental
socialization of emotion, whereas there are some cultural similarities in parental beliefs
and emotion teaching. Although research in Western cultures has shown that there are
positive relations between certain aspects of parental socialization and preschoolers’
emotion knowledge, such relations have not been investigated in Japanese culture. Given
the cultural differences in parental socialization practices, investigation in Japanese
culture would allow researchers to uncover possible cultural specific relations between
parental socialization and preschoolers’ emotion knowledge and to add new information
to emotional development literature.

Focus of the Present Study
The aim of the present study is to investigate 1) how Japanese parents teach
emotions to their children during parent-child book reading and reminiscence of past
emotional experiences, 2) how their socialization practices are related to preschoolers’
emotion knowledge, and 3) how preschoolers’ age, gender, and verbal ability contribute
to parental emotion teaching and function as moderators in the relations between parental
emotion teaching and emotion knowledge. Specifically, for parental emotion teaching, I
was interested in examining a) whose feelings Japanese parents refer most often in
reminiscence, b) which emotion teaching technique they use most in book reading and
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reminiscence, c) whether Japanese parents use more elaborative teaching techniques (i.e.,
explaining, clarifying, socializing) for negative emotions than for positive emotions in
book reading and reminiscence, and d) whether children’s age, gender, and verbal ability
are related to parental emotion teaching technique in book reading and reminiscence.
Given that Japanese parents highly value awareness of others’ feelings (Hayashi
et al., 2009; Kojima, 2000), I predicted that Japanese parents would often make reference
to others’ feelings, in comparison to reference to feelings of self and child. Based on the
previous findings showing that both Chinese and Euro-American mothers clarified more
about negative emotions but simply confirmed about positive emotions (Fivush & Wang,
2005), I hypothesized that Japanese parents would use more elaborative teaching
techniques for negative emotions than positive emotions.
Considering previous research findings on the effect of children’s age, gender,
and verbal ability (e.g., Farrant & Reese, 2000; Reese et al., 1993; Wang, 2001), I
hypothesized that parents would talk more about emotions and use more elaborative
teaching techniques to children who are older, female, and/or have higher verbal ability.
As a result, those children may learn more about emotions from parents.
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CHAPTER TWO: METHOD

Participants
Fifty-one 3- and 4-year-old Japanese preschoolers and their mothers living in the
central region of Japan were participated. They were recruited through preschools and
community centers. Twenty-six were three years old and 25 were four years old. The
mean age of the preschoolers was 46.53 months (SD = 6.96). Twenty-nine were boys and
22 girls. The mean age of mothers was 34.62 years (SD = 5.08).

Procedure
The study took place in a playroom at a laboratory. First, mothers were asked to
complete a short questionnaire about their children’s emotional reactions to some dailylife situations. Using parents’ response on the questionnaire, a trained researcher
administered the Affect Knowledge Test to preschoolers in the playroom, while mothers
completed a questionnaire about demographic information in another room. Then,
mothers were instructed to perform two tasks in the playroom. In the picture book
reading task, mothers were asked to read a wordless picture book to their child for five
minutes. One Frog Too Many (Mayer & Mayer, 1975) was selected for the task for
several reasons. First, it contains various emotional scenes that would elicit discussion
about emotions between parents and children. Second, it has been previously used in
research in the U.S. (Denham et al., 2000). Third, it has been published in Japan and does
not contain any cultural-specific information.
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Next, in the reminiscence task, the experimenter gave mothers four cards with
labeled emotions (happy, sad, angry, afraid) and asked them to talk with children about
memories about each emotion from either mother or child’s own experience or mother
and child’s shared experience. A timer was set for 10 minutes, and mothers were asked to
continue the conversation until they hear the beep. To see naturally occurring individual
differences in parental emotion word usage, the instructions were deliberately kept simple
so that parents could freely talk with their children. The mother-child interactions were
videotaped. After the reminiscence task, mothers stepped out from the playroom, and the
experimenter administered the Picture Vocabulary Test-Revised (Ueno, Nagoshi, &
Konuki, 2008) to children.

Measure
The Affect Knowledge Test (AKT)
The AKT (Denham, 1986; Denham et al., 2002; Denham & Couchoud, 1990) is a
widely used measure assessing preschoolers’ developmentally appropriate emotion
knowledge using puppets with detachable emotion faces. It consists of two subtests:
verbal and non-verbal recognition of four basic emotion expressions (i.e., happy, sad,
angry, afraid) and understanding of emotion eliciting situations (stereotypical and nonstereotypical).
First, four emotion faces were presented in front of the child. On the expressive
(verbal) recognition task, the puppeteer pointed to each emotion face and asked the child
“How does she/he feel?” On the receptive (nonverbal) recognition task, after shuffling
the emotion faces and placing them in a different order, the puppeteer asked the child

16

“Point to the Happy (Sad/Angry/Afraid) face.” And then, on the situation knowledge
task, the puppeteer used puppets to act out short scenarios that preschoolers may
encounter in daily life, and asked the child how the main character feels by saying, “How
does she/he feel?” The child used the emotion faces to answer the question, as well as
verbally expressed emotional responses. When the child only responded verbally, the
puppeteer asked the child “Give [puppet’s name] a face” to encourage the child to choose
a face from the emotional faces. If the child’s verbal and non-verbal responses were
inconsistent, the child’s non-verbal response was used for scoring.
In stereotypical scenarios, the puppet’s emotional responses represented emotions
that children commonly experience (e.g., feel afraid when having a scary dream). On the
other hand, non-stereotypical scenarios depicted situations where children’s emotional
response varies among different individuals (e.g., feel sad or angry when being excluded
by a sibling). Before the assessment, parents provided information about their children’s
emotional response to various non-stereotypical daily-life situations (e.g., going to
preschool, seeing a big although friendly dog). Two emotions (e.g., happy, sad) were
listed for each situation, and parents were asked to choose one of them that they thought
their child would be most likely to show in a given situation. Using the information
collected from parents, the puppeteer showed emotional responses that were different
from emotions the child would usually experience (e.g., showed sad for a scenario where
the child would usually feel angry). Children’s performance on all AKT items is scored
from 0 to 2, with 0 for wrong response (e.g., happy for sad situation), 1 for correct
positive/negative valence (e.g., angry for sad situation), and 2 for correct response.
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Previous research with American preschoolers showed good internal consistency
and test-retest reliabilities for both emotion recognition and emotion situation knowledge
(Denham et al., 2002; Denham & Couchoud, 1990) and demonstrated the measure’s
validity (Denham et al., 2003; Bassett, Denham, Mincic, & Graling, 2012). Based on an
earlier study where cultural differences were found in people’s attention to facial feature
as emotional cues (Yuki, Maddux, & Masuda, 2007), the cross-cultural adaptation of the
AKT was examined in Japanese preschoolers (Watanabe et al., 2014). Given that
Japanese people tend to attend on eyes as emotional cues, whereas American people are
prone to focus on mouth, the AKT’s emotion faces were modified with more detail
provided around the eyes. The measure with modified emotion faces was administered to
Japanese preschoolers, and the results of reliability analyses showed good internal
consistency. In the present study, the modified emotion faces for Japanese preschoolers
were used. Cronbach’s alphas were .90, .72, and .89 for the total emotion knowledge,
emotion recognition, and situation knowledge task, respectively.
Demographic information questionnaire
This questionnaire contained questions that assess family characteristics, such as
preschoolers’ age, gender, sibling information, preschool enrollment, and parents’ age
and employment status.
Parent-Child Affect Communication Task (PACT)
The PACT (Denham, Cook, & Zoller, 1992; Denham & Kochanoff, 2002; ZahnWaxler, Ridgeway, Denham, Usher, & Cole, 1993) is a semi-naturalistic task assessing
parental teaching of emotion. Specifically, emotion words used during parent-child
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interactions (book reading and reminiscence tasks) were coded. All videotaped
conversations were transcribed and coded for the following categories. Discrete emotions
(e.g., happy, angry) and behavioral expressions of emotion (e.g., smile, kick) were
counted as emotion words. Total number of emotion words was tallied as well as the
sums for positive terms and negative terms. There were six categories for functions of
utterances containing emotion words: (a) commenting, (b) explaining, (c) clarifying, (d)
questioning, (e) guiding (f) socialization (see Table 1 for definitions and examples). In
addition, for the reminiscence task, referencing—indication of whether parents in making
reference to feelings of themselves, their children, or others—were also coded.

Table 1 Parent-Child Affect Communication Task: Functions of Utterances Containing Emotion Words

Function

Definition

Example

Commenting

Making note of someone’s feeling
without further explanation,
clarification, question, or discussion

“He looks happy.”
“She is angry.”

Explaining

Explaining emotional causes and
consequences

“He is happy because he got a gift.”
“You were excited about seeing
grandma.”

Clarifying

Correcting misunderstandings,
providing reactions to child’s
utterances, or asking for more
information

“She is not angry, she is sad.”
“Were you angry or sad?”
“Why did you cry?”
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Questioning

Asking questions about someone’s
feeling or emotional causes and
consequences

“Is she angry?”
“Do you remember a time when
you were scared?”

Guiding

Attempting to redirect, stop, or guide
behaviors

“Let’s see if we can find happy
face.”
“Look at her smile!”
“Stop being silly.”

Socializing

Instructing emotions by
confirmation, disconfirmation, or
denial

“It’s okay to cry when you are sad.”
“We don’t like to be scared.”
“It makes me sad when you are
sad.”

Labeling
(Only for the
reminiscence task)

When the emotion word is simply
stated, or referred to just as a word

“This car says sad.”
“How do you spell happy?”

Previous research reported adequate to excellent interrater reliability for both the
emotion word and function of utterances coding (Denham et al., 1997; Denham &
Kochanoff, 2002). For the analyses of the present study, two trained coders, who have
been trained with the PACT coding using American observation data, practiced coding
some of the Japanese observational data and then their interrater reliability was evaluated.
They independently coded 10 randomly selected transcripts of the reminiscence task for
the interrater reliability analysis. The intra-class correlation coefficients were ranging
from .98 to 1.00 for all emotion terms, from .86 to 1.00 for function terms, and from .82
to .97 for reference terms. Any disagreements were discussed in details and resolved

20

before coding the rest of transcripts. Also, validity of the measure has been supported
(Denham, Zoller, & Couchoud, 1994).
An advantage of this observation method is the maintenance of some degree of
naturalistic conditions while controlling possible extraneous variables that might affect
parent-child interactions, such as spontaneous participation of other siblings and
unexpected phone calls (Parke, 1979). This method provides objective information of
parental emotion teaching behaviors. Although observation methods are usually time
consuming, this method requires relatively little time.
Picture Vocabulary Test-Revised (PVT-R).
The PVT-R (Ueno, Nagoshi, & Konuki, 2008) is the Japanese version of the
Peabody Picture Vocabulary Test (Dunn & Dunn, 2007) designed to measure children’s
verbal ability by asking children to point to an appropriate picture that shows the target
word. The stimulus book contains a set of four pictures in each page. An experimenter
asked children, “Can you show me [target word]?” and children pointed to a picture that
they thought it represents the target word. The total number of target words was 89
words, including nouns, verbs, and adjectives. It took about 10 to 15 minutes to
administer. The PVT-R has been standardized using a national sample and published
(Ueno et al., 2008). Nagoshi (2008) reported that the PVT-R score was highly correlated
with the Verbal IQ and Verbal Comprehension scores of the Japanese version of WISCIII (Japanese WISC-III Publication Committee, 1998).
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CHAPTER THREE: RESULTS

Descriptive Data
In the present study, several aggregates for the AKT scores and PACT codes were
created for the following analyses. For the AKT, there were three aggregates: emotion
recognition, situation knowledge, and total negative emotion knowledge. First, mean item
scores for expressive recognition, receptive recognition, stereotypical situation
knowledge, and non-stereotypical situation knowledge were calculated. Next, the
emotion recognition aggregate was created by combining expressive and receptive
recognition scores, and the situation knowledge aggregate was calculated by combining
stereotypical and non-stereotypical situation knowledge scores. Finally, the total negative
emotion knowledge aggregate was created by combining the negative emotion
knowledge across tasks. Table 2 shows descriptive data of raw scores, although Z-scores
were used to create the aggregates for analyses.

Table 2 Aggregates of the Affect Knowledge Test (Raw scores)

Aggregates

Description

Emotion recognition

Mean of expressive and
receptive recognition scores
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Mean

SD

Range

1.47

.31

.50 – 2.00

Situation knowledge

Mean of stereotypical and nonstereotypical situation
knowledge scores

1.64

.31

.81 – 2.00

Total negative
emotion knowledge

Mean of negative emotion
knowledge across all tasks

1.53

.31

.71 – 2.00

For the PACT, three aggregates for emotion words (total, total positive, total
negative) and six aggregates for function of emotion words (commenting, explaining,
clarifying, questioning, guiding, and socializing function) were created for each book
reading and reminiscence task (see Table 3 and 4 for more details). Additionally, for each
task, there are six aggregates for selected functions of positive and negative words
(positive explaining, positive clarifying, positive socialization, negative explaining,
negative clarifying, negative socialization). For only reminiscence task, aggregates of
labeling and reference to self, child, and other were also created.

Table 3 Descriptive Statistics of Maternal Emotion Words

Task

Book reading

Variables

Mean

SD

Min

Max

Total words

262.37

61.50

99

401

Total emotion words

17.16

6.52

3

35

Total emotion words (%)
[Proportion of emotion words to
total words]

6.64

2.41

1.84

14.51

23

Reminiscence

Total positive emotion words (%)
[Proportion of positive emotion
words to total emotion words]

7.98

7.49

0.00

31.82

Total negative emotion words (%)
[Proportion of negative emotion
words to total emotion words]

92.02

7.49

68.18

100.00

Total words

485.84

98.88

303

739

Total emotion words

76.75

27.27

33

184

Total emotion words (%)
[Proportion of emotion words to
total words]

16.08

5.20

6.92

28.27

Total positive emotion words (%)
[Proportion of positive emotion
25.93
9.28
6.06
50.54
words to total emotion words]
Total negative emotion words (%)
[Proportion of negative emotion
24.69
3.09
16.49
31.31
words to total emotion words
divided by 3]
Note. Because the reminiscence task asked participants to talk about memories of three negative
emotions and one positive emotion, proportion of negative emotion words to total emotion words
was dived by three to balance the distributions.

Table 4 Descriptive Statistics of PACT Variables

Aggregates

Description

Mean

SD

Min

Max

Commenting (%)

Proportion of commenting to
all functions

28.31

16.49

0.00

100.00

Explaining (%)

Proportion of explaining to
all functions

49.23

18.40

0.00

90.91

Questioning (%)

Proportion of questioning to
all functions

15.17

10.94

0.00

44.44

Positive Explaining (%)

Proportion of explaining for
positive words to all
functions for positive words

31.21

41.83

0.00

100.00

Book reading
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Proportion of explaining for
negative words to all
functions for negative words

49.55

18.47

0.00

90.91

Commenting (%)

Proportion of commenting to
all functions

8.78

4.88

0.00

21.57

Explaining (%)

Proportion of explaining to
all functions

23.97

5.83

14.00

38.75

Clarifying (%)

Proportion of clarifying to all
functions

9.14

4.74

1.54

22.48

Questioning (%)

Proportion of questioning to
all functions

44.48

9.01

23.71

58.26

Labeling (%)

Proportion of labeling to all
functions

12.30

10.54

0.00

40.26

Positive Explaining (%)

Proportion of explaining for
positive words to all
functions for positive words

28.48

9.65

11.36

62.50

Negative Explaining (%)

Proportion of explaining for
negative words to all
functions for negative words

22.57

6.71

5.71

39.22

Negative Clarifying (%)

Proportion of clarifying for
negative words to all
functions for negative words

10.52

5.53

1.75

24.24

Reference to self (%)

Proportion of reference to
self to all reference

15.23

9.78

0.00

42.42

Reference to child (%)

Proportion of reference to
child to all reference

60.32

14.07

12.50

85.71

Reference to other (%)

Proportion of reference to
other to all reference

7.80

5.73

0.00

23.64

Negative Explaining (%)
Reminiscence
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First of all, descriptive statistics showed there were no extreme outlier or missing
data that could be problematic for the following analyses. For the PACT aggregates, there
were several very infrequent parental teaching techniques (i.e., used less than 5%), which
were skewed or/and kurtotic (see Table 5). Those variables were included in initial
analyses for the problem questions examining descriptive nature of the data and
eliminated from the further analyses.

Table 5 Descriptive Statistics of Variables Eliminated from Further Analyses

Aggregates

Mean

SD

Min

Max

Skewness

Kurtosis

Clarify (%)

3.76

5.36

0.00

17.86

1.17

0.15

Guide (%)

3.13

5.10

0.00

22.22

2.09

4.76

Socialization (%)

0.40

1.90

0.00

12.50

5.69

34.82

Positive Clarifying (%)

2.35

14.23

0.00

100.00

6.77

46.94

Positive Socialization (%)

2.94

15.53

0.00

100.00

5.65

33.12

Negative Clarifying (%)

3.66

5.40

0.00

19.23

1.27

0.56

Negative Socialization (%)

0.09

0.64

0.00

4.55

7.14

51.00

Guide (%)

0.43

0.85

0.00

5.10

3.65

17.97

Socialization (%)

0.90

1.71

0.00

7.96

2.42

6.30

Positive Clarifying (%)

4.31

4.78

0.00

16.67

0.87

-0.26

Positive Socialization (%)

0.98

2.84

0.00

16.36

4.01

18.27

Negative Socialization (%)

0.74

1.55

0.00

7.89

2.70

8.54

Book reading

Reminiscence
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Japanese Mothers’ Emotion Teaching
Reference of emotion
To find out whose feelings Japanese mothers refer most often in reminiscence, a
within-subject ANCOVA was conducted with person referred to (self, child, other) as the
within-subject factor on parents’ reference to emotion words in reminiscence task with
age, gender, and verbal ability as covariates. Mauchly’s test indicated that the assumption
of sphericity had been violated for the main effect of parents’ reference, χ2(2) = 21.85, p
< .001. Therefore, degree of freedom was corrected using Greenhouse-Geisser estimates
of sphericity, ε = .73. The results showed that there was a significant main effect of
parents’ reference to emotion words, F(1.45, 68.21) = 8.94, p < .01. That is, the
frequency of reference used in reminiscence task was significantly different among self,
child and other. The post-hoc results revealed that mother referred their child most often
(M = 60.31), and the second most frequent reference was reference to mothers themselves
(M = 15.23). Contrary to the hypothesis, Japanese mothers made reference to others’
feelings least (M = 7.80).
Emotion teaching technique usage
To examine which emotion teaching technique Japanese mothers use most in book
reading and reminiscence, within-subject ANCOVAs were conducted with type of
function (commenting, explaining, clarifying, questioning, guiding, socializing) as the
within-subject factor on parents’ usage of emotion teaching techniques in each task, with
age, gender, and verbal ability as covariates. For book reading, first, the initial analysis
was performed with all function variables. Mauchly’s test indicated that the assumption of
sphericity had been violated for the main effect of parents’ reference, χ2(14) = 233.01, p <
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.001. Therefore, degrees of freedom were corrected using Greenhouse-Geisser estimates
of sphericity, ε = .41. The results showed that there was no significant main effect of type
of function, F(2.03, 95.58) = 1.77, p > .05: however, there was significant interaction
effect of function and child’s gender, F(2.03, 95.58) = 3.08, p = 05. As shown in Figure
1a, Explaining was the emotion teaching technique used most frequently for both girls and
boys, but mothers explained emotions to boys more often (M = 54.06) than girls (M =
42.87). Commenting was the second most frequent maternal teaching technique for book
reading, and mothers commented more to girls (M = 33.02) than boys (M = 24.74). Next,
the analysis was run again without very infrequent teaching techniques (less than 5%
frequency, skewed and/or kutotic), including clarifying, guiding, and socializing. The
results remained the same as the initial analysis: no significant main effect of type of
function, F(1.66, 77.98) = 0.04, p > .05, but significant interaction effect of function and
child’s gender, F(1.67, 77.98) = 0.17, p = 05.
For reminiscence, the initial analysis was conducted with all function variables.
Mauchly’s test indicated that the assumption of sphericity had been violated for the main
effect of parents’ reference, χ2(14) = 160.61, p < .001. Therefore, degree of freedom was
corrected using Greenhouse-Geisser estimates of sphericity, ε = .46. There was
significant main effect of function, F(2.28, 107.32) = 8.78, p < 001. As shown in Figure
1b, questioning was the most frequently used technique in reminiscence (M = 44.48),
followed by explaining (M = 23.97). Next, the analysis was rerun without very infrequent
teaching techniques (i.e., guiding and socializing), and the results remained the same.
There was significant main effect of function, F(2.02, 94.86) = 6.45, p < 001.
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Elaborative teaching techniques for negative and position emotions
To investigate whether Japanese parents use more elaborative teaching techniques
(i.e., explaining, clarifying, socializing) for negative emotions than for positive emotions
in book reading and reminiscence, within-subject ANCOVAs was performed with type
and function of emotion words (positive explaining, positive clarifying, positive
socialization, negative explaining, negative clarifying, negative socialization) as the
within-subject factor on parents’ usage of emotion teaching techniques in each task, with
age, gender, and verbal ability as covariates. Because the usage of clarifying and
socializing techniques for both positive and negative emotions were extremely
infrequent, only the use of positive and negative explaining was used for the analyses.
For book reading, there was a significant interaction effect of emotion type and
child’s age, F(1, 47) = 6.05, p < .05. Mothers with older children used explaining for
negative emotions twice as much as for positive emotions: whereas, mothers with
younger children used explaining for negative emotions little more than for positive
emotion (see Figure 1c).
For reminiscence, although there was no significant main effect of emotion type,
F(1, 47) = 0.48, p > .05, there was a significant interaction effect of emotion type and
child’s verbal ability, F(1, 47) = 4.66, p < .05. As shown in Figure 1d, mothers of
children with higher verbal ability explained more about positive emotions than negative
emotions, whereas mothers of children with lower verbal ability explained about positive
and negative emotions more or less equally.
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Relations between child’s age, gender, and verbal ability and parental emotion
teaching technique
Correlations were performed to examine whether children’s age, gender, and
verbal ability are related to parental emotion teaching technique in book reading and
reminiscence. Gender was coded as 0/1 (female/male). Aggregates of emotion words
(total, total positive, total negative) and function of emotion words (commenting,
explaining, clarifying, questioning) was used for the analyses. As shown Table 6, in book
reading, there was significant negative correlation between child’s age and questioning.
Child’s gender was significantly positively related to explaining. Also, child’s verbal
ability was significantly negatively correlated with maternal total emotion words.

Table 6 Zero-Order Correlation Matrix among Child's Age, Gender, and Verbal Ability and Maternal Emotion
Teaching Techniques

Age

Gender

Verbal
Ability

Total emotion words (%)

.04

-.04

-.29*

Total positive emotion words (%)

.13

.091

-.05

Total negative emotion words (%)

-.13

-.091

.05

Commenting (%)

-.06

-.25†

-.03

Explaining (%)

.23

.30*

.16

Questioning (%)

-.28*

-.01

-.15

Total emotion words (%)

.10

-.15

-.08

Total positive emotion words (%)

.28*

-.02

.08

Book reading

Reminiscence
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†

Total negative emotion words (%)

-.28*

.02

-.08

Commenting (%)

.28*

-.12

.40**

Explaining (%)

-.07

.20

.04

Questioning (%)

.03

-.15

-.16

Clarifying (%)

.06

-.13

-.10

Label (%)

-.16

-.02

.11

Reference to self (%)

.28*

.18

.02

Reference to child (%)

-.07

-.14

-.11

Reference to other (%)

.12

.17

-.09

p < .10. * p < .05. ** p < .01.

For reminiscence, child’s age was significantly positively related to maternal
total positive emotion words, but negatively related to total negative emotion words.
Also, there was significant positive association between child’s age and commenting and
between age and reference to mothers’ their own feelings. Although no significant
correlation was found with child’s gender, verbal ability was significantly associated with
commenting.

Contributions of Parental Emotion Teaching to Preschoolers’ Emotion
Knowledge
Relations between parental emotion teaching and emotion knowledge
Zero-order correlations was conducted among the AKT aggregates (emotion
recognition, situation knowledge, total negative emotion knowledge), aggregates of
parents’ emotion words (total, total positive, total negative), and functions of emotion
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words (commenting, explaining, clarifying, questioning) for each book reading and
reminiscence task. Also, zero-order correlations between the AKT aggregates and
reference to emotion status (self, child, other) in reminiscence task were performed.
As shown in Table 7, the results showed that there was a significant negative
correlation between labeling and emotion recognition in reminiscence. As for situation
knowledge, significant positive relation to questioning and negative relation to labeling
were found. Total negative emotion knowledge was significantly positively correlated
with questioning and clarifying, and negatively with labeling.

Table 7 Zero-Order Correlation Matrix among Maternal Emotion Teaching Techniques and Preschoolers'
Emotion Knowledge

Emotion
Recognition

Situation
Knowledge

Total Negative
Emotion
Knowledge

Total emotion words (%)

.06

-.04

.06

Total positive emotion words (%)

-.03

-.04

.03

Total negative emotion words (%)

.03

.04

-.03

Commenting (%)

-.08

-.14

-.15

Explaining (%)

.19

.16

.21

Questioning (%)

-.24†

-.03

-.17

Total emotion words (%)

.06

.08

.05

Total positive emotion words (%)

-.05

-.12

-.13

Total negative emotion words (%)

.05

.13

.09

Commenting (%)

.46

.64

.53

Explaining (%)

-.12

-.07

-.09

Book reading

Reminiscence
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Questioning (%)

.25†

.34*

.34*

Clarifying (%)

.21

.26†

.32*

-.28*

-.40**

-.42**

Reference to self (%)

.16

.02

.07

Reference to child (%)

.11

.25†

.27†

Reference to others (%)

.13

.23

.20

Label (%)

†

p < .10. * p < .05. ** p < .01.

To further examine which parental emotion teaching techniques uniquely predict
Japanese preschoolers’ emotion knowledge, over and above preschoolers’ age, gender,
and verbal ability and whether age, gender, and verbal ability moderate the relation
between parental emotion teaching technique and emotion knowledge, hierarchical
multiple regression analyses were performed. Following the analytic strategy used in
Denham et al.’s (1997) study, only variables with significant value (p value) less than .10
found in zero-order correlations was included in the analyses, to reduce the large number
of independent variables. Specifically, questioning in book reading, questioning,
clarifying, and reference to child in reminiscence were used as the predictors. The
hierarchical multiple regression models also examined whether the relation between those
predictors and emotion knowledge (emotion recognition, situation knowledge, total
negative emotion knowledge) would be moderated by child’s age, gender, and verbal
ability.
For these analyses, predictor variables were centered and then used to create
interaction terms (i.e., questioning and age interaction term, questioning and gender
interaction term, questioning and verbal ability interaction term). For the first set of
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analyses investigating the unique contribution of maternal questioning in book reading
and the moderation effect of age, age, gender, and verbal ability was entered in the first
step as predictors, and emotion recognition was entered as an outcome. In the second
step, age, gender, verbal ability, and questioning were entered. In the third step, age,
gender, verbal ability, questioning, and questioning x age interaction term was entered.
Then, the second set of analyses investigating the moderation effect of gender was
conducted with the same procedure using gender, questioning x gender interaction term
as predictor variables, following with the third set of analyses examining the moderation
effect of verbal ability. The same series of steps was repeated with questioning,
clarifying, and reference to child in reminiscence as predictors and emotion recognition,
situation knowledge and total emotion knowledge as a target outcome.
The results showed the there was no significant predictive power of questioning
used in book reading on preschoolers’ emotion recognition, as well as no moderation
effect of child’s age, gender, or verbal ability. Also, maternal questioning in reminiscence
did not uniquely predict emotion recognition and there was no moderation effect of age,
gender, or verbal ability. As for situation knowledge, questioning, clarifying, reference to
child in reminiscence explained additional 15 % of variance in situation knowledge over
and above child’s age, gender, and verbal ability (see Table 8). However, there was no
significant contribution of each single predictor to situation knowledge.
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Table 8 Hierarchical Regression Analyses for Predicting Situation Knowledge from Maternal Questioning,
Clarifying, and Reference to Child in Reminiscence and Interactions with Child's Age

Variable

B

SE B

β

Step 1
Age

.06

.02

.43

Gender

.22

.25

.12

Verbal ability

-.01

.02

-.05

Step 2
Age

.05

.02

.37

Gender

.36

.24

.20

Verbal ability

.01

.02

.04

Reminiscence Questioning (%)

.03

.02

.28

Reminiscence Clarifying (%)

.02

.03

.12

Reminiscence Reference to child (%)

.00

.01

.06

Step 3
Age

.06

.02

.46

Gender

.37

.24

.20

Verbal ability

-.01

.02

-.06

Reminiscence Questioning (%)

.03

.02

.26

Reminiscence Clarifying (%)

.02

.03

.12

Reminiscence Reference to child (%)

.00

.01

.06

Questioning x Age

-.01

.00

-.33*

Clarifying x Age

-.00

.00

-.09

Reference to child x Age

.00

.00

.21

† p < .10 * p < .05. ** p < .01.
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ΔR2

ΔF

.19

3.50

.15

3.08*

.09

2.04

Moderation effects of child’s age, gender, and verbal ability
There were four moderation effects found in the present study. First, child’s age
moderated the relation between questioning in reminiscence and situation knowledge (see
Table 8). Although the change in R2 was not significant in step 3, the third full model
remained significant in predicting situation knowledge, F(9, 39) = 3.21, p < 01, and the
contribution of one interaction term was significant. For younger preschoolers, increasing
mothers’ questioning was associated with increasing situation knowledge (see Figure 2a).
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PARENTAL SOCIALIZATION OF EMOTION

Age Older

Gender Girl

1.00

0.80

0.50

0.40

Situation Knowledge

Situation Knowledge

Age Younger

63

0.00
-0.50
-1.00

Gender Boy

0.00

-0.40

-0.80

-1.50
-1.20

-2.00

Low (-1 SD)

Low (-1 SD)

High (+1 SD)

Reminiscence Question

Reminiscence Question

a) Questioning x Age Interaction
Predicting Situation Knowledge

Gender Girl

b) Questioning x Gender
Interaction Predicting Situation
Knowledge

Gender Boy

Gender Girl

Gender Boy

0.60

Total Negative Knowledge

0.80

Situation Knowledge

High (+1
SD)

0.40

0.00

-0.40

-0.80

-1.20

Low (-1 SD)

0.40
0.20
0.00
-0.20
-0.40
-0.60

High (+1
SD)

Low (-1 SD)

Reminiscence Reference to Child

High (+1
SD)

Reminiscence Reference to Child

c) Reference to Child x Gender
Interaction Predicting Situation
Knowledge

d) Reference to Child x Gender
Interaction Predicting Total
Negative Knowledge

Figure
2. Reminiscence
questioning,
reference
o
t chl d,agechiand
d’s gender
a ge interactions
and genderpredicting
interactions
Figure
2 Reminiscence
questioning,
reference
to child, child's
emotion
knowledge
predicting emotion knowledge
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Table 9 Hierarchical Regression Analyses for Predicting Situation Knowledge from Maternal Questioning,
Clarifying, and Reference to Child in Reminiscence and Interactions with Child's Gender

Variable

B

SE B

β

Step 1
Age

.06

.02

.43

Gender

.22

.25

.12

Verbal ability

-.01

.02

-.05

Step 2
Age

.05

.02

.37

Gender

.36

.24

.20

Verbal ability

.01

.02

.04

Reminiscence Questioning (%)

.03

.02

.28

Reminiscence Clarifying (%)

.02

.03

.12

Reminiscence Reference to child (%)

.00

.01

.06

Step 3
Age

.05

.02

.39

Gender

.38

.22

.21

Verbal ability

-.00

.02

-.01

Reminiscence Questioning (%)

.09

.03

.88

Reminiscence Clarifying (%)

.05

.03

.27

Reminiscence Reference to child (%)

-.04

.02

-.60

Questioning x Gender

-.10

.04

-.73*

Clarifying x Gender

-.06

.06

-.20

Reference to child x Gender

.07

.02

.81**

† p < .10 * p < .05. ** p < .01.
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ΔR2

ΔF

.19

3.50

.15

3.08*

.15

3.77*

Second, child’s gender moderated the relation between questioning in
reminiscence and situation knowledge (see Table 9). For girls, increasing mothers’
questioning was associated with increasing preschoolers’ situation knowledge (see Figure
2b). Third, there was a significant interaction effect between reference to child and
child’s gender on situation knowledge (see Table 9). For boys, mothers’ reference to
child was positively related to preschoolers’ situation knowledge. On the other hand, for
girls, mothers’ reference to child was negatively related to preschoolers’ situation
knowledge (see Figure 2c). Lastly, child’s gender moderated the relation between
reference to child and total negative emotion knowledge (see Table 10). The third model
was significant predicting total negative emotion knowledge, F(9, 41) = 2.91, p < 01. For
boys, increasing reference to child was associated with increasing negative emotion
knowledge. For girls, the relation was opposite (see Figure 2d).
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Table 10 Hierarchical Regression Analyses for Predicting Total Negative Emotion Knowledge from Maternal
Questioning, Clarifying, and Reference to Child in Reminiscence and Interactions with Child's Gender

Variable

B

SE B

β

Step 1
Age

.05

.02

.49

Gender

-.07

.21

-.05

Verbal ability

-.01

.02

-.13

Step 2
Age

.05

.02

.42

Gender

.04

.20

.02

Verbal ability

-.00

.01

-.04

Reminiscence Questioning (%)

.02

.02

.17

Reminiscence Clarifying (%)

.03

.02

.16

Reminiscence Reference to child (%)

.01

.01

.09

Step 3
Age

.05

.02

.44

Gender

.04

.20

.02

Verbal ability

-.01

.01

-.09

Reminiscence Questioning (%)

.05

.03

.53

Reminiscence Clarifying (%)

.06

.03

.34

Reminiscence Reference to child (%)

-.02

.02

-.40

Questioning x Gender

-.05

.03

-.41

Clarifying x Gender

-.06

.05

-.26

Reference to child x Gender

.05

.02

.62*

† p < .10 * p < .05.
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ΔR2

ΔF

.19

3.56

.12

2.59†

.08

1.85

CHAPTER FOUR: DICUSSION

The present study investigated how Japanese mothers teach their children about
emotions in book reading and reminiscence of emotional experience, and whether there
are any relations between maternal emotion teaching and Japanese preschoolers’ emotion
knowledge. The moderation effects of preschoolers’ age, gender, and verbal ability on the
teaching techniques and the relations between emotional teaching and emotion
knowledge were also examined. Overall, the present study revealed that emotion teaching
techniques that Japanese mothers used frequently differed between book reading and
reminiscence, suggesting that the two contexts may offer different functions as emotion
socialization. The present study also demonstrated that maternal emotion teaching was
related to Japanese preschoolers’ emotion knowledge. Specifically, in reminiscence, the
use of questioning and clarifying techniques and reference to child’s emotions
contributed to acquisition of emotion knowledge. In the following paragraphs,
interpretations of the results will be discussed in details, along with limitations of the
present study.

Japanese Mothers’ Emotion Teaching in Book Reading and Reminiscence
Reference of emotion.
The results showed that Japanese mothers made reference to child’s feelings most
often among the three references. Reference to others’ feeling was actually least
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mentioned in reminiscence. The findings suggest that Japanese mothers tended to place
children as the focal person of their conversations. Mothers may have intended to
encourage children to remember and talk about their own emotional experience, because
it might be easier for children to relate emotion terms to their own experiences than their
mother’s experiences. It is also possible that drawing attention to child’s feelings was a
strategy to keep the conversation going. Given that preschoolers have short attention
spans and are easy to get distracted by environmental stimuli (Ruff & Capozzoli, 2003),
10-minute reminiscence task was pretty long for the Japanese preschoolers to sustain
attention and be engaged in the conversation with mothers. Some children became bored
with the conversation and asked their mothers “Are we done yet?” in the middle of the
task. Others were running around or jumping in the playroom. Mothers of those children
may be likely to make reference to child’s feeling to bring children’s attention back to the
task. Talking about child’s emotional experience requires children to access their memory
and describe the emotional events, which kept most children engaged in the task. Also, it
was probably more interesting for them to talk about their own story than listening to
others.
Another possibility is that the instruction of the reminiscence task may have
limited the conversation on others’ feelings. Mothers were asked to talk about memories
of either mother or child’s own emotional experience or mother and child’s shared
emotional experience. Many mothers may have tried to follow the instruction and did not
talk about others’ feelings. Additionally, Wang (2001) reported that Chinese parents
tended to make reference to others’ feelings more often than American parents in
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reminiscence. When they talk about emotional experiences in which children’s emotions
were caused by or shared with others, they often try to reestablish harmonious
relationships between the child and the person or teach children culturally appropriate
behaviors and moral lessons. The author suggested that Chinese mothers believe that
children’s emotional experiences are consequence of social interactions, and therefore
culturally proper emotion reactions and behaviors need to be taught and reinforced to
help children to fit in a group they belong to. In contrast, American mothers believe that
children’s emotion represents an essential part of self, and therefore need to be explained
in detail with elaboration to foster children’s emotion knowledge and expression of
individuality. If there had been a cultural comparison group in the present study, Japanese
mothers may have shown the similar tendency of Chinese mothers. It would be
interesting to investigate such tendency exists among Japanese parents in future research.
Emotion teaching technique usage
In book reading, the use of emotion teaching techniques was not significantly
different overall. However, when taking gender into account, mothers used more
commenting to girls than boys and more explaining to boys than girls in book reading.
Because girls are believed to be more emotional than boys (Brody & Hall, 1993), mothers
might have assumed that girls understand emotions well, so do not need much
explanations of emotions compared to boys. For boys, mothers might have felt that boys
need more detailed descriptions of how and why people experience emotions, not just
making comments on characters’ emotions and behaviors.
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In reminiscence, the questioning technique was used most often. With utilizing
the questioning technique, mothers can get children’s attention (e.g., “Do you remember
that you got scared when we went to the haunted house at the Universal Studio Japan?),
encourage children to engage in conversations (e.g., “Can you tell me why you were so
scared?”), and keep the conversation ball rolling. Questioning could be also effective way
to assist children to recall details of emotional events. When questioning and explaining
or clarifying were used in combination, mothers may have been able to provide children
hints to retrieve details of their memory, which would facilitate children to expand
conversation. That is, questioning may work as scaffolding in emotion socialization
during reminiscence.
Elaborative teaching techniques for negative and position emotions.
When comparing negative and positive emotions, in book reading, mothers with
older children explained about negative emotions twice as much as about positive
emotions. On the other hand, although mothers with younger children also explained
about negative emotions more than positive emotions, the difference was not drastic
compared to mothers with older children. Perhaps, mothers with older children might
have felt that their children already know well about positive emotions and are ready to
learn about negative emotions in details. This reasoning can be supported by that positive
emotions are easier than negative emotions to be recognized and understood by
preschoolers (Denham & Couchoud, 1990; Toda, 2003).
In reminiscence, mothers of children with higher verbal ability explained more
about positive emotions than negative emotions, whereas mothers of children with lower
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verbal ability explained about positive and negative emotions more or less equally.
Because children with lower verbal ability may have not been able to describe their
emotional experiences as much as they wanted, their mothers may have felt the need to
provide the same amount of explanations for both positive and negative emotional
experiences. It is possible that, because it is easier to recall happy memories than
memories associated with anger, sadness, and afraid, children with higher verbal ability
kept listing their positive emotional experiences, which gave their mothers more
opportunities to add their perspectives to these experiences and explain about emotions.
Another possibility is that children with higher verbal ability explained about negative
emotions by themselves, therefore their mothers did not need to explain about negative
emotions often.
Although maternal use of explaining was investigated, due to infrequent use of
clarifying and socializing, how Japanese mothers teach negative and positive emotions
with clarifying and socializing techniques and possible differences in their usage could
not be examined in the present study. In future studies, researchers should ask parents to
read different type of picture books with no time limit and talk about a variety of
emotions in reminiscence, in order to capture more frequent use of clarifying and
socializing.
Relations between child’s age, gender, and verbal ability and parental emotion
teaching technique.
The results indicate that child’s age was negatively related to maternal
questioning in book reading. In other words, mothers with younger children were more
likely to use questioning when reading a picture book. Asking questions to child might
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help children to be more attentive and engaged in the story. The present study also
revealed that child’s verbal ability was negatively related to maternal total emotion
words. Mothers of children with lower verbal ability tended to use more emotion words
in book reading, compared to mothers of children with higher verbal ability. Perhaps,
those mothers aimed to promote children’s learning of emotion words by using emotion
words often.
In reminiscence, child’s age was positively related to maternal total positive
emotion words; whereas child’s age was negatively associated with maternal total
negative emotion words. It is possible that older children were more likely to talk about
negative emotions, which led less utterance by parents. Also, child’s age was positively
related to commenting. One explanation for the finding is that older children might be
able to talk more about causes and consequences of emotions than younger children, so
parents might simply need to confirm what children explained. On the other hand,
mothers of younger children feel the need of giving more explanations to their children.
Additionally, there was a positive association between child’ age and reference to
mother’s own emotions. The older children are, the more mothers talked about their own
emotions. This finding suggests mothers tend to start sharing their own experience with
their children more often as child mature. They might feel like that older children are
ready to listen others’ stories and can take turns in conversations. It was noticeable that
some older children asked about mother’s emotional experience, whereas some younger
children were engrossed in telling their stories and did not care about mother’s stories.
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Role of book reading and reminiscence as emotion socialization
Mothers may see book reading as an emotion teaching opportunity and actively
explain about emotions and corresponding behaviors, especially negative ones. On the
other hand, children take a passive role as a listener in the task. Depending on children’s
age, gender, and verbal ability, mothers change how many emotion words they talk about
and what teaching techniques they use.
In reminiscence, mothers tend to place children as a focal person of conversations
by asking questions and talking about children’s experience more often than their own.
Like a storyteller, children take an active role in the task. As if mothers are a guide or
discussion leader, they provide a conversation topic (i.e., happy, sad, angry, or afraid) to
children and insert comments and questions to facilitate children’s story telling. Similar
to the book reading task, mothers change the amounts of emotion words and teaching
techniques to meet children’s need, depending on children’s age, gender, and verbal
ability.
Significance of the questioning technique
Perhaps, questioning plays a role of stimulant in parent-child conversation. By
asking questions about characters’ behaviors and emotions, parents can assign children an
active role in book reading, instead of being passive by just listening to the story. In
reminiscence, questioning could be seen as an effective mean of scaffolding. In future
research, it would be interesting to investigate whether combining with explaining or
clarifying, mothers’ questioning would provide more details to children’s utterances and
assist children to recall more information on their emotional experience, which may lead
to better understanding of emotion.
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Contribution of Parental Emotion Teaching to Preschoolers’ Emotion
Knowledge
Relations between parental emotion teaching and emotion knowledge
Questioning in reminiscence was positively associated with situation knowledge.
That is, children whose mother used questioning frequently had higher emotion situation
knowledge. By questioning to children, mothers are able to give children prompts to
recall details of the situation, provide their own and others’ perspectives on the situation,
and correct any misunderstandings. As if pieces of a puzzle coming together, questioning
help children to gather fragments of their memory.
Further analyses revealed that, although maternal questioning and clarifying
technique and reference to child’s feelings were not strong predictors of preschoolers’
emotion knowledge, three of them together contributed to preschoolers’ situation
knowledge and total negative emotion knowledge. With the clarifying technique alone,
mothers make correction on children’s misunderstanding (e.g., “No, you were not happy.
What you described was having a fun.”) and give feedback to what children said (e.g.,
“You were sad. I see, but I was happy though.”), which may give children an insight
about emotions. However, with utilizing the clarifying and questioning technique
together, mothers can ask for more information on children’s emotional experience (e.g.,
“why did you feel angry?” “what did you do after you got upset?”), as well as elaborate
on what children said (e.g., “You mean, you were happy because it rained a lot?”). All
these actions may help children’s emotional memory more specific and concrete, which
may deepen their understanding of emotion-eliciting situations and negative emotions.
Reecse, Haden, and Fivush’s (1993) study supports the idea. Children with mothers who
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elaborate on what children said by asking engaging questions, clarifying, and providing
more details in mother-child conversation had better memory of past events.
Moderation effects of child’s age, gender, and verbal ability.
Among preschoolers’ age, gender, and verbal ability, age and gender were found
to be function as moderators and influence on the relations between maternal emotion
teaching techniques and preschoolers’ emotion knowledge. Also, it is important to note
that all moderation effects were found in reminiscence, not book reading. First, for
younger preschoolers, increasing mothers’ questioning was associated with increasing
situation knowledge in reminiscence. One explanation for the finding is that mothers’
conversation leading with frequent use of questioning may be helpful for younger
preschoolers, who are more likely to be cognitively and linguistically immature than
older preschoolers. Mothers’ questioning may promote younger children’s engagement in
the conversation and assisted them to retrieve details of emotional memory, which may
provide children opportunity to evaluate their emotional experience. As a result, younger
children with mothers who often asked questions showed better understanding on
emotion-eliciting situations.
Second, for girls, increasing mothers’ questioning was associated with increasing
situation knowledge. Research on gender difference in the play styles has shown that girls
tend to talk more with peers and engage more in reciprocal activities than boys
(Maccoby, 1998). Girls are also more likely to learn emotions through interpersonal
experiences than boys (Brown & Dunn, 1996). Given those girls’ tendency, emotion
socialization in active conversations may be more effective for girls than boys. Maternal
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questioning is likely to stimulate parent-child conversation, in which girls can take turns
to talk about their emotional experience and listen to mother’s experience. Such social
interactions may optimize girls’ emotion learning and promote acquisition of situation
knowledge.
Third, child’s gender moderated the relation between mothers’ reference to
child’s feelings and preschoolers’ situation knowledge and overall understanding of
negative emotions. Specially, for boys, mothers’ reference to child’s feelings was
positively related to their situation knowledge and overall understanding of negative
emotions. Considering that boys are more assertive and seek for attention than girls
(Maccoby & Jacklin, 1987), it is possible that boys being at the focal person of the
emotional events might be helpful for learning situation knowledge. By focusing on their
emotional experience and talking about their feelings, boys may be able to relate their
own experience to general emotion knowledge and process information well.
In contrast, for girls, mothers’ reference to child’s feelings was negatively related
to their situation knowledge and overall understanding of negative emotions. Because
girls are in favor of reciprocal relationships (Maccoby & Jacklin, 1987; Maccoby, 1998),
talking about others’ feelings rather than focusing heavily on their own feelings may be
an effective way to learn emotions for girls. In addition, Denham, Cook, and Zoller,
(1992) found that mothers’ reference to their own emotions in reminiscence was
positively related to preschoolers’ emotion knowledge. They suggested that, with
mother’s emotional experience, children can learn about emotions without being upset by
talking about own emotional experience. Considering girls being more emotional (Brody
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& Hall, 1993) and relationship-oriented (Chen, Cen, Li, & He, 2005), girls might have
advantages in learning emotions when focusing on others’ feelings. Another possibility is
that mothers of girls who already have higher situation knowledge might not see the need
of reference to child much, and choose to talk about their own or others’ feeling to
introduce children to others’ perspectives.

Limitation
In addition to some limitations discussed above, there are several limitations
should be acknowledged in the present study. First, the sample size of the present study
was relatively small. Replication of the present study with a larger sample is needed in
order to increase generalizability of findings. Second, the data on Japanese mothers’
emotion teaching and preschoolers’ emotion knowledge was collected at the same time
point in the present study. Consequently, no causal relation can be argued with the
findings.

Implications
In recent decades, various intervention programs promoting social-emotional
development have been developed and found to be effective in Western cultures (e.g.,
Domitrovich, Greenburg, Kusche & Cortes, 2004; Webster-Stratton, Reid & Hammond,
2004). Similarly, in recent years, Japanese researchers and educators call for the need of
intervention programs focusing on social-emotional learning (Aoki et al, 2008; Yamada,
2008), because of the growing epidemic of children who struggle with peer relationships
and school adjustment (Fujioka, 2006; Honma, Kashiwaya, & Hanaya, 2005). Although
there are several intervention programs that have been implemented in schools in Japan
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(Yamada, 2008; Yamada & Kurihara, 2010), their target population is school-aged
children and they do not contain parent-focus programs.
The present study demonstrated that parental emotion teaching contributes to
preschoolers’ emotion knowledge in Japanese culture. The findings from the present
study would help researchers to develop intervention programs specifically targeting
Japanese parents or adapt existing intervention programs that have been implemented in
Western-cultures, such as the Incredible Years programs (Webster-Stratton et al., 2004)
and Tuning in to Kids (Havighurst, Wilson, Harley, Prior, & Kehoe, 2010). In particular,
the usage of questioning and clarifying techniques and reference to child’s feelings in
reminiscence found to be effective for promoting acquisition of emotion knowledge in
Japanese preschoolers. The use of questioning may be especially effective for younger
female preschoolers; whereas, reference to child might be beneficial for male
preschoolers. Intervention programs teaching parents those emotion teaching techniques
would be very useful supporting Japanese preschoolers’ social-emotional development.

Future Directions
The present study highlighted the importance of maternal emotion teaching in
preschoolers’ acquisition of emotion knowledge in Japanese culture. However, compared
to Western cultures and some Eastern cultures such as China, limited research has been
conducted on parental emotion socialization in Japanese culture. Thus, in future research,
there are various ways to explore and investigate parental emotion socialization and its
relation to preschoolers’ emotion knowledge in Japan. First, future research should
examine which particular emotion Japanese parents emphasize in emotion teaching and
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how the socialization contributes to preschoolers’ understanding of the emotion. Previous
study has shown that Japanese preschoolers understand anger earliest among negative
emotions (Kikuchi, 2004). The author argues that understanding anger would help
preschoolers to regulate the emotion, which is a critical skill to fit in a group. Similarly,
given that anger is seen as a dangerous emotion for social harmony, Chinese parents
talked about anger more often than sadness in reminiscence (Fivush & Wang, 2005).
Japanese parents stress the importance of emotion suppression (Denham, Caal, Bassett,
Benga, & Geangu, 2004), but they may pay special attention to anger among all emotions
and use elaborative teaching techniques to teach anger, which may lead better
understanding of anger in preschoolers.
Second, it would be beneficial to examine how parents’ and preschoolers’
conversation styles influence each other in parent-child conversation about emotions.
Studies have shown that there are positive relations between parents’ and preschoolers’
conversation style. For instance, when parents used more emotion words, their children
also talked about more emotion words (Leibowitz, Ramos-Marcuse, & Arsenio, 2002).
Also, Wang (2001) found that children whose mother talked about causes of emotion
often exhibited the same conversation style. Furthermore, mothers’ questioning was
associated with children’s use of more emotion words, suggesting how parents talk in
parent-child conversations affects children’s conversation style or vise versa (Denham,
Cook, & Zoller, 1992).
Third, it would be interesting to investigate cultural differences in common
emotional experiences that parents and children talk about in reminiscence. In the present
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study, many Japanese mothers and preschoolers talked about a child’s birthday party and
seeing friends or grand parents as happy experience, being scolded by mother or father as
sad experience, fights with friends or siblings as angry experience, and lightning and
ghosts as scary experiences. Investigating these commonly discussed causes of emotions
allows researchers to learn about universal or culture-specific causes of emotions, which
preschoolers experience and parents use in emotion socialization.
Fourth, more cross-cultural research would be beneficial to better understand the
contribution of parental emotion teaching to preschoolers’ emotion knowledge. In
particular, comparison of Asian cultures may reveal small differences among those
cultures. Although Japan, China, and South Korea are considered as collectivistic cultures
and share common ground, there are variations among them (Daibo, 2007; Lee &
Matsumoto, 2011; Wang & Maiya, 2008). For instance, Lee and Matsumoto (2011)
presented Japanese and South Korean college students emotion-eliciting situations placed
in either public or private setting and asked them to rate the intensity of emotions they
would feel in those situations and to choose a facial expression they would display. The
results showed that both Japanese and South Korean students tended to suppress
emotions more in the public setting than in the private setting, but the tendency was
stronger for Japanese students. Further investigation would be useful to find possible
culture-specific socialization practice and development of preschoolers’ emotion
knowledge, as well as common tendencies.
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Conclusions
Although much research in Western cultures has provided compelling evidence of
the influential role of parental emotional socialization in preschoolers’ emotional
development, limited information is available on non-Western cultures, especially
Japanese culture. The present study demonstrated that maternal emotion teaching
techniques, specifically questioning, clarifying, and reference to child’s feelings,
predicted Japanese preschoolers’ emotion knowledge and contributed to expand the area
of research by adding the aspect of cultural context to emotional development literature.

56

REFERENCES

Aoki, T., Koizumi, R., Yamada, Y., Tanaka, T., & Mizuno, S. (2008, September).
Reviewing implementation of SEL and Character Education programs. In S.
Mizuno (Chair). Thinking about active teaching. Symposium conducted at the
meeting of Annual convention of the Japanese Association of Educational
Psychology, Japan.
Aso, R., & Maruno, S. (2007). Development of temporally extended emotional
understanding in preschool children. Japanese Journal of Developmental
Psychology, 18, 163–173.
Bassett, H. H., Denham, S., Mincic, M., & Graling, K. (2012). The structure of
preschoolers’ emotion knowledge: Model equivalence and validity using a
structural equation modeling approach. Early Education and Development, 23,
259–279. doi:10.1080/10409289.2012.630825
Bear, G. G., Manning, M. A., & Shiomi, K. (2006). Children’s reasoning about
aggression: differences between Japan and the United States and implications for
school discipline. School Psychology Review, 35, 62–77.
Brody, L. R., & Hall, J. A. (1993). Gender and emotion. In M. Lewis & J. M. Haviland
(Eds.), Handbook of emotions (pp. 447–460). NewYork: Guilford.
Brown, J. R., & Dunn, J. (1996). Continuities in emotion understanding from three to six
years. Child Development, 67, 789–802. doi10.2307/1131861
Clancy, P. M. (1999). The socialization of affect in Japanese mother–child conversation.
Journal of Pragmatics, 31, 1397–1421. doi:10.1016/S0378-2166(98)00112-X
Chen, X., Cen, G., Li, D., & He, Y. (2005). Social Functioning and Adjustment in
Chinese Children: The Imprint of Historical Time. Child Development, 76, 182–
195. http://doi.org/10.1111/j.1467-8624.2005.00838.x
Cole, P. M., Armstrong, L. M., & Pemberton, C. K. (2010). The role of language in the
development of emotion regulation. In S. D. Calkins & M. A. Bell (Eds.), Child
Development at the Intersection of Emotion and Cognition. Human Brain

57

Development. (pp. 59–77). Washington, DC: American Psychological
Association.
Cross, S. E., & Madson, L. (1997). Models of the self: self-construals and gender.
Psychological Bulletin, 122, 5–37.
Daibo, I. (2007). A scope of cultural consideration of facial communication in social
context. Japanese Journal of Interpersonal and Social Psychology, 7, 1-10.
Denham, S.A. (n.d.). The Parent-Child Affect Communication Task manual. Unpublished
manual, Fairfax, VA: George Mason University.
Denham, S. A. (1986). Social cognition, prosocial behavior, and emotion in preschoolers:
Contextual validation. Child Development, 57, 194–201. doi:10.2307/1130651
Denham, S. A. (1998). Emotional development in young children. New York: Guilford.
Denham, S. A. (2006). Social-emotional competence as support for school readiness:
What is it and how do we assess it? Early Education and Development, 17, 57–
89. doi:10.1207/s15566935eed1701_4
Denham, S. A., & Auerbach, S. (1995). Mother-child dialogue about emotions. Genetic,
Social, and General Psychology Monographs, 121, 311-338.
Denham, S. A., Bassett, H. H., Way, E., Mincic, M., Zinsser, K., & Graling, K. (2012).
Preschoolers’ emotion knowledge: Self-regulatory foundations, and predictions of
early school success. Cognition & Emotion, 26, 667–679.
doi:10.1080/02699931.2011.602049
Denham, S. A., Bassett, H. H., & Wyatt, T. (2015). The socialization of emotional
competence. In J. E. Grusec & P. D. Hastings (Eds.), Handbook of Socialization:
Theory and Research. (pp. 2nd ed., pp. 590-613). New York, NY: Guilford Press.
Denham, S. A., Blair, K. A., DeMulder, E., Levitas, J., Sawyer, K., Auerbach-Major, S.,
& Queenan, P. (2003). Preschool emotional competence: Pathway to social
competence. Child Development, 74, 238–256. doi:10.1111/1467-8624.00533
Denham, S. A., Blair, K., Schmidt, M., & DeMulder, E. (2002). Compromised emotional
competence: Seeds of violence sown early? American Journal of Orthopsychiatry,
72, 70–82. doi:10.1037/0002-9432.72.1.70
Denham, S. A., Caal, S., Bassett, H. H., Benga, O., & Geangu, E. (2004). Listening to
parents: Cultural variations in the meaning of emotions and emotion socialization.
Cognitie Creier Comportament, 8, 321–350.

58

Denham, S. A., Caverly, S., Schmidt, M., Blair, K. B., DeMulder, E., Caal, S., … Mason,
T. (2002). Preschool understanding of emotions: Contributions to classroom anger
and aggression. Journal of Child Psychology and Psychiatry, 43, 901–916.
doi:10.1111/1469-7610.00139
Denham, S. A., Cook, M., & Zoller, D. (1992). “Baby looks very sad”: Implications of
conversations about feelings between mother and preschooler. British Journal of
Developmental Psychology, 10, 301–315. doi:10.1111/j.2044835X.1992.tb00579.x
Denham, S. A., & Couchoud, E. A. (1990). Young preschoolers’ ability to identify
emotions in equivocal situations. Child Study Journal, 20, 153–169.
Denham, S. A., & Kochanoff, A. T. (2002). Parental contributions to preschoolers’
understanding of emotion. Marriage & Family Review, 34, 311–343.
doi:10.1300/J002v34n03_06
Denham, S. A., McKinley, M., Couchoud, E. A., & Holt, R. (1990). Emotional and
behavioral predictors of preschool peer ratings. Child Development, 61, 1145–
1152. doi:doi:10.2307/1130882
Denham, S. A., Mitchell-Copeland, J., Strandberg, K., Auerbach, S., & Blair, K. (1997).
Parental contributions to preschoolers’ emotional competence: Direct and indirect
effects. Motivation and Emotion, 21, 65–86. doi:10.1023/A:1024426431247
Denham, S. A., Workman, E., Cole, P. M., Weissbrod, C., Kendziora, K. T., & Zahn-Waxler, C.
(2000). Prediction of externalizing behavior problems from early to middle childhood:
The role of parental socialization and emotion expression. Development and
Psychopathology, 12, 23–45. doi:10.1017/S0954579400001024
Denham, S. A., Zinsser, K.M., & Brown, C. A. (2012). The emotional basis of learning and
development in early childhood education. In B. Spodek & O. Saracho (Eds.), Handbook
of research on the education of young children (3rd ed., pp. 67-88). New York: Lawrence
Erlbaum.
Denham, S. A., & Zoller, D. (1991). “When my hamster died, I cried”: Preschoolers’
attributions of the causes of emotions. The Journal of Genetic Psychology:
Research and Theory on Human Development, 152, 371–373.
doi:10.1080/00221325.1991.9914693
Denham, S. A., Zoller, D. & Couchoud, E. A. (1994). Socialization of preschoolers'
emotion understanding. Developmental Psychology, 30, 928-936.

59

Doi, T. (2004). Koseiwo Aorareru Kodomotachi [Children who are a betted to have
uniqueness]. Tokyo: Iwanami Syoten.
Domitrovich, C., Greenberg, M., Kusche, C., & Cortes, R. (2004). PATHS preschool program.
South Deerfield, MA: Channing Bete Company.
Dunn, J., Brown, J., Slomkowski, C., Tesla, C., & Youngblade, L. (1991). Young
children’s understanding of other people’s feelings and beliefs: Individual
differences and their antecedents. Child Development, 62, 1352–1366.
doi:10.2307/1130811
Dunn, L. M., & Dunn, D. M. (2007). Peabody picture vocabulary test (4th ed.). San
Antonio: Pearson.
Dunsmore, J. C., & Halberstadt, A. G. (2009). The dynamic cultural context of emotion
socialization. In J. A. Mancini & K. A. Roberto (Eds.), Pathways of Human
Development: Explorations of Change. (pp. 171–190). Lanham, MD: Lexington
Books/Rowman & Littlefield.
Eisenberg, N., Cumberland, A., & Spinrad, T. L. (1998). Parental socialization of
emotion. Psychological inquiry, 9, 241–273. doi:10.1207/s15327965pli0904_1
Ensor, R., Spencer, D., & Hughes, C. (2011). “You feel sad?” Emotion understanding
mediates effects of verbal ability and mother–child mutuality on prosocial
behaviors: Findings from 2 years to 4 years. Social Development, 20, 93–110.
doi:10.1111/j.1467-9507.2009.00572.x
Farrant, K., & Reese, E. (2000). Maternal style and children’s participation in
reminiscing: Stepping stones in children’s autobiographical memory
development. Journal of Cognition and Development, 1, 193–225.
doi:10.1207/S15327647JCD010203
Fivush, R., Berlin, L., Sales, J. M., Mennuti-Washburn, J., & Cassidy, J. (2003).
Functions of parent-child reminiscing about emotionally negative events.
Memory, 11, 179–192. doi:10.1080/741938209
Fivush, R., & Buckner, J. P. (2003). Constructing gender and identity through
autobiographical narratives. In R. Fivush & C. Haden (Eds.), Autobiographical
memory and the construction of a narrative self: Developmental and cultural
perspectives. Hillsdale, NJ: Lawrence Erlbaum Associates, Inc.
Fivush, R., & Wang, Q. (2005). Emotion talk in mother-child conversations of the shared
past: The effects of culture, gender, and event valence. Journal of Cognition and
Development, 6, 489–506. doi:10.1207/s15327647jcd0604_3

60

Fujioka, T. (2006). How can we interact with children who cannot and do not get angry.
Japanese Journal of Child Development, 60, 1196-1200.
Garner, P. W., & Waajid, B. (2008). The associations of emotion knowledge and teacherchild relationships to preschool children’s school-related developmental
competence. Journal of Applied Developmental Psychology, 29, 89–100.
doi:10.1016/j.appdev.2007.12.001
Garner, P. W., Jones, D. C., Gaddy, G., & Rennie, K. M. (1997). Low-income mothers’
conversations about emotions and their children’s emotional competence. Social
Development, 6, 37–52. doi:10.1111/j.1467-9507.1997.tb00093.x
Gnepp, J., & Klayman, J. (1992). Recognition of uncertainty in emotional inferences:
Reasoning about emotionally equivocal situations. Developmental Psychology,
28, 145–158. doi:10.1037/0012-1649.28.1.145
Gnepp, J., McKee, E., & Domanic, J. A. (1987). Children’s use of situational information
to infer emotion: Understanding emotionally equivocal situations. Developmental
Psychology, 23, 114–123. doi:10.1037/0012-1649.23.1.114
Halberstadt, A. G., Denham, S. A., & Dunsmore, J. C. (2001). Affective social
competence. Social Development, 10, 79–119. doi:10.1111/1467-9507.00150
Hamamura, T. (2012). Are cultures becoming individualistic? A cross-temporal
comparison of individualism-collectivism in the United States and Japan.
Personality and Social Psychology Review, 16, 3–24.
doi:10.1177/1088868311411587
Havighurst, S. S., Wilson, K. R., Harley, A. E., Prior, M. R., & Kehoe, C. (2010). Tuning
in to Kids: improving emotion socialization practices in parents of preschool
children – findings from a community trial. Journal of Child Psychology and
Psychiatry, 51, 1342–1350. http://doi.org/10.1111/j.1469-7610.2010.02303.x
Hayashi, A., Karasawa, M., & Tobin, J. (2009). The Japanese preschool’s pedagogy of
feeling: cultural strategies for supporting young children’s emotional
development. Ethos, 37, 32–49.
Honma, E., Kashiwaya, M., & Hanaya, M. (2005). Interpersonal stressor at school and
social support in school refusers attending special classes. Japanese Journal of
Counseling Science, 38, 149–161.
Izard, C., Fine, S., Schultz, D., Mostow, A., Ackerman, B., & Youngstrom, E. (2001).
Emotion knowledge as a predictor of social behavior and academic competence in
children at risk. Psychological Science, 12, 18–23. doi:10.1111/1467-9280.00304

61

Japanese WISC-III Publication Committee. (1998). Nihonban WISCIII chinou kensahou
(Japanese Wechsler Intelligence Scale for Children, 3rd ed.). Tokyo: Nihon
Bunka Kagakusha.
Jones, D. C., & Garner, P. W. (1998). Socialization of emotion and children’s emotional
competence: Variations are the theme. Psychological Inquiry, 9, 297–299.
doi:10.1207/s15327965pli0904_11
Kam, C.-M., Wong, L. W., & Fung, K. M. (2011). Promoting social-emotional learning
in Chinese schools: A feasibility study of PATHS implementation in Hong Kong.
The International Journal of Emotional Education, 3, 30–47.
Kikuchi, T. (2004). Development of young children’s understanding of their own facial
expressions. Japanese Journal of Developmental Psychology, 15(2), 207–216.
Kikuchi, T. (2006). Preschool children’s understanding of their own and others’ emotions
based on situational cues. Japanese Journal of Educational Psychology, 54, 90–
100.
Kitayama, S. (2001). Culture and emotion. In N. J. Smelser & P. B. Baltes (Eds.),
International encyclopedia of the social and behavioral sciences (pp. 3134-3139).
Oxford, UK: Elsevier Science.
Kojima, Y. (2000). Maternal regulation of sibling interactions in the preschool years:
Observational study in Japanese families. Child Development, 71, 1640–1647.
Laible, D. J. (2004). Mother-child discourse surrounding a child’s past behavior at 30
months: Links to emotional understanding and early conscience development at
36 months. Merrill-Palmer Quarterly, 50, 159–180. doi:10.1353/mpq.2004.0013
Lee, Y., & Matsumoto, Y. (2011). Emotional display rules of Japanese and Koreans. The
Japanese Journal of Psychology, 82, 415–423. doi:10.4992/jjpsy.82.415
Leibowitz, J., Ramos-Marcuse, F., & Arsenio, W. F. (2002). Parent-child emotion
communication, attachment, and affective narratives. Attachment & Human
Development, 4, 55–67. doi:10.1080/14616730210123157
Nagoshi, S. (2008). Administrating PVT-R to children with developmental disabilities:
Correlations with WISC-III. Japan Association of Educational Psychology
Conference Report, 50, 225.
Maccoby, E. E. (1998). The two sexes: Growing up apart, coming together. Family and
public policy. Cambridge, MA, US: Belknap Press/Harvard University Press.

62

Maccoby, E. E., & Jacklin, C. N. (1987). Gender segregation in childhood. In H. W.
Reese (Ed.), Advances in child development and behavior, Vol. 20. (Vol. xii, pp.
239–287). San Diego, CA, US: Academic Press.
Masuda, T., Ellsworth, P. C., Mesquita, B., Leu, J., Tanida, S., & van de Veerdonk, E.
(2008). Placing the face in context: Cultural differences in the perception of facial
emotion. Journal of Personality and Social Psychology, 94, 365–381.
Matsuo, K. (1997). Young children’s comprehension of figurative language which
describe emotions. Japanese Journal of Developmental Psychology, 8, 165–175.
Mayer, M., & Mayer, M. (1975). One frog too many. New York: Dial Books for Young
Readers.
Mayer, J. D. & Salovery, P. (1997). What is emotional intelligence? In P. Salovery & D. J.
Sluyter (Ed.), Emotional development and emotional intelligence: Educational
implications (pp. 3-25). NY: Basic Books.
Misailidi, P. (2006). Young children's display rule knowledge: Understanding the
distinction between apparent and real emotions and the motives underlying the
use of display rules. Social Behavior and Personality, 34, 1285-1296.
doi:10.2224/sbp.2006.34.10.1285
Morelen, D., & Suveg, C. (2012). A real-time analysis of parent-child emotion
discussions: The interaction is reciprocal. Journal of Family Psychology, 26, 998–
1003. doi:10.1037/a0030148
Parke, R. D. (1979). Interactional designs. In: R. B. Cairns (Ed.), Social interaction: methods,
analysis and illustration. Hillsdale, NJ: Eribaum.
Raval, V. V., Raval, P. H., Salvina, J. M., Wilson, S. L., & Writer, S. (2013). Mothers’
socialization of children’s emotion in india and the USA: A cross- and within-culture
comparison. Social Development, 22, 467–484. doi:10.1111/j.1467-9507.2012.00666.x
Raver, C. C., & Knitzer, J. (2002). Ready to enter: What research tells policymakers
about strategies to promote social and emotional school readiness among threeand four-year-olds. New York, NY: National Center for Children in Poverty.
Raver, C. C., Garner, P. W., & Smith-Donald, R. (2007). The roles of emotion regulation
and emotion knowledge for children's academic readiness: Are the links causal?
In R. C. Pianta, M. J. Cox, & K. L. Snow, (Eds.) School readiness and the
transition to kindergarten in the era of accountability, (pp.121-147). Baltimore,
MD US: Paul H Brookes Publishing.

63

Reese, E., Bird, A., & Tripp, G. (2007). Children’s self-esteem and moral self: Links to
parent-child conversations. Social Development, 16, 460–478.
doi:10.1111/j.1467-9507.2007.00393.x
Reese, E., Haden, C. A., & Fivush, R. (1993). Mother-child conversations about the past:
Relationships of style and memory over time. Cognitive Development, 8, 403–
430. doi:10.1016/S0885-2014(05)80002-4
Rothbaum, F., Kakinuma, M., Nagaoka, R., & Azuma, H. (2007). Attachment and amae
parent—child closeness in the United States and Japan. Journal of Cross-Cultural
Psychology, 38, 465–486. doi:10.1177/0022022107302315
Ruff, H. A., & Capozzoli, M. C. (2003). Development of attention and distractibility in
the first 4 years of life. Developmental Psychology, 39, 877–890.
doi:10.1037/0012-1649.39.5.877
Saarni, C. (1999). The development of emotional competence. New York.
Sakuraba, K., & Imaizumi, S. (2001). Affect label comprehension and facial expression
interpretation in 2- to 4-year olds: A developmental study. Japanese Journal of
Developmental Psychology, 12, 36–45.
Sawada, T. (1997). Development of children’s understanding of emotional dissemblance
in another person. Japanese Journal of Educational Psychology, 45(4), 50–59.
Shields, A., Dickstein, S., Seifer, R., Giusti, L., Magee, K. D., & Spritz, B. (2001).
Emotional competence and early school adjustment: A study of preschoolers at
risk. Early Education and Development, 12, 73–96.
doi:10.1207/s15566935eed1201_5
Shweder, R. A., Goodnow, J., Hatano, G., LeVine, R. A., Markus, H., & Miller, P.
(1998). The cultural psychology of development: One mind, many mentalities. In
W. Damon (Series Ed.) & R. M. Lerner (Vol. Ed.), Handbook of child
psychology: Vol. 1. Theoretical models of human development (5th ed., pp. 993–
1028). New York: Wiley.
Thompson, R. A., & Lagattuta, K. (2006). Feeling and understanding: Early emotional
development. In K. McCartney and D. Phillips (Eds.) Blackwell Handbook of
Early Childhood Development (pp. 317-337). Blackwell Publishing: Malden, MA.
Toda, S. (2003). The relation between understanding of other people’s emotion and
prosocial behavior in preschoolers. Reports of Hokkaido University of Education
(Kushiro), 35, 95–105.

64

Trentacosta, C. J., & Izard, C. E. (2007). Kindergarten children’s emotion competence as
a predictor of their academic competence in first grade. Emotion, 7, 77–88.
doi:10.1037/1528-3542.7.1.77
Trentacosta, C. J., Izard, C. E., Mostow, A. J., & Fine, S. E. (2006). Children’s emotional
competence and attentional competence in early elementary school. School
Psychology Quarterly, 21, 148–170. doi:10.1521/scpq.2006.21.2.148
Trommsdorff, G. (2006). Development of emotions as organized by culture. ISSBD
Newsletter, 49, 1-4.
Trommsdorff, G., & Heikamp, T. (2013). Socialization of emotions and emotion
regulation in cultural context. In S. Barnow & N. Balkir (Eds.), Cultural
variations in psychopathology: From research to practice (pp. 67-092).
Cambridge, MA: Hogrefe Publishing.
Uemura, K. (2000). Sociocultural approach to formation of mind in children. Japanese
Psychological Review, 43, 27–39.
Ueno, K., Nagoshi, N., & Konuki, S. (2008). Picture Vocabulary Test-Revised. Tokyo:
Nihon Bunka Kagakusha
Wang, A. & Maiya, K. (2008). Facial display during interview: Comparison between Chinese
and Japanese. Japanese Journal of Interpersonal and Social Psychology, 8, 97-102.
Wang, Q. (2001). “Did you have fun?” American and Chinese mother–child
conversations about shared emotional experiences. Cognitive Development, 16,
693–715.
Watanabe, N., Denham, S. A., Kobayashi, T., Bassett, H. H., Jones, N. M., & Ferrier, D.
E. (2014, July). Cultural Differences in Emotion Expressions: Reliability of the
Affect Knowledge Test in Japan. Poster presentation at the 23rd Biennial Meeting
of the International Society for the Study of Behavioral Development, Shanghai,
China.
Webster-Stratton, C., Reid, M. J., & Hammond, M. (2004). Treating Children With
Early-Onset Conduct Problems: Intervention Outcomes for Parent, Child, and
Teacher Training. Journal of Clinical Child and Adolescent Psychology, 33, 105–
124. http://doi.org/10.1207/S15374424JCCP3301_11
Yamada, Y. (2008). The needs and challenges for introduction of Social and Emotional
Learning into Japanese school education. Bulletin of the Graduate School of
Education, Hiroshima University Part. 1 Learning and Curriculum Development,
(57), 145–154.

65

Yamada, Y. & Kurihara, S. (2010, July). The effect of SEL programs in elementary and
middle schools. Poster presented at the Annual convention of the Japanese
Association of Educational Psychology, Japan.
Yagmurlu, B., & Altan, O. (2010). Maternal socialization and child temperament as
predictors of emotion regulation in Turkish preschoolers. Infant and Child
Development, 19, 275–296. doi:10.1002/icd.646
Yuki, M., Maddux, W. W., & Masuda, T. (2007). Are the windows to the soul the same
in the east and west? Cultural differences in using the eyes and mouth as cues to
recognize emotions in Japan and the United States. Journal of Experimental
Social Psychology, 43, 303–311. doi:10.1016/j.jesp.2006.02.004
Zahn-Waxler, C., Friedman, R. J., Cole, P. M., Mizuta, I., & Hiruma, N. (1996). Japanese
and United States preschool children’s responses to conflict and distress. Child
Development, 67, 2462–2477.
Zahn-Waxler, C., Klimes-Dougan, B., & Kendziora, K. T. (1998). The study of emotion
socialization: Conceptual, methodological, and developmental considerations.
Psychological Inquiry, 9, 313–316. doi:10.1207/s15327965pli0904_16
Zahn-Waxler, C., Ridgeway, D., Denham, S. A., Usher, B., & Cole, P. (1993). Pictures of
infants' emotions: A task for assessing mothers' and young children's verbal
communications about affect. In R. Emde, J. Osofsky, & J. Butterfield (Eds.),
Parental perceptions of infants' emotions (pp. 217-236). Washington, DC:
International University Press.

66

BIOGRAPHY

Naomi Watanabe was born in 1983, in Yonago, Japan. She received her Bachelor of Arts
from University of South Florida in 2008. She was employed as an assistant instructor of
the Social Skills Workshop for Children at University of South Florida and received her
Master of Arts in Applied Developmental Psychology from George Mason University in
2011.

67

