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Abstract

:

Emotional competence (EC) is important for children’s social adjustment and sustainable development. The present study designed a school based emotional competence learning (ECL) program and examined its effectiveness with 56 Chinese preschoolers aged 5–6. A quasi-experimental design was employed to examine the impact of the ECL program on young children’s EC. Two upper Kindergarten classes (Daban) for children aged 5–6 were randomly assigned as experimental group (n = 31, 42% girls, Mage = 68.31 months, SD = 3.75) and control group (n = 25, 44% girls, Mage = 68.16 months, SD = 3.77). The experimental group was engaged in a 15-week ECL program, whereas the control group had similar duration courses without emotional competence training. All the children were administered the Test of Emotion Comprehension, Expression Identification Task, and Emotion Regulation Strategy Inventory before and after the intervention. The results indicated no significant differences between the experimental and control groups in the pre-test. In contrast, the experimental group outperformed the control group in most EC components in the post-test. Meanwhile, the experimental group demonstrated greater increases in EC components. The findings suggest that this ECL program has strong potential as a school-based, structured program for enhancing children’s emotional competence. The educational implications of these findings are discussed.
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1. Introduction


Emotional competence is very important for a sustainable society and economy, especially in a competitive and stressful context such as Chinese society. In addition, the COVID-19 pandemic and subsequent lockdowns have put Chinese children into a very difficult and stressful situation, which will have a long-term and far-reaching negative impact on the sustainable development of the young generation [1,2]. In this pandemic context, emotional competence, especially emotion regulation strategies, are beneficial for children’s mental health [3,4,5].



Emotional competence (EC) can be defined as the ability to purposefully and fully express various emotions, regulate emotional expressiveness and experiences when necessary, and understand the emotions of self and others [6]. EC is crucial for both preschooler’s concurrent and later well-being and mental health, as well as learning and academic success [7,8,9]. As EC skills are so important and viewed as such by academicians, early childhood educators, and parents, it is important to foster the EC development of preschoolers. Thus, our goals in this article are to design a school-based emotional competence learning (ECL) program which can be integrated into the kindergarten curriculum and check its effects on young children’s emotional competence.



1.1. Emotional Competence of Preschoolers


Denham et al. proposed a model which suggested three specific skills undergirding emotional competence (i.e., emotional expression, emotion regulation, and emotion knowledge) [6].



Emotional expressiveness, the first EC skill, refers to expressing emotions in a way that is advantageous to one’s goals during moment-to-moment interaction and relationships over time. Method, intensity, and timing of emotional expressiveness are crucial to its meaning and eventual success or failure. Consequently, emotional expressiveness patterns have garnered much empirical support across social, emotional, cognitive, and academic domains [10,11,12].



Emotional knowledge, which can be viewed as emotional comprehension, is the second key EC skill. Preschoolers are becoming able to discern their own and others’ emotional states, talk about them rather fluently, empathize with others’ emotions, and understand dissemblance [13,14]. Emotion knowledge of self and others allows a preschooler to react appropriately (e.g., sympathetically, or calmly), thus bolstering his or her relationships and contributing to a positive environment in which to concentrate on learning. emotion knowledge is linked with young children’s social success [15,16]. Conversely, preschoolers’ difficulties with emotional knowledge are related to problems with anger and aggression [17,18].



Emotional regulation is the third vital EC skill. When intensity, duration, or other parameters of the experience and expression of emotion are “too much” or “too little” to meet the goals and expectations of the child and/or social partners, emotion regulation is needed. For preschoolers, children’s increasingly complex emotionality and the demands of their social and academic world make emotion regulation more necessary. Children’s increased comprehension and control of their emotionality, as they learn more successful strategies for emotion regulation during the period [19], make emotion regulation possible. Preschoolers’ successful emotion regulation efforts are associated with social success [17]. In comparison, emotion dysregulation is often associated with young children’s difficulties with aggression and compromised social competence [10,20,21].




1.2. The Design of the ECL Program


Internationally, evidence suggests several school-based SEL (social-emotional learning) programs are highly beneficial and cost-effective in fostering personal and social development in children and youth [22].



Durlak et al. suggested that to enhance the effectiveness of social-emotional learning programs, certain key features must be incorporated [23]. First, teachers should be trained as program facilitators as they generally know their students well and tailor program content to meet the needs of individual students. Second, teachers should also use relevant, “real-life” examples to explain concepts to their students, meaning the greater opportunity for follow-up and skills practice. Third, program content should be delivered via a sequenced step-by-step approach informed by evidence-based practices, along with a combination of active forms of learning, with sufficient time to focus on skill development and explicit learning goals. Finally, quality in program implementation should also be monitored if positive outcomes are to be achieved. This means that when delivering school-based SEL programs, sufficient time must be allowed to counter the competing priorities of teachers, especially in relation to workload, teacher buy-in, support, and training [23].



These key features should be incorporated into our ECL program to facilitate flexible delivery tailored within a naturalistic school environment and, as such, increase the accessibility of the programs to preschoolers. In addition, SEL programs must be highly engaging and interactive in nature, incorporate coaching and role-playing, and employ a set of structured activities to guide children towards achieving specific goals [24,25]. To address these key operational program features, the school based ECL program, which can be integrated into the kindergarten curriculum, was developed. This is a teacher-led, structured, interactive, school-based ECL program that aims to enhance children’s emotional competence. The framework of the ECL program was illustrated in Figure 1. The features of this school based ECL program are:




	(a)

	
Theoretical basis. The theoretical framework within which it is set is the model proposed by Denham et al. [6]. In accordance with this model, there were three units (i.e., emotional expression, emotion knowledge, and emotion regulation), each with 5 class sessions (Appendix A).




	(b)

	
Dynamic. There are not only pre-set courses but also generative courses based on student feedback in terms of curriculum design. Four generative class sessions were designed (Figure 1).




	(c)

	
Systematic application. This program is delivered to the upper Kindergarten class (Daban, for Aged 5–6 children) in the first semester of the 2020/2021 academic year. Chinese Kindergartens generally have 5 to 6 regular theme-based class activities per week, covering five learning domains: health, language, society, science, and art. This ECL program was delivered as an additional part of learning activities. The program has three units, and each has five class sessions. The children in the experimental group attended one session per week, and each session lasted approximately 35 min. There were also extended activities for each unit. Figure 1 demonstrates the framework of this program, and Appendix A, Appendix B and Appendix C present the details. To increase its ecological validity, we adopted emotional competence courses and relevant environment settings and daily activities. Consequently, it fulfils the requirements of duration and intensity.




	(d)

	
Highly interactive and participatory. It is delivered using active, participatory, and flexible teaching strategies (Appendix B). In addition, appropriate extended activities (Appendix C) were incorporated into each unit. As a result, it stimulates the pre-schoolers’ interest, which leads to their greater participation and interest.









Each session is structured in three sections: introduction, illustration, and discussion, as illustrated in Table 1. In this design, the arouse of motion promotes the experience and expression of emotion, the illustration facilitates the understanding of emotions, the discussion enhances children’s emotion regulation strategies. The durations and focuses of each session vary in accordance with the session design.




1.3. The Current Study


This study is the first empirical evaluation of our school-based ECL program with 5–6-year-old Chinese urban preschoolers. We designed and implemented a set of early ECL programs and examined their effectiveness in promoting EC in Chinese preschoolers. We hypothesized that the experimental group would perform significantly better after the training intervention than their counterparts in the control group.



In particular, the following questions guided this study:




	
Did the experimental group outperform the control group significantly in the pre-test of EC before the early intervention?



	
Did the experimental group outperform the control group significantly in the post-test of EC after the early intervention?








Accordingly, we tested the following hypotheses in this study:



Hypothesis 1.

The experimental and the control groups should have no significant differences in the pre-test of EC before the early intervention.





Hypothesis 2.

The experimental group would significantly outperform the control group in the post-test of EC after the early intervention.







2. Materials and Methods


2.1. Sample


One public kindergarten in Hangzhou, Zhejiang Province, consented to participate in this study. Two upper Kindergarten classes (Daban) for children aged 5–6 were randomly assigned as the experimental class (n = 31) and control class (n = 25). All the parents of the two classes’ children were invited and consented to participate in this intervention study. The children in both groups were not clinically referred for any cognitive or learning difficulties. In addition, the independent t-test indicated no significant between-group differences in demographic variables (Table 2), and the index of EC (ps > 0.05) in the pre-test (Table 3) indicated that the two groups were homogeneous before the intervention.



Additionally, the teachers had no significant between-group differences in qualifications and teaching experiences. All held a Bachelor of Education degree majoring in early childhood education. In the experimental group, the class teacher had five years of teaching experience, and the assistant teacher had six years of teaching experience. In the control group, the class teacher and the assistant teacher’s teaching experience was 10 and 2 years, respectively.




2.2. Instruments


2.2.1. Emotional Comprehension


Test of Emotion Comprehension (TEC) provides a global index of emotion com-prehension in children from 3 to 11 years of age, which is the sum of the nine components that constitute emotion comprehension [13]. Based on the results of the pre-test, two components were excluded in the current study. As all children received the full score on Component I (Recognition), this subscale was excluded. As a result, the expression identification task listed below can measure the basic emotions more specifically. Component IX (Morality) was also excluded as the pre-test indicated that no child completed this task. The key concepts are defined as follows.



	(I).

	
External causes understanding was the awareness that emotions may be caused by external situations.




	(II).

	
Desire understanding was the capacity to recognize that two individuals can feel different emotions about the same situation because they have different desires.




	(III).

	
Belief measured the awareness that individuals’ beliefs can influence their emotional reactions to a situation.




	(IV).

	
Reminder was the awareness of the role of memories in emotional experience.




	(V).

	
Regulation understanding valued the awareness that emotions could be regulated by psychological strategies.




	(VI).

	
Hiding was the comprehension of the discrepancy between felt and expressed emotions.




	(VII).

	
Mixed emotions were the awareness that individuals can have contradictory emotional responses to a given situation.







Scores were computed in relation to responses provided by children to each com-ponent, with one point for the correct responses and zero point for the wrong response; thus, their score ranges were 0–1.




2.2.2. Expression Identification Task


The expression identification task was used in the current study [26]. Children examined four drawings representing the facial expressions of happiness, sadness, anger, and fear. Children were asked to name these four facial expressions (i.e., to answer the question, “what is this face feeling?”). Next, they were required to point at each expression to answer the question, “where is the (underbar) face?”. Thus, the first task included both verbal identification (naming) and recognition (pointing). To ensure random order of questioning for each subject, the four faces were shuffled and laid on the table before each set of questions (i.e., naming and pointing). During the pointing task, all four faces were available on each trial; thus, subjects could not answer correctly due to the process of elimination. Subjects received one point for correctly naming or pointing at the expressions for a possible total score of four on both the naming and the recognition measures. The total score ranged was 0–8.




2.2.3. Emotion Regulation Strategy Inventory


The emotion regulation strategy questionnaire for young children [27] was applied in this study to measure the emotion regulation of preschoolers. It includes seven dimensions (i.e., Cognitive reconstruction, Problem-solving, Support Appling, Alternative activities, Self-comforting, Passive coping, Emotional venting, Attack behavior) with 48 items. Possible regulation strategies in several common settings were listed. Parents rated the frequency of their children’s behaviors on a 5-point scale (1 = never, 2 = occasionally, 3 = sometimes, 4 = often, 5 = always). The score of each dimension was scored as the average score of the items it included, resulting in the score range of 1–5.





2.3. Procedure


2.3.1. Ethical Clearance


This study was reviewed and approved by the first author’s university. An invitation letter was sent to the participating kindergarten, and the principal and the class teachers consented to participate in this study. All the parents were briefed about this study and consented to allow their children to participate in this study. All the participating parents, teachers, and child-care workers signed written consent for this study. The participating pre-schoolers verbally agreed to attend this study, knowing that they have the freedom to deny evaluation or withdraw from this study at any time.




2.3.2. Four Stages


The study consisted of four phases: pre-experiment, pre-test, training, and post-test. First, a pre-experiment was conducted a week before the experiments formally started. Pre-experiment helps the experimenters familiarize themselves with the testing procedures through rehearsals and appropriate adjustments to the training program. All 10 pre-schoolers (including five girls) completed the entire pre-experiment procedure. Consequently, the training materials and instructions were finalized based on the pre-schooler’s feedback. These 10 pre-schoolers would not participate in the formal experiments in the main study. Based on the pre-test, we adjusted the measurements as well as the intervention design. Second, all the children were administered the emotional competence tasks in the pre-test. Third, one week after the pre-test phase ended, the 15-week school-based ECL program was designed and implemented. Thus, emotional competence learning has been deliberately incorporated and elaborated in the experimental group, whereas the control group had similar duration courses without emotional competence training. Fourth, the post-test phase took place one week after the end of the training. The same set of emotional competence tasks was adopted in the pre-test and post-test phases to minimize the statistical deviation and the effects that such deviation might cause. In addition, this experiment used a relatively balanced method to test the sequence of tasks and randomly used cross-coding to conduct the validity analysis.





2.4. Statistical Analyses


The gain scores were calculated as the post-test score minus the pre-test score. Statistical analyses were conducted using SPSS version 20 (IBM Corp, Armonk, NY, USA). We examined the normality of the variables of the Emotion Identification task (score range: 0–8) and those of the Emotion Regulation Strategy Inventory (score range: 1–5) using the Shapiro–Wilk tests. The results indicated that the data were normally distributed on these dimensions, ps > 0.05. However, for the other dimensions of TEC tasks, the scores are either 0 or 1, not allowing for a normality test. Accordingly, we conducted the independent t-test to examine the differences between the experimental and control group.





3. Results


Descriptive results were presented in Table 3, indicating the means and standard deviations for all the study variables. The t values of independent t tests were also presented.



3.1. Testing Hypothesis 1


To confirm whether the experimental and the control groups significantly differed in the pre-test (Hypothesis 1), we conducted independent samples t-tests on the scores of all EC tasks. As shown in Table 3, no significant differences were found between the experimental group and the control group in the emotion identification task, p = 0.55. Furthermore, in all 7 TEC emotion comprehension tasks, no significant differences were found between the experimental and control group, ps > 0.212. Finally, in all seven dimensions of emotion regulation strategy, no significant differences were found between the experimental and control groups, ps > 0.099. In summary, all t-test results jointly indicated that there were no significant differences between the experimental and control groups, providing empirical evidence to support Hypothesis 1.




3.2. Testing Hypothesis 2


To confirm whether the experimental and the control groups significantly differed in the post-test (Hypothesis 2), we conducted independent sample t-tests on all the EC-relevant tasks scores.



As shown in Table 3, in the emotion identification task, the score of the experimental group was significantly higher than that of the control group, t = 5.57, p < 0.001.



In the seven TEC emotion comprehension tasks, in the dimension of Desire (t = 1.61, p > 0.05) and External cause (t = 1.89, p = 0.064), the differences between the experimental group and the control group was not significant. For the other five emotion comprehension tasks, Belief (t = 2.74, p < 0.05), Reminder (t = 2.06, p < 0.05), Regulation t = 3.07, p < 0.05), Hiding (t = 2.24, p < 0.05), and Mixed (t = 6.12, p < 0.001), the score of the experimental group was significantly higher than that of the control group.



In all eight dimensions of emotion regulation strategy, the differences between the experimental and control groups were significant. For Cognitive reconstruction (t = 2.40, p < 0.05), Problem solving (t = 3.82, p < 0.001), Appling support (t = 2.57, p < 0.05), Alternative activities (t = 2.12, p < 0.05), Self-comforting (t = 2.19, p < 0.05), the scores of the experimental group were significantly higher than that of the control group. For Passive coping (t = −2.16, p < 0.05), Emotional venting (t = −2.02, p < 0.05), and Attack behavior (t = −2.47, p < 0.05), the scores of the experimental group were significantly lower than that of the control group.



In summary, all these t-tests results jointly indicated that there were significant differences between the experimental and control groups in the post-test, providing empirical evidence to support Hypothesis 2.




3.3. Testing the Training Effects


To compare the training effects of the ECL program, we calculated the gain scores between post-test and pre-test for each child (Table 3). In the emotion identification task, the gain score of the experimental group was significantly higher than the control group. Likewise, in the Reminder and Mixed component of TEC tasks, the gain score of the experimental group was significantly higher than the control group (see Figure 2).



For emotion regulation, in dimensions of Cognitive Reconstruction and Problem Solving, the gain score of the experimental group was significantly higher than the control group. On the other hand, in the dimensions of Emotional venting and Attack, the experimental group was significantly lower than the control group (see Figure 3).



In summary, all t-tests results jointly indicated that there were significant differences in gain scores between the experimental and control groups, providing a significant training effect of the intervention program.





4. Discussion


As the first empirical exploration of the effect of emotion competence learning program on Chinese preschoolers’ emotional competence, this study designed, implemented, evaluated a school based ECL program. The statistical results found no significant differences between the experimental and control groups in the pre-test but significant differences in the post-test and the gain scores, supporting both Hypothesis 1 and Hypothesis 2. This section will discuss these findings.



4.1. The Training Effect of ECL Program on EC


This study found that the young children in the experimental group differed from their counterparts in the control group in the post-test EC scores and the gain scores. This result has confirmed the effectiveness of the ECL on young children’s EC.



The results of this study suggest that the ECL program led to statistically significant improvements in all key measured aspects of emotion knowledge in the sample of 5–6-years-old Chinese preschoolers. Emotion knowledge has been linked to prosocial behavior, social skills, lower levels of internalizing symptoms, and academic competence [21,28]. It should be noted that, for those two components with non-significant differences, their score may imply a possible “ceiling effect”. As the M (SD) of External cause and Desire for the experimental group were 0.87(0.34) and 0.97(0.18) in the pre-test, and their M (SD) all reached 1.00(0.00) in the post-test. This deficit of measurement should be rectified in a future study.



As for emotional regulation ability, the experimental group showed higher positive regulation strategies (i.e., Cognitive reconstruction, Problem-solving, Appling support, Alternative activities, Self-comforting) and lower negative regulation strategies (i.e., Passive coping, Emotional venting, and Attack behavior). Children who experience difficulty “down-regulating” emotions in affectively charged situations tend to exhibit more aggressive behaviors, while adaptive emotion regulation is positively related to social competence in younger children and peer preference in older children [29,30]. Preschoolers who exhibit optimal emotion regulation also tend to experience higher academic achievement [31].



Results also indicated that preschoolers exposed to the ECL program demonstrated greater increases in EC than the control group. These increases in emotional competence skills, if sustained, may translate into a range of cascading effects across a range of life domains for children, which requires further study.




4.2. Educational Implications


The finding of this study has some implications for practical improvement in early childhood education and teacher education. Children’s emotional competences are crucial for their development, and the findings of this present study supported our hypothesis that SCL programs can enhance preschooler’s emotional competencies. Furthermore, it provides an engaging way for preschoolers to develop their emotional competencies more effectively.



First, integrating the program into the kindergarten curriculum schedule is a promising and rewarding strategy. Creating real space for emotional education within the school curriculum must be implemented through programs that guarantee its delivery properly and systematically, rather than purely anecdotal or isolated actions. Multiple and regular exposures to ECL programs over the semester may strengthen and lengthen its training effects. Meanwhile, the teacher led ECL program promotes the regular purposeful and incidental emphasis of key concepts and reinforcement of emotional competence skills by both teachers and peers.



Second, the course and activity design of the ECL program needs to be flexible and open. To elevate the program’s effectiveness, the content and development of programmed activities should vary depending on the demands of the group and their emotional situation.



Third, initial training for teachers should be incorporated into the program. Teachers play a very important role in the program since they must guide and orient the construction of knowledge and foster children’s emotional competence skills development. Meanwhile, as the program is not “determined” in advance but partially relies on implementing educational resources according to the group’s specific needs, then the presenter needs to have the knowledge and teaching skills that allow them to address those needs appropriately.




4.3. Limitation and Future Directions


A recognition of its limitations must temper the results of this study. First, the sample size is very small, and only two upper class (5–6-year-old children) in one urban kindergarten participated in the study. Future research should seek to recruit participants from various sociodemographic areas, the sample size should be increased, and the age range could also be expanded to increase the breadth of the sample and, thus, the generalizability of the findings. Second, in terms of measurement, the emotional expression ability of participants was not fully explored; thus, future studies should apply more emotional competence measurements as suggested [6] to explore their emotional expression ability. Meanwhile, the data sources were limited, as either teachers or parents completed emotional competence measures used in this study; future research should utilize data from multiple sources (e.g., students, parents) to gain a more comprehensive view of children’s EC. Finally, although intervention integrity was maintained in many ways, no formal program fidelity data were collected, which should be rectified in future studies.
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Table A1. Session descriptions and corresponding teaching strategies.






Table A1. Session descriptions and corresponding teaching strategies.











	Session Name
	Session Goal
	Core Content
	Teaching Strategy





	Unit 1 Emotion comprehension
	
	
	



	EC1: Little emotion monster
	1. Learn about basic emotions and their key features

2. Child describe their emotion and how it happens
	Identify the basic emotions
	TPB



	EC2: I know the method
	1. describe their reason for fear and anger

2. Understand that some emotion can be caused by different things/incidents

3. talk about coping methods for fear and anger
	Regulate negative emotions
	EA



	EC3: Please listen to me
	1. Listen to other children’s negative emotion, experiencing emotion

2. Promote children to understand each other, enhance their acceptances of peers
	Understand others’ emotion
	EA



	EC4: The golden house
	1. Narrate the occurrence experience of emotions

2. Learn to analyze the emotional change of the hero of the story and the reasons

3. Describe life events that contain emotional change
	Feel the change of emotion
	TPB



	EC5: Let’s find it
	1. Understand that one can have mixed emotions; these emotions may conflict

2. Tell an experience with mixed emotions
	Understand mixed emotions
	EA



	Unit 2 Emotion expression
	
	
	



	EE1: Guess the emotions I performed
	1. Repeat the different intensity of emotions

2. Learn three ways to express emotion
	Learn methods to express emotions
	PA



	EE2: Hands are not for beating others
	1. Realize that beating others is an inappropriate way to express emotion

2. Learn how to copy when others express emotion inappropriately

3. Learn how to express emotion appropriately
	Correct the wrong ways to express emotions
	TPB

VD



	EE3: Mouth is not for shouting
	1. Realize that shouting at others is an inappropriate way to express emotion

2. Learn how to copy when others express emotion inappropriately

3. Learn how to express emotion appropriately
	Learn how to face wrongly expressed emotions
	TPB

VD



	EE4: Emotion dictionary
	1. Learn more emotional words

2. explain emotional words with personal experience

3. Express emotions with new emotional words
	Learn to use emotional words
	PA



	EE5: My favorite emotion
	1. Express favorite emotions and explain reasons

2. Respect other’s different opinions when debating

3. Acknowledge the importance of common emotions
	Learn the importance of emotion
	EA



	Unit 3 Emotion regulation
	
	
	



	ER1: How emotion emerge?
	1. Learn basic brain mechanisms of emotion

2. Learn measures to regulate emotions

3. Share an experience of emotion regulation
	Mechanism of emotion
	EA



	ER2: Fairness
	1. Talk about the meaning of fairness

2. Try to understand the existence of unfairness
	Learn to understand fairness
	EA

VD



	ER3: Mocking
	1. Understand the meaning of mocking and realize it is inappropriate to mocking others

2. Explain mocking with personal experience

3. Learning coping strategies for mocking
	How to face mocking
	TPB



	ER4: Lose and win
	1. realize that viewing lose and win

2. participate in competition and experience lose and win

3. Learn to face loss and win more positively
	Learn to face lose and win
	CGA

EA



	ER5: Emotion broadcasting
	1. Learn to care for others, promote care for each other

2. Help peers to copy negative emotion, using previously learned strategies
	Care for each other
	TPB







Note. Aberration for teaching strategy column. TPB = Teaching with picture books; EA = Expression activity; PA = Performance activity; CGA = Competition game activity; VD = Video-based discussion. See Appendix B for details.












Appendix B


Description of Teaching strategies.



Appendix B.1. Teaching with Picture Books (TPB)


Emotion-themed picture books are fun and educational. they are popular among young children and the most welcome educational mode in current emotional education activities. usually, the behaviors and positions advocated in picture books are regarded by young children as indicators of social acceptance. furthermore, through the reading of picture books by adults to children and the observation of pictures by children themselves, children often relate the storylines and character experiences in picture books to their own lives, which encourages children to understand themselves and promote their social development. in addition, teachers placed a large number of picture books about emotions in the book corner so that children could continue to be exposed to content related to emotions except for/in addition to special educational activities.




Appendix B.2. Expression Activity (EA)


Young children themselves often cannot express their emotions and feelings correctly. Therefore, expression activity can allow children with opportunities to overcome such difficulties by various emotional education activities, including “I Have Many Ideas” and “Please Listen to Me”, etc., which are all carried out in a talking way. The emotion education activity, “The Most of Emotions”, even adopts the debate format in the conversation activity by three steps: firstly, young children recall the emotions they have learned and name their favorite emotions. Then the teachers classify the mentioned emotions into positive and negative emotions to prepares a debate in groups; secondly, the pros and cons of both sides to explain their viewpoints and the reasons in turn; thirdly, to refute the other side’s viewpoints and state the reasons. Finally, the teachers make a summary: every emotion is important to people. From the perspective of biological evolution, negative emotions also have a beneficial side, such as fear, which may be more important to animals’ survival, helping them escape from danger. When you express an angry emotion, people who see it will receive your emotional signals. If they can understand your emotions, some will stop doing something that makes you angry, and the others even come to care for you. The most important thing is not to let these unpleasant emotions overwhelm you. Instead, you have to be the master of emotions.




Appendix B.3. Performance Activity (PA)


The development requirements of basic capabilities in young children are expressed through multiple senses, and performance activities can help them express themselves continuously and systematically in specific contexts. Therefore, it is necessary to provide conditions and opportunities for children to perform in kindergarten education activities, especially for emotional education activities. Everyone has his or her understanding of different emotions. Moreover, even the same emotion has different ways of expression. So to deepen children’s experience of emotions, we should cultivate their enthusiasm for expressing emotions through corresponding performance activities.




Appendix B.4. Competition Game Activity (CGA)


Based on individual interviews with each child and daily observation records, it is found that there are four common reasons for negative emotions children feel in school, specifically: treated unfairly, being teased, defeated in competitions, and being bullied in interaction with peers. In view of this, emotional competence education activities were carried out for the four reasons above. To make children have a more real sense of winning and losing, competition games were used to enhance their emotional experience. Before the activity, the teachers deliberately held a relay race, where defeating a team would be rewarded. After explaining the game rules and the pre-game, the real game was started in a group. At the end of the game, the winning team was photographed and given stickers. After returning to the class, they were asked about the emotions and reasons to help them enhance their emotional feelings. Next, the children were told the picture book story to learn about the spirit of sports and try to face win and loss with a calm attitude to develop the good quality of not being proud of victory and discouraged by defeat. In the following daily activities, Later, competition games will be continuously held many times to encourage young children to insist on the spirit of sports. The first child to do so will be rewarded the stickers each time.




Appendix B.5. Video-Based Discussion (VD)


Teachers use recorded videos to capture emotional events of children in their daily lives and their ways to cope with emotional events and show them the videos during educational activities, allowing children to try to analyze the causes and consequences of the emotions in the videos and propose their solutions. Special attention here is: First, the video protagonist should be allowed to speak. For example, after other children discuss the causes and consequences of the emotions in the videos, the protagonist should be invited to judge whether it is correct and explain what happened, and then join the discussion of solutions; second, the protagonist should be encouraged and praised if he or she uses the correct methods to set a good example for other children. If not, he or she should be given enough time to reflect himself or herself and encouraged to learn the correct way instead of being criticized in public.





Appendix C


Description of Extended Activities.



Appendix C.1. Face Expression Wall (FEW)


Capturing children’s emotions with a camera and pasting them on the expression wall can help children intuitively feel the facial features of different emotions and strengthen their ability to recognize emotions.




Appendix C.2. Emotion Mailbox (EM)


When children do not want to express their emotions in words, they can share their emotions with friends or teachers or ask for help by writing letters.




Appendix C.3. Emotion Storybook (ES)


The teacher put some expressionless facial pictures in the art area and made a display board. Toddlers can fill in expressions on the pictures themselves and explain the stories behind the emotions.




Appendix C.4. Colorful Emotion Bean (CEB)


Children were given black and yellow beans. Black bean stands for negative emotions, while yellow bean stands for positive emotion. It is placed three times a day in the photo display bag at the door of the class. It is placed once in the morning when children enter the class, once before the lunch break at noon, and once after school in the afternoon. This helps children feel the changes in emotions and facilitates teachers to observe the children’s emotions and help them in time.




Appendix C.5. Regulation Tips Tree (RTT)


Through the collection of children’s works in the teaching activities, after sorting and remarks on the works, a “wisdom tree” is created. The tree shows the method of regulating emotions learned by the children in the activities, and the finished product is posted in the classroom after it is done. First, allow children to introduce their emotional adjustment methods to their peers. Then, when children encounter emotional problems, remind them to find solutions to the tree of wisdom and deepen children’s memory of emotional adjustment methods.




Appendix C.6. Emotion Broadcasting Station (EBS)


After the “Mood Forecast” event, a hand-made “TV” was placed in the performance area. The children could broadcast their emotions behind the TV according to the prompt version and selected several children with the better emotional regulation ability through election campaigns. Granting them the title of “Little Emotion Management Teacher” and giving them the arduous task-when children’s mood is overcast, they will get the help of “Emotion Management Little Teacher” that children can be in this way. Thus, grow up in an atmosphere of mutual help and learn to care for others.




Appendix C.7. Movie Watching (MW)


The film, Inside Out, shows how the five emotional villains who live in the girl’s Riley’s mind, happiness, sadness, anger, fear, and disgust, have completed a science popularization about children’s personality, emotions, behavior, consciousness, and other concepts. Therefore, the movie is chosen as the animation to watch during daily breaks, which is also entertaining.




Appendix C.8. Stickers for Prizes (SFP)


When children develop negative emotions and express them appropriately, or express them in an appropriate way with the help of others, they can get a sticker; conversely, if they express their emotions in the wrong way, a sticker will be deducted. Children can report to the teacher to receive the stickers, or other children can report to the teacher to receive the stickers. And according to the cumulative number of stickers to redeem different gifts, if children keep accumulating stickers without redeeming prizes, children can finally get a mysterious gift after the event.
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Figure 1. The Framework of the Emotional Competence Learning Program. Note. Filled dot (•) = preset class session; air-cored dot (◦) = generative class session. The arrowheads indicated where the generative sessions emerged from. For a detailed description of the class sessions (e.g., EC1), see Appendix A. For the details of the extended activities, see Appendix C. 
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Figure 2. Comparison of gain scores in the Emotional Comprehension Tasks between the experimental and control Groups. 
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Figure 3. Comparison of gain scores in the Emotion Regulation Strategy between the experimental and control groups. 
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Table 1. Description of the ECL course stages, functions, and their durations.
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	Stage
	Function
	Duration





	1. Introduction Emotion experience and expression
	Help children recall emotional memories, raise their interest to participate
	10 min



	2. Illustration Emotion knowledge/comprehension
	With appropriate teaching strategies, help children experience relevant emotion, illustrate the features and causes of emotions, and promote their understanding of emotion
	15 min



	3. Discussion Emotion regulation
	Organize discussions on a specific theme, promote children to gain competence skills, especially emotion regulation skills. Teachers summarize and enhance children’s regulation skills
	10 min







Note. The duration of each of the three stages can be varied. This table offers only suggested timings as other factors should also be taken into account: the focus of the session, the reactions of children, if there is any form of conflict within the group, etc.
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Table 2. Demographic Description for The Experimental and Control Groups.
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	Experimental Group (n = 31)
	Control Group (n = 25)
	t





	Gender
	
	
	



	Boy
	18
	14
	



	Girl
	13
	11
	



	Age range (month)
	60–76
	60–73
	



	Age (month)
	68.31 (3.75)
	68.16 (3.77)
	0.06
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Table 3. Means and Standard Deviations for the Emotional Competences Tasks in Pre-test and Post-Test and Gain Scores.
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Pre-Test

	
Post-Test

	
Gain Scores




	
Experimental

	
Control

	
t Test

	
Experimental

	
Control

	
t Test

	
Experimental

	
Control

	
t Test






	
TEC task

	

	

	

	

	

	

	

	

	




	
External cause

	
0.87(0.34)

	
0.76(0.44)

	
1.07

	
1.00(0.00)

	
0.84(0.47)

	
1.88

	
0.13(0.34)

	
0.08(0.49)

	
0.44




	
Desire

	
0.97(0.18)

	
0.88(0.33)

	
1.26

	
1.00(0.00)

	
0.92(0.28)

	
1.61

	
0.03(0.18)

	
0.04(0.35)

	
−0.11




	
Belief

	
0.71(0.46)

	
0.60(0.50)

	
0.85

	
0.87(0.34)

	
0.56(0.51)

	
2.74 **

	
0.16(0.52)

	
−0.04(0.45)

	
1.52




	
Reminder

	
0.81(0.40)

	
0.88(0.33)

	
−0.73

	
0.97(0.18)

	
0.80(0.41)

	
2.06 *

	
0.16(0.37)

	
−0.08(0.40)

	
2.33 *




	
Regulation

	
0.74(0.45)

	
0.60(0.50)

	
1.12

	
1.00(0.00)

	
0.76(0.44)

	
3.07 **

	
0.26(0.44)

	
0.16(0.55)

	
0.73




	
Hiding

	
0.61(0.50)

	
0.56(0.51)

	
0.39

	
0.94(0.25)

	
0.72(0.46)

	
2.24 *

	
0.32(0.48)

	
0.16(0.47)

	
1.27




	
Mixed

	
0.16(0.37)

	
0.28(0.46)

	
−1.06

	
0.90(0.30)

	
0.28(0.46)

	
6.12 ***

	
0.74(0.44)

	
0.00(0.41)

	
6.43 ***




	
Emotion Identification task

	
6.97(0.34)

	
6.84(0.54)

	
0.55

	
8.00(0.00)

	
7.12(0.88)

	
5.57 ***

	
1.03(0.80)

	
0.28(1.10)

	
−2.97 **




	
Emotion Regulation Strategy Inventory

	

	

	

	

	

	

	

	

	




	
Cognitive reconstruction

	
3.22(0.55)

	
3.31(0.65)

	
−0.58

	
3.48(0.44)

	
3.12(0.67)

	
2.40 *

	
0.26(0.55)

	
−0.19(1.04)

	
2.08 *




	
Problem solving

	
3.37(0.44)

	
3.25(0.56)

	
0.88

	
3.59(0.45)

	
3.11(0.48)

	
3.82 ***

	
0.22(0.45)

	
−0.14(0.86)

	
2.00 *




	
Support Appling

	
3.40(0.54)

	
3.19(0.67)

	
1.3

	
3.66(0.54)

	
3.27(0.58)

	
2.57 *

	
0.26(0.63)

	
0.08(0.83)

	
0.91




	
Alternative activities

	
2.80(0.49)

	
2.74(0.53)

	
0.46

	
3.12(0.58)

	
2.78(0.64)

	
2.11 *

	
0.32(0.66)

	
0.04(0.92)

	
1.33




	
Self-comforting

	
4.21(0.55)

	
4.10(4.49)

	
0.78

	
4.48(0.53)

	
4.14(0.62)

	
2.19 *

	
0.27(0.65)

	
0.04(0.78)

	
1.18




	
Passive coping

	
3.94(0.45)

	
4.05(0.48)

	
−0.89

	
3.66(0.43)

	
3.96(0.60)

	
−2.17 *

	
−0.28(0.56)

	
−0.09(0.84)

	
−1.00




	
Emotional venting

	
4.55(0.34)

	
4.48(0.47)

	
0.71

	
4.37(0.43)

	
4.59(0.37)

	
−2.02 *

	
−0.18(0.41)

	
0.11(0.64)

	
−2.03 *




	
Attack behavior

	
4.69(0.44)

	
4.45(0.64)

	
1.68

	
4.01(0.71)

	
4.43(0.53)

	
−2.47 *

	
−0.68(0.59)

	
−0.02(0.77)

	
−3.66 ***








Note. * p < 0.05; ** p < 0.01; *** p < 0.001. TEC = Test of Emotion Comprehension.



















	
	
Publisher’s Note: MDPI stays neutral with regard to jurisdictional claims in published maps and institutional affiliations.











© 2021 by the authors. Licensee MDPI, Basel, Switzerland. This article is an open access article distributed under the terms and conditions of the Creative Commons Attribution (CC BY) license (https://creativecommons.org/licenses/by/4.0/).






nav.xhtml


  sustainability-13-06331


  
    		
      sustainability-13-06331
    


  




  





media/file5.png
1.0+

S 0.5-
T
(o]
%
Nl T I iT iT
= T
® 0.0- sn I
1 1
_O. 5 1 | | | | | | | | | 1
(e AV st 96\.\&?\@\‘\\"“&?\;@%0\2\{‘0“ pdes N\o‘*ed

@l cxperimental group control group





media/file6.jpg
B

Gai

in Score:

Seores
S

05
-1
s
e mw«smm
gttt (oied
PRty gt
o™ o
Se\\»zﬁm\o(\mg
P )
emanonawem
et ™

-
ey
perin
nental

o

up
control

-
wp





media/file3.png
Time

Class
sessions

Targeted
competence

Extended
activities

[ eWeek 1-5

]

Unit 1

&

Emotion

e

Qmprehension

)

[ eWeek 11-15 |

Unit 3

>|| °ER1 I






media/file0.png





media/file4.jpg
1.0

g 05
g o
S
&
E
0.0 d
L i i
) - - i ' '
\\c\-“‘a\»‘“‘“‘“c I
Pesit® 3 |
et '
e ‘
(k\!*':\\\‘a\\n\\ :
e y
wied

-
exp
crin
ment
al g
I group
con
ntrol
grou
p





media/file7.png
1.5

1.0+ T -

0.5+

Gain Scores
-
-
[
s
e
s

1

i

N
1

—
-
1
I

-15 1 1 1 1 I I 1

(cho® <OV 0O N pp\\(\g N {es o ofino oop‘ﬂg \Jeﬂ"“\g
cof \o( ° oft e @ co® We (A
ye (© ?(0\0 6\)99 3\\\1 Se\ﬁ— ?36‘5 E(‘(\O’&\O P\“@‘C
N

@l cxperimental group control group

e

\0(






media/file2.jpg
Time [Cwekis ) [ oweketo ) [ eweknirs |

o T o

G | D | e
%) =0) =)

= = )| (e
@ @ | @
e e o
= | = =

| E ] B e
2






