Orientation to Learning and Previous

Learning Experiences: Are they Factors

that Affect Learning in the Distance
Mode?

Abstract

This paper is an attempt to investigate whether the outoome
of learning advanced language skills through the distance
mode is affected by students' ovientation to learning and by
their previous learning experiences.
Motivation or orientation to learning is a factor often used
0 explain wariation in student performance. Motivation is
of fundamental importance particularly to Open University
students since a) they bave chosen to engage in post-
compulsory education and, b) because the nature of distance
education requires the student to be responsible for steering
and maintaining her oun learning. Orientation to leaming,
following Morgan (1993) is broadly categorised as
wocational’, ‘academic' or ‘persomal’ and wused in
conjunction with mottvation in language learning defined as
'instrumental’ or 'integrative' (Gardner and Lambert
1972). Prior learning was established on the basis of
formal education/examinations taken before enrolling at
the Open University.



A small scale study was carried out using the students
registered for the Advanced Certificate in English in
98/99, conducted by the Open University of Sri Lanka, as
subjects. A Juestionnaire was administered at the first day-
school to find out the learners' motives for enrolling for the
programme and their previous exposure to formal education.
The data gathered was correlated with the marks obtained
by these students in the continuos assessment assignments
for two of the courses in the programme, viz. Aduvanced
Reading and Advanced Writing. The findings reveal that
those who ave driven to learning for personal enrichment
i.e. 'personal’ orientation ave likely to be better performers
in both courses than those who are either academically or
vocationally motivated. The study also suggests that
although those who have had subject velated formal
education previously have an advantage initially, they do not
outperform others towards the end of the programme.



Introduction

An open learning institution its very definition, admits mature students to
its pP:-:mmmes mthe:t"y no formal qualifications or with diverse
qualifications unlike conventional universities which admit students within a
particular age group on the basis of a specific formal qualification, (which, in
the case of Sri Lanka is the Advanced Level Examination). However, despite

the uniformity in prior learning at enrolmemt found in conventional
universities, 1thasbee:1 noted that

"In cases where students are admitted to college on the basis of A-level
performance (or equivalent examination), ..... there is a low correlation
berueen A-leve! grades and final degree results. " (Morgan 1993:27)

Thus, even a homogeneous group of students (at least in terms of
qualification and age) exposed to the same input vary greatly in terms of
erfnnnance Morgan's (op.cit.) statement therefore implies that factors other

than previous learning experniences may cause this dlspam:y in performance.

Apart from the effects of previous learning experiences, hard work and
above average intelligence, educationists have posited motivation or
orientation to learning as a factor which leads to disparity in the outcome of
learning.

"students' orientation (to learning )... ... .. bave a crucial impact on
how they actually go about their studies"”. ( Morgan 1993:48)

Motivation or orientation to education has been defined as all those atutudes,
aims and purposes which express a student's relationship with a course and
with the university (Taylor, Morgan and Gibbs 1981). At an intuitive level
too a desire to learn (and the attendant degree of hard work and application)
would seem to be necessary for success in university or any other type of
education. However, as teachers and course designers it is necessary to know
more about how the aims and aspirations of students affect their learning.

All students who choose to pursue higher studies at tertiary level, unlike
students at primary or secondary levels, are not compelled to do so by the
state or by any other body. Therefore it can be assumed that those who enter
a university have diosen to do so and, by implication, are motivated to engage

in post-compulsory education and training.



Motivation plays a more vital role in a distance education institution than in
any conventional university since distance education engenders a learning
context where the learner is separated from the teacher as well as from other
learners and, the process of learning takes place in a physical setting e.g. the
learners home, which is not geared to leaming, Further, it has been said that
the distance learning context, in which the motivating, steering and
maintaining forces are not controlled by teachers, places a greater demand on
the distance learner than the conventional learner (Cropley & Kahl 1983).
Thus, the very nature of distance learning requires on the part of the learner
a high degree of self-reliance and the ability to be a self-starter and ininator
of the learning process (Premaratne, Ratwatte & Perera 1990) and therefore,
unlike her conventional counterpart, the learner must take on herself the
entire responsibility of learming,

As such, all students who join an Open University, in this case the Open
University of Sri Lanka (OUSL), can be assumed to be motivated to study.
However, they may have different reasons for pursuing hugher studies.
Students in different research studies exploring students' views on why they
are studying have given a variety of reasons for pursuing higher studies.
Wanting to prove their abilities to themselves, finding that they need to
achieve something before life passes by, to broaden one's out look, the desire
for qualifications to get a better job, relevance to work or as the next stage in
the educational ladder are some of the reasons given for registering in an OU
course. (Taylor, Morgan an Gibbs 1981, Taylor 1983, Gibbs, Morgan and
Taylor, 1984, Holly and Morgan 1993, Strang, 1987). Although it can be
observed from these reactions that students have diverse aims and purposes
in taking a course of study we cannot, on the basis of these reasons, say that
a certain set of students are either more motivated or less motivated. We can
however assume that there is some motivaung factor thar leads them to
engage in post compulsory education. Morgan says that  "by exploring
students' perspectives for becoming engaged in further education and
training , we shall be in a better frame of mind to understand the variations
in their performance.” (1993:28)

However, Morgan also goes on to say that in distance education research,
motivation or onientation to learning is a poorly defined concept and that 1t 1s
difficult to measure. Further, that "Attempts to develop marsures of motrvation
and to corvelate then with performance have not shoun any clear pattems.”
(Morgan 1993:27)
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Motivation or orientation to learning has been described as an analytical

concept by many (Goodyear 1975, Sagar and Strang 1985). For the purpose
of this study we shall adopt a classification of motivation set out by

Morgan and Taylor (1984:170) who, after conducting a large number of
student interviews summarise the variation in motivation as follows.

Table 1 - Orientation to education

Orlentation Alm Concemns
Personal Broadening outiook/self Challenge, Passing course,
Improvement Proof of capability | Grades and feedback.
Interesting matenial
Vocational Training Relevance to future career
Qualification Recognising worth of
qualification
Academic Educational progression. Academic progress, grades,
Following an intellectual interest | Stimulating lectures

According to this classification, motivation or orientation to leamning has
been broadly categorized as Personal, Vocational or Academic' together with
the aims and concerns of each type.

In the case of vocational orientation, students are said to be concerned about

the training or qualification as a means of improving job opportunities or
achieving promotion at work. In either case the qualification is seen as a
means to an end.

Students with an academic orientation are those who are pursuing the next
step on the educational ladder. Students who are oriented in this way
according to Morgan (1993) tend to be concerned with success and be
'syllabus -bound'. They are more interested in getting the grades than with
scholarship and learning for its own sake.

Permndbrﬂnmedmdemsaremdemdm be concemed with the
'broadening’ aspects of university education as well as a means of proving
the;rabﬂmesmthernsulvesandmfamﬂymdhmds These students too

' Goodyear (1975) draws a distinction between 'qualification’ and ‘compensation’, where the former is
hroblmulgaspau&quﬂﬁcmnmnrdnrmm;mmtmk and the laer is
where students are "searchmng for something to compensate inadequadies in one's existing life’, These
mhdoﬂyhﬂmwm@deMMummMGmnd 1984



tend to be very concerned with grades as they see their studies as pnmanlyuf
personal significance and a measure of their abilities.

Motivation and Language Learning
Mouvation is also a key factor in language learming.

"Motivation and attitudes are important factors in SLA (Second
Language Acquisition), which belp to determme the level of proficiency
achieved by diffevent learmers” (Ellis 1990:118).

Gardner and Lambert (1972) after having carried out extensive research in to
the role of mouvation in Second language (L2) learning say that in language
learning, the effects of motivation and attitude to learning appear to be
se from the effects of aptitude and that the most successful learners
will be those who have both a talent and a high level of motivation for
learning. Gardner and Lambert go on to draw a basic distinction between an
ve and an instrumental ortentation to L2 learning. The former occurs
when the learner wishes to identfy with the culture of the second language
while the latter occurs when the learner's goals for learning the second
language are functional such as passing an examination, furthening career
opportunities etc. Their findings indicate that in certain contexts where the
L2 functions as a 'foreign I:ngu:ge (not used outside the classroom) an
integrative motivation may be more powerful in faclitating sucx:essful
learning while in contexts where the L2 is a "second language (used as a
means of wider communication outside the classroom) instrumental

motvation may count for more.

Their findings reveal that the effects of motivation can be seen on the rate
and success of SLA, rather than on the route of acquisition’. '

If we try to relate the definitions of motivation as given by Taylor, Morgan
and Gibbs (1981) with those found in second la.nguage learning, a clear
similanty can be seen between Taylor et. al's vocanonal mouvauon and
Gardner and Lambert's instrumental motivation. Both definitions recognize

1 They also po on to say thar the way in which motivation affects leaming is not clear Le. whether i is
motvation that produces successful leaming or whether successful leaming enhances mouvation.



a utilitarian or practical goal. On the other hand the desire for
development described as personal motivation (Taylor et. al) shares some
qualities with a language learners desire to become more proficient in the
language and culture of the second language and thus broaden one's
outlook. There is no parallel between academic motivation (Taylor et. al ) and
the classification suggested by Gardner and Lambert. However, both
definitions have drawn a clear distinction between an orientation to learning
for functional purposes and learning for personal development (broaden
one's outlook).

Since motivation has been identified as a powerful factor in second 1

learning (Ellis 1990, Gardner and Lambert 1959, 1972, Gardner and Smythe
1975) as well as a means to understanding vanation in adult learning,
(Morgan 1993) this study is an attempt to investigate whether students
enrolling for the Advanced Certificate in English at the Open University of
Sn Lanka are mouvated differently and if so, whether the type of motivation
is a factor that affects the outcome of language learning through distance

education.

This paper also hopes to examine the role of prior learming expenences on
performance for although all students admitted to the Advanced Cerutficate
programme have demonstrated their ability to meet the required academic
criteria at entry by successful performance at an Entry Test, given the
diversity in prior learning experiences students enrolling in an open university
usually possess, it is unlikely that previous exposure to education would not
exert some influence on students' performance. The study therefore was also
an attempt to understand how prior learning experiences affect students’
performance.

The Study

The course of study chosen for the purpose of this research, as mentioned
earlier, was the Advanced Certificate in English programme offered by the
Open University of Sri Lanka (OUSL) since1998. The first batch of students
who completed their studies in 1999 formed the sample.

The Advanced Certificate in English is of one years duration and is offered
as a Level 3 course at the QUSL, that is, higher than the foundation level but
lower than the diploma and degree level. It is a programme which bridges
the gap between the foundation level courses - the Programmes in General

English (offered at levels O, 1 and 2) and the Diploma in English which
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constitutes the 1% and 2™ years of the Degree programme. The programmes
in General English (the Certificate in Basic English (Level 0-1) and the
Certificate in Professional English (Level 2)) focus on basic English
grammar and take the students from simple reading and wnung skills vo an
intermediate level.

The Diploma in English requires advanced academic reading and writing
abilities as it focuses on literature and an introduction to linguistics and
teaching of English as a second language.

The Advanced Certificate, while bridging the gap between programmes is
also an independent certificate which aims to enhance the students reading
and wnung abilities. It consists of three courses, viz. Advanced Reading
(LSC 3201) Advanced Wrinng (LSC 3202) and Introduction to Literature
(LSC 3301). The Advanced Reading course aims to develop higher order
reading skills and the abdlt}rmreadavanetyoftextt}rpes such as academic
discourse, journal articles, literary texts, criticisms, commentaries which
contain complex argumentation, symtactic structures etc. The Advanced
Wnting course aims to develop different writing styles such as descriptive,
narrative, cause and effect, process, and argumentation while also training
students to wnite different discourse types such as academic writing, report
writing, travel writing etc.

As an open education institution the QUSL cannot demand that all students
at entry possess the A-level (or equivalent examination). It cannot stipulate
any other formal education thﬁcaunn!s either since it admits mature
students to its programmes with diverse formal qualifications. Thus, in order
to see whether prospective students are capable of following the Advanced
Ceruficate programme which requires a certain level uf proficiency in
English, students are admitted on the basis of an Entry Test which tests their
language skills. All students who score within a_certain range (40 to 55%)
gain entry to the Advanced Certificate in English’, In addmnn,, since the
Advanced Certificate is the step in the educational ladder that precedes the
degree, students who have obtained a ‘C' pass in the Programme in
Professional English also gain direct entry to this programme’.

' Those who score above 55% gam direct entry to the Diploma in English.

1 Since students who enrol for this programme are already competent users of English and not learners

of the language, socio-linguistic facters such as artmude to the L2 and its speakers (kachrwa'
phenomenon etc, Kandiah 19..) would not apply and therefore would not affect leaming,

14-2000-03-174-OUP-300 101



We will, in this study, be looking at student performance in the two language
courses the Advanced Reading course and the Advanced Wnung course.
The course material for Advanced Reading consists of one printed course
book, reading activities and (8) eight day-schools (face-to-face sessions). The
course in Advanced Writing course consists of a printed course book, writing
activities and (7) seven day-schools.

The students are evaluated in both courses by means of continuous
assessment (CA) consisting of 3 tutor marked assignments (TMA)
administered at regular intervals (see table 2 below) and a final project.
Students are required to obtain over 40% in the CA component to be
permitted to write the final project.

Table 2: Percentage of work evaluated in the TMA's

| Assignment Number of day-achools % of work evaluated
completed
| Reading aaﬁgnnmnt 1 4 0%
i_ Reading assignment 2 G 75%
? Reading assignment 3 8 Im%_ - ]
_Writing assignment 1 ‘ - s 0 42%
Writing assignment 2 5 70%
Writing assignment 3 7 L 100% o

The students are first introduced to reading before wmiting since reception
skills precede Eirodu::tion skills in language learning. The first assignment test
in wniting (production skills) is administered only after completion of 87% of
the reading course, thus ensuing that the required reception skills are in place
prior to production. (For contents of assignments see appendix 2)

Research Design

25 of the 33 students who enrolled in the first batch of the Advanced
Certificate in English were the subjects for this investigation. These were the
students who were present for the orientation and first day-school session. In
order to find out what mouvated the students to follow this particular
programme and why they chose the Open University a questionnaire was
administered at the end of the first day school session.

The questionnaire consisted of three sections, Part A, background
information where subjects were required to indicate their age group, sex,
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previous educational q\ﬂiﬁcaﬂons,q'penfunploymennheywmmgaged
- in, marital status and the number of courses taken. This was for the purpose
of building up 2 profile of the type of student who enrolled for this
| " The next section, Part B, contained questions on the reasons
gmmﬂingfurdﬁspmgmmmi.e.thdrmuﬁvﬁ,andwhytheyreﬁwﬂ
_' the OUSL and not at any other institution. Part C was designed to ascertain
&m’rpercepﬁnmnfdimnceeducaﬁun,thatis,thefnrmh!whichthdr
 teaching-learning will take place, the role of the teachers, the role of the
student and number of study hours per course, etc. In the present study we
wﬂlanl}'be:unsideringthcdatagathemdﬁ'omhmhandﬂﬂfme

questionnaire.

Performance was assessed on the basis of marks obtained by each student on
the three assignments administered for each course of study. This was
correlated with previous education and orientation to learning and
M,ahﬂuamﬁnﬂunwmidnﬂm&ﬁtpﬂfammuw

Student Profile

Innrdertn'l:uildupaproﬁ]eofthctypenfstudmtwhomuolsfnrdis
we will first consider the background characteristics of age, sex,

marital status, and employment status.
Table 3: Number of students according to age and sex

18-29 30-39 40-49 50 years Total
. yéars years years of more
Female 2 3 5 0 10 (40%)
Male 4 5 5 1 15 (60%)
Total 6 (24%) 8 (32%) 10 (40%) 1 (4%) 25

Of the 25 students who participated in this study, as the above table shows, a
majority (72%) belong to the 30-49 age group and there are more male
students than female. Since a large number of students can be categorised as
mature students, ie. over 30 years of age, to find out their social and
domestic contexts we next looked at the information provided on marital

status and employment.
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;rahlar 4: Marital Status

Single Married
Female 5 (20%) 5 (20%)
iMalE 7 (28%) B (32%)
[ Total 12 (48%) 13 (52%)

There are an almost equal proportion of married and single subjects enrolling
for this programme. The gender distribution between single and married
students too is equal in proportion.

Table 5: Employment status

Teaching  Empioyedinprofessions  Sefiempioyed  NotEmployed  Not staled
! other than teaching

9 (3%  10{40%) 2(8%) 3(12%) 1(4%)

Table 5 shows that 84% of the students who enrol for this p are
employed while only 12% are not. Of those employed, 36 % are teachers
while the majority, (40%), are in other employment.

Thus it would appear that students with ages ranging from 18 years to 50+
enrol for the Advanced Certificate in English and that 75% are older than 30
years of age and 84% are working. This shows that as with other open
learnung insti ions, mature as well as employed students are attracted by the
opportunity to continue with their education at the OUSL too. Since the data
shows that an equal proportion of males and females as well as single and
married persons enrol we could assume that there is no other bias towards

studying at the OU.

It is however interesting to note that a majority of students (64%) who wish
to acquire advanced skills in English and an introduction to literature are not
teachers but people employed in professions other than teaching or those
who are not in employment. This could be interpreted as an indication that
although the Advanced Certificate in English is a rung in the ladder towards
the Diploma in English which caters primarily to English teachers, it is also
seen as an independent ceruficate.

Next we will examine the overall performance of students followed by their

performance in relation to prior educational experiences and orientation to
learning.
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Performance in the tutor marked assignments (TMA)

In order to evaluate performance in the two courses we first considered the
overall scores obtained by all subjects in the two courses, viz. Advanced

Reading and Advanced Wniting,
Table 6: Descriptive statistics of the scores obtained in the two courses

Mean Mode Std. Dev. Min. Max
Advanced Reading 44 67 40 14.23 22 84
Advanced Writing 46.63 48 B8.57 18 66

Although the mean scores obtained in the two courses suggest that overall
performance in the two courses are comparable, the mode indicates that
more students score higher marks in Advanced Wniting than in Advanced
Reading, Further, the standard deviation shows greater variance in Advanced
Reading than in Advanced Writing suggesting greater variation in
performanc:mthehdvmcedRcadmgcuurs:thmmmeAdvancedng
course. Thus, the data seems to indicate that overall students find the
Advanced Reading course more difficult of the two.

Next we looked at the performance in each of the six assignments (TMA)-
three in Advanced Reading and three in Advanced Writing.

Table 7: Descriptive statistics of the scores obtained for the six assignments (TMA).
Assignment Mean Mode Std.Dev Min. Max. Range

Reading assignment 1 (R1) 4275 40 10.74 22 60 38
Reading assignment 2 (R2) 40.92 34 12.28 22 64 42
Reading assignment 3 (R3) 50.33 62 17.50 22 84 62
Writing assignment 1 (W1)  46.58 48 11.52 18 66 48
Writing assignment 2 (W2)  47.33 44 7.19 34 60 26
Writing assignment 3 (W3)  45.90 44 8.28 34 58 24
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Figure 1: Average Marks Scored for each Assignment

It can be observed from Figure 1 that students perform equally well on all
three TMA's in the Advanced Writing course. A comparison of the mode
obtained by students in the wnting assignments shows (table 7) that the
mode is the same for W2 and W3 with W1 only being slightly higher. This
further confirms that students performed equally well in all three writing

assignments.

On the other hand, an examination of the average scores obtained in the
reading assignments (Figure 1) shows that students on average performed

in assignment 3 than in the other two. An examination of the mode
(table 7) shows that more students scored high marks in assignment 3 (R3)
than in the other two assignments and that the least number of students
scored high marks in assignment 2. This would suggest that on average all
students found R2 the most difficult.

Next we investigated whether those who perform well in one skill eg,
wntng, also perform well in the other - readm The correlation between

performance in the two skills is highly s:gruﬁcant (p<Q006 at p< 0.01)
mdlcatm that those who perform well in advanced reading skills also
perform we]] in advanced writing skills. This is in accordance with previous
-research in applied linguistics that although performance (or output) of a
single individual may vary depending on the type of task and situation
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(Tarone 1984, Ellis 1989, 1990), the underlying linguistic competence’ is
independent of situation (Chomsky 1986, 1988).

Next we will consider the effects of previous learning experiences and
motvation on performance.

Performance in terms of Previous Education

Unlike conventional umiversity students who are considered to be more
homogeneous since they are admitted to college only the basis of A-level
performance (or equivalent examination), the mature students who enter
OUSL programmes have different types of formal qualifications. Since some
subject had more than one previous qualification the percentage without a

particular qualifications was also computed.
Table 8: Subjects grouped according to previous educational qualifications
Possess Qualification

O/fL with Literature 8 (32%)
AL with Literature 5 (20%)
Advanced level (without Literature) 12 (48%) -
Professional English 7 (28%)
Diploma 2 (8%)
GAQ 3 (12%)
TTC (Trained Teachers Certificate) 7 (28%)
Other* 8 (32%)

* Qualificaions in accountancy (CIMA), Law (attormey ai law), information technglogy, nursing, business management ekc.

The data in table 8 show us that although students are admitted to the
Advanced Ceruficate in English bmdanmmksscuredatthtEnuerest,
students come with diverse prior learning experiences. 52% of all students
Iuvehzdsam:expommEnghshhtemmmeuhantheO‘lﬂelsarﬂrhe
A' Levels and a further 28% who have completed the Cenificate in
Professional English have had exposure to a language course. 40% have also
hadtmn.mgmla.n guage (and perhaps literature) at post-secondary level such
as'the GAQ or the Trained Teachers Certificate (TTC).

5 The underlying mental r the represented in the mind of a particular insdivdual
(Chomsky 1988). Thcum’:muﬂrcmhngw nnﬂhemmusﬂmh:uhmpm&md.
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It is also interesting to note that 32% of the students who enrol in this
programme have other qualification such as MBA, CIMA etc.

We will next consider performance in relation to previous educational qualifications.
Table 9: Performance according to previous educational qualifications

Reading Writing

O/L with Literature 46.95 49.3_3
AJL with Literature 50.53 50.13
Advanced level (without Literature) | 47.53 45,26
Professional English  38.05 44 10
Diploma ; 41.17 47

| GAQ | 4489 41.25

L T1C | 4263 | 45.41

.i Other* 43.50 49.33

55

m O/L wath
Li

OA/Lwi
.}%JJ!LH?ﬂni“hml
.%fgﬂiﬂﬂﬂ
3 Bifloms
mGAQ
gTTC

g Other

Mean Score

Language Skill

Figure 2: Performance according to Previous Educational Qualifications

It can be observed from Table 9 and Figure 2 that subjects with the
Advanced Level with English perform better in both courses than subjects
with other prior qualifications. On the other hand, students with a
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Professional English qualification perform the least well in reading while
those with a GAQ perform the least well in writing.

As expected therefore, we can observe that previous learning has engendered
variation in performance. In order to see the manner in which 1t affects
performance, we next examined student performance in the individual
assignments through the course®. This would give an indication as to whether
the rate of learning is affected by previous expenences.
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Figure 3: Rate of leaming according to previous qualification - READING

It can be observed from Figure 3 that previous learning experiences affect the
performance in reading assignment 1 (R1) where subjects who have completed
the Advanced Level (with or without English literature) perform better than
others. (The correlation analysis shows a high positive the relationship
between performance in and A-Level with Literature(0.40%)). The weakest
performance in reading assignment 1 (R1) is by those who possess the
Certificate in Professional English (less than 40%) (see table 1(a) appendix 1).

6 since students who possess a 'C pass in the Certificate in Professional English gain direct entry to the
Advanced Certificate m English, we also wanted to study their progress through the programme

? This would account for the performance of those not in employment as they have only the Advanced
Level with English.
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F@re3a]soshmth:trega::ﬂmnfprm1sl ing experiences all
puformbetterleandRJthanmRz(suappendml table 1(a)).
hmmpmannffrequmuushowedthnmthmﬁﬁ% of students
scored less than 40% for R2. This again suggests that all students found R2
murtdlfﬁmltthenthﬁtmlfwelookatperformmmRmemof
jons we can see that those who possess the GAQ score the
lmeﬁ'whﬂedmaewuhﬂdauquabﬁannns,h’lwelﬂhEngb&hmd
without English score the highest. Those with Professional English, TTC
and GAQ do not score over 40% for R2.

It is however, interesting to note that in reading assignment 3 (R3) subjects
who possess the GAQ, and O' Level literature perform better than those
whnmmewmhthe]:‘.nghshutheh‘lﬂcl Further, students with the
Certificate in Professional English score over 40% in R3.

Thus,thcdﬂaappmmtnmgeﬂthatiniﬁzﬂythcmbpﬁswﬂhhglmbatthe
Advanced Level perform better than others but with training in reading
skﬂls:heothcrgroups,pammhﬂythnsewnhtheGAQa:ﬂtbeTmnd
Teachers' Certificate are able to out perform those with English at the A -
Level. The data also reveals a progressive achievement by those who gain
direct entry to the Programme, ie. subjects who possess a 'C' pass in
Professional English which indicates their ability to meet the
standard with training in advanced reading skills.

ih

% Only teachers possess the GAQ and teachers performed the lowest in R2 {rable...)
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We next examined the rate of learning in Advanced Writing
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Figure 4: Rate of learning according to previous qualification - WRITING

Figure 4 shows that there is greater variation in performance in W1 than in
the other two. It also shows that all groups except those who come with the
GAQ score above 40% with those who have the Literature for the O' Level

scoring the highest (see table 1(b) in appendix 1).

In assignments 2 & 3-(W2 & W3) the variation between students with
Mmrpmlmgmmcﬁdemahhwghthmw&h&glish
for the Advanced Level score slightly higher than others in W2. The
pe&urmancebctweengmupsismustﬂﬂ:ehwiﬁngassignmmi(W3).Itis
also interesting to note that unlike in reading, the scores obtained by those
who are admitted to the programme on a 'C' pass in the Centificate in
Professional English are neither higher nor lower than those who are
admitted through the Entrance Test.

It can be observed that although the initial performance in writing of
mﬂmhw:zhve&ﬂishfmmeﬁdmudhvelhbmathmmnuf
students who possess other previous learning experiences, as the course
progresses the performance of students become more .

From the examination of the data we can make several observations - first

that previous learning experiences have a bearing on learner performance
parucularly at the initial stages. However it can be seen that not all types of
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previous language/literanure learning experiences have such a bearing. Some,
mchastheﬁ'lmrdwhlnmmmdatth:ﬂrbrnagcsmbothm,hu

others such as GAQ or TTC appear to help advanced reading in the latter
stages. On the other hand, a progressive developme mmbeubwwdm
both courses with those who have Other qualifications. Further, that
althnughstudﬂuswhaareadnnuedﬂnthebasxsnfa'f:passinthe
Certificare in Professional English do not perform well on reading ininally,
they are able to meet the demands of the Advanced Certificate with training,

An examination of the rate of learning also reveals that student performance
in both skills, especially in writing, become more homogeneous as the course
progresses.

The data therefore seems to justify the admittance of students through an
Entry Test, for by the end of the programme, students, despite diverse prior
leaming expeniences, seem to have achieved a similar competence in

advanced wrnting skills and achieved the required level in advanced reading
skalls,

Performance in terms of Orientation to Learning

The data so far has revealed thar people with educational

qualifications as well as those engaged in different types of employment
enmlmtheprn . This leads us to the question as to wly they are
following this programume, i.e, what has motivated them to join a programme
that would enhance their reading and writing skills in English and obtain an
introduction to the appreciation uf literature in English.

The options given in the questionnaire in answer to the above question were,
for career advancement (vocational), to obtain a higher qualification
(academic), for personal development or for any other reason (to be
specified). Since Iearners could haw;: more than one reason for pursuing
higher studies the subjects were allowed to select more than one opuon. The
selections were as follows:

Table 10: Subjects grouped according to motivation or orientation to leaming

Vocational

__12 (48%)

Academic

Parsonal
development

Any other reason

4 (16%)

13 (52%)

0 (0%)
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Three subjects who had selected ‘academic’ had also selected 'personal
development' as a motive for following this course while one subject had
ticked all three options. If we exclude the subject who had selected all three
options it could be said that 44% followed this programme purely for
functional reasons. If we broadly categorise ‘academic’ and 'personal
development’ under integrative motivation (especially since three out of the
four have selected both options) it could be said that (48%) have earolled for
the purpose of broadening their outlook.

We next looked at performance in terms of orientation to learning

Table 11: Performance according orientation to leaming

Vocational Academic Personal development
Reading 43.76 40.22 47 49
Writing 46 40 48,22 48.18

50

g Yocational
] Academic

@ Personal

Mean Score

Writing

Language Skill

Figure 5: Performance according to Orientation Leaming

It can be observed from table 11 and Figure 5 that in both reading and
wntng subjects are personally onented perform better than subjects who are
either vocationally or academically oriented. The correlation between scores
obtained by subjects who are motivated for personal development and

performance is statistically significant (reading .54** p < 0.01 and writing

113



53“p{0.01) The correlation between performance and the other two
types of orientation was low. This indicates strongly that those who are

Thus, contrary to Morgan (1993) where no clear relationship anaﬂ
between performance and motivation, the data in this study suggests

orientation to learning does affect student performance in both Advanced
lemgmdﬁdwnoedw and that students who enrol in the
programme with an 'instrumental’ or 'vocational' purpose perform less well
than students who join the program to broaden their outlook (Le. integrative
nmtmmnn)

Motivation and employment

In order to build up a profile of the students who are differently motivated in
terms of employment, further exploration of the data was carried out. The
correlation between motivation type and employment revealed a
correlation coefficient (.42**)° . Anmmumnfthemwdml:howaddm
seven of the nine teachers (i.c.78%) were 'vocationally’ motivated while only
two were 'academically motivated. On the other hand, seven of the ten
subjects (70%) in employment other than teaching as well as all (100%) of
those not in employment said that they were following the programme for
personal development.

We next considered the performance of students engaged in the different

professions.

Table 12: Performance according to employment status
Average mark obtained Average marks obtained

for reading for writing
Teacher 40.64 4548
Profession other than teaching  48.17 48.34
Self-empioyed 33.67 47.67
Not employed 51.56 49.78
Not specified* 50.00 48.67

("one subject only)
(For marks obtained for the individual assignments see appendix 1 table 3)

— ———— ———

¥ ¥ onrrelation is significant ar the 0.01 level
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Overall performance in reading, according to type of employment engaged
in, shows that those who are not employed score the highest and thar those
who are self -employed the least. It is interesting to note that the
performance of teachers in reading is poorer than that of the not employed
and those engaged in professions other than teaching. It can be ubsen'ed
from figure 6 that in writing too those who are not employedpﬁfnnndw
best while teachers score the least well.

Thus, from an examination of student performance according to
loymemmnmltcanbesmdthatstudentswhamnnt employed
perfonndmbestnvemﬂmboﬁrﬂdm and writing and that teachers do not
perform highly in either course. ltcanalsnbeseenthﬂdmscwhomm
employment other than teaching are more skilled than teachers in reading.

| Teacher
[ Professions other than
1 Self-employed

g Not-cmployed

Mean Score
&

@ Not specified

Language Skill

Figure 6: Performance According to Employment Status

The data examined has revealed that, contrary to expectations, performance in
the language skills are at variance with professions with teachers performing
less well than non-teachers. The data has also revealed that a large majonty of
teachers were following the course for functional purposes while most of those
in other o}nnmmdallafthosenutmmnpl had enrolled to
brmdtnthﬂrmﬂﬂﬂk.lnthEhghtafnurﬁndmgsthatsmdmtswhowm
instrumentally motivated were less successful than students who were
integratively motivated, it could be inferred that teachers were poor performers
because they were mstrumentally (or functionally) motvated.
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Discussion and Conclusion

Akthough the limited sample size in this study warrants caution in

generalizing, the results seem to point 10 some interesting insights with
regardtnlea.rmngadvancedlan guage skills at the Open University. The
findings indicate that in the partcular learning situation investigated,
onemmnnmlwnmgmdprmnusmcpumrem learning, affect student
performance.

The performance patterns revealed that some types of previous exposure to
language leaming affectssmdmtpa‘fnrmancemtheacqmsmanof advanced
language skills, the effect however, is mostly seen at the initial stages with
little or no observable difference towards the end of the programme. The
data therefore seems to justify the admittance of students through an Entry
Test, for by the end of the programme, students, despite diverse pnur
leaming experiences, seem to have achieved a similar competence in
advanced writing skills and achieved the required level in advanced reading
skills.

The study also seems to suggest that, in general, students who are personally
oriented are better overall performers than students who are vocationally
onented.

It has been said that a vocational orientation leads students to do the
minimum to pass in order to obtain a degree and that some students decide
that grades are not particularly important since they require the qualification
to achieve promotion at work (Morgan 1993). This could perhaps be a
possible explanation for the relatively poor performance of teachers for it
was seen that a large proportion of the teachers were vocationally motivated.
Since most of them also possess the GAQ and TTC as well, the Advanced
Certificate in English could be another qualification that would lead to career
advancement and therefore, the grades that they obtain would not affect their
overall functional goal. So we can understand how these students come to be
doing lirtle be)-nnd the minimum requirement of the assessment system,
given that their aim is to obtair a pass in the Advanced Certificate.

In contrast, to students with a personal orientation who want 1o prove their
abilities to themselves, grades are important, because for them, it is an
. assessment of their own capabilities. In the present study, all of the subjects
who were not in employment and many in professions other than teaching
had enrolled for personal development. Given that the highest qualification

possessed by subjects who were not employed was the A'Level, it is possible
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that they wanted to prove their abilities to themselves as well as to family and
friends while subjects who were in employment other than teaching,
although they had proven their abilities in other fields, may have wanted to
assess their capabilities in the language skills and therefore, that to these two
groups, grades were important, hence the better performance in both
courses.

The study seems to suggest that, in general, smdemts who enrol in the
Advanced Cerificate in English with the purpose of broadening their
outlook and acquiring new knowledge tend to be better performers than
students who enrol with a functional purpose with the intention of obtaining
a qualification. Thus, the findings of the present study implies that in the case
of distance learners where 'steering and maintaining forces' are largely
controlled by the learner, that orientation to learning, (together with the
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Appendix 1

Table 1 {a): Avarage marks oblained according to previous educational qualifications - Advancad Reading

Qualification Assignment
R1 R2 R3
|Other 40.25 4.5 45.75
T7C 41.14206 31.33333 55.66667
GAQ 4133333 29.33333 %4
Diploma 40.5 40 43
Prof. English 38.45299 32.08484 44.83258
A' Level without literature 46.75 4433323 51,5
AJL with literature 50 44.4 57.2
OIL with Literature 44,375 37.42857 58.42857
Table 1{b): Average marks obtained according to previous educational qualifications - Advanced Writing
Qualification Assignment
[w W2 w3
Other 50.5 49.25 48.25
TTC 45 44 47.6
GAQ 36.66667 41.33333 4B
E_Diplﬂlﬂl 53 45 43
|Prof. English 4466742 43.62443 44.50641
A' Level without literature 42.5 47.66867 45.63628
AJL with literature 52 50 48.4
O/ with Literaturs 54.85714 47.42857 45.71429
;l'lhll 2: Average marks scored for the different TMA's according to orlentation
-i Wiriting Reading
| W1 w2 W3 R1 R2 R3
Vocational 48 46 4500 |4392 |37 50.33
Personal development 4733 [ 5027 |4686 |43.83 | 4587 | 5267
Academic 4387 |4833 |a4667 |3787 |28 45
Table 3: Averagge marks obtained for individual assignments according to profession
Z ' Reading Wiiting
. R1 R2 R3 Wi W2 W3
Teacher '_ 4000 [33.50 (5250 [4530 4450  [46.57
Profession other than tesching  |42.50  [44.80  [5120  |4460 [48.00  |46.44
‘Seif-employed 3700 (3600 [2800 (5600 (4300 [44.00
" |Net emplayed 46.67 53.33 5467 |4667 [58.00  |44.87
\Not specified 60.00  [34.00 'S6.00 5600 4000  [44.00
*one subject
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Appendix 2

Reading assignment 1 tests students' ability to identify the main points in the
development of the plot of a short story in relation to nme sequence.

Reading assignment 2 tests students ability to read and understand a
discursive essay and to identify the main ideas discussed (summarise) and
assignment 3 tests the students’ ability to pick out the main points, sub points
and examples supporting each of theses points in a text written in the style of
a report. (An extract from an UN report on Globul Responsibility and Hunan

Writing assignment 1 tests students' ability to write an essay using the
problem-solution organizational pattern.

Writing assignment 2 is an essay writing task usingthe general - specific
organization pattern on either The usefidness of English , Education i Sri Lanka
or Responsiblities of the Press.

Writing assignment 3 is writing the introductory chapter for the final project
report students have to submit for the final evaluation. Here they are
required to underline the thesis statement, i.e. the statement that states their
opinion on the subject/topic concemed and which guides the report.
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