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Introduction 

Leaming is one of the basic and important needs for all 

human beings across all nations. It helps enlighten the minds, take 

proper decisions and choose what is best for one's life. The translation 

passages are taken from a book, entitles Improving your Student's 

Learning. The aim of this book is to describe students' learning 

experiences, in a rage of education and training settings. The basic 

premise of this book is that understanding learning from learners' 

perspective or point of view is the essential starting point of working as 

teachers, trainers and course designers in order to improve students' 

learning in distance and open leaning. 

This book raises the critical issues for teachers, trainers and 

course designers in distance and open leaning, as well as in 

conventional educational settings. The book is based on research and 

evaluation of student learning carried out in the UK, Sweden, Australia 

and USA in both higher education and the vocational training sector, 

with students studying in distance and open leaning, as well as in 

conventional educational settings. Also, it raises the fundamental issues 

about the way people operate in practice, as professionals, and 

especially, how people change their practice for the better. 



In order to understand learning from the learner's perspective, there are 

five closely interrelated focuses: 

• Orientation to education.

• Conception of education.

• Approaches to learning.

• Outcomes of learning and students' change and development.

• Organizational constraints, limitations and the system of

assessment.

The book is divided into six chapters. Each chapter deals 

with one specific aspect of students' learning. Chapter one maps 

out the critical issues of student's learning, starting from the 

foundation year until graduation. Chapter two discusses the 

orientations of students to education - a sort of holistic 

motivation- which describes how students come to be engaged in 

education and training. The aims, aspirations and goals that 

students have in studying have a major impact and influence on 

how they undertake their sh1dies. Chapter three and four discuss 

the detailed process of how sh1dents tackle their studies. Chapter 

three looks at how learning and understanding are the crucial 

and essential issues for all levels of education and training. After 

that, there is a description of how research into students' 
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conceptions of learning has identified a number of key 

distinctions between students. Chapter four continues the 

discussion on ' approaches of learning', explores and surfs the 

essential distinction between deep and surface approaches to 

learning. The approaches of learning are discussed in terms of: 

how the aspects of course design influence the way that students 

study. Also, there is a discussion on of the scope for 

'interventions' by teachers and trainers in terms of course design 

to improve learning. Chapter five moves to understanding the 

organizational context of learning by addressing the questions: ' 

What are the students supposed to learn?',' What types of 

change at the organizational level can teachers, trainers and 

course designers make to facilitate student learning?'. In chapter 

six, the outcomes of learning are looked at in detail. How do 

students describe their gains from education and training? How 

far has their understanding of key concepts developed? The 

content of learning is professionally and educationally looked at 

and student's development of learning skills is discussed. Also, 

in this chapter, there is a close look at the gains and changes from 

education and training in a wider social and political context by 

exploring some of the interactions of study in open and distance 

learning with people's lives. 
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Honestly speaking, I consider this book one of th� most 

valuable books I have read: It gives vivid information that is 

taken from real life experiences, not simply hypothetical theories. 

It provided me with useful and wide knowledge about different 

aspects of learning in this world. 

Methodology 

As a beginner in the translation field, it is a must and a 

crucial thing for me to 'understand the subject matter as well as to 

have supply of additional information which is related to the 

subject itself in order to give enough background and capability 

to translate or in other words get the most appropriate and 

adequate equivalent as much as possible. 

Translation like any other profession needs certain qualifications, 

requirements and capabilities that should be available in every translator. 

Concerning the requirements of translation, it is a well-known fact that the 

translator must have a good language capability, in other words a balanced 

bilingual proficiency. The translator must also have an excellent command of 

the SL, i.e. The Source Language and a good mastery of the TL, i.e. the Target 

Language. In addition, the mastery of both the SL and the TL includes the wide 

and comprehensive knowledge of the morphological, syntactic, lexical, 
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semantic systems, the awareness of the grammatical transfer, semantic, lexical 

problems which are faced while translating texts. 

Regarding the capabilities, they are further enhanced and developed if 

the translator has a proper deployment of a number of artistic, intellectual, 

ethical and psychological capabilities. These capabilities include: creative 

imagination, good memory, emphatic spirit, deductive ability, humility and a 

good knowledge of subject matter. The translator has to have a creative 

imagination which helps in choosing the proper word, a suitable style and 

selection of the best transfer alternative. A good memory helps the translator 

recall the problems that were previously faced by the translator and they are 

solved. Having a deductive ability and a considerable degree of tolerance and 

patience are important while performing any task. Also, the translator must 

have some degree of humility which enables him to admit his own mistakes or 

lack of knowledge. In addition to the above, it is so important for the translator 

to have a wide knowledge of subject matter not only specialization in one area 

of knowledge such as medicine or science for instance. 

The translator's job is ruled and restricted by certain freedoms and 

limitations since the translator is responsible for maintaining them. The 

translator can fly as much as he wants while translating texts but a good 

attitude implies that the translator is to deny him\herself to some degree. 

He\she should mediate between the target translation and the original text. The 

translator should deliver the intended message by the original author of the SL 

and avoid the impact of the cultural, background and personal beliefs on the 
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translation process. The amazing fact is that no matter how hard the trai;islator 

tries to remain faithful to the author of the SL, it must happen that the translator 

leaves his\her own stamp on his work, or the translator adds, deletes, provides 

illustrations or examples to help the reader understand the intention of the 

author, but this somehow ruins the translator's faithfulness toward the original 

author. 

My job as a translator is to translate within the framework of the 

source language. Therefore, I had to know the background of the 

original text language and the socio-cultural aspects related to it in 

order to get the best outcome of the translation process. 

Problems Faced 

Like any other translator, I faced many problems while 

translating the chosen text. I will try to sum most of them in the 

following paragraphs. 

According to Nida, dynamic equivalence is one of the steps 

that ought to be done while translating texts. I tried to get the 

most adequate dynamic equivalent of the source text in order to 

make sound natural to the readers. 
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Also, I had some problems in translating some terms found 

in the text. For example, I translated "reflection on action" to 

�I i,l�I � LY'�'il and "theoretical sampling" into �I. 

Subjectivity is a very unfavorable matter and not 

recommended to use while translating. Unfortunately, what 

happened is that I was concerned about getting the proper 

' I 

dynamic equivalent for the text since there is big diversity in the 

style of the original text and the translated one. Therefore, at 

least I minimized the gap a bit. 

I had to use different styles of translations. Sometimes I 

used literal translation in words that have no meaning in the 

dictionary, such as the word "generalizability" which was 

translated into -� � 

Although the original text did not seem too difficult, I faced 

some problems in sentence structures since both languages have 

their own systems. In Arabic, the sentence starts with a verb, a 

subject and an object and sometimes starts with a front rheme 

that is usually a prepositional phrase whereas in English the 
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sentence consists of a subject, a verb and then an object. This was 

found in the following example: "by developing our 

understanding of these issues from the student's perspective, we 

shall be in a better position to reflect upon and theorize our 

teaching and learning practice, as the basis for improving 

student learning". This sentence was translated into: ..>.!_,hi J')G. 0.o 

.ii.II �u.i.1 I � .<.; ·IU&...i<l.il!,�I .1:.;:.i., · JjL.....Jlo._·,,: .•• 
_J LY':!.J (.,F" • Y""" ',? � L) .. . ..>=' --_J lY' -'6-' � 
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Introduction 

Chapter 2 

How do students 
come to be studying? 

As teachers, trainers and course designers, how do we talk about our 
learners? How do we describe the differences between them and how is it 
that there are great variations in performance in their studies? Very often the 
language used will refer to students being cleverer, keener, or more hard
working, or more intelligent. Similarly, within the student culture, there is a 
language for describing variations between people. The swots, the hard
working plodders and the 'really bright' people, who cruise through college, 
gaining high grades without appearing to do very much work. In the cases 
where students are only admitted to college on the basis of A-level perform
ance (or equivalent examination), they have all demonstrated their ability to 
meet certain academic criteria. However, there is a low correlation between 
A-level grades and final degree results. Some institutions, for example the
Open University (OU), admit mature students into the undergraduate pro
gramme with no formal entry qualifications. Hence some of the meaning of
'openness' implied in the name of the Open University. In fact in the OU,
just under half the students have 0-levels or less as their background qualifi
cations and of these about a third progress to graduation. Increasingly
mature students are being admitted to higher education on the basis of less
formal qualifications. From the early 1990s much greater attention is being
given to students' prior learning experiences and the assessment of prior
learning.

Motivation is often used to explain differences in performance, but moti
vation is a poorly defined concept and difficult to measure. Attempts to 
develop measures of motivation and to correlate them with performance 
have not shown any clear patterns. At the intuitive level, a certain degree of 
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hard work and application would seem to be necessary for success in univer
sity level education. However, this conceals the differences to do with 
the nature of this 'hard work' and how it is actually focused. Again 
researchers have had little success in correlating 'good' study habits with 
success at university. But what is to be defined as success? Is it just the accumu
lation of appropriate course credits and a formal qualification? This is clearly 
an important goal, but not the only outcome of university, whether from full 
time study in a conventional university, or on a part-time basis, taking the 
opportunities of open and distance learning. In our discussions of the aims of 
university education, we are concerned with more than the extrinsic goals of 
gaining certificates and the training of a skilled workforce. 

Students have to choose to engage in post-compulsory education and train-
ing, at university or elsewhere, although for many students in their late teens 
there may be very great pressures from parents and school (or sixth form 
college) on them to enter higher education. By exploring students' perspec
tives for becoming engaged in education and training, we shall be in a better 
position to understand the variations in the students' performance. Some of 
these variations have already been highlighted in the case of our fictitious 
student in Chapter 1. 

Why study? Students' views 

I want to explore the issues raised above by looking at the cases of some real 
students. A number of research studies (Taylor, Morgan and Gibbs, 1981; 
Taylor, 1983; Gibbs, Morgan and Taylor, 1984; Holly and Morgan, 1993) 
have explored students' views on how they come to be studying, by using 
individual in-depth interviews. Students were asked, 'How did you come to 
be studying with the university?' and 'How did you come to be taking this 
course?' Similar research has also been carried out among engineering tech
nicians studying an open learning course, produced by the Open Tech in the 
UK (Strang, 1987). 

Although the main focus of this book is on open and distance learning, 
where students are very often studying on a part-time basis, research carried 
out with students engaged in full-time study at conventional universities is 
also relevant. T his point is particularly pertinent at a time when conventional 
universities are increasingly beginning to adopt self-study or distance learn
ing materials as part of their teaching and learning provision, and also when 
the boundaries between different sectors in post-compulsory education are 
rapidly becoming blurred. 
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Here are six students explaining how they came to be studying the Social 
Science Foundation Course at the Open University (Taylor, Morgan and 
Gibbs, 1981 ). (None of the students in the sample in this study had the for
mal quaLfications usually required for university entrance.) 

I suppose I want to prove something to myself. The one piece [on the 
OU] I have read said it was the most difficult way anybody had yet 
devised to get a degree and I thought - if I can do it at least it will 
prove something to me if nobody else and I'd like to do that. 

� I suppose it was waking up one morning and finding that I'm 35 - a
sort of male menopause � can't sit around here watching television for
the rest of my life - let's do something now.

- I have got nothing behind me, absolutely nothing - no qualifications.
I've only had odd jobs before and as soon as she (young daughter) is
old enough I'll have to get a job. Somebody said to me, 'The OU is
your best bet'. It's an educational basis, something behind me. If I
went for a job now, I wouldn't have a chance, no way. I know nothing
except factory work and that's not what I want. I am not that bright,
but I am not thick either, you know. So I want something so I can go
and get a decent job.

- It's relevant to my work, it [social sciences] appealed to me because
the reaction of people is terribly important in my work in personnel. I
want to know the reason people react under various kinds of circum
stances. The course is important because I hope it will help me to 
understand people more. But I'm not going to use my qualification at 
the end of the day, so that side is not important to me.

,,,--- I wanted to do something as a next step. I've done evening classes, but 
it wasn't enough really - I've got through that sort of stage. 

Its purely interest in the subject, because if it was for a career I'd be 
doing a science course, it's the subject first. I'm interested in sociology 
which I've done a bit before and I learnt a lot about the way society 
works, but in itself it is not enough to explain a lot of things. I know 
very little about political science, I want to know more about that. 
Economics is something of closed book to me at present, yet it obvi
ously plays a very important part in the way our society works. Under
standing, you could sum it up like that for me. 

So we have quite a diverse range of explanations for registering on an OU 
course. Let's try to unpack what lies behind these different descriptions. 
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Tbe £,st student ,efecs to proving to hendf tbat sl1e is c.1pAhle of tmiver
sity level study. For the second student, he seems concerned to do something 
different in an attempt to change or broaden his life and hopes that part-time 
university study will enable this to occur. The third quotation indicates 
clearly the vocational focus of this student's concerns, that is to gain some 
form of qualification to enable her to get a job other than relatively 
unskilled factory work. The fourth student has vocational concerns, but 
these are very different from the previous student. He works as a personnel 
officer and wants the content of the course to help him perform better at his 
job. The fifth student has already been doing evening classes and sees part
time study at university level as the next step up the educational ladder. The 
final quotation shows a student who has an intrinsic interest in the subject of 
understanding society. 

These students are not more motivated or less in their studies - on the 
contrary. They have very different aims and purposes in registering for a 
foundation course with the Open University. To understand the variations 
in aims and purposes among students is not merely an academic research 
exercise. This understanding helps us to make sense of how students arc 
tack.ling particular learning activities in a course. Orientation to education is 
defined as 'all those attitudes, aims and purposes which express a student's 
relationship with a course and with the university' (Taylor, Morgan and 
Gibbs, 1981). From the six students quoted above, the three main orien
tations of personal, vocational and academic can be identified. (These are 
explained in detail later in this chapter.) In terms of evaluating a course, so as 
to improve students' learning, the concept of orientation to education forms 
the crucial basis of a student's relationship to a course. It forms the broad 
'backcloth' for understanding how and why students tackle their work in 
particular ways. It relates a student's social and domestic contexts into the 
more detailed issues of studying a particular course. 

Perhaps you are thinking that the diversity of students' orientations 
identified among OU students is peculiar to that institution, with its mature 
student population and its open entry policy. This is not the case. Studies of 
students in conventional foll-time education, where the student population 
might be expected to be more homogeneous, also show a considerable 
diversity. The following quotations are from interviews with students who 
were doing a degree in Human Sciences at Surrey University (Taylor, 1983). 

It was interest really. At school I had done a science course and I didn't 
particularly like it. So I went back after I'd worked for a year and did 
sociology, which I liked. I didn't just want to do sociology, I wanted to 
do philosophy as well - so I applied out of my interest in sociology, 
because I wanted to do that anyway. 
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I always wanted to go to University, but I was prevented from doing 
so by the Second World War and I've only now had the chance to 
come to university. I see university as an enrichment of life. My main 
interest is with philosophy and this course is one that deals with it and 
also uses philosophy so I applied for it. 

I wanted to go into educational counselLng and I knew it would be 
difficult to get on a course even with teaching experience because it's 
very selective. So I thought I'd try and get a degree at Surrey and then 
go on into educational psychology. It's really with a view to getting a 
job. I want a job that's connected with mental health and vocational 
guidance. 

I was at direct grant school and it was very geared to education. To go 
to university was just the accepted thing, everybody went to univer
sity. And my father and mother went to university. As far as my choice 
of courses was concerned, it was based on 'what am I going to be will
ing to spend three years of my life doing?' 

To have a good time is part of it for me. I mean what is education? It's 
just as valid to go and talk to someone in a pub or to read a book. I 
don't think it is more important, you know, to read a book than to 
meet people. 

Again, quite a wide range of explanations and expectations here for taking a 
course, although it was a multi-disciplinary course comprising sociology, 
philosophy and psychology. A diverse range of student interests like this can 
serve as a salutary reminder to academic staff, who sometimes believe that 
the students' sole purpose is the same as their own, namely the pursuit of 
academic scholarship in its own right. 

How can we interpret these quotations from conventional university stu
dents? How do they compare with the group of OU students? The first student 
is dearly interested in the subject, particularly sociology and philosophy and 
is looking for a place where he can continue to study in the same areas. The 
second quotation shows a student who wants to engage in higher education 
as a way to enrich his life. The third student seems to have quite a well 
thought out career path. She sees the course as a means to an end to gain the 
necessary quaLfications for entry to a specialism. The last two students seem 
to be different. Any specific interest in the course is barely discernible. The 
fourth student feels pushed into university by parental pressure and pressure 
from school; in terms of course choice, he is merely trying to find something 
to do for three years, given the inevitability of his move from school to uni
versity. The final student is expressing a strong interest in the social dimen-
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sion to education. He also expresses a belief in less formal learning methods, 
namely, talking with people in the pub' 

Again, these students are not more, or less, motivated to their studies 
(although some of the more traditional academic staff might shudder to hear 
some of these reasons). They have very different aims and purposes for 
engaging in university education. Or to put it more formally, they have very 
different orientations to education. 

For school leavers to gain a place at university the competition is consid
erable, in spite of more recent efforts to increase participation levels. Even 
though there is much pressure towards vocational aspects of the university 
experience and the training of a skilled workforce, there are still wide vari
ations between students of the sort described above. As teachers and course 
designers in education and training, we need to know more about the aims 
and aspirations of our students if we are to take improving the quality of our 
teaching and learning provisions at all seriously. Orientation to education 
provides a concept which can be regarded as a 'holistic' motivation, as 
viewed from the student's perspective. The variations between these orien
tations can be described under three main headings of Personal, Vocational 
and Academic Orientations, each divided into extrinsic and intrinsic orientations 
and also a Social Orientation (with the full-time conventional university 
students). Although the quotations here are from students in higher education, 
the concept of orientation to education is widely applicable in education and 
training. For example, Sagar and Strang (1985) have used orientation to 
understand variations between engineering technician students following an 
Open Tech open learning course. 

The variations between orientations are summarized in Table 1. In the 
next section each of these orientations will be looked at in turn. 

Orientations to education 

Personal intrinsic orientation 

This category is characterized by students who are personally orientated and 
are concerneq with the 'broadening' aspects of university education and see 
it as a means of changing. This personal orientation is particularly common 
with OU students as they commence their first foundation course. For some 
students engaging in open learning with OU, there is a feeling of frustration 
with their lives. (Quotations from student interviews are taken from Taylor, 
Gibbs and Morgan, 1980, unless otherwise stated. Some of them were also 
quoted in Gibbs, Morgan and Taylor, 1984.) 
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Orientation Interest Aim Concerns 

Intrinsic Training Relevance of course 
to future career 

Vocationnl 
Extrinsic Qualification Recognition of 

worth of 
qualification 

Intrinsic Following intellectual Room to choose 
interest stimulating lectures 

Academic 
Extrinsic Educational progression Grades, academic 

progress 

Intrinsic Broadening or Self- Challenge, 
improvement interesting material. 

Personal 
Extrinsic Compensation or Proof of Passing course, 

capability feedback 

Social Extrinsic Having a good time Facilities for sport 
and social activities 

Table 1 Students' educational orientations (Gibbs, Morgan and Taylor, 1984, 
p 170) 

I hadn't thought about it (OU study] at all but I had to do something. I 
thought I was going round the bend being at home and I wasn't raring 
to go to get a job. I like looking after the house and the baby and that 
sort of thing, but somehow I wanted to do something else. 

The importance of the course to students like this one is how it can change 
them as individuals and broaden their perspectives on life. They see their 
study as primarily of personal significance. 

It is important to me because it's the only thing that is me and that only 
I'm doing and that none of my family or friends are doing. It doesn't 
matter to anyone else results wise how you get on - and I think it is 
purely you doing it and you getting something out of it for yourself. 

The actual choice of course is almost irrelevant and was likely to have been 
made by a process of elimination of the alternatives, rather than by a specific 
choice of subject area. These students hoped that the course (the social science 
foundation course in this study) would help their understanding of everyday 
life. These students' aims about broadening are clearly evident from their 
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responses to questions about expectations of the course and what they hoped 
to gain from it. 

Well I expect to get a better insight into the way other people think. I 
think one tends to be very biased - you live your own life and that is 
the way it is. I'm hoping that I'll be able to see things from different 
points of view and not be too single-minded about things. I hope at the 
end I'll be able to converse with people more easily without getting 
nervous. 

Personal extrinsic orientation 

In contrast to students with a personal broadening orientation (above), those 
with personal extrinsic orientations are taking a course to prove their 
abilities to themselves and their friends. Many of these students feel they 
have been unfairly judged by the educational system in the past, and regard 
part-time study with the OU as a way of 'compensation' to test and to prove 
their abilities. These students tend to be very concerned with grades and 
feedback. This type of orientation is common in the OU. Again it can be 
seen as a form of compensation for the lack of higher education in the past. 
For many of these students the opportunities through open and distance 
learning are the only ones available to them, both because of time factors 
and also access, due to their relative lack of formal entry qualifications for 
university level study. These students are concerned to find out whether 
they are up to university level study. 

Basically, I just want to see if I can do it. I'm not aiming for a degree at 
the end, that would be a bonus at the end of however many years. If I 
only get half way through the foundation course and discover, yes it is 
too much for me, for my brain and my time, that's fair enough. I've 
proved the point to myself and that's where I shall stop I guess. 

Students whose orientation is towards compensation, are often studying with 
a feeling of competition with others. There is a feeling that if friends or 
neighbours are capable of OU study, then they must be as well. For these 
students, almost as soon as they start the course there is concern to 'stay the 
course' and to see it through to the end. For example: 

It l OU course] is very important, now I have started it ... I feel that 
I've probably not had a challenge [before] ... to have to do some
thing so important for myself, so I have to prove it, perhaps to myself 
that I can stick with it ... I feel it's going to be the only chance I have 
got and if I drop out I won't get another chance in the foreseeable 
future. 
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There are parallels between these studies, which have developed 'orientation 
to education' as an analytical concept, and early studies in the OU carried 
out for the OU by an external market research bureau. Goodyear (1975) 
conducted group discussions with students from a number of courses and at 
various stages towards their degrees to investigate their attitudes and reasons 
for studying. This study used an interesting distinction of 'qualification' and 
'compensation' as two key contrasting reasons for registering for an OU 
degree. Qualification is where the reason is: 'Obtaining a specific qualification 
in order to achieve some promotion at work', whereas compensation is 
where students are 'searching for something to compensate inadequacies in 
one's existing life'. 

Students whose aim is qualification want a degree in order to improve 
their job opportunities. They have usually had some contact with the academic 
world. In contrast, students whose reasons are concerned with compensation 
have felt cheated out of educational experiences due to inaccurate assess
ment of their ability, and they feel they are not valued in the world in the 
way they deserve. These distinctions of qualification and compensation can 
be related closely to the categories of vocational and personal orientations. 
Compensation is linked to particular anxiety about studying and fear of failure. 

At the moment I intend to pass, I don't think I could live with myself 
if I failed. If I fail I'm going to be absolutely shattered - so I've got to 
pass. (Student quoted in Goodyear, 1975) 

Goodyear also suggeMed that this kind of very anxious student who worries 
about possible problems is likely to have 'an inefficiently high drive, which 
could cause complete breakdown and subsequent drop-out'. 

An understanding of students' orientations to education is particularly 
important as it links together the details of how students tackle a course or a 
particular assignment and broader issues of their social and domestic con
texts of study. To understand the extrinsic nature of some students' orientations 
to education, reminds us of the major emotional issues which are so often 
intimately connected with how a student comes to be studying. Orientation 
to education is a crucial concept for helping to understand the counselling 
perspective for students. It is as relevant for full-time students in conven
tional universities as it is for those studying part-time in open and distance 
learning. 

Vocational extrinsic orientation 

In the case of this vocational orientation, the emphasis is on the qualification 
aspects of the course or degree profile. Students are concerned about qualifi
cation, as it is seen as a means to an end to get a job. For many OU students, 



36 / Improving your students' learning 

they have no particular job in mind, but hope in an unspecified way chat 
getting a degree will help them in the future. Many of these students are 
women planning to return to work after having spent a number of years 
bringing up children. 

When the OU was first set up I thought chat when the time came that 
would be for me. At that time I had one baby. I thought that when 
they were all at school, I would do it. Partly because I don't want to go 
back to purely secretarial work, I'd rather do something different, and 
I don't want to do a job that will interfere with the children, so it [ OU 
course] seemed a useful way to occupy my time. 

For other students, there is some concern that their employers would recognize 
an OU degree, as they need the qualification to enhance their promotion 
prospects. 

To get into the top of this hierarchy is going to be quite hard ... I've 
got two sets of professional qualifications but I need a degree. Because 
in a lot of people's eyes, particularly management trainers, a degree is 
everything. It proves you've done something, it proves you've trained 
yourself to think and express yourself clearly. 

For some conventional university full-time students, a vocational extrinsic 
orientation leads them do the minimum to pass in order to get a degree. 
Some students have investigated how far the actual grade of degree mattered 
in gaining a job and on that basis decided how much work to put into their 
studies. Some students decide that grades are not particularly important. So, 
we can understand how these students come to be doing little beyond the 
minimum requirements of the assessment system, given their aims to get a 
pass degree. 

Vocational -intrinsic orientation 

A vocational intrinsic orientation describes students who are following a 
course where its content is relevant to training for a particular job or for a 
future career. In the research at Surrey University (Taylor, 1983), one of the 
studies was with students doing a degree in Hotel and Catering Administration. 
Many of these students were vocationally orientated, but there was a signifi
cant difference in students' concerns depending on whether their aims were 
to get a qualification, as an entry into the industry, or to be trained as hotel 
managers. T he second group was interested in the course content, and was 
critical of parts they thought were not relevant to their future careers. T hese 
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students placed considerable emphasis on the practical side of the course and 
particularly valued the industrial placement. 

With OU students, they are concerned about the course content in relation 
to their current employment. For example a student doing an OU comput
ing course (Morgan, 1988): 

I wanted to know more about computers, background knowledge to 
help me understand more about the system we use in here at work. 

T his vocational orientation is characterized by an intrinsic interest in the 
course content and how this is likely to help students in their work. The dis
tinction between vocational intrinsic and vocational extrinsic orientations 
was found by Sagar and Strang (1985) to be particularly important for under
standing how Open Tech engineering technicians went about their studies. 

Academic intrinsic orientation 

This category of orientation is characterized by students who have a strong 
interest in the particular subject - an intellectual interest to study the subject 
for its own sake. For example, an OU student doing a computing course, 
although well qualified in different areas (Morgan, 1988): 

I'm interested in the course to be more in control of computers 
through understanding more about them. It is not going to affect my 
work, I've got enough consultancy to keep me going for the rest of my 
life. It is a personal interest in computers and eventually to get an OU 
degree with a computing profile, but more degrees is the last thing I 
need really. 

Students with this type of orientation often want to pursue their own intel
lectual interests, even though this can be at odds with the formal course 
requirements, as the following student explained: 

I wanted to do sociology, the interesting thing about sociology is that 
in the sociology of education, in studying education I've become more 
aware of it in an objective way, you start to see its place in society. 
Sociology isn't a nine to five study, it's a continual thing in your social 
life, you are being a sociologist. You are assessed ... so you've got to 
do a certain amount of course ... I try to do the minimum amount of 
work in psychology and philosophy, but in sociology I just try to do as 
much reading as I can and when I write essays I always bring in much 
more. I hardly ever answer the question, I'm always much too con
cerned with other things of interest to me.' (Taylor, 1983) 

/ 
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Although the student quoted above is perhaps pursuing his own interests to 
an extreme - the desire to be 'syllabus-free' at the expense of the formal 
course requirements - the intrinsic interest in the subject is the crucial aspect 
of this orientation. 

Academic extrinsic orientation 

This type of orientation describes students who are pursuing the next step on 
the educational ladder. In the OU this may be students who are progressing 
from evening classes. With little formal educational background, these students, 
having 'made a start' with some form of evening class or preparatory course, 
are now registering for an OU foundation course. This orientation is much 
more prevalent with full-time students in conventional universities. Getting 
to university has almost 'happened to them', as the expected progression 
from school. In the fictional autobiography in Chapter 1 we saw how the 
student almost 'drifted' into university, following the best subject from A
level studies, as the next step on the educational ladder. 

Social orientation 

Students who are orientated in this way tend to be concerned with success 
in the course and tend to be 'syllabus-bound', they are mainly concerned 
with getting good grades as part of the academic 'game'. Although they are 
following a subject because they were good at it at school, they are more 
interested in getting the grades than with scholarship and learning for its 
own sake, hence the notion that study is 'extrinsic' to the student. 

A social orientation is characterized by students whose main interests lie with 
the social opportunities of university life, rather than those directly con
nected with a particular course. Clearly this is likely to apply mainly to con
ventional students studying full-time. For example: 

The outside activities that I do in the radio and film unit and sport are 
very important. There is a lot to do outside and in some respects I tend 
to put off work because of them. From the point of view of a university 
education, this side of it is just as important as the academic side, if not 
more important. I suppose you can always study by correspondence, 
but you can't get this kind of social thing and development anywhere 
else. (Taylor, 1983) 

Social orientation seems to be extrinsic to a course of study. but students will 
often describe aspects of academic and vocational orientations as well. 
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For mature students studying part-time by open or distance learning, this 
is clearly quite different. However, some of the learning activities do have a 
directly social or group dimension to them. For example, in the OU, the 
tutorial provision at a local level provides a unique social opportunity for a 
group of students who often have very diverse backgrounds. For some of 
these students, support available from their peers can be vitally important to 
them, when little or sometimes no support is offered in their domestic con
texts. Also in the OU, residential schools have a directly social dimension. 
Some students tend to choose courses which have residential requirements, 
because they value and enjoy the more informal aspects of learning in a 
group setting and the social contact available to them. 

So these descriptions of orientation provide the 'flesh' on the summary set 
out in Table 1, above. However, it is important to realize that these are 
'idealized' descriptions of students. T hey provide an analytical framework 
for interpreting how students describe how they come to be engaged in 
study. In reality. of course, students are more complex. Any particular student 
will often be quite a complex combination of two or more of these ideal orien
tations. 

Many OU students can be seen to have a mixture of orientations. For 
example: 

I hope to stop myself from turning into a complete cabbage and to 
widen my views on life. Eventually I hope to get a degree and possibly 
that will help me to get a job, one which I would like to do. But I 
think that is very much a secondary consideration at the moment. 

There is clearly a personal broadening orientation here, linked to a secondary 

vocational one. Both these orientations will influence how the student 
approaches studying. Also it is likely that the relative importance of the two 
will change during the student's career as she gains course credits and 
progresses towards a degree. 

Using orientation: evaluating home computing 

Orientation to education is central to understanding students' experiences of 
study. as it enables us, as teachers, trainers and course designers, to make the 
link between a student's social, political and domestic context on one hand, 
and the more detailed issues about how they actually tackle learning 
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activities in a specific course, on the other. Putting orientation into action

generates insights which are vital for course evaluation. Without detailed 

knowledge of students' aims and purposes we are not in a position to inter

pret and analyse what students arc saying about a particular course or part of

a course. Students' study patterns are influenced by what they want to gain 

from a course. 

This section will look at how orientation has been used in course evaluation 

with part-time distance education students in the OU. The first example 

(Morgan, 1988) is part of an evaluation of students studying a second-level

course in computing, entitled, 'The Fundamentals of Computing' (OU

course code M205). 

In this study a group of sixteen students were asked in individual face-to-

face interviews how they came be taking the course and what they hoped to 

gain from it. Although there can be no claims for statistical generalizability

in small-scale studies, this study was carried out by adopting the strategy of

'theoretical sampling'. In this approach, data collection and analysis proceed 

concurrently. New interview subjects are selected according to their poten

tial for refining and developing the emerging themes and concepts. In this 

study, students were selected from the OU Welsh Region, as this area

seemed a likely place to be able to sample what could be loosely termed 

'remote students'. This sample was selected in an attempt to include the key

issues of educational background, sex, class, occupation and experience of

study with the OU. 

The concept of orientation was used to interpret how students came to be

engaged in study. Also, over a number of years of part-time study there were

important changes in orientation. The notion of change is particularly important

for mature adults studying part-time at a distance. There are two major 

dimensions to change : change in students' lives, in personal and domestic

terms; and also change in career terms. There is a continuous interaction or

dialectic between these aspects of students' lives and these have a crucial

impact on students' choices and decisions and on how and why they study.

This analysis provides holistic understanding of students. It puts 'life' into

educational evaluation in distance education. (There are parallels here with

the work of Goodson and Walker (1988), in school-based evaluations.)

Although there are many differences between students , it is possible to rep

resent them by means of a small number of major variations or distinct 

'types'. This study developed a typology describing five major variations as

follows: (i) professionals using computers in their work; (ii) students wanting

a degree for a job change; (iii) women returning to work; (iv) students with a 

general interest in computers; and (v) computer professionals . By developing
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a typology of chis narure, more general statements about the srudents can be 
made at the same time as maintaining holistic descriptions of individual srudents. 
This typology will now be outlined briefly to demonstrate how chis builds 
on the concept of orientation to education. 

Professionals using computers 

There was a distinctive group of students, engaged in a range of professions, 
including geological research consultancy, production management, and 
water resource management, who all used computers in some way in their 
work. For these students one of their aims in studying the course was 'to get 
to know more about computers'. The OU computing course would help 
them with their work, but only in a fairly general way. Maths and comput
ing were also personal interests which had developed from the content of 
their work. These students were in senior positions in their work careers, 
and although their formal educational qualifications were at Higher 
National Diploma (HND) or Higher National Certificate (HNC), their 
work experience was now more important in career terms than getting a 
degree. They had considerable background knowledge of computers, but 
were not necessarily experienced in PASCAL programming, which is central 
to the course. As one student working in the water industry explained: 

I use a bit of maths in our work on sludge treatment and I got inter
ested in maths ... It was a personal interest initially, so I decided to 
do it properly and I took the Maths Foundation Course. I probably 
won 'c use it really, but we do some maths in the work in water treat
ment. We work with engineers on site meetings, so it is nice to know 
more of what is involved, rather than just taking what they say as 
experts. 

Another student had applied computers to cartography in an innovative way 
and had gained promotion in his organization to head of department; in 
career terms he was clearly very successful. But ic was personal interest 
which attracted him to OU srudy: 

I wanted some mental stimulation. I've got a son at university and a 
colleague 111 the finance department here has just got an OU maths 
degree and I have friends doing OU srudy, so I put in to the company 
(co get the course fees] to do a degree. I did the Technology Foundation 
Course and thoroughly enjoyed it. It was really stimulating, although 
towards the end it was a bit of a struggle. 
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Further on in the interview he explamed how he was findmg the course: 

I wanted to know more about computers, background knowledge to 
help me understand more about the system here [in his workplace]. 
rather than the details of programming. I've got PASCAL programmers 
working for me upstairs ! 

In relation to orientation to education, these students can be understood in 
terms of a combination of academic and vocational intrinsic orientations. It 
is this intrinsic nature of these orientations which is the key feature of this 
'idealized type' of student. Although they are professionals using computers 
and want to improve their understanding of them, OU study seems unlikely 
to be very important to them in terms of career progression. 

Students wanting a job change 

There was another clearly identifiable group of students who wanted an OU 
degree to help them with a change of job or a specific career promotion. 
These students all had some background in post-compulsory education, up 
to HND level. The key feature of these students was that their prime reason 
for OU study was to get a qualification in order to change jobs. 

For example, one student who had left school, then gone to technical col
lege, was working as a panel beater. He was in his late twenties and appeared 
to be comfortable in the material sense, but he wanted to get a degree as 
quickly as possible and was aiming to take one-and-a-half credits per year (6 
credits are required for a degree). 

I am trying to change jobs and I want a degree ... I want a computer 
oriented job. I've looked at things in administration, but they are 
poorly paid ... working with my hands pays better at the moment 
... Daddy was right, I should have stayed on at school, gone to col
lege and got some qualifications. 

In terms of orientation to education, a vocational extrinsic orientation would 
describe this student. In a similar example, a student in his early twenties, 
working as a marine engineer, doing M205 as his second course after the 
maths foundation course explained: 

I've always wanted to get a degree, but wanted some cash, so I left 
school after A-level and did an apprenticeship and an ONO (Ordinary 
National Diploma) and an HND in marine engineering by part-time 
study. As a marine engineer you're a jack of all trades, practical engi-
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neering knowledge, computer work and control etc. I wanted a degree 
and was interested in computers at school ... I'd played around in 
BASIC but I thought it was time I learnt about it properly ... so I'm 
doing M205.' 

His work schedules, which involved long periods at sea, made keeping up 
with the course quite difficult. He was very short of time for study and spent 
most of his leave studying. In spite of these problems he was determined to 
succeed: 

I'll get there in the end. I've done two years now and I won't give up. 
On leave, my life is studying for a degree, compared to friends who 
just seem to waste time ... I'll get the Ordinary Degree and then I'll 
get a better paid job sorted out. 

Within this group, two students had gained the promotion they wanted 
before graduation and this had a considerable influence on their studies. The 
very strong desire to get a degree as a route to a better job sometimes 
changed quite dramatically. For example, one student had left school, then 
done an HNC in production engineering, but he wanted a degree for a 
change of job. 

I want to get a degree whilst working, there's not much cash in repair
ing aircraft, so I started on TlO 1 then did M 101 and now M205 this 
year. I've just got a new job as a technical sales executive, so a degree 
is less important now. 

He commented how the pay in his new job was very good and that any fur
ther job change might be towards technical sales, as he gained more know
ledge about computers from OU study. It seemed clear that he had already 
succeeded in changing jobs before completing his undergraduate studies. 

The phenomenon of job change and promotion during study sometimes 
resulted in dropout, as a production manager in his forties explained: 

I've always wanted to go to university and get a degree, but I left 
school, did an HNC part-time. I've done TlOl, TM222 (The Digital 
Computer] and TM281 [Modelling with Mathematics] - but some of 
the rush has gone out of it now. I've been promoted. It's experience 
that counts now ... I was doing an assignment one weekend recently, 
the family was around the house and I just thought 'What am I doing?' 
My priorities have changed really, I'm about to drop out now ... per
haps I'll come back to it later when the children are older. 
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These two examples can be seen as the paradigm case of cha11gc 111 orientation 
to study. There were other less 'extreme' cases of change; for example, 
teachers moving from physical sciences into computing in response to job 
vacancies and chances of promotion, and also students taking early retire
ment, but aiming to add computing knowledge to their existing expertise, in 
order to give them a chance of a 'second career', or some part-time work in 
the future. 

The importance of change in career is that it can have a crucial impact on 
how a student tackles the course. That is the interaction between the 'lines' 
of career as a student and career in terms of employment. This overall social 
context of study is important to understand when interpreting how and why 
students tackle their work. 

Women returning to work 

Women returning to work, or planning to in the near future, also seem to 
form a distinctive group. The style of part-time study with learning materials 
based primarily on individual home-based study suits these students, as a student 
in her early twenties with a young baby explained: 

I'm not wanting a career in computing at the moment, that's in the 
future, I just love computing! ... I always liked the logic of working 
things out, that's the main beauty of it all. It's brilliant to have the 
computer all the time, it's really marvellous to get all the education I 
want, it really suits me. 

In terms of orientation, vocational and academic intrinsic orientations 
describe this student. 

Another student in this study was taking the course in order to update her 
qualifications and compete in the job market. 

I worked in computers for !CL eight years ago, before I had children. 
I was working part time until last year ... I needed to prove I was up 
to date in computers, especially as I have no formal qualification in 
computing, so I started with the OU on MlOJ ... It was the only 
thing (part-time higher education] around here. I've got a full-time 
job now so it's a bit different ... but I still want the qualification, 
although I have much less time to study now. 

Although there are similarities between this student and the previous 
group (a vocational extrinsic orientation), the nature of the course, with a 
home computer, raises gender issues which are specific to women's experiences. 

In contrast to using computers in the more competitive male-dominated 
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atmosphere of local rurorials or residential school, the home computer can 
be particularly valuable for women students, assuming they have good access 
to the computer in their own domestic environment. 

Students with a general interest in computers 

Another group of students described their interest in computers in very 
general terms, for example, 'computers are going to be very important in 
work in the future' or 'it's about time I knew more about computers'. In 
terms of orientation to study, it could be regarded as academic and/or 
vocational. However, a key feature of these students was the vagueness of 
their interest in computing, and also they were all novices at program
ming. They were struggling with the course and appeared to be on the 
point of dropping out when they were interviewed half way through it. 
For example, a student in his twenties working in a local factory said: 

I thought M205 would be interesting and about computers. I've 
messed about in BASIC ... I've got a sort of hobbyist interest in com
puters. I've found the course very difficult ... I've been working 
weekends and have not had much time for it, I've missed the last two 
TMAs, so I'll probably drop out. 

Although he put his difficulties down to a lack of time, he appeared to lack a 
clear focus in his OU study other than a vague hobby interest in computers. 

Other students who wanted to gain a broad general knowledge of com
puters were surprised at the large amount of programming required. It 
appeared that their interest in the course was not sufficient to sustain them 
'co stick at' the programming which was needed to complete the assign
ments. This is quite a major task for students new to programming and drop
out from the course seemed likely for them. 

Computer experts 

There also seemed to be a distinctive group of computer experts - they use 
computers regularly and are also experienced programmers. For example, 
one student described himself as an academic who had moved into computing. 
He was working as a self-employed consultant using computers in linguistics 
(see second quotation on p 3 7). 

This interest in the course is not so different from that of other students, a 
vocational and personal intrinsic orientation. However, because of the 
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nature of the student's work and his computing experience, his response : 
the course was very different. He was much more critical in terms of conte1 
and pedagogy of the course, particularly the home computing activities. 

Orientation m course evaluation 

The above typology was developed as part of a course evaluation project b 
using the concept of orientation to education to interpret student interview: 
Some groups of students are not represented directly in this typology, hov
ever, for example the unemployed and students from ethnic minoritie· 
Also, it is not the only typology which could have been developed. Hov
ever, this framework represents a 'recognizable reality' for understandin 
students. W hen we are aware of the variations in students' experiences, ; 
teachers, trainers and course designers in open and distance learning we sha 
be ill a. better t1ositi.un ,o w1.du�R.d oo..:• :.u d "")' �ruu�l� t ckk th� 
sruclies. 

This understanding does not generate neat prescriptions for improvin 
learning. Rather it provides a major input to our 'reflection-in-actio1 
(Schon, 1983) 011 student learning. Holistic descriptions of students gi, 
insights into the details of students' study processes and the problems the 
encounter. This understanding serves to raise our awareness about studyin; 
as viewed from the student perspective. Schon (1983) makes the distinctio 
between 'technical rationality' and 'reflection-in-action' to describe ho· 
professionals operate, and how they come to change or modify their pra, 
tice. We can see a close parallel in open and distance learning regardir 
course evaluation. Much of the literature on course development, evaluatic 
and course improvement in open and distance learning descri_bes a ration 
systems approach (see for example Rowntree, 1982, 1985). This approach 
a valuable starting point: it is the technical rationality in Schon 's terminolog 
However, it does not provide a fully adequate understanding of the cours, 
development process. The rational systems approach is a necessary part , 
course development and evaluation in open and distance learning, but oth, 
factors, namely the micro-politics, sub-cultures and history of the organizatio1 
also have a vital influence (Altrichter, Evans, and Morgan, 1991 ). 

An understanding of students' orientations to education provides ; 
essential dimension to 'reflection-in-action' for course designers to refle 
critically on their practice, as part of the process of improving student lean 
ing. It is a concept which can be used in a variety of educational settings a1 
levels. So for example, Holt, Petzall and Viljoen (1990) have used orientati( 
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to help them understand more about how a group of students came to be 
studying for a Master in Business Administration by part-time external study 
at an Australian university. 

In distance education and open learning, where there is usually a physical 
separation of teacher and learner, finding out about students' responses to a 
course 1s a key aspect of 'teaching' a course. Postal survey methods are often 
used to elicit students' responses to teaching materials, by means of rating 
scales on 'helpfulness', 'interest' and 'difficulty', for example. This sort of 
routine monitoring can be seen as a form of quality control in distance edu
cation: it gives a 'broad brush' glimpse at quality. However, this type of 
research and evaluation makes data interpretation problematic, as it takes no 
account of the subjectivity in students' aims and purposes for studying. Orien
tation to education provides a conceptual framework for understanding the 
learners' realities of studying. 

Orientation and students' study patterns 

So far we have seen some of the diversity of how students come to be 
engaged in study, and that orientation to education can be regarded as an 

'holistic motivation', which forms the background to how students tackle 
particular learning tasks, especially to how they relate to the assessment sys
tem. Students witli. different orientations will direct their attentions to quite 
different aspects of the course. This can be highlighted by quotations from 
two students doing a course in Hotel and Catering Administration (Taylor, 
1983). 

The thing I've been a bit shocked about is that we only spend a single 
afternoon in the kitchens ... I feel it ought to be at least two after
noons a week to start to be any use. It's a case of playtime really ... 
just a case of' oh well, we've only got a single afternoon in the kitchen, 
what should we do to fill the time' ... it's a waste of time really. 

I suppose it's a lot more practical than I expected. We spend a lot of 
time in the kitchens and it's not academic enough. I thought it would 
be more academic being at a university ... but this course is not in my 
view. 

The first student sees the course as a training and wants the course to be 
more practical than it is, whereas the second student is concerned with academic 
progression and she cons�ders the course to be too practical. Clearly neither 
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view is right or wrong; the course actually falls short of both their expectations 
and consequently fails to please either of them. 

Students have different reasons for taking a course and engaging in education 
and training, and the differences in their orientations lead to different con
cerns and likes and dislikes in the teaching. As students arc attempting to 
gain different dungs from study, this has a direet influence on their study 
patterns. It would seem likely that students who need very good degrees to 
be sure of getting the jobs they want, will be more concerned about assess
ment than those whose main purpose in coming to university is to have a 
good time socially. It can also be seen that students who are mainly con
cerned in gaining a qualification differ in terms of level of qualification they 
need. One of the students quoted in the introduction to this Chapter was 
concerned to get an upper second class degree to be sure of getting a place 
on a professional training course. She planned her work very carefully, kept 
well up to date with the assessed course work and was getting high grades. 
Contrast this study pattern with the following student: 

Most of the work I do is just to get the marks and that's it. It shouldn't 
be like this at university but it is for me. I'm in for a third [ class 
degree] at the moment, I think I'm better than a third, but I'm not that 
bothered because I don't think our degree is recognized that much by 
industry, and and you could say that it's not that important. As long as 
I get a pass mark ... then good. I'm not the sort of person to go all 
out to do the best I can, I just go out to get a reasonable mark. (Taylor, 
1983) 

Both students want to gain a qualification for a particular job, but whereas 
for the first student a good grade is necessary, the second feels it is not worth 
the effort and only a pass grade is needed. So we see that how these students 
tackle their work is closely geared to the assessment system and the qualifi
cation they are aiming for. T he main point is that the amount of effort students 
put in to studying, and how chat _effort is directed, is logical in relation co 
their individual aims and purposes in being in higher education. 

To summarize, students' orientations and how they respond to the assess
ment demands made of chem have a crucial impact on how they actually go 
about their studies. In Chapter 4, we shall look in detail at the variations in 
students' approaches to learning and how these are intimately bound up "'�th 
the nature of the assessment system. By developing our understanding of 
these issues from the student's perspective, we shall be in a better position to 
reflect upon and theorize our teaching and learning practice, as the basis for 
improving student learning. 

Finally, you may like to pause and consider the following questions: 
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• How does orientation to education relate to the students you are teaching
or training?

• What are your implicit assumptions about your learners - are they really
quite the homogeneous group of learners you may think they are?

• Do your learners have the same sorts of interests about the education
and training you are providing as you do?

• To what extent is there mismatch between the aims of your courses and
the likely aims and aspirations of your students?

You may like to ask your learners how they came to be following your 
course, as part of a formative evaluation activity. With the data you collect, 
are you able to construct a typology (as above) of your learners' aims and 
aspirations? 



Conclusion 

After my translation of the text, I feel that I become more experienced 

and skills. This opportunity gave me new insights into translation issues, 
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concerning different aspects of it that are directly related to the lexemes, 

structure, syntax and other linguistic systems. Also, it increases my knowledge 

in the educational field by knowing different issues concerning education along 

with the theories proposed. Most importantly, my vocabulary and linguistic 

ability strengthened a lot. 
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