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ABSTRACT 

Bandura and other social learning theorists have 

demonstrated the important role ivrhich modeling and 

vicarious processes play in the transmission and modifica

tion of many response patterns. There is some research 

which suggests that children of lower socioeconomic class 

backgrounds may have poor imitative or modeling skills. 

If true, such a deficiency might well be functionally 

related to other behavioral deficiencies, cognitive, 

language and academic, which these children have demon

strated. The purpose of this study was to examine the 

effects of socioeconomic class and other variables upon 

the imitative responses of young children. 

Experimental subjects were kindergarten children 

from two different socioeconomic backgrounds. One group, 

l6 boys and 16 girls attended a Head Start Child Develop

ment Center. Another group of 10 boys and 12 girls 

attended a private kindergarten and were from middle-class 

families. Each child was individually exposed to a female 

model who displayed certain verbal and motor responses 

while playing with toys. Half the subjects in each group 

received incentive-oriented instructions which were 

designed to increase attention to the model's behavior and 

half received neutral instructions. The subjects were then 

viii 
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allowed to play with the toys for a two minute period and 

any responses which were the same as those made by the 

model were recorded. At the end of .this period they were 

instructed to imitate the model and their imitative 

responses again recorded. During the second part of the 

study, in which only lower-class subjects participated, 

half the children were reinforced with M&M candies for 

their imitative responses and half were not reinforced. 

The effects of such reinforcement upon subsequent imitation 

were investigated. The following hypotheses were made: 

1. Middle-class children will display a greater 

frequency of imitative responses than will lower-

class children. 

2. Attention-directing cues in the form of incentive-

oriented instructions will facilitate imitation for 

all subjects. 

3. Instructions to imitate will increase the frequency 

of imitative responses for all subjects. 

4. Lower-class boys will display fewer Imitative 

responses than will lower-class girls or middle-

class children of either sex. 

5. Positive reinforcement of imitation will increase 

the frequency of imitative responses in lower-class 

children. 
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A 2 x 2 x 2 analysis of variance design examined 

effects of socioeconomic class, instructions, and sex. The 

first hypothesis was confirmed. The second hypothesis was 

not confirmed. However, an analysis of variance for simple 

effects showed that incentive-oriented instructions did 

have a significant positive effect for lower-class girls 

and a negative effect for lower class boys, suggesting that 

the latter may have been actively resisting social influ

ence. The third hypothesis was confirmed and it was un

necessary to analyze the data statistically because so few 

subjects imitated unless instructed to do so (only 12 out 

of a total of 5k). There was no overall significant sex 

effect but when lower-class boys were compared lo all other 

subjects, a significant t was obtained thus confirming the 

fourth hypothesis. The analysis of the effects of rein

forcement was somewhat inconclusive. A repeated measures 

analysis of variance showed that both the reinforcement and 

the non-reinforcement subjects significantly increased 

their imitative responses and that there were no signifi

cant differences between the groups. It was suggested that 

these results might be due to other reinforcers, for 

example, experimenter attention, operating for both groups 

or to an increase in attention to the model during the 

second phase of the experiment. 

Several theoretical explanations for the effect of 

socioeconomic class variables on imitative behavior were 
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discussed. These were primarily concerned with class dif

ferences in child rearing procedures. Implications of the 

results for the education of culturally disadvantaged 

children were discussed. 



INTRODUCTION 

The current atmosphere of disorder in the urban 

slums and the dissatisfaction shown by members of some 

minority groups, including those who are so defined only 

because of being poor in an affluent society, are indica

tive of the urgent demands being placed upon contemporary 

social institutions. Basic to any solution of these 

problems is the institution of the public school. However, 

American schools have typically been bastions of the 

traditions, mores, and values of middle-class society and 

have been woefully inadequate in educating the children of 

minority groups or culturally deprived backgrounds. 

There is a good deal of evidence concerning social 

class differences in general intellectual functioning and 

it is usually assumed that a close relationship exists 

between such functioning and performance in school. For 

example, Bereiter and Engelmann (1966) in a. review of the 

pertinent research found that children from lower socio

economic backgrounds usually scored from 5 to 15 IQ 

points below average on general intelligence tests. Also, 

The Institute for Developmental Studies at New York Medical 

College has developed an Index of Social Class which is 

based on the occupational and educational level of the main 

support of the family. Dividing the 12 levels into three 

1 
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socioeconomic categories with I being the lowest and III 

being the highest, Deutsch and Brown (1964) found signifi

cant differences in IQ for each of these three socio

economic levels, with the IQ increasing with ascending 

SES levels. However, of perhaps greater significance are 

findings which suggest that these class differences in 

intellectual functioning become increasingly marked as the 

child advances through school. Deutsch (1963) and Deutsch 

and Brown (1964) using the Index of Social Class just 

described have found that it is in the first grade of school 

that the smallest differences are found between socio

economic and racial groups in intellectual, language, and 

conceptual measures and that in later grades the differ

ences, which always favor the more socially advantaged, are 

much greater. Deutsch and Brown (1964) have referred to 

this phenomenon as a "cumulative deficit." Keller (1963)? 

also using an index based on the occupational and educa

tional level of the family breadwinner, reached similar 

conclusions when she found that IQ scores of children who 

came from the lower end of the socioeconomic continuum went 

down from a mean of 98.56 in the first grade to 88.57 in 

the fifth grade. Thus, the schools appear unable to offer 

remedies for counteracting the initial deficits of children 

from deprived backgrounds and may even contribute to a 

continuing pattern of failure and increasing deficit. 
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Obviously, there exists a problem of great propor

tions and one in which professional educators may seek and 

accept the contribution of other disciplines. Psychology, 

in its role as a helping profession, has traditionally been 

alined with the discipline of medicine. Current innova

tions in theory and practice suggest that a more fruitful 

association might be made with education. Albee (1966) has 

made just such a proposal and the work of Hobbs (1964b) 

with emotionally disturbed children certainly bears a 

closer similarity to the educational model than to the 

medical one. The broad implications of community psychology 

(Hobbs, 1964a; Albee, 1968) with its focus on primary pre

vention, remedial therapies, and the effects of social 

institutions upon the functioning of individuals also 

direct psychology toward a closer involvement with the 

educative process at every developmental level. M.P. Deutsch 

(1964) has condemned the schools for their failure to 

develop curricula which will enable the culturally dis

advantaged child to achieve the basic academic skills and 

has further proposed that a cooperative partnership between 

the behavioral scientists and the educators can promote the 

evolution of educational institutions which can prepare all 

children for "optimal social participation." 



RELATIONSHIPS BETWEEN REINFORCMENT VARIABLES 
AND ACADEMIC FUNCTIONING 

That children from lower socioeconomic classes 

operate within different motivational systems than do 

middle class children has been suggested by the results of 

several investigations. Douvan (1956) found that achieve

ment strivings of working class children dropped when a 

material reward was absent whereas middle class children 

showed the same achievement strivings in both the material 

reward condition and the condition in which the only reward 

was that of meeting: a standard. Terrell (1958) found that 

when middle class children (from business and professional 

families) were asked to perform a discrimination task, a 

light flash indicative of a correct response was just as 

effective a reinforcer as candy or tokens to be exchanged 

for candy. When he carried out a similar study with 

children in a rural area (and presumably from a lower 

socioeconomic level) the groups receiving only the light 

flash required significantly more trials to criterion than 

did the candy or token reinforcer groups. Terrell, Durkin, 

and Wiesley (1959) using Warner's Index of Status 

Characteristics (Warner, Meeker, and Eells, 19^9) as the 

measure of class position (this is a weighted index based 

on occupation of the head of the household, source of 



income, housing, and dwelling area) compared children from 

upper-lower and lower-lower SES levels to children from 

upper-middle and lower middle levels on a discrimination 

learning task. They found that middle class children 

learned more quickly when the reinforcer was a light flash 

indicating correctness while the lower class children 

learned faster when reinforced with candy. Safer and 

Kornreich (1968) attempted to replicate the Terrell et al. 

(1959) study and were only partially successful in dupli

cating their results. In their first experiment, using 

upper class and middle class subjects (by Warner's Index) 

they found that the subjects in the light flash only group 

took significantly fewer trials in the learning task than 

did those in the light plus candy condition. This result 

was in accord with previous study. However, when they 

compared a middle class and a lower class group they found 

no differences between the light and the light plus candy 

conditions. These authors suggest that the study should be 

replicated using a different learning task because 42% of 

the subjects in the second part of the experiment (the part 

which seems to invalidate Terrell et al. findings) failed 

to learn the discrimination in the kO trials. 

Cernius (1968) examined the relationship suggested 

by Terrell's work by measuring the effects of tangible 

("right" plus tokens to be exchanged for candy) and in

tangible ("right" or "wrong") reinforcement on concept 



formation tasks with white lower class boys. He found no 

differential effects. The differences in results might be 

due to differences in defining the social class variable. 

The subjects in Cernius' study were merely described as 

being from a predominantly blue collar community and so 

might not be appropriately classified as from the lower-

lower SES level as were the subjects in the Terrell studies. 

Zigler and Kanzer ( 1 9 6 2 ) ,  also using Warner's Index 

of Social Characteristics, divided their subjects into 

lower and middle classes and compared them in a learning 

task. One class of reinforcers emphasized correctness and 

these reinforcers were most effective with middle class 

subjects. Verbal reinforcers emphasizing praise were more 

effective with lower class subjects. There was a tendency, 

though not a statistically significant one, for all verbal 

reinforcers to be more effective for middle class than for 

lower class children. These findings are particularly 

interesting in view of the suggestions by Gray and Klaus 

(1968) that culturally deprived children probably receive 

a relatively small amount of verbal reinforcement and that 

the reinforcement they receive may be quite diffuse, that 

is, a generalized approval or disapproval rather than 

specific feedback about adequacy of performance. Gray and 

Klaus suggest that Zigler and Kanzer's research may offer 

support for the view that the middle class child may 

receive more reinforcement which focuses on the adequacy of 



his performance than does the lower class child. Bandura 

(1969) makes the following statement: 

If rewards are recurrently and explicitly associated 
with cues that signify competency or correctness, 
then symbolic stimulus events that have informative 
value, and qualitative differences in performance, 
acquire secondary reinforcing properties (p. 238)• 

Thus, children from lower class backgrounds, who have not 

had such a reinforcement history may not find informative 

response feedback as positively reinforcing as do middle 

class children. 

These investigations are all pertinent to an analy

sis of the educational problems posed by the consistent 

academic failures of children from economically deprived 

backgrounds. Such children may be less responsive to the 

rewards provided in school settings since these rewards are 

typically verbal or symbolic or involve correctness feedback 

on the child's performance. 



INFLUENCE OF MODELS IN LEARNING 

Historical Background 

Though research evidence does suggest the need for 

using tangible reinforcers to facilitate the educative 

process with culturally disadvantaged children, there is a 

need also to determine effectively the nature of the skills 

in which these children are deficient. Deutsch and Deutsch 

(1968) have addressed themselves to the question: "On what 

level does one seek deficits?" and they contrast approaches 

in very complex areas such as reading with investigations 

which analyze only infinitesimal components of skills such 

as visual perception of the diagonal. However, an even more 

basic approach might evolve from the principles of social 

learning theory which emphasize the significance of models 

in the learning process. Behavioral changes which occur 

consequent to the observation of adult or peer models, even 

without the use of specific rewards and punishments, have 

been described by many theorists. Freud's (1921, 1923) and 

1929) concept of identification is closely related to the 

phenomenon of imitative learning though he did not refer to 

imitation per se. Freud (1921) suggested that identifica

tion involved the expression of an emotional tie with 

another person, especially as exemplified in the early 

phases of the Oedipus complex. The little boy who 



identifies with his father wishes to grow like him and to 

be like him. Freud's (1921) explanation is not in terms of 

the imitation of the observed behavior of the father or 

other adult but is described more abstractly as follows: 

". . . identification endeavours to mould a person's own 

ego after the fashion of the one that has been taken as 

the model [p. 106]. " 

Contemporary theorists have elaborated upon the 

concept of identification. For example, Kagan (l958> 1968) 

stresses the affective component in identification as did 

Freud and further suggests that in order for the child to 

imitate a model, he must feel some similarity between 

himself and that person. Other attributes of the model 

which, according to Kagan, influence the adoption of his 

behaviors by the child are his command of desired goals, 

power, competence, and nurturance. 

The term imitation has perhaps been a more popular 

one than identification for contemporary learning and 

behavior theorists, though the history of this concept is 

a long one. Early writers such as Morgan (1900), Tarde 

(1903)? and McDougall (1908) attributed imitative behavior 

to instinctive tendencies. Miller and Dollard (19^1)j on 

the other hand, view imitative responses as resulting from 

instrumental conditioning. They were able to demonstrate 

that both children and rats rewarded for "matched-dependent 

behavior in discrimination learning were able to imitate 
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models and generalize their responses to other stimulus 

situations. They consider imitation an acquired drive 

which is the result of early learning experiences in which 

imitative responses have been associated with rewarding or 

drive-reducing stimuli. An initial imitative response may 

occur fortuitously just at the moment that some drive is 

reduced or some reward is experienced. Through instru

mental conditioning imitative responses are thereby learned. 

Maccoby (1959) uses the terms imitation and role-

taking and believes that these processes are no less 

important than instrumental learning in the child's 

acquisition of a behavioral repertoire. She states that 

children will practice both overtly and covertly the charac

teristic actions of the other people in their environments. 

The frequency with which the child will reproduce the 

behaviors of another person is related to the frequency 

with which interaction occurs and also to the power of the 

other person. 

Mowrer (1950) suggested that imitation was identical 

to one form of identification, i.e., developmental identi

fication, which involves the young child's efforts to 

reproduce the behaviors of a loved parent. Thus, Mowrer, 

like Kagan, emphasized an affective component in children's 

imitation of models and further proposed that the model's 

behavior acquired reward value because it had been paired 

with nurturance. In Mowrer's (1950) two-factor analysis he 



used both "contiguity learning" or classical conditioning 

and instrumental or "reward learning" to explain imitation 

and especially language learning in human infants. The 

stimuli associated with the nurturant parent (for example, 

appearance and the noises he makes) begin to elicit positive 

emotions and through this process of classical condi

tioning the spoken words of the parent come to have rein

forcing value. In the second stage of the process when the 

infant during its babbling happens to reproduce the sounds 

made by its nurturant parent these too will possess 

secondary-reward value. The infant is then able to 

administer his own secondary reinforcers simply by repro

ducing the sounds which had originally been produced by the 

nurturant model. Imitative responses may also come to 

function as instrumental responses since most parents tend 

to provide positive reinforcement for the child's imitation 

of their behavior.. 

In Mowrer's ( i 9 6 0 )  revised two-factor conception of 

learning he reduces all learning to classical conditioning 

but broadens this kind of learning to include conditioned 

sensations and images which were associated with primary 

and secondary reinforcement and which serve to mediate 

matching behavior.. The response-correlated stimuli asso

ciated with imitative responses became associated with 

positive or negative emotions (due to reward or punishment) 

and thus what is usually called instrumental learning 
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becomes a case of classical conditioning according to 

Mowrer's view. 

Sheffield's ( 1 9 6 1 )  theory of observational learning 

resembles Mowrer's theory of imitation. He makes use of 

mediational responses which, however, are perceptual and 

cognitive rather than emotional like Mowrer's. These 

symbolic or perceptual responses provide the cues for 

eliciting the overt responses which have been previously 

obs erved. 

Bandura ( 1 9 6 2 ,  1 9 6 9 )  regards imitation as synonymous 

with identification since he considers that both terms refer 

to the occurrence of matching the responses of a model. 

Since the word imitation carries less superfluous meaning 

than does the word identification, he chooses the former. 

In general, Bandura accepts Mowrer's theoretical explana

tion of imitation giving particular attention to his 

emphasis on response-produced, proprioceptive stimuli. 

However, environmental or external stimulus elements are 

considered by Bandura to be perhaps more important in 

influencing the imitative behavior of young children than 

are internal stimuli. 

Bandura (1962, 1965a) believes that most learning 

theorists have placed too much emphasis on response-

reinforcement contingencies and have not attended suffi

ciently to the influence of the behavior examples of the 

culture agents or models. He believes that imitation 



involves learning which takes place through mere contiguity 

of sensory events with reinforcement merely determining the 

extent to which learned responses are actually performed. 

He thus distinguishes between performance and learning 

variables. 

Experimental demonstrations of the efficacy of 

imitative learning have been reported for subprimates 

(Church, 1957; Miller and Dollard, 19^1)5 primates (Hayes 

and Hayes, 1952; Warden, Fjeld, and Koch, 19^0)j autistic 

children (Hingtgen, Coulter, and Churchill, 1967; Metz, 

1965)» retarded children (Baer, Peterson, and Sherman, 

1967)5 normal preschool children (Baer and Sherman, 1964; 

Bandura and Huston, I96I; Bandura, Ross, and Ross, 1961; 

Witryol and Alonzo, 1962), school age children (Bandura and 

Kupers, 196^; Feshbach, 1967)5 and adults (Kanareff and 

Lanzetta, 1958; Kanfer and Marston, 1963; McBrearty, 

Marston, and Kanfer, 1961; Schein, 195*0-

The Effects of Modeling on 
Aggressive Responses 

Many of Bandura's experimental investigations have 

concerned the influence of models on the aggressive 

behavior of children. Prior to his pioneer work very 

little attention had been directed toward the original 

acquisition of aggressive responses or to the social 

learning variables which might relate both to the acquisi

tion and the maintenance of such responses. This was 



primarily due to the general acceptance of the frustration-

aggression hypothesis (Dollard, Doob, Miller, Mowrer, and 

Sears, 1939; Miller, 19^1) which regarded aggression as a 

natural consequence of frustration. Bandura and Walters 

(1963) instead suggested that successful aggressive models 

and intermittent reinforcement of a child's aggressive 

responses will be more influential in producing a high 

frequency of aggressive behavior than will frequent exposure 

to "frustrating" environmental stimuli. 

Bandura, Ross, and Ross ( 1 9 6 1 ,  1963a) have demon

strated the efficacy of the transmission of aggression 

through modeling techniques. Nursery school children 

observed live adult models, filmed adult models, and 

cartoon models who exhibited certain unique aggressive 

responses toward an inflated Bobo doll. Other children 

observed non-aggressive, quiet, subdued models. Control 

groups were not exposed to models. In a new setting with 

the model not present the children were mildly frustrated 

and then observed to determine the amount of imitative 

behavior performed. Children who had been exposed to 

aggressive models, whether real life, human-film, or 

cartoon, displayed significantly greater numbers of 

aggressive responses than did either those who had observed 

non-aggressive models or controls. The children who 

observed human models on films displayed more aggression 

than did any of the other groups. Bandura (1962, 1965a* 



1969) points out that such studies demonstrate the 

following different modeling effects: (l) transmission of 

novel patterns of behavior, (2) the elicitation of previ

ously learned responses, and (3) the weakening of inhibitory 

responses. A related experiment (Lovaas, 1961) showed an 

increase in non-imitative aggressive responses following 

the observation of an aggressive movie. 

Other Behaviors Susceptible to 
Modeling Influences 

Many other studies have reported effects of the 

behavior of models on observer responses. One of the 

earliest of such reports is that of Duncker (1938). He 

demonstrated significant changes in children's food 

preferences following their hearing a story in which the 

hero preferred to eat certain kinds of foods. 

Children's self-reinforcing responses have been 

shown to be affected by the observation of models (Bandura 

and Kupers, 196^). Seven to nine year old children who 

had observed models rewarding themselves with candy for 

reaching certain task performance levels matched both the 

performance standards and the magnitude of reward which 

had been displayed by the models. Control subjects re

warded themselves independently of task accomplishment. 

Mischel and Liebert (1966) have also reported significant 

effects of modeling procedures on children's self-rewarding 

respons es. 
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O'Connor (19&9) reports an interesting experiment 

concerning the effects of symbolic modeling (film mediated) 

in enhancing social interaction in nursery school isolates. 

He exposed the subjects, all of whom had shown extreme 

social withdrawal in school, to a film in which children 

were shown interacting in a nursery school setting. A 

child in the film is shown observing the social behavior 

of other children, then participating in the social inter

action and finally being reinforced for his participation. 

This reinforcement involved attention from the other 

children in terms of smiling, playing, and generally 

reacting to him in a positive manner. Control subjects 

observed a film about Marineland dolphins. Post-

experimental measures of social interactions showed 

significant increases for the experimental subjects, but 

not for the control subjects. Actually the post-test 

social interaction scores of the children who had viewed 

the modeling film were similar to those of non-isolate 

children who had been observed during the baseline period. 

There was some suggestive evidence for lasting effects 

based on teacher ratings at the end of the school year. 

Various types of incidental verbal and motor re

sponses have also been shown to be functionally related to 

the influence of the behavior of models. For example, 

Feshbach (1967) showed that children who had observed a 

filmed classroom sequence Later imitated the teacher's 



verbal responses and certain unique gestures when they were 

placed in a setting similar to that shown in the film. 

Choosing among alternatives is another type of 

response which is influenced by modeling procedures. 

McDavid (1959) showed that children would imitate the 

choice of a model in a two-choice discrimination learning 

problem; Sgan (1967) reported changes in children's 

preferences among pictures; and Witryol and Alonzo ( 1 9 6 2 )  

demonstrated changes in children's choices among play 

objects after they were merely told that other children 

liked the paper clip best. 

Berger ( 1 9 6 1 )  used a vicarious reinforcement 

explanation of the effects of modeling on conditioned fear 

responses. Following the observation of models who were 

supposedly receiving an electric shock following the sound 

of a buzzer and dimming of a light, the experimental 

subjects displayed "vicariously conditioned emotional 

reactions" (measured by GSR's) to the sound of the buzzer. 

Models have also been found to influence altruistic 

behavior (Rosenhan and White, 1967)? resistance to tempta

tion (Stein, 1967)5 syntactic style (Bandura and Harris, 

1966), moral judgments (Bandura and McDonald, 1963)5 and 

phobic responses (Bandura, 1 9 6 8 ) .  



Effects of Response Consequences 
to the Model 

Though the studies just referred to have demon

strated that imitative learning can take place even when 

there are no reinforcing consequences either to the model 

or to the observer, it has been shown that response conse

quences to the model will affect the level of imitative 

learning. Bandura, Ross, and Ross (1963b) have found that 

children who observe a model who is rewarded for aggressive 

behavior will exhibit significantly more imitative aggres

sion than will children who have observed an aggressive 

model whose aggressive responses are punished. As mentioned 

earlier, Bandura (1965a) believes that these differences 

may not represent true differences in learning but may be 

performance differences only since children who failed to 

display aggressive responses after watching an aggressive 

model being punished were able during post-experimental 

interviews to describe the model's responses. Bandura 

(1965b) reported that when incentives were offered for 

imitation of the model's responses the differences between 

model-punished and model-rewarded groups were no longer 

evident. Bandura notes that these data could be inter

preted in terms of response generalization due to prior 

reinforcement of imitative behavior, and agrees that this 

could be the case. However, he believes that the results 



do indicate that contemporaneous reinforcements are not 

necessary to guarantee acquisition of new responses. 

Modeling Procedures Versus 
Reinf.'orcenient Techniques 

The effectiveness of modeling procedures in devel

oping new behaviors and in bringing about behavior change 

cannot be questioned in view of the experimental literature 

now available. To assess the relative contributions to 

learning of instrumental conditioning and reinforcement 

versus modeling procedures is less simple. Bandura (1962, 

1965a) emphasizes the usefulness of modeling techniques in 

developing new behavioral repertoires or in response acquis

ition "and suggests that operant conditioning is principally 

effective in strengthening and maintaining responses which 

are already a part of the organism's behavior repertoire. 

Suggestive evidence for the relative superiority of 

modeling over instrumental conditioning in a particular 

learning situation comes from a study which examined the 

validity of Piaget's stage theory of moral development 

(Bandura and McDonald, 1963)* This investigation tested 

the influence of direct social reinforcement versus the 

behavior of models in changing children's moral judgments 

from objective to subjective or vice versa. Models were 

able to change children's judgmental responses significantly 

whereas operant conditioning techniques were not. Bandura 

points out that operant techniques were probably less 
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effective partially because the responses being reinforced 

were often totally absent from the subjects 1 repertoires 

and so there was little opportunity to reinforce them. 

Thus, modeling may be particularly effective in situations 

where there are no reliable eliciting stimuli to provide 

cues to the desired response. 

Kagan ( 1 9 6 8 )  makes an important point in regard to 

this issue concerning the comparative efficacy of reinforce 

ment and modeling procedures. In his view the more meaning 

ful question is one of whether or not the reinforcement 

pattern is congruent with the model's behavior. A learning 

situation in which the significant model demonstrates 

certain behaviors himself and also rewards the child for 

these same behaviors is that which is most predictive of 

behavioral outcome in the child. When reiforcement and 

modeling are incongruent the outcome will be more uncertain 

Mischel and Liebert (1966), in a study referred to earlier, 

examined the effects of inconsistency between direct 

training and modeling. Adult models observed by child 

subjects rewarded themselves for task performance according 

to a rigid or lenient criterion. In one experimental 

condition these criteria were very stringent and were 

identical for the model and for the child. These children 

consistently adopted these same rigid criteria even in the 

model's absence. However, when the model rewarded perform

ance by the child according to a stringent criterion but 
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rewarded herself for a lesser performance, the subjects 

were less stringent in their self-reward patterns. Even 

more lenient in their self-reward responses were those 

children who observed a model reward herself for a high 

level performance, but who then rewarded the subjects for 

lower levels. The experimenters believe that this study-

demonstrates the potency of combining modeling and rein

forcement procedures. However, they feel that further 

investigation is necessary in order to understand the 

differences in subject performance when modeling and rein

forcement are inconsistent. For example, when the child 

was rewarded by a very stringent criterion and the model 

was lenient in rewarding herself, half of the children used 

the imposed stringent standards and half used the observed 

lenient standards. The subject variaoles related to these 

differences in performance should be investigated further. 

Subject Variables in Imitative Learning 

If social models and the consequent imitative re

sponses which they precipitate are so significant to the 

learning process as experimental evidence seems to suggest, 

the possibility of some deficiency in imitative skills in 

culturally disadvantaged children should be considered. 

There are data to indicate that certain subject 

characteristics may influence imitative learning. One of 

these variables which may be important in understanding the 
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academic failures of culturally disadvantaged children is 

that of dependency. Several studies have offered evidence 

which suggests that dependent persons tend to be easily 

influenced by other people (Cairns, I96I; Cairns and Lewis, 

1962; Feshbach, 19&7; Jakubczak and Walters, 1959; Kagan 

and Mussen, 1956). The relationship between children's 

dependent behavior and their socioeconomic background is 

somewhat unclear but certain class differences in child 

rearing practices may be significant in clarifying this 

relationship. Bronfenbrenner (1958) reviewed the major 

reports of such research covering the period from 1930 to 

1955' He found that middle class mothers tend to be more 

tolerant of their children's expressions of dependence than 

were working class mothers and also that working class 

mothers use more physical punishment. Ausubel and Ausubel 

(1963) have suggested that the lower class parent provides 

less succorant care than does the middle class parent, 

exerts less careful supervision of activities, and resorts 

more frequently to harsh physical punishment with little 

positive reinforcement. Gray and Klaus (1965? 1968) have 

suggested that lower class children receive a lesser amount 

of positive reinforcement and that the source of their 

reinforcement may come from peers and their own sensations 

and less from adults. Similarly, Deutsch (1963) noted that 

the child-adult interaction in culturally disadvantaged 

homes is such that positive reinforcement is too infrequent. 
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All of these findings point to a very significant 

issue in terms of the effects a model may have on the re

sponses of children who observe that model's behavior. 

These early experiences may, in fact, determine the value 

or potency of social reinforcement from adults. If adults 

have been nurturant, loving sources of positive reinforce

ment they will be more powerful secondary reinforcers and 

thus their behavior will take on more salience for the 

child than is the case when the adults in his environment 

have rejected his help-seeking behavior (i.e., failed to 

meet his dependency needs) and have been sources of 

punishment rather than sources of reward. Guerney, Stover, 

and Andronica (1967) have proposed that young children may 

strive for achievement in school not because of any 

satisfaction in learning but in order to please adults and 

to obtain attention and praise from their parents and from 

their teachers. Gavalas and Briggs (1966) have attempted 

an analysis of dependency in terms of concurrent schedules 

of reinforcement and have suggested that the amount of 

value which becomes attached to social reinforcement may 

be a function of very early nurturance and cuddling. If, 

as the literature suggests, lower class children have not 

had the necessary early reinforcement of dependency they 

may not respond to adults as sources of reinforcement, may 

not seek or respond to their attention and may thus fail 
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to utilize a powerful source of learning—that of the 

teacher as a model. 

Experimental evidence of the effect of nurturance 

on imitative behavior has been reported by Sgan (1967)* 

She found that a nurturant interaction with an adult prior 

to a situation in which the child could match or fail to 

match that adult's responses resulted in a greater number 

of matching responses than when the previous interaction 

involved unresponsive attention or withdrawal of nurturance. 

Bandura and Huston (1961) reported a facilitating effect on 

imitation when the model was nurturant. 

There is also some research evidence to indicate 

that subjects who have been previously rewarded for dis

playing matching responses will be more attentive to the 

cues of others (Lanzetta and Kanareff, 1959; Schein, 195^)• 

One might then hypothesize that if disadvantaged children 

have received less positive reinforcement generally from 

adults they have also been less frequently rewarded for 

imitative responses and that reward should function to in

crease the frequency of such responses. 

Experimental evidence supportive of the hypothesis 

that children from lower socioeconomic backgrounds may be 

less susceptible to modeling influences is offered by two 

recent investigations. Feshbach (1967) found that dis

advantaged boys imitated cinematic teacher behaviors 

(gestures and verbalizations) significantly less frequently 
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than did middle class boys. Sgan ( 1 9 6 7 )  reported that 

working class boys displayed fewer imitative responses 

(changes in preferences for pictures) than did working 

class girls, middle class girls, or middle class boys. The 

generality of these findings has not been established. 

Thus, it appears possible or even probable that the 

early experiences of the culturally deprived child have led 

to his being less attentive and less responsive to the 

adults in his environment and therefore less likely than 

his middle class counterpart to model his behavior after 

that of his teachers. One of the purposes of the present 

investigation, therefore, will be to examine differences in 

imitative or modeling responses between middle class and 

lower class children and further to test the hypothesis 

that lower class boys may be even less likely to imitate an 

adult model than are lower class girls. The contribution 

of such differences to relative levels of academic function

ing has yet to be assessed, but certainly seems an important 

issue should such differences be definitively established. 

Relationships Between Attention 
and Learning 

Bandura ( 1 9 6 2 ,  1969) ha.^ pointed out that 

mere exposure to a model is not sufficient to guarantee 

learning and has emphasized the role of observing responses 

or attentiveness. If the cues provided by the model are 

not attended to by the observer there will obviously be 



little if any imitative learning. The possible influence 

of early learning experiences which might reduce attentive-

ness to adults has already been discussed. Some writers 

have postulated other experiential factors which might 

affect the skill of attending to. environmental stimuli. 

For example, M. P. Deutsch (1963) and C. P. Deutsch (196't) 

have hypothesized that certain environmental factors in the 

disadvantaged home (for example, the low "signal to noise 

ratio") may be conducive to a "tuning-out" process of 

learned attention. Gray and Klaus (1965) have also 

speculated that in the lower class home the child may not 

attend to relevant stimuli because there are so many 

conflicting sources of stimulation. Kohlberg (1968) re

ported finding that culturally disadvantaged preschool 

children had lower scores than did their middle class 

classmates on both a rating and an experimental measure 

of attention. 

Kagan (1967) has defined attention as a central 

variable in all learning and has proposed that the 

functional significance of the stimulus is dependent on the 

level of attention which the subject directs toward it. He 

also pointed out the necessity of maximizing the organism's 

level of attention in a learning situation and conceptu

alized cultural deprivation in terms of the relative lack 

of focusing on the distinctiveness of the available stimu

lation. There are several investigations which suggest the 
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important role of attention in differing learning situa

tions. Mayers (1965) found that a rating of attentiveness 

was the best predictor of improvement for children in a 

psychotherapy treatment program. Aronfreed (.1964) found 

that children learned self-critical comments most effect

ively if they were first punished and then heard a model 

speak self-critical statements. Theoretically, punishment 

could raise the attention level of the subjects and thus 

facilitate learning. Kohlberg (1968) while evaluating the 

effects of a Montessori preschool program with a small 

group of culturally disadvantaged Negro children, dis

covered that gains in IQ achieved during the program were 

correlated (.65) with increases in level of attention. 

One can examine both attentive and imitative 

responses in terms of the social learning history of the 

individual. How frequently and efficiently have such 

behaviors been modeled and reinforced by the significant 

persons in the developing child's environment? Evidence 

has already been presented which suggests that when 

imitative responses are positively reinforced they will 

tend to increase (Lanzetta and Kanareff, 1959; Schein, 

195^). In addition, Solley and Murphy (i960) have sug

gested that attentional acts have response properties which 

are capable of being conditioned through positive reinforce

ment. There are also several experimental demonstrations 

of the efficacy of conditioning of attention (Fisch and 
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McNamara, 1963; Santos, Farrow, and Haines, 1963; Walters, 

1958). Thus, the possibility of increasing both imitative 

and attentive responses in individuals who are deficient in 

such skills seems to exist. Bandura (1962) has suggested 

that one way to facilitate imitation or modeling is through 

the use of incentive-oriented sets directed toward focusing 

the viewer's observing responses. In a study examining the 

effects of incentive-oriented sets, Bandura (1965c) was 

unable to demonstrate such learning effects, but felt that 

this failure was due to the extreme external stimulus 

control for all subjects, who were in a dark room in front 

of a television screen. The present study which does not 

involve this much stimulus control will also examine the 

effect on imitative responses of instructions designed to 

direct attention to the model's behavior. 

Bandura (1965a) has also raised the question as to 

whether imitative responses may be learned but not per

formed. Perhaps the learning effects of modeling procedures 

can be enhanced by providing information to the subject 

about when and where it is appropriate for him to imitate. 

IClauck (1966, 1969)} for example, observed that preschool 

children's imitative responses were significantly in

creased in frequency by the use of a simple verbal command 

to imitate. This very obvious and simple procedure may be 

necessary if the optimal learning potential of models is to 
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be realized. This study will then also examine the in

fluence of instructions to imitate. 

A final question evoked by this review of the 

literature is whether positive reinforcement will function 

to increase imitation. 



EXPERIMENTAL HYPOTHESES 

The general questions being asked in this investi

gation have been formulated in the preceding paragraphs. 

Answers to these questions will be sought in terms of 

testing the following specific hypotheses: 

1. Middle class children will display a greater fre

quency of imitative responses, in the form of 

reproducing the verbal and motor responses of a 

model, than will lower class children. 

2. Attention-directing cues in the form of incentive-

oriented instructions will facilitate imitation for 

all subjects. 

3. Instructions to imitate will increase the frequency 

of imitative responses for all subjects. 

k. Lower class boys will display fewer imitative re

sponses than will lower class girls or middle class 

children of either sex. 

5. Positive reinforcement of imitation will increase 

the frequency of imitative responses in lower class 

children. 

30 



METHOD 

S ub j e c t s 

The lower socioeconomic class subjects were kinder

garten children from the Child Development Centers. These 

centers are sponsored by Head Start and only accept children 

from families whose incomes place them at or below the pov

erty level as defined by that organization. The annual in

come level may vary according to the number of children in 

the family and other factors. There were l6 boys and l6 

girls and this group comprised all of the children in the 

two local Child Development Centers who were between the 

ages of 5 years, 5 months and 6 years, 5 months and who 
/ 

were expected to enter the first grade within approximately 

four months. This group included Anglo, Mexican-American, 

and Negro children. 

The middle class subjects were 12 girls and 10 boys 

attending the Jewish Community Center Shanhouse Pre-School. 

The majority of these children were not from families of 

the Jewish religion, however. They were in the same age 

range as were the children in the lower socioeconomic group 

and were also expected to enter first grade within approxi

mately four months. The director of the school asked that 

parental permission be obtained in order to carry out this 

study and the 22 children included in the study were those, 

31 
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out of a total of ll0 children, whose parents had returned 

signed permission for their children to participate in the 

study. An additional five girls whose parents had returned 

permission slips were used in a pilot study as described 

below. All girls were used in the pilot study because 

there was a greater number of girls whose parents had re

turned permission slips. 

Reliability of Recording 

In order to determine whether the experimenter 

could reliably record the children's imitative responses, 

a small pilot study was conducted at the Jewish Community 

Pre-School with the aid of a fellow graduate student. The 

data for measuriiag recording reliability were obtained in 

the room where the experiment itself was conducted for 

middle class subjects. The same toys were used and they 

were arranged in the same manner as in the experimental 

situation. The subjects were girls from the same classes 

as the experimental subjects and they were selected 

randomly from the total list of girls. It was necessary to 

use girls only because of a shortage of boys all of whom 

were used as experimental subjects. The experimenter sat 

in the same position as she did during the experiment, 

i.e., across the table from the subject. The co-recorder 

sat to the left of the child and slightly in back of her. 

The procedures used were identical to those used with 

experimental subjects. Using the response recording form 
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especially devised for this study (see Appendix A), both 

observers recorded incidental and then directed imitative 

responses by simply making a check in the appropriate place 

on the form. There was 100% agreement between the two 

recorders in their response recording for five subjects. 

Proc edure 

Part I 

This section will describe the experimental pro

cedure to which both lower and middle class subjects were 

expos ed. 

Subjects from both socioeconomic classes were 

separated by sex and then randomly divided into two equal 

groups. All children were to individually observe a female 

model (the'experimenter) performing certain verbal and 

motor behaviors, but there were two different sets of 

instructions given prior to that observation. Group A 

children received instructions designed to increase 

attention to the model by producing an incentive-oriented 

set. Group B children received neutral instructions. 

The experimenter in each case went to the child's 

room and asked the child to come with her to another room 

to look at some toys. The experimenter and the child then 

proceeded to a small room near the child's regular class

room. The child was asked to sit down at a table upon 

which some toys were displayed. These toys were an abacus 
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with wooden beads on a large wooden frame, a toy automo

bile, a plastic horse, a doll, and three large colored 

plastic blocks. These toys were always arranged in an 

identical pattern for each child. 

The following procedure was then carried out: 

After the child was seated he was told that he could play 

with the toys. This was done to put the child at ease in 

a new situation. After one minute of playing with the 

toys, the experimenter said, "Will you please stop playing 

now because I am going to do something with the toys." The 

toys were then rearranged into their original position. 

For children who were in the incentive-oriented condition, 

the following instructions were given: "If you watch me 

very carefully and listen to me very carefully I will give 

you some of this candy when I am finished." A bag of M&M 

candy was in sight on the table. Children in the neutral 

instructions condition were given the following instruc

tions: "Watch me very carefully and listen to me very 

carefully." The experimenter, who was seated across the 

table from the child, then went through the following 

proc edure: 

1. She stood up and then sat back down at the table. 

2. She selected blocks from the other toys and moved 

them directly in front of her. 

3. She said, "I like blocks." 

k. She pushed the red block in front of the others. 
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5» She said, "I will put the red block here." 

6. She then placed the blue block on top of the red 

block. 

7. She said, "I will put the blue block on the red 

block. " 

8. She then placed the yellow block on the blue block. 

9. She said, "I will put the yellow block on the blue 

block . 11 

10. She clapped her hands. 

11. She said, "I made a good tower." 

Following this procedure children in the incentive-

oriented set group were told, "You watched me and listened 

to me very well so here is the candy I promised you." The 

neutral instructions subjects were just given the candy but 

told nothing. 

After the child finished eating his candy he was 

told that he could play with the toys again. He was ob

served for a period of two minutes and a recording of the 

number of imitative responses which the child displayed 

during this time was entered on the form devised for this 

purpose (see Appendix A). These responses were recorded as 

incidental responses in the appropriate column on the form. 

There was a total of l4 possible imitative responses. 

Approximations of the model 's verbalizations were counted 

as imitative responses. For example, partial reproductions 



such as "I put blue here," "I put this one here," or "I put 

here" were counted as imitative responses. The category 

"other verbalizations of model" included verbal responses 

which the experimenter had made while giving preliminary 

instructions prior to the actual modeling procedure, as for 

example "Watch me carefully." 

After the child had been observed for two minutes 

and his incidental imitative responses recorded, he was 

given instructions to imitate as follows, "Now will you 

play with the toys the same way I did and say the same 

things I said." These instructions were the same for the 

children in both the incentive-oriented set condition and 

the neutral instructions condition. The child was again 

observed for two minutes and his imitative responses re

corded in the directed imitation column on the form shown 

in Appendix A. This was the end of the experimental pro

cedure for middle class subjects. Lower class subjects 

then were exposed to experimental conditions designed to 

measure the effect of positive reinforcement of imitative 

responses. 

Part II 

Only lower class subjects participated in this part 

of the experiment. They were randomly divided into two 

groups, a reinforcement group and a non-reinforcement group. 

At the end of the procedure described in Part I, the 



children in the reinforcement condition were told by the 

experimenter, "You did so well in saying the things I said 

and doing the things I did that I am going to give you some 

candy." The child was then given M&M candy. After he ate 

his candy, the experimenter gave him the following in

structions, "Now please watch me again very carefully and 

listen to me very carefully." The experimenter then 

carried out modeling procedures identical to those in Part 

I of the experiment. 

Children in the non-reinforcement condition were 

merely given the above instructions but without the pre

ceding reinforcement. In both experimental conditions 

children were observed, as in Part I, during two 2 minute 

periods. During the first 2 minute period incidental imi

tative responses were recorded. During the second 2 minute 

period children were observed following instructions 

directing them to imitate. 



RESULTS 

The results of the study will first be summarized 

and then discussed in more detail. 

Middle class subjects displayed significantly more 

imitative responses than did lower class subjects. The 

mean number of imitative responses for all middle class 

subjects was 9*00 whereas the mean number of such responses 

for all lower class subjects was 6.88. 

Attention-directing cues, which here took the form 

of incentive oriented instructions, did not have a uniform 

effect for all subjects. Lower class boys and upper class 

girls exhibited fewer imitative responses in the incentive 

oriented instructions condition than in the neutral con

dition. Lower class girls and upper class boys demonstrated 

the predicted effect of incentive oriented instructions. 

Instructions to imitate had a very powerful effect 

as evidenced by the fact that only two out of 22 middle 

class and 10 out of 32 lower class subjects displayed any 

incidental imitative responses. (Incidental responses were 

those which occurred prior to instructions to imitate.) 

Thus, only 12 out of a total of 5'i subjects imitated the 

examiner unless specifically instructed to do so. 

Lower class boys gave significantly fewer imitative 

responses (mean of 6.06) than did all other subjects (lower 
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class girls, middle class girls, and middle class boys) 

grouped together (mean of 8.45)• 

Positive reinforcement of lower class subjects 1 

imitative responses did not show the predicted effect since 

both the reinforcement and the non-reinforcement subjects 

showed significant increases in imitation when a second 

trial was compared to a first. 

No hypotheses were made regarding sex differences 

except for the one that lower class boys would imitate less 

frequently than all other groups. Overall sex differences 

were not found to be significant. 

Table 1 summarizes the data from Part I of this 

study. This table presents the total and the mean number 

of incidental and directed imitative responses of each 

experimental group. 

The effects of socioeconomic class, sex, and in

centive oriented instructions on directed imitative re

sponses were examined by means of a 2 x 2 x 2 analysis-of-

variance design. (Incidental imitative responses were so 

few than an analysis-of-variance was not possible. Forty-

two out of a total of 5^ subjects gave no incidental re

sponses.) Since the cell frequencies were unequal, Winer's 

(1962, pp. 2^1-244) procedure which computes an harmonic 

mean of the cell frequencies was followed. Table 2 

summarizes these results. 



Table 1. Summary of Results from Part I 

Neutral Instructions Incentive Instructions 

Incid. Imit. Direc. Imit. Incid. Imit. Direc. Imit. 

Lower Class Sub.i ects 

Girls Total 24 Total 54 Total 28 Total 69 

n = l6 Mean 3 Mean 6.750 Mean 3-5 Mean 8.625 

n = 8 n = 8 

Boys Total 7 Total 57 Total 6 Total 4o 

n = 16 Mean 

0
0
 CO 

• Mean 7.125 Mean .75 Mean 5.00 

n = 8 P
 

11 CO
 

Middle Class Sub .iects 

Girls Total 0 Tot al 61 Total 10 Total 54 

n = 12 Mean 0 Mean 10.167 Mean 

CO 

• Mean 9-00 

n = 6 n = 6 

Boys Total 0 Total 39 Total 0 Total 44 

3
 

li H
 
O
 

Mean 0 Mean 7.800 Mean 0 Mean 8.800 

n = 5 n = 5 



Table 2. Analysis of Variance of the Class, Sex, and 
Instructions Variables 

Source of Variation SS df MS F 

Instructions (I) .14 1 .14 

Socioeconomic Class (C) 55.38 1 55-38 7 . 38** 

Sex (S) 2 7 - 3 1 27.43 3 .68 

I X C  .00 1 .00 

I X S 2 .69 1 2.69 

C X S • 36 1 .36 

I X C X S 30.97 1 30.97 4 .14* 

Error 344.69 46 7.49 

Tot al 472.37 53 

*p < .05. 

**p < .01. 
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The separate sources of variance do not add up 

exactly to the total because of the use of the harmonic 

mean in computing the sums of squares for all sources of 

variance except the within-cell. Winer (1962) uses the un

adjusted values in calculating the within-cell sum of 

squares when cell frequencies are unequal and that was the 

procedure used here. 

The predicted socioeconomic class effect was sig

nificant (F = 7.38, df = 1, p < .01); there were no signifi

cant effects of sex though the F approached significance 

(F = 3.68, df = 1, an F of k.08 would be significant at the 

.05 level); the predicted effect of incentive oriented in

structions was not found, although the interaction effect 

of Instructions x Class x Sex was significant (F = 'l.l^, 

df = 1, p < .05) indicating that the effect of instructions 

varied depending upon the class and sex of the subject. 

These relationships are shown graphically in Figures 1 and 

2. Inspection of these figures shows that lower class boys 

and middle class girls gave fewer imitative responses in 

the incentive oriented instructions condition than in the 

neutral instructions condition and that middle class boys 

and lower class girls showed the predicted more frequent 

imitation under the incentive condition. (See Table 1.) 

Thus, it can be seen that the non-significant main 

effect of instructions must be interpreted cautiously and 

that these instructions may have different effects on 
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Figure 1. Mean number of imitative responses for 
lower-class subjects under two instructional conditions --
1^ represents neutral instructions and represents in
centive oriented instructions. 
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Figure 2. Mean number of imitative responses for 
middle-class subjects under two instructional conditions -
1^ represents neutral instructions and I„ represents in
centive oriented instructions. 



different subjects. For example, the mean number of imi

tative responses for lower class boys in the incentive 

oriented instructions condition was 5-0 whereas the mean 

number for lower class girls was 8.625« The results were 

reversed when neutral instructions were given (7.125 mean 

responses for boys and 6.750 for girls). In effect, the 

effects of instruction are masked by the three-way inter-

action. Therefore, an analysis of the simple effects of 

instructions was done and is presented in Table 3 .  

Table 3• Analysis of 
Instructions 

Variance for S imple Effects of 

Source of Variation SS df MS F 

Incentive-Oriented 
Instructions for LC S-s 45-24 1 45.24 6.04** 

Incentive-Oriented 
Instructions for MC Ss • 13 1 •13 

Neutral Instructions 
for LC Ss .45 1 .45 

Neutral Instructions 
for MC Ss 15-04 1 2.01 

Within cell error 344.69 46 7.49 

* * p  <  . 0 2 5  



The analysis of simple effects was computed in 

accordance with Winer's (1962, p. 244) formula for unequal 

cell frequencies. An inspection of the table shows that 

only the simple effects of the incentive oriented condition 

on lower class subjects was significant. These results 

suggest that the incentive oriented instructions had a 

significant negative effect on lower class boys and a 

significant positive effect on lower class girls. Possible 

explanations for this effect will be offered in the 

discussion section. 

It was hypothesized that lower class boys would 

display fewer imitative responses than would lower class 

girls or middle class children of either sex. The results 

indicated that the mean number of imitative responses for 

lower class boys was 6.06; for lower class girls the mean 

number was 7>69; for middle class girls the mean was 9*58; 

and for middle class boys the mean was 8.30. The combined 

mean for all groups except for lower class boys was 8.45. 

The weighted mean of lower class boys was compared to the 

weighted means of the other three groups (by the method of 

comparison on treatment means described by Edwards, 1 9 6 8 ,  

pp. 125-137)• The resulting t of 3«01 with 46 degrees of 

freedom (Edwards suggests using the degrees of freedom 

associated with the within treatment mean square of the 

analysis of variance) is significant beyond the .01 level. 



The differences between incidental imitative re

sponses and directed imitative responses was not analyzed 

statistically because of the extremely large number of 

subjects who showed no incidental imitation (42 out of 5^) • 

It seems obvious without the use of statistics that in

structions to imitate produced a very large effect. There 

were a total of 4tl8 directed imitative responses and a total 

of 75 incidental imitative responses. See Table 1 for a 

further breakdown of these figures. Since 10 out of 32 

lower class children gave incidental imitative responses 

and only 2 out of 22 middle class children did so, it 

seemed reasonable to find out if these frequencies differed 

2' 
significantly. The x test for independent samples was 

used to analyze the data (Siegel, 1956) and the obtained 

2 2 
X of 2.59 was not significant as a x °f is needed to 

be significant at the .05 level. 

It was predicted that reinforcement of lower class 

subjects with edible reinforcers for their imitative re

sponses during Trial I should significantly increase such 

responses on a second trial. The effect was not as pre

dicted since subjects in both reinforcement and non-

reinforcement displayed a higher frequency of imitative re

sponses in the second trial than in the first. In fact, 

this increase appeared to be greater in the non-reinforce

ment condition in which the total number of responses on 

the first trial was 96 and the total number on the second 



trial was 125• In the reinforcement condition these 

figures were 12.k and 1^5. (See Appendix B for more 

detailed figures.) Appendix B shows that the greater fre

quency for the non-reinforcement condition was due solely 

to the differential performance of the boys. The explana

tion for the apparent positive effect of the non-reinforce

ment condition may be the result of the very low baseline 

performance in Trial 1 of the boys exposed to this 

condition. Since the other three groups started at a much 

higher baseline, a ceiling effect may have prevented their 

showing as great an increase. In order to make a more 

accurate comparison of the changes in frequency of imitation 

for both the reinforcement and the non-reinforcement groups, 

the analysis of variance used only 10 subjects from each 

group, matching these subjects on their baseline performance 

in Trial 1. Thus, the group of 10 subjects used in the non-

reinforcement condition gave a total of 69 responses on the 

first trial and the group of 10 subjects from the rein

forcement condition gave a total of 70 responses. Table k 

shows the results of a repeated measures analysis-of-

variance. Inspection of this table shows that there were 

no differences between the reinforcement and the non-

reinforcement groups and that there was a significant 

trials effect (F = df = 1, p = < .01), the mean 

number of responses for Trial 1 being 6.95 and the mean 

for Trial 2 being 8.60. Though there was a significant 
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Table 4. Analysis of Variance, Reinforcement Versus Non-
Reinforcement Two Trials3 

Source of Variation MS df F P 

Between 8.2882 39 
Groups .0250 l .003 
Error (G) 8.7^72 18 

Within 3-9750 20 
Trials 27.2250 1 9-/il5 

fH 0
 

•
 

V
 

G x T .2250 1 .078 
Error (T) 2.8917 18 

aAnalysis-of-variance performed by the Numerical 
Analysis Laboratory at The University of Arizona. 

increase in the frequency of imitation during the sccond 

trial, it cannot be said that this was a function of the 

specific reinforcement of imitative responses during the 

first trial. It might be hypothesized that there were 

other reinforcers operating in the situation which were 

effective for both groups, for example, attention by the 

experimenter. However, the data do not answer this 

question. Another possible explanation for these results 

will be offered in the discussion section. 



DISCUSSION 

One of the major questions which prompted this 

investigation arose out of a consideration of the nature of 

the skills in which children from disadvantaged backgrounds 

might be deficient. Problems of academic failure could 

perhaps be solved more readily if there were more exact 

knowledge of the specific deficits in behavior which 

characterize these children. The research which has been 

conducted within the social-learning theory framework and 

which has been summarized in this paper has called attention 

to the significance of modeling and vicarious processes in 

the acquisition and modification of behavior. The powerful 

influence of social models on the behavior of observers has 

been demonstrated repeatedly by this research and must, 

therefore, be given consideration in any study which relates 

to possible learning deficits. This study has demonstrated 

possible differences in imitative behavior as a function of 

socioeconomic class membership. Lower frequencies of 

imitative behavior will obviously reduce the amount of 

learning from social models and may thus be related to 

demonstrated class differences in academic and cognitive 

functioning. 

The long range effects of academic failure in our 

society are profound and may permanently confine the 



individual who so fails to that subculture of poverty which 

Harrington (1962) has called "The Other America." That 

membership in this subculture may have effects other than 

economic has been suggested by such research as that of 

Hollingshead and Redlich (1958) who have examined the rela

tionship between social class membership and psycho-

pathology. Their data show a much higher incidence of 

severe psychiatric disorder among the lower social classes, 

defined principally by educational and occupational accom

plishment, than in the middle or upper classes. Srole, 

Langner, Michael, Opler, and Rennie (1962) also reported a 

strong relationship between socioeconomic status (SES) and 

psychiatric impairment, finding that nearly one person in 

ten from the bottom SES stratum was functionally disabled 

by psychiatric symptoms whereas in the highest stratum no 

cases were found to be so disabled. Harrington (1962) has 

also discussed the elevated levels of delinquency and of 

poor mental and physical health among the poor. Since 

educational and occupational accomplishment have consistent

ly been used as indices of socioeconomic status, it appears 

that failures in these endeavors also may mean failure in 

many other aspects of living. If methods can be found to 

raise the academic functioning of children from economically 

deprived backgrounds, then in turn their overall social 

functioning may also be raised. Such a view would give 

high priority to attempts to offset what Gray and Klaus 
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( 1 9 6 8 )  have described as ". . . the progressive retardation 

in school achievement and general cognitive development 

that is the usual fate of the culturally deprived child as 

he passes through the elementary school [p. 6 3 ]  •  "  

The results of this study contain implications for 

the education of the economically disadvantaged and 

suggests techniques which might be useful in the educative 

process. The finding that the children in this study who 

were from lower socioeconomic class backgrounds imitated 

less frequently than did those from middle class backgrounds 

defines a variable which could be related to social class 

differences in academic functioning. The influence of 

social models, especially teachers, may be less potent for 

lower class children and thus they may miss many opportu

nities for the learning of academic and language skills 

which might be achieved through observational processes. 

Possible explanations of the lower frequency of 

imitative responses by children from lower socioeconomic 

backgrounds have been discussed earlier, and if relevant 

may help in planning effective intervention programs. 

Subcultural differences in early socialization and child 

rearing practices were suggested as possible antecedent 

variables. However, the concept of social class has not 

yet been clearly defined and it is difficult to determine 

which specific early childhood experiences differ on the 

basis of socioeconomic class membership and how these 



differences relate to later academic and cognitive 

functioning. If the problem is approached by conceptu

alizing imitative behavior as a manifestation of 

susceptibility to social influence, then some tentative 

hypotheses emerge. We have already referred to the 

literature which suggests that dependent persons are more 

easily influenced by others and to the related findings 

(Bronfenbrenner, 1958) of a greater tolerance for depend

ency in their children by middle class than by working 

class mothers. Also relevant may be the suggestions 

(Ausubel and Ausubel, 1963; Deutsch, 1963; Gray and Klaus, 

1965? 1968) that the child from a disadvantaged home 

receives less positive reinforcement from adults than does 

the middle class child. Rejection of dependent responses 

and infrequency of positive reinforcement may then reduce 

the reinforcing value and thus the potential for social 

influence of the adults in the child's environment. Bandura 

and Walters (1963) support such a view in their suggestion 

that parental rewards of dependency may be related to the 

development of affiliative tendencies and consequently of 

responsiveness to social influence. 

It may then be necessary, in the case of the lower 

socioeconomic class child, to increase the teacher's rein

forcing effectiveness and thus in turn her potential for 

influence as a model of appropriate behaviors. Baer and 

Wolf (1968) discussed the frequent failure of social 



reinforcement contingencies with culturally deprived 

children and the probability that tangible reinforcers 

would be more effective. Perhaps then the teacher's early 

use of tangible reinforcers in the school setting should 

not only increase the specific school related behaviors 

which are being reinforced but should also make the teacher 

a more powerful secondary reinforcer and thus a more 

salient model. In effect, the child is taught to be 

responsive to adults. 

Another avenue of approach in obtaining more power

ful modeling effects in schools might lie in a more 

effective utilization of peer models. Gray and Klaus 

(1968) believe that the culturally disadvantaged child has 

been more apt to receive reinforcement from peers than from 

adults. Also, Ausubel and Ausubel (1963) have remarked on 

the "exaggerated socializing influence of the peer group" 

among lower class white a <d Negro children. These childrai 

might then be more susceptible to the influence of peer 

models than would their middle class counterparts. Training 

somewhat older children to serve as teacher aides and 

helpers might be an effective teaching technique with the 

culturally disadvantaged child, thus capitalizing upon the 

social influence which peers already may be exerting. 

The present finding that lower class boys may be 

particularly deficient in imitative behaviors supports 

similar previous findings (Sgan, 1967; Feshbach, 1967} 



though her study only compared boys from different socio

economic backgrounds and had no girls in the sample). The 

antecedent or contemporary variables which might explain 

these findings cannot be determined from this study. 

Tentatively, it might be proposed that female models are 

less effective for lower class boys since this study and 

the two previous studies (Feshbach, 1967; Sgan, 1967) which 

examined the social class variable as related to imitation 

all used female models. Bandura et al. (1961) found some 

evidence which suggested that male models influenced 

nursery school subjects, boys and girls, to a greater extent 

than did female models. It is possible that the sex of the 

model is even more important for lower class boys than for 

other children. A further hypothesis might be that boys in 

lower class homes have received differential parental re

sponse to dependent behavior. If boys have received more 

punishment for dependency they may have failed to develop 

strong affiliative tendencies toward adults and thus become 

less sensitive to their social influence. The need for the 

teacher to become a more reinforcing figure and thereby a 

more salient model may be even more significant for lower 

class boys than for the girls. Sgan (1967) proposed that 

the working class boys in her sample were actively 

resisting both social reinforcement and social influence. 

The finding from the present study that lower class boys 

displayed more imitative responses in the neutral 



instructions condition than in the inceiative-oriented 

instructions condition might be interpreted as support for 

such a viewpoint, since there was a negative effect under 

conditions designed to raise the Level of attention. 

Part II of this investigation attempted to deter

mine whether reinforcement of the imitative responses of 

lower class subjects would increase the frequency of 

occurrence of such responses. The results were not 

definitive since children in both the reinforcement and the 

non-reinforcement conditions showed significant increases 

in imitative responses. It has already been suggested that 

there may have been a reinforcement variable operating in 

both conditions, i.e., attention by the experimenter, which 

confounded the results. A second possibility concerns a 

possible increase in the experimenter's secondary reward 

value in accordance with Mowrer's (1950) theory of imita

tion. In the first part of the experiment, following the 

initial instructions and modeling procedures, all children 

received candy from the experimenter. This association of 

the model with the reinforcement could have increased her 

secondary reinforcement value and thus her saliency as a 

model in the second observational period. A third 

possibility is that the significant variable responsible 

for the increase of imitation in both groups was level of 

attention. On the first trial, the subjects, though asked 

to watch and listen to the model were unaware that they 



would be asked to imitate and, therefore, perhaps did not 

attend sufficiently to the relevant cues provided by the 

model's behavior. The experience of having been asked to 

imitate during the first trial may have resulted in 

directing attention toward the appropriate cues during the 

second trial. 

These results would suggest that perhaps if the 

incentive-oriented instructions in the first part of the 

study had contained information suggesting that the subject 

was going to be asked to imitate following his observation 

of the model, then the effect of these instructions might 

have been enhanced. The teacher who wishes to increase the 

learning potential from imitative or modeling behaviors in 

her classroom might then be very careful to inform her 

students in advance that they will be expected to reproduce 

behavior sequences, verbal or motor, which they will observe 

her, their fellow students, or television and movie figures 

performing. 

One finding of this study suggests a readily 

available means of increasing the probability that adaptive 

imitative responses will occur. It was found that very 

little imitation was displayed when there was no cue given 

to the child that he was expected to imitate. Optimal 

imitative learning should then be encouraged by social 

sanctions for modeling. Children are often given con

flicting cues concerning their imitation of adults in their 



environments. Imitation has been followed by both reward

ing and punishing stimuli and the tendency to imitate may 

be stronger in some children than others depending upon, 

among other factors, the relative frequencies of these 

consequences. Regardless of the past reinforcement 

history, however, the individual probability of the occur

rence of imitation should be increased by the use of 

clearly stated and defined instructions or permission to 

imitate. Though this point seems so obvious as to need no 

emphasis, it will be accomplished only if the model is 

aware of the power of imitative learning. The teacher, for 

example, who is unaware of the learning potentiality of 

social models, will certainly not think to point out to her 

student's when it is and is not appropriate to imitate. In 

fact, the emphasis in schools on the evils of cheating may 

subtly suggest that one should never copy what another 

person .says or does, thus relegating a powerful learning 

variable to the status of deviance. 

Bandura (1969) has elucidated an important issue 

for education by pointing out that though social learning 

often occurs as a result of behavioral modeling cues, once 

language is adequate, verbal modeling cues become more 

significant. Obviously, in the typical school setting 

verbal forms of modeling are used with a good deal of 

frequency though perhaps not conceptualized as such. An 

example of the kinds of such modeling that might take place 



is suggested by Slobin's (1968) research. He found that 

when children's verbalizations were repeated by an adult in 

a more grammatically complex form, the children often 

reproduced this more complicated form. Perhaps children 

from lower socioeconomic backgrounds who may be less apt 

to imitate than other children, tend not to reproduce these 

more complex, adult forms spoken by their teachers, and 

thus fail to reach the levels of language development 

necessary for academic success. To increase the teacher's 

valency as a model then might greatly increase her ability 

to influence the language development of these children. 

The importance of learning which takes place 

through the observation of social models has been in

creasingly recognized recently and research carried out 

within the social learning framework has demonstrated con

clusively the pervasive influence of such models on the 

behavior of their observers. Viewing modeling behavior as 

an indication of responsiveness to social influence permits 

inferences regarding the failure of our schools to success

fully educate a large group of the population they were 

designed to serve. Effective techniques and methods must 

be developed which will provide all children in our society 

with the opportunity to reach their optimal level of 

academic functioning, and it may prove helpful to think of 

this problem in terms of increasing the influence or the 

impact which the school has upon the child. If the 



disadvantaged child, &s has been suggested by this study, 

does not frequently attend to or model his behavior after 

his teachers, how will these teachers influence his 

behavior appropriately, that is, how will they educate him? 

Possible techniques and methods for increasing the 

influence of social models in the school setting have been 

proposed in this paper, based upon the suggestive findings 

of the study. The nature of our contemporary society 

demands high levels of skill from its citizens if they are 

to function as successful members. Failure in school so 

limits the future possibility for learning these necessary 

skills that it is essential to increase our efforts to 

attempt to prevent many of these failures. The great 

effectiveness of modeling procedures, particularly when 

used congruently with positive reinforcement, in developing 

behavioral competencies suggests that more skillful and 

planned uses of such procedures in the schools could 

facilitate and increase their influence on the behavior 

of the culturally disadvantaged child. 
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RESPONSE RECORDING FORM 
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Name 

Imitation 
Reinf. 
Non Reinf. 

Imitation 
Reinf. 
Non Reinf. 

School: JCS 
CD 

Incentive 
Non Incen. 

Inc enrive 
Non Incen. 

Incentive 
Non Incen. 

Incentive 
Non Incen. 

Incid. Dir . Incid. Dir. Incid. Dir . Incid. Dir. 

Stands up, sits 
down. 

Plays with blocks 
first. 

"i like blocks. " 

Selects one 
block for tower. 

If first block 
is red. 

"I will put the 
(color) block 
here . " 

Puts 2nd block on 
the first. 

If second block 
is blue. 

"I will put the 
block on 

the block. " 

Puts 3rd block on 
2nd block. 

t 



Flays witn 
first. 

D .LOCKS 

"1 like blocks. " 

Selects one 
block for tower. 

If first block 
is red. 

"I will put the 
(color) block 
here . " 

Puts 2nd block on 
the first. 

If second block 
is blue. 

"1 will put the 
block on 

the block." 

Puts 3rd block on 
2nd block. 

If 3rd block is 
yellow. 

"I will put the 
block on the 
block . " 

Claps hands. 

"I made a good 
tower." 

Other Verbal. 

CT\ 



APPENDIX B 

SUMMARY OF RESULTS FROM PART II 

Reinforcement Condition 

Total Responses - Trial 1 Total Responses - Trail 2 

Girls Boys Girls Boys 

62 62 T = 124 73 72 T = lk5 

Non-Reinforcement Condition 

Total Responses - Trial 1 Total Responses - Trial 2 

Girls Boys Girls Boys 

6 1  3 5  T = 9 6  7 0  55 T = 1 2 5  

62  
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