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SIG Dinner: 
Join us for a great dinner 
celebra on at an authen c Toronto 
dining experience. Our SIG dinner 
will take place immediately a er 
the business mee ng on Sunday, 
April 7, 2019 at a local restaurant. 
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2019 AERA ANNUAL MEETING | APRIL 5 ‐ 9, 2019 | TORONTO, CANADA 

SIG Business Mee ng: 
Our SIG business mee ng will be on Sunday, April 7, 2019. 

SIG Keynote Speaker: 
Dr. Daniel C. Moos, professor and 
department chair in educa on at Gustavus 
Adolphus College, will deliver the keynote 
address during the business mee ng. 
Professor Moos’ research agenda broadly 
focuses on self‐regulated learning within the Dr. Daniel C. Moos 
context of emerging technologies. Through 
his research, he has begun to examine self‐regulated learning within the 
context of teacher educa on programs.   



RENEW YOUR STUDYING AND SELF-REGULATED SIG MEMBERSHIP TODAY!  
OUR SIG NEEDS YOU! YOU CAN MAKE SIGNIFICANT CONTRIBUTIONS TO OUR SIG IN 

DIVERSE LEADING ROLES! 
How to renew: 
Visit the AERA website (https://www.aera.net/Membership/My-AERA/Login?returnurl=%
2fdefault.aspx; https://www.aera.net/Events-Meetings/Annual-Meeting).  

Why should you renew your membership: 

We have innovative research and teaching programs presented annually during the AERA
conference.

We are associated with international leaders in the field of studying and self-regulation.

We have a multidisciplinary approach with applications of SRL to classroom practices, health,
sport, music, physical education, technology, and hypermedia.

We embrace research and teaching methods targeting celebration of equity, diversity, and
inclusion in all areas of studying and self-regulated learning.

We maintain communication with members throughout our highly acclaimed newsletters, our
Times Magazine, and throughout our Website and Facebook.

We provide leadership opportunities to graduate students and junior scholars through written
contributions to our newsletter and Times Magazine.

We conduct written and videotaped interviews with leaders in our field.

We have a website with essential information to graduate students and junior and senior
scholars.

We have an established support system that could advance your career.

We share research findings through our media outlets, which could facilitate research
collaborations.

With your support, we can make and execute plans for much-needed graduate students, junior 
scholars, teachers, and disadvantaged school children. We plan to expand our frontiers and bring 

SRL to all possible levels where SRL is needed. 

Questions about renewing your membership: 

Please contact our distinguished Membership Chairs: 
Dr. Linda Sturges (lsturges@sunymaritime.edu) &  

Dr. Divya Varier (dvarier@gmu.edu) 
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Ini al Interest in Psychology and Educa on 

Bembenu y: What mo vated you to pursue a career in psychology and educa on? 
Pajares:       ini al   ogy came about. I went to college intending to major in 
poli cal science, but at some point wandered into an introductory psychology class and became intrigued. Then, I took 
another class and had to read William James. Well, that did it. However, I had wanted to be a teacher from the day I read 
James Hilton’s Goodbye, Mr. Chips in seventh grade. Thus, educa onal psychology proved a happy marriage of interest and 
passion. 

Bembenu y: Who have been your role models? 
Pajares:   embarr                   actually met anyone I par cularly wanted to emulate (in the 
“role model” sort of way). Thus, I’ve never seen myself as having had role models, at least living ones. I know that I’ve been 
influenced by literary models, though, and by authors of books I’ve read. 

My first literary role model was El Capitán Trueno (Captain Thunder!), a comic book character to whom I was deeply 
devoted in my very early youth. El Capitán was a Spanish knight during the Middle Ages, and from him I learned that it was 
important to be courageous, chivalrous, and kind. Spaniards from my genera on who read this will completely understand. I’ve 
always believed that the importance of these early exposures to literary or media characters should not be easily discounted. 
Their effect can be las ng and powerful. I’m glad that Calvin and Hobbes were not around during my childhood or goodness 
knows how that would have affected me. 

My intellectual worldview has been influenced by William James, and my habits of mind as regards psychology and 
educa on have been influenced by my affec on for the wri ngs of Locke, Maslow, Freud, Freire, and Pinker. My most profound 
influences, however, lie outside psychology, and I tend to turn to Italo Calvino, Voltaire, Ortega y Gasset, Baltasar Gracián, e. e. 
cummings, Robert Frost, Joan Manuel Serrat, García Lorca, and Teilhard de Chardin for guidance, inspira on, and direc on. I also 
pay a great deal of a en on to Cole Porter, Monty Python, George Carlin, and Saint‐Exupéry. And, as I just said, I admit that I am 
also deeply, deeply influenced by Calvin and Hobbes. Mostly Calvin, of course. His views on educa on and psychology are pre y 
much my own. 

William James and Educa on 
Bembenu y: You have been a scholar of William James. What do you find most fascina ng about his   work? 
Pajares: I was captured by James from the very start, and it has benefited my life immensely. I have wri en about this in a 
chapter for Barry Zimmerman and Dale Schunk’s book, Educa onal Psychology: A Century of Contribu ons, and in that chapter I 
try to explain why his wri ng has such a profound influence on me. This is what I wrote, and I hope it explains why he influences 
me with such power: 

For over 30 years, I have been smi en with William James. I read him for work and for play. I read him for guidance. I 
read him for inspira on. I read him when my spirits are low. I read him to discover what I really think. I read him to 
learn. I am never disappointed. My admira on borders on adula on. How could anyone fail to see the profundity of 
this man’s wisdom, the elegance of his thought, or the simplicity of his uncommon common sense. 

All this is s ll true except that it is now ge ng close to 40 years. Sigh. 

Philosophy and Educa on 
Bembenu y: Like me, you are a passionate reader of the work of Antoine de Saint‐Exupéry. What    educa onal  principles   did  you  
learn   from reading The Li le Prince? 
Pajares: What a deligh ul, unexpected, and thought‐provoking ques on. Yes, I admit that I love The Li le Prince. There are so 
many things I’ve learned from reading that book I hardly know where to begin. One important lesson that the li le prince teaches 
us, perhaps it is an educa onal principle, is that one should keep at a ques on un l the answer sa sfies us. Once he asked it, the 
li le prince could not let go of a ques on un l he was fully sa sfied with the answer. I make that a habitual prac ce. 

Bembenu y, H. (2007). An interview with Frank Pajares: God, the Devil, William James, the Li le Prince, and Self‐Efficacy. 
Journal of advanced Academics, 18(4), 660‐677. 
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 I suppose I also learned the cri cal importance of taming—of establishing es—beginning with small gestures and 
pa ently working toward acquiring that sense of closeness to which we all aspire. I work hard to tame my students, and I invite 
them  to tame me. Well, in truth, a teacher cannot tame all students,            

However, we can tame many of them. The li le prince goes on to say that you become responsible forever for what you have 
tamed. I admit that I find that a bit of an overwhelming thought. 
 I learned also that we must observe the proper rites, and     that these rites bring meaning and order to our endeavors and 
to our life. Observing the proper rites in the classroom is, I think, vital. And, of course, I learned that it is the challenge of each 
teacher to be alert to the connec ons that will help define a par cular student’s wheat field. 
 There are two other passages from the book that have powerful meaning for me and that inform my teaching. The first 
is that “it is the me you have wasted for your rose that makes your rose so important.” Let me explain, however, that “wasted” is 
a poor transla on of the French word “perdu,” which means “lost.” Lost me need not have been wasted me. Time can be lost joy‐ 
fully, liberally, and playfully. I understand that it is the me             that I have spent with my students that will make them so important 
to me. Consequently, nothing is professionally more important to me than giving my students the me they require. 
 As you know, the most famous passage from The Li le Prince is that “it is only with the heart that one can see rightly; what 
is essen al is invisible to the eye.” Stanley Kubrick once said that “the truth of a thing is in the feel of it, not in the think of it.” I’m 
enough of a scien st to resist this, but also enough of a poet to know that there is something to it. 
 

phy  inform  your  work  on  psychology  and  educa on? 
Pajares: Philosophy is the parent of psychology. My philosophical understandings not only form my vision of reality but the 
manner in which I go about psychology and educa on. These understandings are the founda onal tenets that are at the very 
core of my psychological theorizing and research. They formulate my ques ons about teaching and learning, serve as a filter 
through which I interpret the theories and phenomena I encounter, and guide my explora ons into unfamiliar territories. In a 
very real sense, I see psychology and educa on through the lens that William James, Aristotle, John Locke, Abraham Maslow, 
Paulo Freire, North Whitehead, Jerome Bruner, and other philosophers (and philosophical psychologists such as Erikson and 
Freud) offer me. 
 Philosophy also teaches that the cri cal ques ons in human func oning involve ma ers that cannot be se led by 
universal prescrip ons. Rather, these ma ers demand a en on to the forces that shape our lives, be those forces biological, 
historical, social, cultural, economic, poli cal, intrapersonal, or interpersonal. Complex human processes must be understood as 
having both situa onal and universal proper es. 
 Philosophy also teaches that the cri cal ques ons in human func oning involve ma ers that cannot be se led by 
universal prescrip ons. Rather, these ma ers demand a en on to the forces that shape our lives, be those forces biological, 
historical, social, cultural, economic, poli cal, intrapersonal, or interpersonal. Complex human processes must be understood as 
having both situa onal and universal proper es. 
 For me, one cri cal difference between philosophy and psychology, as scholarly endeavors, is that psychologists seem 
focused on the discovery of universals, even if those universals are chaperoned by contextual factors, whereas philosophers are 
interested in the cul va on of judgment.  As you know, psychologists are o en cri cized for having “physics envy,” and there is 
more truth than humor in that old barb. Our overreliance on conduc ng “experimental inves ga ons,” analyzing “data” by 
means of sta s cal “procedures,” and publishing these results in “neat li le studies,” as Bruner described them, should give us all 
pause. Should anyone really be surprised that the vast majority of teachers and other school prac oners show li le interest in      our 

 li le         to make sense of them if they were interested? 
 

 
Bembenu y:    A few  years      ago,           I  met     Professor    Albert     Bandura  during   a conference.  I   found him    to  be a very intelligent and caring 
person. You know   Professor   Bandura   personally. How   would   you   describe  him and how has his work influenced your scholarship? 
Pajares: He is a kind and curious and though ul and brilliant man, and I am delighted that he is garnering more a en on every day. A 
recent issue of the Review of General Psychology revealed that Freud, Skinner, and Bandura are the three psychologists most 
frequently cited in introductory psychology textbooks. He was just in Atlanta a couple of months back and my doctoral students 
and I spent two deligh ul days with him. His work, as exemplified by his social cogni ve theory of human func oning, serves as 
the theore cal founda on for my own efforts. Were it not for Professor Bandura’s thinking and theorizing about the human 
condi on, I would be much poorer intellectually and profession‐ ally. When I dedicated a volume focusing on self‐efficacy during 
adolescence, I wrote that Professor Bandura charts the waters I navigate. Without him I would be lost at sea. 
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Bembenu y: How do you define self‐efficacy? 
Pajares: I’ll try not to break into song here. Or to fall back on o ‐repeated phrases and defini ons I’ve wri en a thousand 

mes. Human beings create and develop many beliefs about themselves, their place in the world, and their rela ons to things, 
people, and events.  These self‐beliefs are important, in great part because, as philosopher Charles Peirce observed, “beliefs are 
rules for ac on.” We are, to a very great extent, the very beliefs we carry inside our heads.  
 Self‐efficacy is a powerful self‐belief that human beings create. In essence, self‐efficacy beliefs are the mental 
assessments we make about what we can and cannot do or can and cannot be. They are judgments of our capabili es. Although 
self‐efficacy should not be confused with the catchword “confidence,” I’ve never really been averse to thinking about self‐
efficacy in terms of confidence. It’s important to emphasize, however, that, as Bandura has pointed out, self‐efficacy refers quite 
specifically to our belief in our capabili es as “agents,” which is to say our capabili es to make things happen by our ac ons, to be 
proac ve in our development, to exercise a measure of control over ourselves and our environments. 
For those who may be unfamiliar with this concept, let me offer a li le boiler plate informa on. Self‐efficacy is a central 
concept in Bandura’s social cogni ve theory of human func oning. In fact, Bandura contends that, of all the thoughts that affect 
human func oning, self‐efficacy beliefs are at the very core and exercise a powerful influence, for good or, some mes, for ill. 
 Self‐efficacy theorists contend that these beliefs  provide the founda on for human mo va on, well‐being, and 
personal accomplishment. This is because unless people believe that their ac ons can produce the outcomes they desire, they 
have li le incen ve to act or to persevere in the face of difficul es. Much empirical evidence now supports the conten on that 
self‐efficacy beliefs touch virtually every aspect of people’s lives—whether they think produc vely, self‐debilita ngly, 
pessimis cally, or op mis cally; how well they mo vate themselves and persevere in the face of adversi es; their vulnerability 
to stress and depression, and the life choices they make. Self‐efficacy is also a cri cal determinant of self‐regula on, which is 
another central concept in social cogni ve theory. 

such as self‐esteem, self‐concept, or locus of 
control? 
Pajares: This is something I’ve wri en about extensively. Let me explain that, although past researchers typically contended 
that self‐concept and self‐esteem are dis nct concepts, with self‐ concept performing a descrip ve func on and self‐esteem 
an evalua ve one, these days mo va on theorists do not differen ate, empirically, between the two, which is to say that a 
factor analysis would not tease out differences between items created to assess each. Thus, in essence, when I speak about self‐
esteem, I also include self‐concept. 
 Self‐efficacy beliefs and self‐esteem beliefs are alike in that they are each self‐concep ons cri cal to effec ve 
func oning. Moreover, confidence is a cri cal component of self‐esteem, so, in a very real sense, self‐efficacy judgments can 
be viewed as a cri cal part of one’s self‐esteem. But recall that self‐efficacy is a judgment of capability to perform a task or 
engage in an ac vity, whereas self‐esteem is a personal evalua on of one’s self that includes the feelings of self‐worth that 
accompany that evalua on. Because self‐esteem involves evalua ons of self‐worth, it is par cularly dependent on how a 
culture or social structure values the a ributes on which the individual bases those feelings of self‐worth. Self‐efficacy is 
dependent primarily on the task at hand, independent of its culturally assigned value. 
 Note that when individuals tap into their self‐efficacy or their self‐esteem beliefs, they must ask themselves quite 
different types of ques ons. In school, self‐efficacy beliefs revolve around ques ons of “can” (Can I write an expository essay? 
Can I solve this mathema cs problem?), whereas self‐esteem beliefs reflect ques ons of “being” and “feeling” (Who am I? Do I 
like myself? How do I feel about myself as a writer? As a student?). The answers to the self‐efficacy ques ons that individuals 
pose to themselves reveal whether they possess high or low confidence to accomplish the task or succeed at the ac vity in 
ques on; the answers to the self‐esteem ques ons that individuals pose to themselves reveal how posi vely or nega vely they 
view themselves, as well as how they feel, in those areas. 
 Moreover, one’s beliefs about what one can or cannot do may bear li le rela on to whether one feels posi vely or 
nega vely about oneself. Many bright students are able to engage their academic tasks with strong self‐efficacy even while 
their academic skills are a source of low self‐esteem, having been labeled by their classmates as nerds or geeks. Alterna vely, 
many academically weak students suffer no loss of self‐esteem when such esteem is nourished by achievements in athle c 
fields or social arenas. 
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As regards locus of control, the no on of perceived control is also related to self‐efficacy. According to locus of control 
theory, people expect success to the degree that they feel in control of their behavior, o en referred to as internal locus of 
control, and research supports this conten on. People who believe they can control what they learn and perform are more apt 
to ini ate and sustain behaviors directed toward those ends than are those with a low sense of control over their capabili es. In 
Bandura’s social cogni ve theory, a sense of control over the significant outcomes of one’s life is a key mo vator of behavior in 
addi on to self‐ efficacy. In fact, it is demoralizing for people to believe that they have the capabili es to succeed, but that 
environmental barriers such as discrimina on preclude them from doing so. Self‐ efficacy is apt to be most influen al in 
predic ng behavior when the environment is responsive and allows one to exercise one’s capabili es without restraint. 
 

Bembenu y: How is self‐efficacy measured? 
Pajares:  Efficacy beliefs vary in level, strength, and generality, and these dimensions are important in determining appropriate 
measurement. Imagine that a researcher is interested in assessing the essay‐wri ng self‐efficacy of middle school students. First, 
there are different levels of task demands within any given domain that researchers may tap. In this case, these can range from 
the lower level of wri ng a simple sentence with proper punctua on and gramma cal structure to the higher level of wri ng 
compound and complex sentences with proper punctua on and gramma cal structure or organizing sentences into a 
paragraph so as to clearly express a theme or idea. Students are then asked to rate the strength of their belief in their capability 
to perform the various levels iden fied. If researchers have adequately iden fied the relevant levels of wri ng an essay at this 
academic juncture, the efficacy assessment provides mul ple specific items of varying difficulty that collec vely assess the 
domain of essay‐wri ng. In addi on, the items in this case should be prototypic of essay‐ wri ng at the middle‐school level 
rather than minutely specific features of wri ng (e.g., confidence to form le ers). Also, items should be worded in terms of can, 
a judgment of capability, rather than of will, a statement of inten on. 

Because the students’ beliefs differ in generality across the domain of wri ng, if these beliefs are to be compared with 
students’ actual wri ng, the researcher’s next task is to select a wri ng task on which the levels were based and on which the 
confidence judgments were provided—in other words, an essay (rather than a poem or a crea ve short story or the yearly 
grade in language arts). Students are unlikely to judge themselves as efficacious across all types of language arts ac vi es or 
even across all types of wri ng. Self‐efficacy beliefs will differ in predic ve power depending on the task they are asked to 
predict. In general, efficacy beliefs will best predict the performances that most closely correspond with such beliefs. Thus, 
understanding that beliefs differ in generality is crucial to understanding efficacy assessment. 

Reasonably precise judgments of capability matched to a specific outcome afford the greatest predic on and offer the 
best explana ons of behavioral outcomes because these are the sorts of judgments that individuals call on when confronted 
with behavioral tasks. This is an especially cri cal issue in studies that a empt to establish causal rela ons between beliefs and 
out‐ comes. All this is to say that capabili es assessed and capabili es tested should be similar capabili es. When self‐efficacy 
assessments lack the specificity of measurement and consistency with the criterial task that op mizes the predic ve power of 
self‐efficacy beliefs, results minimize the influence of self‐efficacy. 
 Correspondence between belief and performance is cri cal in studies that a empt to establish an empirical 
connec on between the two; requirements of specificity will differ depending on the substan ve ques on of interest and the 
nature of the variables with which self‐efficacy beliefs will be compared. To be both explanatory and predic ve, self‐efficacy 
measures should be tailored to the domain(s) of func oning being analyzed and reflect the various task demands within that 
domain. In the final analysis, evalua ng the appropriateness and adequacy of a self‐ efficacy measure requires making a 
theore cally informed and empirically sound judgment that reflects an understanding of the domain under inves ga on and 
its different features, of the types of capabili es the domain requires, and of the range of situa ons in which these capabili es 
might be applied. 
 

Bembenu y: Is self‐efficacy teachable? How can a teacher teach self‐efficacy? 
          should  “taught,       or   tea    

efficacy nor would I exhort other teachers to teach it. Rather, I would ask teachers to keep at the forefront of their mind 
that, as they go about the art of teaching their students, they must keep a dual focus on the importance of their students 
developing confidence and competence. 
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Teachers have the responsibility to nourish and protect the self‐efficacy beliefs of their students. The aim of educa on 
should always transcend the development of academic competence. Schools have the added responsibility of preparing fully 
func oning and resilient individuals capable of pursuing their hopes and their aspira ons. To do so, they must be armed with 
op mism, confidence, self‐regard, and regard for others, and they must be shielded from unwarranted doubts about their 
poten ali es and capacity for growth. Teachers can aid their students by helping them to develop the habit of excellence in 
scholarship while at the same me nurturing the confidence to maintain that excellence throughout their adult lives. 
 
Bembenu y:             efficacy to academic   achievement? 
Pajares: It tells me that the two constructs are powerfully related, which is certainly intui ve. During the past 3 decades, a wealth 
of empirical evidence has shown that self‐efficacy relates to and influences numerous academic outcomes, and that it mediates 
the effect of skills, previous experience, mental ability, and other self‐beliefs on these outcomes, which is to say that it acts as a 
filter between prior determinants and academic indexes. For example, the media onal role of self‐efficacy beliefs has been 
demonstrated in the selec on of career choices, where findings indicate that college undergraduates choose majors and select 
careers in areas in which they feel most competent and avoid those in which they believe themselves less competent or less able 
to compete. Self‐efficacy is a powerful determinant of achievement in varied fields. Correla ons between self‐efficacy and 
academic performances in inves ga ons in which self‐ efficacy corresponds to the criterial task with which it is com‐ pared have 
ranged from .49 to .70; direct effects in path analy c studies have ranged from b = .349 to .545. Self‐efficacy explains 
approximately 25% of the variance in the predic on of academic outcomes beyond that of instruc onal influences. Basically, the 
effect of those numbers and Greek le ers is to suggest that self‐ efficacy beliefs make a powerful contribu on to the predic on of 
academic achievement. 
 
Bembenu y:             cators received the construct of self‐efficacy? 
Pajares: They have embraced it with interest and enthusiasm. I am frequently asked to speak throughout the world, and Professor 
Bandura is in constant demand, as are self‐efficacy theorists such as Barry Zimmerman and Dale Schunk. I keep a Web site in which 
I provide the names and areas of interest of doctoral students throughout the world currently engaged in research on self‐
efficacy (see h p://des.emory.edu/mfp/self‐efficacy.html). There are more than 50 countries represented on that list. In 
addi on, university researchers throughout Europe, Asia, Africa, and South America are publishing important ar cles, book 
chapters, and books on self‐efficacy. Notable among these are Gian Vi orio Caprara in Italy, Ralf Schwarzer in Germany, and 
Eugenio Garrido Mar n in Spain. Indeed, Bandura’s books are regularly translated and published in numerous languages, and, 
thanks to the efforts of Professor Caprara, a volume that Tim Urdan and I edited en tled Self‐Efficacy  Beliefs    of   Adolescents    was 
recently published in Italian. 
 
Bembenu y:             How is self‐efficacy related to self‐regula on of learning? 
Pajares: First, let me say that here I am cognizant of the fact that I am speaking to Professor Héfer Bembenu y, one of the 
foremost experts in this area. I should actually reverse the tables on you and let you answer this ques on. [Laughs] 

 
Bembenu y:             Thank   you     for       the    compliment,          but    I  know   that  you    are    teasing me. You can answer that ques on. 
Pajares: If I could use a metaphor, I think of self‐efficacy and of self‐regula on as kissing cousins. There certainly have a symbio c 
rela onship. Students regulate and manage their academic progress through the process of self‐regula on, a metacogni ve 
process that requires students to explore their own thought processes so as to understand and evaluate the results of their ac ons 
and to plan pathways to success. Students must evaluate their own behavior if they are to guide subsequent behavior in a 
process of self‐direc on and self‐reinforcement. Researchers have found that academic self‐efficacy beliefs are influen al during all 
phases of self‐regula on—forethought, performance, and self‐ reflec on. Students who believe they are capable of performing 
academic tasks use more cogni ve and metacogni ve strategies, and, regardless of previous achievement or ability, they work 
harder, persist longer, and persevere in the face of adversity. 

Students with high self‐efficacy also engage in more effec ve self‐regulatory strategies. Confident students monitor their 
academic work me effec vely, persist when confronted with academic challenges, do not reject correct hypotheses 
prematurely, so does the accuracy of the self‐evalua ons they 
make about the outcomes of their self‐monitoring. Self‐efficacy has also been found to be posi vely related to the strategy of 
reviewing notes and nega vely related to relying on others for assistance.  Studies tracing the rela onship between academic  
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self‐efficacy and the self‐regulatory strategy of goal se ng have demonstrated that self‐efficacy and skill 
development are stronger in students who set proximal goals than in students who set distal goals, in part 
because proximal a ainments provide students with evidence of growing exper se. Students’ self‐efficacy 
beliefs influence their academic mo va on through their use of self‐regulatory processes such as goal se ng, 
self‐monitoring, self‐evalua on, and strategy use. The more that students view themselves as competent, the 
more challenging the goals they select. 
 
Bembenu y: What do we know about the self‐efficacy of gi ed learners? 
Pajares: Gi ed students typically have stronger self‐efficacy beliefs than do nongi ed students, which makes 
sense given that they are more academically capable. Gi ed students are also be er calibrated, which is to say 
that they are be er at knowing what they know and do not know than are regular educa on students. 
 

students? 
Pajares: This is an area of research that s ll requires a en on, and I urge doctoral students and researchers to 
explore this important area. What few results there are suggest that the self‐efficacy of minority students is 
lower than that of their counterparts. This stands in contrast to the results of studies of self‐esteem, which 
show that minority students tend to report strong self‐esteem in the fact of achievement difficulty. 

ing    a    tradi onal     45‐minute    lesson?     
For example,    if     the    lesson objec

the students’ self‐efficacy    beliefs     
during     that    45‐minute     lesson? 
Pajares: The “specifics” of what a teacher might do during any classroom ac vity to foster self‐efficacy will 
depend on the student and the context of the situa on. As you know, there are no recipes to teaching. As I said 
earlier, however, I think that the art of teaching consists of teachers keeping a dual focus on the importance of 
their students developing confidence and competence. During any 45‐minute period, teachers can influence 
their students’ self‐efficacy in numerous ways, not the least of which are the modeling prac ces in which they 
engage, the verbal persuasions they provide, the type of feedback they offer, the manner in which they help 
their students interpret their own mastery, and the stress, anxiety, or serenity they bring to the classroom 
ac vity. Every ac on a teacher takes toward a student helps shape that student’s competence and the beliefs 
that accompany that competence. I do not want to be self‐promo ng (or maybe I do!), but I recently published 
a chapter en tled “Self‐Efficacy during Childhood and Adolescence: Implica ons for Teachers and Parents” in the 
book Self‐Efficacy Beliefs of Adolescents, and I hope some useful insights can be found there. 
 

students? 
Pajares: Let me assure you that this is o en a tricky enterprise. You  would think that by the me individuals 
reach that level  of scholarship, they should have a fairly profound confidence in their own academic 
capabili es. Unfortunately, that is not always the case. Moreover, strong doctoral programs are typically 
demanding enough to bruise the confidence of all but the hardi           

  go about caring for the self‐efficacy beliefs of my undergraduates. One of my favorite axioms is 
that academic work should be hard enough that it energizes, not so hard that it paralyzes. Doctoral students 
have selected a profession in which they will have to face their share of rejec on and evalua on, so I am 
always cognizant of the fact that I must help build their emo onal armor without damaging their soul. Oh, and I 
never use red ink. 
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A Famous Speech 
Bembenu y:  A  few                       years   ago,  I  had  the  privilege  of  a ending                         one  of  your  pre

priest    and  the  Catholic  nun. I   laughed     a  lot,  too. Could   you    please   tell 
ogy and educa on?  

Pajares: I’m glad you enjoyed it. The story is that as a small boy growing up in Spain, I had a tendency to try to complete my 
schoolwork as quickly as possible so as to create me for the important demands of play. Invariably, this meant that in my great 
haste, I would overlook cri cal aspects of the par cular assignment at hand—the minus sign in a mathema cs equa on, the 
cri cal comma in a compound sentence. One day, my teacher, an old Jesuit priest who was troubled by my haste, leaned over me 
and whispered so ly, “Manolito, el  diablo   está    en  los   detalles.” The Devil is in the details, he said. 
 I have always had a vivid imagina on, and I was only 7 years old, so you can imagine that the image of the Devil lurking in 
the details of my academic work was not an easy one to dispel. It was one thing to tell me to be more careful. That, I could have 
more easily understood. But to tell me that the Devil’s hand was at play in the fields of my schoolwork, that seemed both 
confusing and deeply troubling. And so the image and phrase remained with me—the Devil is in the details. Years later, when I was 
an elementary school student in the United States, carelessness as a result of haste s ll o en got the be er of me. One day, in a 
scene reminiscent of the one that had taken place years earlier in Spain, a nun leaned over my shoulder and, as had my Jesuit 
teacher, whispered, “Frank, be more a en ve. God is in the details.” 
 That was disconcer ng. For years I had been wrestling with the troubling enough no on that the Devil was in my details. 
Suddenly, and without warning, I had to deal with the idea that both God and the Devil resided in those pesky nooks and crannies 
of my academic work. By now, I have heard each of those expressions used many mes in many contexts, as probably have you. 
 So what does all this have to do with psychology and educa on? No doubt what my teachers were trying to tell me, each 
in his and her own way, was that knowledge and ignorance, truth and decep on, goodness and mischief were all poten ally 
present in my schoolwork. Their admoni on seems clear to me now: unless I paid a en on to the details of my work, I would not 
come to fully understand ma ers that were clearly important to understand, whether those ma ers emanated from the 
construc on of proper sentences or the knowledge of historical facts or, much later of course, the interpreta on of sta s cal 
results. 

Current Projects and Legacy 
Bembenu y:   You   have                      been                   a            frui ul   book        writer.   Are        you   working on  a  new book? 
Pajares: I have three exci ng book projects going on. The first is to translate El Oráculo Manual y Arte de Prudencia into English. 
The Oráculo is a deligh ul book of aphorisms published by the Spanish Jesuit priest Baltasar Gracián. Gracián is excrucia ngly 
difficult to translate. In fact, he is referred to as “the untranslatable” because of his laconic and ar ficial epigrams. Secondly, Tim 
Urdan and I are currently edi ng our sixth volume in our Adolescence and Educa on series, tenta vely en tled “Making a 
Teacher Eternal: Scholars Describe the Teacher Who Made a Difference.” In this volume, some of the finest scholars in the fields 
of educa on, educa onal psychology, adolescence, and adolescent development provide short stories describing their most 
memorable teacher, followed by a brief analysis that draws from theory and research in educa on, psychology, and human 
development to iden fy key concepts and principles that apply in explaining why the selected teacher was so effec ve and 
memorable. At the end of the volume, Tim Urdan and I will offer a chapter that revisits the common themes present in the 
stories. Finally, Tim and I will begin coauthoring subsequent volumes in the pres gious series,    Advances   in   Mo va on and 
Achievement. 

 
Bembenu y:  How would you like the fields of educa on and psychology to 

you describe your legacy? 
 ou          much care how I am remembered by the fields of educa on and 

psychology. I’d be delighted if at mes the thought of me would spark a smile in the face of one of my former students, though. 
 

Editors’ note:  
Frank Pajares is an interna onally recognized scholar in the field of mo va on and self‐efficacy. 



Usher, E. L., & Pajares, F. (2008). Sources of self‐efficacy in school: Cri cal review of the literature and future direc ons.  
Review of Educa onal Research, 78(4), 751‐796. 

The purpose of this review was threefold. First, the theorized sources of self‐efficacy beliefs proposed by A. Bandura (1986) are 
described and explained, including how they are typically assessed and analyzed. Second, findings from inves ga ons of these 
sources in academic contexts are reviewed and cri qued, and problems and oversights in current research and in 
conceptualiza ons of the sources are iden fied. Although mastery experience is typically the most influen al source of self‐
efficacy, the strength and influence of the sources differ as a func on of contextual factors such as gender, ethnicity, academic 
ability, and academic domain. Finally, sugges ons are offered to help guide researchers inves ga ng the psychological 
mechanisms at work in the forma on of self‐efficacy beliefs in academic contexts. 

 
Pajares, F. (2003). Self‐efficacy beliefs, mo va on, and achievement in wri ng: A review of the literature.  

Reading &Wri ng Quarterly, 19(2), 139‐158. 
The purpose of this ar cle is to examine the contribu on made by the self‐efficacy component of A. Bandura's (1986) social 
cogni ve theory to the study of wri ng in academic se ngs. A brief overview of Bandura's social cogni ve theory and of self‐
efficacy is first provided, followed by a descrip on of the manner in which wri ng self‐efficacy beliefs are typically opera onalized 
and assessed. This is followed by a synthesis of research findings that address the rela onship between wri ng self‐efficacy, other 
mo va on constructs related to wri ng, and wri ng outcomes in academic se ngs. These findings demonstrate that students' 
confidence in their wri ng capabili es influence their wri ng mo va on as well as various wri ng outcomes in school. Academic 
implica ons and strategies that may help guide future research are offered. 

 
Schunk, D. H., & Pajares, F. (2002). The development of academic self‐efficacy.  

In Development of achievement mo va on (pp. 15‐31). New York, NY: Academic Press. 
This chapter describes the development of academic self‐efficacy. This chapter focuses on the development of one type of 
mo va onal process: perceived self‐efficacy. Self‐efficacy refers to beliefs about one's capabili es to learn or perform behaviors 
at designated levels. It provides theore cal background informa on on self‐efficacy to show its rela on to other similar 
mo va on constructs. According to this chapter, self‐efficacy has been shown to play an important role in achievement contexts, 
and much research supports the idea that it can influence the ins ga on, direc on, persistence, and outcomes of achievement‐
related ac ons. In this chapter it traced the purpose of self‐efficacy changes with development and has elucidated variables that 
affect this change. It also suggests profitable areas of future research. This chapter encourages by the rapid increase in self‐
efficacy research. This chapter concludes that the future should provide greater clarifica on of the opera on of self‐efficacy in 
different domains and highlight ways that self‐efficacy can be enhanced in learners across developmental levels. 
 

Pajares, F. (1996). Self‐efficacy beliefs in academic se ngs. Review of Educa onal Research, 66(4), 543‐578. 
The purpose of this ar cle is to examine the contribu on made by the self‐efficacy component of Bandura’s (1986) social 
cogni ve theory to the study of self‐regula on and mo va on in academic se ngs. The difference between self‐efficacy beliefs 
and other expectancy constructs is first explained, followed by a brief overview of problems in self‐efficacy research. Findings on 
the rela onship between self‐efficacy, mo va on constructs, and academic performances are then summarized. These findings 
demonstrate that par cularized measures of self‐efficacy that correspond to the criterial tasks with which they are compared 
surpass global measures in the explana on and predic on of related outcomes. The conceptual difference between the defini on 
and use of expectancy beliefs in social cogni ve theory and in expectancy value and self‐concept theory is then clarified. Last, 
strategies to guide future research are offered. 

 
Pajares, M. F. (1992). Teachers’ beliefs and educa onal research: Cleaning up a messy construct.  

Review of Educa onal Research, 62(3), 307‐332. 
A en on to the beliefs of teachers and teacher candidates should be a focus of educa onal research and can inform educa onal 
prac ce in ways that prevailing research agendas have not and cannot. The difficulty in studying teachers’ beliefs has been 
caused by defini onal problems, poor conceptualiza ons, and differing understandings of beliefs and belief structures. This 
ar cle examines the meaning prominent researchers give to beliefs and how this meaning differs from that of knowledge, 
provides a defini on of belief consistent with the best work in this area, explores the nature of belief structures as outlined by 
key researchers, and offers a synthesis of findings about the nature of beliefs. The ar cle argues that teachers’ beliefs can and 
should become an important focus of educa onal inquiry but that this will require clear conceptualiza ons, careful examina on 
of key assump ons, consistent understandings and adherence to precise meanings, and proper assessment and inves ga on of 
specific belief constructs. Implica ons of findings and direc ons for future research are offered. 
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Usher, E. L., & Pajares, F. 
(2009). Sources of self‐
efficacy in mathema cs: A 
valida on study. 
Contemporary Educa onal 
Psychology, 34, 89‐101. 

Pajares, F., & Usher, E. L. 
(2008). Self‐efficacy, 
mo va on, and 
achievement in school 
from the perspec ve of 
reciprocal determinism. In 
M. Maehr, T. C. Urdan, & S.  
A. Karabenick 
(Eds.), Advances in 
mo va on and 
achievement. Vol. 15: 
Social psychological 
perspec ves (pp. 391‐423). 
Bingley, United Kingdom: 
Emerald Group Publishing 
Limited. 

Usher, E. L., & Pajares, F. 
(2008). Self‐efficacy for self
‐regulated learning: A 
valida on 
study. Educa onal and 
Psychological 
Measurement, 68, 443‐
463. 

Usher, E. L., & Pajares, F. 
(2008). Sources of self‐
efficacy in school: Cri cal 
review of the literature and 
future direc ons. Review 
of Educa onal 
Research, 78, 751‐796. 

Pajares, F., Johnson, M. J., & 
Usher, E. L. (2007). Sources 
of wri ng self‐efficacy 
beliefs of elementary, 
middle, and high school 
students. Research in the 
Teaching of English, 42, 
104‐120. 

Usher, E. L., & Pajares, F. (2006). Invi ng confidence 
in school: Invita ons as a cri cal source of the 
academic self‐efficacy beliefs of entering middle 
school students. Journal of Invita onal Theory 
and Prac ce, 12, 7‐16. 
Usher, E. L., & Pajares, F. (2006). Sources of 
academic and self‐regulatory efficacy beliefs of 
entering middle school students. Contemporary 
Educa onal Psychology, 31, 125‐141. 

Pajares, F., & Graham, L. (1999). Self‐efficacy, 
mo va on constructs, and mathema cs 
performance of entering middle school students. 
Contemporary educa onal psychology, 24(2), 124
‐139. 

Zeldin, A. L., & Pajares, F. (2000). Against the odds: 
Self‐efficacy beliefs of women in mathema cal, 
scien fic, and technological careers. American 
Educa onal Research Journal, 37(1), 215‐246. 

Britner, S. L., & Pajares, F. (2006). Sources of science 
self‐efficacy beliefs of middle school students. 
Journal of Research in Science Teaching: The 
Official Journal of the Na onal Associa on for 
Research in Science Teaching, 43(5), 485‐499. 

Pajares, F., & Kranzler, J. (1995). Self‐efficacy beliefs 
and general mental ability in mathema cal 
problem‐solving. Contemporary educa onal 
psychology, 20(4), 426‐443. 

Pajares, F., & Kranzler, J. (1995). Self‐efficacy beliefs 
and general mental ability in mathema cal 
problem‐solving. Contemporary educa onal 
psychology, 20(4), 426‐443. 

Pajares, F. (2002). Gender and perceived self‐efficacy 
in self‐regulated learning. Theory into prac ce, 
41(2), 116‐125. 

Pajares, F. (1996). Self‐efficacy beliefs and 
mathema cal problem‐solving of gi ed students. 
Contemporary educa onal psychology, 21(4), 325
‐344. 

Pajares, F., & Miller, M. D. (1995). Mathema cs self‐
efficacy and mathema cs performances: The 
need for specificity of assessment. Journal of 
counseling psychology, 42(2), 190. 
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Pajares, F., & Urdan, T. C. (Eds.). (2008). The ones we remember:  
Scholars reflect on teachers who made a difference. Greenwich, CT: Informa on Age Publishing. 

Paulo Freire wrote that “some mes a simple, almost insignificant gesture on the part of a teacher can have 
a profound forma ve effect on the life of a student.” Some mes, of course, this forma ve effect is not the 
result of a simple, isolated gesture but rather of a proac ve and sustained series of gestures on the part of 
a teacher. Many of us have been deeply influenced by one or more teachers who have exercised a 
forma ve effect in our development as students and individuals. We remember these teachers with 
fondness, tell their stories to our own children, think of them with affec on, respect, gra tude, even 
reverence. Some mes, we recognized this influence as it was happening, and we grew close to these 
remarkable individuals, keeping them in our lives even a er we graduated from 
their classes... 

 
Pajares, F., & Urdan, T. C. (Eds.). (2006). Self‐efficacy beliefs of adolescents.  

Greenwich, CT: Informa on Age Publishing. 
The introduc on of the psychological construct of self‐efficacy is widely acknowledged as one of the most 
important developments in the history of psychology. Today, it is simply not possible to explain 
phenomena such as human mo va on, learning, self‐regula on, and accomplishment without discussing 
the role played by self‐efficacy beliefs. In this, the fi h volume of our series on adolescence and educa on, 
we focus on the self‐efficacy beliefs of adolescents. 

 
Urdan, T. C., & Pajares, F. (Eds.). (2006). Educa ng adolescents:  

Challenges and strategies. Charlo e, NC: Informa on Age Publishing. 
This volume of Adolescence and Educa on is devoted to an explora on of the 
challenges facing adolescents and their teachers as well as some of the strategies that have been adopted 
to address these challenges. Although it is true that most adolescents survive this period of development 
with few enduring academic or psychological problems, it is also true that a substan al propor on 
experience depression, bullying and violence in school, sexual harassment, and a widening gap between 
their personal and academic needs. Many of these problems emerge for the first me during adolescence. 

 
Pajares, F., & Urdan, T. C. (Eds.). (2002). Academic mo va on of adolescents.  

Greenwich, CT: Informa on Age Publishing. 
Few academic issues are of greater concern to teachers, parents, and school 
administrators than the academic mo va on of the adolescents in their care. There 

are good reasons for this concern. Students who are academically mo vated perform be er in school, value 
their schooling, are future‐oriented in their academic pursuits, and possess the academic confidence and 
posi ve feelings of self‐worth so necessary to increasing academic achievement. Because academically 
mo vated students engage their schoolwork with confidence and interest, they are less likely to drop out of 
school, suffer fewer disciplinary problems, and prove resilient in the face of setbacks and obstacles... 
 

Urdan, T. C., & Pajares, F. (Eds.). (2002). Adolescence and educa on: General issues in the educa on of 
adolescents. Greenwich, CT: Informa on Age Publishing. 

In this inaugural volume, we solicited chapters from leading scholars in a variety of 
fields related to educa on. Our aim was to provide a broad overview of several of the 
most pressing concerns regarding the educa on of adolescent students. The volume 
begins with an historical perspec ve from Barbara Finklestein, who provides 
background regarding America's changing percep ons of adolescence as a 
developmental period and how American society has approached the task of 
educa ng this age group over me.  

 
 

Pajares, F., & Urdan, T. C. (Eds.). (2003). Interna onal perspec ves on adolescence.  
Greenwich, CT: Informa on Age Publishing. 
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Descrip on and purpose of the lab: 
The P20 Mo va on and Learning Lab, directed by Dr. Ellen Usher at the University of Kentucky, inves gates psychological factors 
and classroom prac ces that promote and sustain academic mo va on for diverse learners and teachers across many contexts. 
The lab inves gates a variety of psychological constructs and behavioral outcomes with an emphasis on self‐beliefs such as self‐
efficacy, mindset, and self‐regula on.  
 

Members and photos of the Lab:  
The P20 Mo va on Lab involves undergraduate, master’s, doctoral, and 
postdoctoral researchers. Some of the faculty, postdoctoral, and 
graduate student members include:  

 Dr. Ellen Usher, Director 

 Dr. Narmada Paul, Postdoctoral Scholar 

 Xiao‐Yin Chen, Lab Research Coordinator, Master’s student in 
Educa onal Psychology 

 Calah Ford, Doctoral student in Educa onal Psychology 

 Jaeyun Han, Doctoral student in Educa onal Psychology 

 Cara Worick, Doctoral student in Educa onal Psychology 
 

Lab Projects Emphasizing Self‐Regula on: 
Self‐regula on has a reciprocal rela onship with academic mo va on 
and is, therefore, a central focus of the research in the P20 Mo va on and Learning Lab. We currently have two projects 
inves ga ng self‐regula on among college‐level learners. 
 

Lab Projects on Pa erns in Metacogni ve Awareness: 
One ongoing project inves gates metacogni ve awareness for college students enrolled in introductory science courses. Success 
in introductory science courses requires that students be able to accurately judge their knowledge and performance to make 
adjustments when necessary. When students lack metacogni ve awareness, they might be overconfident in their capabili es and 
fail to select and u lize the best study strategies (or to change their study strategies when needed). Such students are 
miscalibrated in their es ma on of their science knowledge. Students who can accurately es mate their own knowledge are 
be er equipped to regulate their study strategies and effort. In this project, we have been assessing students’ metacogni ve 
judgments by comparing students’ es mated performance to their actual performance on exams in introductory science courses. 
Latent class growth analysis has revealed three calibra on trends: persistent miscalibra on, early miscalibra on that was later 

regulated, and rela vely accurate calibra on. Students who are 
more accurately calibrated and who adjust their calibra on 
over the course of the semester earned higher grades.  
 
 This research has several implica ons for prac oners 
and educa onal psychologists. College and university 
instructors teaching introductory science should be aware that 
some students in their courses may be miscalibrated in their 
judgments of their performance, deny nega ve feedback in the 
form of grades, and fail to regulate their learning accordingly to 
get themselves back on track. Educa onal psychologists should 
take away from this research that calibra on is an essen al 
part of the metacogni ve process. This knowledge can help us 
develop and test interven ons intended to help students 
improve their metacogni ve skills.  
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P20 Lab Members Celebra ng a Successful  
Fall 2018 Semester 

Lab Members at the 2018 Spring Research 
Conference at the University of Louisville 
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Lab Projects on Mo va onal Beliefs about Self‐Control and Regula on: 
In our lab, we are inves ga ng two belief systems that have been empirically linked to self‐control 
and self‐regula on: self‐efficacy for self‐regula on and implicit theories of willpower (or willpower 
mindset). The beliefs people hold influence their mo va on and ul mately how they regulate their 
lives. Understanding how these belief systems influence college students’ mo va on and self‐
regula on is the primary purpose of this research.  

 Research on self‐control and self‐regula on in 
social psychology has supported the theory that our self‐
control is a limited energy resource that we deplete 
ourselves of with every act requiring exer on of self‐
control. This phenomenon is o en referred to as ego‐
deple on. Recent research has refuted this idea, claiming 
that holding the implicit belief that self‐control is abundant 
can actually moderate the ego‐deple on effect. Some 
individuals, on the other hand, believe that their self‐control 
strength is limited, or more easily depleted, and therefore 
might hold themselves back in certain ways when they 
encounter tasks that seem demanding or challenging.  

 In a pilot study looking at undergraduate students’ mo va onal beliefs about self‐control, we 
found that self‐efficacy had a stronger rela onship with self‐reported self‐regula on behaviors and 

academic achievement than did willpower mindset. Empirical 
tests of willpower mindset have used the Implicit Theories of 
Willpower for Strenuous Mental Ac vi es Scale (ITW‐M), the 
development of which is not well understood. Therefore, we are 
currently inves ga ng how this scale func ons in a university 
learning context both quan ta vely, by analyzing student 
responses to the ITW‐M ra ng scale, and 
qualita vely, by asking students to explain item 
meaning in their own words.  
 Many students (and people) struggle to get 
themselves to do the things they need to do. In life, 
and in learning, o en the things we need to do to 

achieve our long‐term goals might not feel fun or rewarding in the moment. As a result, we 
experience self‐regula on failure. If we can further understand how our belief systems 

influence these self‐regula on failures, we can 
be er support students in realizing their academic 
goals.  

 
 

Dr. Ellen L. Usher, a dis nguished AERA SSRL SIG member and Lab Director, is an 
Associate Professor at the University of Kentucky. 
She received her PhD in Educa onal Studies from 
Emory University in 2007 under the mentorship of 
Dr. Frank Pajares. She hold a Master’s in middle 
grades educa on (Oglethorpe University) and a 
Bachelor’s in foreign language educa on (University 
of Georgia). She spent six years as an elementary 

and middle school teacher. Her research focuses on the sources and effects of beliefs of 
personal efficacy from the perspec ve of social cogni ve theory. She is interested in cross‐
cultural research and in exploring factors related to physical and psychological health. She 
currently serves as Associate Editor for the Bri sh Journal of Educa onal Psychology and as 
an editorial board member of the Journal of Educa onal Psychology and Contemporary 
Educa onal Psychology. Dr. Usher teaches courses in educa onal psychology, learning 
theories, and mo va on. She also directs a research course for undergraduate students 
who are interested in research in educa onal psychology.  Email: ellen.usher@uky.edu 
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P20 Lab members brainstorming 
innova ve research ideas 

Dr. Ellen Usher and P20 
Lab Manager Yin Chen 

The successful master’s defense of 
P20 Lab member Cara Worick 

Dr. Usher par cipants in a faculty 
panel discussion on student 
mo va on and engagement 

Dr. Ellen Usher stands 
next to a colleague at a 

UK research  
conference 

P20 Alumna Trisha Turner presents 
research on metacogni ve 
awareness at AERA 2018 

Dr. Ellen Usher 

mailto:ellen.usher@uky.edu
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