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PREFACE
TO THE
INSTRUCTOR

Teaching psychology means far more than
just changing what students know. It means
changing how they think. It means ensuring
that something worthwhile remains long af-
ter they have forgotten the details.

When students leave my Introduction to
Psychology classroom, I certainly want them
to know the field’s important theories and re-
search. But more importantly, I want them to
learn the habit of questioning assertions—
Freud’s assertions, Skinner’s, the president’s,
the newspaper’s, their English professor’s,
their roommate’s, mine. I want them to ask
for the evidence and to know how to recog-
nize holes in it.

I do not believe that a textbook can in-
still that habit of questioning assertions
merely by means of boxes that are labeled
“Critical Thinking.” If students are going to
form the habit, the author must model it in
the normal course of covering the field. I
have tried to do so with this book. Consis-
tently, I interweave material that challenges
students to examine the evidence (or lack of
it) behind some common assertions. “A
Guide Through the Book” following the
Preface offers specifics on how this textbook
can help students question for themselves,
look for more than pat answers, and ulti-
mately learn to appreciate the excitement of
psychological inquiry.

WHAT’S NEW IN THE
FOURTH EDITION

This revision includes more than 400 new
references from the 1990s. Every chapter has
new material plus reorganization and in-
creased clarification of old material. Many of

the figures and photographs have been re-
vised or replaced. Here are a few of the ma-
jor changes:

¢ The text includes more cross-cultural ex-
amples. These are infused where relevant
throughout the text, not set aside as a special
section.

® The chapter on development has been
moved from Chapter 6 to Chapter 10. Thus
the text covers memory, cognition, and lan-
guage before it covers the development of
memory, cognition, and language.

e I have added or enhanced the discussion
of some controversial topics in psychology,
including extrasensory perception (Chapter
2), the possibility of “recovered memories”
(Chapter 7), ethnic differences in 1Q perfor-
mances and The Bell Curve (Chapter 9), fac-
tors influencing sexual orientation (Chapter
11), lie detection and integrity tests (Chapter
12), why Freud abandoned his seduction
theory (Chapter 13), what is “abnormal”
(Chapter 14), the effectiveness of psycho-
therapy (Chapter 15), and the sociobiology
of mate choice (Chapter 16).

e New “What’s the Evidence?” sections
replace the old ones in Chapters 5, 10, 12,
and 15.

® Chapter 6 (Learning) now includes a new
module on the goals and assumptions of
behaviorism.

* Chapter 7 (Memory) has been com-
pletely reorganized, with new or much-re-
vised discussion of working memory, how to
improve memory, effects of emotional inten-
sity on memory, source amnesia, effects of
education on memory strategies, infant am-
nesia and old-age memory deficits, and story
memory.

e Applied Psychology, which was available
as a supplementary booklet for the third edi-
tion, is now included in the text itself.

TEACHING AND LEARNING
AIDS FOR THiIS BOOK

A number of important ancillaries accom-
pany the text. For more information about
these materials, please contact your local
representative.

STUDY GUIDE

Ruth H. Maki of North Dakota State Uni-
versity has prepared a Study Guide that pro-
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vides chapter outlines, multiple-choice ques-
tions, short-answer essay questions, practice
tests, and a new English as a Second Lan-
guage section contributed by Jack Kirschen-
baum of Fullerton College. An interactive
electronic Study Guide is available for Mac,
DOS, and Windows. For U.S. customers, the
text and study guide can be packaged to-
gether for a discount (ISBN: 0-534-32951-9).

INSTRUCTOR’S RESOURCE GUIDE
Arthur J. Kohn of Pacific University has pre-
pared a thorough and creative Instructor’s
Resource Guide. This 1,000-page volume in-
cludes suggestions for elaborating on the
text, complete lectures, thoughts for promot-
ing discussion, class demonstrations, out-of-
class activities, Kalat’s answers to the text’s
“Something to Think About” questions,
handouts, and transparency masters.

TEST ITEM FILE

Written by Kalat and Thomas B. Stone-
braker of Greenville College, this test bank
includes more than 4,000 test items catego-
rized as conceptual, factual, and definition.
Most items have been class-tested, and item
analysis is provided in the printed form of
the test bank. We also offer a computerized
testing system for Mac, DOS, and Windows.

TRANSPARENCIES

Two extensive sets of transparencies are
available free upon adoption: approximately
140 text-specific, full-color transparencies
selected by Kalat, and a set of 95 full-color
introductory psychology transparencies.

PsycH LAaB I AND I

Created by Roger Harnish of the Rochester
Institute of Technology, these interactive soft-
ware programs provide psychology demon-
strations and simulations, available for DOS
and Mac.

CAREER ENCOUNTERS IN
PSYCHOLOGY VIDEO

Brooks/Cole has an exclusive agreement to
offer this 30-minute video produced by the
APA free to adopters of this text.

ANIMATIONS PLUS! VIDEODISC
Produced by Brooks/Cole, this videodisc in-
cludes a collection of animations with still
frame review and quizzing, diagrams, and
video segments. The videodisc comes with an
Instructor’s Guide including bar codes.

MuLTiMEDIA CD/ROM
AVAILABLE FALL 1996

Authored by Drs. Arthur and Wendy Kohn
and a development team at Pacific Univer-
sity, this CD provides students with dramatic
new ways to learn psychology. Exceptionally
easy to use, it enables students to indepen-
dently explore important concepts via inter-
active experiments, animations, video clips,
and images. All materials are directly keyed
to the textbook. An instructor’s version,
available upon adoption of the student ver-
sion, allows professors to readily assemble
and present impressive multimedia lectures.

BROOKS/COLE FiLM AND VIDEO
LIBRARY FOR PSYCHOLOGY

e The Pennsylvania State University’s
PCR: Films and Videos in the Behavioral
Sciences—adopters can choose from the
world’s largest collection of films and videos
on human behavior.

®  The Brain videotapes—30 video modules
and a faculty guide prepared by Frank Vat-
tano of Colorado State University in con-
junction with the Annenberg/CPB Project
Video Collection.

e The Mind videotapes—38 brief video
modules offering examples of important
concepts in introductory psychology and a
faculty guide prepared by Frank Vattano of

Colorado State University in cooperation
with WNET, New York.

o Seeing Beyond the Obvious: Under-
standing Perception in Everyday and Novel
Environments—a videotape that provides an
introduction to basic concepts of visual per-
ception, created by NASA Ames Research
Center in conjunction with the University of
Virginia.

* Discovering Psychology videotapes—a

series of 26 programs from the Annen-
berg/CPB Collection.
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PREFACE
TO THE
STUDENT

Welcome to introductory psychology! I hope
you will enjoy reading this text as much as I
enjoyed writing it. When you finish, I hope
you will write your comments down and mail
them to me at: James W. Kalat, Department
of Psychology, Box 7801, North Carolina
State University, Raleigh, NC 27695-7801.
Please include a return address.

The first time I taught introductory psy-
chology, several students complained that
the book we were using was interesting to
read but impossible to study. What they
meant was that they had trouble finding and
remembering the main points. I have tried to
make this book easy to study in many ways.
I have tried to select interesting material and
to present it as clearly as possible.

In addition, I have included some special
features to aid your study. Each chapter be-
gins with an outline and a brief introduction
to the topic. Every chapter except Chapter 1 is
divided into two or more major sections, or
modules. Each module begins with one or
more questions—the fundamental questions
that psychologists are trying to answer, the
questions that motivate research. In some
cases you will be able to answer the question
after you read the section; in other cases you
will not, because psychologists themselves are
not sure about the answers. At the end of each
module you will find a summary of some im-
portant points, with page references. If you
find one of the summary points unfamiliar,
you should reread the appropriate section.

Throughout the text you will find certain
words highlighted in boldface type.These are
important terms whose meaning you should
understand. All the boldface terms in the text
are listed with their definitions at the end of

the chapter. They also appear in the Glos-
sary/Subject Index at the end of the book.
You might want to find the Glossary/Subject
Index right now and familiarize yourself
with it. Note that when you look up a term
you find both its definition and page refer-
ences to help you find it in the text. Note also
the Theme Index, which directs you to places
in the text that discuss general issues such as
gender influences and cultural influences on
behavior.

You should learn the meaning of the
boldface terms, but don’t concentrate your
study on them too heavily. I sometimes meet
students who think they have mastered the
course if they have memorized all the defini-
tions. That’s a mistake. You need to under-
stand sentences that use these terms, and you
should be able to recognize what is an exam-
ple of the term and what is not. But don’t
waste time memorizing definitions word for
word.

At various points in the text you will find
a question or two under the heading “Con-
cept Check.” These questions do not ask you
to simply repeat what you have read but
rather to use or apply the information in
some way. Try to answer each of these ques-
tions, and then turn to the indicated page to
check your answer. If you cannot answer a
Concept Check correctly, you probably have
not been reading carefully enough, and you
might want to reread the section in which the
Concept Check occurs.

You will also find an occasional section
marked “Something to Think About.” These
sections pose questions that require you to
go beyond what is discussed in the text. In
some cases there is no single right answer;
there may be a number of reasonable ways to
approach the question. I hope you will think
about these questions, perhaps talk about
them with fellow students, and maybe ask
your instructor what he or she thinks.

I would like to deal with a few of the
questions that students sometimes raise
about their textbooks:

Do you have any useful suggestions on study
habits? Whenever students ask me why they
did so badly on the last test, I ask, “When
did you read the assignment?” They some-
times answer, “Well, I didn’t exactly read all
of the assignment,” or “I read it the night be-
fore the test.” To do your best, read each as-
signment before the lecture. Within 24 hours
after the lecture, read over your lecture



notes. Then, before you take the test, reread
both the textbook assignment and your lec-
ture notes. If you do not have time to reread
everything, at least skim the text and reread
the sections on which you need to refresh
your memory. As a rule, if you are not satis-
fied with your test scores, you need to spend
more time studying.

Some students, however, spend enough
time studying without spending that time ef-
fectively. If you are reading the material with-
out remembering it, perhaps you are not
thinking about the material while you read it.
As you read this book, try to think actively
about what you are reading. One way to im-
prove your studying is to read by the SPAR
method: Survey, Process meaningfully, Ask
questions, Review. The steps are as follows:

e Survey: When you start a chapter, first
look over the chapter outline to get a pre-
view of the chapter’s contents. When you
start a major section of a chapter, turn to the
end of the section and read the summary.
Then when you begin to read the chapter
you know what to expect and you can focus
on the main points.

e  Process meaningfully: Read the chapter
carefully. Stop to think from time to time.
Tell your roommate some of the interesting
things you learn. Think about how you
might apply a certain concept in a real-life
situation. Pause when you come to the Con-
cept Checks and try to answer them. Good
readers read quickly through unimportant or
familiar material, but slowly through diffi-
cult and unfamiliar material.

®  Ask questions: When you finish the chap-
ter, try to anticipate some of the questions
you might be asked later. You can take ques-
tions from the Study Guide or you can com-
pose your own questions. Write out your
questions and think about them, but do not
write your answers yet.

® Review: Pause for a while—at least sev-
eral hours, or, better yet, a day or two. If you
first read a chapter before class, come back
to the chapter the evening after class. Now
write out the answers to the questions you
wrote earlier. Check your answers against
the text or against the answers given in the
Study Guide. Reinforcing your memory a
day or two after first reading the chapter will
help you retain the material longer and with
deeper understanding. If you study the same
material several times, spaced over lengthy

intervals, you increase your chance of re-
membering it long after the course is over.

Is it worthwhile to buy and use the Study
Guide? The Study Guide is designed to help
students who have trouble studying, remem-
bering the material, or answering multiple-
choice questions. It is most likely to be help-
ful to freshmen and to students who have
had trouble with similar courses in the past.
It provides examples of multiple-choice
questions, giving not only the correct an-
swers but also explanations of why they are
correct.

In the Study Guide for this text, written
by Ruth Maki of North Dakota State Uni-
versity, you can work through each chapter
in one or two hours. If you are willing to de-
vote that much time to it, I believe the Study
Guide will help you.

Does it help to underline or highlight key
sentences while reading? Maybe, but don’t
overdo it. I have seen books in which a stu-
dent underlined or highlighted more than
half the sentences. What good that does, I
have no idea.

What do those parentheses mean, as in
“(Maki & Serra, 1992)”? Am I supposed to
remember the names and dates? Psycholo-
gists generally cite references not by foot-
notes but in parentheses. “(Maki & Serra,
1992)” refers to a publication written by
Maki and Serra and published in 1992. All
the references cited are listed in alphabetical
order according to the author’s name in the
References section at the back of the book.

You will also notice a few citations that
include two dates separated by a slash, such
as “(Wundt, 1862/1961).” That citation
refers to a publication originally written by
Wundt in 1862, republished in 1961. (The
original was in German; the republication, in
English.)

No one expects you to memorize the
names and dates in parentheses. The refer-
ences are provided in case you want to look
up the source of a statement and check for
further information. A few names are worth
remembering, however. For instance, you
will read about the research and theories of
some famous psychologists, such as B. F.
Skinner, Jean Piaget, and Sigmund Freud.
You will certainly be expected to remember
those names and a few others. But names
that are important to remember are empha-
sized, not buried in parentheses.

PREFACE TO
THE STUDENT
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Depression or related
disorder

Phobia, panic, other
anxiety disorders

Substance abuse
disorder

Antisocial personality

Schizophrenia or
similar disorder

Any disorder
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other academic institutions
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Can you give me any help on how to read
and understand graphs? The graphs in this
book are easy to understand. Just take a
minute or so to study them carefully. You
will find four kinds: pie graphs, bar graphs,
line graphs, and scatter plots. Let’s look at
each kind.

® Pie graphs show how a whole is divided
into parts. Figure 1 shows that more than
one-third of all psychologists take a starting
job with a college or some other educational
institution. Another one-fifth to one-fourth
of psychologists work in independent prac-
tice. The total circle represents 100% of all
psychologists.

Percentage of U.S. population

e Bar graphs show the frequency of events
that fall into one category or another. Figure
2 shows how many adults in the United
States suffer from certain psychological dis-
orders. The length of a bar represents the fre-
quency of a particular disorder.

e Line graphs show how one variable is re-
lated to another variable. In Figure 3 you see
that newborn infants spend about 16 hours a
day asleep. As they grow older, the amount
of time they spend in two types of sleep grad-
ually decreases.

o Scatter plots are similar to line graphs,
with this difference: A line graph shows av-
erages, whereas a scatter plot shows individ-
ual data points. By looking at a scatter plot,
we can see how much variation occurs
among individuals.

To prepare a scatter plot, we make two
observations about each individual. In Fig-
ure 4 each student is represented by one
point. If you take that point and scan down
to the x-axis, you find that student’s SAT
score. If you then scan across to the y-axis,
you find that student’s grade average for the
freshman year. A scatter plot shows whether
two variables are closely related or only
loosely related.

We may have to take multiple-choice tests on
this material. How can I do better on those
tests?

1. Read all of the choices carefully. Do not
choose the first answer that looks correct;
first make sure that the other answers are
wrong. If two answers seem reasonable, de-
cide which of the two is better.

2. If you don’t know the correct answer,
make an educated guess. Start by eliminating
any answer that you know cannot be right.
An answer that includes absolute words such
as always or never is probably wrong. Also
eliminate any answer that includes terms
that are unfamiliar to you. (Correct choices
use only terms that you should know; incor-
rect choices may include obscure terms or
even outright nonsense.)

3. After you finish a test, go back and check
your answers and rethink them. You have
probably heard the advice, “Don’t change
your answers; stick with your first impulse.”
No matter how often you have heard that
advice, it is wrong. J. J. Johnston (1975)
tested it by looking through the answer
sheets of a number of classes that had taken
a multiple-choice test. He found that of all
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the students who changed one or more an-
swers, 71 students improved their scores by
doing so and only 31 lowered their scores.
Similar results have been reported in a num-
ber of other studies. I do not mean that you
should make changes just for the sake of
making changes. But there are many reasons
why your reconsidered answer might be bet-
ter than your first impulse. For one, some-
times when you read the later questions on a
test, one of them may remind you of some-
thing that helps you answer an earlier ques-
tion. Also, you sometimes reread a question
and realize that you misunderstood it the
first time you read it.

Why, then, do so many students (and
professors) believe that it is a mistake to
change an answer? Imagine what happens
when you take a test and get your paper
back. When you look it over, which items do
you examine most carefully? The ones you
got wrong, of course. You may notice three
items that you originally answered correctly
and then changed. You never notice the five
other items you changed from incorrect to
correct.

James Kalat

PREFACE TO
THE STUDENT
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A GUIDE
THROUGH
THE BOOK

A NOTE FROM THE PUBLISHER

The scientific method is the most powerful tool in the psychologist’s—and,
indeed, the student’s—intellectual armory. In this book, students learn that
questioning assertions, challenging evidence, and evaluating results—all
components of the scientific method—are second nature to the study of psy-
chology itself. With author Jim Kalat’s guidance, students are introduced to
psychology in a way that will remain with them long after they may have
forgotten specific theories, experiments, and results.

The material that follows demonstrates how Jim Kalat encourages stu-
dents to experience for themselves the excitement of psychological discovery
and how he uses the scientific method as a consistent theme throughout the
book. His carefully integrated learning tools clarify psychology’s important
theories and research.

Kalat’s remarkable skill in getting students involved in using the scientific
method to question assertions is what distinguishes Introduction to Psychol-
ogy, Fourth Edition. Most books present the research and facts and expect
students to memorize what’s been discovered. Kalat encourages them to open
the doors to further exploration: He helps his readers become more
intelligent consumers of psychological research.

A BOOK STUDENTS TRULY LOVE

Throughout the text, Jim Kalat does more than tell students what they ought
to know—he engages their desire to learn. He speaks directly to his readers,
drawing them into psychological concepts and information in a way that ac-
tually changes the way they look at assertions and facts. Kalat’s engaging and
involving writing style—coupled with humor, personal anecdotes, and exer-
cises students can try themselves—helps make the Fourth Edition an
exceptional learning tool, one your students will truly enjoy.



AN INTRODUCTION TO THE POWER
OF QUESTIONING ASSERTIONS
Chapter 2 is the most important chapter in
the book. It not only deals with the proce-
dures for conducting research but also
provides a conceptual guide to how
psychologists evaluate evidence and theo-
ries and, in general, to how they think. For
example, it highlights the importance of
replicability, the criterion of falsifiability,
and the principle of parsimony.

Early in Chapter 2, Kalat presents an
overview of the research process. He intro-
duces the four steps in gathering and eval-
uating evidence— € Hypothesis,

@ Method, @ Results, and @ Interpre-
tation. This critical material—the heart of
the scientific method—is then reinforced
throughout the text.

SCIENCE AND
1 i

EVALUATION O
EVIDENCH

ch theories are
poor?

entists evaluate wi
wnd which theorie:

Why are most of them so skeptical of new
theories and claims that seem to contradict our
curre

it understanding?

4

[ou will sometimes hear people say that
something has been “scientifically proved.”
Scientists themselves seldom use the word
prove, except when they are talking about a
mathematical proof. As they collect more
and better evidence, they may become confi-
dent about a given conclusion, but they still
hesitate to say they are certain of it.

One distinguishing characteristic of sci-
ence is that scientists generally agree on how
to evaluate competing theories. Even when
they disagree on which theory is best, they
can still agree on what kinds of evidence
they will accept in trying to decide. Most
psychologists are quick to concede that our

Psychologists seek
solid evidence to
establish that watch
ing televised violence
increases the viewer's
probability of violent
bebavior. Good
research does more
than pust establish
the connection be-
tween the two; it also
can tell us how
strong the connection
is, what kinds of
televised violence are
most dangerous,

and which kinds of
viewers are mast

susceptible.

Hypothesis Any study begins with a hy-
pothesis, which is a testable prediction of
what will happen under certain conditions.
In many cases the hypothesis is the product
of someone’s casual observations. For exam-
ple, a psychologist might notice that children
who like to watch violent television pro-
grams seem to be relatively violent them-
selves. So it seems, at any rate; we cannot al-
ways trust our impressi The psychologi

relationship between the two measures. Did
the children who watched the greatest
amount of violence also engage in the most
aggressive behavior? If so, how strong was
the relationship? Were the results convine-
ing, or might they have arisen by accident?
Here the investigator calls upon statistical
techniques to evaluate the results.

Interpretation  Finally, the task is to deter- o

mine what the results mean. Sometimes the
results clearly contradict the hypothesis. For
example, an investigator might find that chil-
dren who watch a great deal of televised vio-
lence are no more aggressive than other chil-
dren in general. In that case we might
abandon the hypothesis or we might modify
it: Maybe it applies only to certain kinds of
children or to certain kinds of violence.

If the results match the prediction, we
would look for other possible explanations
before we draw a conclusion. Suppose, for
example, the investigaror finds that the chil-
dren who wartched the most violence on tele-
vision were also prone to the most aggressive
behavior. We should not necessarily con-
clude that televised violence leads to aggres-
sive behavior, because of an alternarive inter-
pretation: Perhaps aggressive children like to
watch violent television!

It is almost always possible to suggest
more than one interpretation of the results of
a given study. Ar that point the investigator
sets up a second study to follow up on the re-
sults of the first and tries to decide between

might then set out to test whether those chil-
dren who watch the greatest amount of vio-
lence on television engage in the greatest
amount of aggressive behavior.

Method Devising an appropriate method
to test a hypothesis can be surprisingly diffi-
cult. For example, an investigator wants to
measure how much violence each child
watches on television. That may sound easy.
But what counts as violence? Do we count
minutes of violent programming, or do we
count violent acts? Do some types of vio-
lence count more than others? An experi-
menter needs to select methods of control-
ling or measuring all the important events
and behaviors in the study. The precision of
that control or measurement will determine
the usefulness of the research.

Results  Suppose the investigator somehow
measures televised violence and aggressive
behavior. Then the task is to determine the

the two That study too may
lead to further studies. Because almost any
study has its limitations, the ultimate conclu-
sion comes from a pattern of results from
many studies.

B RepuicaBLITY

Before psychologists trust the results of a
study, we like to have other investigators re-
peat the p di If others get ly
similar results, then they have replicable re-
sults—that is, anyone who follows the same
procedure can repeat them. If a result is
replicable, we still may not be sure how to
interpret it, but at least we think it is worth-
while to try. If the results cannot be repli-
cated, then perhaps there was some hidden
flaw in the first study; we base no conclu-
sions on it

What if a result can be replicated in some
studies and not in others? Such a result is not

Results support
hypothesis

e rimental method tests those pre-

knowledge of psychology is less complete
and less systematic than our knowledge of
physics, chemistry, and biology. But like
physicists, chemists, and biologists, psychol-
ogists generally agree on what constitutes
good evidence and what does not. They try
to rely on the best available evidence, and to
draw no conclusion at all if the evidence is
weak.

SOMETHING YO THINK ABOUT
If ethicists agreed with each other on how to
evaluate theories, could they make progress
comparable to that of scientists? Could
theologians?

STEPS IN GATHERING AND
EVALUATING EVIDENCE

Above all, scientists want to know the evi-
dence bebind a given claim. In psychology as
in other fields, students should learn to ques-
tion assertions, to ask what is the evidence
behind a given claim and whether that evi-
dence leads to an unambiguous conclusion.
In any scientific field, researchers con-
duct studies that go through a series of steps
described in the following four h

(see also Figure 2.1). Articles in scientific
publications generally follow this sequence
too. In each of the following chapters, you
will find a section titled “What's the Evi-
dence?” Those sections will go through one
or more psychological investigations step by
step, also in the same order.

pothesis; a disconfir-
sis. Conclusions

-xperiment. Most scientists avoid
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plains that a bigger toy just like it is “in the
same place” in the bigger room. (For exam-
ple, if the lirtle toy was behind the sofa in the
lirtle room, the big toy would be behind the
sofa in the big room.) Most 2Vz-year-old
children look haphazardly for the big toy in
the big room withour using the little room as
a “map.” By age 3, most children who see
the little roy hidden in the little room go im-
mediately to the correct location in the big
room (Deloache, 1989).

EGOCENTRIC THINKI IN THE
PREOPERATIONAL PERIOD

Piaget concluded that children's thought
processes are egocentric. In using this term,
Piaget did #ot mean that children are selfish;
instead, he meant that the child sees the
world as centered around himself or herself
and cannot take the perspective of another
person. If you and a preschool child sit on
opposite sides of a complicated pile of blocks
and you ask the child to draw what the
blocks would look like from your side, the
child will draw them as they look from his or
her own side. When speaking, children often
omit to describe the necessary background
information, as if assuming that the listener
understands everything the speaker under-
stands. (The same can be said for adults, un-

Children’s Understanding of Other
People’s Cognitions

How would you feel about walking naked
through a room filled with refrigerators, ra-
dios, and other machines? You might prefer
to have your clothes on, but you probably
will feel no great distress. Now, how would
you feel aboutr walking naked through a
classroom full of other (fully clothed) stu-
dents? Extremely embarrassed and dis-
tressed, | presume, because you regard peo-
ple as very different from machines. You
believe that other students have conscious
experiences like your own; you know that
people can see you and react to you, whereas
electrical appliances cannot.

How and when did we figure that our?
At what age do children first understand that
other people have minds and knowledge?
Experimenters have developed some very
clever designs to try to answer that very dif-
ficult question.
Hypothesis A child who understands that
other people have minds will distinguish be-
tween someone who is in a position to know
some relevant information and someone

WHAT’S THE EVIDENCE?

Appearing in every chapter from Chapter
2 on, each What’s the Evidence? section
presents an interesting problem and then
examines one or more experiments in
some detail. The format reinforces the
steps of the scientific method, until it
becomes part of the way students think.
These sections illustrate how scientific
research is set into motion by posing a
question. Then, using the scientific method
of Hypothesis—Method—Results—Interpre-
tation, Kalat walks students through one
or two studies that explore the question.
Where appropriate, he points out limita-
tions in the research, ethical considerations

in the methods, and alternative interpreta-
tions of the results so that students have a
model of how psychologists evaluate
evidence.

fortunately. Sometimes someone will starr who could not know it.
discussing the details of some topic before
the listener has any idea whar the speaker is

talking about.)

Method A 3- or 4-year-old child sat in
front of four cups (figure 10.16). The child
watched as one adult hid a candy or toy

2. Which of the following is the clearest ex-
ample of egocentric thinking?
a. A writer who uses someone else’s
words without giving credit
b. A politician who blames others for
everything that goes wrong
c. A professor who gives the same com-
plicated lecture to a freshman class that
she gives to a convention of profession-
als. (Check your answer on page 428.)

To say thar a child is egocentric is to say
that he or she has trouble understanding
other people’s point of view, understanding
what they know and what they do not know.
Psychological researchers have explored this
very difficult topic of what children under-
stand about other people’s thoughts and
knowledge.

Young children's thinking is egocentrd
understanding someone else’s point o
to describe how a complicated pile of]
to someone else, they describe how it
their own position.

FiGURE 10.16

A child sat in front of
a screen covering
four cups and
watched as one adult
bid a surprise under
one of the cups. Then
that adult and
another (who had
not been present
during the biding)
each pointed to one
of the cups to signal
where the surprise

the “uninformed™ adult pointed to one of
the other cups. The child then had an oppor-
tunity to look under one cup to try to find
the surprise.

This procedure was repeated 10 times for
each child in the study. The two adults alter-
nated roles, but on each trial one or the other
hid the surprise when the other was absent.
That is, one was in a position to know where
the surprise was hidden, and the other was
not.

was. Many 4-year-
olds consistently
followed the advice
of the informed
adult; 3-year-olds did
not.

Results  Of the 4-year-olds, 10 out of 20
chose the correct cup (the one indicated by
the informed adult) at least 8 times out of
10 tries. That is, many of the 4-year-olds
showed that they understood who had the
relevant knowledge and who did not. How-
ever, none of 14 3-year-olds chose the cor-
rect cup 8 times out of 10; they were as likely
to follow the lead of the uninformed adult
as that of the informed adult (Povinelli &
deBlois, 1992).

Interpretation  Evidently, 4-year-olds have
a greater understanding of other people’s
knowledge (or lack of it) than 3-year-olds

have.

Other experiments using a somewhar dif-
ferent procedure have yielded similar results.
For example, children in one study watched
a dramatization in which a girl who had a
marble in her basket left the room temporar-
ily, leaving the basket behind. During her ab-
sence, a second girl moved the marble from
the first girl's basket to her own basket.
‘When the first girl returned to the room, the
children were asked, “Where is the marble?™
and “Where will the girl look for it?” Most
4-year-olds answered that she would look in
her own basket; younger children thought
she would look in the other basket (Wimmer
& Perner, 1983). As in the previous study, 4-
year-olds are better able than younger chil-
dren are to make inferences about whar var-
ious people might or might not know.

Although these are important results, we
should be careful of drawing too broad a
conclusion. Using other methods, we can see
evidence that even younger children under-

A GUIDE THROUGH

THE BOOK

XXX1V

CHAPTER 10
DEVELOPMENT

414

under one of the cups, although a screen pre-
vented the child from secing which cup.
Then another adulr entered the room. The
“informed™ adult pointed to the cup under
which he or she had just hidden the surprise;

stand something about the experiences or
knowledge of other people. For example,
children less than 1 year old act sad and even
cry when they see another child get hurt
(Hobson, 1993). That is, a child may show




