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    l'eer relations  is one  of  the most  active  research  fields in educational  psychology  and  developmental

psychology  in japan, The  present  article  provides  a  brief-review of  Japanese peer-relations studies  in

the  last decade from 4 different perspcctix,es: (1) formation anc]  development of  peer  relations  and

friendships: formation ef peer  relations,  social  status,  friendships during  adolescence,  and  group  culture,

(2) soc{al  behavior and  peer  relations:  internalizing problem  behavior, externalizlng  problern  behavior,

and  social  skills, (3} cognitive  aspecLs  of peer  relations:  intent attribution,  generation  and  estiination  of

response  strategies,  and  goal  setting  and  st,rategy  choice,  and  (4) emetion  regulation  and  peer  relations.

The  research  agenda  of  Japanese peer-relation studies  is also  discussed.

    Key  "r'ords : social  development, social  behavior, social  skil]s, social-information  processing,

etnotiun  regulation

    Peer relations  is one  of  the most  active  research

fields in educational  ps},･chology ancl  development,al

psychology  in Japan. Children's maladjustment  to

peer  relations,  including bullying and  school  non-

attendance,  has become  a  scric)us  preblem,  and,  as a

result,  there has been a growing interest in peer  rela-

tions studies.

    Japanese research  un  peer relations  started  in the

1980's. During the 1990's, the field developed corre-

sponding  to the development of  research  in this area  in

the  tJnited States (Nukazawu, 1996).

    The  present author  is a co-editor  oi a  book,

published  in English, titled APPIied DevegoP,7?.e,ntal

RsychotQg]L,: 71zeorp', Practice, and  Research I)'om ltrPan

(Shwalb, Nakazawa,  &  Shwalb,  2n05), that introduces

"'estern readers  to Japanese psychologists' research.

However,  in the section  of  the book  on  peer  relations,

only  three psychologists' studies  could  be included.

The  present  article  reviews  and  discusses more  exten-

sively  peer  relations  research  papers  published  in

Japanese academic  journals between 1996 and  2005.

1) This paper  was  supported  by a  gi'unt-in-aicl for Scientific

 Research from the  Japanese Ministry of  Education,  Cu]ture,

 Sports, Science  and  Technology (General Study C # 16530419).

2> Japanese children  enter  kindergarten at 3 or  4 years  of  age,

  Formation and  Deyelopment  of  Peer Relations

                and  Friendships

Rormation  of  Peer  Relations in Early  Chitdhood

   In the transition frorn heme to kindergarten,

young  children  meet  peers and  begin to form  peer

relations,  Hsieh (1999) observed  4-year-olds' forma-

tion of peer  relations  from the time  of  their  entrance

into kindergartenZ). Children's prior acquaintances

and  friends becttme the anchors  of  their social  net-

wc)rks  in kindergarten. A  
"preferred

 friend", defined

as  one  whom  the child  plays  with  more  than  10%  of

the observed  period, emerged  two  months  after  start-

ing school,  but this relationship  lasted only  one  month.

A  
"best

 friend", defined as  one  whom  the child  plays

with  more  than  30%  of  the observed  period, emerged

1.5 months  after  school  entrance,  and  lasted at  least 5

months.  Relations with  best friends were  formed

earlier  and  lasted ]onger  than  those with  preferred

friends.

    Matsui, Muto,  and  Kacloyama  {2001) observed

3-year-old kindergartners' behavioral strategies  at  the

initiation of  daily interactions with  peers in the kin-

dergarten for 2 years. Dur{ng the first 4 to 9 months

after  school  entrance,  3-year-olds used  an  imitative

strategy  (imitating peer's play). Subsequently, an
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ilnplicit strategy  {inviting others  to join in play  by explaining

the  content  of  the  pluy, c)r  expressing  inlerest in entering  p]a}, by

as]{ing  about  its content)  becanie the primary  strategy,

and  from 19 to 24 months  after  school  entrance,  4-

year-olds begnn to ttse  un  explicit  strategy  Cinviting

ethers  or  uskiTig  others  to join by using  verbal  expression}.

    Kurainochi  and  Shibasaka {lgC19.) also  observed

4-year-old kindergartners' explicit  peer  group  entry

strategies  over  2 years, The  use  of  explicit  strategies

and  srn(}oth  group  entry  was  not  observed  during the

fjrst 4 inonths,  but gradually increased after  that, An

explicit  strategy  Tnade  group  entry  successful  e?Lrl}J in

kindergarten, But 1;iter, whether  or  not  the host chi]d

wanted  to play  with  the other  child  becarne n  niore

illlpol-tant factor in group-entry  success.  These

results  shouJed  that effective  strategies  for thc initia-

tiot] of  peer  interactions change  with  the deepening of

peer  relations  in kindergarten,

Sociat Statits in the Peer  Group

    1,Vhile peer  relations  are  deepening, a doininance

hierarch}･,, or  social  status,  becomes  clear,  Hsieh  and

Yamazaki  {12001) observed  3->･,ear-olds boys CA[' =7)  in a

kindergarten class.  The  dominant child  behavecl  in a

controlling  way  with  the other  children,  and  this

brought about  the positive results  that he wa-ted,

    Maeda  {199g) conducted  a three･year iongitudinal

study  of the sociometric  status  of  second  and  third

graders. Stable sociometric  status  over  3 irears was

found in 54%  of  the children  with  popular status,  45%

of  th()s.e with  rejected  status,  ,l3%  c)f those  with  aver-

agc  status,  and  8%  of  those with  neglected  status,

The  social  status  of elcmentary  school  children

appears  to be relativery  stable  and  unchangeable.

    Japanese customarily  adclress  others  using  their

name,  adding  a  e(}urtesy  titlc as  the suffix.  
"Kun"

 is

used  as  the suffix  for boys, and  
"san"

 for girls,
",Iishima (2eC)3.} exHniined  the relation  between elass-
room  social  status  aricl how  third- through  sixth-

graders  were  addressed  by･ their peers. Boys  who

were  addressed  with  
'`kun"

 had higher  social  status,

and  girls who  were  addressed  with  
'`san"

 had lower

social  status.  Elementary sch{)ol  children  detected

their peers' status  implicitly, and  reflected  it when

addressing  their classmates.

ca 45 -M

C7ianging Friendships During  Adolescence

    W'hen children  become  adolescents,  the focus of

their interpersonal relations  shifts  froni parent-child
relations  to peer  relations.  In Okamoto  ancl  LJechi's

(1999) study,  junior high school  and  high school  stu-

dents answered  questionnaires  about  their relations

with  their father, their rnother,  a same-sex  friend, and

an  other-sex  friend. Non-dependence on  their par-

ents  and  mutua]  understanding  with  their mother

correlatcd  positively  wit.h  reliability  and  intiinacy

with  their  same-sex  friend. Non-dependence on  thc

same-sex  parent  correlated  positively with  reliability

and  intimacy  wiLh  the other-sex  friend. The  quality

of  adolescents]  peer  relations  clepends  on  the quality of

their parent-child rclationship.

    iX  three-stage  hypothesis about  the development

of adolescentsi  peer relations  was  proposed  by  Ho-

saka  (.2005). In late chilclhc)ocl, fourth- to sixth-

graders,  especially  boys, form  a  
'`gang-group".

 In

this group,  children  have n  feeling of  unity  with  their

same-sex  friends through  enjoying  the same  play.

Then,  in early  adolescence,  junior high school  stu-

dents, especially  girls, fenn a 
"chuni-group".

 In

chum  groups, children  experience  a  feeling of  unity

with  their friends because of using  the same  ",ords  to

talk about  shared  interests. In mid-adolescence,  high

school  students  form a 
"peer-group".

 In these gruups,
adolescents  recognize  the differences among  their

friends and  respect  their ind{viduality.

    Enomoto  c1999) examined  this three-stage process
in research  in which  a  questionnaire  was  given to

junior high schoul  through university  students.  Peer

re]atiens  of the male  students  started  i-rith  play  activ-

ities with  friends, and  then  developed into a  mutual-

underst,anding  activity.  I'eer relations  of  the female

students  started  with  an  intimacy-seeking activity,

which  then  developed into a  closed  activity,  and

finally became  a  mutual-under$tanding  activity.

Enomoto  (1999) also  examined  the relation  of these

activities  to emotion.  All activities  were  positively

correlated  with  the einotion  of reliance  and  security.

This suggests  that adolescents'  peer  relations  and

friendships are  based on  reliance.  Intimacy-seeking

activity  correlated  with  anxiet}',  and  mutual-

understanding  activity  correlated  with  independence.

    These studies  reveal  that independence from par-
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ents  corresponds  with  the progress of  peer relations.

Adolescents' emotions  toward  thelr peers affect  their

activ･ities  with  their peers,

   The  final stage  of  the  peer  relations,/friendship  is

based en  a  recognition  of iTLdividual differences and

muLual  respect.

I'eer Retations and  Group  Cutture

   Children's peer  retations  depend not  only  on  Lhe

developnient and  internal abi]ities  of  euch  child,  but

also  on  the group  context  and  eulture  to which  the

children  be]ong.

   Doing ethnographic  research  in nursery･  schools,

Shiba},ama {LtO05) found  the pccr  group's perceptiun  of

a  4-),ear-old Chinese boy ch?tnged  froin "a
 boy  "rho

cannot,  understancl  Japanese7' to 
"a

 selfish  boy who

cannot  share  toys  with  his peers". Their evaluation

of  him  as  selfish  was  based on  the boy's behavior,

which  the ether  children  felt deviated frorn the gruui)

culture  in the nursery  school.  The  classroorn

teachers  and  the buy's peers made  this judgment joint-
Iy,

    Hewever,  iri Chinese nursery  schoo]s,  teachers

control  the use  of  the toys. The  Chinese boy in the

Japanese nursery  schuoi  did ]iot understand  that

Japanese children  are  expected  to  share  toys, because

he had  attended  a Chinese nurserv  school  before he

came  to Japan, and  the Japanese children's  cultural

expectations  were  not  explained  to him. The  effect

of  cultural  rules  is importaiit, and,  in this c:ase, the

boy"s ignorance of those rules  led to a  negative  percep-

tion of his adjustment  in peer  relations  by both his

teachers  and  his peers.

  From  t.he point of  view  of  legitiniate peripheral

participation, Gyobu  U9{)8) anaryzed  one  4-year-old

nursery  school  bc]y whose  teaehers  considered  to be a

problem  child  because hc did not  arrive  at  group

activities  on  time. This negative  view  was  shared  by

both his teachers and  his peers, and  his peers rejected

him, Howev･er, some  ncwcomcrs  followed him and

started  to play with  him. 
'l'hen,

 his teachers' and  his

peers' negative  view･  changed,  and  the  bey's behavior

was  no  longer seen  as  problematic,

  Children's peer  group  adjustment  depends on  mem-

bers' interpretation of  their behavior in the context  of

the group  culture,

       Social Behayior  and  Peer Relations

  Children's social  behavior  is both  a  cause  ancl  a

result  of  their peer  relations,  
'Phis

 section  focuses on

the c(mnections  between children's  peer relations,

problen]  behavier, und  social  skills.

Internatizing Problent Behavior

  Internalized probleni  behavior, such  as  loneliness,

depression. ]ow self-csteem,  and  "'ithdrawa]  from

peers, is a disorder internal to the child  him/iherself.

  From  his three-year longitudinal research  with

second-  and  third-graders,  Maeda  "998) found that

lonelincss was  greatest in chirdren  who  had had a

rejectcd  status  for three years  tRR  children}  or  ",ho  had

changed  from  a rejected  status  to a neglected  stutus

cRN  children),  whereas  loneliness was  least in children

who  had had popular status  for three years  (PP chil-

dren). He  a]so  found that first-year measures  prediet.-

ed  children's  leneliness three years  later, The  predic-

tix'e mea$ures  were  high scores  en  other  children"s

negative  nominations  (dislike scores)  and  on  peer-rated

aggressiv･eness  and  withdrawal,  and  low  scores  on

other  c:hildren's  positive neminations  (likeability score)

ancl on  social  competence.

  Kuroda  ancl  Sakurai (2e03), tising path  analysis,

found that junior high schoel  students'  interpersonal

goals influenced to their feelings of depression and

fulfillment in peer  relationships.  St.udents who  hacl

high interpcrsonal experiencefgroxsith  goals (the goal  of

developing onesclf  by acquiriTig  interpersonal experience}  and

perfortnance  approach  goals (the goal  of  ebtuiiiillg  positive

persona]ity  evaluutions  in peer  relations)  had positive secial

skills  with  their friends. These  skills  had a verv

positive effect  on  their experiences  with  their friends,

as  a  result  of  which  the students  showed  lower depres-

sion  and  higher feelings of fulfi]lment toward  peer

relations.  In contrast,  students  who  had high per-

fermance avoidance  goals  (the goul  of  avoiding  negatTve

personality  evaluntions  in peer  relations)  had  Iower  pesitive

social  skil]s with  their friends, As  a  result,  those

students  had fe"' positiv･e experiences  with  their

friends, and  show･ed  high depression and  low feelings

of  fulfi]]inent toward  peer  relations.
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Externalixed Problem  Behavior and  Butlying

  Externalized prol)lem behavior, such  as  aggression

and  delinquency, is a disorder that externalizes  the

child's  fee]ings to peers. Aggressive behavior can  be

divided into sub-groups,  inc]uding proactive-reactive

aggression,  and  phi,･sical-relational aggression.

  HatakeyaiTia and  YamHzaki  (2002}, from observa-

tions on  5-year-old kindergarten children,  reported

that the boys used  n)c)re proaetive,/overt aggressioti

and  instrurnentalfbullying aggression  than  the girls.

The  girls used  more  relatienal  aggression  than  the

boys. It] particular, high social  status  girls used

relational  aggression  toward  low status  girls,

  Nakainichi and  Nakttzawa  (2003) examined  the rela-

tion  of  parenting  style  to  the teacher-rated  reactive

and  proactive  aggression  of  kindergarten ehildren  C3-

through  6-year-olds}. Authoritarian fathers had rnc)re

reactive  aggressiv ¢  children  thun  did authoritative

fathers and  permissive  fathers. ")hen both parents

had an  authoritarian  style,  their childrcn's  reactive

aggression  was  the highest, and  when  both parents
had  a  permissive  style,  their children's  rcactive

aggression  was  the lowest of  all,  Parenting style  had

no  effect  on  proactive  aggression.

  Burlying is a  social  and  educational  prublem  invo]v-

ing aggression,  in the classroom.  Hatake},aina and

Yamazaki  (ZO03) detailed three properties ef bullying:

riurnber  of  assailants,  continuation  of  aggressive  and

rejecting  behavior, and  remorse  toward victims.
'1'heir

 observations  of  a  kindergarten class  of  5-year-

olds  revealed  that bullying with  these three propcrties

w･as  already  in existence  at  that grade  level,

  Oka}Jasu and  Takayama  (2000) classified  the bully-

ing status  and  stress  of  junior high school  students.

There  were  many  boys among  physical  and  relational

victim$  as  well  as  among  physical  and  relat.ional

bullies, and  many  girls among  relational  victiins  and

relational  bullies. Re]ational victims  showed  higher

depression/anxiety, whereas  phy･sical and  relational

bullies showed  higher irritationlanger and  apathy,

cornpared  to students  who  were  neither  victims  nor

bullies.

  IIosaka {ZO05) cEaimed  that peer  pressure  for same-

ness  is very  strong  in both gangs  and  chum  groups.

In these two  types  of  groups, bullying is used  to rein-

furce members'  obedience  to the greup. Hosaka

(2005) contends  that attending  after-school  cram

schools  and  playing  i･'ideo  games  discourage children's

group  play, with  the result  that children  enter  chum

groups  nut  having had the experience  of  having par-

ticipated fully in a gang  group.  They･ therefore luck

the  fec]ing of  unity  that comes  from  engaging  in the

sarne  play with  same-sex  friends. As  a result, the

united  feeling in chum  groups  is achicved  by such

children  through  1]ull}'ing. Because these children

tend to aveicl  interpersonal conflict  with  their friends,

their  peer  group  formation is latc.

  In that context,  Toda  {L()05} has introduced the

practice of  peer  support  intervention  in order  to pre-

vent  bullying in schools.

Social Skilts

Soeiag sfeills and  soc'ial status.  Social skills are

among  the most  important factor$ in thc formation of

peer relations,  Kang  (2003) {)bserved  the peer  entry

behavior of  5-year-old kindergartners, The  popular

children  had  mere  adaptive  secial  skil]s, such  as

accepting  others'  requests  and  giving  ieedback  to

others,  than  did the  rejected  childrcn.  The  rejected

children  had  poor  social  skills.  At  group  entry,  they･

used  obligation  statements,  and  did not  give  inforrna-

tlve statements,

  Isobe and  Sato (200il) used  teachers' ratings  to divide

4- and  tt)-year-olds into a  physical  aggressive  group,  a

relational  aggressiv･e  group,  a  physical  and  relational

aggressive  group, and  a Iow aggressive  group. The

physical aggressive  group  had  poor  social  skills,

Arthough the relational  aggressive  group and  t.he

physical and  relational  aggressive  group had poor

self-contro]  ski]ls,  they  had good  skills  in making

friends ancl  assertion.  To  be able  te engage  in

relational  aggression,  cht]drcn  need  to have the ability･

to contrel  their interpersenal relations.  This may  be

a reason  that they are  very  good  at  these skills.

Acqttisitton of social  skills.  IIow de children  acquire

social  skills ? Hatakeyama,  Hatakeyama,  and

Yamazal<i  (2003) obscrved  one  4-ycar-old gir]'s process

of  acquiring  social  skills.  At first, she  could  not

relate  well  to  her peers, but Iater, she  gradually  began

to play  with  them.  During this proce$s, she  had the

opportunity  to interact with  her peers  in parallel play.
Her  teacher  supperted  her social-skill  acquisition  by
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    skill modeling  and  direct instruction in the  parallel

    play  situation.

     Togasaki and  Sakano  (IY97) examined  the relation

    ameng  children's  pcrception  of  their mothers'

    chilcl-rearing  style, their social  skills at home ancl  in

    the classroom,  and  sociometric  peer  nominations.

    Path analysis  indicated that mothers'  refusal  attitudes

    lowered  their chi]dren7s  social  skills  at  home,  and

    rowei' social  skills  at  influeneed lower social  skills in

    the classroom:  lo",er social  skills  in the  classroom

    affecLed  lower social  status  in the  class.  These

    results  suggest  that children  acquire  social  skills

    under  the inf]uence of  thcir mothers,  teachers, and

    peers.

    Social skills t?uining, Social skills training has been

    tr{ed as  an  interventien for children  who  have inter-

    nalized  or  externalized  problem  behavior. Sato,

    Sato, and  Takayama  (1998) used  a  skill-coaching

    method  to train three socially  withdrawn  preschool

    children  in a  training room  and  also  in field practice.

    Immediately after  this intervention, the socially  iso-

    lated behavior of  the  children  decreased, and  coopera-

    tive play behavior increased. At a  one-year  follow-

    up,  the effects  of the intervention were  found to have

    been maintained  in two  of  the three childreri.

     Okamura  and  Sato (2002} trained one  aggressive

    4-year-old boy  using  skill  c{)aching,  and  observed  a

    decrease in his negative  behavior toward  his peers.

    This  effect  was  observed  to have  been maintained  3

    tnonths  later.

     In order  to prev･ ent  poor  peer  relatiens  and  promote

    good peer relations,  classroom  group skill training has

    been tried. For  example,  Fujieda and  Aikawa {2001)

    trained a  fourth-grade class  in ten sessions  (45 m{n.  each)

    in social  ski!ls such  as  peer  entry  skills, asldng  skills,

    and  refusing  skills.  There was  no  training effect  on

    children's  perceived  social  skills, but the teachers

    rated  the children  in the trained class  as  showing

    increments in their social  skills,  compared  with  a

    non-trained  control  class,

     Emura  and  Okayasu  (2003} trained seventh  graders

    in 8 group-training  sessions,  but the training was  not

    effective.  Possible reasons  for the ineffectiveness of

    these group  training studies  may  have  been the diffi-

    eulty  of  dctermining  the target  training skills  for these

    childrenasagroup.  Theremayhavebeenadiversity

 Rsy['hoiqgLi, in llij)an,

of  motiv･ations  and  b

bers.

Vol. 45.

asic  sl{ills among  the  class  mem-

       Cognitive Aspects of  Peer  Relations

   Interpersonal conflicts  that children  face in every

day life can  be considered  to be a  social  problem

{D'Zurilla &  Goldfried, l971 ; Spivack &  Shure, 1974), From

this point of  vieu,,  -'e  can  examine  the eognitive

processes  underlying  social  problem-solving  behavior.

The  social-information  processiiig model  vf  Dodge

0986.) has been the most  influential model  among  the

cognitive  approaches  (Nakaza",a. 1996),

intent Attribution in Sociat-Iitformation Process-

ing

  Dodge's social-infermation  processing  model

focuses on  cognitions  and  attributions  of  others'  inten-

tions in interpersonal conflict  situations,  because

intention attribution  influences the subsequent  selec-

tion of  social  behavior (Dedge, 1986).

  Maruyama  {.I999) presented  interpersonal conflict

stories  to 4-, 5-, and  6-year old  children,  There  were

two  kind of  stories:  one  in which  a  provocateur  had

hostile intention, and  another  in which  the

provocateur  had no  intentien (and conflict  was  only  an

incidentaL aceident}.  In the hostile intention story,  chil-

dren gave  a high estimation  to the enactment  of  a

verbal  assertix,e  strategy.  In the non-intention  story,

they  gave a high estimation  to the enactment  of  a

passive  strategy,  such  as  avoidance.  This result  sug-

gests that even  young  children  are  able  to choose  the

response  strategy  corresponding  to a provocateur's

intention.

  Suzuki, Koyasu, and  An  {2004) hypothesized that 3-,

4-, and  5-year-old children's  cognition  of  others]  inten-

tions is derived from  their cognitive  ability  to under-

stand  others'  mind,  which  can  be assessed  by the
"Theory

 of Mind"  task. They  examined  the relation

ameng  scores  on  the 
`'Theory

 of Mind"  task, under-

standing  of  the provocateur's  intention, and  strategy

choice.  The  children  who  answered  correctly  on  the

false-belief task  ef the 
"Theory

 of  Mind"  understood

the provocateur's  intention better than  did the chil-

dren who  coulcl not  answer  that task  correctly.

Among  the 4-year-olds, approximately  the same  num-
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ber of  chilclren  gave  the cerrect  answer  and  the incor-

rect  answer  on  the false belief task. The  children

who  answered  correctly  understoud  the other's  inten-

tion  better than  did those  who  answerecl  incerrectl},,

Those  answering  correctly  chose  a  more  self-inhibi-

tory strategy,  and  those answering  incorrect]y, a  more

aggresslve  strategy.

  Aketa,  Ichizen, ]V･Iiinoto, und  Oogai {L't)Ol), assessing

elenientary  school  children's  social-inforrriation

processing, found that in an]biguous  conflict  situa-

tions, girls nttributed  more  fRvorable attributions  than

boys did, and  hnstile-attributed chi]dren  tended  to

generate  more  aggresslve  responses.

  ptIanv studies  have  examined  the effects  of inclivid-

ual  children's  behavior, especially  aggressiveness,  on

intent attributien.  Kataeka  (19!)7} reported  that pre-

school  children  c6-year-`)tds} attributed  more  hostile
ititention when  the situation  involved heav}' dainage

than  when  there  was  little damage. She also  found

that aggressive  preschoolers  attributecl  more  hostile

intentions than  did non-aggressixJe  preschoolers.

  Sasaki {LtOeU) alse  reported  t.hat aggressive  preschool

children  attributed  niore  negative  intentions than  did

withdrawn  children  and  neutral  children.

Strategg  Generation  and  EStimation in Sociat-

Inthrmation  Processing

  In an  interpersonal conflict  situatien,  the kind of

response  generated  is important. pt(any stud{es  haxie

examined  the responses  generatecl and  acljustment.

    Tonegawa  and  Shuto (1997), for example,  iound
that preschool  boys generated  more  aggressive  strat-

egics  and  fewer authority-dependent  strategies  than

preschool  girls did.

  Nakazawa  (1998) found that fifth graders  generated

mere  strategies  than  3rd graders  did, and  girls, mure

than  boys. Children who  experienced  inany  stressful

events  but generated  few stratcgies  shoN-'ed  behavior

indicative of  high lcvels of  stress, such  as  apathy.

Children who  have poor  social  problem-solving  strat-

egies  may  fai] to manage  social  conflict  situations  in

their daily lives. Therefore, they  may  feel help]ess

andlor  incompetent.

  Sasaki {2000) found that aggressive  preschoelers

generat,ed more  unfavorable  strategies.  Aketa et  al.

(2001} alsu  found that aggressive  children  generated

many  aggressix･'e  strategies  in provocative situations.

  Studying the response  choiccs  ef children  of differ-

ent  behavioral types, Sakaj and  Yamasaki  C2004)

divided fourth- through sixth-gradcrs  into reactive-

expresslve  aggresslon,  reactlve-mexpresslve  aggres-

sion,  instrumental-relational aggression,  and  non-

aggression  groups. The  children  were  asked  to rate

the effectiveness  and  outcome  expectanc},  of  3 aggres-

sive  responses  in interpersonal conflict  situations.

The  possible types of response  were:  a reactii'e-

expresslve  aggresslve  response  C'tshout at  the  peer  ",ho

doesn't put a  borrowed book back''), reactivc-inexpressive

aggression  [1"wHit  in front of  that  peer''), and  proactiv･e-

relational  aggression  (''sny bad things ubout  that peer to

other  frTends'').

  The  instruTnental-relational aggressjN,e  children  re-

spc)nded  that all thrcc aggressive  strategics  were

acceptabie.  They  had  outcen]e  expectancies  in

which  reactive-inexpressive  aggression  and  proactive-

relationa]  nggression  enabled  them  to get what  t.hey

wantecl,  These  results  are  the sarne  us  those found in

a study  by }'erry, Perry, and  Rasmussen  {le86) that

suggested  that  bullies hud outconie  expectancies  such

that aggressiun  toward  victin]s  was  effective  for get-
ting what  they  wanted,

  Somc  researchers  have examined  environmental

factors that influence children's  strategy  generation.

  Tonegawa  and  Shuto (1997) found that prescho()I

children  who  had u  secure  attachment  to their father

or  inother  generated  many  strategies,  especially

authority-dcpendent  and  self-control  strategies.

These strategies  enabled  them  to avoid  clirect conflict

with  their peers.

  Seo C2004} examined  culturul  difierences in generat-
ed  strategies,  comparing  Japanese and  Korean  ele･

mentar},  school  childr ¢ n's  generated strategies,  The

Japanese children  generated  more  conflict-avoidant,

cooperative,  and  dependent strategies  than  did the

Korean  children.  The  Korean  children  generated

accordance  strategies,  assertive  st.rategies,  and  non-

assertix･,e strategies.  Overall, the Japanese children

generated inter-coordinated strategies  ancl  avoided

direct conflict,  whereas  the Korean  children  generated

assertive  strategies  or  one-sided  concessionary  strat-

egies.  Many  cross-cultural  studies  hav･e compared

Japanese and  "iestern cultures.  Ho",ever, little

-190-

NII-Electronic  



Japanese Association of Educational Psychology

NII-Electronic Library Service

JapaneseAssociation  of  Educational  Psychology

The .Aiinttal Rf/･Po]'t ofEducatioi'z.d(lIls:Jchogog/v iTt laPan, V'ot. 45.

rcsearch  has been done comparing  various  East Asian

cultures.  One such  study  CShwalb, Nakazawa,  lr'amamoto,

&  IIytm, zo<}3) is on  fathering, This kind of  cross-

cultural  coniparison  is also  needed  in pcer  relat.ions

researc:h.

Goat  Setting and  Strategy (:7ioice in Sociat-

infbrmation Processing

  Building on  prior research,  Criclc and  I)odge  (1994)

add ¢ d a  new  step,  goal  setting,  te the social-infor-

niation  processing  niodel.

  The  relation  between goal setting  and  strategy

choice  has been examined,  for examp]e,  by Hama-

guchi (1996), who,  using  path  analysis  on  data frorn

fifth graders, fourid that provocative  behavior by

highly prosocial prox･,ocateurs led to friendship goal

setting,  positive emotienal  expression,  high self-

efficacy  fer enactment  of  non-punitix,e  strategies,  low

se]f-eMcacy  for enactment  of  aggressive  strategies,

and  a  hjgh  possibirlty of non-punitive  strategies,  0n

the other  hand, provocativ･e behavior by high aggres-

sive  provocateurs  led to assertive  goul setting,  nega-

tive emotionfil  expression,  high self-efficaey  for enact-

ment  of  negative  assertive  strategies,  and  a high

possibility of  negative  assertive  strategies.  Provoca-

tive behavior of  high aggressive  provocateurs  also  led

to low  friendly goal setting,  low  estimation  of  the

effectiveness  of  positive assertive  strategies,  low self-

efficacy  for enactment  of  non-punitive  st.rategies,  high

self-efficacy  for enactment  of  aggressive  strategies,

and  a  strong  possibility of  using  aggressive  strategies.

  Matsuo  and  Arai (1997) also  found that fifth- and

sixth-graders  who  had hostjle goals chose  aggressive

strategies,  whereas  those who  had friendly goals  chese

cooperated  strategies.

Cbmments  on  Social-information  Proeessing

Research  in Japan

  Most  of the research  done jn Japan on  social-infor-

mation  processing has replicated  and  confirmed  the

model  of  Dodge {1986) and  Crick and  Dodge  {1994). In

intention attribution,  aggressive  children  tend  to

attribute  a provocateur's  intention as  hosti]e. Chil-

dren's intention attribution  determines their strategy･

generation and  strategy  choice.  In particular, hostile

attribution  causes  aggressive  respenses.  In strategy

generation  and  estimat{on,  older  children  generate

mure  strategies  than  youtiger  childrcn,  and  girls rnore

strategies  than  boys. Aggressive children  generate

aggressive  strategies,  and  think  that aggressive  strat-

egies  are  effective  for them.  In goal setting  and

strategy  choice,  children's  goals  determine their  strat-

egy  cheices.  All of these results  found  in Japan are  in

accord  with  the results  of  researeh  in the "･'est, and

verify  the appropriateness  of the mede]  for Japanese

(Criclc &  Dodge, 1994; Dodge, 1986).

  One  of thc characteristics  of  Japunese soeial-infor-

mation  processing  research  has been a  focus en  pre-

school  children.  Extensive research  with  pre-

schoolers  has been concerned  ivith  early  social-

{nformation processing; asking,  for examp]e,  when  it

is that children  are  able  to kno"f others'  intcritions,

and  whether  differences among  yuung  children's  attri-

butions cause  differences iii their responses.  Resuits

from  these studies  have suggestecl  t,hat interitiorial

attribution  appears  when  children  are  around  4 years

of  age,  and  that the developmcnt of  an  understanding

of  others'  minds  is an  important fuctor in this,

  However, although  there is fragmentary research

on  this topic with  preschool, elementary  school,  high

school.  and  university  students,  no  published research

has examined  the  relation  beti-,een preschoolers'

social-information  processing  and  their subsequent

social-information  processing  and  behavior. To

cxamine  that question, longitudina] research  is need-

ed.  Longitudinal research  with  a global  framework

woulcl  enable  not  only  verificatiori  of  the thcory, but

also  the development of  original  findings by Japanese
researchers.

  A  second  characteristic  of  the Japanese research  in

this area  relates  to how  social-information  prQcessing

is assessed.  The  only  published  research  that uses  an

original  assessment  by means  of  v･ideotaped  stiniulus

presentation  is by Nakazawa  (1996). Otherwise, re-

searchers  typically present picture stories  to preschoo]

children,  and  paper-ancl-pencil questionnaires  with  the

picture sturies  to children  older  than  school-entry  age,

As  Aketa  et  al. (2001} described, these methods  mainly

assess  the controlled  processing  of social  information

based on  conscious  thought  and  reflection,  rather  than

automatic  processing. It is, ho",ever, difficult to

assess  automatie  prc)cessing. In real-life  social-
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information processing, people  have to read  and  inter-

pret others'  momentary  fucial and  behas,ioral expres-

sions.  As  children's  everyday  social  processing

becomes  autematic  CCrick &  Dodge,  1994), it is necessary

te use  a  more  realistic  stimulus,  such  as  the x,ideo

presentation used  by Doclge.

     Emotion  Regulation and  Peer Relations

  Emotion  and  its regulatiun  in interpersonal conflict

situations  have an  important rele  in the formation and

stable  maintenance  of  peer  relations.  Examination

of  the function of  emotion  regulation  in social-infor-

mation  processing  and  social  adjustment  is eurrently

the rnost  active  research  field relating  to children's

social  development (Dodge, 1991 / Eisenberg. Spinracl, &

Srnith, 20e4 : Lemerise &  Arsenio. 2000}.

  Comparing  the hostile attributions  before ancl  after

an  ernotional  manipulation  (wlnning or  losing on  cc)mputef

gaTnes), Kataoka  (1997) found that kindergartners who

had been manipulated  to have a negative  mood  in-

creased  their hostile attributions,  whereas  kindergart-

ners  who  had been manipulated  to have a  positive

moed  did not.

  Tvlatsuo and  Arai (1997) also  found that fifth- ancl

sixth-graders  who  felt high anger  in interpersenal

conflict  situations  chose  aggressive  responses.  Kuki-

yama  {20e4) feund that the junior high school  students

who  had a  high anger  mood  showed  high hostile

attributions,  asgertive  goals, and  verbal  aggressive

responses,  and  low incidental attributions  and  friend-

ship  goals. The  high fear/anxiety mood  junior high

school  students  showed  high  hostile attribution,  attri-

butions to their own  responsibility,  friendship goals,

ancl  avoidance  responses.

  Using path  analysis,  Nakazawa,  Nakamichi, and

Enomoto  {2006) found that university  students  who  had

high trait anxiety  showed  high negative  and  low

positive problem orientatiori.  These orientations

failed to achieve  rational  problem  sc)lving, and  led to

poor  friendships. This research  is thus supportive  of

the results  of  Dodge  and  Somberg  (1987), who  showed

that negative  mood  leads to  peor  social-information

processmg.

  Does high emotion  regulatory  ability  lead to

adaptive  social-infermation  processing, and  social

#W  rg45k

 adjustment?  Choi and  Arai Cl9Y8) asked  to university

 students  about  the regtilation  of  negative  emotional

 expression.  Students who  had  high scores  on  regula-

 tion of  prosocial motives  in a  verbally  daniaging

 situation,  or  self-protective  motives  to avoid  loss c}f

 face, had low satisfaction  with  friendships, Students

 w･ho  had higher scores  on  either  of  those twc) regula-

 tions or  prosocjal motlves  in a  situation  ini,'olving a

 friend's happiness ancl satisfaction  had lower sclf-

esteem  scores.

  Kukiyama  (200Lt) assessed  university  students'  eino-

tienal compctence  for good  friendship, and,  using

factor analysis,  extracted  the following six  cornpe-

tencies: coping  with  negative  emotional  arousal,  inter-

pretation  of  situution,  awareness  of  own  einotional

states,  interest in others'  etnoti{}ns,  enipathy,  and

control  of  emotional  expression.  In general, higher

emotional  competencies  were  correlated  with  highcr

satisfaction  with  friendship and  high self-esteem,  with

the exception  that high control  of  emotional  expres-

sion  was  correlated  with  low satisfaction  with  friend-

ship  and  self-esteem.  Coping  with  negative  emo-

tional arousal,  interest in others'  emotions,  and  empa-

thy correlated  with  attribution  to their own  responsi-

bility, friendship goal, assertive  goal, and  seleetion  of

assertive  responses.  These  research  (Choi &  Arai, l998 ;

Kukiyama,  2002) found that the students  who  used

repression  of negative  emotional  expressions  had

internal problems  and  poor  adjustment  w･ith  friends.

  Nakazawa  and  Nakazawa  (ttO04) assessed  5- through

7-year-old American  children's  ernotional  regulatory

ability,  using  the Mood  Induction Stimulus fer Chil-

dren : rvllSC (Cole, Zahn-"iax]er, Fox,  Usher,  &  ivVe]sh,  1996).

Children's iaciur expressions  during MISC  viewing

were  observed  ancl  rated  as  a  measure  of  emotion

regulatory  ability. There  was  no  relation  between

the ratings  of  emotional  facial expression  during

negative  mood-induced  story  viewing  ancl  the

teachers' behavior ratings  or  peer  nomination  scores.

However,  rated  emotional  facia] expressions  during

eontrol  scenes  correlated  positively with  teachers'

ratings  of  nonsocial  and  hyperactive!destructive

behavior, and  correlated  negatively  with  teachers'

prosocial ratings  and  peer  nomination  as  most  liked.

  Children who  have difficulty smoothing  over  nega-

tiv･e emotions  and  thus carry  negative  emotions  over
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into non-emotionar  situations  have peor  behaN'ior and

poor  peer  relations.  Regulation ef  the expression  of

negative  emotions  correlates  pe$itjvely with  good

adjustment  in young  children,  1]ut it is correlated  with

poor adjustment  in university  students,

  This difference inay  come  not  onl}･' frcnn the assess-

merlt  nlethod  (one is from objective  ubservutioii,  and  the

othctr,  frorn subjective  self-rnting),  but also  froln develop-

mental  differences in the meaning  of  emotion  regula-

tion. In young  children,  difference$ in negative  emo-

tion  regulation  inay  reflect  innate diiferences in tem-

perament,. Prescho()lers with  self-regulation  have

stable  temperament  and  high social  adjustability.  In

contrast,  the negative  emotion  regulation  of unjversity

students  may  originate  froin the suppression  of emo-

tion as  a  result  of  social  learning. The  university

students  may  not  be able  to cope  pesitively  with

negative  emotions  and  can  only  suppress  them.  This

then  leads to maladjustment.  Such  develupmental

differences in the quality of  emotion  regulation  are
'lmportant

An  Agenda  for Research  on  Peer Relations in Japan

  In the research  reports  on  peer  relations  that have

been  reviewed  here, each  study  examined  only  one  age

group,  such  as  preschool  children,  elernentary  school

children,  or  adolescents.  IIowever, it is important to

have a developmental hypothesis  about  peer  relations,

such  as  can  be seen  in Hosaka's (2005) research.  A

developmental approach  enables  the data from  vari-

ous  studies  to be connected  and  allows  an  empirical

examination  of  the development of peer relationships

from a  global perspective. Longitudinal research  is

also  needed  in order  te find developmentar effects  of

environmental  and  inclividual factors such  as  parental

early  childrearing  style,  attachment  relations,  social-

information processing, emotion  regulation,  internal

and  external  problem  behavior, social  skills, and  peer

relations.  Longitudinal research  woulcl  connect  the

contexts  of  home  and  kindergarten, kindergarten and

elementary  school,  and  elementary  school  and  secon-

dary and  tertiary･ educational  systerns.  Were such

studies  to accumulate,  we  could  expect  great  growth

in the study  of developmental psychopatho]ogy  {W' enar

&  Kerig, 2000) in Japan.

  Fc)r studies  of  social-information  processing, I sLig-

gest two  research  orientations.  Froin a theeretical

standpoint,  research  is needecl  that examines  the inte-

grated  model  of  social-inforn]ation  processing  and

emotion  (Crick &  Dodge, 1994; Dodge, 1991; Lemerise &

Arsenio, 2uOO). As was  described above  in the seetion

on  emotion  regulation  and  peer  relations,  this kind ef

research  has just started  in Japan.

  From  an  applied  perspectiv･e, the resu]ts  of  socia]-

infermation processing  studies  should  be usecl  as  inter-

ventions  to promote  children'g  social  cognitive  skills.

There  are  rnany  peer-relations probiems  in elemen-

tary and  junior high $chools  in Japan. IIowever, in

most  of the soeinl  information st.udies  done in Japan,
the research  participants are  preschoolers. We  need

research  that would  provide  basic and  applied  knowl-

edge  to help resok,e  the interpersonal problems  of

school  chitdren,  such  as  cognitive  intervention  studies

that include empirical  assessments  of  the effectiveness

of  the interi,･ention.

  Much  of  the Japanese research  reviewed  above

replicated  Western  stuclies. IIow･ever, children's  peer
relations  are  influenced not  only  by their own  develop-

ment  and  behavioral and  cognitive  ability,  but also  by

peer  group  context  and  culture,  Original studies  are

needed  that examine  culturally  linked preblems.  For

example,  assertion  and  authority-dependent  interper-

sonal  conflict-solving  strategies  have been interpreted

as  effective  strategies  in some  studies,  but as  ineffec-

tive strategies  in others.  Effectiveness may  depend

on  the content  of  each  strategy  and  the age  at which

children  use  it.

  In additien,  it is said  that Japanese live in a collec-

tive society  and,  because of  that, have an  interde-

pendent self  (Kitayumu, ZOOO). From  this point of  view,

non-assertive  or  dependent behavior may  not  be jn-

appropriate  in Japan. It would  be interesting to

examine  the effectiveness  of  these strategies  in the

Japanese cultural  context.  Active presentation  of  the

results  of such  studies  rnight  Iead to a new  theory  of

peer  relations  applicable  to Japanese, which,  in addi-

tion, might  contribute  to the psychology  of  social

development more  generally.
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