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1. Context – Historical Review
1.1 Jean Piaget 
The educational contribution of Jean Piaget was based on the developmental psychology of the early-mid twentieth century, in which learning was generally seen in behaviorist terms, as the passive response of learners to stimuli. To contest this orthodoxy, Piaget redefined a child as an active meaning-maker, claiming that knowledge is created when a child responds to the environment and is not passed on or conditioned (Piaget, 1952). According to the theory of cognitive constructivism, his theory suggested that thinking occurs in qualitatively different steps because of assimilation and accommodation processes as learners modulate mental structures, in reaction to experience. This is the way pedagogy changed, because it legitimized the discovery approach to learning, developmental readiness and curriculum aligned with cognitive abilities of learners as opposed to observable behavior (Aubrey and Riley, 2018; Illeris, 2018).
Nevertheless, the work by Piaget also displays its limitation in history. Development based on stage has been criticized as inflexible and as having a lower estimate of the competencies of children when tasks are contextualized or facilitated (Davis, 2014). Also, cultural generalizability and failure to consider social and structural factors affecting learning are also of concern because Piaget used Western samples (Burman, 2016). Nevertheless, Piaget is still applicable to the topic of this module of well-being since cognitive development is the foundation of autonomy, agency and long-term flourishing. The ability to reason, mastery and curiosity in an educational setting can promote the sense of competence in learners, which is a primary factor of well-being in the life course (Illeris, 2018). However, the fact that Piaget did not interact with power and inequality implies that his concepts will best serve to supplement them with socially oriented views (Giroux, 2020).
1.2 Albert Bandura 
The work of Albert Bandura was formed in the post-war environment when the psychologists were more concerned with the ability of behaviorism to explain learning in complicated social settings. Social cognition theory was further advanced by Bandura who believed that the process of learning is based on observation, modelling and self-regulation and reinforcement in a reciprocal interplay between behavior, cognition and environment (Bandura, 1977; Bandura, 1986). This change impacted the education sector since it revisited the concept of classrooms as relational social and cultural space where identities, beliefs and expectations are constantly constructed (Illeris and Ryan, 2020).
Bandura’s concept of self-efficacy—belief in one’s ability to succeed—has had particular pedagogical significance, linking motivation, persistence and achievement to perceptions of control and competence (Bandura, 1977). Under the well-being perspective, self-efficacy helps to sustain resilience, engagement and emotional regulation, and offers the direct link between learning and flourishing. The themes of the modules related to community, identity and Cynefin with an emphasis placed on social relationships and modelling conducted by Bandura will be essential to the lifestyles of a learner regarding educational and psychological performance. More crucially, however, there is a danger of over-individualization of applications of self-efficacy when the issue of structural inequalities are overlooked. In the absence of consideration on power relations and institutional constraints, accountability towards success might be assigned to the learners instead of educational systems at the expense of the collective well-being (Giroux, 2020).
2. Exploration of Theories or Practices 
2.1 Piaget – Cognitive Constructivism 
The cognitive constructivism theory by Piaget developed in the twentieth century in the developmental psychology school as a direct opposition to the behaviorist and transmission-based theories of learning which defined learners as passive recipients in a process of reinforced knowledge. Conversely, Piaget envisioned learning to be a dynamic and internal process in which individuals can build up meaning by interacting with the surroundings. Central to this view is the notion of schemata—cognitive structures that evolve over time through adaptation as learners engage with new experiences (Piaget, 1952). Pedagogically, this reframes teaching away from “filling minds” towards the design of learning environments that provoke inquiry, cognitive conflict and conceptual reorganization, positioning the learner as an agent rather than a respondent (Illeris, 2018).
One of the main peculiarities of the Piaget framework is the existence of stage theory, according to which children think in qualitatively different ways sensorimotor, preoperational, concrete operational and formal operational each of them is characterized by a specific type of reasoning (Piaget, 1952). Although stages are seldom used in modern pedagogy, their role in history is great. Stage theory influenced preconceptions of readiness, sequence of curriculum taught and how they were assessed, which strengthens the notion that conceptual knowledge should be developed in stages and instruction should conform to the cognitive form of learners as opposed to chronological age (Aubrey and Riley, 2018). At distinction level, the stages are significant not so much as such but in the way they re-conceptualized learning as developmentally organized and not incremental.
The dynamic process between assimilation and accommodation is the main explanatory mechanism of learning that was proposed by Piaget. Assimilation is where new experiences are defined in terms of the old schemata whereas accommodation is the process of adjusting the old schemata in case the old comprehensions are inadequate (Piaget, 1952). The conceptualization has largely been carried over into the educational field where it has been used to help ground theorize conceptual change: learning is not the addition of information but the reorganization of the meaning. Educational strategies that rely on this school of thought deliberately expose falsehoods, produce constructive dissonance and force students to clarify, defend and correct their ideas (Illeris, 2018). These practices support the models of enquiry-based and problem-based learning, in which comprehension is formed through repeated interaction, not direct exposition.
Largely allied with this is discovery learning which can often be defended by Piagetian assertions that substantial knowledge can be gained when students are allowed to explore, manipulate and deduce as opposed to being fed ready prepared explanations. Discovery-oriented strategies can facilitate independence, intrigue and intellectual property when purposefully crafted that have been associated with long-term inspiration and interest (Illeris, 2018). In well-being terms, feelings of mastery and ability may give learners confidence and competence over the long term, which is predisposed to intrinsic motivation and psychological development (Ryan and Deci, 2000). But the distinction-level analysis must acknowledge that there is a spectrum of discovery learning, with one end corresponding to minimal guidance of exploration, and the other end corresponding to highly structured enquiry, and that it depends on design and circumstances, as well as philosophical intent.
This attracts a few critical questions. First, the empirical support of the rigid and universal stages has been severely criticized. Students indicate that the performance of children differs dramatically depending on the context and the nature of the task, the language skills and their familiarity, which points to the fact that cognition is more scaffolded and domain-specific than Piaget wants to insinuate in his stage-based approach (Davis, 2014). Stage assumptions when treated as fixed constraints run the risk of underestimating the ability of learners or holding them back before more difficult material, especially the already marginalized with low expectations.
Second, social mediation is not adequately valued according to the Piaget framework. Even though interaction was not dismissed, the focus is on the individual cognitive restructuring, as opposed to language, culture and guided participation-focus, which was subsequently elaborated more in sociocultural theories (Vygotsky, 1978). Learning in modern classrooms is frequently spread among dialogue, collaboration, modelling and feedback, such that simply individualist version of constructivism cannot achieve any adequate explanations of how understanding is constructed in practice.
The third criticism is practical and ethical. Poorly scaffolded minimally guided constructivist methods also run the risk of creating inequity, when applied. Students who have higher cultural capital, previous knowledge and confidence tend to gain more advantages through open-ended discovery as opposed to other learners who may be confused, anxious and disengaged (Kirschner, Sweller and Clark, 2006). Such criticism does not deny active learning as such, but it emphasizes the cognitive capacity of beginners and the need of structure because of the working memory capacity (Sweller, 1988). In this way, modern evidence is gradually leaning towards guided constructivism whereby modelling, worked examples, questioning and feedback offer short-term assistance that is slowly removed as competence is gained (Rosenshine, 2012). This keeps the idea of Piaget that meaning is built by the learner and not the untrue dichotomy of teacher-instruction and learner-instruction.
The implications for well-being are thus complicated and need to be brought into the limelight. The theory of cognitive development by Piaget elucidates the development of cognition, but not emotional security, formation of belonging, and identity. The operationalization of cognitive autonomy as the equivalent of well-being may lead to a lack of concern about anxiety, fear of failure and feelings of exclusion in the learners. In fact, weakly supported open-ended assignments may add stress, especially to learners who are threatened by stereotypes or with low academic self-efficacy. This poses a conflict with inclusive pedagogy that demands both intellectual challenge as well as psychological safety, relational support and culturally responsive scaffolding (Giroux and Bosio, 2021). In brief, Piaget maintains autonomy and sense-making, yet well-being cannot be limited to thinking by its own; it needs to be noted, sustained and cared about as power and inequality influence the participation.
Finally, Piaget is still considered to be one of the central theorists who transformed the idea of learning because it is a constructive process and a conceptual reorganization instead of a passive aggregation (Piaget, 1952; Illeris, 2018). Nevertheless, to apply his ideas to the modern education context, especially in a module on well-being through life course, they need to be supplemented by the implementation of evidence-based scaffolding and social lens. Unless it is so integrated, constructivism would be prone to favor the most advantage to find knowledge without other cognitively and emotionally disadvantaged individuals (Kirschner, Sweller and Clark, 2006; Giroux, 2020).
2.2 Bandura – Social Learning / Social Cognitive Theory 
The social learning theory created by Bandura, which later progressed to become social cognitive theory, was a post war criticism of the weak potential of behaviorism to account and explain learning in a complex social scenario. As behaviorism looked at reinforcement histories which were observable, Bandura held that human beings learn a lot by observation, developing internal representations of behaviors and consequences that shape behavior in future (Bandura, 1977). Educationally, this reconceptualization had a transformative impact in the sense that it re-emplaced classrooms as social ecologies where learning is modeled, normed, relationship and identified, not just through stimulus-response mechanisms (Illeris, 2018).
Observational learning is at the core of the theory by Bandura. Students watch examples (teachers, classmates, media), memorize the behaviors they have observed, imitate them, and are driven by rewarding results (Bandura, 1977). That is the reason why teacher demonstrations; peer collaboration and classroom culture can have such a strong influence even without the overt reinforcement. Modelling assists pedagogically using demonstrations, think-aloud, worked example and peer tutoring to accelerate the acquisition of skills and at the same time mound learner identity. Notably, learners do not blindly follow the example, they make meanings of models based on beliefs, goals and perceived similarity, and this is the difference between modelling improving engagement and causing it to deteriorate.
The explanatory ability of the framework is also enhanced by the notion of reciprocal determinism by Bandura. Personal factors (cognition, emotion, beliefs), behavior and environmental factors interact dynamically instead of having linear cause-effect relationships (Firmansyah and Saepuloh, 2022). This especially applies to well-being because it does not have overly simplistic explanations that either make individuals or environments the sole causal agent. Here, to give one example, it may lead to disengagement due to low expectations, diminished self-belief and avoidance behaviors that support each other with time. This pedagogical approach facilitates multi-level interventions targeting curriculum design, relationship in the classroom, peer norms and self-regulation of the learner at the same time.
Bandura’s most influential contribution to education and well-being is self-efficacy, defined as belief in one’s capability to organize and execute actions required to achieve desired outcomes (Bandura, 1977). Self-efficacy shapes motivation, persistence and resilience; learners with higher self-efficacy are more willing to attempt challenging tasks, recover from setbacks and interpret difficulty as part of learning rather than as evidence of inadequacy. Educationally, self-efficacy can be strengthened through mastery experiences, vicarious learning, credible encouragement and emotional regulation strategies (Bandura, 1977). These mechanisms link directly to well-being by influencing stress appraisal, coping and perceived control—key psychological resources across the life course.
In the perspective of distinction level of wellbeing, Bandura is very much aligned with module themes of belonging, identity and community. Observational learning emphasizes the role of learning by participation and acknowledgement in the social environments in making learners who they are. Peer acceptance, teacher care and inclusive norms contribute to the idea that learners consider themselves as capable and valued to influence the well-being that is social instead of individual. This is also in line with Cynefin as a sense-making paradigm: in educational complex settings results are produced through interactions and not through linear inputs thus necessitating adaptive and relational pedagogy and not standardized responses (Snowden and Boone, 2007).
There are, however, critical limitations that should be noted. Whereas agency is aided by self-efficacy, structure limits the scope of agency. The confidence of learners is built within institutional reality like assessment regimes, tracking, discrimination and socioeconomic inequality. By defining self-efficacy as a mindset problem only, the aspect of responsibility is placed on learners and structural factors are not discussed (Mclaren, 2020). Critical pedagogy should be incorporated then. Freire and Giroux point out that education cannot be neutral, and the classroom activities can either reproduce or disrupt inequality (Freire, 2020; Giroux, 2020). Self-efficacy has to be seen as being both requisite and inadequate to the extent of change that is systemic.
Further tension concerns conformity. Because modelling and norms strongly influence behavior, social learning can reinforce dominant cultural expectations and marginalize difference. If “successful learner” models are narrow or culturally exclusive, learners may achieve belonging only through assimilation, undermining identity safety and well-being. Inclusive pedagogy must therefore diversify models of competence and validate multiple ways of participating and succeeding.
Lastly, Bandura framework does not pay much explicit attention to power except when it is combined with critical theory. Though social learning considers the diffusion of norms, it does not necessarily challenge the power of certain norms or the presence of institutional authority which defines and determines the values. By adding Bandura to Freire and Giroux, a more powerful analysis can be made where modelling, efficacy and identity can be placed in the context of ideological and structural factors, including curriculum, representation and the hidden curriculum (Freire, 2020; Giroux, 2020).
Finally, Bandura offers a strong intermediary between learning and well-being because he connects achievement with motivation, formation of resilience and identity (Bandura, 1977; Bandura, 1986). His reciprocal determinism backs up a systems-conscious view of classroom life that aligns with the definition of Cynefin of complexity and emergence (Chitpin and Jones, 2018). Nevertheless, distinction-level application does not entail individualization: self-efficacy should not be a part of in-group and justice-oriented pedagogy so that confidence building does not become a depoliticized alternative to equity.
Taken together, Piaget foregrounds individual meaning-making and cognitive restructuring, while Bandura foregrounds social mediation, identity and motivation. For well-being, Piaget contributes autonomy and competence, whereas Bandura directly theories belonging and resilience. Distinction-level pedagogy integrates both: guided constructivist learning within inclusive communities that build efficacy, recognition and emotional safety (S Al-Harthy, 2016; Giroux, 2020).
3. Review of Impact on Educational Practice
3.1 Piaget in Educational Practice 
The developmental constructivism proposed by Piaget has remained relevant in the curriculum design and development especially with the idea that learning must be able to shift towards abstraction instead of concrete experience. His perspective that knowledge is actively formed in the course of interaction with the environment (Piaget, 1952) has influenced inquiry-based methods and curriculum designs that place more emphasis on conceptual development as opposed to memorization (Stewart, 2021). Practically, teachers create assignments that can cause cognitive dissonance and conceptual re-organization, like classification, experimentation and model-building, which is in line with evidence that deep learning demands active sense-making (Illeris, 2018).
Age-relevant learning is one of the major pedagogical legacies. In multicultural, multilingual classrooms, however, Piagetian concepts of readiness must be used cautiously. The developmental stages based mostly on western samples are prone to confusing the cultural difference with cognitive restraint (Burman, 2016). The studies prove that reasoning in collectivist or Indigenous backgrounds tends to be created by engaging in social activities instead of being based on abstraction, which opposes the universal judgment about the timing of development (Rogoff, 2003). In turn, strict definitions of preparedness can result in decreased expectations and poor inclusion.
Evidence-informed pedagogy further qualifies Piaget’s influence, particularly regarding discovery learning. Studies show that minimally guided instruction is less effective for novices because cognitive load can overwhelm working memory, leading to confusion rather than learning (Lazonder and Harmsen, 2016; Sweller, 2010). Instead, structured guidance, modelling and gradual release are associated with stronger outcomes (Rosenshine, 2012). Contemporary practice therefore reflects guided constructivism, preserving learner autonomy while providing scaffolding. From a well-being perspective, this balance is critical: autonomy and mastery support motivation, but without structure and emotional safety, open-ended tasks may increase anxiety and disengagement (Vansteenkiste et al., 2020).
3.2 Bandura in Educational Practice 
The social cognitive theory introduced by Bandura has greatly influenced the practice in the classroom because it proves the social mediation of learning through modelling, interaction and self-regulation (Bandura, 1986). It is based on this understanding that collaborative pedagogies like peer tutoring, cooperative learning and structured discussion can be developed where strategies and norms are visible. The syntheses of the evidence have shown that properly designed collaborative learning may result in an average of +5 months of further improvement, as well as in the development of social skills (Education Endowment Foundation, 2023; Gillies, 2016).
The framework by Bandura focuses on teacher behavior and identity. The learners also keep processing classroom messages on who is welcome and who may be successful, representation, and learners should be relational warmth and consistent expectations are pedagogical instruments and ethical obligations (Wentzel, 2017). The concept of self-efficacy developed by Bandura is regarded as one of the most powerful, as research by Usher and Pajares (2008) associates it with persistence, resilience and emotional control. Mastery experiences, believable feedback and exposure to recognizable role models are some of the strategies effective at building self-efficacy because teachers promote achievement and mental well-being (Schunk and DiBenedetto, 2020).
Distinction-level applications should be cautious though. Self-efficacy strategies tend to individualize in case structural inequalities are overlooked. It is impossible to compensate systemic obstacles to confident training, like biased education or a socio-economic disadvantage (Freire, 2020). In the same way, modelling can end up supporting conformity unwittingly when success is defined by prevailing cultural values. Thus, the principles by Bandura are best applied in the context of inclusive and critically informed pedagogy that prioritizes diversity and redistributes visibility and access (Giroux, 2020; Ladson-Billings, 2021). When used as such, the social learning settings promote inspiration, belonging and learner confidence, which are principal pillars of academic wellbeing.
4. Critical Reflection 
A comparative analysis of Piaget and Bandura indicates that even though Piaget continues to be dominant in pedagogy, Bandura can influence the modern educational practice and learners more significantly. The contribution that Piaget has made is that he has introduced learning as an active process of construction and not as a reception. His knowledge of cognitive development remains relevant in sequencing curriculum, conceptual development and the significance of learner autonomy (Piaget, 1952; Illeris, 2018). In the absence of Piaget, today constructivist pedagogy would not have such a solid explanation of the development of understanding based on restructuring, as opposed to accumulation. Nevertheless, the theory proposed by Piaget is more cognitive in nature and provides minimal means of dealing with the social, emotional and structural circumstances affecting the experiences of learners today.
In its turn, the social cognitive theory proposed by Bandura addresses the reality of modern education directly, especially in the face of the growing number of mental health issues, the increasing inequality and identity-related exclusion. Bandura predicts learning to be socially meditated, influenced by modelling, relations and belief systems; his work is therefore very pertinent in classroom settings that are diverse and complex (Bandura, 1986). His self-efficacy concept offers an easy mechanism of converting the pedagogy to motivation, resilience and emotional regulation- some of the important dimensions of well-being throughout the life course (Usher and Pajares, 2008). In a time when anxiety, disengagement and low confidence are becoming an increasing concern amongst learners, the focus of belonging, recognition and mastery experiences as advanced by Bandura provides the greater direct pedagogical edge compared to the individual cognitive stages, as put forward by Piaget.
This judgement does not diminish Piaget’s importance; rather, it positions him as necessary but insufficient. Piaget explains how learners can think, while Bandura explains why learners do or do not engage. When viewed through a Cynefin lens, Piaget aligns with ordered domains where learning can be sequenced predictably, whereas Bandura better addresses the complex domain of real classrooms, where outcomes emerge from relationships, identities, and interactions rather than linear inputs (Snowden and Boone, 2007).
Considering my performance as a teacher, this synthesis supports the move to the paradigm of a teacher as a transmitter to the one of a teacher as a facilitator of learning and well-being. My role does not just focus on the delivery of results, but also the development of the environment where learners will feel safe, competent, and appreciated psychologically. This includes taking Piagetian attention to conceptual challenges with Banduras modelling, feedback, and community-building. Finally, pedagogy does not only concern what students know but who they are to be. Making learning supportive of agency, agency, belonging and resilience helps people live fulfilling lives, education should relate to its systemic moral and social goals, and not just a set of performance indicators.
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