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Abstract

:

The goal to ensure sustainable development in the education process obliges to create such practices of teaching and learning which would create conditions for individuals to act in complex situations in a sustainable manner. Personalized, perceived responsibility of a learner for one’s own learning becomes important for implementation of sustainable learning. This research is aimed to reveal authentic experiences of school students assuming responsibility for learning, emphasizing prospects of sustainable education development in practice and possibilities for improvement by employing the strategy of participatory action research. The data was collected according to the stages of the chosen action research during lessons on learning to learn. Forty-six school students and two teachers took part in the research. On the basis of content analysis, it was revealed that school students assume the responsibility for learning when it is grounded on cooperation taking place in the dialogue-based culture, where negotiation and creation of opportunities to choose are among the most important strategies making the assumed responsibility relevant. Intervening conditions emerging in the context of the strategies were also identified: making learning experiences relevant, clarity of criteria, attitude towards failure and the self as a major resource of learning, expectations, and goals and feedback of learning. Interacting with each other, prevailing strategies, and intervening conditions act as components of sustainable development of school students’ assumed responsibility for learning.
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1. Introduction


The basis of the sustainable development conception is laid on pursuit of public welfare based on constructive interaction among environment, economy, and society. The goals and associated objectives of sustainable development are integral and undivided; therefore, attention to some of the goals makes an effect on the quality of implementation of other ones [1]; thus, this means public welfare, too. Significance of education in the development of public welfare is being made relevant while singling it out as a separate goal of the concept of Sustainable Development education: to “ensure inclusive and equitable quality education and promote lifelong learning opportunities for all” [2]. Research studies demonstrate that human life prospects strongly depend on education: more educated people are healthier, live longer [3], their children have higher aspirations and goals in education and life, education means person’s possibilities to enter a higher social stratum, etc. [4]. Therefore, skills of self-directed learning become the skills that ensure an opportunity to continuously change in line with a changing environment while perceiving the self as an inseparable part of global issues and engaging in co-creation of sustainable society to solve them [5]. Personalized, perceived learner’s responsibility for own learning becomes important for implementation of such learning, which is inseparable from creation and directing of one’s own learning [6].



Responsibility is linked to intrinsic commitment of a learner to seek set results while choosing particular strategies to achieve that goal. Following the theoretical provisions of social constructivism, teaching and learning is created through person’s active performance in the contexts of relationships with others [7,8,9]. Therefore, seeking learning goals through collaboration with others, tensions of various types occur due to differences (ways, forms of cognition, thinking, learning, etc.) in high diversity of school students that cause learning barriers, bullying, and initiation of discrimination [10] among the learners. When dealing with non-discrimination, usually investigation is focused on assurance of equal opportunities in the aspects of gender, social status, financial status, language, etc. [11]. Experiences of the occurrence of bullying as discriminative behavior, including those arising from differences in learning [10,12] may have a negative effect on continuous personal development, influence not only attainments, but also success in further life.



Diversity in successful systems of education is treated as a source of potential growth and not as an obstacle to achieve students’ learning outcomes [13]. In the context of the point of view towards other peers, learner’s responsibility assumed for learning helps to understand that different achievements in learning are not “a natural talent”, but a result of intensive learning endeavors depending on efforts of a learner. School students who experience their learning as that of an authoritative creator of reality obtain skills which allow further consideration of learning as a constructive process through their own authentic attempts, experienced success and mistakes. Moreover, when learning together and sharing their insights, they have an opportunity to discover the connections (consolidating statements) of their authentic learning experiences which gradually become regularities of their process of learning. Investigation of one’s own learning experience (meta-learning) renders an understanding of learning outcomes which can be achieved in very different ways and that they can be interesting to all students. This alters value orientations and attitudes towards other peers, and helps to avoid extreme marginalization and bullying due to learning differences.



Thus, schools must put much effort to recognize the diversity of students’ learning needs, goals, possibilities, and ways to achieve these goals. When coping with inequality, it is important to recognize differences in students’ learning not as a stigmatizing drawback, but as an advantage allowing construction of a specific, individual path of leaning through interaction with others, emphasizing importance of efforts and assumed responsibility associated with individual achievements. From the learner’s perspective, teachers may assist learners to become responsible for their learning. For this purpose, it is important to focus on actions of both students and teacher that create conditions for students to see their own learning as a meaningful activity [14] and, through joint performance and gradual transfer of responsibilities to learners, to encourage them to become owners of their own learning [15]. This is also a process where pedagogue’s major role is to make this process easier while facing many challenges in the course of education in practice.



The recognition of students’ ability to assume responsibility for their learning may be a powerful tool in pursuit of attainments and advancement [16]. Due to emphasized accountability for students’ academic achievements, teachers still have difficulties in creating conditions that support students’ responsibility for their own learning. The said responsibility conditions teacher’s domination in classroom and manifestation and consequences of reproductive learning, which obstruct the transferring of responsibility for learning to actual learners, and this is far from the requirements set for contemporary education. Therefore, efforts should be put in practice to create specific conditions for teaching and learning to allow revealing the students’ learning as a process to form the processual perception of learning as a continuous process in the time frame which requires efforts of the actual learner to achieve the goal and assume responsibilities for the outcome. Only the process of learning which is visible to both teacher and learner can be meaningful [14] and construct the understanding of how some kind of result is obtained; it also helps to become aware of authenticity of own and others’ learning.



This research is aimed to reveal authentic experiences of school students assuming responsibility for learning, emphasizing prospects of sustainable education development in practice and possibilities for improvement by employing the strategy of participatory action research (as democratic philosophy of knowledge production encouraging creation of shared knowledge).



Meeting the said ideas, the conducted research creates conditions for emphasizing authentic experiences of manifestation of students’ responsibility for learning as well as education prospects, which renders insights about possibilities for sustainable development of students’ assumed responsibility for their learning.




2. Prospects of Sustainable Development of Students’ Assumed Responsibility for Their Learning


The construction of teaching and learning is based on the belief that learning proceeds when learners actively participate in the process of construction of meaning and knowledge, and not when information is obtained in a passive way. Learners are creators of meaning and knowledge [17,18,19,20]. Maintaining the position that teaching and learning are a social, cultural process being created through personal activity and relations [7,21], it can be admitted that the sociocultural context is not only a place for learning. The sociocultural context has effect on how individuals learn (taking part in cultural activities) and what they learn (social practice), and this is part of what is learnt [22]. This means that participation in social interaction creates conditions for meaningful learning [9]. Therefore, in a classroom environment, students must experience the event to make it meaningful, when teachers hold a less defined and less official role in comparison to those in traditional classes (instructor, assistant, supporter, consultant) [23,24]. With teachers accepting this new role, the school environment should create conditions for students to express their opinions and substantiate their attitudes as well as to demonstrate their respect for opinions of others. Thus, they become acknowledged as members of the co-creation process with students’ assuming responsibility for their own learning [25].



With rethinking contemporary education discourse, a shift is observed of the approach from education as service to education as social interaction based on equal, autonomous relationships [7,21,22]. From the viewpoint of social constructivism, social interaction is presented as a stimulus for growth and development of cognition [26]. Research studies demonstrate that motivation for learning and attainments depend on relationships [8,27,28]. Education is more often perceived as an exchange of experiences: we gain knowledge, render it, exchange it, i.e., we interact while communicating, collaborating, coming up with an agreement, and sharing. Therefore, a teacher is no longer treated as a provider of high-quality service of teaching and a student as a passive receiver of that service. Learning does not proceed against the learner’s will or as a teacher’s willful action; a dialogue and negotiation with all interested parties is the fundament of learning. Interaction taking place in such culture supports the idea of lifelong learning because authentic experience of teaching and learning being constructed in its context is significant to a student, the parents or caregivers, and a teacher.



Maintaining this approach to learning, sustainable conditions, strategies that provide conditions for students’ assuming responsibility for learning, are being pointed out. According to Belenky et al. [29], Boomer [30], and Cook [31], responsibility can be perceived when in the culture of an authentic dialogue, it is assumed voluntarily through collaboration with others, when discussion of all interested individuals allows to produce independent deliberate decisions and choices that are important to one’s own and others’ learning. This is the process of co-creation; the construction of it highlights the importance of the processual approach to learning [32].



Scientific literature reveals the diversity of conceptual approaches to construction of own teaching and learning as well as responsibility for this; some most important ones are presented as follows (Figure 1).



Learning to assume responsibility as an authentic dialogue is assumed through cooperation. Scholars consider that not only knowledge encourages students to learn, but rather the search for understanding [33], which in many cases takes place in the course of development of a dialogue through interaction with others. This means that such practice of learning is produced when students interact with individuals holding the same (e.g., peers) or different social status (e.g., teacher) jointly seeking personal learning goals [34]. Despite that, when the interaction proceeds through communication or cooperation with others, the interaction is based on an authentic dialogue because such process is required by each person’s authentic perception. A dialogue between school students, teachers and learners, society and individuals, between what a student knows and understands, and what one needs to know and understand, not only expresses authentic thinking, but also structures it, and forms processes required for learning that proceeds or should proceed at school [35,36,37,38].



Chin, Donnell, Jinks [39] found out that students actively discuss when they talk about particular tasks and their implementation, when they must substantiate their choices, and decisions are made. This encompasses processual actions that are important to independent learning and, thus, responsibility, such as listening to asked questions, viewpoint of another person, explanation of own viewpoint, development of ideas, arguing grounding one’s viewpoint, making decisions, etc., maintaining respect to manifestation of differentness. Veenman et al. [40] point out that purposeful learning of actions has a positive effect on students’ thinking, considerations and learning attainments. Belenky et al. [29] explain that there is no dominance in the “true dialogue” and reciprocity, and that cooperation is to be learned [41].



Scholars [42,43] emphasize the importance of a teacher’s role when creating conditions for reciprocal cooperation. They observe that it is important not only for school students to understand how to listen, question, assist, explain, and come up with an agreement in activities of small groups, but also to model this behavior when teachers appropriately communicate with their students. Thus, success of cooperation strongly depends on the conditions provided by a teacher. Manifestation of a teacher’s role is focused on creation of a classroom as a cooperating community, accumulation of common practice for the sake of better understanding, and ensuring opportunities for students to gradually seek learning goals and reveal their understanding being formed.



Learning to assume responsibility is a collegial process of negotiation. In the course of construction of students’ learning, as Boomer [30] points out, negotiation is an important aspect. It brings together the negotiating sides for a common purpose. Boomer [30] provides a comment on the essence of collegial negotiation about teaching and learning: negotiation means deliberate planning to invite students to contribute to the process of learning so that they could understand the purpose not only for the sake of process but also for the sake of a result. Cook [31] emphasizes that collegial negotiation among actors of learning creates conditions to experience that learners will work harder and more effectively, because what has been learnt will mean more to them or will be more important as they discover their ideas, ask their questions, and become more engaged because they want to answer these questions themselves. A sense of students’ responsibility for work must be accomplished and occurs from agreements; thus, it is also a commitment. It can be stated that negotiation is the action which renders learners an opportunity to participate in making decisions that are important to their learning, and, thus, assuming of responsibility for own learning. All of these demand that teachers must construct such educational conditions [44].



Learning to assume responsibility needs the creation of opportunities. The approach to learning being managed/constructed by a learner himself/herself creates conditions for a teacher to expand the opportunities for students’ leaning through making choices [17]. A teacher, rejecting regular practice to tell students what to do and in what order, enhances their self-confidence and opens opportunities for them to participate in the process of construction/creation of their learning, and, thus, decision-making concerning their learning. Active involvement of students into their learning is important when constructing learning and the meaning of learning. This means that the process is uncontrolled: students are given many opportunities to choose; however, they all are directed to pursuit of the set outcome. A paradox of such “restricted freedom” is underlined by Sheridan [45] who comments on substantiation of the use of structure when teaching students to make choices and assume responsibility for them. A structure is one of the conditions for freedom (if students are not given parameters of behavior, acting, etc., nothing is achieved because they are not aware of what they are expected of and what they should actually do). The paradox lies in a situation where the more control is given to school students, the less concern about that control appears to a teacher because students are able to supervise themselves and, even more, take care of each other. In such conditions, control appears due to the assumed students’ responsibility and not due to externally superimposed measures, giving teacher a possibility to focus on student learning. In such a way, conditions for a learner to be independent are provided.



Learning to assume responsibility is independent of the learner. The independence of a learner can be basically defined as the taking of control for own learning and responsibility for learning in own hands. Benson [46] considers that control or responsibility may be of different forms related to different levels of the process of learning. Since students’ independence is a major goal of the teaching being constructed, the shift of the power structure in a classroom is a desired action [17]. Fundamentals of enabling students for independence may be laid by encouraging students to ask questions and turning them into active students. Calkins [47] considers that asking questions is a complex and important part of thinking and learning. Having asked questions, students gain more awareness and control on their thinking. According to Grey [17], a learner who has questions achieves not only the answers but also the power. Students can assume more responsibility when a teacher gives more autonomy to them to choose and make decisions. A teacher enables students by engaging them, rendering them responsibility and encouraging them to self-controlling and to learn how to be independent individuals.



Learning to assume responsibility is also a process. When constructing the process of teaching and learning, a processual approach is emphasized because it is a highly important aspect in students’ subject-related attainments and longevity of learnt knowledge [32,48,49]. This does not mean that the result is not important. This means that if we “lose” the process, we “lose” the result, too [50]. Thus, Mohammed, Kinyo [9] emphasize that, in learning, it is very important to create conditions for active participation in the process of learning, and to manage it because this is the only way to create new models of knowledge. In such a context, learners feel like participating in co-creation of the process of learning. Whalen [51] emphasizes that they critically consider their learning according to how strongly it allows/restricts the approaching to the goal of learning and feel responsibility for controlling it. Therefore, grounding on Darling-Hammond, Flook, Cook-Harvey, Barron and Osher [52], teachers should put efforts to ensure social communication of students coming up with an agreement about perception and facts instead of testing whether their students simply memorized knowledge from textbooks. In such activity, goal/objective setting for education is the first thing a teacher should do [17].




3. Research Methodology


3.1. Research Context and Participants


The research was carried out having chosen one unique and particular case of a comprehensive education school in Lithuania. To choose the school, purposive sampling was applied with regard to the instance that this comprehensive education school was included in the list of best schools at the national level according to students’ learning attainments and, having won the selection, it had a possibility to independently improve the quality of the education process. Exactly in this school, seeking quality of the education process, the curriculum for the 5th form students (aged 11–12 years) included a lesson on learning to learn, which provided conditions for the implementation of the action research strategy. In its mission, the school emphasizes that they are continuously learning, cooperating, and educating responsible personalities seeking for continuous advancement. Responsibility is one of the values of the school. In the year (2019–2020 academic year) when the action research was being conducted, the curriculum for form 5 (students aged 11–12 years) included a lesson on knowing how to learn (six months, for a total of 24 lessons). The action research took place during lessons on knowing how to learn. Two fifth forms (46 school students) and two teachers who conducted lessons on knowing how to learn to students took part in the investigation.




3.2. Research Strategy and Design


The research was conducted by applying the participatory action research. Seeking sustainability recognizing democratic practice, researchers chose the way to demonstrate respect to children, and considered the knowledge being created by them as an experience which they brought into the process of investigation; that is, they searched for the manifestation of democratic processes seeking changes in leaning and commitment to act [53] (students could express their experiences and needs, and put to action ideas creatively and in ways that are significant to culture).



This type of action research was chosen also because changes were established in both processes and results [54]. The said type of action research supposed the selection of the four-step model (see Figure 2) [55]. It provides conditions to reflect according to a cyclic character of the action research. This iterative process evolves through a spiral of planning, acting and observation, revised planning, and further implementation of self-reflection, which took two cycles.



Cycle One



At the beginning of the cycle one, the focus was on:




	
Understanding of the context: for this purpose, teachers’ reflections, non-formal conversations with school students were used.



	
Enhancement of commitment to school and interested people: when negotiating, a commitment was made to share generalized research results and interactive games with school students identifying their needs.








During the entire process, a journal that recorded researchers’ memos and considerations was created.



During the planning step, before the initial cycle of action research, a group discussion was arranged [55]; its purpose was to give importance to assumed students’ responsibilities for their learning and understanding of the limits of own responsibility for learning, and negotiate with students what to start with when learning to set own learning goals. For this purpose, interactive methods of visualization were employed to find out the approaches to setting learning goals, i.e., to understand what experiences of setting learning goals and preferences of goals dominate, how successfully these goals are being implemented, and how children see themselves on the way to implement these goals. As there were 23 students in the classroom, seeking that all could actively engage and be heard, in this stage we arranged 6 discussions including 4 students. The second and third group discussions were held at the end of cycles 1 and 2, respectively, when experiences gained by students were generalized and prospects of changes were emphasized as relevant. In order to engage all students, we used various creative methods evoking discussions during group discussions (concept mapping, drawing, play, etc.) [56].



During the initial stage of action, students were learning to set goals related to learning while cooperating in classroom. The purpose of such activity is to provide conditions for students to test methods for learning goal setting, to select the most suitable ones for them, and to master these methods. Later, students had to transfer the gained experience to an individual level, when they put their abilities to action by setting learning goals for all taught subjects. They recorded the process of this activity, including the experiences in performing the reflection narratives.



By applying the method of observation, teachers observed activities and noted them in a journal. Observation of participants was used for collection of information, especially on learners creating conditions for taking actions. The field observation data was used as a basis for further report on observation. Thus, in order to collect examples of students’ experiences and illustrate their actions, the critical incident technique applied in the course of observation was employed [57].



In generalization stages in all cycles, as mentioned, group discussions were arranged while applying creative methods. In each stage, six group discussions including four students in each were held. Grounding on them, decisions were made for further process of learning. In this case, decisions regarding actions of a student as a learner when setting learning goals and correction of teacher’s role.



Cycle Two



During the stage of revision of the plan, initiatives were directed to actions of a student as a learner and corrections of teacher’s role: revision of the process of learning goal setting and foreseeing implementation of it.



All this was tested during the activity stage, i.e., instructions agreed on the basis of students’ and teachers’ suggestions and chosen approaches for implementation of the learning goal were transferred to a practical level (the backward design was applied for implementation of the goal: success criteria are foreseen; on the basis of them, self-assessment of own experiences proceeds by providing constructive arguments; actions that will be taken to alter the situation are foreseen and recorded; and selection of actions is based on strengths of one’s personality). Throughout the entire process, they reflected their experiences and teacher’s actions while recording them in reflection sheets. Teachers observed the activity and made notes in the journal, similar to the first stage.



This generalizing stage ended with consideration of the participants taking part in group discussion and dissemination. Students considered their experiences (while performing mind mapping) and introduced them to peer students attending the fifth form who did not participate in the action research, to parents, and to the school community in order to consolidate their skills, and to encourage other teachers to apply the technique that was used. All cycles lasted for 6 months.




3.3. Data Analysis


Grounding on content analysis (making relevant data collected both from students and teachers), it was aimed to systematically identify the conditions for assuming responsibility for learning by students [58]; the following coding procedures were performed: open coding and axial coding [59]. An example of conceptualization of open coding is presented in Table 1.



During axial coding, the focus was laid on the analysis of single categories, merging subcategories, regarding the features and dimensions that stand out as strategies and intervening conditions.



The data obtained by applying the critical incident technique were analyzed by grouping and described so that it could be possible to use them to solve problems with regard to a theoretical system related to observed environment and goals of observation [57].




3.4. Quality Assurance


Seeking to ensure authenticity of the investigation as research quality, approaches by scholars [60,61] that emphasize that research results are correct and reliable if they are recognizable as authentic by research participants were referred to [55,62]. Research quality assurance was aimed at by [60,61]:




	
Real problem oriented to practice (perfection of practice is focused on progress in student learning being ensured by conditions created by a teacher for students to assume responsibility).



	
Participation and cooperation of all interested parties (all students and a teacher, i.e., those who will be affected by the results of the research, took part in the investigation). Mutual cooperation proceeded at all stages of the investigation: when identifying the problem, making decisions that will change practice, approving data analysis for all interested parties, etc.



	
Use of data sources in several time frames and analysis of conclusions in several time frames increased confidence in reliability of conclusions. (Since it was aimed to deeply perceive the understanding of the problem, it was important to set a strict process of repeated data collection, consideration, and analysis with individuals and groups).



	
Clear focus on a reflective process (both at the beginning of a new activity and reflective discussion at the end, keeping of systematic reflective journal ensured orientation of the process toward reflectivity and provided conditions for all participants to learn from experience).



	
Critical and self-critical viewpoint (semi-structured reflection sheets, researchers’ memos created conditions to view the process from various angles).



	
Provision of all evidences (evidences were presented by using various perspectives: personal opinions and feedback from all participants and interested subjects, various methods, e.g., reflective journals, interview, observation).



	
Connections between applied prospects of problem identification and methods of data collection are ensured (perspective of social constructivism is applied directed toward the process of learning ensured possibilities to reveal conditions created by a teacher for a student to assume responsibility for one’s learning).



	
Aimed at systematic changes in the following aspects: for oneself (as a teacher, as school students) and others (other teachers can use the research results: when recognizing approaches that proved to be useful in their practice or taking ideas of good practice and re-constructing them in their own practice).



	
Seeking internalization of theory and practice (the approach stating that theory and practice are two interdependent and mutually supplementing stages of the process of change was maintained. During the discussion, reflection proceeds on how theory defining conditions for students to assume responsibility for their learning manifests in practice and how practice points out conditional elements that supplement theoretical insights).



	
Research ethics is ensured (characterized in greater detail in the next section).









3.5. Research Ethics


In the present research, research ethics was implemented at three levels: macro, meso, and micro. At the macro level, the following major values were referred to [63]:




	
Respect to a person, his/her experience and knowledge brought to the research process;



	
Belief in democratic processes ad power of them to achieve positive social changes;



	
Commitment to act.








At the meso level, the authors grounded on the following principles [64]:




	
Anonymity (information on the participants was protected to prevent connect it with specific data. The data was coded);



	
Privacy (private information was not made public);



	
Confidentiality (obtained information was handled only in ways that were agreed with all interested parties. This is a commitment to respect);



	
Justice (all interested parties (teachers, students) who share power and resources take part in the research seeking benefit to all participants. Consent was obtained from parents in compliance with national and institutional requirements.).








At the micro level, manifestation of the principles was oriented to ethics in action and ethics for action. Ethics in action [65] was set and defined through the stance of shared values (Table 2).



Since the processes in the conducted action research are developing and changing in the processes of action and reflection cycles, all ethical solutions could not be predicted in advance. However, researchers aimed at pointing out major ethical norms that they followed in the action research (ethics for action) [66,67]:




	
Grounded on guidelines set in advance that directly regard relations with those who participate in research and those who may be affected by the research;



	
Ethical approach was applied in all stages of action research to help all interested individuals to make decisions;



	
Researchers oriented towards making the research process and result clear and transparent to a broader public.










4. Results


4.1. Conditions for the Students to Assume Responsibility for Their Learning


Cooperation was highlighted as a major condition to assume responsibility for students for their learning. Besides the manifestation of other elements of responsibility for their learning while cooperating as strategies, collegial negotiation and creation of opportunities to choose were the noticeable ones (Table 3).



It can be stated that when constructing student engagement in assuming responsibility for learning, strategies of collegial negotiation and creation of opportunities to choose manifest in the process of reciprocal cooperation of students and between teacher and students. First, manifestation of cooperation when negotiating with students allowed to feel that teachers care about them, both as learners and persons in general (<I see that my ideas, answers about how I feel are cared for>; <I feel good when I am asked and I know that they will be glad about my activeness>; <I wish to continue like this—looking at us as having knowledge>; <I was even surprised when asked my opinion, negotiated for the first time because usually the teacher herself would do everything). This activates them to engage in their own learning processes, feel responsible for their actions: (<the teacher writes our suggestions next to her ones, too. She wants that sometimes there were more our suggestions that her. Even though it is hard to work, but I don’t want to be lazy. Because that was my suggestion, after all. How others will treat it.>; <when they listen to my opinion, I try to complete the tasks till the end>).



Manifestation of cooperation when collegially negotiating was especially highlighted when providing support to each other, scaffolding learning (<I explain why friends’ answer is correct. In such a way, I learn more myself, too>; <when friends explain, I somehow understand faster. But when the teacher explains, I often pretend that I understand, but actually I do not>; <at the beginning, students would tell the right answer to each other, would not explain>; <it suits me when the friend gives me a cue on how to do the task and not solves everything for me>). It is useful for both those students who provide support and those who receive it. Encouragement of students to help peers learn, created conditions for assuming responsibility for own learning.



The presented thoughts of students suggest that, besides the collegial negotiation strategy, the strategy of creation of opportunities to choose was highlighted as significant to student learning: (<we exchange opinions now, make a joint decision. It better for me to learn this way>). These both strategies acting in the context of cooperation manifested in practice as reciprocally interacting: (<we negotiate what to choose for learning>; <when I choose, I want to negotiate…>; <after negotiation, it is easier to decide what I will choose>).



A possibility for students to make choices allows them to live experiences of different learning which extends their understanding about all individuals learning in different ways; different experiences of others may also be significant to their own understanding about learning. A more detailed cognition of own learning contributes with more opportunities to choose, and increases self-confidence in both own powers of learning and oneself in general: (<now I understand that I have my own way, what to after what. It does not suit me what suits, for example, my friend>; <I started being more self-confident when I decide in what way I will complete the task>).



Moreover, while negotiating and grounding choices, students understand that learning attainments depend on their efforts, that the choice made becomes a particular commitment to assume responsibility for own actions and this activates them to act (<if I have chosen, there is no way back>; <when I choose myself, I try more to complete that work. It is funny, but there is no one to blame then>;).



When negotiating with students and creating conditions for making choices, the teacher’s role is not made insignificant. Without getting into a greater detail about changes in student and teacher roles, the research demonstrated that the teacher’s point of view towards a student, one’s advice, and support to students is important and provokes assuming more initiatives and responsibilities (<sometimes it is difficult to choose what would you want, you search for an easier option. The teacher noticed that I behaved in such a way and started negotiating with me, whether I would like to try solving more complex problems>).



The aspects of manifestation of cooperation among students and between students and teachers demonstrate that sustainable development of students’ assumed responsibility for their learning is a reciprocally significant process of co-creation including diversity of components that are characteristic to this process, those supporting invitation to negotiate with a teacher or among peer students, and to make one’s proper decisions. This also means assuming responsibility for own learning.




4.2. Intervening Conditions for Students Assuming Responsibility for Learning


On the ground of emphasized categories of collegial negotiation and creation of opportunities to choose, the components—intervening conditions—were pointed out: making students’ experiences relevant, clear criteria, attitude towards failure, attitude towards oneself as a major resource of learning, expectations, goals of learning, learning about learning, feedback (Figure 3).



Further, manifestation of intervening conditions in the process of learning determining putting major strategies to (self-) action seeking assumed students’ responsibility for learning will be discussed.



4.2.1. Intervening Condition “Making Students’ Experiences Relevant”


As observed, students make decisions grounding on already obtained experiences. It may not necessarily be obtained at school to be successfully used when learning and for that obtained experience become part of the system of competencies being developed during learning.



The research demonstrated that students had difficulties in or completely could not decode their obtained experience: (<when I asked children what have already known about that, maybe you already know something, in many cases I received an answer “I know nothing”, “I do not know everything”, “I have no experience”>; <many children think that they and their wish remain at the primary spot only and that everything starts from a zero>).



A problem of connection between obtained experience and goal sought for was found out. It is especially characteristic to experience which was gained outside lessons and which had to be used seeking goals related to learning at school (<I became aware that if the goal is not related to learning, children say that they did not learn this during lessons, only someone told about it, but they do not treat this as experience to ground on>).



The use of obtained experience by students is very limited if a teacher or other students do not help to make it relevant. This happens when asking additional questions provoking to share obtained experience; later experience is repeatedly considered and critically assessed in the aspect of sought goals (<I understood that I need to search for ways hot to show that children’s experience to them, that anyway they already know and are able to do something, perhaps they have heard about it, saw or maybe someone told them—this is also experience and it can be useful>; <in order to make children move, I needed to ask additional questions. One child opened up very beautifully when I asked how did his wish appear to set such goal. When he said that his brother was there, I asked to continue him talking about what the brother told him when returned. And then it appeared that he knows much about it and that he can use it>; <After some time children start more bravely considering their experience, their strengths, point out as advantages saying that they are brave, self-confident, are obstinate and that this can be useful to one when seeking goals>; <you said that you learned to swim during holidays…>).



When working in group, students make each other’s experiences relevant. When discussing, they often name each other’s experience with encouragement, emphasize experience as a condition that renders opportunities to find solutions for specific tasks (<thus, you are able to cut, glue, here it only needs to be done from a different angle>; <you always do your homework, and now you will do>; <if noise disturbs you, go to a library, then nobody will disturb you>. Often, when presenting answers to initial questions, children remember many significant things (<you attend basketball training activities, perhaps you are able to do good throws of the ball? <… > Yea, I also can dribble the ball with one hand for a long time, I know what is the place that I shoot best…>).



When making decisions related to learning, even those experiences which are not favorable to learning in their essence can serve for the sake of better learning based on learner’s own initiative (<students completed the task where they had to choose their strength and to think how they could use it to perform better at school. One girl said that she hates school very strongly and does not know how to use this. <….> She thought that she would ask the teacher what they would learn next lesson, then learn at home and when arriving in classroom she would ask questions others. <…> She made that decision herself and followed it <…>. This is a model of swapped classroom>…).




4.2.2. Intervening Condition “Attitude towards Oneself as a Major Resource of Learning”


It was often possible to decode that a teacher, friends, books, the Internet, parents, proper nutrition, sufficient sleep, etc., helped students to cope with difficulties. Application of learning goals, success criteria and ways of acting practically created conditions for students to see themselves and their capabilities (<we were given a task where we needed to fill in with our strengths. After that, we needed to choose three top strengths and write how I will use them to make a better model of a castle for the history lesson. I did not think that my traits can help>; <maybe it is easier when you expect that other can help. I will be more self-confident>; <what I used the SMART methods, I managed to do my homework faster and could go outside wearing new shoes>; <I do not manage to start doing my homework, I do not make myself do it. But I set a goal for that week—to start after one hour when lessons end. I understood that I am able to do much but was lazy earlier>).



As a result, students start more often searching for ways what they can do first, and later they ask for help (<I take a look at the task, the criteria once again and if I really don’t understand I turn to friends>; <when I know what obstructs my learning, I can do something myself and not only blame others>).



Observing students’ actions and expressed attitudes, teachers applied more approaches focused on cognition of the self as learners in the education process (<I was searching for ways so that they could discover themselves as much as possible in the process of learning>; <I do not give any piece of advice, I “lead” while questioning, so that they could discover the answer themselves and think what they understood about themselves>; <I do not prove their mistakes. I always find a strong feature, e.g., I encourage for courage if a wrong answer was pronounced>).




4.2.3. Intervening Condition “Attitude towards Failure”


When negotiating in the classroom and making decisions, it was found that it depends on participants’ (the teacher’s and students’) attitude towards failure what the final result would be, and if any. Different responses to failure are determined by different attitudes to it and different explanation to the self. Both the teacher’s and students’ response to failures, without analyzing long-term effect, has a clear momentary effect which can both stimulate search for agreement and joint decision-making and block them, i.e., conditions the assuming of responsibility for own learning.



Teachers focusing on what a student can learn from one’s failure helped them to understand that experience is not fixed and that they can improve that situation by putting efforts: (<I failed and that the teacher can write a good grade not now, I still need to try harder to make less mistakes>; <I understood that I need to start doing earlier, I did not manage to do in one evening>; <I was praised for efforts, even though the grade is low. Next time I will be braver>; <I did not understand how to do, I did not ask myself, the teacher suggested to come after lessons to find out>; <even though I have difficulties in mathematics, but the teacher was glad that I am a good athlete, have will and need help, I will learn>).



Both teachers and students do not attribute experienced failures or mistakes to personal characteristics and future prospects: (<we lost the match, sad. Otherwise we are strong, there will be more chances to show off>; <I thought I would manage to complete, but I wasn’t on time. But I am not a lazy head, I know that I will do, if needed, I will spend more time>; <I will try if I fail with this—but at least I will know that I still need to wait>; <otherwise, I learn well, but sometimes I get bad grades, too, I make mistakes, do not learn enough, but try and then do well again>; <when I and my peer did wrong tasks, the teacher said that we should be more attentive next time, she did not write a bad grade>; <the teacher told that when she was a school students and did not know everything well, she would make mistakes herself, but, well, she has become a teacher>).



It appears that, despite the mistake made, the value and respect of a student as a personality does not decrease; here, demonstrated efforts are valued. They are allowed to feel that a teacher is a person whom they can trust and whom always to talk to about any mistake they have made: (<I gave a wrong answer, but the teacher thanked me for I have tried>; <when negotiating we follow the rule—to say thank you for an opinion, even it might be on a wrong subject>; <I couldn’t wait I told to the peer that he was a gaper. The teacher talked to me kindly, but did not write any note. I apologized myself and everything went well>; <when I was asked I didn’t know what to answer. The teacher said that it was alright, that sometimes she gets confused, too>).




4.2.4. Intervening Condition “Learning about Learning”


Learning about learning is a form of meta-cognition. Pintrich [68] underlines that meta-cognition encompasses information on self-cognition, tasks and their context, and employed strategies. Knowledge of meta-learning that was revealed during the investigation encompassed knowledge about the self as a learner, and tasks and strategies to complete with them: (<I understand best when I try to explain to another >; <When I need to read a big book, I eat a small piece of chocolate after each ten pages, then I manage to read faster>; <it must be quiet for me, if anyone makes noise, I cannot concentrate>).



This intervening condition was highlighted by attention which was focused on students’ understanding about learning and manifestation of meta-learning skills, when it is stimulated and supported in processes of planning, observation and assessment by both teacher and other students or is decoded after performed practice of actions by a learner himself/herself.



Students’ knowledge on meta-learning that was revealed during the investigation encompassed knowledge about the self as a learning, and tasks and strategies to complete them: <I understand best when I try to explain to another>; <when I learned to break a task into smaller pieces it becomes easier, you can even start not from the beginning> … <I enjoy starting from an easier piece>; <I am already ready because I can make a presentation without the teacher’s and others’ help>).



Students’ understanding of learning and skills of meta-learning is stimulated and supported by a teacher asking purposeful questions, presenting cues before the task, during it, or after completion of it (<Who would help to better plan your actions: drawing of a scheme, writing a journal, something else?>; <what actions did you take first? And then>; <Do you always manage to independently complete a task till the end? What it depends on>; <What is the importance of ideas about contribution to the common result said by other members of the group?>; <How do you decide that you have done the task correctly?>; <Are you satisfied with the result of your work? Who has most influence on you being satisfied?>).



Manifestation of students’ understanding of learning and skills of meta-learning when it is provoked by cooperating peer students was observed: (<so how do you know>; <And how will you explain that…>; <these are only your thoughts or did you read them somewhere?>; <so you take that activity which you are best at>; <we could do better if we all would contribute>; <the things that obstruct us from moving forward are…>; <how do you assess your point of view towards our joint work?>; <What do we know so that we could help…>; <when you start directing all others, then…>).



Next, manifestation of students’ understanding about learning and skills of meta-learning is enhanced by their own thoughts arising after practicing learning: (<It is better for me to remember when I make a map of concepts, draw which one links to another>; <when I approach that place, I stop and don’t know what to do. I asked to help me because sometimes I fail myself>; <it must be quiet for me, if someone makes noise, I cannot concentrate>; <I get a better grade when I attentively listen to the teacher’s explanation>; <I know that I need think with my head and not be absent minded>; <I was thinking about that idea for a long time. I enjoyed thinking about it>; <I must go to bed earlier so that I could concentrate during the lesson>; <I was disturbed by various foreign thoughts and I could not focus>).



It is important to note that perception of learning as being different allows recognizing differentness of others’ learning, to see the value of differentness for own learning or the value of differentness of own learning to others (<I would become nervous when I am paired with a nerd, but now I think that it is good when I can ask>; <I understand that I not necessarily must do as much as other do, but still I wish to not lag behind>; <I like to jointly search for ways how to do this, then everyone suggests something, it becomes easier>; <not all equally contribute, some can do more, others less, they you get a grade for that, not all get the same grade, then you can try>). It is likely that understanding of diversity of learning can become a condition for prevention of bullying based on learning differences.




4.2.5. Intervening Condition “Expectations, Goals of Learning”


In the course of the investigation, it was found that the determined preconditions for identifying this intervening condition manifested in the following aspects: First, through benefit to learners and through techniques that were agreed to be applied by the teacher and students. It can be stated that this cannot be a formal procedure only (<I clearly understood that you cannot announce the goal at the beginning of the lesson. Presented objectives would have no purpose if I told the goal of the lesson>; <sometimes it is better not to say topics of lessons to students>; <not always one can find words to exactly name the goal of a lesson>; <when a topic is interesting, I want to search for the answer myself. And when the teacher says what we will learn today, the interest disappears because it already reveals much. Why to go deeper then?>) because an opportunity to engage students in the process of learning might be lost and students are pulled away from it.



Assuming of responsibility for own learning is inspired when learning goals are defined jointly with students (<when we were searching in our group for ways to show our created ideas about the body, we became aware what we needed to go deeper into. Then we set a goal together with a teacher>; <where I fail when competing a task, I usually get stuck. Then I need help—to set a goal together with a teacher>). This illustrates that students are capable of applying these learning goals in their activity.



Another important aspect that was highlighted in relation to learning goals was the formulation of learning goals being unrelated to the context, which created conditions for students to be active in the process of learning (<when I separate the learning goal from the learning context, it becomes much easier for me to differentiate the process of teaching>; <I do not link the goal to the context. I include it into the criteria, differentiate according to students’ learning needs. Therefore, when there are many students in the classroom, they can seek the same learning goal>; <earlier I would formulate a goal or objectives so that all had clear and equal context. Now I understand that I focused on some kind of a standard. Some students would complete fast, others failed. Now I understand why both more gifted students and other ones would not engage>).



Grounding on the results, clarity of the wording of learning goals is highly relevant and provides conditions for assuming responsibility for own learning. Students are more in favor of the formulation of learning goals which are presented in a “friendly” language to them (<sometimes I do not understand how teachers write. Many various words. Then I do not pay attention>; <if teachers did not tell the goal maybe it was clearer. Sometimes there are words which confuse me>; <when we agreed with the teacher how we could formulate better, it was not easy. But I know that it must be clear to me>). Therefore, as a result of common agreements, teachers changed wording into those formulated in the language acceptable to students (<you can apply the methods for time planning>; <I can use my strengths when doing homework>).




4.2.6. Intervening Condition “Clear Criteria”


One of the most obvious needs for clear criteria was based on a situation that not all students’ understanding of what they should learn during lessons was identical to that of their teachers (<I don’t know everything what is expected of me. Often I try to guess>; <I put so much effort but it appeared that it needed to be done in a different way>; <every time the teacher, perhaps, changes her mind because my works do not look good to her>). This was especially emphasized when dealing with assessment and self-assessment (<the teacher not always justly assesses me>; <she did not tell that we will have to account for that>; <I thought that this information was unimportant, but it occured that it was important for the teacher>). Teachers and students emphasize not only the availability of criteria but also clarity of them. Formulations of such either stimulate engagement in work or create confusion even more (<I can do the work independently now. I decide myself where I will start. But all criteria must be clear to me. If not, then I consult the teacher of a friend on what this could mean>; <we agreed with students that we will formulate them in a form of a suggestion: choose the key words, characterize similarities, etc.>; <my students greatly enjoyed the formulation through using the construct “I can”: I can characterize my strengths, I can tell what I give most time for>).



An advantage of formulation of criteria jointly with students is that it helped to create a specific mechanism allowing students discuss learning goals and criteria, as well as to assume personal responsibility for them (<if I had no goal, why are these criteria needed for them. Then it is very hard to do everything alone>; <when we were learning to set a goal, I was very glad because I will be able to learn independently. But this did not happen. I understood that criteria are needed, too, so that I could see if I have achieved that goal>).



Such activity is enhanced when students are able to apply these criteria in their activity. The research results allowed emphasizing this intervening condition through how differentiation of success criteria was revealed in the process according to how students are capable of applying gained knowledge in a different environment (<when we were repeating the topic on power during our physics lesson, I suggested that we could present an illustration and literature works as examples of the power>; <I agreed with a teacher that I would like to write a recommendation, a different one from those that other were writing in the classroom (about famous places for sightseeing in the town), the one that would be addressed to basketball fans>).



The process of this investigation pointed out the worth of thinking of whether students must employ only these criteria that are indicated. It was observed that if students trusted their capacities and knew how to work, these criteria could be eliminated (<when writing a creative task, students refused criteria because they wanted to start narrating the story not from the beginning but from the end>; <the written criteria included that first of all we solve the task in a draft. But I solve everything in my exercise book from the beginning because it is very easy>).



After the need for formulation of criteria was found, teachers changed their actions. This influenced the change of their attitudes related to their role. They made themselves more active as <coachers for understanding school students and not only implementers of content or activity> and now pay most attention to <…assurance of learning, not only teaching>.




4.2.7. Intervening Condition “Self-Assessment”


When creating conditions for students to assume responsibility for their own learning, the process of self-assessment as an intervening condition transformed both the process and the result. Reconstruction of the design of the entire education process is emphasized as an example of the transformation of a process: in transition from planning and organization of the traditional education process to backward design, understanding by design. Teachers observed that their efforts were directed to organization of activities intended for students (<if there is any topic, I would think what interesting tasks I would give>). The change that took place during the investigation process created conditions for teachers to construct the approach of the backward design, understanding by design, themselves (<if I cannot tell it myself, what will students learn from the interesting tasks I give, how can they self-assess what they have learned>; <even how clearly I would articulate the expectations of learning, students refused any responsibility>; <earlier twice as many textbooks, scope of tasks were needed>). As a result, the process of self-assessment has become meaningful to both students and teachers because it meets the set goals and success criteria (<it is easier to self-assess now. I know according to what>; <now I can tell if I have achieved my goals or not. More, I can tell where I am, if I haven’t achieved the goal yet>; <students self-assess themselves, no explanation of pushing is needed>).




4.2.8. Intervening Condition “Feedback”


Preconditions to identifying this intervening condition manifested most clearly in the following aspects: manifestation of a character of provision/reception of feedback (facilitating or controlling) and manifestation of a condition for students to assume responsibility for learning (activates or subdues); how collegial feedback provokes both teachers and learners to change strategies of their activity to create more favorable conditions for students to assume responsibility for learning.



The research highlighted that cooperation taking place in the culture of dialogue provokes partnership between student and teacher, and among peer students where information on success and difficulties in learning is shared, where a learner is facilitated to consider own process and results of learning and take further actions to change the situation. In the culture of dialogue, it acts more as a personal suggestion or request to change: (<…you presented a proper example of what you state, you illustrate with examples…>; <…there are strengths—you presented illustrations, arguments, but there spelling mistakes. What do you think was that determined making them? What could you do to not repeat them?>; <…what, in your opinion, could help you in this issue?>; <I understood that not now yet we can expect this work done. What difficulties occurred? How can I help you?>; <somehow we need to select the best ideas of the project. What suggestions have we got how to do it?>; <thank you for trying. It helped out group very much that you did not give up and showed an example to others…>).



Provided/received feedback can also be rejected or not necessarily accepted when it becomes a forced impulse to change the self. The research revealed that a character of feedback is either controlling or provided as instruction; it provokes a sense of guilt, evokes resistance of students, and this does not encourage students to assume decisions improving their learning: (<so, it is so simple here, don’t you know?>; <I became nervous, I did it continuously bad several times…>; <when she asked why it happened, I felt uncomfortable because I remain the most guilty in that situation…>; <I replied incorrectly, the teacher said that I need to think what I say. I don’t know, I had difficulties in thinking at all…>; <why did you tell about that only now?>; <the teacher said that I tried insufficiently>; <peers said that I need to think myself, I made an idea myself anyway…>; <they did not include my part of the work, even though I did it well. They said that I did not follow the rules. These foolish rules, let they do the work themselves >).



Collegial feedback that manifested in the research helps teachers to receive valuable information from students about organization of the process and provokes to change strategies of activity to create more favorable conditions for assumed students’ responsibility for learning: (<I understood from students’ questions that I must find the ways how to demonstrate them in an understandable way that I will not do anything if they do not put their efforts>; <self-assessment of students allowed me to understand that I still need to make the success criteria more specific, a result must be clearly seen, loosely defined verbs should be avoided. I must work harder on this myself>; <…teacher, how to find out when it is enough, when it is, well, good?>; <when they started listing what they were not able to do, what they did not know, even though they assessed themselves with high grades, I started suspecting that they have low self-confidence. I need to think about strategies which would enhance their self-confidence <…>).



The practice of learning and changes taking place in the context of it provoke students to seek feedback and take actions: <I want to know how I succeeded…>; <…what can I change, where to improve myself>; <…I want to get a higher grade. What additional work could I do?>; <please tell what strengths do you see?>; <and are these sources that I indicated suitable, sufficient?>; <and why not now? Do I have to present more evidences?>. Such feedback acts not as a forced impulse but rather as a personal suggestion and an offer of changes.






5. Discussion and Conclusions


For the sustainable development of students’ assumed responsibility for their learning, not only the analyzed problem is relevant but also the way the result of the problem under analysis is being sought for, i.e., what methodology is applied. Action research is a systematic research approach whose democratic, cooperative, and participatory processes enable people find solutions for relevant, real-life problems [60]. This means that assurance of sustainability was conditioned through partnership and cooperation; justice and equity; and sustainable, enduring relationships.



UNESCO publications consider that there is a striving issue to maintain the democratic philosophy of knowledge production using methods of knowledge production that encourage creation of shared knowledge. In this case, alternative local knowledge also can be used when solving a large present-day challenge. Therefore, knowledge democracy and action research give a perfect opportunity to view a new prospect in light of the actual major problems [69].



Participatory action research provided conditions for all interested individuals to engage in the change of the education process (by applying “playful” methods meeting participants’ needs), to see how participants of the education process reconstruct practice themselves, and how they react to changes. We hope that this action research will encourage pedagogues and researchers to continue investigation on how to stimulate equal “voice” of all participants of the education process (teachers, school students) in a classroom while systematically performing actions and considerations that inspire to think when creating own pedagogy and develop the field of community research-based pedagogy.



Assurance of sustainable development in education processes obliges creating such practices of teaching and learning which would create conditions for individuals to act in difficult situations in a sustainable manner [70]. In the research, the sustainability approach is illustrated through the change of learners’ responsibility for their learning (from responsibility to others to responsibility to self). This illustrates that created conditions ensure manifestation of perceived responsibility which has a high social value, including external to intrinsic responsibility (when students became initiators of commitment); from collective to individualized responsibility (do not want to avoid responsibility assumed by their free will); from responsibility as a control to responsibility as self-control (self-assessing); and from responsibility for the past to responsibility for the future (when they think of responsibility not when something wrong happened but well before assuming it, assessing a situation, own capacities to act in it and so on).



Grounding on the research results, the conditions (cooperation), strategies (collegial negotiation, creation of opportunities to choose), intervening conditions (making students’ experiences relevant; clear criteria; attitude towards failure; attitude towards the self as a major resource of learning; expectations, goals of learning; learning about learning; feedback) for students to assume responsibility for their learning were revealed. The approach of participatory action research created an opportunity not only to understand actions but also to ground them. Such processual approach ensures self-development of independence in students [32,51,52]. The research pointed out not only provisions, strategies, and intervening conditions, but also their reciprocal integrity, and complexity.



Slavin, Hurley, Chamberlain [71] in their research pointed out that “research on cooperative learning is one of the greatest success stories in the history of educational research” (p. 177). The research conducted by the authors points out that when focusing only on cooperation and not regarding the strategies that operate in it (in the case of this research, collegial negotiation, creation of conditions to choose), management of intervening conditions it is hardly possible to make an effect on students assuming responsibility for learning. Therefore, the strategies and intervening conditions dominating in the context of cooperation emphasized in the research created conditions for students to assume responsibility for their own learning.



When assessing manifestation of intervening conditions in the aspects of importance and consistency, we emphasize that there is no other more or less important, primary or secondary one—they all depend on each other, manifest in a complex manner, and the manifestation of one condition leads to manifestation of the other.



As observed, choices and decisions are being made while following already obtained experiences [17]. As a result, the conducted research emphasized the intervening condition—“making students’ experiences relevant”. When talking about decisions which are important to learning, experience not necessarily must be gained at school to successfully use when learning and for the obtained experience to become part of the system of competencies being developed in the course of learning. Grounding on the research data, students have difficulties in making it relevant and linking to the goal of learning to be achieved without support of others (teacher or peers). During cooperation, searching for agreements and making decisions, experiences are being highlighted and usually act as a condition for the decision-making. Moreover, it is being supplemented with available and new experiences of others that occur while being actively engaged. It is important that even having an identified experience which is unfavorable for learning, prompted by learner’s initiative, it might serve for the sake of better learning if an approach to it as useless and deniable is not being stimulated externally.



Grounding on the research results, it depends on the attitude towards failure how actively students engage in solving problems related to learning. When provoking students to discuss on what conditioned success, what they learned from it, how their efforts can help to avoid failure or change a situation, allow them to make decisions regarding their own learning more bravely. This also means feeling more responsible because they understand that, in many cases, success depends on fostering efforts. The importance of response and what proceeded before failure and after it, were pointed out in the research. Students’ proper reaction to it depends also on the teacher’s actions. Not without purpose, Haimovitz, Dweck [72] point out that the response of adults to students’ failures makes an impact on their thinking and potential for success, which influences motivation and learning. Researchers provide evidence about a teacher’s comments being focused on recognition of efforts, and this stimulates positive self-evaluation and higher persistence, and brings students together for further learning. Students need to believe that their efforts will help them to learn and that this will contribute to implementation of their goals.



When creating conditions for students to assume responsibility for their learning, provided/received “feedback” was emphasized as one more intervening condition determining further actions of a learner and a teacher not by accident [73]. Feedback can be an instrument of co-creation of assuming responsibility for own learning related to other emphasized intervening conditions and determining the manifestation of them. Depending on whether it is facilitating or controlling, other intervening conditions manifest respectfully (e.g., learning about learning, attitude towards failure, towards oneself as a major resource of learning, (un)making experience relevant, etc.) and it depends on whether a wish to assume responsibility for own learning is being activated. Feedback acts not as a forced impulse but as a personal suggestion and self-suggestion to change oneself; research on this in relation to other intervening conditions may be a future prospect to encourage students to assume responsibility for own learning.



We linked in-depth feedback to oneself on own learning that was pointed out while reflecting practice of learning and changes taking place in the context of it, to meta-learning and called it learning about learning. During the research, it was emphasized that those school students who are unable to consider their learning only through cooperation engage in processes that encompass information on self-cognition, task, and self-regulation. Such self-engagement of students in processes of meta-learning expands the perception of these processes and is a condition for making the relation of the learners with learning processes and results, which refers to responsibility for own learning, relevant.



Moreover, deeper perception of learning processes allows understanding that learning outcomes can be achieved in very different ways and levels, which basically modifies the attitude towards peers who learn in different ways. It is important to seek prevention of discrimination occurring from earning differences among learners, which can negatively impact further personal development, influencing not only attainments but also further success in one’s life [10,12].



Grounding on the research results, we can declare that clarity of formulation of the intervening condition “expectations, goals of learning” is highly relevant to students and provides conditions for them to assume responsibility for their learning. Wiliam [16] pointed out that often is it worth defining learning goals jointly with students and call this process “co-construction”. During the research, it was found that students more strongly favor these formulations of learning goals which are constructed in a language that is “friendly” to them. This emphasizes the importance of language that is acceptable to school students in learning and remind not to forget to learn the “official” language of a subject in parallel because this is also a part of the process.



Results of a research conducted by Boud, Lawson and Thompson [74] reasoned a significant effect on students’ learning from consistent assessment criteria intended for improvement of individual decisions. Manifestation of the intervening condition “clear criteria” illustrated that it depends on availability of criteria and clarity of formulation in the process of learning whether students will engage in the process of learning or this will create even more confusion. Clear criteria can help reduce students’ anxiety and encourage the use of self-regulatory learning strategies, which results in students assuming more responsibility for their learning. On the other hand, clear criteria can limit independence and creativity of students [75]. The process of this research emphasized that it is worth thinking of whether students should always refer only to the criteria that are indicated. It was observed that if students trust their capacities and know how to work, these criteria may be rejected.



The research also emphasized that students more willingly assumed responsibility for their learning when they took part in negotiations about criteria. Learning criteria were differentiated according to how students are able to apply knowledge in a different environment. In the course of such process, the change of teachers’ attitudes related to their roles happened. They became more active as learning coachers and not only as implementers of content or activity.



The intervening condition “self-assessment” that was pointed out in the research created conditions for the transformation of both process and resulted in the aspect of students assuming responsibility for their learning. In the process of teaching and learning, the lesson design was transformed, i.e., there was a transition from planning and organization of traditional educational process to application of the backward design, understanding by design, logic. Wiggins, McTighe [76] investigated the understanding by design as an approach of planning and perception of better teaching and learning processes where attention is focused not on knowledge but rather on development of the true understanding. On the basis of such process, a learner consciously learns while independently engaging in the learning processes. According to Taras [77], empirical research studies prove that self-assessment is an important factor involving learners into learning. When self-assessing themselves, students have a possibility to develop skills of analytical thinking, engaging in the decision-making process [78], wherein a student analyzing his/her performance and results becomes a meaning-seeking researcher.



While reciprocally interacting, the strategies and intervening conditions that dominate in the context of cooperation act as components of sustainable development of students’ assumed responsibility for learning. This makes up a specific system that provides conditions for not only self-development of independence but also for elimination of occurrence of discriminative behavior appearing because of learning differences or inequality.




6. Limitations of the Study and Future Perspective


Due to their character (applying action research), the conclusions of the research are not to be used for drawing broad, generalizing conclusions. The research conclusions are limited by the context because the purpose of the action research is to generate a problem which is relevant for a particular community only, to make obtained knowledge applicable in practice. Nevertheless, research conclusions may provide insights about specific situations: provisions, strategies, intervening conditions that create conditions for students to assume responsibility for their learning and are oriented towards solutions of sustainable development. The circumstances, strategies, and intervening conditions that were pointed out in the research require more comprehensive investigation (analyzing learners’ experiences according to different attainments, role of parents, school culture, etc.) in the context of students assuming responsibility for learning. Current conditions of the new educational reality under the COVID-19 pandemic have impacted in some way the area of students assuming responsibility for their learning, which prompts to assess and analyze this anew, seeking a more effective process of education and conditions that ensure this process. These could be the directions for future research, theoretical development, and practice.
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Figure 1. Conceptual approaches to the learning to assume responsibility for own learning. 
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Figure 2. Model of action research, based on Kemmis, McTaggart [55]. 
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Figure 3. Provisions, strategies, and intervening conditions for students assuming responsibility for the process of learning. 
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Table 1. Example of conceptualization of open coding.
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Fragment of Interview

	
Label (In Vivo)

	
Subcategory

	
Category






	
“<e.g., Why to sweat if it is possible to adjust. When you suggest something, you remain guilty or are forced to do that job. If you see that others don’t want, you don’t show your initiative>” C-1

	
“…to adjust. And I do not show initiative…”

	
Collegial negotiation

	
Cooperation




	
“in order to solve the occurred problem or situation, one should try to look at that situation in a different way. I started more deeply exploring a student as a person, trying to understand why one learner behaves in one or another way. At work, I started more deeply exploring a student, one’s emotional state, wellbeing, encouraging deeply exploring the self, learn to know the self, recognize occurring problems and search for ways to cope with them.” A-1

	
“…to more deeply explore a student as a person… to know the self”

	
Creation of opportunities to choose
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Table 2. Setting structured reflection on research ethics in action.
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	Values
	Developing

Partnerships
	Constructing

Research Question
	Planning Action
	Collecting Data
	Analyzing Data
	Member Checking
	Going Public





	caring
	x
	
	x
	x
	x
	
	x



	fairness
	
	
	
	
	x
	
	



	commitment
	
	
	
	
	
	x
	x



	collegiality
	x
	x
	
	
	
	
	



	honesty
	
	
	
	x
	
	
	



	inclusiveness
	
	
	x
	
	
	
	



	openness
	
	
	
	
	
	x
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Table 3. Manifestation of cooperation as learning to assume responsibility when applying strategies of collegial negotiation and creation of opportunities to choose.
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Category

	
Subcategory

	
Illustrating Statements






	
Cooperation

	
Collegial negotiation

	
<when they hear my voice, I participate more actively>; <I wish to continue like this—looking at us as having knowledge>; <I see that my ideas, answers on how I feel are cared for>; <I was even surprised when asked my opinion, negotiated for the first time because usually the teacher herself would do everything>; <I feel good when I am asked and I know that they will be glad about my activeness>; <now we exchange opinions, make a joint decision. It is better to learn like this.>; <earlier, a teacher asked to suggest own ideas, and now I often suggest myself>; <I try more to do something when I know that my suggestion is important to all>; <and the result improved a little bit. Perhaps because I could ask many questions. I wanted to answer the questions even more. I didn’t want to do that earlier>; <the teacher writes our suggestions next to her ones, too. She wants that sometimes there were more our suggestions that her. Even though it is hard to work, but I don’t want to be lazy. Because that was my suggestion, after all. How others will treat it.>; <when they listen to my opinion, I try to complete the tasks till the end>




	
Creation of opportunities to choose

	
<initially, I did not like choosing because the work must be done>; <I tried not to choose, waited until I was told to do. Bet we agreed that I will need to try>; <if I have chosen, there is no way back>; <I started being more self-confident when I decide in what way I will complete the task>; <now I understand that I have my own way, what to after what. It does not suit me what suits, for example, my friend>; <when I choose myself, I try more to complete that work. It is funny, but there is no one to blame then>; <sometimes it is difficult to choose what would you want, you search for an easier option. The teacher noticed that I behaved in such a way and started negotiating with me, whether I would like to try solving more complex problems>
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