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There has never been a better time to study child development. Thanks to 
continuing research efforts, our understanding of all aspects of develop-
ment, from conception through adolescence, is growing rapidly. Important 
methodological advances, especially in brain scanning techniques, have liter-
ally opened up new vistas for developmental researchers. Moreover, the way 
children experience development is markedly different than it was even a few 
years ago. The increasing diversity of society, along with widespread exposure 
to the Internet, has greatly expanded the range of infl uences on children. At 
the same time, multimedia technology now allows students of development to 
see and hear what is happening in laboratories, homes, and schools around 
the world. Together these changes have made teaching and learning about 
child development more exciting than ever. 

As anyone who has spent time with children knows, they are fascinating 
people. One of the reasons I like teaching child development is that students 
come to class wanting to learn about children. My goal in teaching the course, 
and in writing this book, has been to provide a chronological overview of 
child development within a scientifi c context, in other words, to explain why 
we know what we know about how children develop and grow. 

Children the world over all reach certain developmental milestones, such 
as walking, talking, and entering puberty, at roughly the same ages. Why is 
this the case? What accounts for cultural and individual variations? Grappling 
with the questions raised by similarities and differences, while recognizing 
that researchers don’t have all the answers, is a challenge. In this book, I have 
tried to encourage students to accept that challenge, by looking beyond the 
facts and discovering childhood through researchers’ eyes. 

A Storytelling Approach.

In the classroom, I have found storytelling to be an effective way to catch stu-
dents’ attention and convey the exciting developments in the fi eld while pro-
viding the scientifi c foundation for studying child development. By taking the 
same approach in this book, I hope to help many more students understand 
developmental patterns and processes and appreciate the contributions of re-
search on child development to everyday life. 

To bring research on child development alive, each chapter begins with 
a story. Examples and stories are woven throughout the book. They present 
glimpses of real people, including researchers, research participants, parents, 
infants, children, and adolescents. Some stories describe how important re-
search came to be done. Others tell how researchers fi rst became intrigued by 
the problems that occupied their professional lives. Still others are anecdotes 
about infants, children, and adolescents and their parents that illustrate key 
concepts or raise signifi cant questions. With these stories, I have found that it 

FROM THE AUTHOR
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FROM THE AUTHOR

is possible to capture student interest, sustain student attention, anchor 
research in human experience, and increase student comprehension.

Research on Brain Development.

Developmental neuroscience is a burgeoning area of research that has already 
produced a wealth of data about human brain development from infancy 
on. Before the development of noninvasive imaging technology, studying the 
developing brain, particularly in nonverbal infants and toddlers, required con-
siderable ingenuity on the part of researchers. Now, with the help of fMRI, 
NIRS, and other imaging techniques, neuroscientists have provided new in-
sights into how babies learn, when children begin to recognize emotions, why 
adolescents tend to take more risks than adults, and other intriguing ques-
tions. This research has a bearing on all domains of development, and there-
fore brain development is highlighted in every chapter of this book.

Although brain development is integrated in the text, a feature called 
Visualizing the Developing Brain also appears in each chapter. Intended 
to help students appreciate new data from brain research, this feature illus-
trates the methods of neuroscience and shows how current fi ndings from brain 
research illuminate critical facets of human development. The highly visual 
presentation of this feature is designed to make technical details of brain sci-
ence more accessible to readers even as it gives students a glimpse into neuro-
science laboratories around the world.

Awareness of Diversity.

In acknowledgment of the growing diversity of our world, I have made a 
special effort in this book to consider variations in development. By reading 
about research and examples from different ethnic and racial groups, histor- 
ical periods, socioeconomic groups, sexual orientations, and religious beliefs, 
students learn about conditions that may be encountered by children from 
varied backgrounds, including Hispanic and African American youngsters as 
well as those of Asian or European descent living in the United States, and 
about variations within as well as between ethnic groups. Although the main 
focus is on growing up in the contemporary United States, the text neverthe-
less includes many discussions of the ways in which culture and context infl u-
ence child development around the globe.

Despite enormous diversity, child development also reveals certain univer-
sal characteristics, many aspects of which are intertwined. Children may learn 
Swahili or Spanish or Swedish, for example, but wherever they live, they begin 
to speak a native language at about the same age. Language development is 
clearly a cognitive achievement, but speech also depends on the development 
of motor skills, and it transforms social relationships. This book highlights 
the underlying unity as well as the visible diversity of human growth and 
development.

Themes in Child Development.

Along with diversity and universality, two other fundamental themes run 
through the text. They are nature and nurture, and continuity and discon-
tinuity. Given the complexity of development, these themes are intended to 
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raise questions rather than to give answers. For example, children all over the 
world learn to walk at roughly the same time, but in some cultures, they start 
walking earlier than U.S. infants, and in other cultures, they walk later. What 
determines when babies take their fi rst steps? Students are encouraged to 
avoid simple either/or responses, in favor of a more nuanced understanding of 
the interplay of nature and nurture, continuity and discontinuity, and univer-
sality and variation. These thematic questions emerge at many points during 
the story of child development and are revisited throughout the text.

Chronological Organization.

Following a brief introduction to the key concepts, ideas, and history of the 
fi eld, the book begins with prenatal development and continues through 
infancy, early childhood, middle childhood, and adolescence. Within each 
period, there are chapters on physical development, cognitive development, 
and social and emotional development. Of course, some kinds of development 
affect all three areas, and so strands of physical, cognitive, and social develop-
ment are interwoven through all chapters. 

Applications. 

Several features of Child Development are designed to strengthen and deepen 
students’ encounters with research on child development. Critical thinking is 
emphasized throughout the book by explaining how studies were conducted, 
how one study grew from limitations of an earlier one, or how a single phe-
nomenon can be viewed from many theoretical perspectives. In addition, at 
several key points in each chapter, Questions to Consider encourage students 
to review and analyze the information that they have just read, apply it to 
events in real-life settings, connect it with knowledge about other domains or 
periods of development, and discuss it in terms of personal interest or in light 
of contemporary social issues. 

In each chapter, research applications are highlighted in three areas of 
special interest: diversity, education, and parenting. Diversity in Development 
sections discuss ways in which development may differ from the norm. Par-
enting and Development sections describe high-interest fi ndings about parent-

child relations. Development and Education sections focus on topics 
related to schooling. Subjects explored in these sections include 
teaching children with dyslexia to read, long-term effects of pre-
natal alcohol exposure, sudden infant death syndrome, spanking, 
and the impact of HIV/AIDS on adolescents in sub-Saharan Africa.  

Overall, this book offers an integrative presentation of current and 
classic research, theory, and methods in the study of child devel-
opment. I hope that it presents the fi eld in a way that is simulta-
neously inviting, enlightening, and thought provoking. My goal 
is to provide a contemporary introduction to the fi eld of child 
development that is stimulating as well as reliable, and one that 
will leave students wanting to learn more.

    Charlotte J. Patterson
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 PART 5 | ADOLESCENCE

N o daughter of mine will wear that outfi t to school today,” I heard myself 

saying to Sarah, early one morning, when she was 12. “It’s cold out! You 

have to wear more than just a T-shirt. Besides, that T-shirt doesn’t match 

the rest of your outfi t.” “I never get cold,” she shot back, “and besides, I’m not a 

baby anymore. You can’t make me wear what you want.” After a few more hostile 

words and some quick compromises, we fi nally managed to agree on her outfi t 

that morning. The scene—and others like it—was, however, repeated on many 

mornings, and it often left me wondering what had happened to the agreeable 

child that Sarah had so recently been. I imagine it may have left Sarah wonder-

ing why her mother was so meddlesome, especially now that she was no longer a 

small child.
Scenes like this play out over and over again throughout adolescence not only 

at my house, but at homes across the country. Another mother recounted 

the following experience with her son:

“One night, I sidled up to Alexander, my 15-year-old son, and stroked 

his cheek in a manner I hoped would seem casual. Alex knew better, 

sensing . . . that I was sneaking a touch of the stubble that had just be-

gun to sprout near his ears. A year ago, he would have ignored this 

intrusion and returned my gesture with a squeeze. But now he re-

coiled, retreating stormily into his computer screen.” (La Ferla, 

2005, p. ST-1)During adolescence, youngsters’ bodies are changing, they are 

taking on new roles, and their views of themselves are shifting too. 

Meanwhile, family members struggle to accommodate these changes. 

Whether the topic is homework or bedtime, music or clothing, budding 

breasts or a newly sprouting beard, parent behaviors that were once ap-

propriate are suddenly all wrong. What were once helpful suggestions 

are now received by teenagers as irritating put-downs. What were once 

affectionate gestures are now felt by adolescents to be annoying in-

trusions. Parents and their young adolescent offspring often have dif-

fi culty negotiating everyday activities without resorting to bickering 

and hostility, on the one hand, or angry withdrawal from interaction, 

on the other. As youngsters become more capable of independent ac-

tivities, the balance of power in family relationships must shift too, 

but this does not usually happen all at once, or without confl ict.

The changes of adolescence bring many challenges and opportu-

nities as well as many risks and potential problems. Of course, most 

youngsters and their families successfully meet these challenges. As the 

issues of adolescence eventually reach resolution, more direct prepara-

tions for adulthood can begin. In this chapter, we examine the social and 

emotional aspects of adolescent development. Beginning with the chang-

ing nature of self-understanding during the adolescent years, we then 

discuss development of relationships in the family. Peers and the wider 

world take on increased importance during this period, and we explore 

these topics too. We also examine potential risks and problems that ado-

lescents may encounter, and we fi nish with a brief look at diverse pathways 

to adulthood.

The Story of CHILD DEVELOPMENT

•  Jean Piaget’s theory of cognitive development grew in part from his careful 

observations of his own children. 

•  Virginia Apgar spontaneously created the Apgar scale in response to a 
medical student’s question about how to quickly assess the physical condition 

of newborns. 

•  Robert Sternberg’s early experiences with intelligence tests infl uenced his eventual 

develops his own theory of intelligence. 

Stories like these put a human face on the research that has defi ned the fi eld of child 

development. They capture our attention and interest, and they illustrate the relevance of 

theory and research to real life. Equally important, stories also make the details of 

research studies memorable. 

Similarly, stories and examples of children’s accomplishments, however ordinary 

they may seem, when seen in the broader context of development, illustrate the remarkable 

changes that occur between the time of conception and the end of adolescence. 

A baby’s babbling, a toddler’s clinginess, a preschooler’s curios-

ity, and an adolescent’s tendencies to push boundaries are a 

few of the phenomena that parents and casual observers 

often take for granted. Yet researchers have shown how 

these typical behaviors fi gure into the developmental 

process. Through anecdotes and the stories that open 

each chapter of this book, we glimpse daily events in 

children’s lives that also characterize the patterns of 

growth and development described in the chapter. 

These examples also give us a new appreciation for 

the everyday activities of infants, children, and adolescents.

• A Visual Introduction •
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THE STORY OF CHILD DEVELOPMENT

Focus on Research

Like all sciences, child development is a research endeavor. This book highlights 

research in a number of ways:

Stories behind the research integrated in each chapter make the science more ac-

cessible and more memorable.

 

Visualizing the Developing Brain features 

in each chapter contextualize and make concrete 

the results obtained with advanced brain imaging 

techniques, linking specifi c areas of the brain to 

specifi c types of behavior. 

Parenting and Development, Development 

and Education, and Diversity in Development 

sections in each chapter present high-interest fi ndings 

that speak to parent-child relations, schooling, and 

developmental variations within the United States and 

around the world. 

Text discussion of classic 

and contemporary research, 

including the latest fi ndings on 

brain development, establish the 

scientifi c foundation for learning about 

child development.

 
Focus on Diversity

Drawing on research and examples from 

different cultures, racial groups, historical periods, 

socioeconomic groups, sexual orientations, and 

religious traditions, this book explores many ways in 

which development varies.
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 Chapter 4 | Physical Development and Health During Infancy and the Toddler Years

more than one member of a family to the faculty. As a result, Eleanor Gibson was 

unable to obtain a faculty position. Casting about for employment, she took a re-

search job studying maternal–infant bonding in sheep and goats. While working 

with the animals, she noticed that if newborn kids were placed on a high platform, 

they stood completely still. She wondered if the goats had 

an inborn fear of heights that led them to freeze in this 

situation, a question that led her to design research about 

how infants of different species perceive depth. 

Gibson and her colleague Richard Walk (Gibson & 

Walk, 1960; Walk & Gibson, 1961) developed an appa-

ratus called a visual cliff (see Figure 4-6), a three-foot 

drop-off covered by a thick sheet of transparent plate 

glass. It is called a visual cliff because it looks like a cliff, 

even though it is in reality a safe fl at surface. In studies of 

infants, mothers stand at the far side of the visual cliff and encourage their babies 

to cross it. Results of studies using this apparatus showed that when they had 2 

weeks or less of crawling experience, almost all infants crawled right off the “deep 

side” of the visual cliff to join their mothers. But after another 4 weeks of crawl-

ing, infants became much more wary, and most refused to cross the “deep side” 

(Campos et al., 2000: Campos, Bertenthal, & Kermoian, 1992). In other words, 

infants’ experience with crawling infl uenced their appraisal of and response to a 

visual cliff.More recently, Adolph (2000) studied the ability of infants to keep their bal-

ance at the edge of a real cliff (see Figure 4-7). On a real cliff, mothers encouraged 

their babies to lean forward in order to touch an attractive toy. The 9-month-olds 

who were tested were experienced at sitting (they had been sitting independently 

for about 3 months, on average), but not as experienced at crawling (which they 

had been doing for only about 1 month, on average). Babies who faced the cliff 

while sitting leaned forward only as far as they could manage without falling. Ba-

bies who faced the cliff on hands and knees, however, usually fell (Adolph, 2000). 

Of course, a carefully trained researcher was there to catch them, so no infants 

were injured. The interesting thing about the results was that infants’ knowledge 

Eleanor Gibson, so the story goes,

developed an interest in infant perception

when her young daughter nearly toddled

over the edge of the Grand Canyon.

FIGURE 4-6 The Visual Cliff 

Used in Studies of Perception. In-

fants who have learned to crawl 

are coaxed to cross either the 

“deep” or the “shallow” side 

of the visual cliff. Experienced 

crawlers happily crawl to the 

“shallow” side, but are often re-

luctant to crawl over the “deep” 

side, even though a sheet of 

plexiglass covering the apparent 

drop-off would easily hold their 

weight. 

visual cliff An experimental apparatus used 

to study infant reactions to visual cues for a 

drop-off, or cliff; it provides visual clues of a 

3-foot drop-off, but because the drop-off is 

covered in a sheet of thick glass, it is in reality a 

fl at surface.

VISUALIZING THE DEVELOPING BRAIN 
Maturation of the Cerebral Cortex

FIGURE 7-2 Due to continued
myelination, the volume of myelin
(called white matter) in the cerebral 
cortex increases throughout child-
hood and adolescence. With increased 
myelination, conduction of neural
impulses speeds up, contributing to 
faster reaction times in older children 
than in younger children. In contrast, 
as the sequence below the graph 
shows, the volume of neurons (called 
gray matter) decreases due to synaptic 
pruning and apoptosis. The color key 
in the side bar represents  units of 
gray matter volume.
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 Chapter 11 | Cognitive Development in Middle Childhood

TEACHING 

CHILDREN 

WITH 

DYSLEXIA 

TO READ

What really 

works?

W
hen children have diffi cu

lty learning to read, it ca
n be frustrating for everyone. 

As discussed in Chapter 10, learning problems that involve persiste
nt diffi cu

lties 

in reading are called dyslexia. There is no cure for dyslexia, but that does not mean 

children with dyslexia cannot learn to read. To become good readers, however, chil-

dren with dyslexia may need special training and extensive practice. Why do they 

need this tra
ining, and what is th

e best way to teach them to read?

Contemporary neuroimaging techniques make it possible to watch children’s 

brains working as they read. Through neuroimaging procedures like
 fMRI, research-

ers have learned a great deal about the neurological bases of dyslexia. In fl uent 

readers, tw
o areas of the brain are usually activa

ted during reading (see Figure 11-7),

both on the left sid
e of the cerebral cortex. They are Broca’s area, which is in

 volved

in processing of sounds, and the occipito-temporal area and the parieto-temporal 

area of the temporal lobe, which are involved in word analysis, w
ord form, and 

the automatization of reading skills
 (Shaywitz, 2003). When children with dyslexia 

attempt to read, activa
tion of Broca’s area may occur, but little

 involvement of the 

other two areas is s
een (Shaywitz et al., 2002; Shaywitz, Lyon, & Shaywitz, 2006). 

Thus, one possible cause of reading problems experienced by children with dyslexia 

may be the failure of the neural circ
uits in

 the rear left hemisphere that are associ-

ated with skille
d reading (Pugh, Sandak, Fro

st, M
oore, &

 Mencl, 2005).

In one recent study (Shaywitz et al., 2004), 6- to 9-year-old children with 

dyslexia were randomly assigned to an Experimental Intervention group, a Com-

munity Intervention group, or a Community Control group. In the Experimental 

Intervention group, children received approximately 100 hours of special tutoring 

over an 8-month period, which emphasized alphabetic principles and awareness of 

connections between sound and meaning. For example, ch
ildren were tutored and 

given extensive practice in sound–symbol correspondences and in oral reading. In 

the Community Intervention group, children received whatever interventions were 

Broca‘s area

(articulation/word analysis)

Parieto-temporal

(word analysis)

Occipital-temporal

(word form)

FIGURE 11-7 Brain Areas 

Involved in Reading. A number 

of areas of the cerebral cortex 

are involved in skille
d reading, 

but the three areas identifi ed 

here, all on the left sid
e, are 

being studied in connection 

with dyslexia. Source: O
ver-

coming Dyslexia (Fig
. 21, page 78), 

by S. Shaywitz, 2003, New York: 

Knopf.

23 Chapter 1 | Introduction to Child Development

1952b). In Piaget’s cognitive-developmental theory, children are seen as active 
learners, constructing their own understanding of the world.

Piaget (1970) described cognitive development as taking place in four main 
stages, which he saw as universal (see Table 1-1). During the fi rst, or sensorimo-
tor stage, which extends from birth to about 2 years of age, behavior is primarily 
based on the senses or on motor habits, without much, if any, representation. 
During the preoperational stage, which extends from about 2 to about 7 years of 
age, representational thought has become important, but reasoning is still domi-
nated by perceptual processes and may seem irrational. During the concrete op-
erational stage, which extends from about 7 to about 11 years of age, the child 
has become capable of logical thought, especially as applied to concrete problems 
in the everyday world. During the fi nal formal operational stage, which extends 
from about 11 years of age through the rest of the life span, the child becomes 
capable of logical reasoning with hypothetical as well as concrete problems. As 
children move through these stages, Piaget theorized, their own initiatives lead 
to new cognitive challenges and ultimately to more mature thinking. We discuss 
Piaget’s fi ndings in more detail in Chapters 5 and 8.

Information Processing Theories. Piaget’s research and his theory inspired 
many researchers to follow in his footsteps (Bjorklund, 2005; Flavell, 1963; Gins-
burg & Opper, 1988). Although those who followed Piaget’s procedures exactly 
generally reported the same results that Piaget had, those who changed some fea-
tures of the problems that he posed, or altered some characteristics of the situa-
tions in which children were tested, often reported different results. The discrep-
ancies led many researchers to question the accuracy of Piaget’s theories and, in 
some cases, to propose alternative explanations. We now turn to these theories, 
which are sometimes called neo-Piagetian because they attempt to “make new” 
some of Piaget’s ideas.

One direction taken by a number of researchers was based on ideas about the 
development of children’s information processing abilities. Juan Pascual-Leone 
(1970, 2000), for example, proposed that children’s cognitive abilities are limited 
by the amount of working memory that they have available. Working memory
corresponds to the number of items (for example, words or numbers) that a child 
can hold in short-term memory at one time. As children grow older, they can hold 
more items in working memory at any one time, and their cognitive performance 

Jean Piaget studied cognitive 
development by setting special 
problems for children or infants 
and recording their solutions, or 
simply by observing their every-
day activities.

TABLE 1-1
Piaget’s Stages of Cognitive Development

STAGE AGE DESCRIPTION

Sensorimotor Birth to 2 years Encounters with the world through sensorimotor experience, by 
using the mouth, hands, eyes, and ears.

Preoperational 2–7 years Development of language, symbolic representation, and pretend 
play. Children’s thought still lacks the logical coherence it will 
achieve in later stages.

Concrete operational 7–11 years Development of ability to reason logically about concrete objects 
that are within view. Children’s thought still lacks appreciation of 
abstract concepts.

Formal 11 years and up Attainment of the capacity for abstract and scientifi c thought; use 
of logical systems such as higher mathematics. Development of 
formal operational abilities can be a lifelong process.

SOURCE: “Piaget’s theory,” by J. Piaget, 1970, Carmichael’s Manual of Child Psychology (Vol. 1, 3rd ed.), P. Mussen (Ed.), New York: Wiley.

concrete operational stage In Piaget’s 
theory, the stage of cognitive development 
that extends from approximately 7 to 11 years 
of age.

formal operational stage In Piaget’s 
theory, the fi nal stage of cognitive develop-
ment, in which adolescents become capable 
of abstract, scientifi c thought.

492  PART 5 | ADOLESCENCE

THE IMPACT OF 
HIV/AIDS ON 

ADOLESCENTS 
IN SUB-

SAHARAN 
AFRICA

What are the 
dimensions of the 

crisis?

Schools Coalition of Washington, 1999). This 
kind of abuse may account, at least in part, for 
the heightened levels of substance abuse, suicide 
attempts, and running away from home that 
have been reported among adolescents who have 
adopted sexual minority identities (Bontempo & 
D’Augelli, 2002; Rosario, Rotheram-Borus, & 
Reid, 1996; Rotheram-Borus, Hunter, & Rosa-
rio, 1994). For this reason, many schools have 
gay–straight alliances and other programs to sup-
port and protect gay, lesbian, and bisexual stu-
dents (Irvine, 2001). As attitudes change over 

time, it seems likely that many of the specifi c problems of lesbian, gay, and bi-
sexual teenagers will abate, and the health and safety concerns of sexual minority 
adolescents will become more similar to those of heterosexual adolescents.

Sub-Saharan Africa is the epicenter of the AIDS epidemic (Annan, 2001). Ten 
percent of the world’s population lives in this region, but 70% of those who are 

living with AIDS, and 90% of children and adolescents who have been orphaned 
by AIDS, live in sub-Saharan Africa (UNAIDS, 2006). AIDS has already orphaned 
more than 11 million children in sub-Saharan Africa, half of whom are between 10 
and 14 years of age (UNICEF, 2003). But the worst may be yet to come. A United 
Nations team estimates that by the year 2010 more than one in fi ve children will be 
orphaned in the African nations of Botswana, Lesotho, Swaziland, and Zimbabwe 
(UNAIDS, 2006). Many adolescents in sub-Saharan Africa whose parents have died 
of AIDS are growing up without parental care and protection.

Adolescents who are sexually active are themselves at risk for infection with 
HIV, and rates of infection among adolescents in some parts of sub-Saharan Africa 
are very high (Bankole, Singh, Woog, & Wulf, 2004). The situation is worst in parts 
of East Africa and South Africa, where rates of HIV infection among 15- to 24-year-
olds have been estimated at approximately 11% in Kenya, 15% in Zambia, 18% in 
South Africa, and 23% in Zimbabwe (Bankole et al., 2004). In sub-Saharan Africa 
today, nearly 10 million 15- to 24-year-olds are living with AIDS (UNAIDS, 2004).

Why has the HIV/AIDS epidemic spread so fast in these African nations? Wide-
spread poverty, lack of education, and lack of access to information via the media 
are important reasons for the rapid spread of HIV infection (Bankole et al., 2004). In 
addition, cultural conditions such as common acceptance of traditional gender roles 
that involve double standards for sexual behavior have been a factor. In many sub-
Saharan nations, it is commonly accepted for very young women, still in their early 
teens, to marry men who may be 10 or more years older and who are likely to have 
had multiple sexual partners before marriage (Bankole et al., 2004). This puts young 
women at risk for infection with HIV. Thus, a confl uence of economic, social, and 
cultural factors has hastened the spread of infection across sub-Saharan Africa.

Because of the poverty, lack of education, and lack of access to media that of -
ten characterize their lives, adolescents in sub-Saharan nations are less knowledge-
able about AIDS than are their peers in other parts of the world (Bankole et al., 
2004). Almost all adolescents have heard of AIDS, but there is considerable vari-
ability with regard to other information. In recent surveys, a majority of young 
women in South Africa and Zimbabwe believed that even healthy-appearing men 
could transmit HIV, but most young women in Ethiopia and Mozambique did not 

Gay-Straight Alliances can help 
all students to feel valued and 
respected, regardless of sexual 
orientation.
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THE STORY OF CHILD DEVELOPMENT

Focus on Critical Thinking

Child Development both models critical thinking skills and encourages students to 

apply them. By explaining how scholars have conducted their studies, how one study grew 

out of the limitations of an earlier one, and how theorists have examined a single 

phenomenon from many different theoretical perspectives, this book 

models critical thinking. 

Questions to Consider By providing opportunities to review and analyze 

the content, apply it to events in real-life settings, and connect and discuss the 

relationship between concepts, “Questions to Consider” support the develop-

ment of critical thinking abilities. These questions ask readers to look beyond 

simple answers and examine contemporary social issues with a critical eye. 

Putting It All Together Instead of summarizing the content point by point, “Put-

ting It All Together” recaps the chapter with a descriptive “snapshot” 

of the whole child to give readers a clear sense of a child’s 

growth from the beginning of one stage to the 

start of the next.

Visual Assets Database (VAD) 2.0 Imagine being able 

to view typical developmental behaviors and achievements 

in the classroom. McGraw-Hill’s VAD 2.0 makes it possible 

to download short video clips of the rooting refl ex, Piagetian 

conservation, toddler self-

recognition, and many other 

phenomena and incorporate them 

into lectures and PowerPoint presentations. 

More information about this invaluable online database of multime-

dia resources is available from your McGraw-Hill representative. 
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 Chapter 8 | Cognitive Development During Early Childhood

Vygotsky’s Sociocultural Approach

Another im
portant fi gure in the study of cognitive development during childhood 

is th
e Russian psychologist L

ev Vygotsky, who was born in 1896—the same year 

Piaget was born—and died in 1934. Vygotsky’s so
ciocultural approach to cogni-

tive development, discussed briefl y in Chapter 1, has been increasingly infl uential 

in education in recent years (V
ygotsky, 1978, 1986). Like Piaget, Vygotsky ob-

served that far fro
m being passive recipients of stim

ulation, children are actively 

involved in making sense of their w
orld. Although Vygotsky also saw children 

as active learners, u
nlike Piaget, he emphasized the contexts in

 which children’s 

learning takes place (Rowe & Wertsch, 2002).

Vygotsky’s background was similar to Piaget’s in 

some ways, but in some respects it was very different 

(Pass, 2
004; Wertsch, 1985). Both Vygotsky and Piaget 

were born into middle-class circumstances, and both 

grew up in provincial towns—Piaget in Switzerland and 

Vygotsky in Russia. Both had good educational oppor-

tunities, and both showed talent early in life
. However, 

Piaget was born into a dysfunctional family and was 

never close to his sis
ters, w

hereas Vygotsky was born into an engaging and vi-

brant family, and, as a boy, played happily with siblings and cousins. Piaget’s 

father forbade interruptions when he was working in his st
udy, but Vygotsky’s 

father welcomed them. Piaget’s m
other was hospitalized for psychiatric problems; 

Vygotsky’s parents w
ere l

eaders in
 their c

ommunity who established the town 

library and contributed to local cultural life
.

Having been reared in these very different families, it 
is not surprisin

g that as 

adults P
iaget and Vygotsky adopted different working styles (Pass, 2

004; Wertsch, 

1985). Piaget had apparently learned to see work as a haven of safety and once 

commented that “you can make life’
s litt

le irr
itations disappear by burying your-

self in
 work” (Piaget 1918/1980, p. 4; quoted in Pass, 2

004, p. 39). Even after 

his own family had grown to include three children, Piaget retreated alone to a 

mountain hut for a month in the summer in order to write. In contrast, V
ygotsky 

INFORMATION PROCESSING APPROACHES

 REVIEW What are the main forms of cognitive development during early 

childhood, from an information processing viewpoint?

 ANALYZE Given the results of contemporary research, what would you identify 

as the main methodological weaknesses of Piaget’s re
search?

 
APPLY Suppose that your sist

er asks h
ow best to facilita

te her 4-year-old’s 

language development. Based on your knowledge of recent re-

search, what advice would you give her?

 CONNECT How do you think lim
itations in young children’s co

gnitive functioning 

affect their social and emotional experiences?

 DISCUSS Given what is k
nown about limitations on their memory skills

, do you 

think young children should ever be allowed to testify in court? W
hy 

or why not?

Lev Vygotsky saw the child as fi rm
ly

enmeshed in a social world, perhaps

because he experienced a vibrant family life.

P U T T I N G  I T  A L LTOGETHER
C onsider the story at the beginning of this chapter about David learning a new 

word in light of some of the enduring themes in child development. From 

the perspective of nature and nurture, we might ask, How important was Da-

vid’s intrinsic nature compared to his environment for early word learning? In 

the context of continuity and discontinuity, we might ask, How much of early 

word learning is a gradual, word-by-word process and how much represents a 

qualitative jump from a state of ignorance to a state of knowledge? And in terms 

of universality and diversity, we might ask, How much is universal and how much 

is contextually determined about early word learning? Each of these questions 

might illuminate different facets of David’s early word learning.

We might also view David’s early word learning from different theoretical 

perspectives. From the psychoanalytic perspective, David is in the oral stage. Can 

it be an accident that he learned many words early on that were relevant to feed-

ing? From a learning theory perspective, we might note that David was especially 

likely to learn words that he had heard used many times. From a cognitive devel-

opmental perspective, David’s emerging ability to represent the world in words 

can be seen as a crucial achievement that moves his development to a new level. 

From a contextual perspective, it makes sense that David was learning English, 

the language of his caregivers, and that David’s early words included names of 

items that were prominent in his everyday environment. From an evolutionary 

perspective, learning words connected to food has clear survival value.

Finally, we might also consider how to undertake research on early word 

learning. We could study children’s language development using observational 

methods, interview methods, case studies, or physiological techniques. We could 

use either correlational or experimental methods. We could use longitudinal, 

cross-sectional, cross-sequential, or microgenetic research designs. As we will see 

in later chapters, most of these approaches have been used in the study of early 

word learning. Especially when various methods have been used in combination, 

important insights into the process of child development have emerged.
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A broad range of supplements is available for instructors and students using 

Child Development. Supplements include Charlotte Patterson’s own Multimedia 

Courseware for Child Development, described below. 

For Instructors
All instructor’s materials can be found online, via the secure Instructor’s Center 

on the Online Learning Center (www.mhhe.com/pattersoncd1e). Contact your 

McGraw-Hill representative for access information.

PrepCenter for Child Development is a comprehensive online media library 

that lets you search for individual media assets the way you want to search—

by chapter, concept, or media type. This site features instructor materi-

als, videos, and images to enhance your lectures and ultimately your 

students’ learning experiences. To access PrepCenter, please contact 

your McGraw-Hill representative for log-in information.

Instructors Manual by Kathleen Whitten (University of Virginia) includes 

lecture outlines, classroom activity ideas, handouts, and more. This In-

structor’s Manual will enhance your teaching and your students’ under-

standing of the text.

Test Bank by Megan Fulcher (Washington and Lee University) con-

tains 100 or more conceptual and factual questions for each chapter, 

including multiple choice, true/false, and essay questions. These test 

questions are also compatible with EZTest, McGraw-Hill’s Computerized 

Test Bank program. Any instructor who uses EZTest Online can now create 

and deliver multiple-choice and true/false quiz questions to iPods™ using the 

new iQuiz™ application. Once students have downloaded a quiz into their 

iPod, they can take the interactive iQuiz, self-assess, and receive quiz scores 

instantly. Instructors can learn more about EZTest online by visiting www.

eztestonline.com. 

PowerPoint Presentations by Kathleen Kleissler (Kutztown University) cover 

the key points of each chapter and include charts and graphs from the text. 

The slides can be used as is or modifi ed to meet course needs.

SUPPLEMENTS PACKAGE
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SUPPLEMENTS PACKAGE

Classroom Performance System (CPS) by Alisha Janowsky (University of 

Central Florida) brings ultimate interactivity to the lecture hall or classroom. 

A wireless electronic response system that gives the instructor and student 

immediate feedback from the entire class. CPS is a great way to give inter-

active quizzes, maximize student participation in class discussions, and take 

attendance.

Image Gallery includes all of the fi gures and tables from the book. These 

images are available for download and can be easily embedded into 

PowerPoint slides.

For Students
Multimedia Courseware for Child Development by Charlotte J. Patterson (Uni-

versity of Virginia) is a video-based 2 CD set that includes classic and contem-

porary experiments in child development. Professor Patterson selected the videos 

and wrote the accompanying homework modules, which also include sugges-

tions for additional projects as well as a testing component. At the instructor’s 

request, Multimedia Courseware for Child Development can be packaged 

with this book.

Student Study Guide by Kathleen Whitten (University of Virginia) con-

tains a comprehensive review of the text material, including learning 

objectives and chapter outlines. The practice tests in each chapter allow 

students to gauge their understanding of the material, and an answer key 

provides answers to all of the chapter’s exercises.

Online Learning Center for students (www.mhhe.com/pattersoncd1e), with 

quiz questions by Gail Richardson (University of Georgia); also includes 

practice tests, chapter summaries, key terms, and key people.
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