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Building Confidence. The research on self-efficacy that was reviewed ear-
lier in the chapter established the importance of learners’ confidence in their
willingness to engage in learning. The question to be addressed here, then,
is how to instill confidence in learners who believe they are unable to do, or
fear they will fail if they attempt, a given learning task. Keller (1987a) sug-
gested three strategies. First, instructors can create a positive expectation for
success by making it clear just what is expected of students. Sometimes, fear
of failure is simply fear of the unknown. Because students can be over-
whelmed by a detailed discussion of performance requirements and evalua-
tive criteria, Keller recommends progressive disclosure, or telling students
what is expected of them as they are ready and able to understand the re-
quirements. In addition, students can be shown how complex, seemingly

unreachable goals are made more manageable by their being broken down

into subgoals and small steps. ‘

As we have seen from self-efficacy theory, students gain confidence in
their own abilities when they actually experience success at challenging
tasks. Therefore, a second strategy for building confidence is to provide suc-
cess opportunities for students. This does not mean that students should
never experience failure. Quite the contrary—failure experiences can be
constructive, as long as (1) there is a good match between the challenge of
the task and the learner’s capabilities, (2) the learner’s performance is seli-
initiated, and (3) the learner attributes failure to the poor use of strategies
inherent to learning (Clifford, 1984).

Learners are also likely to gain confidence when they are given just
enough assistance to perform a task that they are not quite capable of
achieving on their own. If you recall from Chapter 7, Vygotsky proposed the
“zone of proximal development” as that realm between what learners can
achieve on their own and what they can achieve given assistance. Any
learning task in this zone will be a challenge, but not an insurmountable
one. Moreover, the teacher’s goal concerning such tasks should be to gradu-
ally reduce his or her assistance until the learner is capable of independently
performing the task.

(Driscoll, 2000, p 329
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