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Attributions and Perception of Success in Online Learning: Causal
Dimensionality of Distance Language Learners

Ayse TASKIRAN?

Abstract: Causal attributions are known as important factors that affect learners' persistence, expectation
of future success, motivation and consequently success. This study aims to reveal the perceptions of success,
attributions and causal dimension styles of adult learners learning English in different distance education
programs in an open education faculty. An open-ended questionnaire and the Causal Dimension Scale
(CDSII) were used as data collection tools. The perceptions of success, causal attributions and attribution
dimensions of English as a foreign language learners were compared according to their dimensionality
styles. The study also aimed to examine participants' dimensionality styles in order to draw conclusions
about healthy and unhealthy attribution styles. A questionnaire and the Causal Dimension Scale were
administered to 88 volunteer participants who were asked to indicate their perceptions of success and at
least one reason behind their perceptions. The results revealed that success-oriented learners outnumbered
failure-oriented learners. The most common attributions for success were effort, teacher, and interest, while
repeated attributions for failure were lack of effort, lack of interest, and time. Learners who perceive
themselves as successful exhibited healthier dimension styles with significantly more internal, controllable
and stable attributions. Failure-oriented learners, on the other hand, exhibited more unhealthy styles with
more external, stable, and uncontrollable attributions. The findings are discussed in terms of online learning
and achievement motivation.

Keywords: Attributions, online learning, causal dimensions, foreign language learning, achievement
motivation

Cevrimici (")grenme}ie Nedensel Yiiklemeler ve Basar: Algisi:
Uzaktan Dil Ogrenenlerin Nedensellik Boyutlari

Oz: Nedensel yiiklemeler, 6grenenlerin derse devamini, gelecekteki basar1 beklentisini, motivasyonunu ve
dolayisiyla basariy1 etkileyen 6nemli faktorler olarak bilinir. Bu ¢alisma, bir agik 6gretim fakiiltesinde farkli
uzaktan egitim programlarinda Ingilizce dgrenen yetiskin dgrenenlerin basar1 algilarini, yiiklemelerini ve
nedensel boyut stillerini ortaya ¢ikarmayi amaglamaktadir. Veri toplama araglari olarak agik uclu bir anket
ve Nedensel Boyut Olgegi (CDSII) kullanilmustir. Ingilizceyi yabanci dil olarak 6grenenlerin bagar1 algilari,
nedensel yiiklemeleri ve yiikleme boyutlari, boyut stillerine goére karsilastirilmistir. Calisma ayrica,
katilimcilarin boyut stillerini inceleyerek saglikli ve sagliksiz yiikleme stilleri hakkinda sonuglar ¢ikarmay1
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amaglamistir. Basar1 algilarii ve algilarinin arkasindaki en az bir nedeni belirtmeleri istenen 88 goniillii
katilimerya bir anket ve Nedensel Boyut Olgegi uygulanmistir. Sonuglar, basar1 odakli dgrenenlerin sayica
basarisizlik odakli 6grenenlerden daha fazla oldugunu ortaya koymustur. Basar1 durumunda en yaygin
yiiklemeler ¢aba, 6gretmen ve ilgi iken, caba eksikligi, ilgisizlik ve zaman basarisizlik i¢in tekrarlanan
yiiklemeler olarak tespit edilmistir. Kendilerini basarili olarak algilayan 6grenenler, 6nemli dl¢iide daha
fazla igsel, kontrol edilebilir ve istikrarli yiiklemelerle daha saglikli boyut stilleri sergilerken; basarisizlik
odakli Ogrenenler ise daha dissal, istikrarli ve kontrol edilemez yiiklemelerle daha sagliksiz stiller
sergilemistir. Bulgular ¢evrimi¢i 6grenme ve basar1 motivasyonu agisindan tartisilmistir.

Anahtar kelimeler: Yiiklemeler, ¢evrimi¢i 6grenme, nedensellik boyutlari, yabanci dil 6grenimi, basari
motivasyonu

Introduction

English language, a medium of both face-to-face and distance education, has become a
lingua franca “as a way of referring to communication in English between speakers with different
first languages” (Seidlhofer, 2005, p. 339). Consequently, English as a foreign language (EFL) has
become a compulsory course in many countries, and it is perceived as a challenge particularly in
open and distance learning context. Thanks to developing information and communication
technologies, it is possible to teach and learn foreign language at a distance.

The advance of the Internet and communication technologies has resulted in blending
online teaching and learning in traditional practices of universities, which has also made open and
distance learning (ODL) more engaging (Tallent-Runnels et al., 2006). Singh and Thurman’s
(2019) systematic literature review on online learning summarizes research between 1988-2018 in
order to come up with a comprehensive definition of the concept. Based on their review, online
learning can be defined as online teaching and learning experiences that integrate communication
technologies and devices in synchronous or asynchronous contexts in a way that learners can
interact with their teachers and peers, engage in collaborative tasks and experience effective,
independent learning experience anywhere anytime. Online learning gives everyone the
opportunity to receive education anywhere, anytime at their own pace. Paulsen (1993) summarizes
these features as freedom of content, space, medium, and access. Over the last couple of decades,
higher education institutions have been through digital transformation (Kopp et al., 2019), which
has resulted in application of ODL in many institutions. According to Hodges et al. (2020), online
lessons need to be adequately planned according to principles and theories, and they should include
quality online course design to be effective. Although ODL practices bring about many advantages
such as opportunity for individualized instruction (Means et al., 2019), they also lead to some
challenges such as reaching out large numbers of students at marginal low cost, increasing the
diversity of courses, application of technology, and involvement of private sector. There have also
been some challenges regarding adoption of current technologies, lack of professionalism in terms
of teaching and management (Prasad, 2018), expensive course teams, inefficient financial support
from governments (Daniel, 2019), low computer and internet self-efficacy of learners (Johnson et
al., 2018). Some more difficulties can be listed as increasing number of learners, with extremely
diverse learner profiles, learning needs, expectations (Lindeman, 2015), and the distinction
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between the learner and the instructor. These challenges may result in low motivation, high attrition
and drop-out rates or failure in distance courses (Simpson, 2013).

The distinction between learner and instructor, which is inherent in ODL, provides the basis
for the learners to work independently, take their own learning responsibilities and make their own
work plans. One researcher associated with the terms; independence, autonomy and self-directed
learning is Michael Moore. Moore's early focus was on pedagogical issues, and the two-
dimensional theory of interactive distance (transactional distance) is based on distance learning and
student autonomy (Garrison, 2003, p.162). If a learner is working without any support, the highest
distance will occur. Moore describes this as “programs without dialogue and structure” (Moore,
1991). According to Moore, a normal distance learning course should provide opportunities for
both structure and interaction (Holmberg, 1995, p.166). The arguments about student autonomy
are based on the general situation of adult students in ODL contexts. This usually means that family
and work tasks and social obligations should be a priority. Academic studies take place when these
tasks permit and when students are prepared physically and emotionally.

Motivation, as one of the critical factors that affects learning (Lim, 2004), is seen as a
decisive factor in the persistence of students or giving-up the course (Muilenburg & Berge, 2005).
Increasing success motivation may be possible with the identification of the causes of failure and
taking measures accordingly. Attribution theory (Weiner, 1972) is precisely the theory that deals
with this, the reasons for success and failure. Factors affecting achievement motivation in online
learning contexts are difficult to put forward clearly due to the large number of variables in the
context. Poor motivation might originate from numerous factors. Therefore, ascribing poor
motivation either to learning environment or to a learner attribute might not clearly explain why
some learners continue striving for success while others give up and fail in online context.

Review of Literature

Achievement motivation has been a focus of studies in educational sciences for years.
Researchers in earlier studies focused on how motivational and cognitive factors interact and how
they lead to success when employed together (Linnenbrink & Pintrich, 2002, p. 313). As a
"dynamic, multifaceted phenomenon™ (Linnenbrink & Pintrich, 2002, p. 313), motivation has been
linked to learners’ cognitive and affective processes (Brophy, 2010). Many theories have tried to
explain the complex and dynamic nature of motivation to learn, yet there seems to be diverse
opinions and no consensus related to the topic. While some theorists conceptualize achievement
motivation as a perpetual personal trait - which may exist too little or much in an individual- and
which is relatively stable (McClelland, 1985), more contemporary theorists claim that there are
conscious beliefs and values in the acquisition of achievement, so more recent experiences gain
importance (Stipek, 1998). One of those theories that try to explain achievement motivation is
attribution theory. Attribution theory focuses on perceived causation (Weiner, 1972), " attribution
referring to the perception or inference of cause™ (Kelley & Michela, 1980, p. 458). Weiner (1972)
defines attribution theory as the interpretations of the causes of outcomes by individuals. These
interpretations are considered to be critical factors affecting future outcomes. Basically, the theory
focuses on the individual's judgement of why a particular incident occurred and how these
interpretations affect the subsequent action (Weiner, 1972, p. 202).
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Bernard Weiner, as one of the most important educational psychologists, associates
attribution theory with academic achievement. Weiner has developed Rotter's (1966) only internal-
external locus of control dimension by dividing it into three distinct dimensions: locus, stability
and controllability. The locus dimension refers to the source of the cause (internal, external), the
stability to continuity of the cause, and the controllability dimension refers to whether the
individual has control over the cause (Stipek, 1988). For example, while ability and effort are
considered internal reasons for success, ease of work or help of others are considered external
reasons. Some reasons, such as mathematics, are perceived as stable, while others, such as luck,
are perceived as unstable or temporary. Finally, reasons such as effort can be voluntarily changed
with the control of individuals while others, such as luck and ability cannot (Weiner, 2000, p. 4).
According to relevant literature, attributions might differ according to different contexts, different
cultures, and different individuals as well. Nevertheless, it is still possible to make quantitative
comparisons of causal dimensions. Locus of causality, stability and controllability dimensions are
used to argue that these attributions may lead to healthy or unhealthy future behaviors (Dresel et
al., 2005).

When people try to understand the reasons for their success or failure, they make some
explanations or judgments and make some attributions while doing so. The dimensions and
orientation of the attributions affect people's feelings, beliefs and self-esteem. As a natural
consequence of this, people can exhibit certain beliefs, attitudes and behaviors. If the causal
burdens on success or failure determine success, changes in these beliefs logically will create
changes in success behavior (Feshbach & Weiner, 1991, p. 505). Learning more about attributions
of learners might help to make necessary changes related to their negative ascriptions in order to
keep their motivation at a high level.

When considered from the ODL perspective, achievement motivation of adult learners
might be affected by various factors, most of which are peculiar to online learning and adult
learners’ characteristics. Online learning is often challenging for adult learners who are employed
to balance their work and education lives (Dumais et al., 2013; Joo, 2014), and other frequently
reported challenge for those learners is related to domestic problems such as low-quality internet
connection (Kahu et al., 2014), limited physical environment for studying (Selwyn, 2011),
distractors in the household (Zhang & Krug, 2012), lack of family support (Willging & Johnson,
2009).

Purpose and Significance of the Study

Many studies in the field have revealed that attributions have cognitive and affective
consequences that affect learners' achievement motivation, persistence, and expectancy of future
success directly (Meece et al., 2006; Pintrich & Schunk, 2002; Weiner, 1985, 2000; Williams et
al., 2001). A considerable body of research focused on learner attributions (Tang et al, 2011; Tulu,
2013; Williams et al., 2001; Williams et al., 2004), relation between attributions and achievement
(Pishghadam & Zabihi, 2011), attributions and self-efficacy (Hsieh & Schallert, 2008), and
attributions and causal dimension patterns (Dresel et al., 2005; Weiner, 1985). Lei and Qin (2009)
mention the three categories of achievement attribution studies:
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“1) the researchers hypothesize certain settings of academic success or failure and ask the
subjects to self-report reasons for the success or failure, followed by the subjects’ self-assessment
of attributional dimension of the reasons...

2) The subjects are required to choose out of the reasons presented by the researchers that
are in accord with the factuality of their academic success or failure...

3) Interview, diary-writing or autobiography approaches are employed (Lei & Qin, 2009,
p. 30)”

This study differs from the above-mentioned first two categories as it intends to ask about
the perception of success to the participants directly without generating hypotheses. Based on their
perceptions of success, the participants are asked to self-report reasons for the success or failure
rather than selecting from the list of predetermined reasons presented to them. Considering the
context and individual-specific nature of the attributions, enabling participants to list the causes of
their outcomes themselves could make the findings of the study stronger. Like the first category
studies, this study also lets self-assessment of attributional dimension of the reasons. More
importantly, when studies on achievement attributions are considered, there seems to be not much
research on attributions and causal dimensionality styles of English learners in online learning
context. Putting forward the reasons behind poor motivation and accompanying failure by
subjective evaluation of the distance English learners might contribute to the achievement
motivation literature in online learning contexts.

Method
Research Design

The study adopted descriptive survey design. Descriptive research is the research that tries
to investigate the event as it is in order to determine the current situation. “Survey designs are
procedures in quantitative research in which you administer a survey or questionnaire to a small
group of people (called the sample) to identify trends in attitudes, opinions, behaviors, or
characteristics of a large group of people (called the population)” (Creswell, 2002, p. 2). In this
study, both qualitative and quantitative data were collected to gain more insights about the
phenomenon. Qualitative data were gathered through a questionnaire consisting of open-ended
questions. Quantitative data were gathered by using Causal Dimensions Scale. This study intends
to seek answers to the following research questions:

1) What are the achievement perceptions of EFL learners?

2) What do distance EFL learners attribute their success and failure to?

3) What are the causal dimensionality patterns of distance EFL learners?
Participants

A total of n=88 adult online EFL learners attending different programs of an Open
Education Faculty in a public university in Turkey voluntarily participated in this study. The
participants’ ages ranged from 23 to 54 years. They were informed about the survey with an
invitation on a social networking site, Facebook. English courses are offered as two compulsory
courses for all programs in the Open Education Faculty, which provides context for this study. The
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teaching strategy is based on individual learning. Online platforms and e-campus as a learning
management system are used for the content delivery. In the e-campus system, there are e-learning
materials and digital books. The course content also includes e-seminar sessions where teacher and
the learners meet through videoconferencing. The participants answered the questionnaire and the
scale online through the end of fall term in 2021-2022.

Data Collection Tools

The study adopted two different data collection tools. First the participants answered a
questionnaire. Then, they completed The Causal Dimensions Scale based on their responses to
questionnaire.

The Questionnaire

The researcher compiled a questionnaire that included one yes/no question and one open-
ended question. The yes/no question asked if the participants considered themselves as successful
or unsuccessful language learners. The open-ended question that followed the yes/no question
asked participants to list the reasons behind their perceived success or failure. The participants
were free to write as many reasons as they wished. This question intended to reveal the participants’
causal attributions.

The Causal Dimensions Scale 11

For the causal dimensionality patterns of the learners, The Causal Dimension Scale 1l
(CDSII), a nine-point Likert type scale (McAuley et al., 1992) was utilized. CDSII was used in the
study after obtaining the necessary permissions for copyright. CDSII is the second version
(McAuley et al., 1992), and in this version the controllability dimension was modified. In the first
version, it was thought that the internal consistency of the controllability dimension was weak and
the fact that the controllability could be caused by the person himself/herself or by external factors
resulted in additions and corrections to this dimension (McAuley et al., 1992). In this way,
reliability values of the dimensions are given according to the results of four different studies on
the new version (CDSII). Internal dimensions’ consistencies were calculated, and Cronbach Alpha
was reported to range between .60 and .92 in four studies (McAuley et al., 1992). The Turkish
version of the scale was used and validated in another study by Semiz (2011). The Turkish version
of the scale was checked by three English instructors for its clarity and face validity (Semiz, 2011).

CDSII, theoretically, includes the causal focus, causal stability and causal controllability
dimensions of Weiner's attribution theory, and it also aims to measure the controllability dimension
in two sub-dimensions as internal and external control. The scale has four sub-dimensions -causal
focus (items 1-6-9), external control (items 5-8-12), stability (items 3-7-11), internal control (2-4-
10). It is a 12-item scale. In the nine-point scale, two opposing statements were placed in each
item and the participant was asked to choose a number according to the degree of closeness to
which statement he / she felt close to. The highest score that can be obtained from the three items
in each sub-dimension is 27 and the lowest score is three. The high score in these sub-dimensions
shows that the cause is internal, stable and individually controllable. In the scale, the participant is
asked to classify the answer given to the open-ended question according to these statements.

Data Collection Process
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The questionnaire, CDSII, consent form for voluntary participation and information about
the study were transferred into Google documents and were shared with the participants. The
participants had a week to complete the questionnaire and CDSII.

Data Analysis

Perception of success was analyzed with frequency percentages. The questionnaire data
were divided into two categories as success group (SG) and failure group (FG) based on the
responses of the participants to the first question, namely perception of success. For the analysis of
the open-ended question, which asked about the reasons behind their perceived success and failure,
each cause was given a number and lists of causes for SG and FG were created. The lists were
analyzed, and each cause was assigned a label independently by the researcher and a second rater
separately. The raters then compared the lists of labels. When disagreement occurred, the raters
discussed the labels together. Frequencies were calculated both for SG and FG.

For the causal dimensionality patterns of the learners, the scores given to the items related
to the dimensions on CDSII were totaled and causal dimensions were created. The criteria used
when evaluating the data are as follows: A high score from items of locus dimension (1-6-9.)
indicates that the attribution is internal, and the low score indicates that it is external. The higher
score in the external control dimension (5-8-12) indicates the controllability of the attribution (by
other people), while the lower score indicates an uncontrollable attribution. In the personal control
dimension (2-4-10), the higher score indicates that the attribution can be controlled by the
individual, while the lower score signals that the ascription is uncontrollable by the person. Finally,
the high score in the stability dimension (3-7-11) indicates that the reason for the attribution is
permanent and the low score indicates that it is unsteady. Causal dimensionality of the participants
was analyzed with descriptive statistics by calculating the mean scores of each dimension in for
success and failure groups separately. The dimensionality style comparisons between success and
failure groups were made with independent samples t-test statistics.

Findings
Perception of Success

The first research question asked if online EFL learners perceived themselves as successful
language learners. Among 88 learners, those who answered as “yes” outnumbered those with “no”
answers. The number of participants with success perception was 53, while it was 35 for those who
believed they were unsuccessful. The findings can be seen in Table 1.

Tablo 1.

Perception of Success

Perception of success F %
successful 53 60.2*
unsuccessful 35 39.8
Total 88 100

* Higher percentages
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Attributions

In success-oriented group, the participants stated 67 causes for their success and those
causes were categorized under nine different attributions. The attributions included effort, ability,
interest, motivation, background, teacher, program, determination, necessary for life. The findings
can be seen in Table 2.

Table 2.
Attributions of Success Group

Attributions f %
Effort 21 31
Teacher 17 25
Interest 13 19
Motivation
Program
Background
Determination
Necessary for life
Ability

Total

DL NDNDN B~ O
RN WWwWwwWwo

00

The participants in failure-oriented group stated 35 causes for their failure. Their
attributions were categorized under eight different attributions. The attributions included lack of
effort, lack of background, lack of time, lack of ability, lack of motivation, lack of confidence, not
necessary for future career, and program. Lack of effort, time and background were the most
frequent attributions. The attributions, their frequencies and percentages can be seen in Table 3.

Table 3.
Attributions of Failure Group

Attributions f %
Lack of effort 8 23
Lack of time 8 23
Lack of background 7 20
Lack of ability 5 14
Lack of motivation 3 8
Program 2 6
Lack of confidence 1 3
Not necessary 1 3
Total 35 100
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Dimensionality Styles

For the dimensionality styles, scores of SG and FG were compared in terms of locus,
external control, personal control, and stability. Findings of SG revealed high scores for locus, low
scores for external control, and high scores for both personal control and stability. Compared to
SG, findings of FG indicated lower score for locus, higher score for external control, lower score
for both personal control and stability. Findings can be seen in Table 4.

Table 4.
Causal Dimensionality Styles of Success and Failure Group

Groups Locus External Control Personal Control Stability
Success Mean 7.01* 3.44 7.31* 6.55*

N 159 159 159 159

Std. Deviation 2.425 2.594 2.165 2.415
Failure Mean 5.16 4.50* 4.86 4.25

N 105 105 105 105

Std. Deviation 2.839 2.791 2.910 2.776
Total Mean 6.27 3.86 6.34 5.63

N 264 264 264 264

Std. Deviation 2.745 2.720 2.760 2.797

* Higher percentages

SG and FG was also compared in terms of causal dimensionality by using independent
samples t-test. The findings can be seen in Table 5. Significant difference was found for all causal
dimensions between the groups. That is, SG's scores for locus, personal control, and stability
dimensions were significantly higher than those of FG. In terms of external control dimension, the
scores of FG were significantly higher than those of SG.

Table 5.
Comparison of Causal Dimensionality Styles of SG and FG

95% Confidence

Levene's Test for Equality of Interval  of the

Variances Sig.  (2- Std. ErrorDifference
F Sig. 't df tailed) Mean Diff. Diff. Lower Upper
Locus 6.53 .011 5.64 262 .000* 1.84 .32 1.20 2.48
EXtema'lgO”if 137 243 -316 262 .002  -1.06 33 172 -40
ersonalContr
Stability 19.92 .000 7.85 262 .000 2.45 31 1.84 3.07
419 .041 7.13 262 .000 2.30 .32 1.66 2.93

* Higher values
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Conclusion, Discussion and Implications

In educational contexts, it is challenging to make conclusions about achievement
motivation as it has multifaceted nature. If the educational process is carried out in online learning
contexts, this gets even harder. Especially in the context of online learning, the causal attributions
that learners make following experiencing failure may help making predictions about the steps they
will take in the next learning process and their future success. This can be possible only if we can
understand the difference between failure caused by low ability or lack of effort (Graham & Taylor,
2022). At this point, attribution theory might provide guidance as it incorporates correlates of
motivation constructs within the theoretical model (Anderman, 2020). Also, attribution theory
"addresses the antecedents and consequences of both intrapersonal attributions (how one perceives
the self) and interpersonal attributions (how one perceives other people)” (Graham, 2020, p.1).

In this study, more than 60% of the participants believed they were successful language
learners. Among the top three attributions were effort, teacher and interest. Effort attribution in
success condition is common in achievement motivation research (Weiner, 1985) and effort is
likely to yield sustained effort in the future (Anderman, 2020). This finding indicates adaptive
future behavior in the learning process. Second most frequent attribution was found to be the
teacher. Even though the participants were distance language learners, they tended to ascribe their
success to their teachers, a finding supported in similar studies in online language learning contexts
(e.g. Ucar & Goksel, 2020; Kocdar et al., 2018). Among the reasons behind this finding may be e-
seminar courses in the online distance learning process where the teacher and the learner have the
opportunity to interact, and video conference classes with good instructional design. The fact that
online learners can receive feedback and guidance from their teachers whenever they need, even
from a distance, can be counted among the factors as well. Communication channels that can be
established between the teacher and the learner through technology in online learning may have
enabled students to be involved in the process without feeling emotional and communicational
distance despite physical distance.

In failure condition, among the top three attributions were lack of effort, lack of time and
lack of background. Lack of effort attribution after experiencing failure is a common attribution in
the literature and in failure condition, changing low ability attribution, which refers to maladaptive
belief, to lack of effort might yield more persistence and improved performance (Graham & Chen,
2020). Lack of effort attribution indicates that the reason for the failure is not an innate talent, it
can be changed, and next time failure can be avoided by effort and practice. In this context, the
finding of this study shows that online learners who find themselves unsuccessful have adaptive
beliefs about their failure. That is, they tend to believe that they can avoid failure through self-
effort and practice. Second most frequent attribution was found to be lack of time. The reason
behind this might be that all participants were adult distance language learners, and they might
have other responsibilities such as work and family, and thus, they cannot focus on their academic
studies as much as they wish. Therefore, they might have ascribed their failure to lack of time. As
attribution studies mostly conducted in face-to-face learning contexts, this finding might contribute
to the relevant literature in online learning environments.

In terms of causal dimensionality, SG tended to have significantly healthier dimensionality
styles with high score for locus, low score for external control, and high score for both personal
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control and stability. That means in online learning context learners who perceive themselves
successful believe they have the control over their learning outcomes, and they expect their success
condition will not change in the future. Students with positive attributions like in this study tend to
be more intrinsically motivated with the control of their learning process, clear study goals and
awareness of how to achieve them (Dweck, 2000), which in return results in achievement and
persistence in language learning (Peacock, 2010; Hsieh & Schallert, 2008). Internal and
controllable ascriptions in success condition can help language learners to control the causes of
their achievement and become high achieving language learners in the future. Nonetheless, other
factors and domains apart from attributions on success and failure should be considered and
addressed while examining achievement motivation in language learning (Kasap & Unsal, 2021).
FG dimensionality styles, on the other hand, showed maladaptive pattern with lower score for
locus, higher score for external control, lower score for both personal control and stability and this
shows similarity to the findings of some attribution research (Burden & Al-Baharna, 2001; Chen,
2011) That means, the participants who believe they are unsuccessful in foreign language learning
tend to put the blame on external reasons other than themselves. They think they do not have control
over their learning outcomes. This finding indicates unhealthy dimensionality style, which might
yield destructive, maladaptive behaviors (Stipek, 1988; Weiner, 1985). This dimensionality style
is generally associated with hopelessness, low motivation, self-confidence, and self-efficacy,
which in return lead to feeling of shame, quilt and procrastination (Hsieh & Kang, 2010; Weiner,
2000; Williams et al., 2004). Therefore, pedagogical effects of unhealthy attributional styles should
be considered seriously. If language teachers become aware of their students’ maladaptive
attributional styles, they might ensure their students that they actually have control over their
outcomes (Zhang et al., 2021).

It is always possible to change maladaptive attributional styles of learners as long as
educators identify them. That is why many studies focus on attribution retraining programs. For
example, in their study Hamm et al. (2020) compared attribution retraining with no-attribution
retraining condition with students who were considered to be academically at-risk. Students who
received attribution retraining were 61% more likely to graduate from programs compared to those
without attribution retraining. Another study by Dryden et al. (2021) revealed that mindfulness
regarding unhealthy attributional styles and retraining them might improve the motivational
mindset, academic performance, and persistence for the students who are failure oriented. Without
being aware of these unhealthy beliefs of learners, educators cannot take an action. That is why
this finding stands out to be of paramount importance.

Implications and Suggestions for Further Research

This study sheds light on attributional research in an online language learning context. In
online learning contexts making conclusions about motivation might be more feasible by applying
attribution theory. Findings can help both teachers and learners in terms of becoming aware of the
significance of attributions in shaping one's future behavior and achievement because learner
perceptions may affect motivation, self-efficacy and striving for success. As findings indicate,
success-oriented online learners tend to have healthier attributional styles compared to failure-
oriented learners. This might be a good starting point to search the aspects of online learning
context that enhance adaptive attributional styles.
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In this connection, conducting more in-depth qualitative research into causal dimensionality
in online learning environments might be beneficial. More qualitative research with online learners
should be done so that factors in the online learning context that lead to healthy attributions can be
revealed. Also, attribution retraining studies can be initiated for failure-oriented learners to attribute
their success and failure to internal and controllable reasons by emphasizing effort rather than
external factors. Once educators become aware of motivational problems of learners in online
learning contexts, explicit attribution retraining can be provided in order to change negative
perceptions into positive ones. More importantly, attribution research might reveal weaknesses and
strengths of online instructional design through the learner perception. Attribution studies are of
paramount importance as they can reveal online learners' perceptions of their performance, which
in return creates a chance for educators to take necessary measures to transform their learners’
unhealthy attributions by giving constructive feedback.
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Genis Ozet

Giris

Ogrenmeyi etkileyen kritik faktdrlerden biri olan motivasyon (Lim, 2004), 6grencilerin
derse devam etmelerinde veya dersten vazgegmelerinde belirleyici bir faktor olarak goriilmektedir
(Muilenburg ve Berge, 2005). Ozellikle ¢evrimici 6grenme baglamlarinda basari motivasyonunu
etkileyen faktorleri, baglamdaki ¢ok sayida degisken nedeniyle net bir sekilde ortaya koymak
zordur. Zayif motivasyon bircok faktorden kaynaklanabilir. Yiikleme kurami (Weiner, 1972) bu
konuyla yani basar1 ve basarisizligin nedenleriyle ilgilenen kuramdir. Weiner (1972) yiikleme
kuramini, sonuclarin nedenlerinin bireyler tarafindan yorumlanmasi olarak tanimlar. Bu yorumlar,
gelecekteki sonuglar etkileyen kritik faktorler olarak kabul edilir. Temel olarak teori, bireyin belirli
bir olayin neden meydana geldigine ve bu yorumlarin sonraki eylemi nasil etkiledigine dair
yargisina odaklanir (Weiner, 1972, s. 202).

Yiiklemelerin 6grenenlerin basart motivasyonunu, dersteki kaliciligini ve ileriye doniik
basar1 beklentilerini dogrudan etkileyen bilissel ve duyussal sonuglara sahip oldugunu ortaya
koyulmustur (Meece vd., 2006; Pintrich ve Schunk, 2002; Weiner, 1985, 2000; Williams vd.,
2001). Bu c¢alisma, hipotez {iiretmeden dogrudan katilimcilara basari algisini  sormayi
amaclamaktadir. Katilimcilardan, basar1 algilarina dayali olarak, kendilerine sunulan 6nceden
belirlenmis nedenler listesinden se¢im yapmak yerine, basar1 veya basarisizligin nedenlerini
kendilerinin bildirmeleri istenmistir. Atiflarin baglami ve bireye 06zgli dogasi goz Oniine
alindiginda, katilimcilarin  ¢iktilarinin - nedenlerini  kendilerinin listelemelerini  saglamak,
calismanin bulgularin1 daha giiclii hale getirebilir. Daha da 6nemlisi, basar1 yiiklemeleri tizerine
yapilan ¢aligmalar gz oniine alindiginda, ¢evrimigi dgrenme baglaminda Ingilizce 6grenenlerin
ylklemeleri ve nedensel boyutluluk stilleri hakkinda ¢ok fazla arastirma olmadig1 goriilmektedir.
Uzaktan Ingilizce dgrenenlerin dznel degerlendirmesiyle zayif motivasyonun ve buna eslik eden
basarisizligin arkasindaki nedenleri ortaya koymak, cevrimici 6grenme baglamlarinda basari
motivasyonu literatiiriine katkida bulunabilir.

Yontem

Calisma, betimsel tarama tasarimini benimsemistir. Betimsel arastirma, mevcut durumu
belirlemek i¢in olayr oldugu gibi incelemeye calisan arastirmadir (Creswell, 2002, s. 2). Bu
calismada, olgu hakkinda daha fazla i¢gdrii elde etmek i¢in hem nitel hem de nicel veriler
toplanmistir. Nitel veriler acik uglu sorulardan olusan bir anket aracilifiyla toplanmistir. Nicel

842


http://www.itdl.org/Journal/Jul_12/Jul_12.pdf

Van Yiiziincii Y1l Universitesi Egitim Fakiiltesi Dergisi, 2022; 19(3), s. 827-844.

Van Yiiziincii Y1l University Journal of Education, 2022; 19(3), p. 827-844. DOI: 10.33711/yyuefd.1108238

veriler Nedensel Boyutlar Olgegi II kullamlarak toplanmistir. Bu ¢alisma asagidaki arastirma
sorularina yanit aramay1 amaclamaktadir:

1) Uzaktan Ingilizce 6grenenlerin basari algilar1 nelerdir?
2) Basar1 ve basarisizlik durumlarinda uzaktan Ingilizce 6grenenlerin yiiklemeleri nelerdir?

3) Uzaktan Ingilizce ogrenenlerin basar1 ve basarisizlik durumlarindaki nedensel
boyutluluk stilleri nelerdir?

Tiirkiye'de bir devlet {iniversitesindeki bir Agikogretim Fakiiltesinin farkli programlarina
devam eden toplam n=88 yetiskin ¢evrimici Ingilizce 6grenicisi goniillii olarak bu calismaya
katilmigtir. Calisma iki farkli veri toplama aracini benimsemistir. Arastirmaci, bir evet/hayir sorusu
ve bir agik uclu soru iceren bir anket derlemistir. Evet/hayir sorusu, katilimeilarin kendilerini
basarili veya basarisiz dil 6grenicileri olarak goriip gormediklerini sormustur. Evet/hayir sorusunun
ardindan gelen acik uglu soru, katilimcilardan algilanan basari veya basarisizliklarinin arkasindaki
nedenleri listelemelerini istemistir. Diger veri toplama araci olarak Ggrenicilerin nedensel
boyutluluk ériintiileri i¢in dokuzlu Likert tipi bir 6lgek olan Nedensel Boyutlar Olgegi II (NBOII)
(McAuley ve digerleri, 1992) kullanilmistir. Buodlgek teorik olarak Weiner'in atif teorisinin
nedensel odak, nedensel kararlilik ve nedensel kontrol edilebilirlik boyutlarini igerir ve ayrica
kontrol edilebilirlik boyutunu i¢ ve dis kontrol olmak tizere iki alt boyutta 6lgmeyi amaglar. Basari
algis1 frekans yiizdeleri ile analiz edilmistir. Anket verileri, katilimecilarin ilk soruya yani basari
algisia verdikleri yanitlara gore basari grubu (BG) ve basarisizlik grubu (BZG) olarak iki
kategoriye ayrilmis, algilanan basar1 ve basarisizliklariin ardindaki nedenleri soran agik uglu
sorunun analizi i¢in BG ve BZG i¢in neden listeleri olusturulmustur. Listeler analiz edilmis ve her
bir nedene arastirmaci tarafindan bagimsiz olarak bir etiket ve ayri ayn ikinci bir puanlayici
atanmistir. Degerlendiriciler daha sonra etiket listelerini karsilastirmistir ve nihai yiiklemelere
ulagsmiglardir. Nedensel boyutluluk oriintiileri i¢in CDSII'deki boyutlara iligkin maddelere verilen
puanlar toplanarak nedensel boyutlar olusturulmustur.

Bulgular

[k arastirma sorusu i¢in 88 dgrenciden basar1 odakli dgrencilerin sayisi basarisizlik odakli
ogrencilerden fazla bulunmustur. Basar1 odakli grupta, katilimcilarin ifadeleri dokuz farkli
yiikleme altinda kategorize edilmistir. Yiiklemeler, caba, yetenek, ilgi, motivasyon, altyapi,
Ogretmen, program, kararlilik ve yasam icin gerekli seklinde siralanmigtir. Bagarisizliga yonelik
gruptaki katilimcilarin ifadeleri sekiz farkli yiikleme altinda kategorize edilmistir. Atiflar, caba
eksikligi, altyapr eksikligi, zaman eksikligi, yetenek eksikligi, motivasyon eksikligi, 6zgiiven
eksikligi, gelecekteki kariyer icin gerekli degil ve program seklinde siralanmistir. Boyutluluk
stilleri i¢cin, BG ve BZG puanlan odak, dis kontrol, kisisel kontrol ve kararlilik agisindan
karsilastirilmis, BG'nin bulgulari, odak i¢in yiiksek puanlar, dis kontrol i¢in diisiik puanlar ve hem
kisisel kontrol hem de kararlilik i¢in yiiksek puanlar ortaya ¢ikarmistir. BZG bulgular1 odak i¢in
daha diisiik puan, dis kontrol i¢in daha yiiksek puan, hem kisisel kontrol hem de stabilite i¢in daha
diisiik puan gostermistir.

Sonu¢ ve Tartisma

Bu calismada, katilimcilarin %60'indan fazlast basarili dil 6grenicileri olduklarina
inanmistir. En sik tekrarlanan ii¢ yiikleme arasinda ¢aba, 6gretmen ve ilgi yer almustir. Ikinci en
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sik yiikleme ise O0gretmen olarak bulunmustur. Katilimcilar uzaktan dil 6greniyor olsalar da
basarilarin1 6gretmenlerine atfetme egilimi gostermistir. Bu bulgu cevrimici dil 6grenme
baglamlarinda yapilan benzer ¢alismalarda da desteklenmistir (6rn. Ugar ve Goksel, 2020; Kogdar
ve digerleri, 2018). Bu bulgunun arkasindaki nedenler arasinda, ¢evrimi¢i uzaktan egitim siirecinde
ogretmen ve Ogrencinin etkilesime girme firsatt buldugu e-seminer kurslart ve iyi bir 6gretim
tasarimina sahip video konferans dersleri sayilabilir. Bagarisizlik durumunda, ilk ii¢ yiikleme
arasinda ¢aba eksikligi, zaman eksikligi ve alt yapr eksikligi yer almistir. Basarisizlik yasadiktan
sonra ¢aba eksikligi yiiklemesi literatiirde yaygin bir yiiklemedir ve basarisizlik durumunda,
uyumsuz inanci ifade eden diisiik yetenek yiliklemesinin ¢aba eksikligine doniistiiriilmesi daha fazla
1srar ve performans artist saglayabilir (Graham ve Chen, 2020). Bu ¢alismanin bulgusu, kendilerini
basarisiz bulan ¢evrimi¢i 6grenenlerin basarisizliklar hakkinda saglikli inancglara sahip olduklarim
gostermektedir. Nedensel boyutluluk acisindan, BG 6nemli 6lglide daha saglikli boyutsallik
stillerine sahip olma egiliminde olmustur. Bu, ¢evrimi¢i 6grenme baglaminda, kendilerini basaril
algilayan 6grencilerin, 6grenme ¢iktilar1 tizerinde kontrole sahip olduklarina inandiklar1 ve basari
durumlarinin gelecekte degismeyecegini bekledikleri anlamina gelebilir. Ote yandan BZG
boyutluluk stilleri, sagliksiz boyutsallik stillerine isaret etmistir ve bu bazi iligkilendirme
arastirmalariin bulgularina benzerlik géstermistir (Burden ve Al-Baharna, 2001; Chen, 2011).
Yani yabanci dil 6grenmede basarisiz olduguna inanan katilimeilar sugu kendilerinden baska digsal
nedenlere yiikleme egilimindedirler.

Oneriler

Bu calisma, cevrimi¢i bir dil 68renme baglamindaki niteleme arastirmalarina 1s1k
tutmaktadir. Cevrimi¢i Ogrenme baglamlarinda, yilikleme teorisini uygulayarak motivasyon
hakkinda sonuglar ¢ikarmak daha uygun olabilir. Bulgular, hem 6gretmenlere hem de 6grencilere,
kisinin gelecekteki davranisini ve basarisini  sekillendirmede atiflarin  6neminin farkina
varmalarinda yardimci olabilir, ¢linkii 6grenen algilar1 motivasyonu, 6z yeterliligi ve basar1 icin
cabalamayi etkileyebilir. Bulgularin gdsterdigi gibi, basar1 odakli ¢evrimigi 6grenenler, basarisizlik
odakl1 6grenenlere kiyasla daha saglikli yiikleme stillerine sahip olma egilimindedir. Bu, ¢evrimigi
O0grenme baglaminin uyarlanabilir yiikleme stillerini gelistiren yonlerini arastirmak i¢in iyi bir
baslangi¢c noktasi olabilir. Bu baglamda, ¢evrimi¢i 6grenme ortamlarinda nedensel boyutluluga
iliskin daha derinlemesine nitel arastirmalar yapmak faydali olabilir.
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