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LEARNING OUTCOMEs

Describe five basic assumptions of social cognitive
theory and their classroom implications.

Use a social cognitive perspective to explain how
mental processes can influence the effects of
reinforcement and punishment.

Describe the potential effects of modeling on
learners’ behaviors, and explain how you can
productively use modeling in instruction,

Describe the nature and origins of self-efficacy, ang
explain how you might enhance self-efficacy both In

your Students as d a % lf
eveloping learners and in yourse
as a teacher, Ping y

E;n;\';};::pg "ant components of self-regulated
bl en fself-regulated learning, and apply Y°“;
effectiv(.-_qg ¢ se'f'reg}llatiOn to help diverse lea®
subject m);:tontml their behavior, master academic
Com € and address interpersonal proble™
Pare ang Contrast Perspectives of learning

assocj ¢ 'S
theOri::edb wnth.co'gmtwe psychology, contextudl
+ Behaviorism, and social cognitive theo™y
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CASE STUDY: PARLEZ-VOUSs FRA CAIS?

Nathanié_iﬂf_rgn_c_h I only because his motherlinsistedt
a/gf class, Nathan notices that most of his clacermar,
Lo students he doesn'’t know very well. He

ends who took French |ast T e S A
§ il friends who too St year got mostly D hnd by e s
thre . S ANG\FS 'On quizzes'an

homework and‘ that@ihﬁlﬂ.dwrQPPBdtbefclass after one semesterq;’"l%d :
. math and science,” he tells himself, “but |'m just  Em e

no ;
gesides, learning French is a girl thing.” good at learning languages.

Although Nathan comes to class every day, his mind often wanders as his

teacher demonstrates correct pronunciationsand lexplains simple syntactical
ructures. He makes feeble attempts at homework as: slMple syntactical )

. : assignments but quickly
" them{asidelwhenever he encounters something he doesn’t immediately
ynderstand.

y

! Sure enough, Nathan is right: He's no good at French. He gets a D- on the first
exam.

hat h/ejrtqke it. Onﬁgﬁrst
classmat ‘

;;;;;;;

o What things has Nathan learned from observin

4 things has he(not learned, and why?
%. In what general ways might observing other individuals influence learni

4

g the people_arggr;d

Although Nathan hasn't learned much from his French teacher—partly because he hasnt been
ing attention during lessons and partly because he hasn’t put much effort into assignments—
earned a few things from observing his peers. Knowing what happened to three male friends
d seeing mostly girls in his class, he concludes that, as a boy, he’s doomed to failure. We
beings learn a wide variety of behaviors by observing the people in our lives and in the
ia. We also learn which behaviors are likely to get us ahead—and which are not—by seeing
consequences for others. In part by watching what others do, we develop a sense of what
own capabilities are likely to be, and we begin to direct our behavior toward goals we think
e can achieve.

In this chapter we explore social cognitive theory, a perspective that can help us under-
and what and how people learn by observing others and how, in the process, they begin to take
ol of their own behavior. Originally called social learning theory, social cognitive theory has
tly roots in behaviorism and thus addresses the effects of reinforcement and punishment.
the past few decades, however, it has increasingly incorporated cognitive processes ‘irfto
planations of learning and now includes a blend of ideas from behaviorism and cognitive

ogy.
Social cognitive theory has developed in large part through the research efforts of A.lbert
a at Stanford University. You'll find references to Bandura and others who have built on

e.g., Dale Schunk, Barry Zimmerman) throughout the chaprer.

Chapter 9 presents
behaviorist perspectives of
learning.
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CHAPTER OUTLINE
Basic Assumptions of Social Cognitive
Theory
The Social Cogpnitive View of
Reinforcement and Punishment
Modeling
Behaviors and Skills That Can Be Learned
through Modeling
Characteristics of Effective Models

Essential Conditions for Successful
Modeling

Self-Efficacy

How Self-Efficacy Affects Behavior
and Cognition

Factors in the Development of
Self-Efficacy

Teacher Self-Efficacy
Self-Regulation

Self-Regulated Behavior

Self-Regulated Learning

Self-Regulated Problem Solving

Diversity in Self-Regulation

Revisiting Reciprocal Causation
Comparing Theoretical Perspectives

of Learning

—

Children learn many new behaviors simply by watching adults or
peers perform them successfully.

N\ ow2) -9 G
For example, a student might learn how to solve a !opg division problem, spell the
word synonym correctly, or mouth off at a teacher simply by watching SOmeope

else do these things first.

&h=1>  flat
2. Learning is)an internal process that may or may not lead to 4 behavigy

change. Rather than define learning as a change in behavior (as many behayior-
ists do), social cognitive theorists (like cognitive psychologists) view learning as 4
mental change that may or may not be reflected in the learner’s present or future
behavior. For example, you might try to dribble a basketball as soon as you watch
someone else do it. You probably won’t demonstrate that you've learned how o
apologize tactfully until a later time when an apology is necessary. And you might
never walk through campus nude, no matter how many times you see someone
else do it.

?‘) ;‘\:p
g * Cognitive processes influence motivation as well as l(arm'ng. Like cognitive
psychologists, social cognitive theorists recognize the importance of cognitive pro-
cesses (e.g., attention, encoding) for learning and remembering new information.
But they point outﬂtbagjggpitign.i‘s also an important ingredient in motivation.
For example, peopl{é} IE( ﬁfﬁbgg)ﬁzjtg‘, toward which they direct their behavior, and
their goals are based to some degree on their expectations about what they might

reasonably accomplish. People’s bcliefggbout their 6V>\rﬁ~\ability to execute certain

behaviors or reach certain goals—(thT:ir self-eﬁ_cm—inﬂuencc how hard they try,

how long they persist at challenging tasks, and ultimately how much they learn
and achieve.

% ; J X ler
* People and their environments mutually influence each other. Some
learning theorists, especially behaviorists,

mental variables can influence learners. But
influence their environments, often quite deliberately. To some degree learn-
ers influence their environments through their behaviors. For example, the ©
sponses they make (e.g., the classes they choose, the extracurricular activites
they pursue, the company they keep) affect the lear
anc.i the consequences they experience, Mental processes personality chara
tensti.cs, and other things that learners “own” in some v;ay——social cognitive

focus primarily on how environ-
the reverse is true as well: Learners
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n the manner shown in F . ;
mothcr i A igure 10,1 Social cogniti -and person—influence one reciprocal causation
ysation when referring to this constant Interplay am, ve theorists use the term reciprocal  Interdependence of environmental
vﬂiables (e.g» Bandura, 1989, 2008), Ong environment, behavior, and person behavioral, and personal variables in

250 g e
o Behavior becomes increasingly sé{f-re% ‘
) ted, |
sctions are controlled and guided to a?mx;&iﬁgaﬁlen the first few years of life, children’s
lings child care providers, teachers, and s

influencing learning and development.

¢ | 50 on. B i FIGURE 10.1 In social iti
+ easingly take charge of their lives, not oo - - children grow older, most of them ; g o
incre nly iden theory, environmental, behavioral,

Jise) b and personal variables mutually
€sses to accomplis i

gly en 38 in selfegulasion p influence one another.

Table 10.1 summarizes the assum

ptions just liste 3
B feicons e e &y J d and offers examples of their

The Social Cognitive View
of Reinforcement and Punishment

Reinforcement and punishment are less critical in social co
iorism, but they do have several indirect effects on learning and behavior (e g., Bandura, 1977
e e 4 ‘. L s

1986; T. L. Rosenthal & Zimmerman, 1978). Cognitive factors come into play in these indirect
effects, as reflected in the following ideas:

gnitive theory than they are in behav-

, * Consequences influence behavior only if learners are aware of the response—consequence con-
 tingency. From a social cognitive perspective, reinforcement and punishment influence learners
behaviors only if the learners connect these consequences to specific things they've done (Bandura,
~ 1986). As teachers, then, we should be very clear about what we're reinforcing and punishing, so

that students know the real response-reinforcement contingencies operating in the classroom. \# Be explicit about which
~ For instance, if we give Sam an A on an essay but we don’t tell him why he’s earned that grade, ( behaviors have led to which
3 o & . consequences.
~ he won't necessarily know how to get an A the next time. Thus we might accompany the A grade = =

 with feedback such as “You followed a logical train of thought and gave three good examples.”
And rather that simply tell Sandra “Good job!” after a basketball game, we might tell her that we
 were pleased with her high energy level and passing accuracy.

PRINCIP A Vil RIoIL . —
BLE 10.1 » Basic Assumptions of Social Cognitive Theory and Their Educational Implications
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outcome expectation Prediction
regarding the consequence that a
particular behavior is likely to yield.

incentive Hoped-for, but not
guaranteed, future consequence of
behavior.

ces of future actions and they, bel
a,

n base such outcome expectatiow

Ny

ment, nonreinforcement, aﬂdf pum;hmentb. For €Xamp),
i me from the textbook, w;j )
ich all exam questions 2 » Withoy,

did you find your 2
single question coming from class lectures. Aftfr thcei ﬁ::h:xzn;’o u’veytaken 3 Z’our ::lif ’eadn.n
et el Skjpll)ing Cizzstuarelso t.Iri%z'natpsituart)ion, did you go to class rr:: g‘:{:clh

d almost entirely on . _ el Bular
Eﬁnlllsarv:if;ee\l:::eopen your textbook? When a pamcul;r r‘csp(;}rllzcs;; r:l‘zic;ricreldt ;Zefry time i,
made, learners typically expect to be reinforced for be a:vlllng i uture, 1y ;
similar manner, when a response frequently lea'ds to punlls ment e onsge ; IEStruct.()r o
skipping class on a test day might—learners will probably expect t p © be punigheg

on later occasions as well. ’

Sometimes, however, learners form expectations about future consequences on the bagjg ¢
Jittle or no hard data. For example, a high school student might erroneously believe that by. 2gging
he admiration of his classmates (i.e., a reinforcer), Anothe,

about perfect test scores will gain him ¢ : :
student might believe that her classmates will ridicule and reject (i.e., punish) her for being smarg
)

even though they wouldn't actually do so.
. . . 3 .
Expectations about future contingencies certainly affect learners’ behaviors. They may o

may not influence learning itself, as the following exercise can show you.

out the likely consequer

o Learners form expectations ab
: : results. Learners ofte

in ways they think will maximize desired

on existing patterns of reinforce
perhaps you've taken a course in wh

g EXPERIENCING FIRSTHAND
DR. X

Think about a class you're taking now or have taken recently—not an online class but one thy
mvc?lves an instructor and students regularly convening in a single room. How many of the fol.
lowing questions can you answer about your instructor, whom I'll call “Dr. X”?

1. Is Dr. X right handed or left handed?

2. Is Dr. X a flashy dresser or more conservative one?

3. What kind of shoes does Dr. X wear to class?

4. Does Dr. X wear a wedding ring?

5. Does Dr. X bring a briefcase to class each day?

tudents what my shoes look like.

3 ﬁSj:sctond‘s of awkward silence, at least

| 1St two rows) begin to describe my
‘earn facts and figures, they learn ways

3 larn, heyre



Th ; i ;
e Social Cognitive View of Reinforcement and Punishment 303

prize So the fonﬁwci[ng year I entered the same contest dressed
3 experie i Ssod aosls: '
for first place. I had experienced reinforcement vicariously rath a witch, figuring I was a shoo-in
tching what happened to someone else. 7 rather than directly—that is, through
Lear who observe so ) ;
b frequently th mecine else being reinforced for a behavi .
yior more e}?j dz’ emselves—a phenomenon N avior are likely to exhibit that
exa RESRE - owequen i as vicarious reinf
?lc: hayrd Jeads to good gra dgs th‘;isbt}}elr classmates experience, students m?r;:rinent. 1:lor
pudr ess counts Convcrsel’ b eing elected to class office brings star gd carn that
- orthat neat'n i h' i ¥> when learners see someone else get o hus an popular‘xty,
e Jess lllkc Yhto ehave }: l:t w;y thefmselves_a Bltbvsrtenss knofm Pl c.ed for a behavior,
: e as vicarious punishment.
i l'kgl ’to behave similarl Ua fOOtbau player for unsportsmanlike conduct gther la :t
unlikely : y. Unfortunately, vicarious punish ; players
aviors as well as undesirable ones. For instance ment can suppress desirable

when a teach, ;
- <l acher belittles 4 ;
Glling it silly,” other studenlt)s may be reluctant to ask qasebreeE a Stlidents question by
hers, we must be eir own.
As teachers, extremely careful that we dont vicariously reinforce undesirable

pehaviors of v1car;lously punish desirable ones. If we give too much attention to a misbehavi
" ; chavin
qudent, others who want our attention may misbehave as well. Or if we ridicule a student whi

soluntecrs an InCOTTECt answer or erroncous belief, classmates will hardly be eager to voice their
own ideas.

o Expectations about future consequences affect how thoroughly and in what ways learners cogni-

sively process new information. To get a sense of how this might happen, try the next exercise.

eXPERIENCING FIRSTHAND
F¥ 5 ANNING AHEAD

~ Quickly skim the contents of the upcoming section on modeling to get a general idea of the top-
1 o > . 5 S
it includes. Once you've done so, imagine yourself in each of these situations:

{® 1. Your instructor announces, “The section on modeling won’t be on your test, but please read
: it anyway.” How thoroughly and carefully will you read that section?

2. The next day your instructor announces, “I misled you yesterday. Actually, half of next
weel’s test will be on modeling.” Now how thoroughly and carefully will you read that

section?
—

If you don’t expect to be reinforced for knowing about modeling, you may very well not
‘tead the chapter’s discussion of it. (Perhaps you'll read it later, you tell yourself, but you have other
things you need to do right now.) If, instead, you discover that getting an A in your educational
sychology class depends on knowing the material about modeling really well, you're apt to read

he material slowly and attentively, possibly trying to remember every detail. \ :
" When learners believe they'll be reinforced for learning something, the?'re more likely to
tention to it and perhaps engage in elaboration, comprehension monitoring, and ot.her
A esses. When they dont expect to be reinfon;ed ffc:;1 l;aarmng- sonnledulng,,
rocess it in a v significant way. As an example of the teer situation, let’s
’ ¥ ‘;::gn i'«s]ﬁuﬁgmcd he can’t learn French, thanks in part to his
ved as vicarious punishment for him). As a result, Nathan
M ]}55 akes only hall earted attempts to

§ Foosdt

y top
case study.

( 13
W RN

vicarious reinforcement
Phenomenon in which a response
increases in frequency when another
person is observed being reinforced for
that response.

vicarious punishment Phenomenon
in which a response decreases in
frequency when another person is
observed being punished for that
response.
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¥ Follow through with the

consequences students have
~~/ been led to expect for certain

behaviors.

\_.

See Chapter 9 for guidelines and
cautions in the use of punishment.
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mirror neurg
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Awhen a person js
performing a particular behavior or

When.the person'sees someone els
per :m:be%‘é?ﬂﬁ iof,

R %@ﬁ%mﬁfsﬁwho

0 imon@@‘t_ss a.behavior that learners
might Emu ate; alternatively, a set of

instructions for successfully executing
the behayi

: E?‘ eling ¥Demonstrating a behavior
for another person or observing and
imitating another person’s behavior.
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% Modeling 8 oervases

i e some ability to imitate others ?n mfanc?r @S.S. J.ones,
?8&?;1111:;;‘??{);? I}\?i%seq &_.Tomars};l]i, 2010).In .fact, the bralp ( t_q_giigec:ﬂy CqUIPRed
for(imitation. Cérfaxﬁ’ netirons'in the b‘raig.‘é}!yropﬂatel}’ C.aHCd micror-ueyrons, Decome actve
either (1) when learners observe others*engagin 4 ?gl a particular behaV'lOI' OI‘\(Z)JV&fhen learners
engage\fn that same behavior themselves. It appeafs, then, that our brains are prewl.red to make
connections between observing and doing, thus enhancing our ability to learn new skills from oy

social and cultural surroundings (Arbib, 2005; Gallese, Gernsbacher, Heyes, Hickok, & Tacobonj,

011; Tacoboni & Ve
, e of thrce formyl(Bandura, 1977, 1986). One form, o
person dc g‘ a_particular behavior. Bur we can also *
l—a person or character portrayed in a book, film, television show,
dium. For example, many children modemeirT@ avior after foot-

aracters as Harry Potter)and Dora the Explorer

ol
s

or other me

or such fictional ch

e ok

behaviors—without another human being, ej

BEHAVIORS AND SKILLS THAT G
LEARNED THROUGH MODELINGAN e
By observing what o

her people d
: 0, leamers (@
motor skills, from relatively simple actio o an, of coyrg

performing dance royy; :
gYMnastics l; . .
Poche, McCubbrey, & Munnp, 1982; Vintesrtm;l)ﬂ(f;yer, Mlltenberger, Batsche, & Fogel, 200%
’ es

tions of other people also enable learners e > Brown, & Poulson, 2004). But obsen
components. For xample, learnerg gy, 54 d:)l t;:e fmany behaviors wich cognitive or emotio
Dcvelop more sq &

o Howing:
Phisticated drawj skills vy

g n .
e i wdeorap e (Geiger, LeB?anc Dill}c:;n ;)Cd};ers demonstrage such skills, eicher 1
; > & Bares, 2010)

brudinn o Acquire a wide variety of psycho-
'8 brushing teeth) to far more complex ones (¢

alread mmddu
G ¢ “P@tim of



a to fear particular stimuli or situatie
: ns
if others show fear in those circumstance
(Mineka & Zinbarg, 2006) 3
Better resist the enticements of a strange
. 1c
hen a peer has modeled resistance strate gies

W
(Poche; Yoder, & Miltenberger, 1988)

, Beless Jikely to tolerate racist statements if
ople around them refuse to tolerate such
sratements (Blanchard, Lilly, & Vaughn
1991) :
ssiderable research has been conducted concern-

g the jmpact of models in three areas: academic
il aggression, and productive interpersonal

bchaviofs-

AcADEMlC SKILLS
Learners acquire many academic skills, at least in
art, by observing what others do. For instance,
they may Jearn how to solve long division problems
or write 2 cohesive composition partly by observ-
ing how adults or peers do these things (Braaksma,
Rijlaarsdam’ & van den Bergh, 2002; K. R. Harris,
Graham, Brindle, & Sandmel, 2009; Schunk &
Hanson, 1985)- Modeling of academic skills can
e especially effective when the model demon-
' gtrates Dot only how to do a task but also how to
 think abour the task—in other words, when the
model engages in cognitive modeling (Schunk,

Modeling 305

Students who are prominent members of the school community can be powerful
models for many of their peers—perhaps for the better or perhaps for the worse,

depending on the specific behaviors being modeled.

1998; Schunk & Swartz, 1993; Zimmerman, 2004). As an example, consider how a teacher
might model the thinking processes involved in the long division problem in the margin:

First I have to decide what number to divide
the right until T have a number the same as or
4 Yes. So my first division
an answer the same as or sli

RESSION
erous research studies hay

4 into. I take 276, start on the left and move toward
larger than 4. Is 2 larger than 42 No. Is 27 larger than
will be 4 into 27. Now I need to multiply 4 by a number that will give

ghely smaller than 27. How about

try 6. 6 X 4 - 24. Maybe. Lets try 7.7 « 4 = 28. No, too large. So 6 is correct.

models (Bandura, 1965;
jmann Spmdh':r, 2003). Children learn aggression not only from
7 see 10

4)276

52 5 X 4 = 20. No, too small. Let’s

ildren become more aggressive when they

¢ indicated that ch

N. E. Goldstein, Arnold, Rosenberg, Stowe,

ms, on television, and in video
usic (C. A. Anderson et al.,
& L ee, 2004). Furthermore,
aooression they witness.
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. h, 2 wooden . r
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% e .

- g (l)t}:irth building blocks: where they were mildly frustra[ed; in
: tively
came in and played construc

. s
led to another ro0 B o i lu
. children were then le :
the playroom. The ¢

ini Oys» 3
ining ¢ : .
h some artractive, enterta il eg both nonaggressive and aggr essive
ith so %
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i aken to a
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d seen the aggressive mode| Were
1l and mallet). Children \fvhf)d}::
: ing the punching doll an . B
(”cl’csl‘ui‘;;fgfstsiiepof the three groups; 10 fact
m

* t
d many of the behaviors theyy 5.,
aggressive model were ev
Children who had observed ?Onon = By
ive model display. Chi ; rd to aggress
a

n, then, models can haye anj
L Mpagy
ion i ildren, and nonag ressive
d aggression 11 children, g ol
dels lead to increased ag8 m
i 3 ive mo
either way: Aggressive .
lead to decreased aggression.

Oy

the doll in the air, hitting its

3EHAVIORS .
PRODUCTIVE INTERPERSONAL ?quiy observing and imitating others. For ey
. S > A )
Learners acquire many interp C-rsonalaji IrouPs, children may adopt Bt n‘otherf Strategies fy
L e ghow to solicit one another’s opinions (“Wha 4,

i l H » _
conducting discussions, perhaps lcamd'g jreeticas (“I agree with Kordell because . . ), and ius.
i i o reement or disa;
think, Jalisha?”), express ag

) (R. C. Anderson et al,,
ify a poin of view (‘1 chink i shouldn'c be allowed, because . ) ( A
e d children with mild or moderate forms of an au i2 S Order are
s 116’ e Afgect?vellyrviith age-mates after watching a videotape of a nondisabled pee; using
apt to play more e

i 2004).
ial skills i ivities (Nikopoulos & Keenan, ] |
good sfiﬂxsel:;uzal: Sls?:(f::ilre prosocial behaviors in part through observation and modelip

Yyou

-Waxler, & Chapman, |
You can learn more about the (R. Elliott & Vasta, 1970; Jordan, 2003{ Radke;DYar rz:’afz}(;?llt pizying e ep = rej:fii):
development of prosocial behaviors in In one research study (Rushton, 1980), children observ am
| Chapter 3.

ing himself with tokens for good performance. Some children saw'the adult donate half f)f his
' earned tokens to a poor boy named Bobby pictured on a poster in thfe room; other childrey
observed the adult keep all his winnings for himself. After that, the children played the game
and could reward themselves with tokens. The more tokens they earned, the better the prize they
could purchase. They could make a donation to Bobby, but doing so meant lesser purchasing
power for themselves. Children who had seen a generous model were more likely to give some

tokens to Bobby than were children who had seen a selfish model—nort only at that time by also
in a follow-up session two months later.

7 Regularly expose students to

Benevolent models in popular media can have a Positive impact as well. Rather than encour-
( f:::yujn?ifﬁfrf c':j;:?’:e' aging aggression, some characters in books, television programs, and other popular media promote
- } A . . . . & .
R prosocial behaviors—those aimed ar helping others rather than at enhancing personal well-being—
) :

S —  and such models can prompt children and adoles
a‘,y =

cents to behave similarly (D. R. Anderson, 2003;

1 "' i Huston, Watkins, & Kunkel, 1989, Jordan, 2003; Nucci, 2001; Rushton, 1980).
|)x Compel €Nl =2 Nt ins '

2) L= =)\ > L
* CHARACTERISTICS OF EFFECTIVE MODELS
‘ Learners don’t always imi h : . . ;
e i ( models typically ha?:slc?é:a'te oo Pie they see around them and in the media. Influentd

) esh 5 acteristi : '
D P! Schunk, 1987). Figg; tu‘e‘;’r@;{;gﬁ, - Capindus, \192?%, T Ly Rosenthal & Bandura, 197
| tobehave like people who d r skill in ion. Learners usually want
\ imitate the basketha]] skills zfs :?if;:i::lWy For instance, _&;ﬂ&mn may try 0
)‘kb g naviers Y@[?\Jan/{; o especially effective techniques they observe j aSketb?H Player, and adolescents may make note f
L
Y/ r

ct ! nart or lite i g
5 neces - have some abil; t o fature (see Figyre -2). Even preschoo
haia eetior i i ty gdlscnmmate between Competent and- St ol
rar NN : 1 ase. gy j ‘
f Second, influenjy| rriodel
——— \s
world leader, 5 renowne ete
¢ 5
level. The Prestige and poye, of oth,

hockey team.




