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T he question of how a eultural perspeetive informs the devclopment of 
children's self-regulation and soeial development remains somewhat 

negleeted. In this chapter, we address this topie, emphasizing eultural influ
enees on the soeialization of emotion as they bear on the development of 
ehildren's self-regulation and therefore soeial behavior. We share the view 
that individual differenees in emotion regulation and soeial behavior are 
best explained by a developmental psyehologieal perspeetive that integrates 
cultural eontext into its aeeount. We also emphasize early ehildhood as an 
important period during whieh to study this integrative perspeetive. Ta 
be sueeessful in sehool and in life, children must learn to engage in soeial 
behavior that eonforms to soeial standards, whieh requires balaneing their 
agentie and relationship motivations. This balance is achieved through skill 
at self-regulation, particularly its emotional aspeets, whieh helps ehildren 
engage in prosoeial behavior even when agentie and relationship goals eon
fliet. The behavioral standards to whieh ehildren must eonform are often 
eulturally specific. We emphasize the importanee of early earegiving as a 
means of transmitting cultural valllcs through socialization practices, anel 
we address caregivers' naive theories anel socialization goals that may orga
nize their practices as they strive to foster children's social competence. 

Our ehapter has foUl' seetions. In the first seetion, we discuss the role 
of emotion and emotion regulation in soeial development. Seeond, we deal 
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with caregivers' socialization of children's emotions and 80cia1 behavior, 
focusing on the role of self-regulation in social development. Third, We 
address thc role of culture in thc socialization of emotions, emotion regu~ 
lation, and 80cial dcvelopment. In thc fourth section, wc summarize OUr 
major points and suggest a culturalmodel of emotion regulation and soeial 
development. Finally, we offer suggestions for topies for future research. 

The Role of Emotion and Emotion Regulation 
in Social Development 

Functional Relations between Emotional 
and Social Development 

Emotional Development 

Generally, it IS assumcd that emotions are composed of several components, 
including feelings, physiologieal activity, and cognitions. Our vicw of emo
tions is influenced heavily by contemporary theories that emphasize these 
components as associated aspects of emotions, but not thcir clefining cha1'
aeteristies. These aspects are not always diseernible and may not always 
correlate with one another. Rather, we assume that emotions represent 
motivations to achieve goals (Barrett & Campos, 1987). That is, emotions 
emergc as a person strives to maintain or regain a sense of weIl-being, that 
is, to achieve goals that are of significance for well-being. In this regard, 
emotions are not located in a person and may not involvc feelings (aware
ness of emotion) or explicit thoughts. We further assurne that biologie al 
factors undergird the ability to be emotional, and this requirement includes 
being able to pereeive changes in well-being, to organize a goal-oriented 
response, and to aet aecordingly, including selecting actions (and inhibiting 
actions) that are consonant with sociocultural standards. 

Regarding the development of emotions, two theoretical approaches 
are to be distinguished. The structural approach (e.g., Ekman, Friesen, & 
Ellsworth, 1972) is rooted in evolutionat·y thinking (Darwin, 1859) and 
assurnes that a biologically based adaptive value is accorded to emotions. 
Further, an integrated pattern of physiologie al responses early in infancy is 
also assumed (Izard, Ackerman, Schoff, & Fine, 2000). The first basic emo
tions are observed at birth, and others emerge during the first year of life. 
These various emotional expressions appear to be biologically rooted, as 
they appear so early in life and are displayed in similar ways eross-culturally 
(Izard, 1994). Emotion theories taking a functionalist perspective assume 
that the emotionallife of newborns and infants is characterized by global 
positive or negative experiences (Sroufe, 1996) and that emotions shape 
goal-directed action (Eisen berg & Spinrad, 2004). The display of emotions 
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has a communicative function that serves goal attainment; in infancy, for 
eX3mple, emotional expressiol1s clcarly influencc thc caretakcr's bchavior, 
and in this way thc infanfs emotional commllnication indicates thc infant's 
goals that conditions be maintained or moclified in order to regain or sus
tain well-being. 

Beeause thc desire to achieve one's personal goals can co me into con
fliet with relationship goals, and each type of goal can come into confliet 
with sociocultural standards, suceessful goal aehievement requires ade
quate emotion regulation. Circumstances often requi1'e the modulation of 
emotional expe1'ienee or expression in order for a person to aet in socially 
appropriate ways. For example, inadequately modulating the experience 
and expression of anger when one's goals are frustrated may lead to aggres
sive or rude behavior, whieh may have undesi1'able eonsequenees sueh as 
soeial rejection. The regulation of anger can help a child achieve a desired 
goal that has been thwarted while maintaining a positive social relationship 
(Cole, Martin, & Dennis, 2004; Trommsdorff, 2006). 

The topie of emotion regulation has gained mlleh interest in reeent 
years (Cole, Dennis, Martin, & Hall, 2008; Cole et al. 2004; Holodyn
ski & Friedlmeier, 2006; Thompson, 1994). Although it is a topic of its 
own, from a broader perspective, emotion regulation ean be regarded as 
an aspeet of self-regulation. Self-regulation is the motivation and ability to 
regulate thought and action, as weIl as emotion, as part of goal-directed 
behavior (Blair, 2002; Calkins & Williford, 2009; Kopp, 1982; Tromms
dorff, 2009a). That is, self-control in such forms as delay of gratification 
and inhibition of aggressive or antisocial behavior involves the eonjoint 
regulation of emotion, cognition, and action. The early childhood integra
tion of the domains that contribute to seIf-regulation is critieal beeallse 
these contribute to a ehild's school readiness; as early as first grade, chil
dren in formal schooling in most places in the world are expected to show 
persistenee in learning new information, to eooperate with thei1' classmatcs 
even when there are eonflicting goals, and to eomply with classroom rules 
(Blair, 2002). According to Eisenberg and Spinrad (2004), emotion-related 
self-regulation involves the processes "of initiating, avoiding, inhibiting, 
maintaining, or modulating the oeellrrencc, form, intensity, 01' duration" of 
emotion-related physiologieal, motivation al , cognitive, and/or behavioral 
responses in the service of affect-related biological or soeial adaptation in 
order to achieve individual goals. 

A major aspect of self-regulation is eHortful control, often conceptual
ized as a dimension of temperament. Effortful control from this perspective 
is conceptualized as the means by whieh children regulate their emotional
ity, defined as "the efficiency of executive attention-including the ability 
to inhibit a dominant response and/or to activate a subdominant response, 
to plan, and to deteet errors" (Rothbart & Bates, 2006, p. 129). Effortful 
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control first emerges eluring the late toddler years as the neural unelerpin
nings of thc executive attention system mature. In addition to attentional 
control, effortful control includes the ability to inhibit prepotent responses 
and to plan actions, skills that also serve self-regulation (Posner & Roth
bart, 2007; also see Garon, Bryson, & Smith, 2008). To summarize, emo
tion regulation is apart of self-regulation anel entails the reeruitment of 
effortful control, by which the eomponent elomains of action, thought, and 
emotion are coordinated to effect appropl'iate soeial behavior (Blair, 2002). 
In line with functionalist thcOl'ies of emotion, we take an agentie perspective 
on self-regulation; that is, we view the emotional aspeets of self-regulation 
as goal-directed and influencing action that is aimed at achieving those 
goals, appreciating that the goals involved in complex social behavior can 
be, anel often are, multiple (Cole et al., 2004; Eisenberg & Spinrad, 2004; 
Trommselorff, 2009a). Therefore, the importance of emotion regulation for 
the effective self-regulation of social behavior is evident. 

Social Development 

Emotional cOl11petencc, including emotion regulation, is regarded as an 
important accomplishment of a child's elevelopment because of its impor
tanee to social competence (Brownell & Kopp, 2007; Chen & French, 2008; 
Denham, 1998; Rubin, Bukowski, & Parker, 1998; Saarni, 1999). Denham 
and colleagues (Denham et a1., 2003) investigated tbc degree to which early 
emotional competence paves the pathway to later social competenee. Using 
a longitudinal design, they showed that three components of 3- and 4-year
oIds' emotional competence (competent emotional expressivity, competent 
emotional knowledge, and cOIupetent emotion regulation) predicted subse
quent soeial adjustment and social competeneies that emerged during the 
preschool anel kindergarten years. Generally speaking, evidence suggests 
the importanee of early emotional development, partieularly the ability 
to regulare and understand emotional responses, in promoting children's 
prosocial behavior and reducing the likelihood of aggressive behavior. 

Evolutionary theorizing assumes biologie al roots of aggressIOn and of 
emotions such as anger that motivate aggression. However, much reeent 
work on aggression was influenced by social-cognitive theories, such as 
Bandura's (1989) soeial learning theory and Dodge and Pettit's (2003) 
SDcial information-processing model. These approaches, however, tended 
to neglect the roie of emotion and emotion regulation (Lemerise & Arsenio, 
2000). In contrast, motivational theories on aggression assume that bio
logieal faetors (genetic dispositions), emotions (e.g., anger), and cognitive 
processes (e.g., attribut ions ab out the other person's intentions) inflllcnce 
aggressive behavior and its development while empathy and sympathy 
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inhibit aggressive r~sponses (Kornadt, 2002, 2007). Aceordingly, the regu
lation of emotions 111 the anger family and the ac ti vati Oll of othcr-oriented 
emotions, such as empathy, sholtld reduce aggressive behavior and foster 
soeial competence. 

. Prosocial behavior has often been regarded as a desirable aspect of 
soctal developmcnt and an importunt domain of social competence. Again, 
the role of emotions is of erucial importance for the study of prosocial 
behavior. Studies based on evolutiona ry assumptions have pointed out the 
sUfvival value of prosocial behavior, especially in terms of reciprocity and 
co operation (Tomasello, Carpenter, Call, Behne, & Moll, 2005). These 
authors have underlined the importanee of emotions for prosoeial behav
iors such as cooperation. According to Tomasello et al. (2005), emotions 
such as anxiety, joy, and angel' have similar features in humans and pri
mates, but the joy that arises from sharing with others is uniquely human. 
Abasie prerequisite of prosocial behavior may be the ability to understanel 
what another person is thinking, feeling, and doing, an ability media ted in 
part by mirror neuron mechanisms (Gallese, Fadiga, Fogassi, & Rizzolatti, 
1996; Rizzolatti & Fabbri-Destro, 2008). These enable humans to llllder
stand, otl~ers' ~motions without complex cognitive elaboration. According 
to thls bLOloglcally rooteel theory, empathy-which is often assumed to 
motivate prosocial behavior-is a universal capacity. 
. As with theories about the development ofaggression, theories of proso

clal behavior traditionally emphasized the cognitive aspects of prosociality. 
The functional value of emotions emerged from observational studies of 
infant and early childhood development. For example, an infant's crying 
ean evoke ,lIstress In young chddren who observe the crying (Zahn-Waxler 
& Robinson, 1995). The young child's emotional re action to another's dis
tress is regarded as promoting the development of prosoeial behavior. In 
some studies, the empathic responses and prosocial behavior of 2-year-olds 
15 eoncelved of and measured as the same phenomenon (Bischof-Köhler 
2000). ' 

However, evidence has shown that the qllality of emotional reaetions 
~hen witnessing another person in need 01' distress differs among indi
vlduals. Unclerwood and Moore (1982) first reported that there was no 
empirieal evidence of relations between empathy ancl prosocial behavior. 
However, the early research may have failed to elistinguish sympathy from 
personal distress (Eisenberg & Fabes, 1990). Sympathy consists of feelings 
of concern 01' sorrow for the othcr person. Personal distress i8 a self.-focused 
aversive emotional reaction. Aeeording to Batson (1991), sympathy is asso
elated with the motivation to reduce the other person's distress, which 
thereby leads to altruistic behavior. In contrast, personal distress is associ
ateel with the motivation to reeluce one's own distress, which may result 
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in avoiding contact with thc person in need. This view was supported in 
studies with adult partieipants (Batson, 1991) and with child participants, 
including yaung children. Eisenberg and Fabes (1990) used several methods 
(sclf-reports, physiologieal and faeial markers) to measure the emotional 
reactions when observing another person in need. In ca se of other-oriented 
emotions, children are inclined to "help" their peer by comforting, caring, 
or sharing. These studies underline the functional importance of sympathy 
(feeling with the victim) for altruistic or prosocial behavior (see review by 
Eisenberg, Fabes, & Spinrad, 2006; Eisenberg, 2007). In our own stud
ies we have observed processes of emotional reactions when witnessing 
another person in need; the primary emotional re action of empathy could 
evolve into sympathy, or other- or self-focused distress (Trommsdorff, 
1995). These emotional reactions were associated with different behavior 
that was differentiated in line with Barbee (1990) as approach-type helping 
(solve and support) versus avoidanee-type hclping (dismiss anel escape); or 
problem-foeused helping (solve and dismiss) versus emotion-focused help
ing (support and escape) (Friedlmeier, 1996). Together, these studies under
line the importance of emotion development and regulation in the develop
ment of prosocial behavior. 

These studies also highlight the role of emotion in goal-directed behav
iar, thus underscoring OUf agentie approach. We incorpürate a theoreti
cal framewark of the development of self and agency in cultural eontext, 
borrowing from research on the development of self-eonstrual. Agency is 
reIated to control (control of sell or control of environment) and to belief 
in self-efficaey (Bandura, 2001). Ir is a potent motivating lorce that is infln
enced by the socialization of emotion and social bchavior, leading to cultur
ally appropriate emotion regulation and soeial skills. Agency is related to 
how one construes the self, which differs according to the cultural model of 
the self (Miller, 2003; Trommsdorff, 2007). Parents socialize their children 
in line with the predominant cultural va lues for agency (e.g., of autonomy 
or relatedness) and the sell-for ex am pie, as independent or interdepen
dent. As the child acguires a culturally specifie sell-construal, children's 
emotion regulation and soeial behavior will follow different developmental 
pathways. 

Aspects of Social Competence 

One task of emotional development is learning to establish and maintain 
positive social relationships, inc1uding thc ability to initiatc and maintain 
friendships and to respeet and comply with the authority 01 adults. Emo
tion regulation, including the ability to express emotion appropriately, and 
emotion knowledge, the ability to understand one's own and others' emo-
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dons as guides to emotion regulation, are deeply integrated in social com
petence (Halberstadt, Denham, & Dunsmore, 2001; Lemerise & Arsenio, 
2000). Moreover, evidence suggests that emotional competencies are inte
grally related to the development 01 social eompetence (Chen & French, 
2008; Denharn et al., 2003; Spinrad et al., 2006). Thus, emotion regulation 
serves thc development of social competence. 

Universal and Individual Developmental Conditions 
tor Emotional and Social Development 

Universalities 

Universal developmental conditions are parrly based on innate biologi
eal processes (e.g., maturation) and parrly based on universal social pro
cesses (e.g., formation of attachment relationships). The biologieal organ
ism depends on an environment to dcvelop, and this circumstance includes 
social input that provides an environment in wh ich the neufobiology of 
social behavior can develop. For instance, in all societies, children typically 
acguire the rules of eonduct of their eommunities. These rules may differ, 
and yet universally most ehildren are capable of acguiring and behaving 
aceording to the rules of their soeial worlds (Whiting & Whiting, 1975), 
although some have impairments that compromise this development. Si mi
larly, ehildren in all societies form emotional attachments with their pri
mary caregivers despite the fact that the means by which attachment is 
formed and the behaviors that constitute seeurity may differ across cultural 
contexts (Cole & Tan, 2007). 

For the purposes 01 our chapter, we assurne that children have innate 
eapaeities for being emotional, for being soeial, and for engaging in regu
latory processes; these capacities permit their agentie motivations to meet 
their goals for well-being to be modulated by cultural standards lor soeial 
conduct. From the time the child begins to experienee a social environ
ment (inclllding in utero), the speeific influenees of the child's particular 
developmental niche begin to transmit cultural influences on the child's 
development, including the rate of maturation as well as the development 
of behavioral skills (Harkness & Super, 2002). The socialization processes 
that transmit cultural standards then have their influences on the biological 
and behavioral development of the child. For example, executive funetions 
first develop in nonspecifie ways during the first years of life. Later they 
are related to thc cognitive and conscious processes of emotion and self
regulation in line with the particuhu cultural values that are transmitted 
through soeialization proeesses (for an overview of emotional development 
in young ehildren, see Denham, 1998). 
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The devclopment of prosocial behavior is a key aspeet of soeial compe_ 
tenee (Eisenberg, 2007). Prosoeial behavior, such as empathy and altruisrn 
depends upon the development of the self and the ability to coordinate th~ 
needs of the self ancl others. Evidenee suggests that the roots oE proso
cial devclopment can be pereeived onee the coneept of the self has devel
oped. There is evidence that 2-year-old ehildren are beginning to develop 
a eoneept of the self. They are able to differentiate their own and od,ers' 
needs and to display other-foeused as weil as self-foeused emotions (Bis
chof-Köhler, 2000). However, Bischof-Köhler (2000) did not differentiate 
between empathy and prosoeial behavior. 

Other studies also report that self-recognition has been observed in 18-
to 24-month-old children (Lewis & Brooks-Gunn, 1979; Lewis & Ramsay, 
2004). Attachment fosters the development of the self-recognition. Seeurely 
as eompared to insecurely attached children showed better self-recognition 
(Pipp, Easterbrooks, & Harmon, 1992). As early as 2 years of age, children 
begin to cooperate with soeial partners (Tomasello, 1999). Cooperation 
indieates soeial eompetence. Further, the growth of prosoeial behavior is 
linked to the development of empathy; as we noted, any prosocial skills 
refleer an integration of emotional, cognitive, and behavioral processes. Für 
instance, empathy reqllires thc ability to feel COllccrn for another's distress, 
to understand at a basic level that the other's distress is distinet from your 
own, and to engage in socially skilIed behaviors such as information seek
ing, support seeking, or caregiving. Twin studies suggest that the emotional 
aspeets of empathy may have a hereditary basis, whereas the behavioral ele
ments do not (Zahn-Waxler, Robinson, & Emde, 1992). Thus, the capacity 
to express eoncern for others may be more rooted in biological dispositions, 
whereas how one behaves toward others may be more influeneed by situ
ational eontext and learning. 

Coneern for others is not generally diseussed as a dimension of ehil
dren's temperament, but negative emotionality, effortful control, and 
urgency-the main dimensions oE temperament-may influence children's 
proclivity for feeling eOncel'll for others. These temperamental dimensions 
are believed to have extensive influenees on emotional and soeial develop
ment. Aeeording to Rothbart ancl Bates (2006), individual differences in 
infa nt temperament ean be observed for six dimensions: fearful distress 
(fearfulness), irritable distl'ess, positive afleet, (motor) activity level, atten
tion span (persistence), and rhythmieity. These dimensions refleet negative 
emotionality (fearfulness and irritability) and a global positive emotion
ality. Attention span ean be observed, for example, as affecting effortful 
eontrol, wh ich contributes 1'0 emotion regulation. A longitudinal study has 
shown that effortful contl'Ol, an aspect of temperament al regulation, was a 
more eonsistent predictor of empathy (espeeially for boys) than was impul
sivity (Eisen berg et al., 2007). 
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Individual Differences 

Genetically influeneed temperamental factors do not fully explain indi
vidual differenees in soeial development; rat her, they aecount for a ehild's 
preferred response tendencies. However, the development of social compe
tenee depends on ehildren's ability to behave aeeording to the standards 
01 their cultural niche, regardless of their temperamental tendencies. For 
this reason, it is fortl111ate that environmental factors such as parenting 
ean foster self-regulation in ehildren of diverse temperaments (Eisen berg et 
al., 2005) and in this way promote soeially appl'Opriate behavior. Indeed, 
children predisposed to reaet negatively to novelty or limitations, and to be 
less inclined to engage in effortful contral, may be partieularly dependent 
on the quality of earegiving they reeeive from parents and other adults such 
aS teachers. 

Positive effcets of warm parenting on selE-regulation (inhibitory con
trol, emotion regulation) have been shown in several studies (see mcta
analyses by Karrernan, van Tuijl, van Aken, & Dekovie, 2006; overview 
by Grusee & Davidov, 2007). Other studies have shown that attaehment 
is a moderator for relationships between parenting and self-regulation 
(Koehanska, Aksan, Knaack, & Rhines, 2004). Child temperament ean 
also be a moderator of these relationships (Koehanska, 1997). Reeent stud
ies foeus on the mutual responsivity between parents and their children as 
pl'edictors of self-regulation at preschool age (Kochanska, Aksan, Priseo, 
& Adams, 2008). In general, direet and indireet efleets of pal'enting have 
to be distinguished (see overview by Grusee & Davidov, 2007). For exam
pie, others' self-esteem and self-efficaey beliefs in regulating emotions are 
positively related to mothers' positive reaetions to childl'en's distress and to 
presehool ehildren's aetive and sueeessful emotion regulation, while parent
ing behavior is a mediator (Heikamp, Hoffmann, Suehodoletz, & Trom
msdorff, 2009). 

Koehanska (1993, 1997) has asserted and demonstrated that the good
ness of fit between the ehild's temperament and the parent's style fosters 
internalization of standards in ehildren of diverse temperamental tenden
eies. Für example, fearless and fearful children profit most from "sensitive" 
parenting, that is, parcnting that takes into account thc child's characteris
ties (e.g., fearlessness 01' fearfulness). In ease of warm ancl positive parent
ing, fearless children are more likely to develop seeure attaehment relation
ships and establish a mutually positive orientation that leads 1'0 eommitted 
complianee from the eh ild; this tendeney is more likely despite the fact that 
fearlessness supports bold, assertive, or impulsive behavior that could be 
noncompliant. Fearful ehildren profit most from low power assertive par
enting. They develop eommitted eompliance, perhaps because low-power 
parenting helps give ehildren the feeling they are in control of their situa-
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tio11s and re duces the need to be fearlul ami avoidant. These examples 01 
"goodness of fie' between parenting and children's temperament may need 
to be qualified on the basis of the ehild's developmental age. Longitudinal 
studies by Koehanska, Aksan, and Joy (2007) underseore the importanee 
of developme11tal period. The ehild's seeond year appeared to be most sensi
tive to parents' impact on their children's moral internalization. Ta summa~ 
fize, biological and environmental factars influence emotional and soeial 
development througb direet and indireet processes. Soeialization faetors, 
their respeetive fit with variables of ehild temperament at various devel
opmental ages, and their mutual interdependeneies have to be taken into 
account. In the ilext section we discuss environrnental influences, especially 
parents as socialization agcnts, on children's emotional and soeial develop
ment, ta king inta account thc role of culture. 

The Role of Culture-Specific SociaIization 
Conditions in the Development of Emotions 

and Social Behavior 

Components of Socialization 
and the Developmental Niche 

Parenting, including parents' beliefs and behavior, has been studied as an 
important factor in the soeialization 01 ehildren in a eultural context (e.g., 
Bornstein, 1991, 2001; Harkness & Super, 2002; Rubin, 1998; Rubin et 
al., 2006). In parenting, biologieal and environmental laetars also playa 
role. Parents differ in their behavior on aecount of their own biologie al 
eharaeteristies-for example, different temperaments or a different sen
sitivity to their ehildren's signals. Further, eeonomie and eultnral faetors 
influenee parenting goals and behavior as part 01 the proeess to aehieve an 
optimal adaptation to the resoUl"CCS and constraints of the environment and 
the needs of the ehild (Bornstein & Cheah, 2006). 

Parenting, clevelopment, and eulture have long been topies in anthro
pologieal research (e.g., Harkness & Super, 2002). Whiting and Whiting 
(1975) reeommended an eeologieal approach that partly served as a guid
ing framework lor Trommsdorff and Nauek's (2005) study on the value 
of ehildren (including soeioeeonomie and eultmal factors). However, it is 
also important lor eulturally sensitive work to ineorporate bidireetional 
influenees, including how a ehild's dispositions shape the child's experi
enees. In his eeologieal systems theory, Bronfenbrenner (1979) speeified the 
interdependent contextual factürs on various levels in human development; 
however, he clid not speeifieally loeus on eultme. 

In eontrast, the theoretieal framework 01 the "developmental niche" 
proposed by Super and Harkness (1997; Harkness & Super, 2006) clarifies 
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the interface between ehild development and eulture by loeusing on the 
role 01 parents and their eultural belief systems (parental ethnotheories). 
The authors point out the importanee 01 stuclying ethnotheories through 
their relations to the other eomponents of the developmental niche. The 
eoneept 01 the developmental niehe is uselul in studying the eulturally eon
strueted environment 01 the ehild through several lenses of physieal and 
soeial settings of the ehild's daily life and through eustoms, parental prae
tiees, and parental ethnotheories. Within the clevelopmental niche, earegiv
ers, including parents, begin to socialize a child's behavior as soon as the 
infant and caregivers begin tü interact. Für instance, although infants are 
not yet expeeted to engage in self-regulated soeial behavior, they aetively 
express emotions, and the socialization of emotion thus begins early in 
life (Cole & Tan, 2006). Caregivers hold eulturally speeifie sets 01 goals 
lor their ehildren's eompetenee and beliefs abOllt how competenee develops 
(Bornstein & Cheah, 2006; Cole, Tamang, & Shrestha, 2006; Rubin et 
a1., 2006; Trommsdorff & Kornadt, 2003), and these goals likely guide 
caregivers' choice of practices, consciously or otherwise, as they rcspond to 
their ehildren's emotions and emotion-related behavior. 

The Role of Parents' Na'ive Theories and Parenting 
in Emotional and Social Development 

Parents' naive theories or ethnotheories include beliefs about the nature 01 
ehild eompetenee, the means by whieh ehildren aequire eompetenee, and 
the appropriate ways that earegivers ean foster competence. Their elucida
tion provides insights into earegivers' socialization goals anel their views of 
the most signifieant featmes of the parent-ehild relationship. Certain theo
ries may be subtle enough to eseape the earegiver's awareness and therefore 
not be readily expressible verbally. Parents' naive theories are subjeet to the 
same distortions as other forms 01 self-report, as they are also prone to the 
influenees 01 soeial desirability, to the imperleetions 01 memory, and to the 
distortions that risk and psyehopathology ean introduee when one reports 
beliefs and praetiees. lt has been asserted that parents' reparts about their 
ehildren's eharaeteristies (e.g., temperament) are influeneed by personal 
biases and therefore not wholly valid (e.g., Kagan, 1998). However, many 
more factors contribute to inconsistencies about elirect observations, which 
usually are sampled in a single situation, and parental reports, which are 
baseel on the broader experience of their children in a variety of situations 
over time but are subject to self-report biases. Beside the well-known sourees 
of diserepaneies between parental self-reports and obsel'ved behaviol' (Den
ham et al., 2000; Rothbaum & Weisz, 1994), speeifie methodologieal fae
tors shoulel be taken into aecount, for example, the researeher's selection 
of observed behavior in certain situations 01' thc researeher's influence on 
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parents' behavior in such situations (see Arney, 2004, for an overview on 
studies comparing direct observations and self-report measures of parent_ 
ing behavior). 

Nonetheless, caregivers' naive theories 01' ethnothcories are indices of 
what parents and other caregivers believe to be the goals of socialization 
and the strategies for achieving them. These ethnotheories reveal the degree 
to which parents share universal va lues and the degree to which they hold 
culturallyspeeific values. Harkness and Super (2006) posit a hierarchical 
system of ethnotheories that starts with implicit cultlll'almodels (cultlll'ally 
shared va lues and beliefs, e.g., concerning thc relationships among fam
ily members', parents, and the child) that influence domain-speeifie beliefs 
(children's emotion regulation patterns depend on one's age) and that, in 
turn, influence explicit ideas about appropriatc practiccs and theil' role in 
influeneing child outcomes (e.g., the child will mature) (p. 71). They also 
aeknowledge important intervening faetors such as whether the child's tem
perament is regarded as an important consideration. These beliefs finally 
influence the aetual parenting praetices (e.g., ignoring the child's distress) 
am!, furthermore, the developmental outcome for the child (e.g., the child 
does not adequately regulate distress). 

Thc characteristics of parents' naive theories are valuable information 
in understanding child development (Goodnow & Collins, 1990). Rubin 
et a1. (2006) further maintain that parents' naIve theories prediet child 
outcomes: "Für example, there is emerging evidence that parents' ideas, 
beliefs, and perceptions concerning the origins of the children's acceptable 
and llnacceptable behavioural and emotional styles, in particlllar, contrib
ute to, predict, and partially explain the development of adaptive and mal
adaptive behaviour in childhood" (Rubin et a1., 2006, p. 82). More cautious 
about direct prediction, Harkness and Sllper (2006) state: "Thus, parental 
ethnotheories by themselves cannot prediet ehild outcomes, but it would be 
difficult to und erstand eultural differences in development withollt refer
ence to how parents in different cultlll'es think about children" (p. 78). 

From our point of view it is crucial, especially in Cl'OSs-cultural 01' 

culture-informed stlldies, to acquire information on parents' beliefs about 
adequate developmental pathways to the social and emotional campetence 
of their child, including beliefs about their child's characteristics, ab out 
their relationship with their child, and their parenting practices, includ
ing the way parents structure the social and physical environment of their 
child (including peer relations) (see Cole, et a1., 2006; Trommsdorff & 
Friedlmeier, 2010). Such information about parents' naIve theories on their 
child will help them to und erstand the cultural speeifieities versus univer
sals in their child's emotional and soeial development, since the foeus is 
on the subjeetive meaning of beliefs and behavior. For example, Cole and 
colleagues (2004, 2006) found that elders in Brahman and Tamang vil-
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lages had different criteria for defining child competenee, and these differ
ences placed in context observed differenees in the socialization of angel' 
and shame in preschool-age children. Similarly, Keller and colleagues 
(2004) showcd video reeords of German and Cameroonian N so mothers 
and infants to the mothers in each nation. When Ca meroonian mothers 
observed the higher degree of en face contingent responding between Ger-
111anmothers and infants, they offered to come help German mothers learn 
how to more easily be close to their infants. Without a means of seeing 
child behavior and interactions through the eyes of the socialization agent, 
culturally meaningful information is lost to the scientist. Therefore, we 
are presently involved in a cross-cultural research project on pal'ents' na'ive 
theories on children's emotion regulation and social elevelopment in Ger
many, the United States, India, Nepal, and South Korea (Trommsdorff, 
Cole, Mishra, Niraula, & Park, in preparation). 

The Role ofCognitive and Emotional Development 
in the Development of SelfRegulation 

In general, internalization of the rules anel va lues of one's parents Ol' society 
is premised on positive parent-child relationships. Grusec and Goodnow 
(1994) articulated the preconditions for achieving successful internaliza
tion, including open coml11unication and clarity in rules and values, and 
the ehild's aeeeptance of caregivers' messages. This model is useful in 
explaining the successful intergenerational transmission of va lues (Albert, 
Trommsdorff, & Wisnubrata, 2009; Trommsdorff, 2009b). Positive rela
tionships between children and the primary caregivers in their lives foster 
this transmission. Seeure attachment, one indicator of a positive parent
child relationship, has been shown repeatedly to be assoeiated with chil
dren's internalization of values that guide their self-regulation (Grusec & 
Davidov, 2007; Kochanska, 1997). This view includes, of course, the con
tribution of children to their soeiomoral development and the importanee 
of a good fit between parenting style and the children's temperamental dis
positions (Kochanska et a1., 2007). 

Research on emotional and social development has often tended to 
overlook the important role of culture. Most research has been eonducted 
with European or U.S. sampies, mostly in the United States. Recent cross
cultural studies clearly suggest that there are universal aspects of emotion, 
including the commonality of certain emotions, that are strongly influ
enced by the basic neurobiology of the human organism, such as fear and 
disgust (Izard, 1994; Matsumoto, 2001). However, cross-cultural studies 
also clearly reveal cultural specificity in the relations between the individ
ua 1 and the circumstances that influence the elicitation, expression, anel 
regulation of emotions (e.g., see reviews by Cole & Tan, 2006; Friedlmeier 
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& Matsumoto, 2007; Kitayama, Mesquita, & Karasawa, 2006; Tromms
dorff, 2006). These cultural specificities seem to be related to cultural val
ues, socialization conditions, anel, morcover, to thc culturalmodel of self 
(Trommsdorff, 2009a). In the next seetion we deal with the role of culture 
in the development of emotional and social behavior. 

The Role of Culture in the Socialization of Emotion, 
Emotion Regulation, and Social Development 

The Role of Culture in Socialization Processes 

Caregivers' beliefs, goals, and praetiees cannot simply be explained by 
studying their naIve theories. Ir is more important to understand the mean
ing of the specific naive thcories in the respective cultural context. Parents, 
for example, are members of a speeifie culture; the culturally shared val
ues am! behavioral praetiees structure the goals and beliefs of the indi
vidual members 01 a eulture (Harkness & Super, 1995). Some parenting 
actions function as "cultural practices"j these are actions that are shared 
wirh others, related to normative expectations, and have a meaning that 
goes beyond the immediate goals of the action (Miller & Goodnow, 1995). 
Therefore, ehildrearing cancepts can be seen as a belief system aligned with 
the va lues of the soeiety and the individual (Kojima, 1986; Trommsdorff & 
Friedlmeier, 2004). 

Aeeordingly, eulture plays an important role in the socialization pro
cess, for example, mediated by parental ethnotheories or naive theories. In 
a specific culture, parents may believe that expression of emotions is des ir
able and that the emotional development 01 their chilelren shoulel follow this 
goal. In another eultural eontext, parents may believe that self-restrained 
and inhibited expression of emotions is elesirable; aceorelingly, parents may 
follow this developmental goal and promote related emotion regulation of 
their ehildren. These differenees are observable not only in eomparisons 
among different cultures but also when assessing va lues, beliefs, and devel
opmental outcomes over time in longitudinal studies. Accordingly, Chen 
and Chen (2010) report a deerease of shyness in Chinese ehildren over the 
course of more than a decade, whieh they associate primarily with peer 
aeeeptance (Chen & Freneh, 2008). Obviously, soeioeconomic and cultural 
ehanges have eontributed to a value change, to related changes in soeial
ization conelitions, anel signiflcant changes in developmental outcomes. 
Thereby, soeial eompetenee has aelopted a different meaning after a deeade 
of fundamental socioeconomie changes in China. 

Cross-cultural studies on emotion have shown that in socialization 
contexts in whieh the uniqueness of the self is valueel highly open expres
sion of emotions is encol1raged by pat'cnts, in contrast to contcxts in which 
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the individual's relatedness to others is highly valuecl and in wh ich parents 
intend to promote self-restraint in ehildren (e.g., see reviews by Cole & 
Tan, 2006; Trommsdorff, 2006, 2009a). Furthermore, in eultural contexts 
emphasizing the interdependenee of the individual with others, cer ta in 
emotions are partieularly undesirable, such as anger that has the poten
tial to dueaten interpersonal harmony (Cole et a1., 2006; Cole, Walker, & 
Lama:ramang, 2006). Even in ease of an angry eonflict of interest, Asian 
mothers pursued a eooperative and trusting relationship with their child, 
whcrcas Wcstern mothcrs engagcd in cscalating conflicts based on their 
attribution of negative intentions to their ehildren (Trommsdorff & Kor
nadt, 2003). Accordingly, Asian mother-ehildren interactions endeel pe aee
fully, while Gennan mother-child interaetions ended with mothers' and 
their children being frustrated. In these various cultural climates fostering 
different valuc orientations, self-constl'uals, anel motivational and cogni
tive dispositions (e.g., attribution tcndencies), diverse developmcntal paths 
emel'ge with respcct to emotional anel social e1evelopment. 

In cultural eontexts eharaeterizeel by social orientation and related
ness, parents hold culture-specifie beliefs about the desirability of modesty 
anel of social behavior that aeeonunodates others (Rothbaum & Tromms
dorff, 2007; Trommsdorff & Rothbaum, 2008). These parental beliefs are 
usually influenced, supported, and mirrored by such other soeialization 
ageneies as teaehers anel the school environment (Trommsdorff, 2009c). 
Therefore, it is uselul to study relevant aspects of the eultural eontext and 
other soeialization eonditions besides the family in order to better lmder
stanel the faetors influencing the parents' belief system and parenting prae
tices (Bornstein, 1991, 2001; Harkness & Super, 1995). 

The Role ofCulture in Emotional 
und Social Development 

A leading influence on how eulture is eoneeptualized in the psychologieal 
literat ure is the self-eonstrual framework offered by Markus and Kitayama 
(1991). They postulate that the ways in whieh an individual views self rela
tive to others are culturally variable and constitute an ol'ganizing influence 
on eognition and emotions that in turn affeets soeial behavior (Markus 
& Kitayama, 1994). They further underscore psychologie al motivations 
for agency anel how culture influenccs valuc orientations relating to the 
self's ageney and emotions (Kitayama et a1., 2006; Kitayama & Uehicla, 
2005). Although this framework is often applieel in differentiating nations, 
its greatest utility is in understanding that all individuals strive lor ageney 
and for relatedness and that eultures vary in the relative value they place on 
eaeh striving and on the means by whieh one achieves ageney and related
ness, 
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Rothbaum, Weisz, Pott, Miyake, and Morelli (2000) elaborated on 
this view in their exa111ination of the culture-specific functional role oE 
attachment. Attachment theory postulates a universal need for autonomy 
that is supported by satisfaction of the universal need to feel seCure. In 
socialization contexts valuing the interdependence of the self (e.g., Japan), 
the development of attachment is based on a specific mother-child rela
tionship eharaeterized by a symbiotie relationship (Azurna, 1986; Roth
baum, Pott, Azurna, Miyake, & Weisz, 2000). The assumed universal need 
of competence unc!erlies a specifie kind of ageney in Japan-integration 
in an interdependent relationship that provides assuranee (Rothbaum & 
Trommsdorff, 2007). In contrast, in Western eultures, the ueed for com
petence is related to the goal of following the path of independence and 
separateness. Therefore, depending on the cultural meaning of the assumed 
basic needs (eompetence, autonomy, and relatedness) attachment should 
have different consequences for the child's emotional and social develop
ment. Rothbaum, Pott, et a1. (2000) integrate research on parenting and 
the parent-child relationship in lifespan development and suggest culture
specific pathways for emotional and social development. These pathways 
are related to different cultural models of self-the independent versus 
the interdependent self. While maintaining harmony is most important 
in cultures favoring the interdependent model of the self, achieving self
rchance and free expression of one's will is important in cllitures favoring 
the independent model of the self. These va lues underlie parent-child inter
actions and the ways in which parents foster emotion regulation and the 
development of the self and of social competence in their children (Dennis, 
Cole, Zahn-Waxler, & Mizuta, 2002). In other studies, Japanese moth
ers responded to their children before they showed distress, while German 
mothers reacted after their ehildren showed distress. These differences in 
mothers' proactive and reactive sensitivity were related to their children's 
successful emotion regulation (Trommsdorff & Friedlmeier, 2010; Trom
msdorff & Rothbaum, 2008). Accordingly, we next turn to universal and 
culture-specific aspects of emotion regulation and self-regulation. 

Universal and Culture-Specific Conditions 
of Emotion Regulation 

A first step in considering cultural influences on emotion regulation and 
self-regulation is to address individual differences in infant temperament. 
Temperament is presumed to reflect innate, biologically based behavioral 
tendencies, although recent work highlights the fact that the in utero 
environment may influence infant temperament (e.g., Davis et a1., 2007). 
Arecent review reveals that there is mueh more to be known regarding 
whether or not there are cultural differences in infant temperament (Cole 
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& Tan, 2006). We ass urne that infants vary in temperament in all cultural 
contexts and that a dimension of these individual differences is variability 
across infants in their tendencies to reaet negatively to novelty or limita
tions. Fllrtherrnore, we assume that caregivers in all cultures nonetheless 
strive to promote a eulturally speeific standard of soeial eonduet in their 
children, whieh affeets the socialization of emotion and therefore self
regulation. The basis for the development of self, self-effieacy, and self
regulation, however, has to be seen in both biologieal and environmental 
factors, espccially in parenting and culturc-specific socialization conditions 
(as already specified). 

In order for emotions to contribute to culturally appropriate social 
behavior, they must be regulated. The literat ure generally regards this 
regulation as involving the reduction of negative emotions and, less often, 
thc up-regulation Of maintenance of positive emotions. However, wh at is 
regardcd as negative Of positive emotion and how different emotions are 
valued, va ries with the speeific eulture (Mesquita & Fridja, 1992; Mes
quita, Frijda, & Scherer, 1997; RusselI, 1994; Scherer, 1997). In Western 
societies, for instance, jay, happiness, and pride are regarclecl as positive 
emotions, their expression is highly vailleel, anel pal'ents eneoul'age their 
expression (see overview by Cole & Tan, 2007). This pattern is consis
tent with a self-orientation that emphasizes indivieluality, uniqueness, anel 
achievement. However, in Asian eountries caregivers are lcss comfortable 
with their children expressing high levels of these emotions. All parents 
want their chileIren to be seeure, but in Asian countries there is less vaille 
attached to happiness and pride (Kitayama, 2001; Kitayama, Markus, & 
Kurokawa, 2000; Trommsdorff & Rothbaum, 2008; Tsai, Miao, Seppala, 
Fung, & Yeung, 2007), because these are regarded as lacking sensitivity 
to the needs of others and detraeting from the achievement of calmness, 
whieh is more highly valued. However, parents in Asian soeieties may value 
other positive emotions, such as empathy or peacefulness; a chilel's being 
calm may be more valued than a child's being happy (Morelli & Rothbaum, 
2007; Mulder, 1992). Furthermore, there is a positive emotion associated 
with making others feel relieved or peaeeful, a topic related to prosociality 
that is rarely studied. Accordingly, parents in Asian societies are more likely 
to refrain from praising their children, focusing instead on how to improve 
their behavior (MilleI', 2002, 2003; Rothbaum & Wang, 2010; Tromms
dorff & Rothbaum, 2008; Wang, Wiley, & Chiu, 2008). Negative emotions, 
on the other hand, are also valued differently aeross cultures. Perhaps the 
most wellllnderstood clifferenec rcgards negative self-eonscious emotions, 
such as shame and embarrassment. In the Uni ted States, shame is regarded 
as a particularly toxie emotion because of its effeets on self-cstccrn anel 
its assoeiation with risk for psychopathology (Ferguson, Stegge, Miller, & 
Olsen, 1999; Tangney & Fischer, 1995). However, in some Asian soeieties, 
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shame is a valued emotion anel parents encourage it beeansc it demonstrates 
that the child is learning his 01' her pi ace in relation to authority and in 
regretting behavior that compromises inter personal harmony (Kitayama, 
2001; Kitayama, Markus, Matsumoto, & Norasakkunkit, 1997). 

Aeeordingly, from a culture-informed viewpoint, the socialization of 
emotion fasters patterns of emotion regulation that are organized in regard 
to how selves best function in their social wodds. This process is related 
to the emotion focus (self or soeial), the role of the self, and the respective 
positive 01' negative quality of the outcome of emotion regulation for the 
self and far others. For example, guilt is a self-focused negative emotion 
in Western cultures, while shame is an other-focused negative emotion in 
Asian cultures (related to the fear of losing face-a very negative event). 
Aceordingly, in order to avoid shame and self-regard (loss of face), regula
tory behavior may already get started before the emotion is experieneed
that is, regulation is regarded as most effeetive during the aetivity (e.g., 
achievcmcnt) in order to avoid a negative outcomc in the Asian context. 
This would be an example of anticipatory emotion and self-regulation: 
investing persistence, effortful control, delay of gratification, ete., shanld 
serve the goal to be considered successfu1. Similarly, expeeting positive 
emotions such as pride to ensue following sllccessful achievement within 
the Western eontext would imply the prior investment of sünilar antici
patory activities of self-regulation. Thus, emotion regulation may require 
certain activities of self-regulation. 

Culture-Speci{ic Aspects of Emotion Regulation 
and Social Development 

We assurne that emotion regulation is related to sacial development and 
that both are influenced by cultural va lues and related socialization pr ae
tices. First, we give examples for the development of emotion regulation 
in Asian cultures. Then, we deal with prosocial behavior as an example of 
social development. 

Emotion Regulation 

Javanese are traditionally expected to maintain social harmony. Javanese 
parents are very patient with their children and typically show little irrita
tion over their misbehavior. Only rarely do the children experience inhibi
tion forcee! on them by their parents. Older siblings learn to yield to the 
wishes of younger ones. Therefore, Javanese chilch'en rarely experienee 
frustration, as they internalize the rnies of emotion regulation and proso
cial behavior relatively easily. "It is in this atmosphere of warm together
ness that thc J avanese lcarn to express theil' own desires, to avoid conflict, 
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and at the same time not be disappointed" (Magnis-Suseno, 1997, p 168). 
In order to maintain soeia! harmony, children have to learn theil' position 
in thc society, to perform their duties, and to internalize ways of emotion 
regulation and soeial competence. Since emotion regulation i8 reIated to the 
experience and thc expression of emotions, Javanesc "strive to cont1'ol ane's 
emotions and drives as weIl as to take an inner attitude of resignation" 
(p. 193). Here we observe a culture-speeific method of emotion regulation 
that enables Javanese to fulfill their duties in a peaceful, secure (slamet), 
and unfrustrated way: "Outward harmony thus corresponds to an inward 
condition of slamet" (p. 193). In sum, emotion regulation as part of emo
tional and soeial competence overlap and indicate maturity, according to 
the Javanese belief system. 

Japanese also focus on harmony as the basic goal of children's 
emotion regulation and as an indicator of emotional and social compe
tence (Kitayama et a1., 2000; Lebra, 1994; Morelli & Rothbaum, 2007; 
Trommsdorff & Rothbaum, 2008). Caregivers' socialization is therefore 
characterized by a culture-specific way of anticipating children's needs 
and emotions and engaging in "proactive sensitive" behavior (Rothbaum 
& Trommsdorff, 2007; Trommsdarff & Friedlmeier, 2010). Sinee mothers 
view a child's expression of negative emotions as an expression of lack of 
maturity, they do not react by scolding or blaming the child. Thereby they 
avoid becoming angry themselves, which would be a bad model for imita
tion; they also avoid negative attributions and a negative seIf-evaluation of 
the ehild by referring to a malleable cause ("a child is only a child"; that is, 
the child is not yet mature) (Trommsdorff & Kornadt, 2003). 

Indian children also seem to reglllate their emotions in accordance 
with the cultural va lues of ha rmony and a peaceful mind. When Indian 
and German preschool children expected a gift in a box but found the box 
empty, the Indian children soon regulated their disappointment, guided 
by the positive reactions of their mothers; in contrast, the German chil
dren were frustrated and showed negative emotions such as anger for a 
while until they were given a present by the experimenter. The Gennan 
mothers often even eneouraged their children's anger (unpublished data by 
Trommsdorff, Mishra, Heikamp, Suehodoletz, & MerkeI, 2009). 

However, not all Asian societies approach ehildrearing and the social
ization of emotion in the same manner. For instance, Cole and colleagues 
found that Nepalese Brahman caregivers are more likely to engage in emo
tionally neutral control of their preschool-age children whereas Nepalese 
Tamang caregivers engage in more affiliative contro1. In regard to emotion 
socialization, thc Brahmans tend to ignorc child shame and to be rcspon
sive to child anger, whereas Tamang ignore or punish ehild anger but are 
responsive to child shame (Cole et a1., 2006). Conversations with elders in 
these communities about wh at constitutes competence in a child reveal that 
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the Tamang prioritize soeial skills that involve making others feel good, 
whereas ßrahmans prioritizc individual achievcmcnt, particlllarly in schoo1. 
These observations of childrearing and emotion socialization are rhus cOo

sistent with cultmal definitions of competence and Iikely explain why Brah
man children value anger but Tamang ehildren value sharne (Cole, Brusehi, 
& Tamang, 2002; Cole & Tamang, 1998). Importantly, eomparative stud
ies within putatively independent or interdependent societies fmther our 
ability to understand cultmal influenees. The socialization of emotion that 
leads to a child's regulation of emotion and behavior thus relates directly to 
the child's tendencies toward social behavior. 

Prosocial Behauior 

The literature indieates that the development of prosoeial behavior in chil
dren is partly based on heritable genetie influences (e.g., Hastings, Zahn
Waxler, & McShane, 2005) and partly based on environmental influenees 
(e.g., Zahn-Waxler et al., 1992). Psyehoevolutionary theorizing underlines 
the role of emotions (empathy) for prosocial behavior (see Hastings, Uten
dale, & Sullivan, 2007). Research in Western countries has shown that non
punitive parenting and other-oriented reasoning that activates the ehild's 
understanding of the situation fosters prosocial development (Grusee & 
Goodnow, 1994). However, parenting styles are eomplex; they are related 
to parents' naOive theories and goals, and they vary across contexts. There
fore, the specifie meaning of parenting should be assessed-and this is even 
more necessary in case of cross-cultural comparisons. 

Prosocial behavior has been associated with parental warnlth and 
ehild-centered diseipline. Also, warm and sensitive parenting should allow 
for the development of prosoeial behavior. However, sensitivity has a 
culture-spccific meaning (proactive vs. reactive sensitivity; see Rothbaum 
& Trommsdorff, 2007). Further, it does not necessarily imply warmth. 
However, when taking iota account the role of emotions, a dearer picture 
may emerge. Cultural va lues of interdependence would ll11dermine the se!f
other differentiation that is neeessary for the experience of empathy (feel
ing compassion for the other person), a precondition of prosoeial behavior. 
Thereby, distress mayaIso arise when one vicariously shares the unhappy 
or negative emotions of another person. Aeeordingly, the ehild needs to 
regltlate this distress. 

Observational studies of 2- and 5-year-old children in Germany and 
Japan showeel that 2-year-old toddlers in both countries were sometimes 
overwhelmed by their distress when observing another person in distress. 
They were looking for the support of their mothers in order to be able to 
overcome their own distress and to engage in helpful acts. These very young 
ehildren could not regulate their distressing emotions by themselves. Emo-
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tion regulation is therefore a neccssary skill in both cultures for cmpathic 
prosocial behavior (Trommsdorff, 1995), as suggested by Eisenberg (1995). 
Five-year-old German children, in contrast to Japanese ehildren, could 
already regulate distress by themselves. In the ease of self-foeused distress, 
children acted less prosocially than in the case of other-focused distress or 
in the ca se of empathy. 

In our four-culture study on empathy, distress, and prosocial behavior, 
we founel aga in a significant contribution of other-focused distress and of 
empathy to prosocial behavior. We also have shown that, among children 
who were socialized in a cultural contcxt favoring interdependence, more 
other-focused distress occurrecl and less ability to "interfere" wirh the dis
tressed state of another person was observed (Trommsdorff, Friedlmeier, & 
Mayer, 2007). These results underline that distress, empathy, and prosocial 
behavior have different meanings, depending on thc cultural context. 

Ta sllmmarizc, emotion regulation ean obviously affeet aspects of 
social development in line with cultural values. Cultural valllcs on intcrdc
pendence undermine aggression; they also can foster other-orientecl distress 
that needs to be regulated efficiently in order not to ll11dermine prosocial 
behavior (towarel strangers) in young children. The cultural va lues of inde
penclence ean foster readiness to face conflicts and engagc in anger-base eI 
aggression while also fostering prosoeial behavior baseeI on empathy. 

Summary: A Cultural Model of Emotion, 
Self-Regulation, and Social Development 

The basic components of our eultural model are (1) eultural variations in 
the goals and practiees parents have for soeializing emotion, (2) the effeets 
these have on promoting eulturally specifie patterns of emotion regulation, 
and (3) the role these effeets play in promoting eultmally defined proso
eial behavior. We draw from the work on self-construal to emphasize the 
universal motivations in humans to strive for both agency and relatedness, 
recognizing that the ways in which a balance between these strivings is 
achieved is eultmally variable. Culture, in our view, is defined by shared 
praetices that derive from shared values and beliefs. Self-eonstrual develops 
through the socialization process, wh ich filters cultural va lues and beliefs. 
As children develop, they have the opportunity to internalize eultural val
ues and to use these to evaluate themselves and others witb wbom they 
interaet. Optimally, in eaeh eultmal niche, a child feels securely embed
ded in family relationships and able to explore and learn about the world 
beyond the family as part of a striving for effieient funetioning or a sense 
of ageney. Depencling on the child 's self-construal, derived in the proeess of 
soeialization by adults elose to the child, the well-adapted child behaves in 
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culturally appropriate ways to meet personal goals and to maintain good 
relationships with others. 

Ryan and Deei (2000) have assumed that universal needs influenee 
behavior. However, we believe that these universal needs are met differendy, 
depending on the cultural model in whieh the self develops (Trommsdorff, 
2009a). Accordingly, evaluations, motivations, and emotions and emotion 
regulation develop in eulturally variable ways, for example, regulating dis
tress through primary control (changing the environment) or secondary 
control (changing the self) (Essau & Trommsdorff, 2000; Weisz, Roth
baum, & Blackburn, 1984). All together, the different eomponents underly
ing the processes of emotion regulation and self-regulation build a pattern 
that in general fits with the dominant cultural model of the self and allows 
for optimal culture-specific emotional and sodal competence. 

Outlook and Conclusions 

Conclusions tor a Culture-In{ormed Theory 
on Emotion Development and Social Development 

Research on emotion regulation and soeial development has so far largely 
neglected the role of culwre. On the other hand, eulture-informed research 
on emotion and soeial behavior has so far rather focused on the cultural 
and psychological aspeets of the self and negleeted developmental psycho
logieal approaches. A eultural-psychologieal approach to the development 
of emotion and social behavior has to take into aecount the eultural mean
ing of socialization eonditions (such as parenting and kinds of sensitiv
ity), of emotion and emotion regulation, and of desirable social behavior. 
As we have seen, beliefs of social competence and desirable behavior ean 
change over time (Chen & Chen, 2010; Chen & French, 2008). Therefore, 
developmental outcomes of emotion regulation and soeial behavior can 
only be evaluated as representing emotional and soeial eompetenee when 
their respeetive eultural meanings are taken into aecount (Friedlmeier & 
Trommsdorff, 2002). 

We do aeknowledge the biologieally based universals in the develop
ment of emotion and soda I development. Other universals may be related 
to interna I psychologieal processes in emotion and social development. 
However, culture specificities cannot be ignored. These can only be under
stood when ta king the perspective of the respeetive cultural va lues anel 
the belief system underlying the socialization eonditions and elevelopmental 
outcomes (Cole & Tarnang, 1998; Cole & Tan, 2007; Rothbaum, Pott, et 
al., 2000; Trommsdorff, 2006; 2009a). A culturally-informed view on the 
development of emotion and soeial behavior allows us to evaluate the fit 
between the eulturalmodel anel actual elevelopmental outcomes. 
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Conclusions Regarding Interventions 

Em?tion regulation and social bchavior are influenced by biological and 
envlro,nmcntal factars and can hecome relevant in the development of pfob
lematle developmental paths. For example, in their recent review Rubin 
Burg:,ss, and Coplan (2002) argued that behavioral inhibition (e.g., show: 
l~g slgns of reactive anxiety> distress, or disorganization) is related to emo
tIOn dysregulation that is possibly determined by temperament. The authors 
claIm that behavioral inhibition is a developmental precursor of social 
retleence, soeial withdrawal, anel anxiety in childhood anel aelolescenee. 
Behavloral inhibition and social withelrawal are stable variables. More
over,. social withdrawal in mid-childhood predicts negative self-coneept, 
lonehness, peer rCJcctlOn, and emotion dysregulation such as depression in 
early aeloleseence. The physiological basis of behavioral inhibition has been 
revealed in several studies (e.g., Fox & Calkins, 1993). 
. .~e know f~'om past, research that environmental factors can playa 

slgl1lficant role In changmg undesirable behavior. Thus, wc can assUlUC 
that parents will try to eletermine whether the development of emotion 
regulatIon and the self-regulation of their children are eongruent with the 
:'normative" (culturally preferred) cultural model. However, differences 
m the cllitural appropriateness (that is, the cultural fit) of developmen
tal outcon:es rel~tl~g. to em~tions and social bchavior can ace ur (e.g., 
dysregulatIon of mhlblteel chlldren). Therefore, interventions may become 
necessary that, in turn, require a theoretical basis and input from empiri~ 
eal research. As we noted, very little research direetly addresses cultural 
mlluences in the soeialization of emotion and self-regulation. Therefore, 
It IS not weil known when eertain forms of inhibited behavior may be 
culturally aeeeptable and, if so, whether this shorteoming re duces the 
posslblhty that the inhibited behavior will lead to forms of psyehopathol
ogy. Of specIal note IS recent work by Chen and Chen (2010) in wh ich 
the authors demonstrate that reeendy evolving cultural va lues in China 
hkely accOlInt for changing relations between ehild inhibition and child 
behavior problem symptoms. In sum, we advocate for an increase in the 
number of eross-cultural, within-culture, anel culturally informed stud
Ies of the development of emotion regulation, self-regulation, and soeial 
competence. 
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