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ABSTRACT

Emotional response, as one of the important ways of emotional socialisation, has a significant impact on children's emotional development. As the primary caregivers of preschool children, the emotional responses of parents and kindergarten teachers are the most frequent in the daily emotional interactions of preschool children and the most direct way to influence children's emotional development. Currently, most of the research related to children's emotional development focuses on Western countries, and there is a lack of relevant research in Asian countries. Through a literature review of existing studies in Western countries, we analyse the role mechanisms of parents' and teachers' emotional responses in influencing preschool children's emotional development, the relationship between parents' and teachers' emotional responses and children's emotional regulation, emotional understanding, and emotional expression, and conduct a research-based reflection in the context of our own situation. Future research can deeply reveal the further role mechanisms of parents' and teachers' emotional responses on children's emotional development from the perspective of family and school system in order to expand the multiple ways of the relationship between the three; focus on the dynamic interactive process of the three, so as to comprehensively and accurately understand the relationship between the three, and to help parents and kindergarten teachers to establish a high-quality state of emotional response to promote the development of preschool children's emotional socialisation.
1. INTRODUCTION 
The preschool stage (3-6 years) is a critical period for the development of children's emotional competence as well as their emotional socialisation (McCabe and Altamura, 2011, p. 513).The concept of children's emotional socialisation was first introduced by Watson in 1914 and emphasised the influence of the environment on children's emotional and behavioural development. Emotional socialisation mainly refers to children's understanding, expressing and regulating their emotional activity in accordance with social requirements, thus learning how to manage emotions and regulate emotional responses, adapting to social requirements or expectations, and shaping their interpersonal relationships and social roles (Eisenberg, Cumberland and Spinrad, 1998, p. 257). It can be seen that the development of children's ability to understand, express and regulate their emotions is crucial in the process of their emotional socialisation. In daily life, it is not difficult to find that some preschool children can not only express their own emotions clearly and accurately, they can also understand the emotions of others, but some preschool children are not able to do so, which means that there are individual differences in preschool children's emotional development. Good emotional development is closely related to children's social competence, which is most commonly expressed in the ability to recognise and understand their own and other people's emotions, to appropriately express emotions such as happiness, frustration, anger and anxiety, and to have appropriate emotion regulation skills and adopt effective coping strategies to manage their emotions; these competences can help them to establish good emotional communication and healthy interpersonal relationships, and to have the ability to adapt to new environments and situations. capable of adapting to new environments and situations (Thompson, 1991, p. 270).

Emotional socialisation theory suggests that children are able to learn emotional management skills through observing, learning and imitating others' emotional expressions and emotional coping strategies during the socialisation process (Darling-Churchill and Lippman, 2016, p. 2). Emotional responses refer to the emotional and affective reactions that people have to external stimuli or events, and in this paper specifically refer to adults' real-time responses to children's random emotional expressions in their daily lives, which can include emotions such as happiness, sadness, anger, and anxiety, as well as the physiological and behavioural responses associated with these emotions. Parents and kindergarten teachers are the primary caregivers of preschool children, and their emotional responses can convey patterns of emotional education, emotional expression, and emotional regulation, which are the most frequent of preschool children's daily emotional interactions, and the most direct and typical way of influencing children's emotional development (Breaux, Harvey and Lugo-Candelas, 2016, p. 732) . Positive emotional responses and emotional communication can help children understand the meaning of different emotions and how to express and process them appropriately, whereas negative emotional expressions may inhibit children's emotional expression.
In recent decades, Western countries have accumulated a wealth of research on the relationship between parents' and teachers' emotional responses and children's emotional development, including studies on parental modeling of emotional behaviours, parent-child attachment, teacher-child interactions, and classroom emotional climate. Compared to Western countries, research on children's emotional development has only just begun in China. Based on these existing studies, this literature review hopes to summarise and explore the effects of parents' and teachers' emotional responses on preschool children's emotional development, including children's emotion regulation, emotion understanding, and emotion expression. It is hoped that this study will help parents and teachers to understand how their emotional responses affect preschool children's emotional development, so that they can improve their understanding of and sensitivity to children's emotions, promote more positive interactions and support, reduce the negative impact of inappropriate emotional responses on children's emotional development, and promote positive parent-child relationships and educational environments. Meanwhile, this study hopes to provide effective guidelines and strategies for preschool education in Asian countries, especially China, to improve children's emotional awareness and management, enhance the quality and effectiveness of preschool education, and lay the foundation for children's holistic development.
2. LITERATURE REVIEW 
2.1 Introduction
In the 1960s, Western countries began to focus on children's emotional development in their research on children's socialisation, and at the same time, parental emotional socialisation attracted the attention of researchers as the most important influence factor on children's emotional development. Parents are the first educators and emotional mentors of their children, and parental emotional socialisation refers to how parents convey emotions in their daily lives, educate their children about emotion-related skills, and how they influence their children's perception, expression and regulation of emotions, which can have a profound impact on their children's emotional intelligence and emotional social skills (Eisenberg, Cumberl and Spinrad. 1998, p. 241). Over the past few decades, researchers have conducted a wealth of theoretical and empirical research around parental emotional socialisation and child development, and have found that there are at least four direct pathways through which parental emotional socialisation impacts on children's development: Emotion Coaching, Discussion of Emotion, Emotional Expressiveness and Reactions to Child's Emotion (Eisenberg, 2020, p. 665; Morris et al, 2007, p. 366). Parental emotional responses are the most common in everyday parent-child emotional interactions and therefore have a more intuitive impact on children's emotional development than other pathways. (Denham and Grout, 1993, p. 216).

Bronfenbrenner first proposed the Ecological Systems Theory in 1979, which suggests that individual development is influenced by multiple levels of interconnected systems, including microsystems, mesosystems, and macrosystems, and emphasises the interactions between people, environments, and behaviours, and how they work together to influence the development and learning of individuals. individual development and learning. Microsystems refer to the immediate environments in which individuals operate and interact socially, such as school and home; mesosystems refer to the social environments in which individuals are embedded, that is, systems in which children are not directly involved but which influence their development, most typically parents' work environments; and macrosystems refer to the wider cultural and social environments in which individuals survive and develop (Burns, Warmbold- Brann, and Zaslofsky, 2015, pp. 250-254). Within the microsystem, it is the family and the school that directly influence the development of individual socialisation. In contemporary society, most children aged 3-6 years will spend more time in kindergarten, where preschoolers may often face emotional conflicta s nd stressful events such as separation from parents and sharing toys with peers in their daily lives. During this time, the emotional responses of kindergarten teachers can have a direct impact on children's emotional socialisation processes such as emotional understanding (White, and Howe, 1998, p. 79). As a result, kindergarten teachers are often seen as another important role besides parents in influencing children's emotional development.
Emotional Understanding, Emotional Expressiveness and Emotion Regulation are three key competencies in children's emotional development, and are also crucial components of children's emotional socialisation. The relationship between parental emotional responses and children's emotional development has been studied in the literature mainly from these three directions. Therefore, this paper explores the effects of parents' and teachers' emotional responses on preschool children's emotional development and their mechanisms by combining a review of existing studies, which are reported as follows.
2.2. The influence of parental emotional responses on preschoolers' emotional development
2.2.1. Mechanisms of parental emotional response in children's emotional development
2.2.1.1. Emotional parenting perspective 
Emotional parenting perspectives explore parental influence on children's emotional development from the perspective of parent-child interaction, emphasising the natural nurturing of children's emotional competence by parental ideas, attitudes and behaviours (Morris et al, 2007, p. 361). Of these, the theoretical conceptualisations of John Gottman and Nancy Eisenberg have been the most influential.
John Gottman's team first proposed the Parental Metaemotion Philosophy based on metaemotion theory, which is a set of organised patterns of thinking that parents develop about their own and their children's emotions, with three core components: sensitivity to self as well as their children's emotions, receptivity to self as well as their children's emotions, and parental sense of teaching (Gottman, Katz and Hooven, 1996, pp. 248-251). In this theoretical model, parental meta-emotional concepts are the basis of parents' emotional response behaviour and directly determine parents' interactional behaviours such as supporting, praising and approving of children's emotions. Parental meta-emotional concepts mainly classify parents into three types: one is Emotion Dismissing, in which parents believe that negative emotions are harmful to their children, and are more inclined to use responses such as ignoring or denying them in order to get their children away from these harmful emotions as soon as possible. Emotion Dysregulation, in which parents are unable to adapt to their own and their children's emotions, and are unable to calm down their emotions well. When faced with their children's negative emotions, the parents' own negative emotions are even stronger than those of their children. Third, there is Emotion Coaching, in which parents are acutely aware of their own and their children's emotions and support children's emotional development through a variety of constructive strategies (Katz, Maliken and Stettler, 2012, p. 417). Several empirical studies have shown that children raised by parents with an emotionally teachable perspective usually have better emotional social competence compared to the first two types. In a long-term study by Gottman's team (1997), it was found that emotionally instructive parents encourage their children to understand and cope effectively with emotions, which includes discussing emotions with their children, helping them to identify emotions, and teaching them positive coping strategies when emotions are triggered, and play an active role in their children's emotional expression and processing. Research suggests that children are more likely to develop healthy emotional-social relationships, including better empathy, cooperation with peers, and more positive emotional expressiveness, in this type of environment than in the other two types.Denham, Zoller, and Couchoud's (1994) study looked at how parental styles of teaching emotions affect preschool children's emotional-social development. Using a variety of research methods, including observations, interviews, and questionnaires, the researchers explored the relationship between parenting styles, attitudes toward emotional education, and children's emotional intelligence, which includes children's ability to understand, express, and regulate emotions. The results of this study showed that emotionally instructive parents had a positive effect on children's development of emotional intelligence, and that parental emotional responses and parenting styles helped children to better understand, express, and regulate their emotions.Another study by Denham's team (1998) focused on how emotionally instructive parents affected children's emotional-social competence. The study used questionnaires and behavioural observations to assess parental attitudes towards emotion coaching and children's emotional social competence, and found that emotionally coaching parents generally developed better emotional social competence in their children, including the ability to co-operate better with their peers, to be more empathetic, and to be able to express their emotions more confidently and effectively. All of these studies support the idea that parents with an emotionally instructive outlook may have a positive impact on young children's emotional development.
Nancy Eisenberg, another influential researcher in the field of parental emotional socialisation, has argued that parental emotional responsiveness in turn influences the development of children's emotional competence through the mediation of children's level of emotional arousal (Eisenberg, 2000, p. 674). Specifically, unsupportive parental responses trigger negative emotions such as anxiety, fear, and anger, causing children to become emotionally over-aroused and to exhibit either over-suppression or loss of control. Over-arousal of emotions makes it difficult for children to control the intensity, duration and frequency of their emotional expressions, which in turn makes them prone to a range of problems in social interactions such as over-egoing and uncontrolled behaviours, as well as low levels of emotional and social competence (Robins et al, 1996). In contrast, supportive parental responses allow children to be moderately emotionally aroused, so that they are more likely to be emotionally free and more focused on the social problem itself as a means of effectively solving it. Under this theoretical assumption, Eisenberg's team further defined that parental supportive emotional responses include Expressive Encouragement, Emotion-Focused Reactions, and Problem-Focused Responses; parental non-supportive emotional responses include Punitive Responses, Minimisation Responses and Distress Responses (Fabes, 2002). Since Nancy Eisenberg proposed this theoretical model in the 1990s, many studies have compared the effects of parental supportive and non-supportive emotional responses on children's emotional-social competence, which I will further elaborate on later in the literature review.
2.2.1.2. Discrete emotion theory perspective
Carol Malatesta and her team (1988) viewed emotion as a mental event based on functionalism and discrete emotion theory. He pointed out that emotion is an individual's adaptive activity to the biological and social environment, and that each emotion as a continuum of existence has its own special and unique function, and how an individual processes emotions is the most prominent part of personality.Malatesta believed that parent-child emotional interactions in early family upbringing are the key to an individual's emotional processing as well as the formation of his or her personality. In parent-child emotional interactions, certain emotional states are consistently reinforced and consolidated through high-frequency interactions, eventually forming a sense of self and becoming an important part of the personality structure. Those emotional states that are selectively ignored are gradually weakened and eventually forced to split or withdraw from the individual's experience. Each discrete emotion has its own unique function in the development of the individual, and children's emotional development will be healthy when each emotional state is responded to appropriately in parent-child interactions. However, if parents selectively nurture certain emotional states and discourage or abandon others, this can lead to two types of emotional extremes: overdevelopment, in which one emotion is dominant, and underdevelopment, in which one emotion is absent. Both states can result in certain deficits in the child's personality or more serious aberrations such as psychopathological problems (1991). Thus, the theoretical conception not only sheds light on the processes and mechanisms of the development of emotional health in individuals, but also elaborates on the developmental mechanisms of some of the children's emotional adjustment disorders. Based on this theory, Garside and Klimes- Dougan (2002) constructed five parental emotional response strategies: first, Reward, such as comforting the child when he/she is sad and supporting the child when he/she is afraid; second, Magnify, in which the parent shows the same emotional state as the child; third, Neglect, in which the child's emotional state is deliberately ignored; and fourth, Punish. ignoring; four, Punish, where parents make fun of their children's fears and disapprove of their children's sadness; and five, Override, where parents are dismissive of their children's emotional displays, such as telling their children that they do not need to be afraid.
Unlike the emotional parenting perspective, the discrete emotion theory perspective emphasises the irreplaceable importance of each discrete emotion to children's development, and that any parental response to a child's emotion that is not appropriate in terms of intensity or frequency will lead to under-expression or over-expression of the child's emotion, which will in turn lead to problems of the child's emotional development and social adjustment. In this sense, it is impossible to define the best parental response to children's emotions, but only the most appropriate response strategy.
2.2.2. The influence of parents' emotional reactions on preschoolers' emotional understanding
Children's emotional comprehension refers to children's ability to understand the causes and consequences of emotions and to apply this information to generate appropriate emotional responses to self and others, which includes children's perception of emotional expression and emotional contextual understanding, such as recognition of emotional contexts, naming and referring to emotions, understanding of emotional expression, and mixed emotions, and emotional language (Denham et al. 2015, p. 252). Regarding the development of children's emotional comprehension in response to parental emotions, Susanne Denham's research is quite rich.According to Denham, parent-child emotional interactions are an important part of parent-child nonverbal interactions.Negative parental responses prevent children from engaging in effective self-reflection in their emotional dialogues, which in turn hinders the development of their children's emotional comprehension.Positive parental responses, on the other hand, can offer a good opportunity for children's emotions (Denham et al, 1997). In Denham's empirical study, the positive effects of supportive parental responses on children's development of emotional understanding were confirmed, for example, supportive parental responses positively predicted children's ability to name emotions, recognise emotional situations, and express emotional triggers and emotional language at the age of 3-4 years (Denham, Zolle and Couchoud, 1994), and positively predicted 5-year-old children's ability to name emotions, recognise emotional situations, and express emotional language at the age of 5 years (Denham et al., 1997). positively predict 5-year-olds' ability to understand more complex emotions such as rules of emotional expression and mixed emotions (Denham S and Kochanoff, 2002). However parental non-supportive responses did not always have a negative impact on children's emotional comprehension in Denham's study and even had some positive effects. For example, fathers' non-supportive responses were positively correlated with 4-year-old children's emotion comprehension, and mothers' non-supportive responses were positively correlated with 5-year-old children's comprehension of the rules for expressing emotions (Denham S and Kochanoff, 2002). Analysing the possible reasons for this, the author suggests that moderate negative parental responses may allow children to experience and perceive a wider range of different types of emotions, and thus develop a more refined and subtle level of emotional understanding, especially as more complex and higher levels of emotional development, such as mixed emotion cognition and understanding of emotional rules of expression, require more varied and diverse parental emotional responses. This conjecture has been tested in several other studies. For example, a study of Latino ethnicity showed that maternal supportive responses were positively associated with 5-year-old children's understanding of emotional expression rules, but maternal non-supportive responses were similarly not negatively associated (Cunningham, Kliewer, Garner, 2009). Another study examined the joint effects of early childhood temperament and maternal non-supportive responses on preschoolers' emotional understanding and showed that maternal non-supportive responses were not associated with preschoolers' development of emotional understanding and were not predictive of children's emotional understanding (Klein et al, 2018). It is clear from these studies that parental non-supportive responses do not always have only negative effects, as researchers would expect, and that moderate non-supportive responses also appear to have positive effects. However, how to define "moderation" and whether moderate non-supportive responses are related to the intensity, duration, and frequency of parental emotional responses? More research is needed to validate these questions in order to fully and accurately reveal the effects of parental emotional responses on children's emotional understanding.
2.2.3. The influence of parental emotional response on preschool children's emotional expressions
Ross Buck (1983) was the first to analyse the relationship between parental emotional response and children's emotional expression. He believed that if parents responded to children's emotional expression in a punitive way, children would gradually learn to hide their true emotions, and at the same time, their emotions would be easily physiologically aroused.Nancy Eisenberg (2000) further pointed out that children in a state of over-arousal had difficulty in using reasonable skills to change their situation and could not express appropriate emotions to respond to others, whereas positive parental responses may help their children to maximise positive emotions and minimise negative emotions. In addition, positive parental responses can help children to differentiate between different emotions and the different situations in which they are attached. For example, a parent will usually respond naturally to a child's mild anger at an accidental fall. However, if a child shows intense anger during play with a sibling or playmate, the parent will show clear resentment. Such differentiated responses can help children learn to understand the contexts in which emotional expression is dependent, thus contributing to children's learning to express emotions based on specific social situations (Denham et al, 1997). In terms of empirical research, early studies by Nancy Eisenberg and Susanne Denham et al. both found that mothers' non-supportive responses such as minimisation and punitiveness elicited more high-intensity negative emotional expression or avoidance in preschoolers, whereas mothers' supportive responses such as consoling coping strategies were positively correlated with positive emotional expression in preschoolers. In recent years, however, there have been some sporadic studies that have found not only direct but also indirect pathways through which parental emotional responses affect children's emotional expression. For example, a study of 4- to 6-year-olds examined the relationship between parental emotional response and emotion type and children's emotional expression (Chaplin, Cole and Zahn-Waxler, 2005). The study categorised two types of emotions: Submissive Emotion, such as Sadness and Anxiety, which reflect sensitivity to one's own personality and are less likely to affect interpersonal interactions, and Disharmonious Emotion, such as Anger, which poses a potential threat to interpersonal interactions.Findings suggest that after controlling for children's temperament and tendency to express their emotions, the more parental attention parents paid to the 4-year-old children's Conformity Emotion, the more attention they paid to their children's Conformity Emotion, the more likely their children were to express the same emotion 2 years later, but parental responses were not predictive of the frequency of children's expression of Disharmonious Emotion. Thus, it appears that different emotion types may have important implications for the direction of the relationship between parental emotional responses and children's emotional expression. However, the current number of studies in this area is scarce and the findings are fragmented, and there is still a need for further enrichment of related studies in the future.
2.2.4. The influence of parental emotional response on preschoolers' emotion regulation
There are two main perspectives that scholars use to define the concept of emotion regulation. The first view is that the process of how individuals control their emotional experiences, how they express them, and when they occur is emotion regulation (Gross, 1998).According to Gross, firstly, individuals can regulate their emotions by choosing situations that amplify or inhibit particular emotional responses. The ability to choose situations allows individuals to actively shape the situations around them to better accommodate internal and external emotional needs. Second, changing the context involves actively altering aspects of the environment in order to influence the emotional experience. This may involve changing the way one interacts with others, altering the work or study environment or adapting one's surroundings through other means to better accommodate emotional needs. Thirdly, attentional marshalling is another key point in emotion regulation and centres on directing awareness towards or away from specific emotional stimuli. Individuals adjust their attention to influence emotional experience by selectively focusing on or ignoring particular aspects. Fourthly, cognitive change involves altering thought patterns to regulate emotional responses, which may include reinterpreting situations to be viewed in a more positive, adaptive way, or adjusting responses to specific emotions through cognitive remodelling. Finally, the regulation of behavioural and physiological responses to emotions can be achieved by individuals modulating their behavioural responses not only by selectively expressing or suppressing emotions, but also by adjusting physiological responses such as heart rate and physiological activation levels. The second view is that emotion regulation is both a process and an outcome that is innate to the individual but is also influenced by the acquired environment. That is to say, emotion regulation is the process by which individuals choose to monitor, evaluate, and modify emotion occurrence, emotion experience, and expression in order to achieve desired goals (Thompson, 1991, p. 271). In addition to this, Eisenberg and Spinrad et al. consider emotion regulation as the process by which individuals elicit, maintain, and inhibit the intensity of the emergence of internal affective states or emotional behaviours in order to achieve social adaptation or personal goals (Eisenberg & Spinrad, 2004, p. 335). As can be seen above, the conceptual formulation of emotion regulation has not been harmonised.
Children's emotion regulation ability has a decisive role in influencing children's emotional competence as well as social adjustment, so naturally, the relationship between parental emotional response and children's emotion regulation ability has attracted much attention from researchers.Ahmetoglu et al (2018), Blir et al (2014), Cole et al (2009), and Rogers et al ( 2016) have all shown that supportive parental responses positively predict preschoolers' emotion regulation, while the opposite is true for non-supportive. Specifically, positive parental emotional responses typically make children more inclined to use constructive emotion regulation strategies. For example, mothers' comforting responses such as soothing, listening, or providing understanding may lead 4- to 6-year-olds to use more constructive strategies such as expressing their emotions through verbal communication, explaining, or seeking solutions to problems when faced with fearful emotions, rather than just venting, such as loud crying or aggressive behaviour to get rid of their emotions. This suggests that mothers' comforting behaviours may contribute to the development of a more positive and constructive way of regulating children's emotions. In addition to this, Morris et al et al (2007) found that positive parental emotional responses give children a sufficient sense of security to allow them to be more able to actively seek support from their surroundings in order to soothe their negative emotions, and to be more flexible in making adjustments to themselves. In contrast, when parents responded negatively to their children's emotional expressions, children were more inclined to negative emotion regulation strategies. For example, Nancy Eisenberg's team found that maternal minimising and punitive responses were positively associated with avoidant regulation and inappropriate emotion regulation strategies in preschoolers (Eisenberg et al, 1992). In addition, negative parental responses can lead children to over-repress their self-expression of emotions, not seek help from their surroundings, and thus fail to self-regulate effectively, which ultimately leads to a number of psychological problems in children (Eisenberg, Fabes and Murphy, 1996). For example, one study asked college students to recall the way their parents responded to their emotions during early childhood and explore the relationship with current emotional regulation disorders (Otwell-Dove, 2019). Results indicated that parents' supportive emotional responses in early childhood were significantly negatively correlated with their emotion regulation difficulties as adults, while non-supportive responses were significantly positively correlated, with the sadness response being the most positively correlated. In addition, a number of studies with specific samples have similarly confirmed the relationship between parental emotional responses and children's emotion regulation. For example, a study by Shipman et al (2007) explored the emotional socialisation behaviours of mothers in abusive and non-abusive families and analysed the impact of these behaviours on children's emotion regulation. The study found that mothers of abused children responded more negatively and negatively to their children's emotions, and that their children showed more disturbances in emotional control, compared to non-abused children. Moreover, in recent years, a growing number of researchers have found that the relationship between parental emotional responses and children's emotion regulation is similarly constrained by a number of other factors. For example, a study by Meyer et al (2014) focused on the potential impact of parental perceptions, expression, and processing of emotions on the development of children's emotion regulation. The study found that the way mothers responded to problems and emotional concerns was significantly and positively correlated with Submissive Venting strategies (crying, etc., to vent emotions) and not significantly correlated with Dominant Venting strategies (yelling, whacking, etc., to vent emotions) in 4- to 5-year-old children. This suggests that children's submissive emotions may receive more positive parental support, leading to more constructive psychological developmental outcomes. In addition, unlike the two types of supportive responses, Problem Attention and Emotional Attention, the supportive response of Encouragement of Expression did not seem to have a positive predictive effect on children's emotion regulation abilities in the studies of Ahmetoglu et al (2018) and Meyer et al (2014). The possible reason for this situation was analysed to be the fact that parents' persistent encouragement of children to express and vent their negative emotions may, on the contrary, deprive children of the opportunity to control their emotions and make it difficult for them to develop their own emotion regulation skills. However, the influence of factors such as the type of children's emotions and the specific way of parental response on the relationship in the above study also needs to be further verified. Children's emotion regulation is not only a result of their acquired environmental moulding, but also a process of continuous maturation of their physiological regulation ability. In other words, the development of an individual's emotion regulation ability is a process in which the environment and his or her own physiological regulation interact. In recent years, the relationship between the three has attracted the interest of researchers as they have gained a clearer understanding of the mechanism of children's physiological emotion regulation process. First of all, many studies have confirmed that the process of physiological emotion regulation in children is mainly realised through changes in two structures in the vagus nervous system: the Baseline Vagal Tone, whose main function is to maintain attention in order to keep children relaxed in a stress-free environment; and the Vagal Suppression, which is the ability of children to suppress vagal tone in an environment with external stimuli. Vagal Tone's ability to inhibit it in the presence of external stimuli. How exactly do these two structures influence the relationship between parental emotional response and children's emotion regulation?Nicole Perry et al. attempted to shed light on this process through a series of studies. Their study found that parental supportive responding was significantly and positively associated with levels of vagal inhibition in 4-year-old children (Perry et al, 2013). Vagal inhibition was a moderator of mothers' non-supportive emotional responses and emotion regulation, but there was no moderating effect of mothers' supportive emotional responses in 4-year-old children's emotion regulation (Perry et al, 2012) . At the same time, parental non-supportive responses predicted levels of vagal regulation in 5-year-olds, which in turn predicted levels of emotion regulation in 10-year-olds (Perry et al, 2020) . This study suggests that children's vagal levels can act as a buffer between parental non-supportive responses and children's emotional development. In other words, the negative effects of unsupportive parental responses were moderated by children's own strong physiological regulation, and children with strong physiological regulation were also able to show higher levels of emotion regulation in the face of negative parental responses. However, when parental responses were supportive, children's vagal levels had no moderating effect on the relationship. Of course, these conjectures require more experimental validation and theoretical analyses, and in particular, the influence of children's physiological emotion regulation on the relationship between parental supportive responses and children's emotion regulation may be a direction for researchers to focus on in the future.
2.3. The influence of teachers' emotional responses on preschoolers' emotional development
In the school system, kindergarten is the most important place for children to learn and move around. Kindergarten teachers have rich emotional interactions and exchanges with young children, and are the objects of learning and imitation for the development of young children's emotional competence; teachers' feelings and perceptions of their own and young children's emotions are closely related to young children's emotional development. Therefore, teachers are often regarded as an important factor, other than parents, influencing children's emotional development. The way teachers interact with children and language strategies, among other things, have an intervening role in helping children learn to express and control their own emotions appropriately (White, and Howe, 1998, p. 79). In the practice of early education, teachers tend to emphasise the acquisition of children's knowledge experience and conduct more cognitive education, believing that emotions are only a concomitant product of cognition and behaviour, and therefore often neglect or only unconsciously pay attention to children's daily emotional state, the process of interpersonal interactions related to emotions, as well as the expression and regulation of emotions in their lives, especially in the context of conflict events. However, in fact, young children's understanding and construction of the meaning of daily life experiences are closely related to emotional involvement. Therefore, teachers are not only the comforters and supporters of children's emotional needs, but also the educators and guides of their emotional development, and they should consciously help children to learn and acquire the skills and strategies of dealing with their emotions, so as to help them cope with the increasingly complex social environment and form a healthy psychological state. However, compared to research on the role of parents, relatively little research has been conducted on how early childhood teachers influence the development of children's emotional competence.
2.3.1. Mechanisms of teachers' emotional responses in children's emotional development
Existing studies have usually categorized early childhood teachers' emotional responses to children into positive and negative emotional responses. Ahn (2005) showed that early childhood teachers preferred to respond to children's expression of positive emotions as opposed to negative emotions. Teachers hardly ignore children's positive emotions and show the same emotions to children's expressions of happiness, pride, excitement, and fondness, and encourage children to express positive emotions through verbal reinforcement as well as behavioural responses such as interacting with, playing with, and cuddling children (Ahn, 2003). However, for various reasons, teachers often ignore children's negative emotions． There are also teachers who use criticism, punishment, threats, and restraint control to deal with children's negative emotions (Ahn, 2005). When children are experiencing sad negative emotional experiences, teachers usually use more strategies such as physical contact, empathy, and distraction to give children emotional comfort. When a child is angry, teachers give specific advice on how to deal with these negative emotions, such as guiding the child to vent his emotions through verbal expression rather than through violent behaviour, and focusing on the problem that caused the negative emotion to be resolved (Ahn, and Stifter, 2006). Currently, much of the research focuses on teachers' responses to children's negative emotions. Relatively little attention has been paid to the impact of responding to children's positive and complex emotions.
Individuals understand, monitor, and evaluate emotions, as well as reflect on and monitor the regulation process. This is the meta-emotional concept. Gohm (2003, p. 594) proposed three dimensions of meta-emotions in terms of individual differences in emotion regulation: first, clarity, which is an individual's ability to differentiate and describe a particular emotion; second, attention, which is an individual's tendency to pay attention to and give importance to an emotion; and third, intensity. Gottman, Hooven and Katz (2013) conducted a study on parents' meta-emotional concepts, emphasising the role of adults' meta-emotional concepts in the development of children's emotional socialisation. Similarly, the meta-emotional philosophy of teachers, as significant others outside of parents who influence children's development, plays an important role in the enhancement of children's emotional competence. Ersay (2007) that explored the role and influence of preschool teachers in children's emotions by analysing their emotional experiences, levels of emotional cognition, and actual socialisation practices. The study found that in terms of verbal responses to children's negative emotions, teachers with higher self-emotional awareness were more concerned with children's emotional reactions and rarely ignored children's sadness and anger. They would often comfort children． They encouraged children to discuss with each other the problems that triggered their negative emotions and focused on problem solving to help them express and regulate their emotions appropriately. Teachers with low self-emotional awareness and teachers with high negative emotion intensity pointed more to children's anger and rage-induced behaviours, hoping to respond to children by controlling or punishing children's external behaviours, and neglecting to pay attention to children's own negative emotions. In terms of teachers' behavioural responses, teachers with high self-emotional awareness were more likely to respond to children's anger by controlling or punishing children's external behaviours. Teachers with high self-emotional awareness were more likely to approach children and learn about their emotional worlds rather than keep them at a distance or stand next to them. In the area of positive emotions. Teachers with high emotional awareness often create pretend play, use stimuli, or encourage children to express positive emotions with smiles, hugs, and kisses. Thus. Teachers' attention to, understanding of, and monitoring of their own emotions may have an impact on the development of children's emotional competence.
In addition, the teacher-child relationship may also have an impact on the emotional development of preschool children. Children have access to different behavioural supports and emotional resources in their behavioural interactions with teachers, which are important for forming independent personalities, developing social competence and enhancing emotional awareness (Malik and Marwaha, 2018).Garner and Waajid's (2008) study showed that increased teacher-child relationship intimacy promotes children's emotional understanding which in turn promotes children's socialisation during activities. Teacher-child interactions have completely different social rules from parent-child and peer interactions, and building trusting and intimate teacher-child relationships and good interaction styles can have a positive effect on children's emotional expression and control. Denham et al (2003) suggest that pressure from others' evaluations, such as teachers' evaluations of children as difficult to get along with and interacting with them with such evaluations, is likely to increase children's emotional control. likely to increase children's difficulties with emotional control. However, research on the effects of teacher-child interactions on children's emotional competence is weak, and there is a need for follow-up research to further clarify the mechanisms.
2.3.2. The influence of teachers' emotional responses on preschoolers' emotional understanding
According to Ogren and Johnson (2021), there are three main factors in the generation of emotions in young children: firstly, the young children's understanding and awareness of the event, such as the young children when they see others using the teacher's belongings, they think that it is against the rules, thus generating emotions such as dissatisfaction, apprehension, discomfort, etc.; secondly, the young children's understanding of the behaviours and emotions of other people, such as the young children in a peer conflict, mistakenly believe that the other person's unintentional behaviour is an intentional attack, or perceiving that the other person has certain negative emotions, thus generating a range of experiences such as joy, anger, sadness, etc.; and thirdly, the self-control of young children, who are unable to alleviate their own or other people's emotions and do not have the skills to transform them, thus generating disorganised or uncontrollable experiences. Teachers' ability to evaluate and attribute emotions refers to a series of judgements made by teachers about the causes, processes, and behaviours that produce emotions in self and others (Chang, 2009, p. 195). Emotion appraisal also involves the attitudes and perceptions that teachers hold about emotions, and how teachers view these emotions may have a direct impact on young children's understanding of emotions. Teachers with good emotion appraisal and attribution skills are able to help young children understand the whole process of emotion antecedents and consequences, and thus better manage relationship-induced mood swings (Denham, Bassett and Zinsser, 2012).
Teachers who hold the notion that negative emotions are harmful often try to change or eliminate young children's negative emotions as quickly as possible by ignoring, distracting or punishing them; young children, by observing their teachers' attitudes and behaviours, subconsciously interpret these emotions as bad and feel ashamed of themselves for experiencing them, which affects their own ability to face their emotions correctly. Some teachers, on the other hand, have no particular attitude or intention towards the emotions of young children and let them express any emotion freely without interfering or reacting. At this time, children in the egocentric stage will attribute their emotions to others, such as "I am so angry because he stole my chair", "I hate him because he cut in the queue", and this kind of emotion attribution will lead to the inability of children to understand the reasons for the emergence of their own and others' emotions, thus preventing them from facing their emotions correctly. Such attribution will lead to children's inability to correctly understand the reasons for their own and other people's emotions, thus hindering their emotional development.
2.3.3. The influence of teachers' emotional responses on preschool children's emotional expressiveness
Teachers experience a wide range of different emotions on a daily basis, and these emotions are present throughout their day. Teachers' ability to perceive and express refers to their ability to perceive, recognise and understand their own and young children's emotions, as well as to express how they feel as a result of their emotions. Research has shown that 3-6 year olds have the ability to distinguish four basic emotions such as happy, angry, sad, and scared, but when faced with complex situations, young children are unable to perceive several emotions at once, and have difficulty accurately expressing their own or others' emotions (Serrat, et al, 2020). This requires adults to understand young children and their inner feelings, and to help them understand their own emotions and perceive the emotions of others and express them verbally, so that they can find effective ways to deal with the many different emotions they experience, and to alleviate and transfer negative emotions. Teachers who are good at perceiving and expressing emotions can capture their own emotional feelings in different situations, realise what they represent, anticipate the possible consequences of these emotions, and then express them in language to convey them to young children (Swartz and McElwain, 2012). For example, teachers with angry emotions can realise they are angry and express it, "I am very angry right now!" At this point, young children can sense the emotion the teacher is experiencing in the teacher's behaviour and speech, deepen their awareness of such emotions, and develop a memory and store the vocabulary used by the teacher in expressing the emotion. When they encounter similar emotions, they will consciously use the vocabulary to express them. In addition, teachers with well-developed emotion perception and expression are able to recognise the emotional signals of young children, think from the children's perspective, and respond appropriately and in a timely manner to the children's needs. For example, when young children in small groups are angry and in conflict with their peers, they are too young and have limited language skills to know how to express the emotions they are experiencing, and will only vent their feelings by crying, shouting, hitting, or cursing. When faced with children's seemingly "irrational" emotions or "violent" sounding language, teachers are likely to misinterpret their emotional messages if they interpret their aggression only on a behavioural level or in a literal sense. If children feel misunderstood, their hurtful behaviour or negative feelings may be exacerbated. Teachers therefore need to support and encourage children to be open about the feelings they are experiencing. For example, a teacher might say to a child who is crying, "You're sad right now," or to a child who is screaming loudly, "You're angry because someone took your toy gun away. By stating the child's emotion directly and simply or by reconstructing the child's language, the teacher can see the child's hidden emotions and help the child to correctly understand and express the emotions he or she is experiencing.
2.3.4. The influence of teachers' emotional responses on preschool children's emotion regulation
Emotion regulation and control refers to the process by which individuals adjust the intensity, persistence, and other characteristics of their emotional responses through physiological, behavioural, and cognitive changes, including changes in the emotion itself and changes in other psychological characteristics (Pena-Sarrionandia, Mikolajczak, and Gross, 2015, p. 160).Ek, Remes, and Sovio's (2004) study, by investigating the predictors of optimism associated with family environment, educational environment and work status in early adulthood in 8673 young people, found that both early family environment and educational environment significantly predicted children's level of optimism at age 31. This suggests that children's early emotional development may be related to their levels of optimism in adulthood and that home and school environments are factors that influence children's levels of optimism in adulthood. When confronted with children's negative emotions, teachers with low emotion regulation and control tended to use methods such as ignoring, threatening, and punishing children in order to suppress their emotions as quickly as possible. Teachers with high emotion regulation and control skills, on the other hand, were more willing to face children's negative emotions positively and help children transform or weaken their negative emotions through various techniques. For example, teachers gently guided children to express themselves and showed that they could give them support and comfort. When toddlers have intense emotions, teachers can convey confidence and reassurance to them by holding their hands and gently stroking their backs. In this case, the toddlers' intense emotions were effectively relieved and their emotional feelings were reconstructed from the teacher's modelled behaviour. As a result, the toddlers further realised that they could regulate their emotions through self-soothing, seeking help from others and regulating their cognition, thus mastering the methods of emotion regulation.
2.4. Conclusion
It can be found from the above review that most of the related studies support that positive emotional responses from parents and teachers will have a positive impact on preschool children's emotional development; while more empirical studies are needed to explore whether negative emotional responses will have an unfavourable impact on children's emotional development. Unlike the growing environment of young children under the age of 3, which is basically the home, the growing environment of children between the ages of 3 and 6 is more complex. The kindergarten environment involves more interpersonal relationships, social interactions and larger organisational structures. In schools, young children interact with multiple teachers and peers and learn a variety of new social and emotional skills, and such complexity and diversity may make it necessary for researchers to consider additional factors. In addition, there may be some challenges to studying teachers' emotional responses. For example, it may sometimes be difficult to control for variables in the school setting, as there may be differences between classrooms and schools, while the composition of teachers and students may be constantly changing. As a result, there has been relatively little research on the role of teacher emotional responses in children's emotional development compared to research on the impact of parental emotional responses on children's emotional development. Given the interactions between school and home in young children's lives, understanding the dynamics between the two is critical to a comprehensive understanding of young children's emotional development. Teachers' and parents' emotional responses may interact with each other to shape young children's emotional development, but the mechanisms of their interactions currently need to be interpreted by more research.
3. DISCUSSION 
3.1 Introduction
By reviewing the effects of parents' and kindergarten teachers' emotional responses on preschool children's emotional development, it can be found that scholars have conducted more research on parents' emotional socialisation related to young children, while there are relatively few studies on teachers' emotional development with young children, especially preschool children. Moreover, most of the research related to the effects of adult emotional responses on young children focuses on Western countries, with the majority of them being of European and African descent, and there are fewer studies related to Asian countries. Most of the current research supports that positive emotional responses from parents and teachers have a positive effect on the development of preschoolers' emotional competence such as emotional understanding, emotional expression, and emotional regulation. However, there are also studies that point out that appropriate non-supportive responses from adults may not negatively affect the development of young children's emotional competence, and may even be beneficial to young children's emotional development. It is important to note that every family, every classroom, and every child is unique, and thus there are multiple factors that influence the emotional development of preschoolers. While holding supportive emotional response strategies parents and teachers can provide important support for the development of children's emotional competence, there are other factors, such as the home environment, school environment, peer relationships, and socio-cultural factors, that can also have an impact on children's emotional development. In Eisenberg's (2000) theoretical model, child age, emotion type, gender, and child temperament are all potential moderators in the relationship between both adult emotional coping and child emotional development. Therefore, the interplay of these multiple factors should be taken into account when developing strategies to support preschoolers' emotional development in order to promote children's emotional competence development more comprehensively. Meanwhile, future research could enhance in-depth exploration of emotional socialisation in Asian countries and other cultural contexts to provide more generalisable theoretical and practical guidance.
3.2. The influence of parental emotional responses on preschoolers' emotional development
In terms of early empirical research on parental responses and children's emotional development, almost all of the research samples focused on people of European descent. In recent years, researchers have begun to increase the number of studies on people of African, Asian, and Indian descent.A study by Nelson et al (2013) found that children of African parents who discouraged negative emotional expression in their 5-year-old children had better emotional and social competence, while this association was not found in the European group. Another study found that when parents used negative responses such as minimisation and punishment, African-American offspring recalled less childhood hurt and shame and felt more love than European-American offspring (Leerkes, Supple and Gudmunson, 2014). In relation to European versus Asian cultural samples, one study found that European parents were more encouraging of their children's emotional expression, whereas Asian parents tended to suppress their children's emotional expression, which resulted in Asian children displaying more intense emotional distress (Le, Berenbaum and Raghavan, 2002). This may predict that Asian children, like African American children, are able to show some resilience to appropriate emotional suppression in response to non-supportive parental responses. With regard to positive parental responses, there are a few sporadic current studies that have found differences in positive parental responses across cultures, but no studies have yet explicitly confirmed the moderating effects of culture and ethnicity in this context. Overall, it seems that more typical and local studies are needed in the future to explore the effects of parental emotional responses on children's emotional development, such as those in Asian countries and African countries. In terms of personal experience, in China parents generally pay more attention to their children's cultural education and consider academic performance to be very important, while often neglecting their children's emotional education. In addition, compared with developed countries, Chinese parents often have to bear greater social and economic pressures, which may result in them not having enough time and energy to study how to respond properly when their children cry, and are also more likely to become impatient, angry, and other emotional responses to their children's expression of non-negative emotions. Of course, there is no systematic research to confirm the impact of these issues, and empirical studies are still needed to confirm the above issues in the future.
In addition to culture and ethnicity, which may influence parental emotional responses and children's emotional development, gender may also have an impact on how parents respond emotionally. Children are able to differentiate and show different styles of emotional expression early on, for example, girls are more likely to express sadness and boys are more likely to show anger (Fivush et al., 2000). This gender difference is an important element in children's emotional socialisation. Parents' unintentional or intentional, subtle or explicit awareness of gender socialisation in parent-child emotional interactions has a significant impact on gender differences in children's emotional development. Thus, child gender is theorised to have an important influence on the relationship between parental emotional responses and children's emotional development. Although research has found that parental emotional socialisation does show significant gender differences in terms of frequency of responses, strategies, and acceptance of certain emotions, only a few studies have explicitly explored the impact of such differences on children's emotional development.Chaplin, Cole and Zahn-Waxler's (2005) study selected a typical European cultural sample to explore the role of gender in preschool children's emotional development. that explored the moderating effects of preschoolers' gender in parents' emotional responses and children's emotional expression. The findings of the study showed that parents paid more attention to Submissive Emotions in girls and more attention to Disharmonious Emotions in boys, so that girls expressed more Submissive Emotions and boys showed more Disharmonious Emotions.The reason for this may be that The reason for this may be that females tend to express more Submissive Emotions such as Sadness, Anxiety, etc., which are not destructive to interpersonal relationships, whereas males are more independent and even aggressive, and tend to express more Disharmonious Emotions such as Anger, etc. This difference in parental perceptions of gender emotion expression may be subconsciously transmitted to children, thus causing them to express more Submissive Emotions than Disharmonious Emotions. Thus, children's emotional expression shows obvious gender role differences. In addition, children of different genders may have different sensitivities to parental emotional responses, which may result in different levels of influence on children's emotional development, especially non-supportive parental responses. One study found that parental non-supportive responses significantly predicted the expression of negative emotions in girls but not boys (Denham et al, 1997). Girls are more likely to be emotionally vulnerable than boys when both parents show negative emotional responses such as minimisation and punishment (Perry et al, 2017). These studies suggest that girls appear to be more susceptible to parental socialisation, which may be explained by the fact that girls are more sensitive to interpersonal interactions and their emotional development is more dependent on parent-child emotional interactions. In addition, culturally assigned gender roles for men and women have led to different positioning and roles for parents in parent-child emotional interactions in the family, and as a result, both parents may have different roles in children's emotional development.Denham, Bassett and Wyatt (2010) suggest that mothers' role in family emotional parenting is that of an emotional gatekeeper, with more frequent and more varied expressions of emotion than fathers', types of emotions than fathers, and more accurately responds to children's emotional responses as a way of enhancing harmonious relationships between family members, while fathers act more as enthusiastic playmates and disciplinarians. This role profile suggests that the emotional responses of mothers in the family may have a greater impact on children's emotional competence. The literature search did reveal that most of the early empirical studies included samples of mothers only. With the recognition of the unique role of fathers, some studies have begun to include fathers and have shown that there are indeed many differences in parental emotional responses, with the more consistent difference being that mothers are more supportive in responding to their children's emotions, and fathers are more non-supportive in their responses. However, no research has explicitly and systematically explored the moderating effects of parental gender on the relationship between these differences on children's emotional development.
With a deeper understanding of the gender dynamics of parenting, some researchers have begun to question the common problems of previous studies: examining only the separate effects of fathers or mothers on children's emotional development in isolation, or simply superimposing parental emotional response assignments into a total value. As a result, some researchers have suggested that the family should be viewed as a hierarchical organisational system in which mother-child and father-child relationships and patterns of interaction interact with each other, and that parental influences on children are not simply superimposed effects, but may contain more complex patterns. In this perspective, McElwain, Halberstadt and Volling (2007) proposed three specific modes of action: firstly, An Additive Model, in which the same way of responding by both parents has a cumulative effect on children's emotional development; and secondly, A Buffering Model, in which a low-supportive response by one parent can be countered by a highly supportive response is buffered by the other parent's high-support response, and children's emotional development is higher than that of children with both parents' high-support responses; and A Divergence Model, in which children benefit from different types of parental responses. This empirical study used a variable-centred analytic approach to analyse the relationship between parental emotional responses and 4- to 5-year-old children's emotional comprehension, and the findings partially support the Divergence Model. As the variable-centred analytical approach could not describe in depth the complex interconnections and mechanisms of action between the variables under the family systems theory, Miller-Slough et al (2016) adopted an individual-centred analytical approach using K-mean clustering analysis to distil three modes of action: firstly Supportive, which manifests itself as a combination of high levels of supportive mothers and low levels of non support and moderate levels of support and low levels of non-support from fathers; Second, Not Supportive, which is a slightly above average level of non-support and low levels of support from mothers and low levels of support and non-support from fathers; and Third, Father Dominant, which is characterised by moderate levels of support and non-support from mothers and high levels of support and non-support from fathers. In contrast to the empirical findings of McElwain, Halberstadt and Volling (2007), the empirical findings of Slough, et al (2016) showed better social competence of children aged 8-12 years old with high supportive responses from both parents than divergent patterns. The inconsistency in the findings may be due to the fact that the latter had a larger sample age, as well as a different method of analysis and exploring different aspects of children's development. Both parent and child gender have an impact on the relationship between parent and child as interacting agents of emotional socialisation. Some of the current research confirms the interactive effect of gender on parental emotional responses, for example, Brown, Craig and Halberstadt (2015) found that fathers were more likely to respond negatively to girls' emotions and mothers were more supportive in responding to girls' emotions in European and African-American cultures. And there are cultural differences in parents' emotional,responses to boys: mothers responded more supportively than fathers among European-origin boys, while fathers responded more supportively among African-origin boys. However, studies by Shortt et al (2016) and Denham, Bassett and Wyatt (2010) failed to find a cross-influence of gender. The inconsistency of the findings suggests that the cross-cutting effect of gender needs to be further validated, in addition to the fact that its cross-cutting effect may be influenced by other factors such as ethnicity and culture.
3.3. The influence of teachers' emotional responses on preschoolers' emotional development
There are differences in how emotions are expressed and understood across cultures; some cultures may be more focused on expressing positive emotions, while others may be more focused on controlling and suppressing them (Ford and Mauss, 2015). Different races and cultures imply different socio-cultural experiences and expectations, and individuals living in them need to accept and obey these codes of behaviour. As a result, individuals' behavioural patterns and emotional traits are inevitably culturally imprinted. In the process of children's emotional socialisation, teachers are the most important role in children's emotional development apart from parents, so culture may also influence teachers' responses to young children's emotions.Xu and Klassen (2023), by examining the emotional experiences of Chinese and British teachers working at a British university when faced with students' disruptive behaviours, found that teachers from China experienced a higher level of emotional distress in this kind of situation. situations experienced higher levels of negative emotions such as anxiety and shame.Chen et al (2023) compared the job stress and burnout of early education teachers from China, Ghana and Pakistan and found that Chinese teachers were the most likely to feel job stress and had the highest levels of burnout among these three countries. Traditional Chinese culture emphasises teaching to the test and places a higher value on academic achievement. In this culture, education is seen as an inhibited way to help students succeed. As a result, Chinese early childhood teachers tend to focus more on academic achievement, and their energy may be more focused on academics, with a certain amount of neglect in caring for children's emotions to a greater or lesser extent. In addition, China's population is relatively large, and many Chinese kindergartens have 40-50 children in a single classroom with 3-4 kindergarten teachers. In this case, the classroom environment is more chaotic and the teachers will focus more on completing basic tasks and maintaining discipline than on having enough time and patience to relate to children's emotional development. In addition to this, the working environment, workload, salary package, etc. may be the influencing factors of the early childhood teachers' own emotions. Therefore, cultural factors not only affect the emotional interaction between teachers and children, but also the individual teachers' emotional experience and focus of emotional attention. Increased attention to children's emotional development needs to be accompanied by consideration and understanding of teachers' emotional experiences and work environments in different cultural contexts in order to better support teachers' emotional well-being and enhance the quality of their education.
Eisenberg, Spinrad and Cumberland (1998) showed that adults have different role expectations for boys' and girls' emotional expression. Therefore. Gender also influences teachers' responses to children's emotional expressions. It has been shown that aggressive behaviour is more pronounced in boys than in girls in the early years (Chaplin and Aldao, 2013).Ahn and Stifter (2006) found that early childhood teachers are generally more likely to encourage positive emotional expression in girls; in terms of negative emotional experiences, teachers tend to use strategies such as physical contact and distraction to Responding to girls. For boys, teachers are more likely to use empathy and lead them to use constructs. This is because boys are more likely to cry and get angry. They need to learn to control their emotions more. Due to gender differences, children's psychological development and behavioural styles have their own characteristics, and there are differences in teachers' role expectations for boys and girls. Therefore, teachers should adopt different response strategies for children of different genders in order to promote the development of children's emotional competence more appropriately and effectively.
3.4. Reflective Practice
As a mother of a 3-year-old boy in China, I have not only experienced the emotional ups and downs of children in my early parenting journey, but have also worked hard to create a warm and supportive family environment by continuously learning and adjusting my own emotional responses. Below are some personal reflections and practices on the impact of parents' emotional responses on preschoolers' emotional development.

In my early parenting as a new mother, I could not help but notice that as a child grows older, his emotional expression and strategies for regulating it, among other things, show new changes; his emotional expression becomes richer and more complex, and this change is apparent in the ups and downs of his emotions. If parents can perceive these changes and use matching response strategies accordingly, then the child can achieve better emotional development and vice versa. As a mother, I am often caught in a state of inaction about the moments of my child's emotional ups and downs. And it was this experience that prompted me to choose to focus on the critical period of emotional development in early childhood, specifically the period between the ages of 3 and 6. Through reviewing the relevant literature, I realised the significance of this period for children's emotional awareness, emotional expression and the formation of emotional responses to the social world. Children are at a sensitive stage of emotional development during the period from 3 to 6 years of age. This is a critical period when children begin to develop emotional awareness, learn to express emotions effectively, and form emotional responses to the external world. Much of the current empirical research has also focused on samples of 3- to 6-year-olds, who are experiencing a rapid development of autonomy and controllability in emotion regulation as they move from simple to mixed emotion expression and understanding. This means that parental emotional responses must be flexibly adapted as children change in order to better support the development of their emotional-social competence.A study by Mirabile, Oertwig and Halberstadt (2018) found that for 3- to 4-year-olds, supportive parental responses predicted better emotion regulation and fewer emotional problems, while For 5- to 6-year-olds, supportive parental responses instead failed to lead to the development of emotional-social competence. In addition, a study selected children aged 5 to 7 years old to explore the correlation between their parents' emotional responses and children's externalising behavioural problems (Nelson and Boyer, 2018). The results of the study showed that maternal non-supportive emotional responses positively predicted outward behavioural problems in 5-year-old children, however, for 7-year-old children, the findings were the opposite. This implies that supportive parental emotional responses may have a more pronounced positive role in the emotional development of younger children. At this stage, children are emotional learners who learn how to understand and express emotions through observation, experience and engagement, and this early experience plays a decisive role in children's overall development. Parental emotional responses are particularly important at this stage. The home environment is the hotbed of children's emotional development, and parental emotional responses are one of the key factors in shaping this hotbed. A positive and supportive family emotional environment helps to promote children's emotional awareness and expression. Parents' emotional response is not just a simple response to external stimuli, but also a way of understanding and responding to children's emotional needs, which is a bridge to build parent-child relationships in emotional communication. Empirical studies have shown that parents' positive emotional responses can lead to better understanding and expression of children's emotions. For example, when parents show understanding and support when children express negative emotions, children are more likely to learn to respond effectively to negative emotions rather than suppressing them or displaying inappropriate behaviour (Morris et al, 2007). This supportive emotional environment helps to develop children's emotional intelligence, enabling them to better understand their own emotions and those of others, and thus to better adapt to their social environment. On the other hand, parents' emotional responses may also have a negative impact on children. When parents fail to understand or respond appropriately to children's emotions, it may lead to suppression or inappropriate expression of children's emotions. Children in such situations may feel helpless, unappreciated, and develop negative perceptions of emotional expression (Brody, Stoneman and Gauger, 1996). Thus, parents' emotional responses are not only a response to children's emotions, but also shape their psychological well-being. During this critical period, I am deeply committed to my responsibility as a mother to create a positive and supportive emotional environment that promotes good emotional development in children. This means that in my daily parent-child interactions, I need to learn to better understand and respond to my child's emotions, and provide him with a safe and accepting space where he can freely express his inner feelings. Therefore, through my review study, I hope to delve into the importance of parent/teacher emotional responses on children's emotional development during the critical period of 3-6 years old. My aim is not only to focus on the findings in the existing studies, but also to explore educational methods, such as emotional education and emotional parenting, for application in practice so as to better guide children through this critical period of emotional development.
After researching and reading previous literature, I felt that as a mother, my emotional responses could have a profound effect on my son's emotional state. I came to realise that I needed to remain calm and rational when my son was facing challenges or expressing negative emotions. This realisation did not happen overnight, but gradually developed through observation and reflection on my own behaviour. Looking back, I often acted overly stressed out when my son encountered problems. For example, when he encountered difficulties in his life and broke down emotionally and cried, I usually felt a sense of urgency at the first instance and was eager to stop such crying and to find a solution for him quickly to calm him down. I may get overly emotional and try to quickly remove his distress at the expense of developing his ability to cope with the problem on his own. This nervous and impatient reaction, while coming from a place of concern for my son, may not be what he really needs at that moment. After delving into the literature on the emotional development of preschoolers, I gradually came to understand that what children need when facing challenges is calm and rational guidance from their parents, not excessive intervention. So, after a series of reflections, the first step in my practice was to adjust my personal way of responding to my child's negative emotions when they arise.
In my personal adjustment, I started to try to stay as calm as possible when my son is facing problems. When he cries and confides in me or loses his temper, I try to listen quietly first and try to give him enough space to express his inner feelings. I found that this calmness helped me to better understand the dilemma he was facing and to see things from his perspective. As an example, one day my son was feeling frustrated because of a minor conflict in kindergarten, and he confided in me at bedtime about what was troubling him. In the past, I might have immediately given advice or solutions that I thought would help. But on reflection, I chose to listen calmly first. I asked him about the details of the incident, enquired about his feelings, and explored possible solutions with him. Through this exchange, I could clearly feel a deeper sense of trust between us and a better understanding of my child's inner experience. In my daily interactions, I began to focus on listening to and understanding his emotional expressions, and gradually became more open to understanding his thoughts. Whether it was laughter or frustration, I tried to work on providing an open space where he could freely express his feelings without fear of being criticised or ignored. This was especially evident when he faced a minor setback. One day, when he was frustrated because he couldn't cut the shapes he wanted with the scissors, I chose to respond in a different way than I had in the past. Before, I would have just reassured him, telling him to take his time, not to rush, and that everything was okay. And now, I decided to listen to his feelings first. I said, "You're upset, aren't you?" He nodded and slowly began to calm down, gradually reducing the frequency of his crying. I continued, "You can tell me what's going on and why you're upset, and Mummy is here and will help you." He then began to describe the problem he was having with the paper cutting, and I understood his frustration in his description. After he had fully expressed himself, I then offered to discuss the solution to the problem with him. This experience made me realise that by listening and understanding, I was able to better connect with him emotionally and teach him ways to deal with negative emotions. Now, every night before we go to bed, we share what we were happy and unhappy about during the day. Not only does he share with me what happened during his day, but I also share with him what happened during my day and what I feel confused about. This sharing is not limited to the expression of negative emotions, but also includes the sharing of positive emotions. In the process, I tried to encourage his expression as much as possible and judge his performance as little as possible. After two months of this behaviour, it became clear to me that he was more precise in describing his emotional reactions and, based on the results of previous conversations, began to try to categorise and control his emotions. For example, his description gradually changed from "A child stole my toy and I was very upset" to "A child fought with me for the toy and I was very angry at first, but then I went to play with other toys and I wasn't angry anymore". Moreover, I observed that as he became more and more skilled at expressing his emotions verbally, his habitual physical behaviours such as stomping, slapping, and dropping things when he was angry or in a hurry decreased in frequency. Therefore, I believe that bedtime talk is a very effective way to increase parent-child communication, through which children can gradually learn how to express their inner feelings with words rather than simply with behaviour. And, personally, in my interactions with my son, I find myself not only teaching him to express his emotions, but also learning a lot from him. His naïve and straightforward way of expressing his emotions has renewed my awareness that emotions should be natural and real, not confined or modified. His happiness, anger, sadness, every emotion was so pure and direct without any socialised modifications. This made me reflect on how adults often repress and adjust their emotions during the socialisation process. We tend to change the way we express our emotions because of external expectations and norms, whereas children are able to display the true emotions of their hearts unabashedly. In my time with my son, I have learnt the importance of accepting and respecting every emotion. His expression of emotions became an opportunity for me to re-examine my own concept of emotions. I began to pay more attention to expressing my emotions and stopped suppressing my true emotional experiences because of social expectations. Not only did this encourage me to be more authentic with myself, it also created an environment for a closer emotional connection with my son. Through continuous reflection and practice, the topic of "Parental Emotional Reactions on Preschoolers' Emotional Development" has become more relevant to my life. I am aware of my responsibility in my son's emotional development and recognise that parenting is a continuous learning journey. The process is not static, but rather dynamic and interactive. By observing my son's growth and constantly reflecting and adjusting my approach, I hope to create a loving, understanding and supportive environment for my son to grow up in and help him grow up healthy and happy. I look forward to spending more quality time with him in the future.
In China, parents generally pay more attention to their children's academic performance and traditional cultural education, and relatively less to emotional education. This phenomenon is influenced by a combination of factors, including cultural traditions, social expectations, and the education system. Chinese culture emphasises high academic standards, which to some extent shapes parents' priority focus on their children's education. Chinese parents generally believe that it is through academic excellence that their children will have better opportunities for future development. This notion is rooted in Confucianism in traditional Chinese culture, which focuses on the accumulation of knowledge and academic success, and sees academics as the key to a child's success. As a result, Chinese parents are more inclined to focus their limited attention and resources on learning traditional subjects, often neglecting the importance of emotional education. In addition, society's definition of success also influences Chinese parents' educational orientation to a certain extent. In the traditional Chinese view, success is usually defined as obtaining a high level of education, pursuing a traditional career, and achieving a high social status. This definition has led parents to focus more on developing their children's cognitive abilities, while relatively neglecting the important role of emotional intelligence for success and happiness. The education system is also an influential factor. China's education system focuses on teaching to the test, and students need to spend a lot of time and energy on test-taking and subject learning. This has led parents to focus more on how to make their children excel academically and relatively less on emotional education. However, in recent years, there has been a gradual increase in society's concern for mental health, especially in the face of rising suicide rates among middle and high school students. This has led the education sector to pay more attention to students' mental health, and this attention is gradually developing at a younger age. Against this backdrop, the introduction of "emotional intelligence" programmes by early childhood education institutions and kindergartens has become a notable trend. These programmes aim to help children better understand and manage their emotions, and develop their social skills and emotional intelligence through practical cases and role-playing. In the future, it is hoped that society and the education system will pay more attention to the needs of children's all-round development and provide them with more support and resources so that emotional education can be better integrated and developed. At the same time, parents can also understand the importance of emotional education and gradually adjust their educational orientation to provide more comprehensive support for their children's holistic development.
3.5. Conclusion
Overall, there are still many unanswered questions about the relationship between parental and teacher emotional responses and children's emotional development, such as whether parental and teacher emotional responses have an equal or greater influence on children's emotional competence, and what are the direct modes of action of parental and teacher emotional responses? What is the direct mode of action of parental and teacher emotional responses? Do differences in the roles of parents and teachers affect all or some aspects of children's emotional competence? Is there a crossover effect between the two roles? If so, what differences in children's emotional development result from the crossover effects? A large body of future research is needed to continually validate the above series of questions.
4. CONCLUSION AND RECOMMENDATIONS 
In summary, this study reviewed scholars' previous work on the effects of parents' and teachers' emotional responses on preschool children's emotional development through a literature review. Overall, positive adult emotional responses have a positive effect on children's emotional expression, emotional understanding, and emotional adjustment abilities, although this effect is interacted with a variety of other influences. Currently, the majority of studies have examined the effects of adult emotional responses on children's emotional development from only one or two aspects. However, the fact is that the family and kindergarten, as an organised ecological assemblage, contains many sub-assemblages, such as parent-marriage relationship, parent-child relationship, teacher-child relationship, peer relationship, and physical environment. For children, each of these sub-systems interacts with each other to influence their emotional development. Therefore, in the future, it is necessary to further validate the influence of multiple subsystems in the family and school on preschool children's emotional development from the perspective of Family/School Systems Theorists, in order to expand the multiple pathways of the relationship between the three. In addition, parents' and teachers' emotional responses and children's emotional development are mutually reinforcing processes. Children are conscious and active beings, and the development of children's social skills and social behaviours affect the development of parents' and teachers' own emotional socialisation.Eisenberg (1994) noted that children's emotional feedback during parent-child emotional interactions affects parents' emotional responses. Unfortunately, almost all past studies have explored only the unidirectional effects of parental emotional responses on children's emotional development, ignoring the interactions between the two. Recently, some researchers selected a sample of 3-5 year-old children to explore in detail the effects of dynamic synchronous interaction between parents and children on the relationship between parental emotional responses and children's emotions, and the results suggest that the dynamic synchronous interaction between parents and children does not have a mediating effect, but plays an indirect role, and that the degree of synchronous interaction between parents and children may be the point of reference for whether parental emotional socialisation can have an impact on children's emotional development. The degree of synchronised parent-child positive emotion interactions may be the point at which parental emotional socialisation has an effect on children's emotional development. Thus, the importance of parent-child or teacher-child dynamic emotional interactions may be greater than the researchers assumed, and more attention could be paid to this issue in the future.
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(this box should expand as you type)


	
	Does your research relate to one or more of the seven aims of the Well-being of Future Generations (Wales) Act 2015?
	YES
	NO

	12
	A prosperous Wales
	☐
	☒

	13
	A resilient Wales
	☐
	☒

	14
	A healthier Wales
	☐
	☒

	15
	A more equal Wales
	☐
	☒

	16
	A Wales of cohesive communities
	☐
	☒

	17
	A Wales of vibrant culture and thriving Welsh language
	☐
	☒

	18
	A globally responsible Wales
	☐
	☒

	19
	If YES to any of the above, please give details:

	
	(this box should expand as you type)


SECTION F: Scope of Research Activity

	
	Will the research activity include:
	YES
	NO

	1
	Use of a questionnaire or similar research instrument?
	☐
	☒

	2
	Use of interviews?
	☐
	☒

	3
	Use of focus groups?
	☐
	☒

	4
	Use of participant diaries? 
	☐
	☒

	5
	Use of video or audio recording?
	☐
	☒

	6
	Use of computer-generated log files?
	☐
	☒

	7
	Participant observation with their knowledge?
	☐
	☒

	8
	Participant observation without their knowledge?
	☐
	☒

	9
	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	10
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	11
	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	12
	Investigation of participants involved in illegal activities?
	☐
	☒

	13
	Use of procedures that involve deception?
	☐
	☒

	14
	Administration of any substance, agent or placebo?
	☐
	☒

	15
	Working with live vertebrate animals?
	☐
	☒

	16
	Procedures that may have a negative impact on the environment?
	☐
	☒

	17
	Other primary data collection methods. Please indicate the type of data collection method(s) below.
	☐
	☒

	
	Details of any other primary data collection method:

(this box should expand as you type)
	
	


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants

If there are no participants then do not complete this section, but go directly to section H.

	
	Who are the intended participants:
	YES
	NO

	1
	Students or staff at the University?
	☐
	☒

	2
	Adults (over the age of 18 and competent to give consent)?
	☐
	☒

	3
	Vulnerable adults?
	☐
	☒

	4
	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)
	☐
	☒

	5
	Prisoners?
	☐
	☒

	6
	Young offenders?
	☐
	☒

	7
	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	8
	People engaged in illegal activities?
	☐
	☒

	9
	Others. Please indicate the participants below, and specifically any group who may be unable to give consent.


	☐
	☒

	
	Details of any other participant groups:

(this box should expand as you type)
	
	


	
	Participant numbers and source

Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	10
	How many participants are expected?


	One
(this box should expand as you type)

	11
	Who will the participants be?


	myself
(this box should expand as you type)

	12
	How will you identify the participants?
	(this box should expand as you type)


	
	Information for participants:
	YES
	NO
	N/A

	13
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☐
	☐
	☒

	14
	Will you tell participants that their participation is voluntary?
	☐
	☐
	☒

	15
	Will you obtain written consent for participation?
	☐
	☐
	☒

	16
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☐
	☐
	☒

	17
	If the research is observational, will you ask participants for their consent to being observed?
	☐
	☐
	☒

	18
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☐
	☐
	☒

	19
	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☐
	☐
	☒

	20
	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☐
	☐
	☒

	21
	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☐
	☐
	☒

	22
	If NO to any of above questions, please give an explanation 

	
	(this box should expand as you type)


	
	Information for participants:
	YES
	NO
	N/A

	24
	Will participants be paid?
	☐
	☒
	☐

	25
	Is specialist electrical or other equipment to be used with participants?
	☐
	☒
	☐

	26
	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	27
	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☒
	☐

	28
	If YES to any question, please provide full details 

	
	(this box should expand as you type)


SECTION H: Anticipated Risks


	Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 


	

	1
	Full risk assessment completed and appended? 
	Yes 
	☒

	
	
	No
	☐

	2
	Risks to participants
For example: sector-specific health & safety, emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	
	Risk to participants:

This study took the form of a literature review + self-reflection, so the anticipated risks to be considered are in the self-reflection section. In the self-reflection section, where I am both the researcher and the participant, the anticipated risks that I may have to consider are feelings of loss, guilt, etc. as a result of finding out that I did not do a good job, or self-doubt during the research process.
(this box should expand as you type)
	How you will mitigate the risk to participants:

Because I have already thought about these issues in advance, I will psychologically de-escalate myself when these negative issues arise, including the fact that no one is perfect and that the purpose of research is to learn from experience and make future behaviour better, rather than to criticise previous behaviour, etc.
(this box should expand as you type)

	3
	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
	No sensitive, embarrassing or upsetting topics

 (this box should expand as you type)

	4
	Risks to the investigator
For example: personal health & safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	
	Risk to the investigator:

Prolonged reading activities may pose a number of potential risks to the investigator's physical health. These include eye strain, neck and back discomfort, postural problems due to poor sitting posture and lack of exercise due to prolonged sitting.

Also, in order to avoid allegations of academic misconduct during the research process, investigators should take care to mitigate the risk of academic misconduct and maintain good academic ethics.

(this box should expand as you type)
	How you will mitigate the risk to the investigator:

Ensure that the investigator takes regular breaks during long periods of reading by getting up and walking around every so often (e.g. every hour) and performing some simple stretching exercises. Maintain good posture and choose appropriate lighting conditions during reading.

Ensure that the content of the literature review is based on your own analysis and summary and avoid plagiarism of the work of others; ensure that previous research is properly cited and referenced in the literature review, following appropriate citation norms and academic ethical guidelines; maintain close collaboration and communication with your supervisor and accept their guidance and advice; continuously reflect on your actions and decisions during the research process and regularly review and review your work to ensure that the code of academic ethics is followed and that any potential problems are rectified in a timely manner.
(this box should expand as you type)

	5
	University/institutional risks
For example: adverse publicity, financial loss, data protection

	
	Risk to the University:

No risk to the University

(this box should expand as you type)
	How you will mitigate the risk to the University:

(this box should expand as you type)

	6
	Environmental risks
For example: accidental spillage of pollutants, damage to local ecosystems

	
	Risk to the environment:
No risk to the environment
(this box should expand as you type)
	How you will mitigate the risk to environment:

(this box should expand as you type)


	
	Disclosure and Barring Service

	
	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES


	NO


	N/A



	7
	Does your research require you to hold a current DBS Certificate?
	☐
	☒
	☐

	8
	If YES, please give the certificate number. If the certificate number is not available please write “Pending”; in this case any ethical approval will be subject to providing the appropriate certificate number.
	


SECTION I: Feedback, Consent and Confidentiality

	1
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
	(this box should expand as you type)

	2
	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
	(this box should expand as you type)

	3
	Confidentiality / Anonymity

Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
	(this box should expand as you type)


SECTION J: Data Protection and Storage

	
	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	1
	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person. Any video or audio recordings of participants is considered to be personal data.
	☐
	☒

	
	If YES, provide a description of the data and explain why this data needs to be collected:

	2
	(this box should expand as you type)

	
	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	3
	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	☐
	☒

	
	If YES, provide a description of the special category data and explain why this data needs to be collected:

	4
	(this box should expand as you type)



	Will data from the research activity (collected data, drafts of the thesis, or materials for publication) be stored in any of the following ways?
	YES
	NO
	

	5
	Manual files (i.e. in paper form)?
	☐
	☒

	6
	University computers?
	☐
	☒

	7
	Private company computers?
	☐
	☒

	8
	Home or other personal computers?
	☐
	☒

	9
	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☐
	☒

	10
	“Cloud” storage or websites?
	☐
	☒

	11
	Other – specify:


	☐
	☒

	12
	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of backup procedures, password protection, encryption, anonymisation and pseudonymisation:

	
	(this box should expand as you type)


	
	Data Protection

	
	Will the research activity involve any of the following activities:
	YES
	NO

	13
	Electronic transfer of data in any form?
	☐
	☒

	14
	Sharing of data with others at the University outside of the immediate research team?
	☐
	☒

	15
	Sharing of data with other organisations?
	☐
	☒

	16
	Export of data outside the UK or importing of data from outside the UK?
	☐
	☒

	17
	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐
	☒

	18
	Publication of data that might allow identification of individuals?
	☐
	☒

	19
	Use of data management system?
	☐
	☒

	20
	Data archiving?
	☐
	☒

	21
	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and Data Protection Act (2018) (and any international equivalents, where appropriate):

	
	(this box should expand as you type)

	22
	List all who will have access to the data generated by the research activity:

	
	Just myself
(this box should expand as you type)

	23
	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
	me
(this box should expand as you type)

	24
	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
	(this box should expand as you type)

	25
	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
	(this box should expand as you type)

	26
	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)
	YES
	☒

	27
	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	☒
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